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Abstract

For several decades since the advent of Communicative Language Teaching and the Direct
Method, using the first language (L1) in second-language (L2) teaching has been out of
favour. However, arguments for using the Llas a resource for L2 learning are becoming

increasingly widespread (Cummins, 2014; Widdowson, 2001).

This study aims to examine both the role the L1 plays in improving students' L2 speaking
skills and their attitudes towards the use of their L1 in the process of learning a second
language. A qualitative action research study was thus applied. The research was conducted
in an English Language School over a period of six months. Observation, diaries, field-notes,
social media, interviews, pre- and post-tests, as well as language biographies constituted the
tools for data collection. Data were analysed through coding using critical discourse analysis,
the Atlas Tl software program and statistical analysis. The analysis was informed by
Cummins’ hypothesis of transfer and Vygotsky’s activity theory. Findings of the study
highlighted the effective role played by the L1 in learning the L2, and the effective approach
that the L1 can constitute as a scaffold to improve students’ L2 speaking skills, their
interaction, engagement and participation. Another conclusion was that students possessed a

positive attitude towards the use of their L1 in L2 teaching and learning.
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Chapter One

Introduction

1.1 Statement of Research Problem and Rationale

Learning a new language can be very demanding and challenging. It requires the use of
various skills not just to learn that language but also to know how to act and to interact in
different situations, in different times and in different places: "to be recognized as enacting an
appropriate socially-situated identity" (Gee, 2004 in McKay, 2010:100). For the
Communicative Language Teaching (CLT) Approach; commonly referred to as the
Communicative Approach, for example, this requires encouraging students to use their
second language. To do so the following conditions should be fulfilled: first, tasks given in
the classroom should be manageable and given in accordance with learners' capabilities
(Nation, 2003); second, learners have to be informed of the learning aim of each task (Nation,
2003; Baker, 2001; Cook, 2010); third, teachers should highlight the importance of using L2
in classrooms (Nation, 2003); fourth, the role of the teacher should not be as an error
corrector who negatively corrects students’ mistakes, but as a learning facilitator (Nation,
2003; Baker, 2001; Cook, 2010); and lastly, interactive activities such as retelling stories and

role plays (Baker, 2001; Nation, 2003) may be relied upon to ensure participation.

One of the arguments against using the first language in language teaching is that the L1 is
not efficient because it will deprive learners of adequate practice in their L2. This in turn will
reduce their chances of L2 proficiency. These theorists also claim that the performance of the
learners will be affected due to their L1 influence. This criticism started with the advent of
the Communicative Approach which rejects the L1 for classroom activities (Atkinson, 1987;
Widdowson, 2001). The basis of this dismissal of the L1 is accompanied by a complete

1



rejection of the grammar-translation method which focuses entirely on grammar accuracy,
while wholly neglecting other aspects such as speaking, reading and writing (Byram, 2003;
Richards, 2006). According to Hendricks (2008) Grammar Translation was the dominant
approach in English L1 pedagogy in South Africa before the emergence of approaches such
as the Personal Growth Model, Critical Language Teaching, and the Communicative

Approach.

These new approaches challenged the dominant approach at that time prompting other
theorists and scholars to state that learners would benefit greatly if they were to integrate their
first language into other methods within language teaching programs (Auerbach, 1993;
Cummins, 2008). Moreover, this would provide learners with a chance to figure out
differences and similarities between their L1 and L2 in terms of grammar, pronunciation, text

structure and culture (Cook, 2010; Harmer, 2001; Inga, 2012; Carless, 2007; Cook, 2001).

A fuller discussion of the use of the L1 in L2 teaching will be presented in Chapter Two, the

literature review chapter.

The selection of the topic of this study was inspired by my own teaching experience.
Teaching a language other than one's first language is a dynamic process which may be
affected by several factors including those pertaining to one’s L1. To become an English
language teacher | went through a very laborious experience in which hardly any teaching
method apart from the traditional one was used. Teachers would come into the classroom,
explain the lesson, instruct us to use dictionaries if we did not understand any words, then
they would pose a few questions and dismiss the class. The classroom was teacher-centred
and we were allowed only to answer questions, but not to ask any ourselves. This was my

experience as a student learning English as a foreign language.



In 2010, | became a teacher myself and joined the teaching staff at the Faculty of Education,
Tripoli University. | was assigned to teach English language skills such as reading
comprehension and writing as well as translation. While teaching my students how to
interpret, | found that their English language improved and they became more confident by
the end of the term compared to their levels of competence at the beginning. For example,
one day while I was explaining the meaning of the expressions "on behalf of" and "status
quo™ I noticed that they understood the general meaning. However, they could not understand
the specific meaning of each term and how to use it properly until the Arabic equivalents
were provided. In this respect, using students' first language reduced tension and removed a
barrier (Auerbach, 1993; Mile, 2004; Probyn, 2009). The students themselves observed that
their speaking skills had improved noticeably after showing themselves that they were able to

perform the role of interpreter.

This inspired the idea of using students’ L1 in teaching English skills in general and for

speaking in particular. This is how the topic of my PhD dissertation emerged.

Apart from this central motivation, | have also observed that some teachers and principals
belittle teachers who tend to use the L1 in foreign-language teaching classrooms. They
consider it a sign of weakness. The same negative attitude towards using the L1 manifested
itself when | was doing my IELTS (The International English Language Testing System)
preparation course at one of the English centres in Cape Town. At that school we were not

allowed to use the L1 and anyone caught speaking their L1(s) was fined.

It appears that the current approach to teaching English in such private institutions is
essentially communicative. | thus set out to challenge this conception, and to emphasize the
usefulness of integrating the first language as a classroom strategy in helping learners

improve their L2 speaking skills. To this end | taught English to 12 Libyan students whose



first language is Arabic. In the process of teaching them, | used their first language by

allowing purposeful translanguaging practices.

What this initiative represents goes counter to the Communicative Approach to language
teaching which discourages students from using their L1. The latter theory holds that the
students should become habituated to the target language even if they do not understand
everything: the newborn does not understand everything, but they have an inkling of what is
meant. This concept is extended to acquisition in the case of adults, where becoming overly

dependent on the mother tongue is considered a risk.

Thus my approach was mainly communicative, but with a difference: | integrated the L1 into
the Communicative Approach. This was a purposeful classroom strategy. Students were not
to use their mother tongue on a whim. In fact, they were encouraged to use English as much
as possible and were told not to be afraid of making mistakes; these were to be entertained as
part of the learning process, and patience was recommended. Translanguaging was allowed to

serve the purpose of clarification, increase classroom participation and maintain rapport.

The aim was thus always to use English to explain the content of the lesson so as to enable
students to attune the ear to the sound of the English language, even if they had not fully
understood the meaning. The intention was that this approach would motivate them to

persevere with the language, until such time when they might understand it directly.

Students were also encouraged to try to infer the meaning of a word or expression through a
context, without necessarily having access to a more precise understanding of the word.
Learning the meanings through the context of a comprehension passage or a story is a
powerful means of association and memory. Using the L1 can also create a strong association

with a word or an expression and thus enhance the memory of that word or expression.



The teaching method could largely be described as communicative. Yet the L1 was integrated
as an available resource that improved learning due to the fact that | value the linguistic and

cultural capital which students bring to the classroom.

Another aspect to which | tried to pay careful attention was listening exposure because it can
help students attune their ears to the English language. Since listening is the key to speech,

students were exposed to a wide variety of authentic listening materials.

This chapter is structured so as to introduce my research in general terms. It includes an
outline of and rationale for the research problem, aims of the study, research questions and
predictions as well as the ethical considerations that were taken into account prior to and

during my research.

1.2 Aim of the Study

The ultimate goals of any teaching process, including language teaching, are to help learners
understand what they are studying and to cultivate the requisite skills. Any methods and
strategies that may facilitate students' acquisition of their second language should thus be
examined and explored. The objective of this thesis is to evaluate those approaches which
may promote language learning and those which may hinder it. Hence this study aims to
examine the effectiveness of using students' first language as a language teaching approach,

particularly when such an initiative is integrated into other language teaching methods.

1.3 Research Questions

This study seeks answers to the following questions:

- What role does the first language play (Arabic, in this case) in improving students' L2

speaking skills?

- What are the participants' attitudes towards the use of their first language (Arabic) in

English language teaching?



In order to find answers to these questions, this study predicts that:

- The first language (L1) is an efficient teaching resource for helping students to acquire their
L2, especially in explaining the meaning of some words and expressions which have no

direct equivalents in the L1.

- The first language helps students recognize and understand differences and similarities

between the two languages.

- The proper choice of learning material and activities can affect the efficiency of using the

first language within a language teaching approach.

- Learners’ emotions may affect the learning process.

1.4 Ethical Considerations
When conducting any kind of research, there will be certain ethical issues that should be

taken into account.

As the researcher | thus fully acknowledge any use of other people's ideas and thoughts,
whether they are directly quoted or paraphrased (Silverman, 2000; Leedy & Ormrod, 2010).
Permission from the school principal was sought before the commencement of the
intervention. A meeting with the participants provided them with a general idea about the
nature of the research to allow them to "make a reasonable informed judgement" as to
whether or not to participate (Leedy & Ormrod, 2010: 102). In the consent letter it was made
explicit to participants that their participation would be voluntary and that they were thus
entitled to drop out at any time (Leedy & Ormrod, 2010). Due to the fact that all the
participants have university degrees and are familiar with the requirements for successful
research studies, some assurance was established that the drop-out rate from the course would

most likely be kept low.



Confidentiality was guaranteed through the use of codes or numbers instead of participants'

names (Leedy& Ormrod, 2010).

Viewing of video recordings of the lessons was firmly restricted to the researcher, my
supervisors and the research participants. For the researcher and participants such videos
were to constitute a valuable form of feedback which would further facilitate reflection on the
methods and strategies used. In the interviews, | avoided using complex and complicated
words and expressions. In other words, questions and concepts were to be conveyed in
explicit language "within the grasp of the respondents” (Cohen et al, 2010:322). Moreover,

participants would not be obliged to answer any questions they would prefer not to.

The findings of the study are presented in "a complete and honest fashion” whether or not

they support its predictions (Leedy & Ormrod, 2010: 103).

Conscious of being the main research instrument myself, | adopt reflexivity as an approach.

This allows me to process the research with an awareness of factors such as:

e the privileges and limitations of my position as a teacher-researcher and how to use
the power | have in a way that does not suppress the voices of the research

participants (Watt, 2007);

e the rapport | have to maintain with research participants through collaboration and a
non-exploitative relationship in which to share and merge the knowledge we have

(Skegges, 2002);

e the processes required for reflecting on my feelings and thoughts and the way in

which these might influence the research (Watt, 2007; Skegges, 2002); and

e the issue of identity and tensions that might arise due to factors such as position,

gender, age, culture etc (Skegges, 2002).



1. 5 Research Outline

The following is a chapter-by-chapter outline of the key aspects covered.
Chapter 1: Introduction

In this chapter a general overview is provided of the research study. It includes the rationale
for selecting this area of research, its aims, predicted findings, research questions, ethical

considerations as well as a research outline.
Chapter 2: Theoretical Framework and Review of the Literature

In Chapter 2 | present the theories that are pertinent to my theoretical framework. This
chapter consists of a review of the literature related to: the role of English worldwide and to
South Africa in particular; second/foreign language education in general and using the first

language in language teaching in particular; speaking skills and translanguaging.
Chapter 3: Methodology

The third chapter is devoted to research methodology and the rationale for adopting
qualitative action research in my study. Furthermore, an explanation of the data collection

tools and the rationale for their suitability to the nature of the research study is provided.
Chapter 4: Data Presentation and Analysis

This chapter is devoted to the presentation and analysis of classroom recordings, interviews

and pre- and post-tests.
Chapter 5: Language and Identity

In this chapter I present and analyse the data collected from language biographies and the part

of the interviews related to motives and identity.

Chapter 6: Conclusions and Recommendations



In this chapter | summarize the findings and the limitations of the study that in turn point the

way forward towards future research.



Chapter Two

Theoretical Framework and Literature Review

2.1 Introduction

This study seeks to explore the role of the L1 in language classrooms to see to what extent it
facilitates language learning. In order to make a cogent argument for the L1 as a pedagogical
means it is necessary first to consider the issue of using the first language (L1) in second-
language teaching together with some of the debates associated with this approach. These

include the changing of attitudes and the arguments for and against using the L1.

This process will lay the foundation for the research and allow me to place the findings of the
intervention in an appropriate context towards either support for or refutation of the

predictions of this study.

2.2 Theoretical Framework
Before reviewing the literature related to the L1 in L2 teaching and learning, a suitable

theoretical framework is presented as foundational to my research.

Due to the fact that this study attempts to investigate the effectiveness of the L1 in L2
teaching and learning through an Action Research methodology, and because that teaching
and learning are human activities which take place in a real-world social and cultural context,
I use Cummins’ theory of Linguistic Interdependence in conjunction with the Activity Theory
of Vygotsky to construct my theoretical framework. In order to add another dimension to this
study, which it is hoped may help triangulate these two theories and provide further insight
into the concept of language and identity, language biographies were used as data collection
tools. To this end a review of the literature of language biographies and portraits, and their

importance in language teaching and learning will be presented in Chapter Five.
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Similarly Ellis’ beliefs about language teaching, offer an additional theoretical perspective to
my study, but are discussed only in the relevant section of the data analysis chapter because

they relate to a specific part of the data.

The concept of interdependence in L1 and L2 development originates from Skutnabb-Kangas
and Toukomaa’s work (1976) based on the language development of some Finnish immigrant
children in Sweden where they found that “"the degree of L1 development had a significant
influence on L2 development” (Verhoeven, 1994: 382). Several years later Cummins (1978,
1979) conceptualized this assumption in a theory known as Linguistic Interdependence
Hypothesis, and proposed a pair of correlated Hypotheses: (Verhoeven, 1994) the threshold
hypothesis, "concerned with the cognitive and academic consequences of different patterns of
bilingual skills and the developmental interdependence hypothesis address(ing) the functional
interdependence between the development of L1 and L2 skills" (Cummins, 1979: 227). The
central argument of the developmental interdependence hypothesis is that the L1 is a potential
resource for scaffolding and overcoming difficulties faced by learners in their collaborative
L2 learning (Ferguson, 2003) and that "the level of L2 competence which a bilingual child
attains is partially a function of the type of competence the child has developed in L1 at the
time when intensive exposure to L2 begins” (Cummins, 1979: 233). Here Cummins talks

about language and literacy skills which can be transferred from one language to another.

In 1981 Cummins elaborated upon the interdependence hypothesis stating that the
relationship between L1 and L2 is not uni-directional. Hence, he argued, the transfer is not
from L1 to L2 only but is reciprocal, and the transfer of skills together with cognitive
development can thus also be the other way round (Cummins, 2008). Cummins (1979: 236)

asserts that the relationship between L1 and L2 is reciprocal and interdependent.

In other words, recognizing the functional significance of the child’s mother tongue in the
developmental process can positively affect his/her L2 learning and by the same token,
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developing high levels of L2 skills may enhance the L1 skills and other aspects of cognitive

functioning.

Thus he argues that extensive exposure to L2 along with insufficient motivation to maintain
the L1 will impede the development of student’s L1, which in turn will inhibit the successful
acquisition of the bilingualism that Cummins perceives as a positive influence on both
cognitive and linguistic development (Cummins, 1979; Verhoeven, 1994; Cummins, 2008).
This is why Cummins believes that to maintain effective L2 learning, school programs and
teachers need to acknowledge and accommodate the diverse linguistic and cultural capital

students bring to the classroom (Cummins, 1979; Cummins, 2005).

Furthermore, in order to explain how the interdependence between language skills takes
place, Cummins distinguishes between elements within what he refers to as the four quadrants
model (Cummins, 1979; Verhoeven, 1994; Cummins, 2008). Such a framework may be used
to understand and describe additive bilingualism where teachers activate and invest students’
prior knowledge and experiences manifested in their Basic Interpersonal Communicative
Skills (BICS) and their Cognitive Academic Language Proficiency (CALP). Students would
have encoded and developed these skills and this proficiency in their L1 in order to "form the
building blocks for new knowledge," which is what consequently facilitates learning through

activating cognitive engagement (Lundgren, 2015: 3).
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Figure 1. Cummins’ (2000) Four quadrants model

It is the BICS Cummins refers to as context-embedded language used in everyday
conversation, while the CALP refers to the context-reduced language that requires cognitive
thinking (Ramani et al, 2007; Lundgren, 2015). The overall aim of the teaching process here
is to help students expand their linguistic repertoire and to acquire the facility by which to
develop their "entry-level BICS" to an "exit-level CALP" (Ramani et al, 2007: 211,
Cummins, 2015). This can be achieved through teacher-facilitated interaction and the

inculcation of positive attitudes towards literacy learning (Lundgren, 2015; Cummins, 2015).

Verhoeven (1994: 384) explains the difference between context-embedded and context-
reduced language use, illustrating that in context-embedded communication meaning is
actively negotiated by participants who give each other feedback and supply paralinguistic
cues in case meaning is not fully understood. In context-reduced communication, learners are

entirely dependent on linguistic cues to interpret the meaning and logic of the discourse.
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While both BICS and CALP are transferable, the one more relevant to this study is the CALP
(Cummins, 1979; Cummins, 2008). There have been several critiques of BICS and CALP.
Some describe the BICS and CALP distinction as oversimplified (Scarcella, 2003) and a
"deficit theory" (MacSwan & Rolstad, 2003). For example, Scarcella (2003: 6) argues that the
dichotomous conceptualization of language that the distinction presents "is not useful for
understanding the complexities of academic English or the multiple variables affecting its
development™ and that the notion" is of limited practical value, since it fails to operationalize
tasks and therefore does not generate tasks that teachers can use to help develop their
students’ academic English" (Scarcella: 2003: 7). Cummins has responded to this critique by
asserting that this distinction helps to develop an understanding of the different stages of
second language acquisition, and that it goes some way towards explaining how English
language learners may be fluent speakers, yet under-achieving performers, in L2 academic
English (Cummins, 1999; Cummins, 2008). He adds that "the BICS/CALP distinction was not
formulated as a tool to generate academic tasks™ and it “was not proposed as an overall theory
of language proficiency but as a very specific conceptual distinction that has important

implications for policy and practice™ (Cummins, 2008: 78-79).

But according to MacSwan and Rolstad (2003: 332) one of the pitfalls of the BICS/CALP
framework is that it "implies that the language of the educated classes is inherently superior to
the language of the working class™ since the CALP is conceptualized as "a developmentally
more advanced form of language than BICS". Another pitfall that makes the distinction a
deficit theory is that it attributes students’ failure or under-achievement to internal
deficiencies within the students themselves and not to the schooling to which they were
subjected (MacSwan & Rolstad, 2003). Cummins' (2008) response to this criticism is his
explanation that both BICS and CALP are cognitively demanding. He clarifies that they are

developed differently and that "the sequential nature of BICS/CALP acquisition was

14



suggested as typical in the specific situation ... It was not suggested as an absolute order that

applies in every situation" (Cummins, 1999: 3).

Regarding the concept of transfer, Cummins (2008: 69) states that there are five kinds of
transfer that take place across languages: transfer of conceptual elements, transfer of
metacognitive and metalinguistic strategies, transfer of pragmatic aspects of language use,
transfer of specific linguistic elements and transfer of phonological awareness. He thus
critiques the assumption inherent in the idea of the two solitudes in bilingual education which
in turn is influenced by the Direct Method. His criticism is levelled at the presumption that the
two languages must be kept rigidly separate to ensure successful L2 learning (Cummins,
2008). In his argument, Cummins (1979-2008) goes further, confirming that acknowledging
and promoting the reality of cross-language transfer can give rise to a wide variety of
opportunities which may promote effective language learning. His interdependence
hypothesis — since it is related to the L1 — also highlights the importance of students’ prior
knowledge as an essential factor in L2 learning and the broadening of their foundation for
further learning (Cummins, 1979; Ferguson, 2003). He confirms that "the role of prior
knowledge is particularly relevant to the issue of teaching for transfer in the education of
bilingual students because if students’ prior knowledge is encoded in their L1, then their L1 is

inevitably implicated in the learning of L2" (Cummins, 2008: 67).

Cummins’ early work on the perception of interdependence of language skills has been also
criticized by a number of scholars like Troike (1984) and Verhoeven (1991). In their view it
neglects the role of socio-cultural factors such as motivation, power conflict and socio-
economic background, all of which are translated into language behaviour as powerful factors

in influencing deferential literacy achievement in a bilingual context (VVerhoeven, 1994).

However, when one considers Cummins’ later work, this critique does not seem accurate. In
this work he emphasises the significance of empowerment and socio-cultural factors and he
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argues for the importance of the apprehension of empowerment as "a central dimension of
effective instruction” (Cummins, 2014: 149). His point is that the "articulation of instructional
strategies that enable students to use their multilingual repertoires and academic language for
powerful identity-affirming purposes will constitute a core component in addressing the
impact of social marginalization” (Cummins, 2015: 278). A key aspect to developing
language and literacy is to keep students active, value their motivation and learning abilities
and position them as "contributing to knowledge making" (Lundgren, 2015: 6; Cummins,
2014). Connecting the curriculum to students’ lives, drawing on their prior knowledge and
experiences and valuing the linguistic and cultural capital students bring to the classroom can
be identity-affirming. These approaches could serve to scaffold students' participation and
ultimately lead to successful learning (Cummins, 2015; Cummins, 2014; Ramani et al, 2007,

Lundgren, 2015).

Another theory that forms an appropriate framework to my study is Activity Theory because
it provides a holistic understanding of human activities in a real-world social and cultural
context by using activity as a unit of analysis by which to specify who is doing what, how and
for what purpose (Vygotsky, 1978). Activity Theory, which is also known as the Cultural-
historical Theory of Development, was introduced by the Russian psychologists Lev
Vygotsky and his student Leont’ev, and founded on their research of cultural-historical
psychology in the 1920s (Salkind, 2008; Hashim & Jones, 2007). Basically the theory
addresses the cognitive development of human consciousness through the use of tools and
artefacts (Vygotsky, 1978; ygotsky, 2012) and articulates "the implications of Vygotsky’s
claim that human behaviour results from the integration of socially and culturally constructed
forms of mediation into human activity” (Lantolf, 2000). Even though it was modified and
expanded by Leont’ev and Engestrom in 1981 and 1987 respectively, the core of Activity

Theory is still the same; it centres round an understanding of human consciousness (Lantolf,
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2000; Hasan & Kazlauskas, 2014). The key concept of the theory is that human activity is a
purposeful set of actions carried out through the use of physical or psychological tools
including language, "the most significant tool for collaborative human activity” (Hasan &
Kazlauskas, 2014: 9). Vygotsky’s original model of a mediated act consists of three main

elements: subject (the doer), object, mediating artefact (the tool) and the outcome.

Mediating Artefact (Tools)

Subject 4 Object =——— Quicome

Figure 2. Vygotsky’s model of the core of an activity (1978)

According to Vygotsky, these three main components subject, object and outcome are
essential for each human activity and it is the relationship between these components that
forms the core of an activity (Salkind, 2008; Lantolf, 2000; Hasan & Kazlauskas, 2014). In an
activity 'the subject' is constituted by the doer(s) engaged in the activity driven by their
various motives to do 'the object' which is the intended activity and 'the tool' is the mediating
device by which the activity is done (Engestrom, 2000; Hashim & Jones, 2007). Moreover, to
ensure continuity, coherence and meaning an activity needs to be driven by a deep motive

which is embedded in the object of the activity (Engestrém, 2000).
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In 1981, Leont’ev presented a modified version of Vygotsky’s model of an activity.
According to Leont’ev an activity can be understood within a hierarchical system where it sits
"above goal-oriented actions and underlying operations”. It should always be understood in

the context of its cultural and historical environment (Hasan & Kazlauskas, 2014: 10).

—generates ——P| Activity

determines Is composed of
———results in—| Actions |
affected by are composed of

—-—— determine —»

Figure 3. Leont’ev’s expanded Activity Theory model (1981)

For Leont’ev, the difference between activities, actions and operations can be illustrated
through the act of gear-changing when learning to drive. In his example the lesson is the
activity, the need to learn how to change gears to be able to drive is the motive, and practice
in changing gears is the object or the purpose of the activity. The learner conducts the activity
through conscious actions with the goal of moving the clutch and the gear-stick as required,
and through unconscious operations determined by the conditions such as how to move
his/her hand or foot. Once changing gears is mastered, a new activity with different objects,
actions and operations begins (Hasan & Kazlauskas, 2014). This means that an activity both
mediates and is mediated by, the physical and psychological tools used, just as it is by the

social context. This two-way concept of mediation implies that the capability and availability
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of tools mediates what can be done and the tool in turn, evolves to hold the historical
knowledge of how a society works and is organized. Tools can be primary (physical),
secondary (language, ideas, models, etc.) or tertiary (communities, context, or environments)

(Hasan & Kazlauskas, 2014: 10-11).

On the basis of the foregoing analysis Engestrom expanded Vygotsky and Leont’ev’s models
of activity theory by using the concept of a collective activity system which includes two
more elements: rules and division of labour. The latter he argues, should be taken into account
when analysing human activities (Engestrom, 2000; Hashim & Jones, 2007; Hasan &

Kazlauskas, 2014).

TOOLS

OBJECT
SUBJECT

OUTCOME

RULES COMMUNITY DIVISION OF LABOR
Figure 4. Engestrom’s Expanded Activity Theory (1987)

Engestrom’s expanded model depicts an activity as a system comprised of the subject (who
conducts the activity), the object (why the activity is conducted), the tool or artefacts (by

which the activity is conducted), the rules (how the activity should be conducted) and the
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division of labour (how the actions and operations are distributed among a community of
workers) (Lantolf, 2000; Engestrom, 2000; Hashim & Jones, 2007; Hasan & Kazlauskas,
2014). Engestrom’s theory explains the importance of the rules to mediate the relation
between subject and community, the division of labour to mediate the relationship between
object and community, and the tool to impact upon the interaction between the subject and the

object (Hashim & Jones, 2007:6).

The value of Activity Theory is that it can be applied widely, and it inspires theoretical
reflections within many fields of study (Engestrém, 2000). It provides a framework and offers
a lens for holistic understanding in the processes of analysing activities and determining
follow-up action and operations (Lantolf, 2000; Salkind, 2008). This is because it "views
activity not as a simple individual action but as being culturally and historically located"

(Hashim & Jones, 2007: 18).

Activity Theory may be applied in fields that involve human activity such as psychology,
culture, education and so on. Another example of the value of its application is the field of
education — Scanlon and Issroff’s research into the current use of learning technologies in
higher education where students were the subjects, the purpose of the activity was the object,
the tool was learning technology and the outcome was the promotion of learning. Their
research demonstrates the appropriateness of activity theory for education research (Hashim

& Jones, 2007).

According to Engestrom (2000) the importance of activity theory lies in its usefulness in
identifying contradictions within an activity system that helps teachers and practitioners to

focus on the root of problems. He states:

Such collaborative analysis and modelling is a crucial precondition for the creation of

a shared vision for the expansive solution of the contradictions...to achieve such an
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expansion both conceptually and in practice, a new kind of learning process is needed.

(Engestrom, 2000: 966-967)

Furthermore, he points out that the questioning of practice is an essential aspect of the
learning cycle which begins with questioning and ends with reflecting and consolidating a

new practice.

7. CONSOLIDATING THE 1. QUESTIONING
NEW PRACTICE
2A. HISTORICAL ANALYSIS
28. ACTUAL-EMPIRICAL ANALYSIS
6. REFLECTING ON
THE PROCESS

3. MODELING THE NEW
SOLUTION

5. IMPLEMENTING THE

NEWWDEL‘., 4aummme

Figure 5. Expansive Cycle of Learning Actions (Engestrém, 2000)

Similarly, this study follows the expansive cycle of learning action since its investigation is
performed through action research. It is thus conducted through the process of planning,
acting, reflecting, revising and adjusting my plans accordingly (Newman, 2000; Cohen et al,
2010). In this study I try to enhance the activity of teaching by using students’ L1 as a tool, or
mediating artefacts in communicative L2 teaching to achieve the desired outcome that is,

further learning. | will apply these theories to my data analysis in Chapter Four.
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2.3 Literature Review

2.3.1 The Role of English Worldwide

Generally speaking, there are various reasons why people seek to learn a second language or a
foreign language. Among these reasons are colonization, immigration and lifestyle changes
due to new developments in technology and communication. Since this study deals with
teaching English as a second/ foreign language, and due to the fact that English is becoming

more widely used, it is worth noting the role of English worldwide.

English may be considered a native language or a first language in the UK and the US, or as a
second language in the order of learning, or as a foreign language when it is not used outside
the classroom (McKay, 2010; Skutnabb-Kangas & McCarty, 2008). The concept of English
becoming the Lingua Franca simply means English will be used "as (a) contact language
between persons who share neither a common native tongue nor a common national culture,
and for whom English is the chosen foreign language of communication™ (Firth, 1996 in

McKay, 2010:90-91).

Canagarajah (2013) states that the significance of English might be due to what is referred to
as "neoliberal orientations to human capital." His analysis critiques an emphasis on the
importance of a uniform language for effective communication, warning that this would give
power to the Lingua Franca, English. Such power is consolidated by the immigration and

educational policies of host and home countries respectively (Canagarajah, 2013: 1).

From another perspective, McKay (2010: 96) argues that viewing English as a global
language is born of the notion of “imagined communities.”" This entails a belief that learning
English will pave the way for those learners to develop various benefits which in turn will
fulfil their needs (Probyn, 2009; Mckay, 2010). Such thinking is strongly manifested in

countries where speaking English is a requirement for employment. In these contexts, the
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more proficiently one speaks English, the greater one’s chances of being employed
(Canagarajah, 2013). This assumption — which is a direct result of the political agenda or what
Auerbach refers to as "the Americanization movement" — has contributed to the spread of the
perception of English as a natural and commonsense practice (Auerbach, 1993: 13). This
movement sustained the idea of English-only classrooms. It is perhaps in reaction to ideas
such as these that Phillipson (1992 and 2009:57) states that the spread of English as a global
or international language was a driver and a consequence of what he refers to as "linguistic
imperialism and linguicism," which “was manifestly a feature of the way nation-states

privileged one language”.

He also argues that English linguistic imperialism was supported by colonial language policy
which prioritised one language in “teacher training, curriculum development and school
timetables™ all of which increased the expansion of English as a global language (Phillipson,
1992: 47; Phillipson, 2009). This ideology seems to be true of most areas that were under the
control of the English colonial project. This kind of imperialist ideology is still prevalent in

those countries although they are no longer under that "apparent occupation™.

However Phillipson’s analysis is contradicted by Spolsky (2004, 85) who asserts that "it was
not colonial language policy... (but) the colonial situation, whereby one nation came to rule
another, that produced the underlying inequality that turned out to be virtually impossible to

overcome". In other words, imperialism and not linguistic imperialism is the real issue.

In a similar vein Byram (2003, 65-66) affirms Phillipson's view, stating that English as a
foreign language (EFL) is almost synonymous with foreign language learning in many
countries. This is a consequence of British colonialism perpetuated by US dominance of
world affairs. He regards policy responses to the evolving significance of English as thus

chiefly based on acceptance of the trend towards English.
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Contrary to the concept of linguistic imperialism, Pennycook in his book Global Englishes
and Transcultural Flows (2007: 6) explores the concept of "imagined communities
refashioning identities”, wherein he views English as "a translocal language, a language of
fluidity and fixity that moves across, while becoming embedded in the materiality of localities
and social relations". He elaborates on how different identities, beliefs, cultures and languages
must be acknowledged and respected in order to promote linguistic and cultural diversity.
Further mobility, productive linguistic and cultural integration and an expansion of the

repertoires of participation may then become possible (Pennycook, 2007; Heugh, 2013).

Due to the fact that my research is conducted in the South African context, it is worthwhile to
consider the role of English in South Africa, a country that has been influenced by the
colonial, Apartheid and post-colonial phases which in turn have informed current language

policy in South Africa (Heugh, 2013; Mckinney et al, 2015).

During the colonial era, the imperialist powers tried to enforce their languages as the
languages of power and did not allow the systematic use of “any African language in high-
status functions, nor even within domains such as secondary and tertiary education”
(Alexander, 2000: 6). Between 1955 and 1976, the Apartheid government adopted an
education policy that maintained ethno-linguistic separation between communities "based on
the use of the mother tongue as the medium of instruction throughout primary schools for
each ethnolinguistic group™ (Heugh, 2013: 217). It inculcated the idea that languages are

"stable, bounded entities clearly differentiated from one another” (Mckinney et al, 2015: 109).

In order to justify its "racist curriculum” the Apartheid government used the UNESCO
declaration regarding the significance of using mother tongue as the language of teaching and
learning also in the project they referred to 'Bantu education' (Alexander, 2000: 5; see also
Heugh, 2013). This policy resulted in the recognition of nine indigenous African languages
(Mckinney et al, 2015). However this educational policy of the mother tongue with its
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separatist intentions for education was resisted by South African students who were more
inclined towards English rather than Afrikaans (Heugh, 2013). After years of struggle against
the Apartheid regime, South Africa managed to start a new era of post-apartheid government

which is associated with many challenges including ones relating to language policy.

Even though languages had been perceived as "part of a set of human rights" (Heugh, 2013:
217) in the post-apartheid constitution, specifically between 1992 and 1995, the new
constitution still partially maintained the Apartheid view of languages by adopting two
ideological perspectives on language: segregationist and assimilationist (Heugh, 2013;
Alexander, 2000). The selection of these two views which "together have influenced the
trajectory of the way multilingual education policy has been understood and implemented
since 1994" (Heugh, 2013: 218) was based on the fact that the co-existence of many
indigenous languages was viewed as a problem, and English which was perceived to be a
language of aspiration (Heugh, 2013; Alexander, 2000; Mazrui, 2002). Moreover, Heugh
(2013: 218) asserts that despite the Constitution (RSA, 1996), which sets out the principles of
linguistic equality for the eleven official languages in policy documents — up to the most
recent document from DBE (2013b) — the state has positioned English, rather than the African
languages, as the way towards what Bourdieu (1991) might term symbolic and material

capital.

In her article Slaves of English, De Klerk (1995) tries to shed light on the day-to-day
challenges in schools by bringing together a group of teachers who discuss language matters
and express their concern that English is perceived as a superior language. They see that this
attitude poses a consequent threat to local languages which are being marginalized and are
even in decline (see also Mazrui, 2002). This concern has also been raised by Cummins
(2015: 274) who confirms that the conception of English as "the language of power and social

advancement™ makes many parents “conclude that schools should maximize instructional
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exposure to English”. Mazrui (2002: 273) reaffirms the point that the predominance of
English deepens linguistic dependency which in turn is related to intellectual and scientific
dependency or what he refers to as the "Western package of modernity". Characteristically it
comes with many cultural imperatives that seek to reproduce the image of the west elsewhere.
One way to overcome the issue of dependency is through "a genuine revolution that ...
involves a widespread use of African languages as media of instruction” (Alexander, 2000:
13). Such an initiative would equip these African languages to respond to the stimulus of a
wider range of civilizations and will increase the potential for enrichment (Mazrui, 2002;

Klerk, 2005).

In an attempt to understand the nature of multilingualism and how to implement a
multilingual educational policy, the education policy document declared a national system of
additive bilingual or multilingual education. Its aim was to guarantee school students the right
of equal access to curriculum (Heugh, 2013; Alexander, 2000; Mckinney et al, 2015). Despite
the fact that the principle of additive multilingual education has been emphasised in the
documentation accompanying every new curriculum, this principle has not been implemented.
The reason for such non-compliance was due to a misconception that rendered additive
multilingual education and transition to English incorrectly "as one and the same" (Heugh,

2013: 222).

According to Heugh (2013), misunderstanding the concept of additive multilingual education
was not the only reason for the state's failure to create and implement a successful
multilingual education policy between 1994 and 2012. She asserts that there were additional
factors such as a separatist approach to discussions concerning language education policy,
curriculum and assessment change. Problematically, the view taken of language isolated it as
'a subject’ and thereby neglected its role as a means of learning. Also, "competing interests

between different sets of stakeholders involved in curriculum and language policy
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development™ set in motion an attempt to find a one-size-fits-all solution, thus contributing to

poor levels of achievement (Heugh, 2013:231).

From an empirical study of the relationship between monoglossic ideologies and children’s
participation in schools, Mckinney et al (2015: 121) found confirmation that the manner in
which ideologies of language impact on pedagogy and on children’s opportunities to
participate in the classroom is indeed complex. Ideologies of linguistic purity and the
requirement for the use of only one language at a time as authorized by the South African
curriculum, combined with Anglo-normativity, frequently result in the misrecognition of

children’s linguistic resources. She also states that

What counts as a language, or legitimate linguistic resources in these schooling contexts
is always the set of resources named as 'English' ... South African teachers are
...entrapped (in) the (re)production of colonial language constructs of language

practices that severely restrict children’s participation. (Mckinney et al, 2015: 121)

2.3.2 Speaking Skills

Language can be defined as a system of symbols governed by grammatical rules to
communicate meaning and to allow people to interact (Brown, 2000; Bashir et al, 2011).
Since this study aims to investigate the effectiveness of the first language in improving
students’ L2 speaking skills, it is essential to consider these skills, their importance and the
factors that underlie speaking effectiveness which should be considered when teaching

speaking.

Learning a second language is not a linear uni-dimensional process but a nonlinear
multidimensional modality (Brown, 2000; Shumin, 2002; Bashir et al, 2011). Like any other
language skills, speaking skills have to be learnt and practised. Speaking is one of the key

components of communication closely interwoven with listening (Gibbons, 2002; Dornbrack;
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2009; Shumin, 2002). In other words, the production of language necessitates a link between
listening and speaking in that both processes fundamentally involve comprehension and
construction of meaning (Shumin, 2002; Dornbrack; 2009). Moreover, Gibbons (2002: 103)
points out that "listening is an active process that depends not only on decoding the acoustic
information — the sound — but also on the listener’s in-the-head knowledge about the world

and the structure of the language".

Listening and speaking contexts can be one-way or two-way depending on whether the
situation is interactive such as face-to-face conversation, or partially interactive such as giving
a speech, or non-interactive as when recording a speech for a radio broadcast (Bashir et al,
2011; Gibbons, 2002; Dornbrack; 2009; Shumin, 2002). In general therefore, listening is a
key factor in the development of speaking as well as in other language skills (Gibbons, 2002;

Shumin, 2002). Listening and speaking promote and strengthen each other.

According to Gibbons (2002) the assumption that teachers do not need to teach learners
speaking skills because they are able to speak, is incorrect. She argues that on the contrary,
the skills relating to interacting, debating, negotiating, and so on should be taught in order to
help learners develop their language proficiency and to be able to interact in real life
situations. This can be achieved by providing learners with a safe space in which they may
apply these skills through maximum exposure to their L2, and by giving them sufficient
opportunities in which to practise these skills (Gibbons, 2002). It is also important for
language teachers to be aware of the different stages of language development in general and
in particular when speaking skills are being formed. This includes the silent period, early
speech production, speech emergence, intermediate fluency and advanced fluency (Bashir et
al, 2011). It is important to be conscious of the different stages in the acquisition of speaking
skills. Awareness that activities selected should suit the level of the students will avert any

negative impact which may otherwise arise. For example, in the first stage teachers can
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encourage students to engage in small talk rather than public oral presentations. Forcing
students at this level to present publicly will do more harm than good because they are not
ready yet. Performing such activities too early might only serve to increase their anxiety and,

as a consequence, impede their language development (Dornbrack; 2009; Bashir et al, 2011).

Also it is essential to take into account the elements affecting the development of learners’
speaking abilities such as age, knowledge, socio-cultural and affective factors (Gibbons,
2002; Shumin, 2002; Bashir et al, 2011). For instance, teachers must not expect adult learners
to pronounce words and speak the language like native speakers due to the fact that "adult
learners do not seem to have the same innate language-specific endowment or propensity as
children for acquiring fluency and naturalness in spoken language” (Shumin, 2002: 205).
Also, to be attentive to the link between speaking and knowledge teachers must not ask
learners to discuss topics about which they do not have much information; topics should be of
interest to students so that they are inspired to participate in conversations and discussions

(Gibbons, 2002; Dornbrack; 2009).

Because language is a system of symbols and often involves social interaction, it follows that
each language operates within a social and cultural context. It is thus of great importance that
language teachers are aware of the socio-cultural factors that might affect oral
communication. Teachers may help their students to sharpen their cultural awareness which in
turn may shape students' communicative competence (Shumin, 2002, Kaschula &

Anthonissen, 1997; Sapir, 1956).

In the same vein, 'affective factors' serves as an umbrella term which includes anxiety,
identity, attitude, self-esteem, motivation and emotions that can positively or negatively
influence language learning (Stroud & Wee, 2006; Shumin, 2002; Norton, 2010; Busch,
2006). Related to this, it should be noted that language learning is susceptible to anxiety due
to the fact that adults fear making errors, losing face and being judged by others (Stroud &
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Wee, 2006). These feelings of uneasiness and frustration in turn can impede language
development in general and the development of speaking skills in particular (Shumin, 2002).
Therefore, instead of forcing (reluctant) students to speak hesitantly, teachers should create
and develop activities that assist learners in overcoming their fear, reducing anxiety and
encouraging participation (Gibbons, 2002; Stroud & Wee, 2006; Dornbrack; 2009). Showing
encouragement and support, providing students with extensive exposure to authentic
language, and providing them with a safe space in which they may apply their skills are also
key factors that can help learners expand their knowledge of the language, overcome their
anxiety and become confident speakers (Stroud & Wee, 2006; Dornbrack; 2009; Shumin,

2002).

In summary, language is a means of communication and interaction, and speaking is one of its
key components. Speaking does not only mean our ability to speak, but includes other skills
that one must learn in order to be able to communicate and interact effectively. These skills
include the ability to negotiate, to debate, to argue a point, to interact, and so on. To ensure
effective learning all these skills must be taught "conjointly as they interact with each other in

natural behaviour” (Shumin, 2002: 209).

2.3.3 Second Language Teaching

The use of the first language as a classroom strategy in the teaching of foreign languages has
been out of favour since the advent of new teaching methods such as the Communicative
Approach, Task-based Learning and the Direct Method — all of which support monolingual

teaching.

The objection to using the L1 came about because these approaches view translation as just
another version of the grammar-translation method (Atkinson, 1987; Widdowson, 2001).

According to these approaches the grammar-translation method focuses only upon
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grammatical accuracy and rules, affording only second place to communication skills, after
writing and reading proficiency (Melita, 2012: 4). In other words, these methods are premised
on the idea that the L2 should always be the only medium of communication in language
classrooms (Makalela; 2014) since "the quantity of L2 input is especially important” (Duff &
Polio, 1990: 154). However, Duff & Polio (1990) confirm that in relation to the amount of
foreign language found in teacher talk in classrooms the ratio of L2 use in the classroom is
determined by certain variables including, for example, teachers' proficiency, language type,
content of the lesson and educational policy adopted by the school, institution or university.
Such methods see translation as "detrimental both to fluency in communication and to the

learner's development of a new language™ (Cook, 2010:88).

However, in his argument for using translation as a pedagogical tool in language teaching,
Cummins (2008) delineates the difference between translation and the Grammar Translation
Method. He argues that translation helps "students to create multimedia texts that
communicate in powerful and authentic ways with multiple audiences in both L1 and L2"
(Cummins, 2008: 65). The difference between translation and Grammar Translation Method
is that the former uses translation as an aid to enable students to communicate in authentic
ways and create multimedia texts in both L1 and L2 while the latter focuses on the teaching of
grammar only and uses translation as an end in itself (Cummins, 2008; Cook, 2010). This idea

is discussed by Piasecka (1986 in Auerbach, 1993: 20) who argues that:

Teaching bilingually does not mean a return to the Grammar Translation Method, but
rather a standpoint which accepts that the thinking, feeling and artistic life of a person
is very much rooted in their mother tongue. (Piasecka, 1986 cited in Auerbach, 1993:

20)

The CLT and Direct Method also premise their dismissal of the L1 use on the basis that the

purpose of learning languages is communication in the target language, and that this cannot be
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achieved by using the L1. Hence using L1 in L2 teaching and learning can cause mental

confusion (Makalela, 2014). His statement about the Communicative Approach claims that it:

was in part a response to external change and in part a development in pedagogical
theory.... (He) argues that language learning cannot be successful for purposes of
communication in real time if learners and teachers concentrate exclusively on
acquiring linguistic competence, that is, (on an) ability to produce grammatically and

phonologically correct sentences. (Byram, 2003: 68)

Thus the focus of language teaching has changed from grammatical competence — which
refers to knowledge of grammar — to communicative competence which refers to the ability
"to use the language for meaningful communication” (Richards, 2006:3). This ability includes
the knowledge of language function, language setting, text-type and communication strategies
such as being able to communicate even when language knowledge (Richards, 2006) is
lacking. This is to say that for linguists CLT, has been seen as an answer to the question of
what syllabi should be used and how these should be used to reflect the concept of

communicative competence (Richards, 2006).

The rejection of using the first language in language teaching created what is referred to as an
anti-L1 attitude. This attitude considers "translation as an artificial, stilted exercise that has no
place in a communicative methodology” (Carreres, 2006:5). Moreover, this changing trend
towards monolingual teaching enunciated ideas that depicted the native speaker as the ideal
teacher and that if other languages are used standards of English drop (Phillipson, 1992).
These ideas were amongst the main tenets emerging from the conference held at Makerere
University in Uganda in 1961 (Phillipson, 1992). Such perspectives emanating from the
Makerere Conference have led to the belief that the use of the first language is indicative of
failure, deficiency or a blameworthy practice (Cook, 2001; Auerbach, 1993). Some
researchers and linguists however, consider such tenets as fallacies or assumptions which
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should be examined and placed under scrutiny to verify their validity (Phillipson, 1992;

Auerbach, 1993).

Of the latter persuasion, Phillipson (1992) and Auerbach (1993) argue that being a native
speaker does not necessarily entail being an ideal teacher because teaching is not merely
about the fluency of the teacher. Teaching requires knowledge, certain qualifications and
specialized training (Auerbach, 1993; Baker, 2001). Phillipson (1992: 195) proposes that non-
native teachers might be better than native ones in that those non-native teachers would have
undergone "the laborious process of acquiring English as a second language and ... (might
therefore) have insight into the linguistic and cultural needs of their learners”. Also, non-
native teachers usually share a cultural background with their students, which may in turn
facilitate understanding and help students to acquire their second language (Auerbach, 1993;

Cook, 2010).

Nevertheless, supporters of the monolingual teaching approach argue that there is an
abundance of evidence to support the idea of excluding the L1 as a language learning

approach.

The evidence for this is said to be premised on the way children acquire their first language,
that is to say, without using any other language to help them become native speakers.
Therefore the promoters of this idea believe that to achieve complete and successful second
language acquisition, it should be taught in much the same way as the first language is
processed (Cook, 2001; Cummins, 2008; Cook, 2010). This point of view is clearly
manifested in the results Alseweed (2012: 116) drew from his study about the effectiveness of
using the L1 in teaching L2 grammar which showed that “the frequent use of L1 in teaching
L2 grammar has no observable or tangible positive effect on the students” learning and
comprehension” Widdowson (2001:12). However he argues that teaching a second or a
foreign language necessarily implies the use of the L1, and that it cannot be achieved through
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monolingual teaching. He elicits the evidence that “the notion of a second language implies
the existence of a first, and you cannot recognize what is foreign in a language without

relating to another which is familiar" (p.12).

Due to globalization, and its occupying an essential place in the political, economic and social
life of a country, foreign language teaching has become more significant for societies (Byram,

2003).

According to Byram (2003:60) the "three fundamental functions of all national education
systems ... are to create the human capital required in a country's economy, to develop a sense
of national identity, and to promote equality”. However, this "sense of national identity"
became threatened by the acquisition of a foreign or a “colonial language", a widespread
practice induced by the colonial powers in the 19th and 20th centuries (Byram, 2003:60). In
an attempt to reduce that threat and to maintain a balance between L1 and L2, some teaching
methods based on translation were introduced. This was to ensure that the learning of that L2
with its beliefs and values would be conducted through the channel of one's own language

with concomitant respect for the local culture (Byram, 2003; Mckay, 2010).

By the same token, Kramsch (2010: 204) confirms that recent developments in foreign
language education "stress the social and historical dimensions of language learning and the
need not just to teach one language/ one culture, but to put languages and cultures in relation

with one another" (See also Mckay, 2010).

According to Byram (2003: 62) policies and aims of foreign language education have changed
in response to “globalization and internationalization”. Therefore the aim has changed from
trying "to understand the high culture of great civilization™ to using the language for the
purpose of "daily communication and interaction with people from another country” (Byram,

2003: 63).
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This shift in aims was apparent, for example, in foreign language policies in Japan, the United
States and Europe where the focus moved from concentrating on how a language can be

acquired to how a language can be used for the purpose of communication (Byram, 2003).

It was not only the aim and the focus of foreign language education that changed but also the
classification of language learning, based upon how language learning is perceived by
different scholars. According to Pishghadam et al (2013) language learning can be classified

according to the following four main movements:

e the Behaviourist movement, which considers the teacher as the backbone of the
teaching process, which is to say if the teacher provides the correct stimuli, learners

will produce the expected and required response — learning;

e the Cognitive movement, which views language learning as a "conscious and reasoned
thinking process™ (Pishghadam et al, 2013:3) through which students construct their

new knowledge upon their prior knowledge;

e the Social movement, which focuses on social interaction where the role of the teacher
is seen as that of a language facilitator rather than an information sender and learners

as active rather than passive receptors; and

e the Emotional movement, which focuses on the importance of emotion and how it can

affect the learning process (Pishghadam et al, 2013).

The argument for the L1 is not restricted to language teaching only; it is also reflected in
research relating to language ideologies. For example, Ruiz (1984: 56) states that language
planning is influenced by three basic orientations: language-as-problem, language-as-right
and language-as-resource, since these "orientations determine what is thinkable about

language in society".
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The approach of language-as-problem refers to the concept that language deficiencies,
predominantly in English, are an obstacle to political, economic and social immersion and
success (Ruiz, 1984). The second orientation, language-as-right, refers to the idea that a
language minority has the right to use their language in all activities in daily communication
(Ruiz, 1984; Garcia, 2009). This idea is essential in "affirm(ing) language-identification as
both a legal entitlement and a natural endowment ... to translate the interests of language

minority groups into a rights-language" (Ruiz, 1984: 64-65).

A third approach to language planning is language-as-resource, which "highlights the
importance of co-operative language planning ... and tends to regard language-minority
communities as (an) important resource of expertise” (Ruiz, 1984: 67/69). This in turn, helps

to foster linguistic and cultural diversities (See also Kramsch, 2010; Mckay, 2010).

Moreover, proponents of monolingual teaching also claim that translation "is associated with
deductive rather than inductive teaching, accuracy rather than fluency, writing rather than
speaking, and invented rather than actual language use™ (Cook, 2010: 121). Due to this
critique, using the L1 in L2 teaching has been out of favour for many years. Using the second
language in a foreign language classroom should, so the argument went, be maximized due to
the fact that students have little, if any, chance to hear and use the second language outside the
classroom. Therefore tasks such as classroom management, controlling behaviour and
explaining activities should all be conducted in the second language because this will help
students learn through "meaning focused input” (Nation, 2003: 3). However, opponents of the
monolingual teaching approach cite some evidence against using this method. Such evidence

includes the points that follow.

e Imposing the monolingual approach often leads to participants' refraining from

taking part in classroom activities, and consequent frustration. This frustration
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prevents students from making progress and in most cases results in their dropping

out (Auerbach, 1993; Garcia, 2001; Nation, 2003).

e Excluding students' first language means also excluding their culture, life
experience and linguistic resources. This exclusion generates a feeling of
uncertainty and intimidation which negatively affects language learning

(Auerbach, 1993; Cummins, 2008; Nation, 2003; Garcia, 2001).

Childs (2016, 22-23) alerts one to the idea of exclusion by confirming that rejecting students’
language and culture is one way of dehumanizing them which in turn can create a sense of
humiliation. As a consequence, this can negatively affect the motivation to learn L2 as the

acquisition of L2 may be perceived as a threat to the learners’ identity (Cummins, 1979).

In a marginal variation of the monolingual teaching tenets, Nation (2003) argues that the
important role played by the first language should not be neglected. Nevertheless, this attitude
has changed noticeably over the last few years. Currently there is more research and a wider
range of teaching approaches which argue in favour of integrating the L1 in language
teaching. This implies an increasing awareness of its importance as a pedagogical tool.
Among these teaching methods are Concurrent Method, Community Language Learning and
Dodson's Bilingual Method. Regardless of the way in which each method uses the L1, each of
them states that it plays an important role in fostering L2 learning and in assisting students to
grasp the meaning of the new language (Cook, 2001). Using the L1 in an L2 classroom can
thus facilitate understanding and provide students with a sense of belonging which in turn

would allow for better progress (Schweers, 1999; Auerbach, 1993; Garcia, 2001).

The L1 can also play a significant role in encouraging students to cope with the challenges
they face in language learning (Schweers, 1999). Schweers (1999) also argues that L1 can

generate a good relationship between teachers and students which in turn promotes language
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learning. Dagiliene (2012:124) illustrates that the use of the L1 focuses on 'helping learners

acquire, develop and strengthen their knowledge and competence in the English language."

The aim of this study is to explore the effectiveness of using students’ L1 (Arabic in this case)
to establish the extent to which it might scaffold the learning of English as a second language,
particularly in developing students’ speaking practice. I use the term translanguaging in this
study because it does not indicate diglossic functional separation when languages are used by

bi/multilinguals (Garcia, 2009: 298).

2.3.4 Translanguaging

The term 'translanguaging' was coined by Cen Williams and Dafydd Whittal in 1994 in an
attempt to ease the language conflict which had arisen between the dominant language,
English, and the endangered language, Welsh. It is now used to refer to the process that
allows the latter a voice in education (Mwinda & Van der Walt, 2015: 102). Translanguaging
is thus a new term that has not received adequate investigation, and so there is a need for
further research to be carried out to explore translanguaging practices and to develop effective

"teachable resources" (Creese & Blackledge, 2010).

Nonetheless translanguaging may simply be defined as a systematic pedagogical means by
which to "challenge views of languages as separate entities" and through which
bi/multilinguals may navigate between the language that they know and the new one, in order
to mediate understanding and to "communicate in a range of social contexts" (Childs, 2016:
24/26). The concept of translanguaging as a pedagogical practice can promote more dynamic
bilingualism dual-languaging processing without functional separation between these
languages (Garcia, 2009). For instance, Canagarajah (2011: 1) points out that for
multilinguals, languages form part of a repertoire that is accessed for communicative

purposes. For them languages are not discrete and separated, but rather elements within an
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integrated system. Multilingual competence emerges from local practices where multiple
languages are negotiated for communication; competence does not consist of separate
competencies for each language, but a multicompetence that functions symbiotically for the

different languages in one’s repertoire.

For all the foregoing reasons proficiency for multilinguals is focused on repertoire building,
that is, developing abilities in the different functions served by different languages rather than
total mastery of each language. Garcia (2009), Canagarajah 2011, Mwinda & Van der Walt
(2015) state that translanguaging as an umbrella term refers to pedagogical practices that
perceive bilingualism not as a barrier but as a resource which can promote meta-linguistic

awareness as well as students’ receptive and productive strategies.

Translanguaging pedagogical practices may include codeswitching, the preview-view-review
approach and translation, to note a few (Mwinda & Van der Walt, 2015; Creese &
Blackledge, 2010; Childs, 2016). However, in order for these pedagogical strategies to be
effective and promote language proficiency, they must not be unplanned or random. Instead
they should be used in a purposeful and responsible way (Probyn, 2015; Mwinda & Van der
Walt, 2015). Mwinda & Van der Walt (2015: 100/104) argue that translanguaging teaching
strategies could be used as resources for building English vocabulary and may thereby
provide greater access to the curriculum and lesson accomplishment. Because codeswitching
is considered a translanguaging pedagogical strategy, research conducted on codeswitching in

language teaching is also included in the literature of this study.

In her study of classroom codeswitching in township schools in South Africa, Probyn (2009)
uses the expression "smuggling the vernacular into classroom” to indicate to what extent
students’ first language is contested and resisted. Probyn (2009:123) states that teachers use
both English and Xhosa in order to “engage learners in co-constructing understanding™ by
allowing the students to express their ideas in their first language, which is Xhosa, when they
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cannot do so in English; and then teachers help students rephrase or translate these ideas into
English. As Ferguson observes, codeswitching simply means "to alternate between languages
... and is one potential resource for mitigating the difficulties experienced by pupils studying

content subjects through a foreign language medium” (Ferguson, 2003: 38-48).
Furthermore codeswitching may serve several functions.

e It may facilitate curriculum access by enabling students' understanding of lesson
content, and it may allow for explanations when meaning is hard to access due to

difficult vocabulary and expressions.

e It may streamline classroom management by gaining and redirecting the attention of
the students, explaining activities and instructions, and sustaining their motivation and

their participation.

e And it may enhance interpersonal relations through establishing a good relationship
between teachers and students and by generating warmth in the classroom

environment (Ferguson, 2003; Khresheh, 2012; Modupeola, 2013).

However, in his study aimed at examining codeswitching in language teaching in Nigeria,
Modupeola (2013) came to the conclusion that codeswitching is important in the early stages
of language learning and that it should be gradually reduced in accordance with the level of
progress students make. In line with Ferguson, Bhooth et al (2013: 76) confirm that "L1 can
be used as a scaffolding strategy by students in facilitating their learning and can be used as a
pedagogical tool by the teacher to enhance learning experience as well as maximize
engagement in the classroom™. This conclusion was based on the findings from their study
whose aim it was to examine the use of Arabic in an EFL reading classroom in a university in
Yemen. The same conclusion was reached in another earlier study conducted by Khresheh

(2012); its purpose was to investigate when and why to use Arabic in the Saudi Arabian EFL
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classrooms. From the data he collected and analysed, Khresheh (2012, 78) found that "Arabic
can be used as an eclectic technique in certain instances regardless of what teaching method is
employed". In the same year (2012), Machaal conducted a similar study in a Saudi college for
the same purpose. The conclusion he reached made a strong connection between efficiency of
teaching methods and the use of Arabic in EFL classes. He then proposed that “for any
practical methodology to be efficient in Saudi EFL classes, it needs to make use of Arabic as
a mediating teaching-learning tool" (Machaal, 2012:215). Giaber (2014) goes a step further
having probed the reasons why teachers use translation in EFL classrooms. Based on the data
collected from a questionnaire given to 171 EFL teachers in Tripoli and surrounding areas in

Libya, Giaber (2014:39) concludes that:

Translation is widely used as a technique to check students' understanding, help
students clarify the meanings of linguistic units, increase students' vocabulary, develop
students' ability of contrastive analysis, and assess students' overall language learning.

(Giaber, 2014:39)

Garcia (2009) highlights the significance of adopting heteroglossic language ideologies that
view bilingualism as the norm, rather than the monoglossic language ideologies that focus on
monolingualism and consider monolingual teaching as the only way through which language
should be learnt. (See also Flores & Schissel, 2014). This is because, from her point of view,
"it is impossible to live in bilingual communities and communicate among multilinguals
without translanguaging™ (Garcia, 2009: 151). Garcia's view is supported by the findings in an
ethnographic research conducted by Creese & Blackledge (2010) in a complementary school
in the United Kingdom whose focal languages are Gujarati and Chinese. They argue that there
were times when two or more languages were required and that translanguaging was a valued
resource by which "to identify performance, lesson accomplishment and participant

confidence” (Blackedge & Creese, 2010: 213). McKay (2010) too argues that codeswitching
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is an important means by which bilingual speakers of English signal their personal identity
and social relationships. Sharing the same idea with McKay, Probyn's (2009: 134) conclusion
— after having interviewed the teachers of Grade 8 Xhosa-speaking learners — is that
"classroom codeswitching is not merely a matter of linguistic interest, but is also closely tied
to issues of social justice for the majority of learners in South Africa". However, teachers feel
guilty when they use translanguaging because the ideology of languages as pure and bounded
entities still presides in the pronouncements of education department officials and advisors
who condemn the use of more than one language in the classroom (McKinney et al,
2015:121). Some have even gone as far as describing the exclusion of the L1 as an

"institutional racism" (Collingham, 1988 in Auerbach, 1993:22).

Despite views to the contrary, it seems clear that translanguaging practice is indeed required
to facilitate the creation of learning contexts where the power of language and culture are
accessed and shared by students and teachers. By using languages flexibly and strategically
and by recognizing learners’ identities, a balance between power relations in the classroom

would be established (Garcia, 2009; Garcia & Wie, 2015; Childs, 2016).

Furthermore, encouraging codeswitching in classrooms is valuable in that it helps students
recognize reasons for codeswitching. It enables them to use their first language in a way that
improves proficiency in English (McKay, 2010). As a rebuttal to the critique of the
Communicative Approach and its claim that translation is a barrier to real communication,
Dagiliene (2012: 125) confirms Ross' position stating that "translation involves interaction
and cooperation between people, which makes it a very useful tool in foreign language
teaching”. Another argument for translation as a pedagogical tool is that learners do it
unconsciously when trying to understand and conceptualize what is said or written in their L2.
In other words, understanding the unknown is always made possible by relating it to the

known. This makes translation an unavoidably natural practice (Garcia, 2001; Cook, 2007). It
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IS because we try to make sense of a new linguistic and conceptual world through the
linguistic world with which we are already familiar. Codeswitching between L1 and L2 is
thus naturally developmental and not some example of misguided behaviour (Harmer,

2001:131). In line with Harmer, Widdowson (2001: 9-11) confirms that:

Learners cannot be immunized against the influence of their own language ... L2
language teaching practices a kind of sustained pedagogic pretence that it is dealing
with only one language, whereas it is obvious that as far as L2 learning is concerned

there are (at least) two languages involved. (Widdowson, 2001: 9-11)

Any attempt therefore, to completely exclude translation would be in vain. That is because
"keeping the languages visibly separate in language teaching is contradicted by the invisible

processes in students' minds"” (Cook, 2001:408) (See also Creese & Blackledge, 2010).

Nevertheless, using the L1 as a classroom activity entails careful and deep thinking about the
appropriateness of the activity selected, the materials to be included, the students' needs, the
time available, and class size (Cook, 2010; Cook, 2001; Dagiliene, 2012; Nation, 2003). This
is because learning L2 comes along with L1; the one does not replace the other. This is what
scholars refer to as additive bilingualism (May, 2011). May (2011) echoes Canagarajah
confirming the need for an additive bilingual approach to language teaching which
accommodates students’ values and needs and considers the relationship between L1 and L2
as complementary rather competitive, a factor which itself can result in long-term educational
success. He adds that to understand what helps students to learn and develop a richer language
learning discourse, it is essential to examine and acknowledge the link between identity and
learning (May, 2011: 243). While acknowledging the necessity for sensitivity to particular
students' needs and levels, Auerbach (1993) Cook (2010), and Nation (2003) argue that if
properly designed and applied, translation activities can be used at all levels. Among the types
of activities that can be used thus are simulation and role-play. These encourage oral fluency
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because they assist students in understanding language through use, and they prepare students
to react to such situations in real life (Harmer, 2001; Clanfield & Foord, 2000). Another
example where using the L1 might be helpful is through "a preparatory L1 discussion”
(Nation, 2003:3) before tackling a writing task in the L2. Nation (2003:3) explains that such a
preparatory task helps provoke students' thinking which in turn will help them grasp the ideas
"to get on top of the content". Such a task also provides learners with "relevant L2 vocabulary
in a very supportive L1 context™ (Nation, 2003:3) Further illustrations of cases where using
students' first language might be effective may be cited in Atkinson, 1987; Auerbach, 1993;
Cummins, 2008. In her article, Education, Multilingualism and Translanguaging in the 21st
Century, Garcia (2009:154) states that allowing students to discuss and write their ideas in
their first language "served as the spring board™ that allowed a fourth grade bilingual student,
who could not accomplish her tasks before, to write a complete fluent essay in English. Given
the paramount role of the L1 in L2 teaching, Nation (2003) goes a step further, stating that
excluding the use of the L1 is futile and is similar to excluding the use of pictures and real
objects to explain the meaning of L2 vocabularies and sentences. Moreover, due to the
indispensable "flow between the first and the second language acquisition” in relation to
vocabulary, grammar as well as emotions, the first language plays a "significant role™ in L2

teaching and learning (Pishghadam et al, 2013:11).

In summary, using the L1 can help students further understand their L2 and grasp its
meanings. As earlier observed, Cummins (2008) believes that the L1 is not an impediment to
language learning but potentially "a powerful intellectual resource”. Canagarajah (2013)
extends the point by emphasizing the value of the first language through highlighting its
importance outside the confines of the classroom. He emphasizes that accepting and
welcoming the language, culture and knowledge sources of "skilled migrants™ might help

those migrants develop their skills, engage with the host society, expand their repertoires and
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eventually perform their jobs effectively. It has also been shown that the first language can
increase students' awareness of similarities and differences between their two languages and
their cultures (Schweers, 1999; Carless, 2007). Nevertheless, this goal cannot be successfully
achieved if the L1 is used in isolation of other teaching activities. The key concept for
effective results is integration. Thus Atkinson (1987) states that the use of the first language
cannot be a methodology itself but could constitute a strategy which plays several roles and at
all levels. Baker (2001: 128) consolidates the concept of integrated strategies for learning
stating that "successful language learners often select strategies such as translating, analyzing,
planning and organizing that work well together”. The carefully planned use of the L1 can
therefore help both teachers and learners overcome some problems of comprehension;
especially if “a meaning based L2 task is beyond the capabilities of the learners" (Nation,
2003:3). It is hence a futile pursuit to look for one best ideal method of language teaching and
learning. Instead a number of effective methods may be used in an integrated approach
(Atkinson, 1987; Baker, 2001; Nation, 2003; Dagiliene, 2012). This is because different
students require different methods and techniques to help them acquire their second/ foreign
language (Cook, 2007; Cook, 2010). These differences are due to differences in attitudes to
language/s, emotions, motivations, cognitive abilities, gender, age, cultural background and
individual differences between learners all of which resultantly affect learners' success

(Baker, 2001; Pishghadam et al, 2013).

Since the aim of this study cannot be met by reviewing only the literature related to the core
of the study and by outlining the theoretical framework, a methodology appropriate to
conducting this research study is required. Chapter Three is thus devoted to discussing the

research method and to presenting and justifying the tools used in the collection of data.
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Chapter Three

Research Methodology

3.1 Introduction

This chapter presents an analytical discussion of the theoretical and empirical data of the
study. This theoretical section seeks to establish a framework through a discussion of previous
studies. The chapter thus includes the advantages and disadvantages regarding the use of the

first language in second-language teaching.

Due to the nature of the topic, a qualitative action research approach was applied in the design
of this study. This has several advantages. One is that it "can provide a 'deeper' more profound
understanding of social phenomena than would be obtained from purely gquantitative data"
(Silverman, 2000:8). Another advantage is that a qualitative approach "appreciates complexity
and multiple realities ... [and] allows designs to emerge during (the) study.... [It] studies single

cases or small groups that build arguments for the study's confirmability” (Suter, 2012:347).

Critique of the lack of objectivity in qualitative research is addressed but also forestalled as a
potential obstacle, through a triangulation strategy that relies on a wide range of data
collection tools (Silverman, 2000; Leedy & Ormrod, 2010; Suter, 2012). This was done
because as Suter states, "[t]riangulation greatly enhances the validity of qualitative findings"

(Suter, 2012: 368).

The research entailed some aspects of an ethnographic methodology in that it was conducted
over an extended period (six months) in a real classroom environment. A range of data
collection methods was utilized. The focus was on the teacher's and the students’ use of
translanguaging as well as on students' interaction and their reaction to the methods of

teaching and the activities used within the confines of the classroom environment. A case
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study was therefore chosen as a means of procuring insights and in-depth analysis of how the
first language may be utilized with other teaching strategies to improve second-language
learning. As Cohen advises, a case study "provides a unique example of real people in real
situations, enabling readers to understand ideas more clearly than simply by presenting them

with abstract theories or principles" (Cohen et al, 2010: 253).

The decision as to which research method to select for my study traversed the same steps
prescribed by action research. In other words, | had to develop a plan, observe, reflect and
then modify my plan accordingly. It was in fact the observation of my translation classes that
led me to come to grips with the idea of my research topic and to identify the research
problem. Following this decision concerning the topic, | was propelled to closely consider the
literature relating to my topic and to reflect on an appropriate theoretical framework in which
to ground my study. Based on the nature of the study, the identification of the research
problem and the literature, | elected to design my study as qualitative action research using a
wide range of tools for collecting data such as field-notes, diaries, observation, questionnaires
and interviews. On reflection | considered that for my purposes having interviews would
effectively overwrite the need for questionnaires as | could include relevant questions in the
interview and simultaneously receive more informative answers/insights potentially. | thus
adjusted my original plan accordingly. In reflecting on the merits and shortcomings of both
structured and unstructured interviews, given the nature of the study I decided that semi-
structured interviews best fitted the purpose of the study. These would maintain the focus of
the research as well as the space given to interviewees in which to answer the questions and to
express themselves freely and clearly. Semi-structured interviews would thus be informative

in a way that would enrich the interview.

Once | had reflected on the use of field-notes and diaries | noticed that field-notes served as

reminders, drawing my attention to the things | observed in the classroom, whereas diaries
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channelled students’ voices and led me to value them as research participants rather than as
research subjects. Recognizing research participants as part of the community of researchers
and allowing their voices to be heard both through speech and diaries further prompted me to

adjust my plan again to include social media (WhatsApp) as one of the teaching strategies.

As the entire study was inspired by observation and its aims thus evolved to improve teaching
practice, the inclusion of observation as a data collecting tool was essential. Indeed it was my
observations that enabled me to notice the importance of student identities and to first
comprehend that the linguistic and cultural capital they bring to the classroom might promote
language learning. Therefore, I made yet another adjustment to my plan by deciding to use
multimodal language portraits and biographies as tools for data collection. These would add
another dimension to my study and facilitate an analysis of how students positioned
themselves and their linguistic repertoires within this multimodality. It is thus both pertinent
and interesting that through my own application of the cycle of observation, planning, acting
and reflecting | adjusted my initial plan and decided to include field-notes, diaries,
observation, interviews, language portraits, language biographies and social media as data
collection tools for my study. These tools will be discussed in the following sections of this
chapter. The analysis of the data collected through these tools was inspired/ informed by the

theoretical framework of the study.

3.2 Action Research

As already stated, this study is designed as qualitative action research which is perceived as "a
process of learning from experience, a dialectical interplay between practice, reflection and
learning” rather than just a set of concrete steps (McNiff & Whitehead, 2002: 13). Because
the topic was borne of my own teaching experience, the study was primed to be action
research in nature in the sense that | was both researcher and teacher. I myself sought to
understand how language learning can be better fostered. The term "action research” which is
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recognised as a valid form of enquiry (McNiff & Whitehead, 2002: 1) was coined in 1946 by
the social psychologist Kurt Lewin who believed that participation and collaboration is the
best way to move people forward in post-war countries (Walter, 2009; Cohen et al, 2010). It is
called action research because it has an action purpose both in its implementation and its
underlying philosophies, which differentiates it from other social research methods. It
connotes both change and action (Walter, 2009; Robertson, 2000). Action and participation
are thus the key elements that form the basics of participatory action research (Walter, 2009,
Leedy & Ormrod, 2010, Baldwin, 2012) since the practice under investigation is always in

relation to other people (McNiff & Whitehead, 2002: 36).

The point of action research therefore is to help practitioners who conduct research with
people, not on them as a community of interest to research (Baldwin, 2012; Robertson, 2000).
Its directive here is to find ways to enhance the quality of teaching practice through the
process of planning, acting, reflecting, revising and adjusting plans accordingly (Newman,
2000; McNiff & Whitehead, 2002; Cohen et al, 2010). The creative aspect of such a practical
research method is that it tests knowledge in action, and through critical reflection upon action
(Baldwin, 2012). In line with Cohen et al (2010) and Newman (2000), Walter (2009: 2)
concurs that "within participatory action research the researcher is the tool for facilitating
change, rather than the owner, director and expert in the research project”. Cohen et al agree

that:

(Action research) involves keeping a personal journal in which we record our progress
and our reflections about two parallel sets of learning: our learning about the practices
we are studying ... and our learning about the process (the practice) of studying them.

(Cohen et al, 2010:300-301)

This approach allowed me to observe and analyze the following:
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e strategies learners employed to learn their second language

e the effectiveness of the strategies | applied in the intervention

e learners' reactions to and feedback on the activities employed.
Indeed Cohen et al (2010:300-301) state that:

Action research allows us to give a reasoned justification of our educational work to
others because we can show how the evidence we have gathered and the critical
reflection we have done have helped us to create a developed, tested and critically-

examined rationale for what we are doing. (Cohen et al, 2010:300-301)

Basically | adopted the cyclical mode of action research as a living practice (McNiff &
Whitehead, 2002: 7). It started with developing my plans, reflecting on my teaching practice,
revising and adjusting my plans according to my reflection and then acting according to the

adjusted plan (McNiff & Whitehead, 2002).

Planning \
evaluating F identifying

implementing informing
revisiting organising
Action \-I
‘Reilecting I ‘ Acting I

\ research

analysing trialling
reporting collecting
sharing questioning

‘ Observing I

Figure 6. The cyclical mode of participatory action research
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In other words, it is the planning, acting, observing and reflecting of the first cycle that
informs the second and so on (Walter, 2009; Robertson, 2000). As already noted, my
observation of the translation classes at the Faculty of Education inspired my intention to plan
a negotiated curriculum where a variety of teaching methods might be integrated in
accordance with the needs of students. Incorporating students’ needs and suggestions into
developing my teaching practice maintained reciprocity within action research as well as self-
reflexivity, each of which require the community of researchers (researcher and research
participants) to be aware both of their predispositions and of their position within the research
(Robertson, 2000; McNiff & Whitehead, 2002). | thus decided to use the same course book |
had used, to teach my students listening and speaking. Besides my observations and
intentions, asking my research participants about their expectations of English language
courses prior to the intervention also helped me develop my action plans which later modified
according to my observations and reflection. As with other research methods, participatory
action research has been criticized in terms of validity, reliability and usability of research
outcome (Walter, 2009). To encounter such a critique a variety of tools were used in the

process of data collection.

3.3 Research Site, Course Logistics and Materials

The research was conducted in an English Language School in central Cape Town. It is a
well-resourced and reputable language school which offers a wide range of English language
courses to adult foreign language learners. These include full-time general English courses,
courses which focus on only one or two of the four language skills as well as preparation
courses for international language exams such as Cambridge, TOEFL (Test of English as a
Foreign Language) and IELTS (International English Language Testing System). The
Director of the school was very helpful and enthusiastic about the intervention, and

encouraged any ambitious attempts to improve and foster language learning. The course used
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in this study focused mainly on speaking skills and took place over a period of six months. |
was aware that the participants might ask for help, for example, with reading. Therefore, in
order to keep the course mainly focused on speaking skills, such help was made available but
not within class time. The participants were divided into two groups after having been
evaluated by means of a placement test before the commencement of the intervention. Both
the pre-test and the post-test were conducted by the school teachers to lend more authenticity
and reliability to the results of the intervention. Each group was taught three times a week and
the duration of each lesson was ninety minutes. Although I used their school facilities and

pre-and post-tests, the school had nothing to do with my curriculum.

It was on the 19" December 2014 that | explained to the principal the nature of the study and
what | required of the school. As indicated, he welcomed the project and expressed an open-
mindedness towards any innovative approach that might enhance the teaching methods at his

own school where English is being taught to non-English speakers.

As the teacher-researcher | used the course books we had used for teaching in the Faculty of
Arts, Tripoli University, and integrated other activities including the use of students' first
language, to fit the purpose of the study. The result was a kind of a negotiated curriculum.
This was because | took into account the wants and needs students had expressed when | met
with them prior to starting the intervention. The meeting had served to explain the nature and
the purpose of the study. I also tried to adapt it according to my observations of the lessons
that were all recorded. The level of students’ English proficiency was tested both prior to and
after the intervention (by means of a pre-test and a post-test) in order to gauge the
effectiveness of the intervention. The results of these tests are briefly discussed in Chapter

Four.
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3.4 Research Participants

Sampling or identifying the appropriate sample is an essential stage in any research study
(Leedy & Ormrod, 2010; Cohen et al, 2010; Teddlie & Yu, 2007). Leedy and Ormrod (2010:
146) define sample as the particular entities selected for a research study, and sampling as the

process by which these entities are selected.

To address the research questions, a convenience sampling technique was chosen. As its name
implies, purposeful sampling can be defined as selecting units (individuals, groups of
individuals or institutions) intentionally for specific purposes related to answering a
question(s) in a research study (Teddlie & Yu, 2007; Leedy & Ormrod, 2010). In order to
address "the issue of fitness for purpose” (Cohen et al, 2010: 361) and because identifying the
sample depends on the research question(s) (Leedy & Ormrod, 2010), a group of twelve
Arabic-speaking students were chosen as the research participants. All twelve are Libyan and
aged between 25 and 40 — five males and seven females. Eight had scholarships to pursue MA
studies, mainly in Medicine and Science. For most of the participants 2014 was their first year
in South Africa. The eight MA students had expected to spend the first year of their bursary

studying English in preparation for an extended university study period in South Africa.

Since my focus was on communicative skills, namely speaking, the number of participants

was restricted to twelve students. Research participants were available and willing.

As already alluded to, in a special meeting, | explained to them the purpose of the
intervention, its duration, and what | expected through their participation. Ethical issues such
as their right to withdraw from the intervention, and their right to confidentiality were all
explained. In signing the consent forms, they were also aware that they would be observed,
video-/audio-recorded and interviewed. All research participants spoke Libyan Arabic as their
first language which in the transcribed form, is fairly close to standard Arabic and is
understood by most Arabic readers. Only nine students of the twelve eventually completed the
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course. Three students withdrew as they could not cope with the pressure of university studies

and participation in the intervention.

3.5 Data Collection

Collecting information from multiple sources and reflecting on various perspectives can
provide a better understanding of the topic under investigation and support the trustworthiness
of the research methodology. In this study a wide range of data collection sources were

utilized including those detailed in the sections that follow.

3.5.1 Field-notes and Diaries

Field-notes which are informed by research question(s) is one way of recalling information
and documenting data collected through participant observation (Newbury, 2001; Mulhall,
2002). Due to the fact that | was the researcher and the teacher at the same time, field-notes
were mainly used to help me jot things down quickly. In this way | compiled my notes about

what | was observing in the classroom, as it occurred — in situ (Mulhall, 2002).

In the introductory meeting before the start of my intervention (teaching), in order to gain
additional insights necessary to develop my work | asked the research participants about their
concept of an English language course and what areas they would like such a course to focus
on. In my view, if what is of importance to the learners (or students) is not recognized — their
wants, their needs and their expectations — then this might affect the learning process as the
classroom will have become decontextualized (Kumaravadivelu, 1999). So with the help of
field-notes | had taken in the initial meeting, | tried to create a balance between what | have
in the course-book and my research participants’ voices. The importance of field-notes lay in
the fact that they helped me recall the ideas that had come to mind in situ during observation
(Mulhall, 2002, Cohen et al, 2010). In addition they provided the basis for information and

interpretation which I included in my diary.
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According to Newbury (2001: 3), "The research diary can be seen as a melting pot for all of
the different ingredients of a research project — prior experience, observations, readings, ideas
—and a means of capturing the resulting interplay of elements”. In the diary, | noted my initial
comments and my interpretation of what | had observed. Then | jotted in my field-notes

regarding the following focal points:
e the participants' interaction and participation in discussions; and
e how participants responded to using their L1 and translanguaging.

Participants were also asked to have their own diaries in which they could write and reflect on
the method of teaching, activities, classroom management as well as whether these classes
had helped them improve their English language level of proficiency. Such diaries confirmed
whether my own interpretations were correct, thus enhancing their trustworthiness. Research
participants were encouraged to write their diaries in Arabic, so that they could express

themselves clearly.

The reason why | have not included data collected from diaries in my analysis is because it is
not substantial, and the students did not make much use of these diaries. However, some
students’ notes were helpful. For example, in her diary, Warda indicated that she wanted the
lessons to be more situational, such as going shopping, having a meal at a restaurant, asking
about directions. Also, Hadeel and Shadi suggested the integration of technology through the
use of a chat group on WhatsApp, an idea that was utilized in various ways. Further details
and examples of how the WhatsApp chat group was used will be provided in the social media

section in this chapter and in Chapter Four (the data analysis chapter).

3.5.2 Observation
As researcher and teacher | was engaged in a kind of participant observation. | observed

respondents for six months; three times a week for ninety minutes per session. And as a
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participant observer | was able to observe research participants' use of language, their
translanguaging practices and their participation in the classroom. This position also gave me
access to non-verbal communication. That six-month period entailed making field-notes,
writing my diary and gathering students’ diaries every Friday. It was time-consuming because
after audio-recording two 90-minute lessons per day, | had to listen carefully and transcribe
the parts relating to my research questions. However, before we started our intervention | had
tried to use my video camera in different contexts to ensure the quality of the recordings.
Fortunately, all classroom recordings were dependable and the conversations were audible
which might have been due to the small number of the students in each group. Observation
was thus chosen as a resource tool by which to gather data as it allowed me, as the researcher,
to notice unconscious practices and to gather live data (Leedy & Ormrod, 2010) which

"yield(s) more valid and authentic data" (Cohen et al, 2010:396).

In order to "overcome the partialness of the observer's view of a single event" (Cohen et al,
2010:407) and in order to give more credibility to the notes taken during the class, the lessons
were video recorded with the permission of the research participants. Such recordings
provided a permanent source of data that could be referred to whenever needed. Also, these
recordings allowed me to consider, for example, the method of teaching, students’ interaction,

and classroom management.

One of the limitations of this data source was not having enough time to write my field-notes
since | was the teacher of the class in my study. Hence | had to jot down field-notes hastily. 1
video recorded all my lessons so as to triangulate such limitations. This was to avert
observing trivialities and overlooking entities, and to compensate for the limitations of

selective and insufficient memory at the expense of the richness of the event.

Adopting a reflexive approach became necessary since | was the researcher and the teacher at
the same time. Pertinent here is Cohen's invoking of the process of reflexivity as:
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a self-conscious awareness of the effects that the participants-as-practitioners-and-
researchers are having on the research process, how their values, attitudes,
perceptions, opinions, actions, feelings etc. are feeding into the situation being studied.

(Cohen et al, 2010: 310)

There was also the issue of subjectivity that had to be dealt with sensitively for
trustworthiness to be ensured (Leedy & Ormrod, 2010; Cohen et al, 2010). How these two

issues were managed is explained in Chapter Four (analysis chapter).

3.5.3 Interviews

As alluded to in Chapter One, this study seeks to explore the role of the L1 in language
classrooms. One of the questions this research sought to explore was the attitude of the
research participants towards the use of their first language (Arabic) in English language
teaching. In order to answer this question and to validate the interpretations of the classroom
analysis, the semi-structured face-to-face individual interview was selected as a further tool
for data collection. This is because unlike structured ones, semi-structured interviews give
respondents more space in which to explain their thoughts and perceptions and thus to make
the interview more informative (Cohen et al, 2010; Leedy & Ormrod, 2010). Hence
interviews were semi-structured "to allow both the research and the participants the freedom
through which to explore an honest and authentic account” (McAteer, 2013: 73). Also, unlike
structured interviews, semi-structured interviews allow new insights to surface (Leedy &
Ormrod, 2010). Because they allow for flexibility, this means that the researcher can word the
questions in the way he/she finds helpful and effective in serving the purpose of the study
(McAteer, 2013). This flexibility is informed by some guideline questions which are related to
the research question(s) and to the overall research problem (Leedy & Ormrod, 2010;

McAteer, 2013). However unstructured interviews are avoided when a range of participants
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will be interviewed and this might not enable the researcher to "make comparisons among the

interviewees" (Leedy & Ormrod, 2010:148).

In my initial plan, 1 had intended to use a closed questionnaire as an additional instrument by
which to gather data to support the predictions of this study, and then to back it up with
interviews. The idea arose in an attempt to avert the critique that questionnaires do not allow
respondents to express themselves freely and to explain their answers (Silverman, 2000;
Leedy & Ormrod, 2010; Cohen et al, 2010; Suter, 2012). However, | found that by
interviewing all research participants there would be no point in using the questionnaire,
particularly because | had used the interview to cover what may have been achieved by the
questionnaire. Moreover, information | received from the interview about the research
participants and their history with the English language would not have been as detailed and
informative as it turned out to be, had I used the questionnaire. | therefore decided to restrict
myself to using the interview. This decision meant face-to-face individual interviews gave
respondents more space to explain their thoughts in "complete answers and responses" about
the issue under investigation (Cohen et al, 2010: 351). Interviews were conducted in Arabic
for the comfort of the participants to ensure that they fully understood the questions, and to

allow them to explain and justify their responses clearly and accurately.

In interviews, it is important to notice the words and expressions people use to express
themselves because these are sometimes key to their attitudes and feelings about specific
matters or events. Also, for the interview to be effective and informative, it is important to pay
special attention to the opening by creating an environment that makes the interviewee feel
comfortable and at ease. This in turn helps the interviewer establish rapport with the
interviewee. It also helps to maintain trust and encourage meaningful informative interaction.
Small talk will give the interviewee the impression he/she is valued as an individual not just

as a research participant (Cohen et al, 2010; Leedy & Ormrod, 2010). So before | started the
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interview | had a small talk with my interviewee, enquiring after his/her family and the
progress of his/her studies. | also offered him/her a brief outline of how | would conduct the
interview. After that small talk we started our interview to get answers for the main parts of it.

The interview questions covered the following themes:

e Motivation for learning English, coming to South Africa and participating in the

intervention

e Language and identity

e Use of the first language, and

e Evaluation of the course.

Under each theme there were sub-themes which are analyzed and discussed in Chapter Four
and Chapter Five. The interviews were audio recorded and transcribed to maximize on the
possibilities for gaining insights. These transcriptions were then translated into English.
Samples of both the Arabic and the English versions of the questions are provided in

Appendices 1 and 2.

3.5.4 Language Biographies and Portraits

Since the core of this research is about learning another language, | thought it would be
important to explore students’ perception and understanding of the issue of language and
identity. By using language biographies and portraits | was trying to find out how these
students position and shape themselves within the frame of language. Positioning is defined as
"the discursive process whereby selves are located in conversations as observably and
subjectively coherent participants in a jointly-produced story line" (Davies and Harre cited in
De Fina, 2012: 162). It is through their linguistic repertoire that students manifest their
identity, which "is seen as a process firmly grounded in interaction™ (De Fina, 2012: 155). My
intention was to find out to what extent these students thought that learning a language other
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than their L1 might affect their sense of identity and belonging; and the meanings they attach

to their linguistic repertoires.

From my point of view, the way we perceive things is not fixed; rather, it is a dynamic
process which might be affected by our native language (Kaschula & Anthonisssen, 1997).
This is why | used language portraits and biographies as a further means to triangulate the
results of my research and to gain greater insight into research participants’ understanding of
the concept of identity. Busch (2015: 2/16) argues that approaches such as language portraits
and language biographies can provide essential insight and understanding in the field of
multilingualism and linguistic diversity as well as its application in education to make
students "more aware of their proper language practice”. She considers language biographies
as supplementary material and defines these as "the personal stories of language™ and the

narratives of one’s course as manifest in the sense of "storied-self".

In my use of language portraits and biographies, my aim was to gain more insight into how
students frame their linguistic repertoires in their lives. Each student was given a body
silhouette and asked to colour it in using different colours to represent the languages and
dialects that play a role in their lives. Students were simply told to consider these body
silhouettes as representative of their own bodies and to tell me how they see themselves in
terms of their repertoire. They were asked to think about the languages they know and even
the ones they do not know which may form part of their identity. They were asked to choose
the colours they would like to use and to colour in any part of the body silhouette they thought
represented a specific element of their repertoire. They were then to state the colours and

languages on the silhouettes, and to provide an explanation for their choices.

60



3.5.5 Social Media

Due to the rapid change and development in the information and telecommunication
technologies — especially in mobile technologies which affect all fields of life — it is deemed
necessary for learning institutions to make use of these technologies (Pence, 2007; Barhoumi,
2015; Abdul Fattah, 2015). Barhoumi (2015) confirms that language learning in general, and
English language learning in particular, is one of the fields greatly influenced by these
technologies. Typically illustrative of this influence is the social network which is defined as
networked tools that facilitate interaction and the sharing of ideas between people, and
increase the "opportunities of interaction and collaboration between teachers and learners"”
(Barhoumi, 2015: 117). The social network has already influenced language learning and

teaching even though its effect has not yet expended itself fully (Pence, 2007).

In my study | therefore tried to integrate technology. I relied on media such as a projector and
emails in order to facilitate learning. While the use of mobile applications such as WhatsApp
was not originally part of my plan, the latter was taken on after having been suggested, and
provided, by two of the students who desired that we integrate technology through the use of
a chat group on WhatsApp. WhatsApp is a chat program deriving from the English question
"What's up?" meaning "What's new?". It is an alternative cross-platform instant messaging

application for smart-phones (Barhoumi, 2015; Abdul Fattah, 2015).

In his quasi-experimental study of the effectiveness of using WhatsApp messenger as one of
mobile learning techniques to develop students’ writing skills, Abdul Fattah (2015) draws the
conclusion that such an application could play an important role in reinforcing vocabulary
learning. He suggests that it could increase participation in the EFL classroom, encourage
more writing and enhance interpersonal relationships. Furthermore, he recommends the use of

the WhatsApp application also in the teaching of other skills such as listening and speaking,
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suggesting that these could contribute to students' success and improve literacy development

(Abdul Fattah, 2015).

In response to the students’ request, and taking into account the claims some studies make
regarding the importance of mobile technologies as learning tools, | agreed to start a chat
group on WhatsApp. The plan was to pursue learning activities, practice the language through
role-play, discuss various topics, clarify instructions and enhance personal relationships

between members of the group community (the research participants and myself).

Examples of how this instant messaging application was used and how it affected

communication and language learning are provided in Chapter Four.

3.6. Data Analysis
There is no "single 'right' way to analyze the data in qualitative research™ (Leedy & Ormrod,
2010: 152). The following procedures were therefore used to analyze the data collected from

the foregoing sources.

Cummins’ theory of Interdependence and Vygotsky’s Activity theory formed the theoretical

framework for the analysis of data, as discussed in Chapter Two.

Because data collection and data analysis are inextricably linked (Silverman, 2000; Leedy &
Ormrod, 2010), the technique of coding was used both on a daily basis and at the end of the
intervention. Analyzing data gathered from live observation, audio-visual recordings, field-
notes and diaries provided "constant comparison™ on a daily basis. Thus from day to day this
process of analysis also served to give direction to the teaching plan — from one lesson to the
next. This research practice made lessons "better organized,” and my "thoughts more sharply

focused and refined" (Suter, 2012: 360).

| found my approach endorsed by Cohen's et al (2010:307) argument that researchers must

"put the plan into action, monitor, adjust and evaluate what is taking place...(and) review and
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plan what needs to be done in the light of the evaluation”. This kind of observation enabled
me to do critical classroom discourse analysis where different varieties of communicative
repertoire were recognized. This in turn helped students understand and expand these varieties

to use their repertoires in different language events (Rymes, 2010).

In addition, the analysis and the interpretation of the data collected through field-notes, diaries
and the WhatsApp chat group was also guided by Cummins’ hypothesis of transfer and
Vygotsky’s activity theory. Interviews were transcribed and analyzed by a software program
ATLAS.ti in order to provide evidence for the interpretation of the data collected through

observation and diaries. Such programs:

facilitate coding, organization, and rapid retrieval of information...ease common tasks
in qualitative research, such as searching for trends and relationships and building and

testing theories. (Suter, 2012: 382)

Participants were tested twice: through a pre-test and a post-test. The results of these tests are
presented in figures. Statistical analysis, which is an aspect of the quantitative methodology,
was thus required to interpret these figures (Leedy & Ormrod, 2010), but owing to the very

limited use of statistics, this study remains qualitative in orientation (Suter, 2012).

Research methodology and how a study will be applied forms an essential stage of any
successful research method. In the case of my study, the adoption of a participatory action
research method meant that the stages of action research would determine the selection of

appropriate data collection tools.

The analysis of the data collected through these tools will be discussed in Chapter Four and

Chapter Five.
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Chapter Four

Data Presentation and Analysis

4.1 Introduction
In this chapter | present and analyse the data | collected from classroom recordings,

interviews, WhatsApp, field-notes and the pre- and post-intervention test.

Retrieving and transforming what one already knows is a crucial aspect of learning and
involves the existing knowledge, expectations and ways of thinking and acting that learners
bring to bear upon the new information, procedures or ways of understanding (Barnes,
1992:2). What | seek to do is to apply Engestrom’s (2000) expansive cycle of learning actions
to investigate and reflect on the practice of using the L1 in L2 teaching and learning where the
L1 is used as a mediating tool to achieve the object of the activity — further learning

(Vygotsky, 1978).

When analysing the data collected from classroom observation, | found that in the linguistic
context of my study the first language has more functions than simply that of providing
equivalent words or expressions. Ferguson's concept of codeswitching thus offers a useful
foothold to the term translanguaging that is applied in this study and explained in Chapter
Two. Ferguson (2003: 39) classifies the functions of what he refers to as classroom
codeswitching into three broad categories: curriculum access, classroom management and
discourse and interpersonal relations. In order to highlight and explain the pedagogical value
of translanguaging (Probyn, 2015) and how both the teacher and the students utilised the

language resources in the classroom, it was worthwhile conducting a close analysis of the
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video recordings of the lessons. These recordings will be analysed through the lens of critical

classroom discourse analysis CCDA.

CCDA with its interpretive nature "can facilitate an understanding of the degree to which
classroom participants are able or unable to create and utilise learning opportunities in class"
(Kumaravadivelu, 1999:458). This is because the aim of language teaching is not only to help
language learners use language effectively but also to help them engage critically amongst
themselves (Kumaravadivelu, 1999:473). Due to the nature of this action research, CCDA can
also help practising teachers observe, analyse, reflect and evaluate the content of their own
classroom discourse and so become knowledge generators rather than knowledge transmitters

(Kumaravadivelu, 1999:473).

As alluded to earlier, students’ expectations were understood to express something about their
identity and were therefore taken into account to establish a negotiated curriculum. The
intention was to create a balance between the given curriculum and learners’ needs and wants.
In part Pennycook captures the rationale for this when he (2007: 155) emphasises that
"educators need to grasp the different digital worlds of identification that our students inhabit
as well as this interplay between the flow, fixity and fluidity of culture, language and
identity."”

The WhatsApp chat group was among the pedagogical tools | took on to use in our course.
This chat group was created almost fifty days after the commencement of our course on 5"
March 2015, in response to the students’ request. We used it to serve several purposes: to
practise what we had learnt, perform some writing activities, to provide help and

encouragement, to maintain rapport and express appreciation. Interestingly, all these 'gains’

fall within Ferguson’ classification of the functions of the L1 in L2 learning.
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The following excerpts are examples of what we used this chat group for and how we utilised

technology to support language learning where students’ L1 were also integrated.
Excerpt 1:

Teacher: What can you say about this picture? [a picture of a field with colourful flowers and
butterflies] 4/6/15 <9:42 AM -

Teacher: It's a writing exercise guys.4/6/15 «<10:00 AM -
Ahmed: It is very nice picture .4/6/15 <10:07 AM -
Ahmed: Also the butterfly show us the hope and the life is so sweet .4/6/15 <10:17 AM -

Ahmed: | imagine sitting there with my family and suddenly our group come the same place
we start chatting about the Engilsh even we foreget the time .4/6/15 <10:35 AM -

Teacher: Good imagination Ahmed. | will look at the grammar and the writing and then
come back to you4/6/15 <10:40 AM -

Shadi: Butterfly it's fly 4/6/15 <2:03 PM -

Teacher: (Ahmed) It's a very nice picture. The butterfly represents hope and shows us that
life is so sweet. | imagine myself sitting there with my family. While we are sitting our
group suddenly come to the same place and we start talking about English. We keep talking
until we forget about time. Well done my friend [14/6/15 <2:03 PM -Teacher: (Shadi) Yes fly
is <Ll but butterfly is 44 ,14/6/15 «2:10 PM -

Warda: Our lives have become difficult not that the life that was and we lived purely hearts
and goodwill today is everything calculated as an account figures, but we always have hope in
every morning with the brightness of each new day we feel the taste of life and the smell of
spring and bright colors vibrant, wish serenity hearts this as serenity this picture my friend, do
you agree with me??4/6/15 «2:22 PM -

Teacher: Good job my friend. And here are my comments: It's our way of living that has
become difficult not our life. We used to live with pure hearts and goodwill. But today
everything has changed and we started considering everything as a number or a figure.
However we still wake up every morning full of hope and that our day will be bright. So that
we can taste life, smell spring and enjoy watching these bright colours. | wish that our hearts
will become as serene as this picture my friend. [14/6/15 <2:22 PM -

Teacher: Well done Warda 4/6/15 <2:23 PM —
Excerpt 2:

Teacher: s 4 el o)) @il (10 13y 30 g dal jomy | eyl o sl aead) elaly B laa Ul ) e Y 31580l
aLY). Well done guys. Today you were brilliant. All the best and keep it up. [13/20/15 «6:50
PM -

Hadeel: Ameen3/20/15 «6:50 PM -
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Ahmed: Thanks so much .3/20/15 «6:50 PM -
Tahani: Thanks3/20/15 «6:50 PM —

4.2 Using the L1

To return to the classroom data: transcribing our video recordings highlighted the areas or the
aspects in which the students and I used our first language. With reference to Ferguson’s
functions of codeswitching (2003), the aspects or themes | found translanguaging was used
for in our classroom include: curriculum access, classroom management discourse and

interpersonal relations to maximize learning and to make language connections.

4.2.1 Curriculum Access
One of the ways in which the use of students’ L1 proved helpful was that it provided access to
the curriculum and clarified some areas of the English language which students found difficult

or challenging to understand.

4.2.1.1 Understanding grammatical differences and similarities between the L1 and L2

The debate over the issue of teaching grammar and the selection of grammatical content is
deep and wide. Some argue that grammar should be taught at an early stage to complete
beginners whereas others argue that grammar is best taught at a later stage to those at the
intermediate level (Ellis, 2006: 92/102). Ellis (2006: 92) emphasises that the teaching of
grammar should be delayed "until learners have developed a basic communicative ability, i.e.
context-embedded communication that provides the basis for the subsequent development of
grammatical competence needed for context-free communication." It is Ellis’ beliefs about

language teaching that I will use in my analysis.

The next excerpt captures a conversation about universities and a question as to whether
students had already been accepted. Students were trying to show sympathy and encourage

Nabeel to accept that he would have to do his Honours first and then his MA because he had
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only Level 6. It was in the context of this discussion that we could clarify the phrase ‘get used

to’.

1. Teacher: you know what. it is a matter of being what uh getting used to something. when
you get used to something Nabeel 4de 255 <l o) Wlse{It means to become accustomed to
something.}

2. Ahmed: 23 {Accustomed.}
3. Nabeel: get used. One word or two words?

4. Teacher: uh a kind of phrasal verbs. we call it (writing it on board). when you say that ‘I
used to visit, for example, my parents every weekend.’

5. Eman: [used to]
6. Ahmed: [used to play football]

7. Teacher: Js& a8 <l | 6 lalias {This means 'you can say'.} | used, because now you are no
more doing this. Wlise jyalall 848 (ille s oalall b dias (23 6) {Anything that happened in
the past and has nothing to do with the present} just say ‘I used to’

8. Eman: | used to drink the milk.
9. Teacher: it’s not ‘the’

(the principal of the school just popped in smiling saying hi and bye and then left) (We all
laugh)

10. Teacher: so it’s not, you know guys, it’s not uh ‘the’. it’s not I used to drink the milk. No,
it’s just milk, because it’s an uncountable noun=

11. Students: =uncountable noun

12. Teacher: 2sia pe aml (g5 35020 e anl olae (higeadivile {We do not use articles with
uncountable nouns.} we don’t use [‘a, an or the’]. if [ hear Eman saying ‘I used to drink
milk’, what we can understand from this?

13. Ahmed: she*3 was drinking uh but now she stopped.

14. Teacher: it might be because she is allergic to milk or it’s just because now she doesn’t
like drinking milk, or she doesn’t like milk. is it okay? when I say ‘I used to’ this means that
something is done

15. Students: <% {Done.}

16. Teacher: yes, I’'m not doing this anymore. e i Gilae Lilgd 15y el 8 150 dala Jixg
{Something I used to do but am no longer doing} (0.8) ‘I get used’ and ‘getting used’. you
know what (0.3) uh - lets say that the first days or the first months after coming here to South
Africa we had some problems, lets say with uh with the traffic - lets say, or transportation or
whatever. then I can just - do you know what guys ‘I’m [getting used to this] traffic’
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50 b o JY) A il L o5 L 8,0 Qe (e dea Yl e[ 2523 ]y {I think | am
becoming accustomed to this traffic and it does not work on my nerves as before.}

17. Eman: [2s25] {get used}

18. Teacher: I'm getting used 223 4lls 8 Ul Wlas {1t means | feel accustomed to something.}
yeah you can just get used to something

19. Nabeel: when something happened*2 uh is uh in th:::e past

20. Teacher: something in the past and you are not doing it any more, then it is ‘I used to’
without get

21. Ahmed: (I used)*2 to study hard, but now I don’t study anymore. <ulS dals  ay
{Something I used to do...}

22. Teacher; kil sale (a3a ¢S1 {But now I don’t do it anymore.} it has nothing to do
with *2 the present tense with now. So it is ‘used to’ but I- when I ‘get used to’ something-
you know what- I’'m getting used to this computer, this new computer, or this new ipad, or
new laptop or whatever slxe alili Cusy adla |55 (8] llee (laliile e ia IS J5¥) (8 U Lilino{t
means at the beginning it was difficult for me to use this computer but now | am becoming
accustomed to it.}

23. Eman: [I’'m getting used]

24.Teacher: [ L] {Exactly!}

(LT-4 May)

Arabic was also used in this extract to serve different functions. For example, in turn 7, 16
and 22 I was trying to clarify the difference between ‘get used to’” and ‘used to’ because most
of the students thought that they are the same and can be used interchangeably. This is in line
with Ellis’ idea about the teaching of grammar. Ellis (2006: 100) states that "teaching
grammar can be incidental, where attention to form in the context of a communicative activity
is not predetermined but rather occurs in accordance with the participants’ linguistic needs as
the activity proceeds." In turn 12, I used Arabic to correct a student’s grammatical errors and
to explain meta-language, drawing on students’ explicit grammatical knowledge of their L1.
Explaining such grammatical issues by referring to students’ prior knowledge of grammar in
their L1 was direct and to the point and saved us time because all students had to do was to
remember the grammatical rule of countable and uncountable in their L1. This type of

metalinguistic transfer (Cummins, 2008) facilitates the development of a metalinguistic
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awareness (Rymes, 2010) through constant comparison between the L1 and L2. To establish
full understanding of the meaning of an expression, functional drill work was used for

students by which to practice what they had learnt and become used to the expression.

In turns 15 and 17 students’ use of the L1 was made to ensure that they understood the uses of
these two phrasal verbs and the difference between them, while in turn 24 Arabic was used for

affirmation purposes and to give the student the impression that what he said was right.

Another example of such use of the L1 was when we were talking about how to cancel an

appointment and Ahmed and his friend were telling us their story.

1. Nabeel: yeah*2 like something happened uh suddenly. he was coming to::: to us

2. Teacher: he was supposed to come to us leila W s#3a 5 (s yidall (e IS 3 gla 3 5lall (gala s
sagddl g8 L3S & aoanus {This is another nice phrasal verb and it is regularly used in
speech.} supposed to. for example, (writing the sentence on board and students are writing it
down) he was supposed to <lelia Jadll ey Jo8i5 {Then you say the verb of the sentence.}
according to your sentence. he was supposed to come with us. he was supposed (= _siall e OlS
{'was supposed t0'} J=ill Jal {~the verb in the present is} suppose is past _w= {In the
past it becomes} supposed.

3. Nabeel: supposed to

4. Teacher: _all casy hasi e Wiy 1 J=all {This verb should always be followed by this
preposition.} supposed to. he is supposed to. they are supposed to. they were supposed to.

5. Ahmed: can | say I [supposed] to take my children?
6. Teacher: [T am*2]

7. Ahmed: yeah, | am supposed to take my children to:::: swimming because | promised them
to take them

8.Teacher: perfect

(LT-26 Jan)

The L1 is also used by drawing on students’ grammatical knowledge to explain metalinguistic
terms such as verb, preposition, present and past — as in turn 2. Such a purposeful use of the
L1 facilitated interaction and helped the student feel comfortable in initiating dialogue to

clarify a grammatical point. This is illustrated in turn 5 when Ahmed wanted to make sure that
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his sentence was correct so he tried again by using ‘supposed to’ in another sentence, similar
to the one he had initially used. This kind of interaction with its accompanying sense of ease

and relaxation motivated students to try things for themselves.

For instance, the excerpt that follows captures an exchange which occurred while we were
watching a video about how to introduce ourselves and answer questions about our family. In
the video we heard one person asking someone else ‘Do you get along with your sister?
Students could not understand the question because of the phrasal verb ‘get along with’. |

therefore, tried to explain it by providing its equivalent in Arabic.

Teacher: regarding the question Do you get along with your sister? get along with someone
always keep itin mind Suam ae3ua S8 Ja J={Do you have a good relationship?}. do
you get along with your boss, for example. &l e ae 32 Sl8e Ja {Do you get along with
your boss?}. ‘get along with’ <llS 8338 {three words} we call it phrasal verb. I don’t get
along with someone oM g sas e J8le ol slal (ke {1 do not have a good relationship
with Mr X.}. so always keep this in mind.

Nabeel: where can | use this word?

Teacher: you mean get along with?

Nabeel: get along, for example, to my friend, my wife to m::y or an::y person?

Teacher: yes*2. to whoever. you can just. as I told you [you can ask someone]

Nabeel: [nothing special] with this word?
Teacher: no*3. It has nothing special or special meaning.

Fatima: for people. Just for another people.

Teacher: you can ask anyone ‘do you get along with? 28 ae saa Slide Ja  Jiny

{Do you have a good relationship with Mr X?}. This is what does it mean. <lial ae dlin 5 ) e
¢l sal ae {—with your brother, your sister, your wife.} or whoever. Do you get along with your
uncle? <he xasua e Ja{Do you have a good relationship with your uncle?} Sometimes
I can ask you ‘do you get along with your father?” ¢l sl s 318 8%e Ja {Do you have a good
relationship with your father?} Sometimes there might be a kind of tension _isil (e g 5 {a
kind of tension} in the relationship between fathers and=

Students: = and sons

(LT-9 Feb)
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In the foregoing extract the first language was used to help students understand the meaning
of the phrasal verb ‘get along with’. Due to the differences between the two languages,
Arabic-speaking students usually face problems in English when requiring phrasal verbs. In
turn 1, Arabic was used to explain the meaning of this phrasal verb. In turn 9, I responded to
Nabeel’s question about whether this phrasal verb has a special use. I used the L1 to assure

understanding and confirm that there is no special use of this phrasal verb.

Another example emerged from role-playing a hospital scene to ascertain how to explain a
problem to the doctor. Through our practice, | noticed that students have problems with
pronouns so | tried to explain these pronouns to them with the aid of their first language as
well as through some drill work, to clarify the difference between subject, object and

possessive pronouns.

1. Teacher: me . so ‘me’ is the same as ‘I’ . but do you know why I have always to use ‘me’
here and I can’t say ‘she gave I’? (6 seconds)

2. S4: because uh ‘T’ *2 uh=
3. Warda: =the same w s {—approximately}
4. Ahmed: not the same thing

5. Teacher: in English we have what we call it ‘subject pronouns’ and we have what we call
it ‘object pronouns’=

6.Students: =object pronouns

7. Nabeel: he teaches me

8. Teacher: excellent. he teaches me. very good. because he, Ahmed (pointing at Ahmed) is
the doer and Nabeel (pointing at Nabeel) is the object. so he teaches me. But if it is the
opposite Nabeel it becomes?

9. Nabeel: | teach him.

10. Teacher: very good. I teach him. It’s not | teach he. It’s I teach him. now let’s talk
about what we call it possessive pronouns 4sSldl yilb{possessive pronouns} Warda, Tahani
JI {everyone} (drawing students attention) (ials Jgib Ll clhail | aliie (o 5 oS agials | elliS
, ials {when you say my book, her stuff, their stuff, my computer, my key, your bag etc.}
see, this is what we mean by ‘possessive pronouns’ Skl il agl sl &1 o 521l Usl{ in Arabic
we call them possessive pronouns.}

13. Students: 4sldl ll{possessive pronouns}
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14. Teacher: her husband. If I'm talking to Tahani, then ‘this is your husband’ or ‘that is
your*2 husband’. <lé blal SY <l dag) [1 will say ‘this is your husband’ because | am
addressing you] or she can say ‘this is *2 my husband’ . Tahani, what’s this? (Holding a key
in my hand)

15. Teacher: key, okay. now | want you to say that Ul 1 {this key} | have to say it in
Arabic ~oalb ledsiin (gl Ll & (Lie {I have to say it in Arabic so that you can say it in
English.} e aed zUslla {This is their key.}

16. Tahani: this is uh your key.

17. Teacher: s agd {their key}

18. Tahani: their key

19. Teacher: <l dalida J{if it is your key?}

20. Tahani: this is my key.

21.Teacher: € Lealia W {if it's her key?}

22. Tahani: this is her key.

23. Teacher: ¢ 4alisa L{fif it's his key?}

24. Tahani: this is his key.

25. Teacher: his key. very good.

(LT-20 Feb)

Students’ metalinguistic knowledge in their L1 made it easy for them to understand aspects of
the English grammar by transferring this presumed knowledge from Arabic to English

(Cummins: 2008). This is apparent in turn 10 where the concept of ‘possessive pronouns’ is

explained by referring to students’ knowledge of these pronouns in their L1.

Interestingly the L1 was also used to check comprehension, as in turns 15, 17, 19, 21 and 23
when students were asked to translate into English some Arabic sentences containing
possessive pronouns. | think it is also important to draw attention to the six seconds of
pausing in turn 1 after I had asked the students about the difference between ‘I’ and ‘me’. My
question was not a real question because | did not expect the students to answer me. My

intention was to attract students’ attention and provoke their thinking. In doing so, I thought
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that giving students some time to think about the difference was necessary. Another factor

that plays an important role in language learning is wait time.

'‘Wait-time' is the amount of time the teacher pauses after a question or after a student’s
response. However the duration of the teacher's pause should be based on the kind of the
question as well as the students’ ability to answer certain questions (Choudhury, 2005). In the
foregoing example the pause was for six seconds because students’ knowledge of English
grammar was not that good and my intention was not to test their grammatical knowledge but
to provoke their thinking. Therefore, to make progress, a natural interaction within the
constraints of the classroom should be maintained. Wait-time is one aspect of this natural
interaction. For example, in turn 1 | paused after the questions for two reasons. One was that |
was not really expecting an answer from the students. It was to alert them that they needed to
know the difference between pronouns in order to correctly utter and write sentences which

contain such pronouns.

Because I noticed that pronouns in English were a bit confusing to almost all the students, it
seemed necessary to give students wait-time to enable them to think about these pronouns. So
wait-time should be used wisely depending on the two factors noted earlier. According to
Rowe (1986) wait-time may turn out to be counter-productive if it was longer or less time
than what was required, though it is worth noting Rowe's warning that short wait-time does
not allow "an adequate exchange of ideas and the nurturing of new ideas" (Rowe, 1986: 8).
However, a long wait time in the case of a non-response on the part of the student "will just be

an embarrassmen” (Ibid: 2).

An analysis of the meta-language revealed that the use of Arabic to explain certain
grammatical issues was reduced by the end of the intervention especially in instances where
the grammatical point needing clarification was easy. In such situations | explained it in
English and reverted to Arabic only if students still could not understand the point.
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1. Eman: it’s difficult for him. yes.

2. Warda: it’s not just about that. (1) I saw [my daughter like she is exciting]
3. Rashed: [may be he is still worried]

4. Teacher: [ex- excited]

5. Warda: excited to her

6. Teacher: we use uh ‘-ed’ excited for people, and for things we use ‘exciting’. For
example, the [concert was exciting]

7. Warda: [yes, exactly. | was]- even at school, she is exciting.

8. Teacher: excited or the time she spent at the school.

9. Warda: yes, at school she is happy. really. She is exited.

(LT-8 April)

This extract captures a conversation in which we asked Warda about her children. | noticed
that some of the students were still confused about when to use ‘-ed’ and ‘-ing’ to form

adjectives. Because the concept was not difficult to understand, students understood when to

use ‘-ed’ and ‘-ing’ even though it was explained in English only.

Another purpose for which the first language aid was utilized was to explain English
grammar. All students agreed that the two languages — Arabic and English — are completely
different; especially in their grammatical structure. Yet they found the use of the L1
scaffolded their comprehension in learning English grammar for example, through reference
to grammatical terms such as verbs, subjects, adjectives, adverbs and tenses. For instance this
is what Ahmed said about the effectiveness of using the L1 to explain English grammatical

structures.
(Ahmed: extract 1)
Lalas Ul i ye am o) Lol (sl 4y Jgriall s Jelill g Jadll alasiial ol ) g5 Lial |6l i (o€ il 3aelusa cuils”

" A sV Aalll A& adverbs adjective plasiul 8 (38 9 gaal Saelu verh aadiud caS g oY)
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{It helped me learn how to use the verb, subject and object. | mean it helped me notice the

differences, and how to use verbs, adjectives and adverbs in English.}

What was interesting about some of the quotes including this one is that the students were
using translanguaging spontaneously. Through this process students felt at ease in expressing
themselves and explaining their points of view. Such use of translanguaging maintained a
natural flow in the interview and highlighted another dimension of the concept of
translanguaging: it is not because of a lack of vocabulary that one translanguages. It might
also be because of the ease and comfort the speaker feels when s/he translanguages especially
when s/he knows that such translanguaging will not break the communication as both the

speaker and the addressee understand the switches.

In line with the idea raised in the previous quote about the effectiveness of the first language
to explain grammar, this student found the use of Arabic helpful in clarifying the difference
between English and Arabic word order. Thus welcoming students’ L1 allowed students to
compare the grammatical aspects of English and Arabic through the transfer of metalinguistic
strategies which in turn increased positively their language awareness (Cummins, 2008: 72).

This is evident in Eman’s statements when being asked about the use of her L1.

(Eman: extract 2)

O oSally 5 and) J Aaial) Jas Slia (g laiV) 3o etV 5 el clanall aladi) d duals 4ls lacle 58"

dia Lgd axiis Ales 0 Ul Lad 30 Wiy LIS 5€ (38 S ey and) J ddall Jasd g el 8 L s

O gy pal) Al Ui Alsen 5 e Unl ) 5h gty Mia (g 3ulaiVl Lpardiios i Jlo Lt (pans o pally Leas
".nice car 3_bwall Alea J 580 an¥) 8 ddall Jaaiy (g plaiVl

{1t helped us a lot especially with how to use adjectives in Arabic and in English. In English,

for example, we use adjectives first and then nouns. In Arabic it is the opposite; we use nouns

and then adjectives. This is a big difference. Whenever 1 articulate a sentence in which | need
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to use an adjective, | say it in Arabic in my mind and then reverse it to say it in English. For
example, when I wish to say ‘nice car’ in Arabic it is ‘car nice’ — the noun comes before the

adjective; but in English it is ‘nice car’ the adjective comes before the noun.}

Due to the fact that there are only three tenses in Arabic (past, present and future), sometimes
it is not easy to understand the twelve tenses in English and their different uses. This is
another aspect in which students found the use of their first language effective. Extract 3

(Samer) illustrates this:
(Samer: extract 3)

a0 8l A 5ala i) 5 A pall Dall) o CHLSH immy 6 2ol sl imey 8 CEDUAD) 5 4l 4ny g aclus Jdle A"
3 el e A5 ) present perfect e oS3 iy Ja present perfect s Sia sacludll Jlady) e

"

{It was helpful in terms of the grammatical similarities and differences between Arabic and
English, such as auxiliary verbs and present perfect. It helps us understand whether we are

talking about the present perfect, past or present.}

Here too the use of translanguaging is noticeable. | think the student reverted to
translanguaging for two reasons: firstly, because there is no such tense in his first language,
and secondly, because what he was talking about was also familiar to me as an addressee.
This is why he would rather translanguage and say the word in the language in which it exists

(English).
(Eman: extract 4)

do padiud e gl e BlaY) a5 Jl gl aladin) A€ S old lgd gric LK) (any & Jiay CalS"

"AmS AR B Casa (ale Ml c gl b s W ia g cadl dl aeal) 155 S S padiud e
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{l had doubts about some words for example, how to ask a question, how to answer and how
to use ‘Do’ and °‘Is’, but now thank God, even when I ask I have no fear. I am quite

confident.}

According to Cummins (2005: 43) the flow of knowledge, ideas and feelings between home
and school across languages can be facilitated by welcoming students’ home language. By the
same token, Pishghadam et al (2013:3) elaborate on the idea of transfer across languages,
explaining that language learning is a "conscious and reasoned thinking process” where
students build their new knowledge on their prior knowledge. Because it is only through
studies and research that theories can be explored, formulated and investigated, | chose the
use of the L1 in L2 learning as my area of research. As stated earlier, this study is an attempt
to contribute to the field of second language learning, and to investigate its effectiveness as a
language teaching technique. In order to explore students’ attitudes towards the use of their

L1, it was thus essential for the interview to include questions about their L1.

Students were asked whether or not they found the use of their first language (Arabic) in this
course helpful. This was done to establish whether the use of Arabic scaffolded their learning
of English. In order to gain carefully considered feedback, students were asked not to simply
answer 'yes' or 'no' but to explain in what ways they found the use of their L1 effective or

ineffective.

Among the circumstances in which we used the first language during our course was when it
served to explain the meaning of some new and confusing vocabulary and expressions. All
students stated that such use of the first language was of great help to them. This is due to the
different nature of the two languages in question. For Fatima for example, having the meaning
of English words translated into or explained in Arabic guaranteed quick understanding.
Using students’ L1 sparingly and purposefully to explain concepts can save time that may
otherwise be wasted using English. This pertains especially to the abstract concepts which
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cannot be explained using pictures and gesticulation that form the basis for the argument of
CLT. In the extract that follows Fatima explains how using the L1 helped her to learn English

vocabulary.
(Fatima: extract 5)
Jsailaald (e s Ao jle o) o e e Ul llacan J &5 ALY gl dalhall e aal 5 Ll iny Adda iiaelu 3aS)"
" dsh (8 agdi es iy Juaile

{Absolutely. It helped me a lot. If you or any of the students say a word which I am hearing
for the first time or | do not understand, when | ask and you provide me with its Arabic

equivalent I understand it quickly.}

When close to the point of understanding, other students still found the use of the first
language to explain the meaning of new vocabulary and expressions helpful as this
maintained and supported their comprehension. In such instances translation would then
eliminate any elements of confusion or misunderstanding because sometimes students think

that they understand the meaning but they do not.
(Samer: extract 6)

" gl 3L 3 Ay el ARl e 65 ) e Clallaadl) (any Ul Ciaa g i
{I found that some vocabulary must be explained in Arabic to ensure understanding.}

What Samer said emphasises the fact that while the student may be learning a second
language they are certainly not learning a new concept. S/he is simply learning the other

words or terms for the same concept in other languages (Vygotsky, 2012: 169).
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4.2.1.2 Explaining the meaning of new and unclear vocabulary
Using students’ L1 to explain the meanings of new and confusing vocabulary can be related to
the transfer of conceptual elements where students know the concept of these words in their

L1 and they need to acquire the labels for the same concepts in their L2 (Cummins, 2008).

1. Teacher: it is the same for Il {daughter-in-law} so we call it sl 53532l Wuka[for the
husbands mom] we call her daughter in law. for us we call her sister in law. for our parents
0SS 290 s =Y = {For my father and my mother, and my husband it is 'their'.} they call
him son in law e {son- in-law} al4ss) {my brother’s wife} they call her daughter in law
41l {daughter-in-law} but for me, she is my sister in law 3/ 4x53 {my brother’s wife}.
>3 {my husband} for my brother is

2. Students: his brother in law
3. Teacher: or for my sister is her brother-in-law
4. Students: her brother-in-law

5. Teacher: <l s ) {brother-in-law} then we just go--my children =¥ sl {my children}
for my father, they are grandchildren sl {grandchildren}=

6. Tahani: =grandchildren

7. Teacher: sxés ol xés aa yai i W (<15 {But if | want to tell whether it is a boy or a girl} we
just say grandson and granddaughter. grandson ass {grandson} and granddaughter 3xses
{granddaughter} my children for my brother s s Jsiis Al OS5l agll s 5 52 2¥ 5l (e Al L Ul
~el ss {When I talk about my brother’s son I say} my nephew 55 35 = {which means my
brother’s son} Jsiia iy <ilS S ofIf it’s a girl I say} my niece 31 < {my brother’s
daughter} () (s a3y #3588 e 4{By the way, it’s the same thing for my brother’s or
my sister’s children.} 4lsiis galls sal oo {My father’s brother I call } my uncle s oc ¢l s
&> {whether he is my father’s or my mother’s brother} s sl i {My father’s or my
mother’s sister I call} we call her my aunt. And s<teei 2¥ ¥ Ly {for my cousins} all of
them for me are ¥ sl sl <l {boys or girls} all of them are my cousins.

8. Students: cousins

9. Rashed: I don’t have brothers and sisters from my mother. I have brothers and sisters from
another a{mother}=

10. Eman: (addressing Rashed) =half-brothers and half sisters

11. Teacher: from*2- let us learn these words guys. they are very important (writing them on
board)

from my maternal and from my paternal side. so if you are talking about them you can just
say Rashed- You can just say: | have half-brothers and half-sisters from my paternal side =
15t e 5 @3 e sa {my father’s children} or from my maternal side .l 2l (e i {my
mother’s children}
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12. Eman: aha, paternal side and maternal side s s < {my mother and my father} (Ahmed
was trying to read these words)

13. Rashed: I can’t say from another ol {mother}?

14. Teacher: no. from my stepmother. see, stepmother means . %> {my father’s wife} or
stepfather <L z 55 {my mother’s husband}

(LT- 23 Jan)

In this excerpt, explaining words such as ‘brother-in-law’, ‘step-mother’ and ‘mother-in-law’
in Arabic was efficient and saved us time. This is because all these words have direct
equivalents in Arabic and form part of Arabic culture; they are commonly used. At the end of
the day students understood those words and were confident enough to use them. While in
turns 9-14, using the L1 helped students navigate from their exploratory talk to their
presentational talk. The value of such transitioning is also noted by Barnes' (2008: 4) who

says:

Exploratory talk is hesitant and incomplete because it enables the speaker to try out
ideas, to hear how they sound, to see what others make of them, to arrange information
and ideas into different patterns. The difference between the two functions of talk is
that in presentational talk the speaker’s attention is primarily focused on adjusting the
language, content and manner to the needs of an audience, and in exploratory talk the

speaker is more concerned with sorting out his or her own thoughts. (Barnes, 2008: 4)

By the same token, Rymes (2010) emphasises the importance of students’ repertoires and how
valuable they are to the learning process. He also affirms that recognizing students’ native
repertoires can promote their academic capability to expand these repertoires, and that
building knowledge of our students should equate building knowledge in them (Rymes, 2010:
539). An illustration of this may be found in one of the many incidents when students were

not sure about the meaning of a word. In the excerpt that follows we were learning how to ask
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for permission when Hadeel asserted that and wanted to be sure when and how to use ‘I am

afraid’.

1. Teacher: I am sorry, but that’s impossible. sorry, that’s not possible. this means that there
is something will happen for example if you go out. | can’t at the moment. | can’t allow you
to go out. 1 allai clil ellsawia 2Xhe Ul 4 il ol ) cdd A{You are asking for my
permission but I won’t allow you to go out.} or I’m afraid but you can’t. I’'m afraid- Ahmed
please may | go out? Then | can uh- sorry I’'m afraid you can’t. (0.5) Wlas ;i1 23 {Do you
know what that means?} I’'m afraid?

2. Only Fatima responds: yes

3. Teacher: Wila allkd jadia ie <l (81 (ilea 58 Wl @llS Aol Laila 3,88 e Laila La 56l W Ladla
<> s {Whenever you find it like this keep in mind it always means 'l am sorry, but you
can’t go out.'} I'm afraid alld )aia (e OS1 (ilae onlll Ual ) 55l 5 {lin our Libyan dialect} we
say, | am sorry, but you can’t go out, okay?

4. Students: okay

5. Hadeel: but so sometimes is*2- that word ‘afraid’ use uh when someone afraid from
something. see something. it is=

6. Teacher: =yes*2 this is what it means. But here it doesn’t mean that (making the sound of
being afraid or frightened)

7. Hadeel: yeah*2

8. Teacher: (& il lpany o o3l 43 JS | context Ul baline (e "Gilea” ixay (i35 138 5 )
—ala{It does not mean afraid. This whole structure when it comes in a context like this
means 'I’'m sorry.'} if- you can also use it by the way when*2 we start discussing something.
for example, | say my point of view and then you can say Hadeel - ah I'm afraid I can’t agree
with you. !0 & e Zaia e UGl o1 Sles {1 am sorry, but | have a different opinion.} so it
always when*3 it comes in these contexts- it always means in Arabic a5 J dalsl)l JaSiy ilea

> gl (ilea sl B e sl ilew {Sorry, | have a different point of view. Sorry,
you can’t come. And then you continue your sentence.} so '8 a8 (lie Jeallg aSIL A W oIS Ll
L seadiud caS{Always remember it like this so that you will be able to use it.}

(LT- 2 Feb)

Here the purpose of translanguaging was twofold. First, Arabic was used to check
comprehension of key terms as in turn 1. My question, Wl=s 03 158 25 {Do you know what
'T’'m afraid' means?} was to make sure that students really understood what it means. When I
mentioned ‘afraid of® as another way of not giving permission, from students’ facial

expressions and reactions I noticed some uncertainty because when they understand students
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usually try to repeat the key words or expressions after me and come up with their own
sentences. This time they did not do so. So | paused for a while to give students time to grasp
the meaning of that specific term. However, rather than providing them with the meaning of
the term immediately, | thought it would be better to provoke their thinking and direct their
attention to the importance of ‘context’. By doing so I was also trying to keep students
motivated so that they could develop their skills, which in turn might be the 'artefact' to

improve their learning (Vygotsky, 1978; Engestrom, 2000).

The second purpose to using Arabic was to assure understanding. This was represented in
turns 3 and 6. In turn 3, | also tried to remind students of how they usually say it in their own
Libyan dialect. The point of reminding the students how this expression is used in their

Libyan dialect was to make the meaning even clearer for them.

However, for other students the use of Arabic was required consistently insofar as new
vocabulary was concerned. This group consider English explanations to be unhelpful, due to
their limited knowledge of English vocabulary. Thus they see English instruction as a barrier

to vocabulary building, one which can be removed through the use of their first language.

(Fatima: extract 7)

Al 058y W (81 adlaald (e Ul (AU 38 allay 5 lacT 250l W da il s G e, (550 e S Y

Ui Stal @il 53 Gallaiae < je llallay 4y 50851 A2lL @l b ga i W oS3 A slaal) Joa 55 adlA Ay sl
" AL Gl MG i agleald

{No, explaining the meaning in English is a bit difficult because your explanation might

contain some other words that | do not understand. But when you explain it in Arabic |

understand it directly. When you explain it in English there might be two or three words that |

do not understand and this will make things worse.}
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Some vocabulary was confusing for the students because they thought certain words could be
used interchangeably. The use of the first language helped them recognise the differences or
nuances between synonyms and hence, appropriate use. For example, we were talking about
appointments when Fatima wanted to know whether ‘rendezvous’ is the same as

‘appointment’ and whether we can use them interchangeably.

1. Teacher: 1 will try to see::: if we can have an appointment tomorrow or not.
2. Fatima: aha | have question, please.

3. Teacher: yes.

4. Fatima: appointment lik::::e rendezvous?

5. Teacher: no, rendezvous e!se OS5 sale (S) oo go Lgusdi 110 50 (8 ) slsiila (o) Adadi o () 5S3 30l

Ol S (5 Aala ol el je sSisale we) ge Wails Jaad) L dBe iledle {They mean the same but
‘rendezvous’ has nothing to do with business. It is usually related to relationships, dating and
things like these.}

6. Fatima: Jec 2l so{appointments}

7. Teacher: yes. 4 nlai¥) 8 aodind Ll s 4o @ (e 3354k a8 SLal {1t is originally a French
word, but it is used in English.}

(LT- 11 March)

This extract demonstrates how | used translanguaging to clarify the difference between two
synonyms. | explained the distinction between ‘appointment’ and 'rendezvous' in turn 5, and
the student then used them to affirm her comprehension in turn 6. A metalinguistic
explanation of the origin of the word could thus follow more easily in the L1 — as may be seen
in turn 7. The L1 therefore also efficiently served the function of eradicating confusion. To
further illustrate this, here follows an exchange in which Nabeel could not perceive the
difference between ‘lose’ and ‘miss’.

1. Teacher: have you seen Hadeel this morning?

2. Nabeel: you lost her?

3. Teacher: sorry

4. Nabeel: you lost her? lost Hadeel? (pointing at his heart)

5. Teacher: no, it is not to lose. it is just I don’t see her in the class. | just wonder why she is=
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6. Nabeel:= fletasia) el il Wi Y {No, | asked you if you miss her.} you lost her?
7. Teacher: aha, no (smile)

8. Nabeel: aha it is not correct (smile)

9. Teacher : it is ‘miss’

10. Teacher: yes, oaiisi jelial 4 sadd e )4 W {when you want to express that you miss
someone} it is always missed not lost

11. Nabeel: aha okay, thank you (smile)

(LT- 13 May)

In turn 4, Nabeel used gestures to aid communication and to help me understand his point and
his query. Gestures form part of the pragmatic aspects of language use that can be transferred
across languages (Cummins, 2008). In turn 6 it is evident that translangauging was being used
in a different way. It transpired when Nabeel noticed that | did not understand his point. So
rather than repeat his question in English, Nabeel restates it in Arabic to ensure that | am
clear. What prompted Nabeel to translanguage to Arabic was that my answer in turn 5 was
insufficient. He found it very short and also inadequate in that it did not really address what
he had had in mind. This had given him the impression that it was the way in which he had
posed his question that might have been wrong, and that this accounted for my
(unsatisfactory) answer. He found repeating his question in Arabic more convenient and
informative as it provided both the answer and an explanation for the difference between

‘lose’ and ‘miss,” thus clearing up his confusion.

Also featuring on the list of confusing words were ‘revision’ and ‘follow-up’. The following
extract depicts a role play activity which aimed to compel students to use English and to make
learning more interactive. Exposing students to natural language in a variety of situations can
help them overcome the problem of not being able to apply what they have learnt outside the
classroom (Larsen-Freeman, 2008:132). In this role play students were asked to play the role

of doctor and patient:
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1. Tawfiq: [ 4xalell <) 8] {It is time for follow-up.} (students laugh again)
2. Nabeel: [what the word for 4! ? {Follow-up.}
3. Nabeel: can you write it please?

4. Teacher: yes, sure. (writing it on board) oh no. I am sorry. (addressing Nabeel because |
realized that Nabeel didn’t mean revision but follow up) you mean with the doctor?

5. Nabeel: yes
6. Teacher: we call it follow up
7. Nabeel: follow up

8. Teacher: it’s not (pointing at the word ‘revision’)[4xle 422l s s3] {This has to do with
study.}

9. Warda: [Aam1 2 4xa) ya] {revision of lessons.}

10. Ahmed: [4x21e choa 5] {The other one is to follow
up with a doctor.}

(LT-23Jan)

The use of the L1 in turn 1 was a Kind of refreshment. Tawfig wanted to make the activity
more interesting by creating an atmosphere of laughter. In turns 8-10, the L1 was used to
explain the difference between two synonyms. After an explanation in Arabic, Nabeel knew
the difference between ‘revision’ and ‘follow-up’ and how the context can affect the meaning
of each word. In turn 3, it was also interesting to note how students draw on their prior
knowledge of writing when learning their L2. Students felt more comfortable when | wrote
the words they wanted to know on the board. What made it noticeable was whenever | forgot
to write the words discussed, students asked me to do so. It was something I noticed in most,

if not all, lessons.

The following extract was recorded almost six weeks after the previous ones; however, the
need to use the L1 was still there and to the same degree as at the beginning of the course in
terms of explaining certain confusing words. The extract that follows captures a conversation

that took place when | offered students some grapes and apples. Shadi was late; so as he
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entered the classroom | tried to joke to reactivate the classroom atmosphere asking students
not to share the grapes and the apples with Shadi.

1. Teacher: what do you mean by ‘participate’?

2. Ahmed: it’s*2 uh A4S Lis{to share}

3. Teacher: no, in this situation is ‘share’ ‘to share’

4. Eman: yeah

5. Teacher: share ua= g sS LIS Wlxs {It means to share with one another.}

6. Ahmed: yes | know uh=

7. Teacher: =but ‘participate’ when I come and participate in*2 this discussion for example.
sl 4 d jaafto participate in a discussion} <! {but} share 4als JS) < Las W {— to share
something} we call it= (writing it on board)

8. Ahmed: =share

9. Teacher: share, yes

(LT-8 April)

In this extract the L1 was used three times: once by the student and twice by me. However,
each one of us used it for a different reason. In turn 2, Ahmed used the L1 to explain to me

what he meant by ‘participate’, while in turns 5 and 7 I used it to explain the difference

between these two synonyms and in which context each may be used.

For another student, explaining the new vocabulary and expressions in Arabic improved their
knowledge not only of English but also of Arabic. This is because through translation students

learnt some English words as well as the Arabic equivalents which were also new for them:
(Eman: extract 8)
2l Al lea¥l (mmy (3 in Sl (e aall Jiagd iy Jas S S aelie S Ay all Zall

@ ALSU (i i gy ooall sola AWSH Livie o)) e g @dsh (ESle el Leen i (s aaiVl

" iVl
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{The use of Arabic was very very helpful. Sometimes when | translate certain English words
into Arabic, | unexpectedly find words | had not known existed in Arabic, and I also discover

what they mean in English.}

Such transfer across the two languages gave Eman the opportunity to learn some new words
in her home language (Cummins: 2008). Vygotsky (2012), in his book Thought and
Language, explains the importance of the first language in second language learning and
reciprocally how important the second language is in fostering a learner’s awareness and

improving their understanding of their first language.

However success in learning a foreign language is to a certain degree contingent on maturity
in the native language. The child can transfer to the target language the system of meanings he
already has. The reverse is also true — a foreign language facilitates mastering the higher
forms of the native language. The child learns to see his language as one particular system
among many, to view its phenomena within more general categories, and this leads to an
awareness of his/her linguistic operations (Vygotsky, 2012: 207). In other words, the learner

comes to have insight into the linguistic structure of their own language.

Apart from maintaining a quick pace of comprehension and gaining new vocabulary in their
first language, all students found that the use of their first language created a kind of link
between the vocabularies in both languages, which in turn would help them to remember
these words in the long term. This learning strategy of association highlights the effectiveness
of what Cummins (2008: 69) refers to as transfer of metacognitive and metalinguistic

strategies.

(Hadeel: extract 9)
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img Jeml 05 a1 5 Lan iy L (0 i) (e ()5S 2n 50 L ey ) il i) iy 48 S o
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oA pa

{Using the L1 is essential because the other language is not yours. But when you translate
into your first language, Arabic for example, it is easier to understand. It was easier for me to
understand some vocabulary and | will never forget those words because they connected

with each other.}

What Hadeel said can be related to what is referred to as cognitive psychology: "how people
perceive, learn, remember and think about information™ (Sternberg, 2012: 3). This includes
the way information is placed in memory and how it is accessed. In the case of this study,
such use of the first language provoked students’ episodic memory to encode new words, a
process which would later facilitate the retrieval of the information. In such cases, students
"personally experienced the learning as associated with a given time" and a given context

(Sternberg, 2012: 209).

Another noteworthy observation on the timeline of the course occurred when the Arabic
equivalent would be provided for those new and confusing vocabulary and expressions.
Students’ opinions varied when they were asked about the way in which new words should be
explained. Some students claimed they preferred the meanings to be given in their first
language only during the first three months of the course. For them, this was due to the

improvement of their English by the end of the course.
(Eman: extract 10)

J'AUA._\AJQM@HJ‘%AS&SMQ&)@US}JM_ ,w,‘?_U,J\_;uqsuu\o\ggé@ussjjﬂ\@\q‘;j"
@i Cinpal Ay iV Gl Ul ) agds el Gadla B U 508 Gy (58 8 OIS 58 Y 5 alasVL Lilixa

"AE ) ileles Adg Al
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{At the beginning of the course | honestly preferred the meanings to be explained in Arabic,
but by the second or the third month, I preferred them to be explained in English because
there had been great progress. My horizon expanded and | started to understand English. For

me English became easier than before}.

Another student’s opinion was that it was best to have the meaning first explained in English
and if students still failed to understand, then the first language should be activated as an aid.
For these students the priority was that English be used as the medium for providing the
meaning, but that if this failed then the meaning could be explained in the student’s first
language. The point of this approach is that in this way students’ understanding will be

challenged and their thinking will be provoked.
(Samer: extract 11)
"ol S a3zl g agdy al Ul ISl UL 5 (5 iVl & )il Ll 55 A"

{I prefer it to have it explained gradually: in English first and if the student cannot

understand, it may then be clarified in Arabic.}

What we can deduce from students' answers is the importance they attach to their prior
knowledge which, according to Cummins (2008:68), does not only refer "to the information
or skills previously acquired in a transmission-oriented instructional sequence but also to the

totality of experiences that have shaped the learner’s identity and cognitive functioning.”

4.2.1.3 Seeking help

As shown in the following field-note, at the beginning of the intervention and in our
discussion activities, | noticed that students were more comfortable when discussions were
conducted in pairs or in a group, without the teacher’s involvement/presence. For example,
students felt more at ease when seeking help from their peers than from me (the teacher) so |

tried to leave them to interact freely amongst themselves. This observation highlighted the
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significance of creating and maintaining an atmosphere of trust and comfort not only between

students but also between the students and the teacher.
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Figure 7. Field-note 1 (30 Jan 2015)

Seeking help was another aspect in which students used their L1. In the following extract it
will become clear that the use of Arabic, which was peer to peer, was a source of relief for
some students who used it to seek help from their friends so as to understand what the others
were saying. The following extract illustrates this in a group discussion about socializing.

During the discussion, Manal sought Warda’s help so as to be able to follow and understand

what Eman was saying.

1. Eman: if | accumulate some things- yes above other things- okay, it is the deep of the heart
will be black. but I hope 1 teach to clean their hearts- to tell them: no it is fine. you have to
love them (these are) good things.

2. Manal: fgle) &l 5 {What is Eman saying?}

3. Warda: ey a3V aal ¥ 05 2 gl 48 raay 4l i aS) 5y W aalgll )l 5 il d83e 4 (08 JS of s
4:8fShe is saying that everything has to do with the heart. And that if you accumulate hatred,
your heart turns black. So we have to clean up our hearts.}
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4. Manal: Sobad 4 Sa3 ) 13, S si{OKay, this is what she is saying?}

(LT-14 Jan)

Turns 2, 3 and 4 were articulated entirely in Arabic. The use of the L1 in such a situation is
expected. Manal asks her question in Arabic was because she wants Warda to answer her in
Arabic. This does not mean that Manal cannot ask it in English. In fact, it was because for
Manal, asking the question in English means that Warda would answer her in English altering
just those words which Manal might not understand. So in order to avoid this possibility,
Manal prefers to ask for clarification using the L1. This kind of interpreting helped Manal
follow the conversation. The same applies to the following extract where Samer asks Warda

to explain to her the difference between formal and informal of appointments.

1. Samer: %olima (3 jlatil 48 # 8 A Jsall {The question that teacher is explaining —what
does it mean?}

2. Warda: 2= 5 235 5 Wl laa {This is when you want to book an appointment.}
3. Samer: ..M x50 S 1 aL{OKkay, if the appointment is::::}
4. Warda: )\SAJ}ASJ&&}A@AAULJLHAMQI;IA&}UTLﬁh&;yggumwmagb@

{Some questions you can use When you 4wy agd Sli8le (o 5d uli Jay 2l 5l SUpervisor g
want to meet me and the other questions, when you ask for an appointment with your teacher
or your supervisor for example. In other words, people with whom your relationship is
formal}

(LT-21 Jan)

This extract was also entirely said spoken in students’ L1 Arabic. It is an example of how
students make use of their L1 to access the curriculum. In turn 4, the answer that Warda
provided in Arabic was more than sufficient for Samer than all the explanations | provided in
English. For Samer, it was precise direct and to the point. Samer found such precision
important for understanding both what was going on in the classroom and what | was

explaining to them.
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Seeking another student’s help was not represented only through asking questions to get
answers and clarification; it was also sought by some students to ensure that they are on the
right track. In other words, students sometimes reverted to the use of Arabic to make sure that
they understood what the teacher and their friends were saying. The next very short extract is

an example of such use of the L1.

1. Warda: I don’t have that black heart. I always treat everybody like the same. but this
moment | realised that (2) people are different. and you cannot be just open and treat people
the same. (Manal interrupted Warda trying to interpret what Warda was saying to make sure
that what she understood was right)

2. Manal: ) aelelsl 55 0 e 4l 5 (any (55 alad¥) dalad Cinsad il 5 alaldl) e Sad 2
o=={She is talking about people and how she used to treat people in the same way but she
must not.}

(LT-27 March)
In this extract, Manal understood what Warda had said but she wanted to be reassured that
what she understood was correct. Therefore she states what she had understood in Arabic with

an intonation that makes it clear to us that she is checking, ‘Is this what Warda was saying?’

4.2.1.4 Correcting and clarifying students’ mistakes
In my view corrective feedback is important not only for learning grammar but for vocabulary
as well. Ellis (2006: 102) believes that such corrective feedback "is best conducted using a

mixture of implicit and explicit feedback types that are both input-based and output-based."

One of the activities our class participated in was to listen to one of our class recordings. This
kind of activity was used as a lens to help students recognize and understand their own
mistakes, which is a kind of explicit corrective feedback. Ellis (2006: 99) explains that this
kind of explicit feedback "takes a number of forms such as direct correction or metalinguistic
explanation. It is effective in both eliciting the learners’ immediate correct use of the structure
and in eliciting subsequent correct use." Presenting students’ errors and correcting them in

such an interactional way developed students’ awareness of these mistakes.
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1. Teacher: let’s start. (after listening to the recording I stopped it to check the sentence ‘can I
a book appointment?) aha- see- Can | a book appointment? It’s not=

2. Hadeel: =a

3. Teacher: because when using ‘a’ this means what you are using after it is a noun, but here
it’s not a noun. It is a verb. Jaé easiu) BS £YYou must use a verb} can ¢Sls {but} can &
{What?} 4val <liles Wlias {'Your sentence is empty. It lacks the main verb.}

Then we continue listening to the recording and stop at ‘I will check his diary’.
4. Teacher: okay, now- it’s not his diary 22 oY {because diary}=
5. Fatima: = Slhw s Wliae L Jaws dals {means where you write your notes.}

6. Teacher: Ses & b dawi 4als {Something | use for writing down my notes, or diary}
(holding a notebook in my hand to show them what is meant by diary) Jie .l juay 0
gl (A as a8l Ul &l e a5 JS 5S35 0l {I use it to write down what happened
during the week. It may not necessarily be on a daily basis.}- we call these diaries (pointing
at students’ diaries) et (Jsland agd Joland 8 25 oSie agill U Y claadfbecause | asked
you to write your notes} but for doctors, either | will check his list 4ctisl 3@ {his list} or his
schedule 4elis Jsaall 58 A {which is his schedule}=

7. Students: =schedule

8. Teacher: but not his diary- is it clear?

9. Students: yes

10. Teacher: very good

(LT-11 March)

In this extract, the L1 was used to correct two kinds of mistakes; a grammatical mistake in
turn 3 and an inappropriate choice of word in turns 4 to 6. It was interesting to note that
reading this sentence aloud was enough for Hadeel to spot what was wrong with the sentence.
Again, this example shows the importance of the presumed metalinguistic knowledge of
students in their L1. Such use of the L1 supports Cummins’ theory of transfer across language
where he assumes that students’ prior knowledge as well as the skills they applied in order to
acquire that knowledge, are transferable. In other words, this knowledge and these skills can

be utilized to help one understand a new language (Cummins, 2008). Furthermore, it is not

only the prior language that one has but also the knowledge that goes with it. We learn a new
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language and the new knowledge that goes with it, and compare that with our prior language

and the prior knowledge that goes with it.

Regarding error correction, | usually corrected students’ errors by repeating immediately after
them what they had said but correctly, so that they could recognize what was wrong with their
sentences. Students were vigilant about correcting errors in this way, which was of threefold
benefit. Firstly, students were corrected immediately in an implicit way. Secondly, it saved us
time: rather than stopping students to tell them there was something wrong with their
sentence, it was enough in most cases for them to hear me repeating their sentence. Such
repetition was a sign that all students understood to mean, ‘Stop! There is something you need
to correct’. Thirdly, this manner of error correction maintained a relaxed environment in
which students were at ease and confident that they would not be embarrassed when making
mistakes. This kind of feedback is referred to as implicit corrective feedback which happens
when "the corrective force of the response to learners’ errors is masked which reformulates a

deviant utterance correcting it while keeping the same meaning" (Ellis, 2006:99).

However, there were times when I did not correct students’ errors directly. Instead I would
revisit them at another time. This practice alerted me to the potential effect of interrupting
students, even by repeating what they had said, in the correct way. | considered that such
responses must disturb the natural flow of the discussion or the conversation, which may then
affect students’ willingness to participate in the classroom activities such as role-play activity
notably, a fluency-based activity. Larsen-Freeman (2008:132) states that in CLT errors of
form "are seen as a natural outcome of the development of communication skills” and they
should be tolerated in fluency-based activities. And if a student makes too many mistakes, it is
better to correct the fundamental errors only; and at a later point the teacher can correct the
other less substantial errors. The idea is not to discourage the student or to make them feel

embarrassed before others.
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In this study another reason for not correcting students’ errors directly was to allow for peer
correction and teacher-guided self-correction which as alluded to earlier, have a pedagogical

value in the learning process (Choudhury: 2005).

4.2.1.5 Assessing and provoking students’ creativity

Using a wide range of activities was one of the strategies | employed to keep students
motivated and to stimulate their creativity (Vygotsky, 1978; Engestrém, 2000). In this excerpt
for example, students were asked to play the roles of customers and a shop assistant, where
the latter speaks only English, one of the customers speaks only Arabic and the other speaks
both languages. The second customer was to work as a mediator between his friend and the
shop assistant who pretended that they did not understand each other’s languages. It was
Samer, Rashed and Fatima’s turn to act. Samer was the shop assistant; Rashed and Fatima
were a couple who wanted to buy clothes for their son. In the role-play Rashed spoke Arabic
and English; Fatima spoke only Arabic and Samer, only English. So Rashed had to be a

customer and an interpreter at the same time.
(Rashed and Fatima were pretending to be looking at the clothes in the shop)

1. Fatima: f4is ) aas elvie 4l @ aaul(talking to Rashed) {Please ask him if he has a bigger
size.}

2. Rashed: do you have big size?=
3. Samer: =yes

4. Samer: yes (looking for a larger size) large one- it’s large one. You can try it. uh the
changing rooms are over there

5. Fatima: feolae cdaidals claic 41 8 {Ask him if there is anything that suits this pair of pants.}

6. Rashed: do you have uh fga el (i (asking the teacher) {What do we call this?}
(holding a jumper in his hand)

7. Teacher: we call it jumper
8. Rashed: do you have a jumper?
9. Samer: yes. can have a look here. This one (holding one in his hand)- nice one

10. Fatima: fleie saal daie 4 AfAsk him if he has a smaller size.}
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11. Rashed: do you have a small one?

12. Samer: this is the last one. I’'m sorry. this is the last one

13. Rashed: & )3l gala (5 ,al{He said it is the last one.}

14. Fatima: e s 0bs S oS ool 3,00 (T like it; but it’s a bit big.}

15. Rashed: she like it but=

16. Samer: =maybe if you come tomorrow- | uh will find uh another shoes

17. Rashed: 4glisass)shasissoe | i lS{He says if you come tomorrow you will get one.}
(LT-17 April)

In this activity students’ first language was integrated through the Communicative Approach.
All student role plays in the class were semi-structured (Larsen-Freeman, 2008), whether they
were conducted in English only or with the use of the L1. Semi-structured implies that
students are told what the role play is about, what their roles are, and are given an outline of

the setting/situation. After receiving instructions and an explanation of the social context,

students are free to determine their own creative and natural conversation.

Larsen-Freeman (2008: 134) explains that "role plays are very important in CLT because they
give students an opportunity to practise communication in different social contexts and in
different social roles.” In this research it turned out to be one of the students’ favourite
classroom activities. They were always excited when they did role play, and this was also
confirmed in the interview. Such activity also proved useful for assessment. Asking Rashed to
translate from English into Arabic and vice versa was a way of testing his understanding and

speaking skills.

Besides detecting new vocabulary and noticing grammatical differences and similarities
between the two languages, the students were allowed to translanguage and to use their first
language when they were unable to express themselves in English. This purposeful use of the
first language was beneficial in two respects: Firstly, it helped students to overcome their

fears, because what mattered was the learning process, and not having judgment passed on
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them. If students’ first language was not allowed in such situations, students with minimal
knowledge of English would find it difficult and thus would be reluctant to take part in
classroom activities (Cummins et al, 2005: 41). Using the L1 purposefully also highlighted its
importance as a means of motivating students to achieve the desired outcome, which is further

learning (Vygotsky, 1978; Lantolf, 2000; Engestrom, 2000; Hasan & Kazlauskas, 2014).

Secondly, because the dialogue was contextualized it helped students remember, and at a later
point recall, the vocabulary and phrases they had acquired from it. Thus, such integration of
both bilingual and monolingual strategies can be a powerful resource by which to "promote

more cognitively engaged learning” (Cummins, 2008: 74).
(Tawfiq: extract 12)

Lesle Jaat ohilo slen I Loy (5 3oL S8 pan 5iss orally a5y ol any e Ayle culS ) ALSH a8y

" Al ilaa s (e | siie g

{It definitely helped me. When you do not know a word and you say it in Arabic and then
they translate it into English for you, what happens is that you add this word to you

vocabulary. You will underline it and you won’t forget it.}

Another interesting unexpected development was that some students reverted to
translanguaging even while they harboured suspicions about the efficiency of such a strategy.
For instance Eman confirmed that she had had doubts about such use of their first language

and whether it would help them or not.
(Eman: extract 13)

D 3 Ll By e RS JAnk (e )5S S LY L it Sl J5¥1 8 U1 By s Liae L sola®
e pgdi ity Ul L Al Baiay daali Al g Jny <ilS L Lialadiind 53 50l DA (e s | (s 5Vl

" Lgeadiad A SO Coail) A laday aiati SIS Baa g sl
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{Honestly, using the first language in this way helped us. At the beginning I was not
convinced. | mean how does one use Arabic to say something in English? Yet during the
course the way in which we used it was a successful way for me because it enabled me to
understand many words. It was this understanding that made me avoid using these words in

Arabic in the second half of the course.}

4.2.1.6 Explaining differences in phonetics

Difficulties in phonics were also one of the observations documented in my field-notes as
shown in figure 8. This figure illustrated my having noticed that pronouncing certain sounds
in English posed a major problem for most students, especially the ones whose initials | had
noted in my field-notes. So | paid more attention to phonics and the distinctions in
pronunciation between different letters, plus the implications these have for meaning of words

and sentences.
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Figure 8. Field-note 2 (11 Feb 2015)
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The L1, thus, was used by the teacher to highlight the importance of pronunciation and how it
can completely change the meaning of words. For example, the following excerpt represents
the dialogue of students when they were asked to read a short story to see how good their
reading was. This was when | thought it is time to show students how important pronunciation
IS.

. Hadeel: I tink (think) it’s [that school]

. Teacher: (writing on board) ‘t’ and ‘h’- you can’t just say /t/

. Ahmed: [/0/%3] (trying to pronounce it correctly)

. Teacher: it’s either &/d/ or Y©/. It always depends on which word you are pronouncing
.Manal: & /8/ 2 /©/

. Teacher: you can’t say=

. Hadeel: = /t/

. Teacher: pronounce it as /t/ [for example]

© 00 N o OB~ wWw N

. Hadeel: [tank you]

=
o

. Teacher: no. it’s not. /0/ thank you

-
-

. Hadeel: thank you

[EY
N

. Ahmed: /8/ *4 (trying to pronounce it correctly)

[EY
w

. Teacher: ‘thing’ it’s not ‘ting’

H
o

. Hadeel: aha

[EY
ol

. Teacher: but here you have to say tongue because it’s just /t/

[EY
»

. Ahmed: /t/ tongue
. Hadeel: /6/ *2

18. Teacher: but thank , thing- it’s not my broder. It’s my brother- 2 brother- (0.3)
bro- /©/- er

19. Students: bro- /6/- er

-
\‘

20. Teacher: [yes, so we just say] yes- it’s the same as mother
21. Ahmed: [bro- /6/- er*3]

22. Teacher: So it’s ‘mo- /©/- er — T-H- so T-H always pronounced either & or 3. so
always keep this in mind Hadeel and Ahmed and all of you.

(LT-14 Feb)
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Transferring students’ phonological awareness (Cummins, 2008) and making use of their
prior knowledge of phonics in their L1 was of great help in explaining the importance of the

proper pronunciation of words.

It was really interesting to note how the difficulty of pronouncing sounds such as /d/ and /©/
disappeared when related to the same sound they have in their L1. Hadeel was one of the
students who struggled a lot with these two sounds. The concept of how having two specific
letters together such as ‘t’ and ‘h’ changes the way they are pronounced seemed to be very
complex for the students to understand. This might be due to the fact that there is no such rule
of combining letters in the phonetics of Arabic. Interestingly, this complexity was removed
when | told students that pronouncing these sounds is as easy as counting one, two and three. |
told them all they have to do when they find this ‘th’ is to think of the Arabic letters </d/ and
Y0/, as in turns 10, 18 and 20. And that through practice they would come to recognize when
to pronounce it as </d/ and when to pronounce it as YO/ as in turn 4. In this kind of an
instance all 1 did was to help students transfer their prior knowledge of Arabic phonics into

English (Cummins, 2008).

4.2.2 Classroom Management
Classroom management was also one of the aspects in which we found the use of the first
language helpful. As stated earlier, it is also one of the functions Ferguson (2003) identifies

when explaining the advantages of using students’ first language in language teaching.

4.2.2.1 Clarifying task instructions

Listening comprehension was another of the activities we performed, following Larsen-
Freeman's cue that listening to language as it is used in authentic communication can improve
comprehension (Larsen-Freeman, 2008:128). In the exchange captured in the following

listening comprehension activity, Nabeel struggled to understand one of the questions; the

101



matching one. Both Eman and | therefore tried to explain it to him in Arabic as in turns 7, 9
and 15, while in turn 10 Nabeel used the L1 to give us the impression that he understood what

he was instructed to do.

1. Teacher: so you have a question- for example, for the first question that you already heard,
the answer is already here (pointing at the answers in the sheet and reading it) ‘I have a glass
of mineral water, thank you’. because he was asking ‘what will you have after’

2. Eman: to drink

3. Teacher: aha sorry to drink.

4. Nabeel: no sorry, the number is from 1 to 5 and th:::::e the answer from ato e
5. Teacher: yeah, to match=

6. Nabeel: =what does it mean from a to e?

7. Eman: gesd Gl waiter 4aeuiy 155 2% Jiw {You will hear the waiter asking — you will hear
him now.}

8. Teacher: [and these are the answers]

9. Eman: [ 2* customer Cllal sala 5 ] 4la¥l gala s Jus 58 {These are the customer’s answers
to what the waiter asked and these are the questions.}

10. Nabeel: =458 Sl Wl {Aha, okay, they are written here!}
11. Teacher: is it okay Nabeel? so what you have to do is to match=
12. Nabeel: aha::::

13. Teacher: so all the answers uh- sorry the questions will be a, b, ¢, d but you have to
match- match Jw=s s {means to draw a turn between the question and the correct
answer.}

14. Nabeel: J—= s{match}

15. Teacher: sl Jisull maaall Gl all Ja s3{to draw a turn between the question and the
correct answer.} Okay?

16. Nabeel: okay

(LT-6 March)

Another example was when we were listening to a short morality story. After the story |
explained to the students how they should prepare themselves for our next lesson. In turn 1, |
used the L1 to maintain students’ understanding of what I had asked them to prepare for our

next lesson. In turns 3 and 5 Hadeel responded to Samer’s question in Arabic to clarify for
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him how they were supposed to do the activity. The choice of the language in which Hadeel

responded was directed by the language in which Samer presented his questions.

1. Teacher: on Monday please prepare yourselves for*3 a dialogue. whatever comes to your
minds- you can make it. Prepare it. _lss sl |l 5 Alia | dsdile (55 WS | V) (e W g et

Jadll (8 05 0 Vsais{l mean you are to prepare it from the beginning — like acting or a
dialogue; and then you can do it in class.} for example, Fatima and *2 Tahani, Hadeel and
Samer- so you have to sit- or if you don’t have time you can just make on uh- | mean you can
call each other. | think you are all on viber or WhatsApp. so you can make it.

2. Samer: (addressing Hadeel) —s¢ {How?}

3. Hadeel: (explaining to Samer how they can make the conversation) ! b @ slhaall JS ezl
s ellls Al @il g eliles U sy slae {All we asked to do is to prepare a dialogue. | ask
you and you ask me and so on.} =

4. Samer: = ¢ 2«{When?}
5. Hadeel: =3 -5 {on Monday.}
(LT-28 Jan)

4.2.3 Interpersonal Relations

Ferguson (2003) also emphasises the importance of L1 in maintaining interpersonal relations
between teachers and students and between students themselves. In our case maintaining
rapport within our classroom environment would not have been possible without resorting to
Arabic, students’ L1, which was used to serve several purposes as noted in the sub-sections

that follow.

4.2.3.1 Supporting and encouraging each other

There were so many incidents where students tried to support and push each other forward.
We were doing a kind of practice and it was Tahani’s turn. Tahani was very shy and did not
want to say anything because she was afraid of making mistakes. But once she uttered her
first sentence students gave her a round of applause to encourage her and tell her that she was

doing well and that she was making progress.

1. Samer: <lle 4 ¢Li L <l a5l e 4l 5 {You are doing well. It’s just you are afraid.}
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2. Fatima: ¢lle 4l +L3 L 45 {You are doing well.}

3. Samer:lgle 4l oL Lo il (o lgdod 158 (Sly a4 IS J5Y) 8 {At the beginning
everything was difficult for her, but now see — she started speaking in English and she is
doing well!}

4. Teacher: Loy i 1) A& ylall 8 oh e, Fay o Loy ST D) 38 plal), s Y (il gald | galahi i Lisl)
L) paa Laa, el )y (e 4l laa 1l {Tahani, remember we are all here to learn. Never think that
we will criticise you at all.}

5. Fatima: ¥ <lé i sasiuila 4 s {No, we promise we will not criticise you.}

6. Teacher: | sla® (s LIS Ua) {We are all here to learn.}

7. Samer: alxic 4a) (s e sl 2 Giéle {NoO one was born knowing everything.}

(LT-30 Jan)

The only language used in this extract is Arabic: students’ L1. This is because the use of any
language other than the student’s L1 would have been inappropriate in that situation. For
Tahani this was the first time she had actually started learning English. At the beginning she
was very reluctant to say anything in English because she was, as is the case with most
beginner language learners, afraid of making mistakes. Even though I could sometimes see
that she had the desire to say something, mostly her fear conquered her desire. Since this
incident might be considered as the first time she participated in classroom activities, moral
support was very necessary (and readily available) in her case. Significantly, because for
Tahani this initiative signifies a first step on the English language ladder, it would have been
useless to show her our support in English.

. Fatima: | feel sick today.

. Tahani: really?

. Fatima: yes, I have headach:::e*2 an::d (0.9) stomach-ache. yeah, | am very sick today.

. Tahani: sorry to hear that. ¢ sSall il Jsa caS {How to say, 'go and see a doctor'?}

. Fatima: can you go to hospital?

. Tahani: go?

. Fatima: yes, can you go to hospital?

0o N oo o A W DN P

. Tahani: ca::n yo::u go t::o hospital?
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9. Fatima: yeah, today I ha:::ve appointment wi::th Dr Hynes.

10. Tahani: uummm s sVl Loy 2S48 jle (e S 8 (S1 Jls {1 want to ask but | do
not know how to say it in English.}

11. Fatima: 2lb s aed 8 clle 5 5310 {No problem, you can say it in Arabic.}
12. Tahani: okay. (checking something in her handout)

13. Fatima: I have appointment about 4 o’clock in Netcare.

(LT-9 Feb)

This extract is also yet another example of the use of the L1 for peer moral support. Fatima
encourages Tahani in Arabic, but the former indicates in Arabic in turn 10 that it is not a lack
of information that inhibits her, but her lack of English vocabulary. Fatima urges Tahani to be
patient, as they had all undergone the same experience. Since it was Tahani’s first experience
of communicating in English, all, including Ahmed, tried to encourage her and to make her

feel at ease.

Though his English is not perfect, Ahmed, attempts to motivate Tahani in English, and
Hadeel, realizing that Tahani would not understand everything, translates Ahmed’s message
into Arabic. This can be seen in Turn 1. Hadeel, who is close to Ahmed, goes beyond

translation, and elaborates further to convey his message clearly in Arabic.

1. Ahmed: the first time | came to EC school | was like my sister (pointing at Tahani). |
didn’t understand and reading anything in English when I go to the mosque and when I come
back | catch or caught three words- three sentences- ‘I am going to the mosque, I come back
from the mosque, I am going to the garden’. all the body they didn’t thought you is crazy
because we came here for learning English. no one will laugh because | will also laugh-
because if you fail today, | will fail tomorrow. that is- they may be give us advice. like that-

2. Teacher: | love you guys. You are helping each other. Yes, thank you so much. Did you
understand what he said to you ? (addressing Tahani)=

3. Hadeel: =can | translate what uh

4. Teacher: yes, perfect*2 Hadeel. well done. Now we are doing a kind of role play. perfect
Hadeel. now Ahmed, Tahani, let us say that you (addressing Tahani) speak only Arabic IS

o= 2 {Speaks Arabic only}. Ahmed speaks only English. he wants to help you or
encourage you to start studying English. so (s slail 185 <l dlaaiy J slss{He tries to encourage
you to speak English.} all what Ahmed told you now, Hadeel is going to translate it to you
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into Arabic. it is a kind of role play. perfect guys. you are awesome. | love you all. Go
Hadeel (students laugh)

5. Hadeel: a¥! Lixd Giaale 406l 4alll gala i Adlall dilly JSU L L Uini5 e 5l ) gy danl AT Sl
Jas EOl aa s pelall e 5 e Jsf Lin) @l alaty Wil olad¥) b aly (sl Lol 6 e Jf

Cladiatle | S ol ol 8 o cBaaY) ae Jin agedding a800 5 agdhiag i) AalS 23 Luegy | AU e
o 270K € siagd | 138 5 Callip 5 Loy s aalae ) slat AalS agie 231 (i ae (A Al iy Dlia palall
Uie Lingual GllE (V1| aleiyy 5 eladl 3wy eV 4l full alxiy a5 US 2al 5l (5. {Tahani, my brother
Ahmed is trying to say that this happened to all of us the first time we came here (South
Africa). This is our second language. The first time, it is expected that everyone will make
mistakes. We always learn. He is telling you that (when he started learning English) for the
first time he would try to repeat three sentences (each time) while going to the mosque and
coming back. Every day he learns words, he repeats them and tries to use them when talking
to his friends or at home. The following day, he doesn’t go to the mosque; he goes to the park
where he meets people and chats with them. He learns some new words from these people and
he tries to say these words several times to memorise them. Do you understand? Everyone, at
the beginning, will learn through the mistakes they make. He is telling you that now we are
still not perfect but we learn something every day.}

(LT-21 Jan)
Although Tahani sensed that Ahmed was supporting her, she did not quite understand him

until Hadeel translated his message into Arabic.

Such use of the first language, or the language of mutual understanding, also helped to
maintain rapport and intimacy amongst students and their teacher. In turn 2, | praised those
students who had encouraged and motivated their class-mates. Such encouragement certainly
helped to create a good rapport amongst students and it enhanced their performance in a

positive way. This is borne out in Ahmed’s evaluation of the course.
(Ahmed: extract 14)
Ble UIS U g2ad e dlaiay 5 lan (3l siile Wline | Juadl) 3 US 1) Walies Ll (0 Ciga (il Lipusa

"u'aa_.d\hma%\}.lcl.uu \‘51\..\‘533;‘5

{We did not fear the other students in the class. I mean no one would laugh at you. We felt

like a family and wanted to help each other.}
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4.2.3.2 Expressing appreciation and satisfaction with the lessons

1. Teacher: 148 5 k<8 IM{Time flies — as we say} so please guys try to come to our
next class on Wednesday. lots of nice stuff we are going to learn and on Friday in shaa Allah
(if God’s will) we are going to practice everything. So Tahani prepare yourself

2. Tahani: .JS als 5 Gilae sl dhast OIS sl 5 dll5 4 6L o) {In shaa Allah (if God’s will).
Honestly, I don’t even want to go home because I enjoy the lessons.} (students laugh)

(LT_ 18 March)

Besides the foregoing reasons for which the L1 was used, students also used Arabic to show
their gratitude and to express how pleased they were. This excerpt illustrates that | was telling
the students that the lesson had ended, but some students commented that did not feel like

going home as they enjoyed the lessons.

Another way of ascertaining the effectiveness of the course was through informal interviews
with the students. It was a kind of indirect question through which I could evaluate students’
attitudes towards the issue being investigated. In order to be faithful and attentive to the ethics
of research my positionality as a researcher-interviewer was given considerable attention. I
took to heart Sultana's (2007: 376) assertion that “reflexivity in research involves reflection
on self, process, and representation ....(on) critically examining power relations and politics in

the research process, and (on) researcher accountability in data collection and interpretation”.

As | had built up trust and rapport with the students, | was able to conduct an interview that is
reliable, and what contributed to this was the fact that the students and | share the same
nationality, ethnicity, identity and language (Sultana, 2007). Furthermore, |1 maintained
rapport and trust as | required research participants to think of research as mutual
collaboration in which research participants are not to be exploited, but rather to be
considered as a resource we learn from by merging with theirs the knowledge we have

(Skeggs, 2002).
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| explained to the students that | would not be offended should they be critical of the course
for any critical remarks would only help me to reflect on and improve my teaching methods.
Indeed | emphasised the fact that the more reliable and accurate their answers, the more
reliable and accurate the findings of the research. This clarification helped greatly in not

suppressing the voices of the research participants (Watt, 2007).

Asking students about their evaluation of the activities employed in our classroom was the
lens which allowed me to re-examine students’ perceptions and attitudes towards the use of
their first language in language teaching. In their answers, students expressed their
satisfaction with classroom activities. However, the selection of "favourite activity" varied

from one student to another.
(Ahmed: extract 15)

oSl 5sa) b e JeSin (e dla gy ily Jlall Ll uean alaaadl (ileles de giia (S OIS 5 sl
oY s () o dea il Sla ) ) 9a¥) a5 practice ) de siia gal o 3 sall (B alasi) 8 a2y (sl
oiae Gally Adeld b il LS gaal s ladS Yy Akl CulS 56lS aa | moral story S Yl

Mlaa S UK alae Caenasi s2la Gall | Ay 5alai¥) ARl ) Lean 5y o pally () 55 Al

{If there is no variety between activities in the course and no harmony, you will be bored and
might quit. But with activities like practice, role-play, translating from Arabic into English
and vice versa, morality stories and new words ... these activities were all effective, and

actually I liked them. I enjoyed the activity of translating from Arabic into English a lot.}

(Fatima: extract 16)

LS daal \éﬁ@@h\;}_\&Jjﬂ\gﬂjjaé\Q\;M\ s Lﬂa;ﬁ&,@gjjqe)ﬁ&\)d;}J ",J.\;_\*'“”
sala QIS gl g Jiad 28 il Lal (KD class (A s Jan (aii g 108 (g1ad et il 5 ot ALY Ales e
Aleall en is (sl Cilialiad i 15080 US Ll S Jlas (e ey g all Gl gl i is DISIe dlan i Rala

" Class b Len i€ (3 SIS sala Sl 5) 3 5udaiS Ay el e
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{Imagine yourself playing a role. You definitely won’t forget what you did in that role.
Another thing is the whole lesson won’t be monotonous as it is when the teacher talks and you
listen. I mean this is a boring routine. But when you yourself act and talk this will encourage
you to talk more and the lesson won’t be boring. For example, the activity I liked most was
when we were given sentences on pieces of papers and asked to translate them from English

to Arabic or vice versa.}

From the answers, it was interesting to note that for some students the classroom activities
were entertaining, so it is through the proper choice of activities that the teacher can overcome

the obstacle of the different levels of his/her students.
(Eman: extract 17)

Uy g ulS Tugd ) (3 pall Al ol Tam cpiiee M 1S I 300§ b 4 ) il g 4 I YA ("
58 ACtiVities | st L agil ity il ghasdl 3 358 8 A (Bliales 1slal st 15,08 L ) 103 B
i g )2y Jny | da 5 (6 s 8 Lad agd) 3 Juadll JS5 group JS ead ilS iny | JS) AL ) aaaie ) S agll
b gaadll o) Ll ey competition S Aa (4 cilSs ) s b ) salSh g 508 aglS agd) dae 30 dae 3l

1451538 JS bl 5 At by g 3a ] S () 4S QPOUD (o o s pS ped iy AV JS) A S

{According to what | saw and the difference | noticed between the levels of my colleagues
especially the beginners, the entertaining ways were a good channel through which they
managed to communicate, and we did not then notice the different levels in the class. When
we used these activities | noticed that they were more motivated. | felt that the whole class
was at the same level, and by encouraging each other we all managed to talk and we had more
freedom. My favourite activity was the competition because it encouraged the whole group

to prove themselves.}
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Another important aspect that should be noticed here is that maintaining good rapport among
students is an effective way of encouraging students and it allows them to benefit more. This

emerges clearly in Ahmed’s evaluation of the course.
(Hadeel: extract 18)
"speaking Cseadl ) ga¥) (aali W S | pegdi | gy s Lid uani g ol Uiy 55 3 Jliaa g Allad culS"

{Classroom activities were effective because they encouraged us and made us more active
and enthusiastic, and helped us to understand better. My favourite was role-playing because it

helps to improve speaking.}

Larsen-Freeman (2008: 130) states that students feeling that "they are learning to do
something useful with the language” can keep them motivated to learn a second/foreign

language.

However, for some students there were certain shortcomings. For any classroom activity to be
effective, students think that it should suit the level of all students so that they all feel
comfortable. What surprised and entertained me simultaneously was to see how aware
students were of what was going on in the classroom. Their evaluation of the effectiveness of
the activities was not based on their own reaction only but on the reaction of the other

students as well.

For example, the basis for this student’s criticism of the activity was not because she could not

handle it herself, but because she thought it was difficult for some of her colleagues.
(Eman: extract 19)

O3 (o L gl (ging ALaliV) (any (5 )5 pglS | IS ALY (lany (8 (BDha) (e (B gl K "

Lt agil dad aavic |58 conversation OsS: 8 08 Ll e leine ) ) (e () (5 o) dala 23
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Sl ) s ol daladl (sl e S LalS Led | 00l avcal oo Ll o b gl (8 (8 jin | gay
g L r , PR 2 ) gy Aradd) aual ga Ly (2 SAR | g

" gl gl gl & GHEN S5 im ) a5 (s susa 8 Adhall JS LA Cani (Y Lgle

{I saw in my colleagues’ eyes that they all liked certain activities. But I also saw that some
were not preferred, especially amongst the beginners. For example, when it was a kind of
academic conversation, | noticed that they were shy and felt like the conversation was much
higher than their level. This was the only thing | was not satisfied with because | liked all

students to feel they are at the same level and to choose topics which were easy to discuss.}

In addition to the selection of activities, students were asked to also comment on classroom
management. They were requested to evaluate the teacher's management of the classroom, the
distribution of roles and participation in discussions. Basically the aspect students appeared to

be unhappy with was the duration of the lessons and the time.
(Hadeel: extract 20)
"AS ElSle Cauai g de b a3l 830 ) (A () e Bas g dala laa Sliee Lemg )5 Lt da) jeay "
{The way the classroom was managed and how tasks were distributed was very good. The
only thing was the duration because an hour-and-a-half was not enough.}
(Nabeel: extract 21)
") W elae ) 868 HLiy Al s IS ) sa¥) daed Gy ALY ESLe Y ani”

{1 was satisfied with the classroom management because it was not only the teacher who

distributed roles but also students took part in managing this.}
(Tawfiq: extract 22)

0582 o2l 558 S Gl 0S5 maall (A S gl (58 (s el Gsalidle Cuf il 81 Al CalS s sl
" A8 o IS s S (el
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{The course was amazing but time did not suit me. It should have been in the morning and

for two hours every day. The benefit would have been greater.}

(Samer: extract 23)

Laa o) cabiay iy | o€ OIS Al agd Afas 4y jae Jan g 8 jliaa an A8yl il Aullall A jaal) olal) A8y

"5 sal 2x agilal Cuea Al alass

{The way the teacher managed the classroom was very good and very modern. Students’

understanding was good and | noticed that the performance of most of the students improved

after the course.}

(Eman: extract 24)

353 (e b geata | 53S0 ) JS il 3 e cil€ By sall e e lidail 5 las B S alii) il U I Al
"5y sall (e chagd) o sing a3V Laa O 5 ) sha g Lad () S @il aaaie (IS

{For me it was an excellent course and | benefited a lot. All my colleagues were happy and

they all had the motivation to continue and the intention to achieve their goal .}

Students showed their satisfaction with the course in general. Moreover, some students
expressed their intention to join me if I plan to have another course like the one we did. But
again the issue arose of student awareness of what was taking place in the classroom as well

as their evaluation of the level of other students, as illustrated in the two quotes that follow.
(Nabeel: extract 25)

s Ay Hhill Clea gy sllaall Lead calid) (Y S) alatil J ghal 3aa CilS Ll Cuiaiy S Leia Chadinl 5 g3 cils"

"l st LBJL'

{It was a course through which I benefited a lot and | wished it might have lasted longer so |
could learn more because the teaching method was different, there were different points of

view and different ways to learn the language.}
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(Samer: extract 26)
g Ay el Al sadl s Al ol Led Jacia A0l 550 addy Gy aie Jly 8 liae CuilS 5 sallt
" A 8 A Salas) A Al (adi] A8y yha Juabl L) aSU 5 Calile 5 ) L3 AS) BalEELOU g Cila plaal)
{The course was excellent and if | have time and there is another course, | will join it to
improve and recall the information | learnt and benefit more because | told you I confirm
that this is the best way for beginners to learn English.}

What Samer meant by "the best way" was the use of the first language in second language
teaching at beginner levels.

4.2.4 Maximizing Learning and Making Language Connections

One of my observations generated through classroom activities which was jotted down in my
field-notes was that students felt more at ease when translanguaging was allowed, which in

turn increased participation, allowed for more ideas and reduced students’ fear and anxiety.
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Figure 9. Field-note 3 (13 Feb 2015)
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This was another aspect of the purposeful use of the L1 in which students were allowed to
translanguage: to use Arabic when the English word or expression was not at their disposal.
This provided them with the opportunity to acquire new vocabulary through what is referred
to as ‘incidental learning’. I was persuaded by this approach because opportunities for both
intentional and incidental learning of vocabulary seem to "be appropriate at different points
along the incremental learning process” (Schmitt, 2008: 353). The rationale here is that
vocabulary learning is a complex and gradual process which learners need to successfully use

as they take on a second language.

The following examples demonstrate students using their first language to help them

overcome fear and to learn new lexical terms and expressions.

1. Tawfig: he see transcript uh English uh (laugh) up but speak uh nothing
2. Tahani: &lle Sl & 8L {He finds that the student got high scores in English.}

3. Teacher: excellent Tawfig. you mean when he saw the transcript he saw that that student
got a high mark (writing it on board) high mark or high score in English but when he*2
started (all laugh) speaking, he couldn’t say anything yeah?

4. Tawfiq: yes

5. Teacher: okay, very good. you know what Tawfig. Js¥) & @B o8 cisl{fWhat did you say at
the beginning?} before you start your sentence in English? ¥ ¥ s kel oo SdSS W1 {You
talk about proficiency, don’t you?} =

6. Tawfiq: = s_lel wI{Yes, proficiency.}

7. Teacher: which is uh- you know what it’s*2 one of the good things that help you start
talking about something. & sasall Jay 55 G .00 (el il W) ASs Aiima 3 lea A jalaiVl s (sala
4aad 45 {It is also a skill in English to link two points. For example, when you say you
talked about}

8. Samer: yes

9. Teacher: so you should have said abdu- uh Tawfig: aha talking about proficiency. 4wl

Gl Jba I caigal 858 3l e WSS csl{Talking about proficiency, listen to what
happened to me!} so it’s like this. talking about sl led elllay ;) il ) Al Js&5 {fand you
say the thing that made you think about another thing.}

10. Samer: talking about, yes*2

11. Teacher: yeah, talking about’ and then uh let me just say something. uh aha I visited
Hadeel uh okay. Let’s say that I’'m telling you that you know what- (1) uh okay. you know
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what I uh (I couldn’t)*2 uh or I didn’t have time today uh to go and visit Hadeel in the
hospital. so for example Tahani just says: aha talking about Hadeel J:a (e Cwaall duulia s
{talking about Hadeel} do you know that she blah blah blah. and you can just say- so it’s
‘talking about’ <llb e ladss il elils W Aalsll Jo&5 5 {and then you say what came to your
mind}

12. Samer: talking about

13. Tahani: 4>l {It is clear now.}

14. Samer: [g s sl 1 ] {to link points of a topic}
15. Tahani: [ ==] {Right.}

16. Teacher: e ddasi o (=5 584l a5 A {Things that should be linked to that specific point}
which is very good Tawfig- so ‘talking about proficiency in English, do you know that*2 a
supervisor in Tygerberg hospital doesn’t like Libyan students just because they don’t or they
can’t speak English- or they are not good at English

(LT-6 May)

This excerpt shows how | explained terms/procedures relevant to applications to the academy
such as registration and academic acceptance, particularly about IELTS and language
proficiency. Tawfig wanted to share an anecdote. In the early stage of the course he was shy
and reluctant to speak, as manifested in loud breathing, reddened face and sweating. Three
months later Tawfig had changed dramatically. He was no longer shy; he participated in class
and initiated dialogue. In turn 2 we notice that he struggles to formulate complete English
sentences, yet he does not hesitate to share an anecdote. This would not have been possible if

the L1 had not been allowed.

In this extract the L1 was also used for clarification purposes. In turn 11, the example |
provided to explain how to use ‘talking about’ was purposefully given in Arabic so that a full
understanding of how to use it will be maintained. In turns 13-15 it was up to the students to

confirm comprehension.

The following extract captures an exchange in which we explained the meaning of words,
relating to ‘watch'. | told students that 'watch' also refers to a small timepiece worn typically

on the wrist. Manal was thinking the same and she told me in Arabic 'l a4 <€ o< which
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means in English 'l was about to say it'. | used the opportunity to help students learn this
phrase. | translated the phrase into English and provided other examples in both languages to

clarify the meaning, as we see in turn 5.

1. Teacher: watch latill aali {watch} by the way we e lbull anlS s Lgardius 5085 {We can use
it even to mean watch.} (pointing at my watch)

2. Manal: (smiling) <llted sy S as {] was about to say it.}
3. Teacher: see, | was about <\l sy oS {T was about to say it.} I was about to*2 say it
4. Manal: | was about to say it.

5. Teacher: aha, | will give you another example. | was about to have dinner when | saw
Ahmed and Eman coming from the university o glad s 2aal cul ) Laxie elaadl J il el g e <€
daalall e {I was about to have lunch when | saw Ahmed and Eman coming from the
university.}

(LT-16 Jan)

Three weeks later, Ahmed used this expression appropriately. On the 2™ of February we were
reading a story and the students were introduced to new vocabulary. Afterwards they had to
retell the story in their own words. | was happy to notice how they used the words they had
learnt in the previous lessons.

1. Teacher: (arrogant which Means)*2

2. Ahmed: o b

3. Teacher: oshaie 51 5% very good. So [we have always]

4. Ahmed: [I was about to]=

5. Teacher: =yeah, | was about to say it. Very good

6. Ahmed: (laughs) I was about to say it.

(LT-2 Feb)

The following excerpt emanates from a group discussion about one of the videos viewed in
class. Students were trying to guess the moral of the story. The video contained less dialogue

and more dramatization, thereby stimulating discussion. Due to the level of the students, I

used materials that do not contain a lot of language but they can generate much discussion
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(Larsen-Freeman, 2008). I chose familiar English morality stories, and relied on their prior
knowledge to improve their understanding, although they could not always articulate their
responses in English. Nabeel understood the moral, but could not say it in English; yet this did
not discourage him from participating in the class. He saw it as an opportunity to add new

words and expressions to his personal dictionary.

. Nabeel: I have words from Arabic

. Teacher: yeah

. Nabeel: <,x¥4le (Ul La {0t is impossible to please all people.}

. Teacher: this is the moral of the story (the story of The Farmer, his son and the monkey)
. Eman: yes

. Teacher: can you say it in English?

. Nabeel: 4,24 {I don’t know how to say it.}

0o N o o B~ W N

. Teacher: yes, (try it)*2. perfect- this is the exact moral of the story. try it. try to say it in
English. use the very*2 uh simple words you know.

9. Eman and Warda: please all people.

10. Teacher: because there will always be someone who disagree with what you are doing.
See (looking at S1) so this is the point <,x ¥ 4le LUl L, {1t is not possible to please all
people.}. it is not possible to please all people

11. Students: <Y dle LUl Laa {1t is not passible to please all people.}

12. Eman: it is impossible to please all people

(LT-4 Feb)

The excerpt that follows shows what would seem obvious — how the pedagogical or
purposeful use of students’ first language enabled those students to learn new vocabulary.
Allowing students to use Arabic when needed paved the way for them to ask freely without
fear of being criticised. Using the first language was helpful, not only for Fatima, but it was a

chance for all to learn new vocabulary and comprehend the difference between another two

confusing synonyms: ‘suit’ and ‘fit’ as in turns 11, 13 and 15.
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In turn 22, | used the L1 to praise students’ efforts by drawing their attention to the
importance of participating in classroom activities. | pointed out how rewarding this would be
for them as it would help to improve their vocabularies and sharpen their awareness of

English grammar, which in turn would cultivate their speaking skills.

. Teacher: you were about to ask a question. So what is your question?
. Fatima: when I went to Athlone | buy a dress.

. Teacher: when you went to Athlone you bought a dress.

. Fatima: you bought a dress.

. Teacher: | bought a dress.

. Fatima: this dress long to me.

. Teacher: aha, okay. It doesn’t (0.2) fit you.

. Fatima: yes, = Jusie{It is not my size} long one.

© 00 N oo o B~ W N

. Teacher: it was too long for me. it doesn’t fit me. (Writing it on board)

10. Fatima: (writing it down) yes, it doesn’t fit me. (students write it down)

11. Teacher: when talking about the size- asall | sl 51 5 Jia | 5alS5 Ll (Sl Jshall g aaadl (e ) salS5 Ll
il L Sa sy dalag en ae (liale (Sa g ol hiilile (Sl ol (Sl skl {This is when
we talk about size and length. But when talking about colour, we don’t say} it doesn’t fit
|58 {we say} it doesn’t suit me. (Writing it on board and students were also writing it
down) (sala a5l siila (5 ) A (slae Apdle G my {It means that the colour doesn’t suit you.}
guys | feel- or someone told me that this coat doesn’t fit me- sorry doesn’t suit me.

12. Nabeel: different meaning or the same meaning?

13. Teacher: J) oS (sbas Aile (ia palina (i1 fit Al gl 3 juad Adua aaally A8dle Ll {Both mean
that you do not look good in what you are wearing, but ‘fit” has to do with size and length and
‘suit’ has to do with the colour and style, for example.}

14. Fatima: aaall483e W {1t has to do with size.}

15. Teacher: ¢S {but} suit slee 4ile Jie 158 5 ) {means the colour or the style doesn’t
suit you} it has to do with the colour how *2 do you look like wearing that or this dress or
whatever. So either it doesn’t fit me sl 5 aaall e 15185 W {when talking about size} or it
doesn’t suit me slae (il Uiy sl e S HlS5 WIL'When | talk, for example, about the colour}
S12 you can just make it clear- so it doesn’t fit you $<aS <Is{But how?} L&l Liegd olai S
sy (alSi il ) g feas oS (iSiaile {Okay, we understand it doesn’t fit you, but how? Now
you can just say} it is too long for me. (Writing it on the board) ~=s Jlie Je dligh ca
4ali ) e S8 fin order to explain to the tailor what is wrong with your dress.}

16. Fatima: ¢slae Uikl s {It doesn’t fit me.}
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17. Teacher: okay, so Fatima you bought a dress last week or whatever and the dress you
bought did not fit you?

18. Fatima: yes

19. Teacher: guys kLa {Tailor} tailor or dress maker- (students writing them down) both
have the same meaning LLa ~ali=s{They both mean tailor}

20. Rashed: so | am looking for a dress maker?
21. Nabeel: one word this dress maker?

22. Teacher: yes as one word- so see guys this is the importance of starting to talk to each
other in English. el agn Ualls 3aas 2alS oS 168 05 81 esall (B Seae (231SLe 41S s 15854 {We did
not prepare for all these things but see how many words we managed to learn today.}

(LT-23 Jan)
When Fatima came to class for the next lesson she was wearing the dress she had bought and
she was excited because, without anyone’s help she had managed to speak to the tailor to ask

him to make the alterations.

Allowing students to express what they have in mind even though they don’t know how to say
it in English, scaffolds their learning. Such use of the first language provided me with the
opportunity to increase students’ vocabulary without them being aware of the fact that they
are learning, so that they would know what to use the next time. The purpose of the use of
Arabic was to make the students feel at ease, and also to enable them to learn more. The first
language thus helped them to access the curriculum and to maintain interpersonal relations

(Ferguson, 2003: 39).

Fatima had this to say when | asked her about allowing them to translanguage or to use their
complete repertoire (Garcia: 2009) when the English words or expressions were not at their

disposal:
(Fatima: extract 27)
Ui paile ALK g (g alaiWL al s jass ) SIS J 58 Dl | S AalS J 8 (oS J8 o o) Dlie Al Aae L

oadd oall L sdi | et o (o uladWh Gl je laline daald (e U o palls Dlia Led 63 (o bWl Ll g8 caS
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Eled A ol lgd jla (Y Wbl (hlea oo ol 68 Jeadl) 8 laa ) ALY Saeld W15 Zullall 5 gae by

"..\:.giduav\';

{It helped me a lot. For example, when | wanted to say something, | said it in English but
when it came to the word that I did not know, | just said it in Arabic. If I did not know what it
means in English, | said it in Arabic and when the teacher or the students helped me with that
word | wouldn't forget it because it is connected with a certain situation and it will be stored

in my mind.}

The learning of new words for the day is easy, but the retention of those words with full
understanding of their meaning is what is challenging and more important. Therefore the use
of the mother tongue as an aid within an English contextual situation helped these students
retain new words. Memory connects by association. By using Arabic, Fatima was allowed to
practise her speech in a spontaneous manner, which in turn encouraged her to speak the

English that she knows. This enabled her to learn more about English.

4.2.5 How can students’ emotion affect their learning?

On Hadeel's return from The Department of Home Affairs she expressed her anger in a
conversation about visas and this Department. | tried to allow the students to talk for a while
about it to change their mood so that we might have a good start to our lesson. It was also a

chance for me which | seized upon to make students speak more of the language.

1. Ahmed: you know. If you uh uh must uh go the bank, you will find a problem. if you want
to register at the university you will find a problem uh

2. Eman: that’s why because the*2 main problem is the visa

3. Ahmed: you know the visa is*2- you know it’s- but why is especially in uh Libyan students
or Libyan uh

4. Eman: no, not only Libyan students- because | uh- do you remember Hadeel?=
5. Hadeel: =yes*2

6. Eman: when we start to register this year=
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7. Hadeel: =yeah
8. Eman: too many. [Foreign students]

9. Hadeel: [yeah too many]. just | am looking because | am uh- my situation is
very*3 about it

10. Teacher: Hadeel
11. Hadeel: yes

12. Teacher: I can give you another expression. It’s a nice expression to say that Jaall (e Jandy
{l am very angry.}
13. Hadeel: [uh]

14. Ahmed: [excuse me] (Ahmed received a phone call and asking for my permission to go
outside)

15. Teacher: I am fuming mad
16. Hadeel: I am fume?
17. Manal: fuming mad

18. Teacher: fuming mad. Jgaliall 53 Ball (o [laswdiy JU) Wlina lax 4368 5 e o2 {It is a
strong expression. It means | am very angry to the extent that I will throw fire like a
dinosaur.}

19. Eman: [ _=&iu] {I will explode!}

20. Hadeel: [Samer, may | borrow your pen?]
21. Samer: yes

22. Hadeel: [okay, thank you]

23. Manal: [my friend Fawz, student from Saudi*2 Arabia] It’s not- uh fine good- the uh one
month and it’s okay for visa. (she meant that her friend got her visa issued without any
complications and in just one month’s time)

24. Eman: yes, because they have a strong government.

25. Samer: sorry, teacher, what is the meaning of ‘fuming maid’? (fuming mad)
26. Teacher: fu- fuming mad

27. Samer: what’s the meaning?

28. Teacher: Ll (o A Aallas ol Jaall alias {It means I am very angry.} I’'m fuming. But I
can see Hadeel [is fuming mad]

29. Eman: [fuming mad] yes (all laugh)
30. Hadeel: fuming mad
(LT — 18 Feb)
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By doing this we managed to help Hadeel relax and feel better. Trying to help students to
calm down and (wisely) to take advantage of their emotions helped increase their participation
in classroom discussion. This is, from my point of view, another aspect of what is referred to

as ‘incidental learning’. In other words, I was trying to make use of context as lesson material.

Such purposeful use of the first language can be enhanced when it also serves to provoke
students’ episodic memory, defined by Sternberg as "store(d) personally experienced events
or episodes” (Sternberg, 2012: 209). This is because words such as those used in the
conversation are associated with a time tag and a context tag, which in turn help to encode

and retrieve these words when needed.

After being asked about the use of their first language in our course, students were also asked
about their attitude towards the idea of using the L1 in second language learning in general.
Even though all nine students stated that the use of the L1 is primary and should be given
more attention, they all agreed that such use should be restricted to the elementary and
intermediate levels. In other words, the relation between the extent of use of the first language
in a language classroom and the level of the students should be decrementally adjusted. This

is to say, the better the level of the student, the less the use of the L1.

(Fatima: extract 28)

Al 3 @l e JUall Jasws o Dlie Gy el A3l 4 oY) agelia pulul) Zalll s 3ad ) salaiy | sag Lol Adlall iny"

e Al V5 fuile mgia liant ) AL Leldant s Sia o Lad s | 4 lai) A6l Ce Leabasd B S8 (habaicla

Chlae (DA A (s 2ay Gl (Sea daad) duald Cllal) el Sie dea i 8 (58 Ll Jiny Craa ) ga
" Aaa il Adlall ) sac by o2 g phall imy gedWL Glad) o8] Als G il g

{If students want to learn a language and their first language is Arabic for example,

sometimes they know nothing in English. So when you teach him/her entirely in English and

the teacher knows no word in Arabic, it is a difficult feeling. But if translation is allowed, it
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helps students, especially the new ones (beginners). Perhaps after two or three levels,
students may not pay that much attention to translation, but at the beginning especially,

students must be assisted by the use of translation.}

Fatima's simple explanation for the necessity of using the student’s first language in language
teaching is in keeping with Cummins’ idea of academic engagement. Cummins et al (2005:
40) confirm the importance of the student’s cultural knowledge and language abilities as key
resources in enabling academic engagement. Excluding students’ first language means also
excluding their culture, life experiences and language resources which in turn leads to
frustration and withdrawal from classroom activities (Auerbach, 1993; Garcia, 2001; Nation,
2003). This frustration prevents students from making progress, which negatively affects

language learning (Auerbach, 1993; Cummins, 2008; Nation, 2003; Garcia, 2001).
(Hadeel: extract 29)

ol A 3l Al sl a2 (pain (pn JA13 Lgaain ) s pall AR gl iy | (slag el Ll (g 183 Agang e
Fan i b il s gin ) S Aalh Fa alats U 5 oY) R W iy asbiad Jale Al ARG aaas ) Aullall

"

{In my view, it is necessary. Using Arabic for Arabic-speaking students as part of the
English language syllabus is essential because it is my first language and when | learn a

second language, | will definitely go back to my first language to translate some vocabulary.}

This leads us back to the theory of transfer across languages (Cummins: 2008). From the
answers they provided we can deduce that students place a high premium on the prior
knowledge of their first language and consider it the basis for any second language
acquisition. As they see it, what happens is that they are not learning something new. All they
are doing is transferring to another language their existent knowledge about how to articulate

something they already know (Cummins: 2008). According to Cummins (2008: 67), "the role
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of prior knowledge is particularly relevant to the issue of teaching for transfer in the education
of bilingual students because if students’ prior knowledge is encoded in their L1, then their L1
is inevitably implicated in the learning of L2." The same concept is supported by Vygotsky’s
argument for the place of the first language in foreign language learning. When "learning a
foreign language, we use word meanings that are already well developed in the native
language, and only translate them; the advanced knowledge of one’s own language also plays

an important role in the study of the foreign language” (Vygotsky, 2012: 169).

(Eman: extract 30)
@ o oY Gl ans | Guidiall Lgman (K15 Lgmad aJ¥ 58 aic | Al sk Bae (iaalile Tyl (S5 llrs (s WM
g iy Aall) ) g gl ) 9 a8y agd) (3 agillae ¥ Aala Uy aleil) Jagadi dala J) el G Ll 4l 4a]
@ okl (b 0sSs Laly sl A ) Gopeds Cpdmas Aalaiall ARl e 8 (A G male s ol ST AR (&
"2 OS5 L) daady (5 gl
{I agree with you but on one condition — it must not be for too long. For me, integrating the
L1 in L2 learning is necessary for beginners in order to facilitate learning and to give them
the impression that they can understand the language, in order to encourage them and not
intimidate them. But after two or three months as the level of the student improves, it is
better to not use it.}
(Samer: extract 31)
Ol | g priay Aallall las age A 5alaiV) 5 5 alld Ayl Aal) aladind dgal) 8 e dscdy gala B SAL LALL L) ani"
@, e (i S mlhaiae W9 (e A eV Gl ) sy iall e 4l agale raall (e (ixy BY (o il
oA Chag s A1 A8 Hhay (Kaa e segiia Adlide Jlae lasia Clallaas Gy 82l agale Jshia g laa aa
" agdll 3ol 31 Ay jall il agaia gy LIS jany oISE ALY () Adadill @Sl | W geddiag
{Yes, | support this idea 100%. Using Arabic in an English course is very important for

beginner and intermediate students because it is difficult for them to start learning English
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with no Arabic at all, not even a word in their language, for example. It is very difficult, and
it will take them too long to learn. Some vocabularies have different meanings and they might
understand these meanings in a different way and they won’t be able to use (the new words).
But the point of the teacher explaining some of this vocabulary in Arabic is to maintain

understanding.}

The point that students made about using the mother tongue only at the elementary level was
also highlighted in Modupeola’s (2013) conclusion in a study he conducted to examine
codeswitching in language teaching in Nigeria. Modupeola (2013) found that codeswitching
is important at the early stages of language learning and it should be gradually reduced in

accordance with the level of progress.

It goes without saying that the teacher’s evaluation of his/her students’ progress is important,
but students’ evaluation of self-progress is also an important factor that can add more value to
language teaching. In another attempt to gain further insight into the attitude of students
towards the use of the L1 in second language teaching, I enquired indirectly through their

course evaluation by asking them about their level of progress.

Interestingly, most students based their evaluation of their progress on what people in their
surroundings had told them about the difference the latter had observed in the level of the

students' use of the English language.

(Fatima: extract 32)

P9 Aoy L agdiy Gual 4l B (e Gual Cia ) (S e lal 5 sl JaSile J8 (e Al S e
A e SSHe a8 gl

{1 have a friend from Germany. Before the end of the course she noticed that I speak English

better and that our understanding of each other was quicker than before.}

(Hadeel: extract 33)
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" Caval (ol g O Cal A yrtua

{The first person to notice the difference was my supervisor. In my first meetings with her she
used to ask a Sudanese student to join us to translate for me. But after a month there was an
improvement and there was no need for a translator or an assistant. It was only her and me;

face to face. She was surprised at how | was and how | became.}

For other students evaluation was based on the improvement they themselves noticed when
communicating with people outside the classroom and the confidence they experienced in to

handling all their dealings.
(Tawfiq: extract 34)

A glaie L AL LIS Leind ) LS o puaall o) 3sud) ol Akiuall o Amalall e |55 CaS iyt DA (g
Gls) ey 5l daalad) ddpan ) dala o i Ll (81 3s shopping e Aala Y1 a5 Gladiaile Ciale J

M LIS o gal B a5 i A e dl) 6L Le Llla (S 3 an e b i a3 sl ey )

{In my experience, when | go to the university, hospital, shopping mall or bank, I find that all
the vocabulary we learnt is commonly used. When | first came here (to South Africa) |
always needed someone to go with me when | had to submit papers to the university or to go
to hospital. The only thing I managed to do by myself was shopping. But now there is no

problem and I can go everywhere and do everything by myself.}
(Ahmed: extract 35)

Al ae agerdiudi g il lgd Uldaat i€ ) g pall (e Al gaie & jla aiatial) Akl jaias asd G

"

p9R
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{1 am an employee and had never worked as a teacher, but since | attended this course with
you | later got the chance to teach some beginner students at Scalabrini. | had the background

from the lessons you gave us and | used those lessons to teach my students.}

There was another measurement that students used to evaluate their progress. It was
confidence. All students agreed that there was a direct correlation between language and
confidence. In other words, the better the level, the more confident the student is. In the
following quotes students explained in what ways they found the course helpful and how it

affected their confidence.
(Shadi: extract 36)

e g2 A Slallaadll alaza | Leindile Ual ) 3Lall Uilae ) 5 ) sall (¥ 3 gal) dag Jmy ) § JS) by 6"

M i acUadl) 8 daalall b iSiaals 3) suY) 3 o peaall b e Lua gy

{1 am more confident compared to (how | was at) the beginning of the course because the
course was a simulation of the real life we live: everyday language in banks, shopping malls,

hospitals, universities and restaurants, for example.}
(Hadeel: extract 37)
Sisale S8 DSy A g A ) (A uilS J8 8 (e IS Aa) jean A5 (550 Laal | 3ad) aa) 5 Ladiad 3 5all 2ay "
" bl e

{Honestly, I benefited a lot from the course. | became more confident. Before | was afraid and

inhibited and I had no confidence when speaking.}

In general we can deduce from the interviews that research participants considered the use of
their L1 effective and a catalyst for fruitful community engagement. This is because

welcoming the first language provided these students with the opportunity to transfer concepts
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and strategies across languages and allowed them to make use of their prior knowledge

(Cummins: 2008).

4.3 Results and Analysis of the Two Tests
In order to give more credibility to students’ self- evaluation of their progress, an analysis was
done of the results of two tests. As signalled in the Chapter One, students were tested twice:

once before and once after the course, in an attempt to traingulate and increase the

trustworthiness of the study (Suter, 2012).

Name Pre-test Post-test
Samer 27.20 % 30.40%
Ahmed 37.60% 51.20%

Shadi 19.20 % 21.20%
Hadeel 27.20 % 33.60%
Eman 40.80 % 48%
Nabeel 36% 41.60%
Tahani 8.80% 9.60%
Fatima 23.20% 28.80%

Tawfiq 12% 20%

Table 1. Percentage of pre-test and post-test results for each student
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Figure 10. A comparison between pre-test and post test results

Table 1 and Figure 10 show the percentage of the results in both pre-test and post-test
including grammar, reading, writing, listening and speaking. Though there is no statistically
significant difference between the results of the two tests, a slight improvement can be seen in
the post-test results. The bar-graph also shows the difference in student levels. It is interesting
to note that except for Nabeel, Tahani and Samer whose progress was about 2%, the
percentage of progress was almost 10 % for each of the other six students. Interestingly

Ahmed, who got the second highest percentage in the pre-test got the highest percentage in

the post-test, while Tahani got the lowest in both tests.

Name Pre-test Post-test
Samer 28% 52%
Ahmed 40% 64%
Shadi 16% 32%
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Hadeel 32% 44%
Eman 44% 60%
Nabeel 28% 52%
Tahani 0% 16%
Fatima 8% 48%
Tawfiq 4% 32%

Table 2. The percentage of pre-test and post test results in speaking for each student
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Figure 11. A comparison of pre-test and post-test results in speaking

Since the focus of this study is mainly on speaking skills, it is important to examine students’

results for speaking in both tests.
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As is evident in Table 2 and Figure 11, Tawfig and Fatima, who got the lowest marks after
Tahani in the pre-test, both achieved the best progress in comparison with the other students.
In general, apart from the varied levels students achieved, statistically there is a significant

difference between the results of the two tests.

In this chapter data collected through observation, interviews, diaries, field-notes, the
whatsapp chat group and tests were presented and analysed. From the analysis it is notable
that using the L1 as ‘an afforded purposeful resource’ can scaffold L2 teaching and learning.
Since languge is an essential aspect of identity, investigating how students shape themselves
within the frame of identity added another dimension to my study and served to reinforce
triangulation. | thus used body silhouettes and language biographies to gain more insight into

the importance of identity in language learning. This data will be analysed in Chapter Five.
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Chapter Five

Language and ldentity

5.1 Introduction

This chapter is devoted to the analysis of students’ body silhouettes and biographies. A
presentation of the profile of research participants — their motivation, purpose and attitudes for
studying English as well as their reasons for participating in this study forms a necessary
foreground to an analysis of their biographical data in relation to the research objectives. Thus

the information that follows is constituted from responses they gave in the interviews.

5.2 Motives

The importance of asking students about their motives for coming to South Africa, for
learning English and for participating in this research intervention are illuminated by
Vygotsky. He points to the significance of specifying who is doing what, how and for what
purpose as processes vital to a more holistic understanding of human activities in a real-world
social and cultural context (Vygotsky, 1978). The value of this perspective is endorsed by
Lantolf who claims that human behaviour stems from "the integration of socially and

culturally constructed forms of mediation into human activity" (Lantolf, 2000).

Questions concerning students' motives for coming to South Africa were also prompted by
my observation that there is a discernible presence of Arabic-speaking people living in South
Africa (particularly in Cape Town). Also South Africa appears to attract many Arab

foreigners who seek to study English for short periods.
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5.2.1 Motives for Coming to South Africa
Reasons for choosing South Africa as their destination varied among research participants.

For some it was because English is the official language in South Africa.
(Samer: extract 38)

" A a1 Al aledl 5o At gaie Ul s Ay judaV) Al 2akl LY Ll
{Definitely because the official language is English and | would really like to learn English.}

For some it was because South Africa has a good reputation for its education and it was easy

for them to get accepted in the language schools in South Africa.
(Eman: extract 39)

1 ing pllal) 8 Claalad) il (g Lgilanls (o3 S0 oilal Cum (g0 dala

{Firstly, I decided to come to South Africa because, according to what | had heard and read
on the internet, it is a diverse country. Secondly, in terms of education the universities in

South Africa are among the most reputable universities worldwide.}
(Hadeel: extract 40)
" J gadll Liaa g W1 i B gal) A0al (e 0y Wiay Lald Aaaial) Jgall (pe Ly j3) o gin yuias®

{South Africa is one of the advanced countries and | managed to get accepted in a language

school .}

While for others the reasons for their decision were twofold: the good reputation South Africa

has regarding education, and the similarity in climate.
(Fatima: extract 41)

" laie ) sal) (e o liie sal) dagde s el e 355 Jlies L abell Jueanill ¥ Ul L 530 L a0 o gin”

133



{1 chose South Africa because of the excellent quality of education as well as the similarity in

climate. The climate in South Africa is almost the same as what we have in our country.}

What can be inferred from the answers of the research participants is the importance of beliefs
and the linguistic and cultural capital students bring with them (Kumaravadivelu, 1999;
Cummins, 2008; Canagarajah, 2013; Garcia, 2009). The linguistic and cultural capital
students bring with them to the classroom cannot be ignored because these form an essential

*n

aspect of students’ "symbolic capital and dignity" (Heugh, 2013: 21). By contrast, having
such capital and beliefs recognized can release the constraints of exclusion and facilitate
inclusion and integration for a productive coexistence with mainstream language and culture
(Cummins, 2008; Heugh, 2013; Pennycook, 2007). Heugh (2013: 27) confirms that it is

through multilinguality that other networked affiliations can be accessed, mobility can be

offered and the repertoire of participation can be expanded.

These perspectives draw attention to the relationship between linguistic and cultural capital

and identity, which can affect learning in general and language learning in particular.

5.2.2 Motives for Learning English

In line with the concepts of mobility and multilinguality, students were asked about their
reasons for learning English. For the majority learning English is something that they had
dreamt about since they were children. Their dream emanated from their regard for the
importance of English as a universal language. The way they think goes with the stream

confirming that English is the key that will open all the locked doors for them.
(Fatima: extract 42)

G pall Jall 8 i Al Al endiad bl (g5 puin Leluiad (S (51 (ganal . alladl 5] o s ARLIY

"GN aga o oed o Ania¥) Al e (e
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{English is the language of the whole world. | mean everywhere you go you will need English

not just in foreign countries but even in Arab countries. It is important for me.}

(Eman: extract 43)

) e o ) il 5o AL o gada 4 ulaI A5 IS 1 ol CS Ll QIS5 el caS Ul S
" Gl il Aad S Lgb s Y

{Learning English is my dream since | was a child. It was my wish to speak English to be
able to reach my ambition and pursue my higher studies. | consider English the language of

communication.}
(Ahmed: extract 44)
A Al Al (5 )5 pm allall Js0 maen (B alAEY) aias pe Jial 55 o5 sl 1 aga ainy U L Ay

M Saai¥) AR 5 53 e o8 5 SEY) L Leadiind o ) el e 5 LaSI)

{For me, English is very important. If you want to communicate with anyone anywhere in
the world, you need to learn English. If you want to start your business, learning English is a
must. If you want to learn information technology, you need to learn English because all the

words and things that you want to use the internet for are written in English.}

However, for some the intention to learn English emanated from anecdotes — events in their

lives which had made them decide to learn English.
(Nabeel: extract 45)
", Lagn Cume ) Gllad 4 SV L ) slail) 8 15l g A ge ()5 8 el G e (g QSN

{We were in an English lesson when an inspector came and started talking in English to our

teacher. | liked the language they were talking to each other.}
(Ahmed: extract 46)
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{The incident that made me desire to learn English happened as | recall in 2008. In 2008 |
went to Tripoli International Fair. There were more than fifty attendants. There was a Korean
person who was talking to us in English. None of the attendants was able to reply to what that

Korean person was saying. It was a little girl who replied.}

Students’ motives for wanting to learn English trigger the question about the role of English
worldwide and the reasons that contributed towards making English a global language. For
instance, Canagarajah (2013) states that the significance of English might be due to what is
referred to as "Neoliberal orientations to human capital" which gives power to the Lingua
Franca, English. Such power is consolidated by the immigration and educational policies of

host and home countries respectively (Canagarajah, 2013: 1).

From another perspective, McKay (2010: 96) argues that viewing English as a global
language is due to the notion of "imagined communities”. Pennycook in his book Global
Englishes and Transcultural Flows (2007: 6) also addresses the concept of "imagined
communities refashioning identities” where he views English as "a translocal language, a
language of fluidity and fixity that moves across, while becoming embedded in the materiality
of localities and social relations”. This notion is based on the belief that learning English will
pave the way for learners who would derive various benefits which in turn will fulfil their
needs (Probyn, 2009; Mckay, 2010). Aside from the role of English worldwide, different
identities, beliefs, cultures and languages must be acknowledged and respected in order to
promote linguistic and cultural diversity. Only then may further mobility and productive
linguistic and cultural integration expand the repertoires of participation (Pennycook, 2007;
Heugh, 2013).
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5.2.3 Motives for Participating in the Intervention
When | asked the research participants about their reasons for taking part in the course, |

thought I could predict their responses. However something unexpected arose.

Firstly, what | had expected to hear was that they had joined the course because they all
wanted to improve their English, particularly their speaking and writing skills. This was the

case for most of them.
(Shadi: extract 47)
" omandl al (S0 Gl (8 o 5o & 5alasV) AR Gaeat o8 5 sall o288 AS Liall iy 3l ) !

{The reason | participated in this course was because | wanted to improve my English. I

studied English before but there was no improvement.}
(Hadeel: extract 48)

sl agh g de s (oh JIS) A ulai¥) Aall 8 Lislaall b Gyl ali e 3L o8 Lok Al 5 S )

" i Gaail) ¢ LK) Al e 4a) gall

{The reasons were clear. The most important reason was to improve my speaking skills.

Another was also to be able to understand people who talk to me in English.}

However there were two reasons | did not expect which the students noted in their answers to
my question about their participation. The first was the intention of some to help me conduct
my intervention here in South Africa so that | do not have to go back home to do it there. This
might be because they are also postgraduate students who came to South Africa to do their
MAs so they know the importance of finding participants for such intervention. The second
unexpected reason they offered was because they knew that the teacher is Libyan. In order to
understand what the peculiarity of the teacher being Libyan is, | had to ask these students a

question which was not initially part of the interview questions. | thought that elaborating
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more on this specific answer was important because it was unexpected and | thought that it

might add another aspect to the analysis of my data.

(Ahmed: extract 49)

" ilgeasinle ) vocabulary

{First of all, we must assist any Libyan student who needs our help. This is my motto/slogan.

Secondly, I would have liked to improve myself and use vocabulary | had not used before.}
(Fatima: extract 50)

(S s DBIA e (o 5y Ngelin g gl SRS e il 5 oIS Y sl LAY pes OIS 0 51"
g 0555 7 e A s i (e L i 3 i 1 o 5 iy A 51S (0 Ll ali ol i
" dalali Lo cia 8 U Aaelll s (slas lST L) el dasladll i 55 S

{Firstly, it was to support our sister, Intisar because she needed some students to conduct her
intervention. Secondly, it was for myself because I want to learn English and especially
because the teacher was Libyan. | expected to benefit from this course because whatever |
may not have been able to understand, she would have been able to explain to me to help me
understand it. This is because we both speak the same language. It was something that | was

excited about.}
(Eman: extract 51)

Ol dala U O3 3l aadiS g il i€ Aali (e Leli pumi dala Jl 3l A& il ala ) Gl
\JJJ&SJM\W}[}&NSB}\M\ L.SJLA EJJJ]‘(;LL;UL’-FLA‘ M‘ﬁu‘é&:\‘j’wﬁ‘f:ﬂsﬂj‘fﬂ

"l gl o i Jla 8 A slaall Jlia gy e aall s g A8yl gl A slrall | slea s
{The reasons for my participation were to encourage myself and to encourage my colleagues

as well; also to improve my English language and my confidence. It was enough for me to
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know that the teacher speaks the same language we speak. We would be able to understand
each other by any means. The teacher would be able to help in case I could not understand

something.}
(Tawfiq: extract 52)

o e 35Sl M8 Aaglaall (Sl g ) eall e Cuanle 3 jae | SIS) AL 3 g galall (g stuall puad!

" Sl A8yl da slaall Loa s Ll Jlsiely 53S0 Lgia st 5 gala il e lia 23U

{to improve my English and get more benefits. Once | heard about the course and that the
teacher is from my country, | said | will benefit more because she will be able to make me

understand in an easier way.}

(Samer: extract 53)

, Al da Al dpade clallacaS | oW1 G ally &alaaS 4 5l ARl Cppaal IS W) alall | adls e JASI
Uil Ul and g e 4Ll Aulad g Aas e (g (o gt Liaad ALalild Lia) LS it g A 50U50Y) f Limans W
led <ilS 3y a0l | Ul teacher (s AS) dde tdforia Ul ) (385 Cuika Liial i o LSSl 3 ) al) (A )5 il

R PR PR NEE PO P NI W KRN E P, PRPCRPE WSLTE FLL Tpeses

{There was more than one reason. The first reason was to improve my English, especially in
speaking and using the technical terms. When | heard that the teacher is Libyan and she has
the same culture we have, honestly | was excited and could not wait till January to start our
course. We have the same culture and speak the same language. | was sure that the benefit |
would get from her would be more than what I get from the other teacher. The course was a

mixture of Arabic and English and this was what encouraged us to complete this course.}

Based on the reasons for participating, it was not surprising to know that all students expected
improvement in their English language; especially in speaking. Moreover, improving some
skills, and assured understanding were also part of students’ expectations before the

commencement of the course.
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(Samer: extract 54)
" A Al e o S G oS A la) AR Al L) I
{to speak English in a good way in the first place}
(Nabeel: extract 55)
"clidlae pai s a9 4 lad¥) ARl aas LS 3aa Gilaglas e Jaan il g
{to get new information, new vocabulary and be able to hold conversations}
(Fatima: extract 56)
"B e Sl A e aISH ) 5 Al LY bty e () 330 e Jaladll B4 graa Al e

{I expected that it won’t be difficult to deal with the teacher because she is Libyan and (I

expected) to (learn to) speak English faster}
(Ahmed: extract 57)

".grammar s speaking writing sl (e (il (o yshis S a5 sall (8 Lead g1 S )"
{1 expected to improve my speaking, writing and grammar.}
These comments show that students’ expectations form part of their identity and can help
establish a negotiated curriculum which in turn can create a balance between the given
curriculum and learners’ needs and wants. Pennycook (2007: 155) emphasises that "educators

need to grasp the different digital worlds of identification that our students inhabit as well as

this interplay between the flow, fixity and fluidity of culture, language and identity."”

Since the core of this research is about learning another language, | thought it is important to
explore students’ perceptions of language and identity. According to Byram (2003:5)
"Languages symbolise identities and are used to signal identities by those who speak them.

People are also categorised by other people according to the language they speak.” By asking
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students a question about their identities | was trying to find out how these students shape
themselves within the frame of language. | also wanted to know to what extent they think that
learning another language might affect their sense of identity and belonging. As Norton
(2010: 359) points out "Attention to issues of identity can enhance our understanding of

educational innovation."

It was thus interesting to note that all the students believe that their first language is their
identity, and that learning another language is something completely different. They did not
see any link between learning another language and their identity being affected or lost. On
the contrary, they thought that learning another language might add another dimension to their
identity. In other words, it could strengthen their sense of belonging by giving them the

opportunity to properly present their culture to others who are unfamiliar with it.
(Fatima: extract 58)
" o Ol s adiaT el £ A1) e i) S ABe llla"

{Learning another language has nothing to.do with my identity. To learn a language is

something and your identity is something else.}
She also explained that for her language and identity never clash.

(Eman: extract 59)

52305 U g 8 i (San il A A cadlas i) 51 STy Jisn b aY) Skl o Ay yal) AR L) ki e
3 e el b L) (81 ARS L Ul Y gl (ad g Dl Ban (I e ol Al S 4l ARD i

TR W TS SUE R EU A NN JERESTY

{For me, Arabic is my first language and it is my identity. When I learn another language why
might it affect my identity? For example, learning English for me is a means to achieve my
goal; besides, | love it as a language. Learning English cannot affect or end my Arabic
identity. For me my identity will never change. My identity is my identity.}
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It was interesting to note how firm students were about their identity. Moreover, one of the
students answered my question in few words but the way she put her answer summarised
what the other students were trying to say.
(Tahani: extract 60)
"o Ay daiV s (o A el ARDD Y (i Y
{Learning another language does not affect my identity. Arabic is my identity and English is
my hobby.}
Two of the students went a step further stating that they find learning another language
valuable and helpful in terms of communication and cultural exchange.
(Tawfiq: extract 60)

i e 0 S il Sllea 3 AE gala | Axd (e S) alaty o Y AN LU Al s ABES gala GuSally Y

" G slaall aglia g @il )05 Ay je Aad Greaviele ) Al Cilpuiallll D
{No, on the contrary, this is culture. For human beings it is important to learn more than
one language. It is culture and it is your own decision. You can also benefit others, from other

nationalities, for example, those who do not speak Arabic. You can help them understand the

information.}

(Samer: extract 62)

Jars Ao 4 5lai¥) Al IS el g Ul lais Lal imy Aall) Caalat Lal JS) ke g5 g je ol ) uSally | Jayl"
" 4TS dia agdi 5 SHIE Alia i Lal lan = 0 U)W A (e (g gie Ul JU)

{It never affects me. Conversely, my Arabic identity increased and strengthened. For
example, when | talk to someone who speaks English and | know some words in English, 1

will be so happy because | can understand his culture and make him understand mine.}
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It is noteworthy that students see English as a medium of accessing another culture. They
recognize that there is a culture that goes with a language, and that each culture has its own

bias, but that we can learn from it and update ourselves about the culture of modernity.

5.3 Language Biographies
As stated earlier, in this chapter | will focus on the concept of identity through language

portraits and biographies, and on how important identity is in language learning.

As argued by Kaschula and Anthonissen, language and culture are essential aspects of identity
and they are "clearly interrelated” (Kaschula & Anthonissen, 1997:21). Due to the fact that
each society has rules concerning the way the language should be used in interaction — which
may differ from one culture to another — sufficient knowledge is required about the culture of
other people for effective communication in multilingual contact (Kaschula & Anthonissen,
1997; Whorf, 1956). The Whorfian hypothesis goes as far as to say that the way we view and

perceive the world is to a large extent conditioned and determined by our native language:

The fact of the matter is that the real world is to a large extent unconsciously
built upon the language habits of the group...we see and hear and otherwise
experience very largely as we do because the language habits of our community

predispose (us to) certain choices of interpretation. (Whorf, 1956: 134)

However, there are two versions of this hypothesis; the strong version and the weak version.
The difference between the two is that the strong one claims that our understanding of the
world is determined by our native language while the weak version claims that our native

language can affect our perception of things (Kaschula & Anthonisssen, 1997).

From my point of view the way we perceive things is not fixed, rather it is a dynamic process

which might be affected by our native language. This is why | used language portraits and
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biographies as another way of triangulating the results of my research, and to gain greater

insight into research participants’ understanding of the concept of identity.

Due to their increased importance in the field of education and multilingualism, language
portraits and language biographies added another aspect to my research. They enabled me to
understand how students position themselves in this multimodal diversity and revealed how
this can affect their learning (Norton, 2010; Bock & Mheta, 2013). Positioning is defined as
"the discursive process whereby selves are located in conversations as observably and
subjectively coherent participants in (a) jointly-produced story line" (Davies and Harre cited
in De Fina, 2012: 162). It is through their linguistic repertoire that students manifest their

identity which "is seen as a process firmly grounded in interaction” (De Fina, 2012: 155).

The concept of linguistic repertoire is originally related to the work of Gumperz in the early
1960s which focuses "on rules and conventions of communicative interaction that are learnt,
followed and occasionally flouted" (Busch, 2012). Busch (2015: 2/16) argues that approaches
such as language portraits and language biographies can provide essential insights and
understanding in the field of multilingualism and linguistic diversity. These may be applied in
education to make students "more aware of their proper language practice”. She considers
language biographies as supplementary material, describing them as "the personal stories of
language". She argues that the narratives of one’s course are rendered visible in bringing to
the fore images of "storied-self". Norton (2010, 359) claims that "Attention to issues of
identity can enhance our understanding of educational innovation.” To do so and to get further
insight into how students frame their linguistic repertoires in their lives, students were each
given body silhouettes and were asked to colour them in, with different colours to represent

the languages and dialects that play a role in their lives.

Students were simply told to consider these body silhouettes as representative of their own
bodies and to tell me how they see themselves in terms of language repertoires. They were
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asked to think about the languages they know, and even the ones they do not know which they
think might form part of their identity. They were asked to choose the colours they would like
to use and to colour in any part of the body silhouette they thought represented a specific part
of their repertoire. | also asked them to state the colours and languages on the silhouettes.
However, Samer, Tahani and Nabeel did not follow these instructions and instead stated the
colours and the languages on separate pages. This meant | had to state them on their body
silhouettes. When they finished colouring in their silhouettes and stating the languages and

colours, students were also asked to provide explanations for their choices.

Language portraits as linguistic resources have been used since the beginning of the 1990s
due to the multilingualism of classrooms in Europe which was a result of migration and the
need for labour (Busch, 2006: 10). However this research tool was used only with children
until 2002 when Busch, as part of the heterogeneous multinational and multilingual group of
language teacher trainers, introduced these language portraits as an introductory activity to an

adult audience (Busch, 2006: 11).

Allocating different spaces and colours to represent different languages does not mean
perceiving languages as "separate entities," but rather as a variety of resources that form one’s
linguistic repertoire (Busch, 2012: 515). To help students understand the idea, | had to colour
in my own language portrait before explaining it to my students. It took students from two to
three weeks to return their portraits. | relied on the narratives students provided along with

their portraits as the source of data by which to analyse the language portraits.
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Figure 12. Hadeel’s narrative

Figure 13. Hadeel’s Portrait [green = Arabic; blue = English]
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Hadeel pictures herself as a bilingual with two-thirds of the language portrait coloured in
green to represent Arabic and only one leg coloured in blue to represent English. She explains

that Arabic is her first language and the language of the Qur’an.
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{The colour green is my favourite and | choose it to represent Arabic. | colour in most of the
body in green because Arabic is my mother tongue and it is also the language of the Holy

Qur’an}.

Hadeel indicates that she is aware of the necessity of interaction and communication with
other people speaking languages different from hers. She adds that this is due to globalization
and super diversity because the whole world seems to have become a small village. For
Hadeel communication means travel and travel is symbolized by legs; therefore, she coloured
the left leg in blue to represent English, which unsurprisingly she considers to be a universal

language.
Aladl J 93 4ty e Jual gill Gglaadl Jadiy 9 40 hala¥) Aalll Jiadd 43 540 (5 3Y) 6

{1 choose the colour blue to represent English and the leg is meant to indicate communication

with the rest of the world.}

As indicated earlier, | also asked students to write narratives about their language history. Due
to the fact that students were busy with their own studies, only two students wrote a detailed
narrative to accompany their language portrait, and Hadeel was one of them. Considering that
"bilinguals may have distinct emotional attachment to their languages which can be affected
by what they experience in their lives (Pavlenko, 2005: 36), | will analyse these two language
biographies and try to identify key patterns and themes that might emerge throughout the

analysis. Through language biographies we can focus on how students express their different
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positions and attitudes and how such expression might facilitate the process of developing

alternative learning strategies (Busch, 2006: 13).

Writing their linguistic histories in Arabic allows students to freely and clearly express their
identities, culture and linguistic repertoires which in turn makes it easier for them to reflect on
these aspects of their lives. Due to the participants' limited proficiency in English and to
prevent this limitation from hindering the flow of their thoughts, they were encouraged to
write in Arabic — the language they know well. In any case the focus was on their linguistic

histories not their linguistic proficiency in English.

When 1 first asked students to write about their linguistic histories they felt uncertain because
this was the first time they had heard about it and they did not know what it was about. Once |
had explained the concept, and once they understood the point, students were not sure that
they might have something worth writing about. In order to awaken and provoke their
memories, we first did these linguistic histories orally. By asking students some questions |
helped them retrieve their memories. Students were excited to realise that they have many
memories that they can still recall. After doing the linguistic histories orally, | asked students
to word-process them and to email them to me. Handwritten biographies were avoided for the
sake of clarity and in order not to disturb the students each time I found it difficult to

understand their handwriting.

Reflections on teachers’ ignorance of students’ psychological and emotional state and

their effect on students’ lives

Hadeel begins her narrative by defining herself as an Arabic-speaking Libyan who in the past
had not faced any difficulties in communicating with her society or dealing with her studies

due to the shared means of communication, that is, Arabic.

148



e Galaall (san) b A gl s Apalae W1 s Aaiy) ey Gl dnell) apasilly | A jall Zall LS5 A galal) e
o Leelans cavie] ) Ay jall ARl Ly S Joal gill Alyus s 3 Al g JSUae 4l o) (S5 ol 8 gile S

Agu 2l Gaanll g aalall oy il

{I have spoken Arabic, specifically the Libyan dialect, since childhood. | studied primary and
high school at one of the schools in my home town. | was an excellent student and | had no
learning-related problems because the medium of instruction at the school was Arabic — the

language | used to hear all the time when watching TV and when going to the mosque.}

In her second paragraph, Hadeel mentions the first time English was introduced to her. At that
time she did not find English an obstacle due to the fact that it was merely an introduction to

simple English grammar.
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{I started studying English when | was in preparatory school, but it was merely a study of

English grammar and | cannot remember that | faced any difficulties that time.}

It seems that everything progressed seamlessly until she attended university. Even though she
moved to another city and was sent to a dormitory, Hadeel had enough power and control
over the situation she found herself in. She had to communicate with many people coming
from different backgrounds, yet her identity was not an obstacle and she did not have to shift

to new identities to be socially accepted by the group.
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{After | got my matric | moved to another city to pursue my university studies where | stayed
in student residence for the duration of my studies. I met many students from different cities
and also from other Arab nationalities who all came for the same purpose. Despite our

different dialects, | had good relationships with those students}.

In her third paragraph, Hadeel repositions herself as a disempowered person who felt left out
because of her inability to tackle the new language introduced to her. She related her problem

to her English teacher who failed to embrace her as a new language learner.
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{My problem started with the first English lecture and I still remember the huge number of
students who attended that lecture. On that day | felt overwhelmed and | had the feeling that |

don’t belong to that place and that my educational journey should have ended at matric}.

The teacher’s ignorance created feelings associated with being excluded and unwelcome. Not
being able to accommodate her emotionally and linguistically, her teacher’s style of teaching
generated disappointment and hopelessness that forced Hadeel to quit her studies for the
whole year.
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{1 was patiently waiting for the lecture to finish; the lecture that stole one whole year from my
life and my ambition. | controlled my nerve till the end of the lesson in which I did not

understand anything because the teacher ignored the fact that at that time | did not understand

English and he did not understand how | felt. Because of my disappointment, | left the class
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and soon after that I quit my studies. Regardless of my friends’ attempts to convince me to

change my mind, | quit my studies for one year}.

However, in her fourth paragraph, Hadeel highlights another change in her life. Being
surrounded by helpful and considerate people who managed to accommodate her emotionally,
Hadeel was able to re-join classes and to start challenging her fear. This she was able to do
with the help of her a teacher who embraced her as a new language learner and valued her

home linguistic identity by using it in the classroom.
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{During that year | worked at one of the schools at which my colleagues told me I should
continue my studies and where the English language wouldn't be an obstacle for me. They
advised me to have some English courses to get ready for the following academic year. |
followed their advice and registered at one of the English language centres at that time. The
English teacher was considerate and was aware that we had just started learning English. He
helped us and used to explain the lessons simply so that we managed to understand. The way
he taught us inspired me and allowed me to see the beauty of learning English and that was

the motive that triggered me to learn English}.

Due to the support of her colleagues and teacher Hadeel felt more at ease and took the

decision to continue her studies, which she successfully completed. After thirteen years
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Hadeel experienced another change of scene, but this time not just in place but in language

and social context as well.

4oV Aall) IS ading
{After thirteen years of work | was granted a scholarship to pursue my tertiary studies in

South Africa. |1 came to South Africa with my family and that was the beginning of my

journey in an English-speaking society}.

On her arrival in South Africa Hadeel experienced the same feelings of despondency when
English was introduced to her in her university studies. She felt she was a stranger and that
her linguistic repertoire did not help. Communication was broken between her and the new
society, which in turn generated a feeling of disadvantage and exclusion both in daily life and

in educational contexts.
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{1 felt I was so strange and there were many instances when I felt disappointed. People could
not understand me and I did not understand them. What | felt at that time reminded me of the

frustration and disappointment | had felt in my first English lesson at the university}.

Once again Hadeel signals the importance of the support and courage provided by family,
friends and teachers who had helped her conquer her fear, adapt and build up good relations
with the new society. Another resource that facilitated Hadeel's adjustment was that her
supervisor and her friends valued her home linguistic identity and did not judge her

monolingualism to be a disadvantage.
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{However, the love and support my family and my friends provided helped me take the
decision to conquer my fear and live in this new society. Another factor that reinforced my
relationship with the society was the way my MA supervisor treated me. She understood my
situation and has continuously supported me saying that 1 am brilliant because | study in a
language which is not my language, in one that is completely different from it. These were the
same words | used to hear from my friends who filled me with enthusiasm to finish what | had

started}.

In her final paragraph, Hadeel re-signals the significance of accommodating and welcoming
her linguistic and cultural identity in learning another language, describing the English course
| designed as one of her best experiences because she felt included. She felt convinced that no
matter what language she is speaking, her identity will always be manifested through her

home language and culture.
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{During my studies, I heard that one of the Libyan students was intending to offer an English
course. | wanted to join the course because | wanted to improve my English. | joined the
course and it was one of the best educational experiences I've had because | felt included. |
felt that my language and my culture are the means to express my identity even if this was in

another language, like English, for example}.
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This can also be related to the research questions about the role the first language plays in
second language teaching and student’s attitude towards integrating their first language into

second language learning.

Hadeel positions herself first as a privileged monolingual who became a victim by being
psychologically and emotionally deprived from learning a particular literacy. She holds her
teacher at university level (Hibbert & Walt, 2014: 186) responsible. Hadeel sees herself as a
person whose monolingualism "effectively excluded” her from communication when a
language which is not her mother tongue was being used (Kaschula & Anthonissen, 1997:

86). After that, she repositions herself as a privileged bilingual.

From the interview, the language portrait and the language biography we can deduce that
Hadeel’s perception of language is that it is more than a mere linguistic resource; she sees it
also as a social practice through which people can interact and negotiate their identities

(Norton, 2010: 351).
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Figure 14. Nabeel’s narrative
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Figure 15. Nabeel’s portrait

[green = Arabic; brown = English; red = other languages and cultures]

Nabeel also chooses the colour green for Arabic, to colour in the whole upper half of the body
silhouette. He actually gave exactly the same answer given by the other students when
explaining the meanings he attaches to his linguistic repertoires. Nabeel describes Arabic as
his first language, and adds that what gives this language more value is that it is also the
language of the Qur’an and of the prophet Muhammad [SAW]. Another reason for him
having chosen the upper part of the silhouette to represent Arabic is because Nabeel wishes
his first language to have its own unique place among other languages worldwide. He believes

that language is the medium through which people can show their culture.
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{1 wish my Arabic language attains its place in the world; through our language we can give

the world an idea about our culture}.

Except for the left leg, he chooses the lower half of the portrait to represent English, the
language he wants to learn. For Nabeel, English is the language of the world or what is

referred to as the lingua franca.
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{The colour brown represents English, the language | wish to learn because it is the language

of the world and very necessary in our present time and for the future}.

Even though | explained to the students that this body silhouette is given to them to express
their linguistic repertoires, Nabeel, Samer and Tahani unexpectedly raised the issue of culture,
morality and faith as integral parts of their identity. This is why Nabeel chose half of the left
leg, which he painted in red, to represent other unspecified languages and cultures he wants to

learn and know about.
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{The other colour represents other languages and cultures | would like to learn in the future;

even if | learn only a little}.

Nabeel’s understanding of culture as part of one’s repertoire goes in line with what Bock &
Mheta (2013: 383-384) state in their explanation of identity which they believe consists not
only of language, but some other aspects including the way we dress, think, behave and the

different ideological stances we adopt.
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Figure 16. Tahani’s narrative

Figure 17. Tahani’s portrait

[green = Arabic; navy-blue = parents’ honour; turquoise = faith; red = English]
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Tahani also sees herself as a bilingual whose identity is a mixture of her linguistic repertoires,
morality and belief. The two languages that shape her linguistic repertoire are Arabic and
English for which she chooses green and red respectively. As with the other students, for
Tahani Arabic is her first language and the language of the Qur’an. The other element in her
linguistic repertoire is English, a language she wants to learn and master. While the other half
of the head and legs, which she coloured in blue, represent honour of the parents, the

turquoise in the hands represents Faith.
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{The colour green represents Arabic, the language of the Qur’an and my mother tongue. The
colour blue represents parents’ honour. The colour turquoise represents faith and the colour

red represents English, the language | want to learn}.

From her language portrait we may observe that Tahani’s depiction in her language portrait
raises the different dimensions of identity including personal experience, environment,

attitude, belief and ideology (Busch, 2012).
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Figure 18. Samer’s narrative

Figure 19. Samer’s portrait

[green = Arabic; red = English; blue = thinking; white = faith and submission]

159

http://etd.uwc.ac.za



Samer chooses the colour green for Arabic, and colours in the chest and the feet because
Arabic, as he described it, is the language of the Qur’an and the language through which he

started his life.
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{I chose the colour green because I like Arabic. It is the language of the Qur’an. I like it. It is

the language of the nation that we have started our life with.}

Because English is the language he wishes to master one day, Samer chooses the arms and he
colours them in red to represent it. He explains his choice of the arms because they symbolize

the tool by which he can get what he wants.
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{The colour red represents English, the language | would like to catch in my two hands.}

For Samer, language and identity are inseparable from thinking which he colours in blue, and
chooses half of the head to represent it. He leaves the other half of the head and the abdominal
part unpainted to represent faith, purity and submissiveness. For him, language is a mixture of

all these values and moralities and cannot be seen in isolation.

IV A~ N 5N (,‘y‘\ sV~ gt a - ,a8)Y asV (}u‘l)i

—

Copz SO0 12 a5 > Lm -

I | e R, B A A el

Qe 128

W/;-)\C_/'\@—'A)'L:):_;\A: (/“'"/)1 q/':/l...,_,...,zja\ a_= U ())/\

» k- o - o s - i
W’«;lﬁtﬁm’ D o 0

Figure 20. Tawfiq’s narrative
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Figure 21. Tawfiq’s portrait

[green = Arabic; orange = French; blue = English; brown = Spanish]

In his language portrait Tawfiq uses four colours to represent the four languages he likes. Two
of these languages he knows and the other two he wishes to learn. In Tawfiq’s perception,
Arabic, which he colours in green, is the main linguistic resource because it is his first
language and the language of the Qur’an. This is why he chooses the head to represent

Arabic.

He colours the chest area in blue to represent English, the language he likes. Because he
wishes to visit Spain, Tawfiq colours the right leg in brown to stand for Spanish. For him, the
raised orange hand symbolises something that he wishes for and therefore he chooses it to

represent French, the language he is eager to learn one day.
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{The head represents Arabic because it is my first language and the official language | speak.
It is also the language of the Qur’an. The heart represents English because I like English. The
leg represents Spanish because | wish to go to Spain. The hand represents French because |

wish to learn it}.

Tawfiq’s portrait emphasises the significance of language as an essential marker in the
performance of the flexible and dynamic identities which change over time and context (Bock

& Mheta, 2013: 373).

Figure 22. Eman’s portrait

[red = Arabic; green = English; purple = Arabic dialects]
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{Red represents Arabic: love, Qur’an, knowledge, communication, hope, bases and comfort.
Green represents English: ambition, education and the quest to know more. Purple represents

Arabic dialects: harmony, role-modelling and comfort}.

Eman chooses red for Arabic to represent the language that she considers as the repertoire of
love, Qur’an, knowledge, communication, hope and comfort. According to her perception,
Arabic dialects, which she colours in purple, give her the feeling of comfort and harmony
when she copies the characters of other Arab nationalities. Arabic dialects are varieties of
Arabic and they are primarily used for day-to-day dealings and spoken communication, but
are not taught formally in schools. Even though these dialects are different from each other,
there is a reasonable level of mutual intelligibility across them (Zaidan & Callison-Burch,

2012).

These varieties can be divided into five: the Middle Eastern dialect, the North African dialect,
the Gulf dialect, the Egyptian dialect and the Iraqgi dialect (Nuha, 2005: 426). Regardless of
the differences between these dialects, Arabs of different nationalities can understand each
other fairly well. Interestingly, they can also tell where the person comes from by his/her
dialect (Zaidan & Callison-Burch, 2012; Nuha, 2005). Unlike Modern Standard Arabic, a
regional dialect does not have an explicit written set of grammar rules regulated by an
authoritative organization, but there is certainly a concept of what is grammatical and
ungrammatical (Zaidan & Callison-Burch, 2012: 2). Unlike other students, Eman chooses the
colour green to stand for English, a language that represents education, ambition — the

language that opens up a larger space for her to learn more.
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Figure 23. Ahmed’s portrait

[green = Arabic; blue = English; orange = Arabic dialects; red = French]
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{Green represents Arabic: Qur’an, control, giving, base, hope and comfort. Blue represents

English: communication, knowledge and ambition. Orange represents Arabic dialects: joy,
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giving and role-modelling. Red represents French: ambition and looking forward to the

future}.

In addition to what the other students stated, Ahmed describes Arabic, which he colours in
green, as the language of Qur’an, the repertoire of hope, giving and comfort. He pictures
English, which he colours in blue, as the repertoire of knowledge, communication and
ambition through which he can more or less express himself in a satisfactory way. Ahmed and
Eman were the only students who identify Arabic dialects as part of their linguistic resources
and repertoires. Ahmed chooses the colour orange to represent these dialects, which he
depicts as the repertoire of joy, giving and role-modelling. French, in Ahmed’s portrait
appears as a red area; it is the language that he also perceives as symbolic of ambition and his

wish to learn.

Eman and Ahmed see themselves as multilinguals. Interestingly, each gave their languages
almost the same amount of space on their language portraits — to indicate equal importance for
all languages. The main difference between their portraits is their choice of area and the

colours they chose for each language.

Interestingly none of the participants mentioned Italian, the colonial language in Libya, which

might be because the Italian system of education had not become entrenched in Libya.
Reflections on method of teaching and limitations of being monolingual

The second biography was written by Ahmed who starts his narrative by describing himself
as a privileged Arabic-speaking person. However, he shifts focus immediately, explaining the
beginning of his troubles when he first attended his preparatory school.
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{We had never had any problems communicating with each other because we all speak and
understand the same language. My problems started at preparatory school when | was

supposed to start studying English as a school subject}.

This is because at that time English as a subject was first introduced to students in grade 7.
Being introduced to English was Ahmed’s only problem. He related his dislike of English to
his unfamiliarity with it, and to his teacher’s style of teaching. Due to the teacher's being so
strict and denying them the use of their (home) language in the class, Ahmed developed a
feeling of fear that forced him to maximize on his memory: to try to memorise words he did
not even understand just to keep himself away from his teacher’s anger.
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{1 did not like English at that time because | was not used to hearing it. It was strange to me.
What made it even worse was my English teacher. He was so strict and | was afraid of him to

the extent that | forced myself to memorise words without understanding them}.

However, his suffering did not last long because this was the time when English was deleted
from the syllabus in Libya, which sounded great to Ahmed, but only at that time. He
described his educational journey as easy and smooth without English.

a3 A eV A 3udai1 AR Bale sl (galae ) A Al 8 g auls (g aladl ()Y Jadd aa) g alad < paid (ililae
A 1996 A dpalall finl )3 Cugdl Jn agle sale o Jadl jaind ) sall &l ol Sl Gl 8 53K 4

AV Al 2 sa g axe ae (Al dpaa (S

{My suffering lasted only for one year because in the following year English was banned as a

school subject in my country. At the time | was so happy to hear this that I did not really think
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about the consequences. It went the same way until | finished my university studies in 1996,

which was easy because there was no English}.

The political background to Ahmed's narrative is that the teaching of English as a foreign
language in Libya went through different stages. One of the important stages was the Act No.
195/1986 made by the minister of education at that time stating that teaching English had
been stopped. This came as a consequence of the deterioration in political relations between
Libya and the West (Giaber, 2014: 33; Mohsen, 2014: 58). This deterioration lasted till the
1990s when the resolution of the Lockerbie case was announced and political relations with
the West were restored. This was the beginning of a new phase when teaching of English as a

foreign language started to flourish again (Giaber, 2014: 33).

In the two paragraphs that follow, Ahmed reflects on his change of attitude towards the
English language, which he used to consider an obstacle. His attitude was influenced by two
significant incidents that took place in 1999 and 2005. The first was an article he read
describing a person who does not know English as "an illiterate”. And the second was an
incident in which he felt disadvantaged and excluded because of his monolingualism. It was at
this time when Ahmed started to think of English as an advantage that could have broadened
his horizon and increased his opportunity to familiarize himself with other people’s languages
and cultures. This shift in attitude made Ahmed decide to start learning English, a process

with which he became more and more fascinated.

A W) Al 5 o pulal) alad dpaa) (e QIS S e Jlie cladiall gaa) 8 ddaaa o) 81 S 1999 ale b
s o) i) ay salall ladin) aakiia 5 4l &l alaty ol (10 2000 4w 8 451 JEA)) adle
Cidl) Lo gle o &gl elli of0g & a1 ARl g Cogulall alas 8 dae ) gl aly eliul s aad Jabaly Gl
sl Gl ol (a yrae 8 S Ly 2005 L a5 S i al sl Jaae e 5l Aal Q) Y

Leagdy ol (Al 4 5udaa¥) Aallly o palall Gaay (5 )5S Ja) ely afie) Lo (e d3lladl) L) oS #la (8 il

167



alaiy anla ) 8 MY edd A (o gall GlD (IS Az glad ) e Uil yandl 33 ysaa 3L Y o palall Ja

RESNEG T
{In 1999 I was reading an article in a newspaper about computers and English. In summary,
the article stated that by the year 2000 anyone who cannot speak English and who cannot use
a computer (will be seen as) illiterate. | felt so bad and so disappointed when | was reading the
article. That feeling generated a desire inside me to learn English and also how to use a
computer, but unfortunately it did not last for long because | was not really serious. | did not
think about learning English until 2005 when | was attending Tripoli International Fair,
specifically the North Korean wing. A Korean exhibitor was talking in English to the
audience, most of whom did not understand what he was saying except for a young girl who

was able to communicate with that Korean exhibitor.}

However, it was only five years later, after having made his decision that Ahmed got the
chance to study English in South Africa. This learning experience was not a pleasant one at
the beginning due to the fact that he had moved to a new linguistic and social context, one

completely different from his original home.

lld a Llall i 50 JaSinY 2010 A 8 alay Sl 8 e g caliast of 1 @lld o)) mias ol dua dll o V)
Cra Y OIS Dl B L A gin A ) seen Gl Ly 6 2 laVL A8kl A gy ) o ) Ll )
OS il ae daal il Y (V) el (8 e liall G el Ligad 5 il da ol (V) (any 3 L daas laa
Y Lenie LlaWl el <€ Ay julas¥) Zalll aladin) xied ol WY dujadl (4 gl g Ll o) g & gmaall e B

Aol e gl 8 < jS8 8 58 e b5 Lyl agdl
{Because of that incident (at the Tripoli Fair) | made a definite decision to start learning
English, but I did not get the chance until my wife was granted a scholarship to pursue her
higher studies in 2010. We decided to go to an English-speaking country and South Africa

was our destination. At the beginning it was very difficult for us to live in the new society, to
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the point that sometimes we felt quite hopeless. We faced problems in our first months
because it was very difficult for us to communicate with people — either in the street or at
school — because we were not used to hearing English. I felt disappointed when I couldn’t

understand the lessons and the thought of quitting my studies crossed my mind many times}.

In Ahmed’s narrative too the value of support and understanding arises, notably how this has
helped him adapt and become more motivated to communicate with people and to discover

their culture in his new social environment.

Lt 5 Qa2 5a¥) A1 Ll L il g (Bl gl S hae s a5 oY) ganel 51

pelE e Cayaill g Gl e SiSI Jual sl 8 el Canal

{It was the support of my family and my friends that helped me continue. | tried to adapt
myself to the new society and things started to improve gradually. | became keener to

communicate with people and to learn about their culture}.

At the end of his narrative Ahmed mentions his participation in the English course | designed

and how different it was from the other language courses he had done because it included his

linguistic repertoire as a learning resource and the teacher spoke the same language he does.

A a1 ARl aledl bl dpiad) Al gt pae il 550 oAl IS 3 5ulas) Aalll adedl ) g0 A S )
ilise gl

{1 joined some English language courses. The latest was a course given by a Libyan teacher

and that course added a different aspect to English learning}.

According to Hibbert & Walt’s classification (2014:190), Ahmed may be considered a "self-
driven learner” whose enthusiasm and dedication gave him the confidence to tackle learning

English.
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From their biographies we can consider Hadeel and Ahmed as resilient learners who
"survived despite unfavourable circumstances...and developed coping strategies" that helped

them reach their literacy goals to learn English (Hibbert & Walt, 2014: 194).

From the language portraits we can deduce that except for Hadeel, all the students, see
themselves as multilinguals, or at least this is what they want themselves to be in their
imagined communities (Norton: 2010). However, "under certain circumstances and for certain
purposes, one identity will be more important to the individual than another” (Alexander,

2002:104).

Apart from Eman, the other six students chose the colour green to represent Arabic and this
might be due to the influence of their religion, Islam. It was also interesting to note that all
students strongly associated Arabic with the Qur’an which also gives the impression of how
proud and attached these students are to their Arabic and Islamic identity. Gogolin (2013: 41)
defines the monolingual habitus as "the deep-seated habit of assuming monolingualism as the
norm in a nation,” which she suggests is "an intrinsic characteristic of the classical European
nation state”. According to her, such a "monolingual habitus was built and secured by the
traditions of the educational system itself; and the less conscious the individual teacher is
about its existence, the more effectively it operates” (Gogolin, 2002: 133). In the case of my
research participants this may have been due to the fact that Libya is an Islamic society and
that the general goals of education are based on the religious, national, cultural and historical
foundations and principles of the country (The Libyan National Commission for Education,

Culture and Science, 2001:8).

These educational goals include emphasizing the grace of the Arabic Islamic cultural heritage,
promoting the originality of Arabic language as the language of education at all levels,

teaching the Qur’an and encouraging the study of Qur’anic sciences (The Libyan National
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Commission for Education, Culture and Science, 2001:8-9). This idea of promoting Arabic
and Islamic identity seems related to what Alexander (2002: 97/103) calls an "imagined
comfort zone” where people seek a sense of belonging and security. Alexander considers
language, colour, religion and region as markers of identity. He also describes the Eurocentric
Risorgimento theory of nationality represented in the slogan, "One Language, One Culture
and One Nation,” in our multimodal diversity as a cage of monolingual and monoculture
habitus from which we must escape (Alexander, 2002: 89 ; Gogolin, 2002: 127). Alexander’s
alternative suggestion is what he calls (Garieb) or (Great River). He suggests that societies

should be perceived:

as rivers that are constituted by various tributaries...carrying different cultural
traditions, practices, customs, beliefs, etc...at certain times...one tributary might flow
stronger than the others, that new streamlets and springs come into being and add their

drops to this or that tributary. (Alexander, 2002: 99/ 107)

What | noticed in both the interviews and the language portraits was that identity for these
students is synonymous with Arabic. They do not think that learning another language might
be a threat to their identity. This is simply because they perceive all other languages,
excluding Arabic, as foreign. From my point of view this might be due to the fact that before
coming to South Africa they all grew up and spent their entire lives in a country with an
Arabic identity, and this is made manifest in the fact that Arabic is the only official language
in Libya. A contributing reason for this may be because the affection of Arabs for their
language is intense. Arabs are "more conscious of their language than any people in the
world, seeing it not only as the greatest of their arts but also as their common good” (Albert

Hourani, 1970 cited in Nuha, 2005: 426).
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Chapter Six

Discussion, Conclusions and Limitations of the Study

6.1 Introduction

In this chapter | highlight the main findings | have extracted from the data, which correlate
with my research questions and predictions. To this end I draw on Cummins’ Hypothesis of
Interdependence and Vygotsky’s Activity Theory. Thus the shape of the chapter is inspired
by the research aim, questions and predictions. | begin by re-introducing my research
questions. | then outline the main findings informed by the data analysis, and in comparative
relation to other studies in second language teaching. | also discuss the possible limitations
of my study, the question it poses to Communicative Language Teaching, and its main

contribution to second-language research.

Helping learners to understand what they are studying, and improving their related skills are
the ultimate goals of any teaching process, including language teaching. Methods and
strategies to help students acquire their second language should thus be examined and

scrutinized to evaluate which approaches promote language learning (or hinder it).

Hence this study aims to examine the effectiveness of using students' first language as a
language teaching strategy when it is integrated into other language teaching methods. It
seeks answers to the research questions about the role of the first language in improving
students' L2 speaking skills, and students’ attitudes towards the use of their L1 in English

language teaching.

In this endeavour | conducted a sixth-month intervention course. | taught twelve Arabic-
speaking students, using various methods, appropriate to the content matter being taught, to

enhance meaningful communication. In an attempt to tackle the issue of subjectivity, a wide
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range of data collection tools were used to collect data and to triangulate the findings of my
study. These tools included diaries, field-notes, observations, interviews, social media,
language biographies and language portraits. The analysis of the data was guided by
Cummins’ Hypothesis of Interdependence and Vygotsky’s Activity Theory, which together
formed the theoretical framework for this research. The key concept of Activity Theory
concerns an understanding of human consciousness based on the idea that human activity is
a purposeful set of actions carried out through the use of physical or psychological tools

including language, the most significant tool for collaborative human activity.

The core of the interdependence hypothesis is that language and literacy skills can be
transferred from one language to another and that the relationship between the L1 and L2 is
not necessarily unidirectional but potentially reciprocal or bi-directional in terms of the

transfer of skills and cognitive development.

6.2 What role does the L1 play in improving students’ L2 speaking skills?

In examining the effectiveness of using students' first language as a language teaching
approach in conjunction with other language teaching methods, this study seeks to question
the prevailing concept of "the two solitudes assumption” in bilingual education. This
concept is influenced by the Direct Method and CLT which assumes that the two languages
must be kept rigidly separate to ensure successful L2 learning. The data collected and
analyzed in this study suggests that students’ L1 plays a crucial role on several levels as

outlined in the points that follow.

6.2.1 Understanding grammatical similarities and differences between the L1 and L2
One of the predictions of this study was that the L1 helps students understand English
grammar and facilitates recognition of the differences and similarities between the two

languages through what Cummins refers to as metalinguistic transfer. The L1 was used to
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clarify some English grammatical rules, correct grammatical errors and highlight similarities
and differences between L1 and L2 drawing on students’ explicit prior knowledge of
grammar in their L1. This type of metalinguistic transfer in turn helps develop a
metalinguistic awareness through the constant cross-referencing between the L1 and L2.
This experiment can confirm the point as students’ prior metalinguistic knowledge in Arabic

improved their understanding of English grammar noticeably.

The findings of the study confirm the work of Schweers (1999) and Carless (2007) who state
that the first language can increase students' awareness of similarities and differences

between the two languages and their cultures.

Inspired by Ellis’ (2006) view that the teaching of grammar should be delayed until learners
have developed a basic communicative ability, | delayed the teaching of grammar in my
pedagogy. Thus grammar was brought in incidentally, "in accordance with participants’
linguistic needs as the activity proceed(-ed)". All students agreed that the two languages
(Arabic and English) are completely different especially in their grammatical structures.
Students found the L1 useful for scaffolding the learning of English grammar items such as
verbs, subjects, adjectives, adverbs and tenses. However, the use of Arabic to explain some
grammatical issues had been reduced by the end of the intervention, especially where the

grammatical concept was easy to understand.

In summary, students’ L1 can promote metalinguistic awareness and cultivate students’

receptive and productive strategies. It should therefore be seen as a resource, not a barrier.

6.2.2 Improving and accessing clear explanations of new and unclear vocabulary
This is also one of the predictions confirmed by the findings of this study. The first language
is an efficient teaching resource to help students acquire vocabulary and idiomatic

expression in their L2. In terms of vocabulary and expression, the L1 was used purposefully
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to help students understand unfamiliar vocabulary, overcome anxiety and engage in
classroom activity. At the beginning of our intervention students were reluctant to
participate in class, which | thought was due to their lack of English vocabulary. We
overcame this barrier through translanguaging. Students who were unable to express
themselves in English were allowed to use Arabic. It helped them to participate actively in
the class and also to use their prior knowledge to broaden their foundation in learning the

target language.

This finding corroborates Bhooth’s (2013) finding that the use of the L1 in the EFL reading
classroom in a university in Yemen helped explain new words and concepts. It also confirms
Mwinda & Van der Walt’s (2015: 100/104) argument that translanguaging can be used as a
resource for building English vocabulary and for providing greater access to the curriculum
and the attainment of lesson objectives. It was evident that the purposeful use of students’
first language enabled them to learn new vocabulary, and it also helped shy and reluctant
students to become confident and assertive. Since the aim was to help them and not to judge
them, they conquered their fear and inhibition. This is in line with Pishghadam’s argument
(2013) that it is our experience with language learning, and not the language itself, that
develops a sense of preference or detestation. If students’ first language is not welcomed
they will tend to be shy, inhibited and reluctant to take part in classroom activities
(Cummins et al, 2005: 41). In fact, the use of the first language in my classroom also
enhanced the student’s vocabulary in Arabic. This was confirmed by the students themselves

who found English vocabulary a means to enrich their vocabulary in Arabic.

Again, this supported Cummins and Vygotsky’s claim that the second language can foster

learner’s awareness and improve their understanding of their first language.

The L1 was used not only for grammar and vocabulary, but also to highlight the importance
of pronunciation and how it can affect the meaning of words. I used students’ L1 (Arabic) to
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help them overcome the obstacles of phonetics by relating their prior knowledge of Arabic

sounds to English sounds.

Generally speaking, it is not an easy task for an L2 learner to speak English with native-like
pronunciation, and this can be related to some linguistic factors such as differences of the
sound system between the L1 and the L2, the inconsistency of some sounds in the English
language and the spelling system of English. For example, in English there are forty-four
sounds compared to Arabic with only twenty-eight sounds. Each of these Arabic sounds has
an Arabic letter to represent it; none of them is silent. This makes it easier to learn compared
to English. Arabic-speaking students struggle with some English sounds such as /v/, /p/ and
/tf/ due to the fact that there are no such sounds in Arabic, which leads to the
mispronunciation of these sounds as /f/, /b/ and /f/ respectively. In addition as alluded to, in
English there are some silent sounds while in Arabic there are no silent sounds and every

sound is pronounced.

There is also the factor of inconsistency of some English sounds where one English vowel
has more than one pronunciation and in other cases two or more different letters are
pronounced with the same sound. Again, another challenge that faces Arabic-speaking
students is the fact that the spelling system of English is different from Arabic. In Arabic,
every sound is always pronounced and pronounced in the same way, but in English there are

words which are pronounced the same but spelt differently.

There are many research studies on using the L1 to teach phonics, but | have used the L1 to
improve students’ pronunciation differently. This is because my focus was not only on using
L1 to explain English sounds, but also to use students’ prior knowledge of Arabic sounds to
improve their English pronunciation. Thus the first language can be used as an aid to

improve students’ pronunciation in the target language.
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6.2.3 Seeking help

Students also sought help by using their L1 to clarify their understanding when
communicating with other students or the teacher. It helped them mitigate the difficulties of
misunderstanding and confusion. Schweers (1999) confirms the significant role the L1 can
play in encouraging students to cope with comprehension. This also corroborates Nation’s
concept (2003: 3) of how planned L1 use can help both teachers and learners to overcome
some comprehension-related difficulties, especially if "a meaning-based L2 task is beyond
the capabilities of the learners". In the present study, translanguaging practice facilitated the
creation of learning contexts in which the power of language and culture are accessed and
shared by students and teachers. A major benefit of such practice is that it established a
balance between power relations in the classroom. Allowing students to use their first
language to maintain a good rapport within the classroom environment and amongst
students affects students’ performance in a positive way. Thus the L1 promotes good

relationships, which in turn promote good language learning.

6.2.4 Correcting and clarifying students’ mistakes

The aim of any educational activity is to help students understand the content of the subject.
And one way to improve students’ understanding is by giving them the chance to learn from
their mistakes. Therefore correcting and clarifying students’ mistakes is an essential part of
the learning process. However, clarifying mistakes in the target language might not always
be effective. In this study students’ L1 was used to explain mistakes that cannot easily be
explained in the target language with the aim of achieving better results. Needless to say,

although learning L2 accompanies L1, it does not replace it.

Scholars refer to this inter-relationship as ‘additive bilingualism’ (May, 2011).
Accommodating students’ values and needs and considering the relationship between L1
and L2 as complementary rather than competitive can result in long-term educational
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success. The finding of the study confirms that using students’ L1 to correct and clarify
mistakes — which students’ command of the second language will not help with — can be
effective and promote students’ understanding of grammatical concepts and the proper
choice of words. This is consistent with the idea of Pishghadam et al (2013) who speak of
the indispensable flow between the first and the second language in terms of vocabulary and

grammar and the important role it can play in L2 teaching and learning.

| sought to help students make sense of a new linguistic and conceptual world through the

linguistic world with which they were already familiar.

6.3 How can students’ emotion affect their learning?

According to the Pishghadam et al (2013) emotion can play a vital role in the learning
process. One key aspect in developing language and literacy is to keep students active, value
their motivation and learning abilities and position them as "contributing to knowledge

making" (Lundgren, 2015: 6).

My study shows that encouraging students to express their emotions can enhance their
learning notably through their participation /in classroom activities and discussions. The
teacher should carefully consider this important aspect. There were times when some
students were angry, happy, sad or excited, and | used these emotional states as lesson
material for self-expression and sharing of experiences. Students were therefore able to
speak spontaneously and comfortably in English, albeit that they still lacked proficiency in
the language. This kept them motivated to learn the language. Students are not objects of
study, but subjects who have emotions, linguistic repertoires and identities that should be

valued.
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6.4 How can appropriate learning materials and activities affect students’ learning?

The findings of the study highlight the effectiveness of using the L1 to improve students’ L2
speaking skills. However effectiveness is not guaranteed if it is not supported with the
proper choice of learning material and activities. This concurs with Cook’s argument (2010)
that using the L1 as a classroom activity entails careful and deep thinking about the activity
to be applied, the materials included, students' needs, time available, and class size. It is also
consistent with Probyn’s view or belief (2015) that the use of the L1 should be purposeful
and responsible rather than unplanned or random. It is indeed important to use a variety of
activities to keep students motivated and challenged, since different students require
different methods and techniques to help them acquire their second language (Cook, 2010).
These differences are due to differences in attitudes to languages, emotions, motivation,
cognitive abilities, gender, age, cultural background and individual differences between

learners.

The activities | used included pair work, group discussions, role play, videos, listening
exercises, short stories and presentations. | tried to encourage students to speak most of the
time and to make use of the language they learnt. Such activities encourage oral fluency

because they assist students to understand language in real-life situations.

My criterion for selecting material was governed more by the students’ interests than
linguistic consideration because my aim was to generate authentic discussion and to enhance
communication in a variety of situations. This helped to catalyze fruitful engagement and
participation. An example of such activity was role play, which is a valuable practice in CLT
as it allows students to practice communication in different social contexts and in different

social roles (Freeman, 2008). Consequently learning becomes more interactive.

It is noteworthy that integrating the L1 purposefully and responsibly in all these interactive
activities positively affected students’ participation and engagement and helped students to
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feel comfortable initiating dialogue. This finding is consistent with Cummins’ argument
(2008) that using the L1 does not make the activity artificial but renders it powerful and
authentic. The selection of learning materials and activities that suited the varying levels of
the students as well as the integration of the L1 purposefully in these activities helped
learners overcome difficulties in comprehension and enabled connections which in turn

maximized learning.

What facilitated lesson planning was thinking of the lesson as comprised of activities,
motives and operations. For Leont’ev, the difference between these concepts can be
explained in the example of changing gears when learning to drive (Hasan & Kazlauskas,
2014). In our case, the lesson was the activity, the intention to help students make an
appointment was the motive, and the practising of natural authentic communication was the
operationalization of the activity. Once making appointments is controlled, a new activity

with different engagement, motives and operations begins.

Generally, planning an activity must take into consideration the motive and the purpose of
the activity as well as students’ needs and levels. Thus integrating approaches, like including
the L1 should be allowed if the teacher finds it effective in language learning. This view is
supported by Creese & Blackledge (2010) who conducted an experiment in a US
complementary school involving Gujarati and Chinese. They argue that there were times
when two or more languages were required, and that use of the L1 was a valued resource "to
identify performance, lesson accomplishment and participant confidence” (Blackledge &
Creese, 2010: 213). Nevertheless, this goal cannot be successfully achieved if the L1 is used
in isolation from other teaching activities. The key is to combine different methods.
Atkinson (1987) is of the view that the use of the first language cannot be a methodology in

itself. It should be seen as a strategy that plays several roles at different levels.
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6.5 What are students’ attitudes towards the use of their L1?

To answer this question | had to analyse the data collected via three different instruments
namely interviews, language biographies and portraits. These served to triangulate the
results of my research and to increase the range of insights gleaned from participants’
attitudes towards the use of their L1 in L2 learning and teaching. This approach was also a
means to give these students a voice in learning. Tools such as language portraits and
language biographies can provide essential insights and understanding in the field of
multilingualism and linguistic diversity, and their application in education serves to make
students "more aware of their actual language practice”. Through language biographies we
can focus on how students express their different positions and attitudes and how such
biographies might help develop alternative learning strategies. Language biographies as
supplementary material may be significant to understand the relation between language and

identity and the meanings students attach to their linguistic repertoires.

In order to explore students’ attitudes towards the use of their L1, it was also essential for
the interview to include questions about it. From the answers we can deduce that students
highly appreciate the prior knowledge of their first language as a tool (Leeuwen et al, 1994;
Kress, 2000) and consider it the basis for any second language learning. All the students
believe that their first language is inextricably interwoven with their identity and that they do
not perceive learning another language as a threat to it but rather, as another dimension to
their identity. In other words a L2 can strengthen their sense of belonging by giving them the
opportunity to properly present their way of life, thinking and feeling to others who are
unfamiliar with it. It follows Makalela’s argument (2015:2) that “it is through the word that
one engages with the world [and through the principle of languages that] multilingual
learners refer to reality, develop worldviews and construct their identities in relation to the

world.”
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The finding of the study is that students see themselves as bilinguals and that their
perception of languaging incorporates more than its being a mere linguistic resource; they
see it also as a social practice through which people can interact and negotiate their
identities. From the students’ point of view, it also became clear that identity consists of
several factors such as linguistic repertoire, personal experience, environment, attitude,
belief, moralities and ideology — all represented in their L1. This is consistent with Childs’
(2016) idea of the negative consequences of excluding student’s L1 because this can be one
way of dehumanizing them. It is also in line with Cummins’ (2008) statement that excluding
students' first language means also excluding their culture, life experiences and language
resources. This exclusion generates a feeling of uncertainty, intimidation and alienation

which negatively affects language learning.

A key finding of this study is that all the respondents believe that their L1 should be
included in L2 teaching because they need to build upon and relate their new knowledge to
their prior knowledge. This concurs with Cummins’ (1979) Theory of Interdependence and
reciprocity between the degree of the first language usage in a language classroom and the
level of the student's capacity in acquiring the less familiar language. This is to say, the
better the level of the student, the less the use of the L1. However, this does not mean that
the interdependence of the two languages ceases once control of the L2 has been attained. At
the higher level the student will still be dependent on the mother tongue, but to a lesser

extent.

6.6 Conclusion

In this concluding chapter | presented the findings of my study and the organization of this
chapter was informed by the aim of my research, research questions and predictions. One
conclusion | drew from the data analysis and the findings of this study was that the L1 can
be an effective approach to scaffold and improve students’ L2 speaking skills. Another
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conclusive observation is that students maintained a positive attitude towards the use of their

L1 in L2 teaching and learning.

In this study | tried to enhance the activity of teaching by using students’ L1 as a tool in
communicative L2 teaching. Thus I question the monolingual teaching enforced by CLT by
showing that integrating the L1 does not contradict the central concept of the
Communicative Approach. Instead, integrating the L1 along with other language teaching
methods can enhance interaction, engagement and participation. Students are more capable
of meaningful communication in a relaxed atmosphere. Such integration of bilingual and
monolingual strategies can be a powerful resource in promoting more cognitively engaged
learning. This integration can maintain fluidity and interdependence between L1 and L2 and
create an Ubuntu teaching/learning model (Makalela, 2015; Makalela, 2014) where
languages leak into one another and multilingual social, linguistic and capital resources at

the learner’s disposal are acknowledged and utilized (Makalela, 2014:100/101).

My study also concludes that language learning can be eclectic in that the role of the teacher
may be perceived as a facilitator who takes the importance of students’ emotions in language
teaching into account and makes use of available resources including students' prior

knowledge, to achieve the required outcome — further learning.

By integrating Vygotsky’s Aactivity Theory and Cummins’ Hypothesis of Interdependence
along with the qualitative action research method that I used to conduct my research, | found
that the teaching-learning process can be a dynamic successful one if some crucial aspects
are taken into account. | therefore modified Engestrom’s expansive learning cycle (2000) to
arrive at my own which was informed by the theoretical framework and methodology of my

research.
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Figure24 . Modified Teaching-learning cycle

Based on my teaching experience which was informed by my theoretical research
framework, methodology and negotiated curriculum to give students a voice in language
learning, |1 came to the conclusion that language teaching consists of particular elements
crucial to achieving the goal of learning. The cycle starts with the teacher who plans the
activity (lesson) and chooses the proper tools that suit the purpose of the activity which can
also include students’ L1. After that the teacher needs to reflect on his/her initial plans to try
to specify the aspects that did not work or which were ineffective in achieving the goal of

the activity. These aspects need to be considered and modified in order to achieve the
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objective of the activity. This is followed by more learning which in turn can help students

become successful learners who can be teachers themselves and start the cycle again.

The methodology | adopted in my study may be applied in the teaching of any other second
language, not only in English teaching. It is also not necessary that students’ L1 be Arabic. It
would be of great significance to replicate the intervention with other languages in order to
widen the application of the methodology, refine the CLT and perhaps develop a new theory
of language teaching and learning. Hence | do declare my research to be authentically

trustworthy.

Possible limitations and challenges which may have influenced the outcome of the study are
also proposed as areas for further research and future studies. Due to the fact that all
research participants were adults, results may not be the same when applying the
methodology to teach children. Therefore the effectiveness of this methodology (integrating
the L1 in CLT) to improve children’s L2 speaking skills requires further investigation. The
study was conducted in the context of South Africa where English is considered a second
language and one of the official languages of the country. This means that more research is
required to investigate the L1 as a resource to scaffold the teaching of English as a foreign
language. This is the aspect | am planning to investigate by preparing Arabic conversation
classes for some South African students whose L1 is English. This is because Arabic is
taught as a foreign language in the context of South Africa. Another aspect which may also
constitute a limitation of this study is that it was conducted with a small class. Further
research needs to be done on integrating the L1 to improve students’ L2 speaking skills and

as a teaching approach in CLT with large classes.
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Appendix 1: Interview Questions (English version)

- Why did you choose South Africa to be your destination?
- Do you think learning another language rather than your L1 is important and helpful? Why?

- Do you think that your sense of belonging and identity might be affected or lost when

learning a second/ foreign language? Why?
- What is your motive behind taking part in this intervention?

- What were your expectations before commencing the course? And to what extent these

expectations are met?
- Did you find using Arabic helpful in explaining some expressions and structures?
- Did you find using Arabic useful for defining new vocabulary items?

- Did you find using Arabic useful to express yourself when you do not have the appropriate
English words?
- Was using Arabic helpful to recognize the differences and similarities between the two

languages?

- Do you think that learning materials and activities were effective and properly chosen?
- Do you feel confident to interacting and take part in discussions?

- With which kind of activities did you feel more comfortable and confident?

- Were you satisfied with the way how the teacher managed the classroom?

- Did you find integrating Arabic with other activities helpful?

- In what way did integrating Arabic help you improve your speaking skill?
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- What is your overall attitude towards using Arabic in your English classroom?

- What is your overall impression of the entire course and the benefits of it?
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Appendix 2: Interview Questions (Arabic version)

0Ly ) o siad foaall il 3L

13l 5 Fhgial /Al Axd Caaled Jla 8 sy b il 08 bl 4 5 g oLtV s of a3 Ja -
593l o8 A& AS HLiall cladly gala -

$lad i) 028 a5l (5 955 5l (8 el 8 Slilad 5 cilS La -

0l il 5 <l il (s Lyl e ae Ly A yall AR alasid Ciaa g Ja -

Fonaall s jiall amy lae paa3 e delug A jall Aalll aladiu) s g Ja -

93 SalaiV) Al Aplial) Al o jas Y Ladie dludi e el e dlac b 4 yal) Zalll aladid off s g Ja -
€ opialll (DAY 5 bl A ol G e Ay el Aadl) alasiind elae b Ja -

adlad ol CilS Ll g Auliay <o k] Ay i) colablial) salddl () a&ias Ja -

fla & suin g0 Allia (8 (yin il die 5 A Y pe Jaal sl die AEN i Ja -
flgaladinl vie ST~ )b et ) Ay Hail) clidaill 5 Al Al -

il 5 1l Lgy cad ) 38y yhall (e (al il Ja -

flacluse Slale 5 AN il (3 yka (e L e e Ayl Al man o) a5 o -

94 Jalai¥) Al Caanil) 8 @b jlga G e A jad) Al ladin) dlaelu 4als 6l (g -
Sale IS Ay laiV1 ARN) alad 8 4y jall ALl aladiiul (e o jlai dga g /lil o sala -

fledde cliaa Al 33l 53 e 58 5all o8 (e alall clelikil gala -

200



Appendix 3: The Principal’s Information and Consent Letter
UNIVERSITY OF THE WESTERN CAPE

Private Bag X17 Bellville 7535 South Africa

R Y~ &
Tel +2721 9592368 Fax +2721 9591251

UNIVERSITY of the
WESTERN CAPE

DEPARTMENT OF FOREIGN LANGUAGES

Information and Consent Letter

The Principal

South African School of English

Dear Sir

Re: Request for permission to conduct research at SASE

| am a Full-time PhD student in the Department of Foreign Languages at the University of
Western Cape. To fulfill the requirements of the degree, 1 am undertaking research into the
effectiveness of using Arabic, the L1, in improving English L2 speaking skills. This research
study will take place over the period of 6 months. Therefore, | believe that your school would
be a suitable place to conduct my study. I would also ask for your permissionto use the
coursebooks the school is working with to be integrated with some other activities including

the use of students’ first language to fit the purpose of the study.

Data for this six-month qualitative action research project will be collected through pre-and
post-intervention tests, classroom observation, audio-visual recordings, questionnaires, and

interviews. Research participants will be asked for their permission for the data collection.

| undertake that my study will cause no harm to the business of your school or any of your
staff or students. None of the participants will be allowed to take part in this intervention if

they are studying at the SASE and will drop their courses just to join the course | am offering.
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The marked placement tests will be kept confidential and will not be returned to the research
participants. There will be no disruption to learning and teaching because | will be researching

my own teaching.

| would be very grateful if you could allow me to conduct this research at your language

centre.

If you require any information about this study or any other questions regarding your rights as

the place where the study will be conducted, please do not hesitate to ask.

| have read the above information regarding this research study on the effectiveness of using
Arabic, the L1, in improving English L2 speaking skills, and consent to allow Intisar Etbaigha

to conduct her study at SASE and to use the coursebooks SASE is using.

(Printed Name)

(Signature)

(Date)

Yours sincerely
Intisar Etbaigha
0614736031

ietbaigha@agmail.com
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Appendix 4: Research Participants’ Information and Consent Letter
UNIVERSITY OF THE WESTERN CAPE

Private Bag X17 Bellville 7535 South Africa

43 N =
Tel +2721 9592368 Fax +2721 9591251

UNIVERSITY of the
WESTERN CAPE

DEPARTMENT OF FOREIGN LANGUAGES

Research Participants Information and Consent Letter

My name is Intisar Etbaigha. | am a Full-time PhD student in the Department of Foreign
Languages at the University of Western Cape. To fulfill the requirements of the degree, | am
undertaking research into the effectiveness of using Arabic, the L1, in improving English L2
speaking skills. Therefore, | would like to invite you to take part in my research intervention
which will be conducted at English Language School Cape Town for 6 months; from 12
January 2015 till 30 June 2015. I intend, with the permission of the school, to use the
coursebooks the English Language School is working with and will integrate some other

activities including the use of students' first language to fit the purpose of the study.

During this time, I will teach you 3 times a week and each class will last for 90 minutes. With
your permission, | will video-record every class and audio-record the focus group interview |
will hold with you at the end of the intervention. Myself, my supervisors and you as research
participants are the only people who will watch the video recordings of the lessons. You will
also be asked to kindly complete a questionnaire to consider your attitudes towards the using

of your first language in L2 learning.

Participation in this intervention is completely voluntarily and you have the right to withdraw
from or to stop being a part of the study at any time. You will not be obliged to answer any
questions you do not want to. Your confidentiality will be guaranteed and your identity will

not be disclosed.

If you require any information about this study or you have any other questions regarding

your rights as a participant, please do not hesitate to ask.
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Your participation in this study would be highly appreciated.

| have read the above information regarding this research study on the effectiveness of using

Arabic, the L1, in improving English L2 speaking skills, and consent to:

- Participate in this study. (Yes -No)
- have Lessons video-recorded (Yes -No)
- being interviewed (Yes -No)
- Interviews being voice-recorded (Yes -No)

(Printed Name)

(Signature)

(Date)

Yours sincerely
Intisar Etbaigha
0614736031

ietbaigha@gmail.com
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Appendix 5: Focus Group Confidentiality Form

UNIVERSITY OF THE WESTERN CAPE

Private Bag X17 Bellville 7535 South Africa

~ N 2
Q&
Tel +2721 9592368 Fax +2721 9591251

UNIVERSITY of the
WESTERN CAPE

DEPARTMENT OF FOREIGN LANGUAGES

Focus Group Confidentiality Form
Using First Language to Improve Arabic-speaking
Students’ Speaking Skills in English as a Second Language

The study, the aims and how it will be conducted were explained to me in a language |
understand. All my questions about the study were clearly answered. Therefore, | fully
understand my role in this study and I willingly volunteer to participate in this intervention. |
am encouraged to participate because I trust that my identity will not be disclosed to anyone
and that | can withdraw from this -intervention at any time without being judged or
disadvantaged. | also understand that the confidentiality is partially maintained by the

research participants.

| hereby undertake to maintain the confidentiality of the discussions in the focus group by not

disclosing the identity of other participants or their contributions to anyone outside the focus
group.

Participant’s name: ...........cooiiiiiiii e
Participant’s signature: ...........cc.ooiiiiiiiiiiiiiie

DAt o
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Appendix 6: Lesson Plan

Focus: listening and speaking

Integrated skills: reading and grammar

Objective: students will

- Practice listening and speaking skills with classmates

Learn how to be good listeners and listen attentively for specific information

Learn how to be good speakers and express their feelings and share their experiences

Use their previous knowledge to generate dialogues and participate in discussions

Procedure Task Teaching and Time | Resources
learning strategy
Prior to the lesson| | write the content of the lesson on the board 5min | board
markers
Introduction Welcome and greet/ Inform students with the content of the 5 min
lesson and what are we going to do.
Activity 1 How to express emotions and feelings Reinforcement 30 min| Board
Provide students with a list of words and phrases used to markers
through practice
express emotions and feelings, explain them in English handouts
(Arabic can be used when explaining the meaning in English | @nd drilling course-
does not help), give examples, listen to authentic material book
using the theme of emotions and feelings (British council tape-
website, Real listening and speaking course book) recorder
Ask students to come up with their own examples
ensure understanding
Activity 2 Prior to the activity, | tell students that they are going to | Contextual learning 40 min| recording
listen to a conversation between three friends and the theme is _ )
relationship. by drawing on script
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(Family Matters)

Pre listening task: students do the vocabulary activity (match
words to their definitions) before they listen. Then they listen
to the episode and do the vocabulary activity again to check
their understanding.

Listening exercise: students need to answer comprehension
questions (answer the questions/ true or false). They can listen
to the episode again if they cannot remember. After they finish
their answers, we review the answers together.

Finally, practise some grammar that we dealt with in our
previous lessons (-ed/ -ing adjective forms).

Post listening task: students will be given the recording
script, they need to read and practice the conversation, prepare
in pairs a similar one for the next lesson. (roles can be played
either in English or in both English and Arabic by including
the role of an interpreter)

NP: prepare the classroom settings to look like a natural
environment since this can motivate students and help them
contextualize the activity and access their existing knowledge
which in turn can motivate the flow of ideas and more
speaking.

students’ previous

knowledge

Brainstorming

Reinforcement

through practice

and role play

tape-
recorder
board
markers

worksheet

Activity 3

At the end of the class, students listen to a short moral story
(grandfather & grandson). They will be given a list of the new
words with their meanings in both English and Arabic. The
recording will be emailed to them. Their task is to listen to the
recording at home several times, try to understand the moral
value in the story and then discuss it and share their opinions
and own experiences with the teacher and their classmates in

our following lesson. (Theme: do as you like to be done)

Contextual learning
by drawing on
students’ previous

knowledge

Reinforcement

through discussion

10 min

Laptop,
projector
internet

handouts

Wrap up:

Reminder of the next lesson prep

Thanks and closure

5 min
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Appendix 7: Transcript of Shadi’s Interview
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Appendix 8: Transcript of Ahmed’s Interview
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Appendix 9: Transcript of Hadeel’s Interview
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Appendix 10: Transcript of Fatima’s Interview
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Appendix 11: Transcript of Eman’s Interview
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Appendix 12: Transcript of Tahani’s Interview
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Appendix 13: Transcript of Samer’s Interview
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Appendix 15: Transcript of Nabeel’s Interview
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Appendix 16: Hadeel’s Language Biography

s A ) 5 Alae Y15 Ai¥) oy Al Angll) aaailly | Ay pall Al (IS5 AL gilal) tia el Ainna (e Jpaa U
Ayl )l Ll S Joal il Al g Y Ayl 3 JSLEa ) (s (5 ol 5 A sl iS5 Eipdey (s ylaal) (gaal
A2l Gaanll g aaladl i s Sl b Leelow cavie) i)

B SN Y g Adaseall e 81 Al ja (g g oS8 Al i ja S5 Apalae Y Als jall Al ae Ay aladW) ARl Cas o
el JLSILY (g A Abae )l 4,000 salgdl) e Joan gy ofl8Y) i 8l & gra Cigal
Gt (e 5 (il Al (o S e e um i 535 58 JelS L)) 8 (Sl i jlacal La el
1Y) Clagll G e a1 e s AT R pall Jall Gmas (e dulls Lia) lllia (1S5 i jad) 3 habial

AR5 350 53 g S AL e B 5 AN Ciliadid acill ol

)5 mn (pdl) bl 5 dalhall e Jiled) aaall S 3 Y )5 A Salai¥) ARl 5 yualae J g Ayl e ilSEe Sl
OF S ab )y Ay Al Ala ) dey (B8 S ailal (5 ) siia O 5 Sl 13 ) Yl Lgs 3 Casnn) 3 pualadll
Jasd i) il Jaadl) 8 Allal) (e HaSI) gl J gy alls laad S 5 48 Lay by o] ualaall ) W1 J 58 Wl cagd pae

cn i Le agdl () il g e Ll

&_\SJLASéhﬁkwjég;w&\sebéscwh%w\@m&’d‘ﬁﬁ@\;L@-’L\‘M\&Jm&)@\
i el i) AL agds Y Ll i o Ll o ol yuialacall Y (5 pg L i) o1 30 5 ol il i loac ]
Bl ) Gl ) 3 3851 8 58l ey 3 3 pialall Aol i ile il 335 Gy I3 ) oasil] oan g mgits o

GalS ale Baal Al jall e 8 g (g ) B (A Cuiae A YT e sa )b el clBaa¥) A las (e a8 )L

Dmalall A jo JaS) Gl ia y3all (e 4l (35 ) i Ga paall (A0 ) IS 5 e laall 2a) 8 el aladl Gl JOIA
AN el lall di el 4 jaladl Aad G GaAVL saaal 28] Gile 68 G Ayl ARl o)
Lacluy S5 (palaie Ul dgal agfia aleall IS Cua 4 5aladl dad aaladl 30 Ciailly A0 ) dasaaly Gilee
ol ey o) () g Ul 48] s Leagd b g Algus 38 play Wile Comaad ) ) 5a¥) ua g o = g
e alall Ll ey g 4 jalaiW) A6l aladl J adly IS 0 45 5ulatV) Al alad Aollea o capat) laa Laa

A eV Gl AT Y e le g Ciaal g dmalad) il o leSil

e Lty 8l o gia A gal Al all Ayl e liaat Jaall (e e plie D6 )5 je daa g ladh dmaladl il jd Cugl)
Yol sl e el Credailg laa Ay e Gaal A5l ARl KL addae (A edall Celyy Sl
Jsl o Aumen) (3 LW (5 83 snil) 13 ale) e st Lo agdl o)) adiind Vs 250 Lo agh () smalainey
Slo il i il ) agmani g Glilaal g il 4 ikl 3 caall s aeal) o) Y1 A 5ulaiY) dall 5 junlaa
Uy o diall agii o aaindly dphll JBe ok Leay all adinall go Giladl) a5 Cigall aaic
it Ll el 5 e Aaly Ganadilll L) Y dillie 5 ke 30 8 JMA e Leaeds o daldll ioaldl)
JeSY e ig5ke 0l 5 Aaslad) 3 5Dy (e Laansl i€l laad) (i Y1 Jiad Canl g 4 lons i) 5 4)le

Glala

271



I "@@L@éb&mgq‘a}@'@a.'\L’dz”;hﬁ\ ejﬁcht:\,\:\m Ll saal ol e sl o £ L)
Laa 38l ] (g o) sia WU Led Cossaal Y Gaglaill o jlad Jaadl (e CilS 53 5 sally ) | 4 50lasY) iad
Olie 45 3la VIS (o AS daly ulS gl g (Ja s e puadll g

272



Appendix 17: Translation of Hadeel’s Language Biography

| am Hadeel from the city of Tawirgha. | have spoken Arabic, specifically the Libyan dialect,
since childhood. I studied primary and high school at one of the schools in my home town. |
was an excellent student and | had no learning-related problems because the medium of
instruction at the school was Arabic — the language | used to hear all the time when watching

TV and when going to the mosque.

| started studying English when | was in preparatory school, but it was merely a study of
English grammar and I cannot remember that | faced any difficulties that time. After | got my
matric | moved to another city to pursue my university studies where | stayed in student
residence for the duration of my studies. | met many students from different cities and also
from other Arab nationalities who all came for the same purpose. Despite our different

dialects, | had good relationships with those students.

My problem started with the first English lecture and I still remember the huge number of
students who attended that lecture. On that day | felt overwhelmed and | had the feeling that |

don’t belong to that place and that my educational journey should have ended at matric.

Even though I told the lecturer I did not understand what he was saying in English, he did not
pay attention to what | said. His ignorance was a message from which I understood that I was
not the only student in the class and that it was my responsibility to understand the lesson and
not his. | was patiently waiting for the lecture to finish; the lecture that stole one whole year
from my life and my ambition. | controlled my nerve till the end of the lesson in which I did
not understand anything because the teacher ignored the fact that at that time | did not
understand English and he did not understand how | felt. Because of my disappointment, |
left the class and soon after that I quit my studies. Regardless of my friends’ attempts to

convince me to change my mind, I quit my studies for one year.

During that year | worked at one of the schools at which my colleagues told me | should
continue my studies and where the English language wouldn't be an obstacle for me. They
advised me to have some English courses to get ready for the following academic year. |
followed their advice and registered at one of the English language centres at that time. The
English teacher was considerate and was aware that we had just started learning English. He
helped us and used to explain the lessons simply so that we managed to understand. The way

273



he taught us inspired me and allowed me to see the beauty of learning English and that was

the motive that triggered me to learn English.

That year came to the end and | restarted my study. | became somehow not afraid of English.
I successfully finished my university studies. After thirteen years of work | was granted a
scholarship to pursue my tertiary studies in South Africa. | came to South Africa with my
family and that was the beginning of my journey in an English-speaking society. I felt I was
so strange and there were many instances when | felt disappointed. People could not
understand me and | did not understand them. What | felt at that time reminded me of the

frustration and disappointment | had felt in my first English lesson at the university. .

However, the love and support my family and my friends provided helped me take the
decision to conquer my fear and live in this new society. Another factor that reinforced my
relationship with the society was the way my MA supervisor treated me. She understood my
situation and has continuously supported me saying that 1 am brilliant because | study in a
language which is not my language, in one that is completely different from it. These were the
same words | used to hear from my friends who filled me with enthusiasm to finish what | had

started.

During my studies, | heard that one of the Libyan students was intending to offer an English
course. | wanted to join the course because | wanted to improve my English. | joined the
course and it was one of the best educational experiences I've had because | felt included. 1
felt that my language and my culture are the means to express my identity even if this was in

another language, like English, for example.
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Appendix 18: Ahmed’s Language Biography
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Appendix 19: Translation of Ahmed’s Language Biography

My name is Ahmed. Since | was born | have lived in a small city where everyone speaks
Arabic. We had never had any problems communicating with each other because we all speak
and understand the same language. My problems started at preparatory school when | was
supposed to start studying English as a school subject. | did not like English at that time
because | was not used to hearing it. It was strange to me. What made it even worse was my
English teacher. He was so strict and | was afraid of him to the extent that | forced myself to
memorise words without understanding them. He used to punish us if he heard us speaking
Arabic in the class. My suffering lasted only for one year because in the following year
English was banned as a school subject in my country. At the time | was so happy to hear this
that | did not really think about the consequences. It went the same way until | finished my
university studies in 1996, which was easy because there was no English.

During my study, | had good relations with my colleagues. In 1999 | was reading an article in
a newspaper about computers and English. In summary, the article stated that by the year
2000 anyone who cannot speak English and who cannot use a computer (will be seen as)
illiterate. | felt so bad and so disappointed when | was reading the article. That feeling
generated a desire inside me to learn English and also how to use a computer, but
unfortunately it did not last for long because I was not really serious. | did not think about
learning English until 2005 when | was attending Tripoli International Fair, specifically the
North Korean wing. A Korean exhibitor was talking in English to the audience, most of whom
did not understand what he was saying except for a young girl who was able to communicate

with that Korean exhibitor.

Because of that incident (at the Tripoli Fair) | made a definite decision to start learning
English, but I did not get the chance until my wife was granted a scholarship to pursue her
higher studies in 2010. We decided to go to an English-speaking country and South Africa
was our destination. At the beginning it was very difficult for us to live in the new society, to
the point that sometimes we felt quite hopeless. We faced problems in our first months
because it was very difficult for us to communicate with people — either in the street or at
school — because we were not used to hearing English. I felt disappointed when I couldn’t

understand the lessons and the thought of quitting my studies crossed my mind many times.
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It was the support of my family and my friends that helped me continue. | tried to adapt
myself to the new society and things started to improve gradually. I became keener to

communicate with people and to learn about their culture.

| joined some English language courses. The latest was a course given by a Libyan teacher

and that course added a different aspect to English learning
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Appendix 20: English Transliteration of Arabic Letters

This is the ISO version of 1984

Arabic letter

Transliteriation

Arabic letter

Transliteriation

Arabic letter

Transliteriation

\ [?] 3 [2] G [q]
< [b] o [s] . [K]
& [] ¥ U J [1~1]
o [6] o= [sS] ¢ [m]
z [d5~3~j~g] o= [d? ~z?] O [n]
z [h~H] d [t5] ° [h]
¢ [*~X] & [89] 3 [w]
3 [d] d [8~ €] ¢ [J]
> (3] d [6~y]
B [r~1€] » [f]
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