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Abstract

In this paper, a series of ESL classroom observations of a teacher in an Indian primary level government run school
are presented to show instances of concrete uses of translanguaging. The translanguaging practices were based on the
inputs the teacher received from a training programme on using multilingual strategies to teach language and content.
It is observed that the teacher applies translanguaging to clarify concepts using contrastive elaboration, to instruct
students, practice discourse-based management, prepare students for classroom activities, and help them
communicate. She also reflects upon her experience of translanguaging as she reports her plans to use students’ L1
more systematically like drawing lexical and form based comparisons between Telugu, Hindi (L1s) and English (L2).
Instances of translanguaging or fluid ways of communicating using two or three languages by this teacher and her
experiences in using this approach help to validate the construct and to advance academic proficiency in students
from low SES groups who would not otherwise comprehend the lessons if taught in the strict monolingual mode.

Keywords: code-switching, contrastive elaboration, discourse based management, ESL classroom, multilingual
resources, translanguaging

1. Introduction

Primary education in government run Indian schools mostly have students who belong to the low SES strata and are
disadvantaged by lack of monetary, infrastructure and educational resources at home (NSSO, 2014; Meghanathan,
2015; Barooah and Basarwal, 2017). These children have multilingual environment at home and in society. But the
schools they attend either have regional language or English as the medium of instruction (EMI) and offer one or two
other languages as subjects in keeping with the formulation of the 3-language policy for education (Pattanayak,
1981). The implementation of this policy and EMI is not without criticism (Petrovik & Majumdar, 2010; Barooah &
Basarwal, 2017) because the system gives undue prominence to teaching of English either as a subject or as the Mol
with the assumption that an early start would ensure better learning of the target language (Meghanathan, 2011). In
addition to this, there is a lot of parental pressure and government moves to convert regional Mol schools to English
Mol without preparing teachers or revising the pedagogical materials to suit learner needs (Coleman 2017;
Brinkmann 2015). Most importantly the lack of overlap between children’s home language and Mol poses an
impediment in the path of language development and education because English is not a language that is available to
the low SES students outside of class (Mukherjee & Vasantha, 2002). Consequently, this leads to low learning
outcomes and this has been widely reported in large-scale school surveys in the country (Pratham, 2017; Erling et al.,
2016).

In Indian schools that practice EMI, teachers and students are multilingual, but the teachers are neither trained nor
encouraged to use multilingual repertoire of the students in a systematic and planned manner by way of transferring
linguistic cognitive aspects of a language students know well (L1) to a second or a newly developing language
(English) (Cummins, 2007). In many cases even if teachers try to utilize students’ L1s, it is mostly at the lexical level
or a mere word-to-word translation to help them get on with content but hardly ever engage in the meaning making
process or multilingual communication. The fact that classroom research on the use of multilingual resources to learn
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the target language and academic concepts have been found to be very useful for imparting school education in the
Indian multilingual context (Durairajan, 2017; Anderson & Lightfoot, 2018; Canagarajah, 2013; Garcia and Wei,
2014; Tsimpli, 2019) gets a mention in the national language policies (NEP 2019); but the intent to implement the
strategies are largely overlooked by other stakeholders of learning such as curriculum developers and administrators
for in-service teacher training programmes in India. Therefore, this paper in a novel approach documents the benefits
of systematically using multilingual resources in Indian primary education, even though the state policy expects EMI
to be practiced in a monolingual manner. The possibility of using multilingual resources to develop knowledge of the
language of instruction and understanding of content knowledge through that new language was made possible due
to a longitudinal project ‘MultiLiLa’ described below.

1.1 The Multilila Project

The MultiLiLa research project is UK ESRC funded four year long project initiated by the University of Cambridge
in collaboration with Indian and UK partners to study the learning outcomes of bi/multilingual grade four and five
students from low SES background and studying under challenging contexts across three sites — Delhi, Hyderabad
and Patna. The learning outcomes have been studied with respect to literacy, language, cognitive abilities and
mathematics in regional Mol and English to understand if children who have an overlap between their home
language and Mol enjoy an advantage over the ones who do not. Key findings of this project as learning outcomes is
that children who are bilinguals at home and have an Mol overlap with home language, experience age appropriate
general intelligence scores as measured on raven progressive matrices (Tsimpli et al., 2020) and show oral narrative
abilities higher than literacy scores when measured in Mol (Mukhopadhyay et al., in press).

In the project, educational factors impacting children’s learning was measured through
(1) classroom observations of English and mathematics lessons and
(il) questionnaires to collect teacher opinion on use of EMI.

These explorations were done to better understand how do teachers transact knowledge in class with a multilingual
group of students who aspire to learn English. Classroom observation analysis across the sites showed that language
mixing happened within a range of 43% to 60% in both English and content classes, with more mixing instances
being observed during the mathematics lessons (Lightfoot et al. submitted). Though teachers were observed to use
quite a few pedagogical practices ranging from read aloud to solving problems and having discussion with students,
the extent to which they were mixing the languages for structured planned pedagogic inputs to scaffold learning in
the target language was not too clear.

Based on the findings of classroom observations from MultiLiLa, a 6-month training became the second part of the
project where in-service teacher awareness was raised through a series of demonstration that focused on the uses of
translanguaging and its possible benefits. In this paper, the experiences and use of multilingual resources as practiced
by one teacher who participated in the training will be reported. Her instances of use of translanguaging will (a)
validate the construct and (b) help to understand how this approach can be used for pedagogic inputs in a principled
and concrete manner.

1.2 Translanguaging

Translanguaging or ‘trawsieithu’ as one instance of a structured multilingual pedagogic practice emerged as an
approach to bilingual education where students in bilingual Welsh/English classrooms were encouraged to alternate
languages to communicate in oral and written forms (Williams, 1994, as cited in Garcia & Lin, 2016: p1). Since then
this pedagogical practice has been theoretically acknowledged and researched upon. There are multiple references of
the positive impact of such research in several multilingual contexts as examined in the works of Canagarajah (2011),
Garcia (2009, 2011), Garcia & Lin (2016), Garcia & Wei (2014), Wei (2011), Hornberger & Link (2012), and Lewis,
Jones & Baker (2012, 2013) to name a few. However, use of translanguaging for pedagogic purposes has also met
with resistance from practitioners of direct and monolingual methods of teaching languages as they have felt that this
fluid interaction using two or more languages would make the target language learning process ‘laborious’ and
‘contaminated’. Interestingly the usefulness of this method and its pedagogical validity in multilingual contexts and
in linguistic minority student communities has far outweighed its limitations and criticisms over the last four decades
(Coleman, 2017; Tsimpli et al., 2020).

Furthermore, the definition of the term translanguaging has not been without problems, as other competing terms
already exist like translation, code switching and code mixing. The distinctiveness and validity of translanguaging as
an educational practice has been well brought out by Garcia & Lin (2016: p.2):
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...translanguaging is linked to the study of code switching in education in that it also disrupts the
traditional isolation of languages in language teaching and learning. Throughout the world, code
switching, understood as the going back and forth from one language to another, has been used by
teachers to scaffold the teaching of additional languages. Although this practice has not been
generally legitimized in language-teaching scholarship, teachers engage in code switching on a
day-to-day basis.

Interestingly, before the western school space started using of this term ‘translanguaging’, the use of multiple
languages to foster communication remained a natural choice in multilinguals across the world, and most certainly in
India. Some researchers in India have documented instances and success of using this practice in the recent years
(Anderson, 2018, Anderson and Lightfoot, 2018, Chimirala, 2017, Durairajan, 2017, Manocha & Panda, 2017). Yet a
lot of it yet remains to be represented based on Indian classroom practices. To use this fluid medium of
communication as an alternative to the strict monolingual and direct method of instruction in schools, the primary
place of contact for young students, is by no means easy. Moreover it will not gain acceptance as a natural classroom
phenomena unless the language policy of the nation-state by understanding its importance accept and implement it.
Therefore this paper strongly argues for the need of this practice in primary level education as a way of extending
what children experience at home to their classrooms so that learning happens in a mediated and comprehensible
manner.

In this paper, the construct of translanguaging will be seen as all instances of code-switching and translation as
systematic, conscious and planned ways of communication in the classroom for purposes of learning concepts as
well as the target language, and for teacher-student negotiation for meaning and communication. This
multidimensional construct of translanguaging would thus be open to accommodating the needs of both content and
language teachers in the EMI context.

2. The Study

This section will refer to the methodological aspects of the study like type of research, research questions,
participants’ profile, and data collection tools, phases and method.

2.1 Type of Research

This is an exploratory study about a teacher and her translanguaging practices through L1s and English for a variety
of linguistic purposes such as concept clarification and practicing lexis and fluency activities. Her classroom lessons
will show her integration of the translingual practices post her experiences at the training workshop of MultiLiLa.
After each lesson, she has expresseed her views through semi-structured interviews. So the study revolves around an
in-depth exploration of this teacher’s understanding of the translanguaging approach and its application in class in a
systematic and planned manner and also captures her thoughts on the usefulness of this approach and why it works
for her students.

Many studies conducted in India mention the use of translanguaging. There are two papers on meta analysis of
translanguaging practices and teacher attitudes in Indian classrooms across different SES groups by Anderson &
Lightfoot 2018 and Anderson 2018. But an in-depth qualitative analysis of classroom sessions and teacher voices has
not been attempted before to show what can constitute concrete steps to practice this approach in class, especially for
beginners level learners who are young and come from disadvantaged backgrounds owing to their parents’ low
income and education level coupled with lack of literacy practices at home. So in this paper makes a unique attempt
to document the uses of translanguaging and teacher opinion on its usefulness.

2.2 Research Questions

This paper attempts to answer two research questions:
1. What are the purposes of using translanguaging in the ESL classroom?
2. What is the teacher role in use of translanguaging?

2.3 Participant Profile

The teacher Anita(Note 1) who participated in this study had been working in a government-run low cost primary
school in urban Hyderabad, capital city of Telangana a state in the south of India. She appeared to be well prepared
for her classes and participated in the workshop with enthusiasm and engagement. Her spoken and written fluency
was balanced in Telugu and English and she could also speak in Hindi (a second official language of India) and use
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Lambadi (a tribal language of migrant workers) for social communication with her students. Her knowledge of
language teaching methodologies were up-to-date and she was aware of the benefits of using task based approach in
ESL teaching.

The class where Anita’s lessons were observed comprised of 39 ESL learners (25 female; 14 male) aged between 7
and 11 years(Note 2), enrolled in grade four and with three to four years of exposure to English as a subject and a
few months of exposure to the language as Mol. At the time of the study, when Anita’s school had just transitioned
to the EMI setup, she had the opportunity to attend the training and learn how to better implement the
translanguaging approach as she mentions in one of the interviews interview reported in section 3.2 below.

2.4 Data Collection Tools
The data was collected using the following tools:
(i)  Classroom observation template and notes

As a part of the MultiLila project to observe the classroom environment, a tool was designed using scales with
indicators (see Tsimpli et al 2019 for details). The same tool was used for this paper. The scales document a wide
array of practices and multilingual approaches used in the classroom at the time of the observation. The tool consists
of five sections: 1. Teaching environment; 2. Observation of teacher activity and child response; 3. Teaching content
and strategies; 4. Teaching practice and 5. Record of good practices. Languages used by teacher and students could
be recorded for every five-minute interval of each 30-minute lesson. In addition to this, qualitative notes
documenting classroom interactions and focus and design of language activities, were also maintained.

(ii)  Teacher semi-structured interviews

After the training programme and at end of each lesson a semi structured interview was conducted over phone.
Open-ended questions were used to document teacher awareness, her plans to integrate translanguaging practices and
the kind of feedback she required to organize her future lessons (for details refer to Mathew et al. submitted).

2.5 Background of the Study and Procedure

In the back drop of examining educational variables in learning outcomes of school skills in low SES group Indian
children in the MultiLiLa project, classroom practices showed that teachers alternated between languages for
pedagogic purposes; but principled and planned use of this approach was not to be found. So in the second phase of
the project a teacher training programme on uses of multilingual resources in a principled manner was conducted. 22
primary school level teachers who expressed interest participated in it. The training was conducted as part of an
impact study of the MultiLiLa project and in collaboration with the University of Cambridge, EFL-U and British
Council, India division (for details refer Mathew et al. submitted). From the group, five teachers agreed to prepare
lessons incorporating uses of translanguaging in English and content classrooms. Anita was one of these five
teachers who was observed for a series of three ESL lessons. In these lessons she planned, used, and most
importantly reflected upon her practice of translanguaging. The observations were interspersed with Anita’s regular
classes and in all she was observed for four months post the training.

This study is going to be reported in two parts — one, demonstration of use of teacher-directed translanguaging as
found from the three ESL lessons; and two, analysis of semi-structured interviews conducted soon after the training,
and following each of her lessons.

2.6 Method of Data Analysis

Classroom observations were collected based on quantifying frequency of occurrences of language mixing and
translanguaging in the teacher and the students. This was coded in the questionnaire template and later converted to
percentage of frequency for analysis.

In addition to this, classroom interactions and teacher’s responses on the interviews were transcribed as
utterances(Note 3) and checked for inter rater coding at a significant correlation level of r=0.87, p<0.05.

In order to analyze the transcribed data for instances of translanguaging during the classroom sessions the following
parameters were used:

v to highlight instances of translanguaging and the corresponding purposes it is used for;
v’ to present teacher-student interactions and the various functions they are used for;
v’ to focus on the language teaching methodology and aids used

The qualitative model of analysis adapted was a combination of the following:
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= classroom instances of translanguaging as using simultaneous features of two languages for (i) contrastive
elaboration; (ii) practice of two languages simultaneously in reading or writing or both; (iii) discourse based
management; and for (iv) self identity with languages (Garcia 2015, 2016; Makalela 2015);

= negotiation of meaning between interlocutors (teacher and students) in the form of comprehension checks,
clarification requests and confirmation checks (Ortega 2009: pp. 61-71)

The above features were analyzed based on the classroom notes and teacher interview transcripts.

3. Findings
In this section the findings of the exploratory study are presented to answer the two research questions.
3.1 Frequency of Translanguaging in ESL Classroom

In all the 3 lessons observed, the use of languages were in the following proportion for the teacher and the students
are as reported in Figures 1 and 2:

m English B PEnglish

g ZTelugu

H PATelugu

u Ii')%lnréuage [ | Ell..a.nguage
mixing

[ | l%%uahge m No
s language
spoken

Figure 1. Teacher’s Use of Languages Figure 2. Students’ Use of Languages

The instances of mixing Telugu, Hindi and English were found to be quite fluent in case of the teacher as she used a
friendly conversational tone to support the students in practicing English interspersed with their home languages. For
instance Telugu and Hindi were used predominantly for scaffolding learning with specific target vocabulary in
English. Though the teacher opined that she would be satisfied to use more English in class but she is aware that her
students would need scaffolding through their home languages and for this reason she is open to using multilingual
resources.

The learners were found to use English with support of other home languages as Telugu, Hindi and Lambadi, though
there are parts of the lesson where they used no language. This was because these parts had teacher explanations,
which did not necessitate any conversation.

3.2 Translanguaging to Learn Specific Language Aspects

In this section through a few instances of the language activities that the teacher engages with, we look at
teacher-student interactions as instances of translanguaging for pedagogical purposes.

In the first lesson, Anita began her class by asking the students in a mix of Telugu and English to open the English
textbook, unit 7, titled ‘I was bad at cricket’. Referring to a picture in the textbook she enquired the following:
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3.2.1 Interaction for Meaning Negotiation

T: Can you see a picture? What are some of the words you can use to describe the pictures?

SS: happy, Cricket, play, cheerful ...

T: ...She asks for a few synonyms of the words — /happy = anandam, santosham/

T: Okay from the picture we will now practice some action words. Who will help us do this activity?” (mix of
Telugu and English)

SS: They look at each other, and one girl named Srika volunteers to do the activity by raising her hand.

T: Is it okay that Srika will guide you? (in English)

While giving instructions the teacher kept using related words and phrases from Telugu to help the students connect
to vocabulary to be used for this lesson. With a series of comprehension and confirmation checks she helped the
children notice lexical synonyms across Telugu and English.

3.2.2 Activity for Vocabulary

Later she brought out mini cut outs of people playing football, tennis, boxing and asked the students “to observe the
difference” and give the names of the different sporting persons.

a. Cut out of a cricket player

T: Letus now look at the picture in my hand. Which game is played? (shows pic of a batsman)
SS:  Cricket.

T: How do you know that?

SS: The bat.

T:  Now I will show you some more pictures of games. You tell me which sports or action you can see.

b. Cut out of a football player:

T: What is this picture?

SS: Football

T: How could you say that? By jumping/skipping/standing?
SS: By looking at the feet.

c. Cut out of a boxer:

T: Name of the player?

SS: Sania Mirza?

T: Is this Sania Mirza? Where have you seen her? In India?
SS: In posters.

T: Okay, seen her in posters. She is Mary Kom.

Anita used Telugu as and when required along with English as the primary language of instruction; the mini
conversations given above were in English. Her use of translangauging at this stage was still mainly to better
communicate with the students and to help them notice a few words/phrases.

3.2.3 Activity for Grammar Through Reading

In the same lesson after brainstorming with the students about naming (common nouns) and action (verbs of motion)
words, Anita asked them to get into smaller groups of five or six, read a short text and underline the action words.

For this activity she gave 10-15 minutes and then from each group one student was invited to write their list on the
board. This instruction Anita presented in a bilingual manner so that the students knew what the teacher expected
them to do in the next 15 minutes of the lesson.

The class, divided into five groups, came up with responses as presented in Table 1:
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Table 1. Listing Actions Words

Group1l Group2 Group3 Group 4 Group 5
missed dropped  seemed watched looked
playing tried asked

*evening slowly *grooned (=groaned)

Here are a few observations about the responses:

Many of the students had generalized the past tense marker /ed/ and /ing/ to identify action words form the text.
Although this analysis helped them pick action words well, but there were a few overgeneralization errors as follows:

(i) the verb ‘seemed’ is a mental category verb and not an action word;

(i) one student identified the present progressive marker /ing/ to identify action words and has listed ‘evening’ as
an action word. This is an overgeneralization error where students are found to use the strategy of tense
morphemes (e.g. /ing/) to identify action words — so using a grammatical category for vocabulary recognition.
The teacher gave feedback that this is an exception and ‘evening’ is a noun. So along with knowledge of
morphological markers, students need a morpheme level analysis to identify which are root words (e.g., evening)
and which are morphologically inflected words (e.g., miss = missed, missing). Thus, mere presence of a
marker may not be sufficient to categorize words into action words.

Another interesting point noted is that one child had also put down a word like ‘slowly’ which is a manner of action
word or an adverb, but rightly within the category of action words. So this indicated that the students were going
beyond what the teacher expected them to do, identify action words or verbs; they were also associating other words
that represent ‘action’ with help of adverbs. This is an instance of learning: here students show an ability to extend
their learning to related concepts and willingness to explore a wider set of vocabulary.

Anita gave feedback on the board work activity by saying that there is something called ‘language consciousness’ or
the brain hints if a word does not exist in the language. She said this with reference to the spelling of the word
‘groaned’ misspelt by a student as ‘grooned’. She also summarized that two parts of speech can be considered in

form-based explanation was interspersed with Telugu and Hindi along with English.

In a second lesson Anita attempted to bring in translanguaging practices by using English interspersed with Telugu
and Hindi in her interactions with students to make them practice social function like explaining daily routine.

3.2.4 Activity for Oral Communication

A teacher-student pair activity was conducted to help students practice oral fluency in English interspersed with
Telugu and Hindi.

T: What work did you do at home ? Ghar pe kyakaamkiya?Cheppu..Intloemi chesavu, tell me. [tell
me...in-home what you do-past](note 4)

Sl1: Nenu Amma ki vessels clean cheydam 1o help chesanu. [1 to-mother vessels clean to do in help do-past]
Do you do it every day? Yes? When you do every day then say - help
chestava” [help do] ante “T help Amma”. If you did only yesterday then say “help  chesanu”
(ante helped) [help do-past = helped]

S2: Nenu ground la ball aadenu. I played ball. [I in ground ball play-past.] (la=in; Telangana colloquial use
instead of ‘lo’ that is standard variety]

S3: Nenu cook chestha. Cook karne ko help kiya. [T: 1 cook do] [H: Cook do-inf for help do-past]

S4: Main® swimming ku gaya... Tairneku [Dakkhini: I swimming to go-past]

Anita seems to be aware of the use of multilingual practices where she allows students to use their stronger language
to demonstrate the use of activities (as action verb phrases) in daily life in L2 (English) and yet use Telugu or Hindi
to converse. The teacher-student interaction can be seen as an instance of breaking away from the usual
initiation-response-evaluation pattern to one where students are initiating moves. Further there is a natural mix of
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Telugu/Hindi and English that makes learning more meaningful and teacher acknowledges the languages
multilingual students bring to the classroom.

3.2.5 Activity for Semantic Classification

In the third and last lesson, Anita focused on classifying words into broader sematic categories. To check their
understanding of the meaning and to provide them with definitions for English words when they were unsure, Anita
used a mix of Telugu, Hindi and English. The word classification activity was done in small groups.

In Figure 3 below a classification of English words into broader semantic categories (e.g., vehicles, familial terms)
with their lexical equivalents in Telugu and Hindi was prepared by the students as a group activity. This was then put
up as a wall journal for everybody to learn from each other’s inputs.

Figure 3. Semantic Classification & Translanguaging

Some of the students in this class seemed to struggle with producing single words, while others had some confidence
in producing longer sentences. But this kind of active scaffold is likely to draw students’ attention towards minute
linguistic features which otherwise would have gone unnoticed and learning opportunities would have been missed
(Shephard-Carey 2019).

3.3 Teacher Opinion and Engagement on Translanguaging

In a series of semi structured interviews, Anita’s engagement with the method of translanguaging and its application
in class were studied. Her responses were an indication of her experience and attitude in adapting this method for her
students.

3.3.1 Awareness about Student Needs

The first set of responses was obtained soon after the training when Anita was in the process of planning her first
lesson to be observed. At this stage she expressed her awareness about her students’ multilingual backgrounds and
the need to use translanguaging:

Extract 1

Here we have children from different backgrounds. They speak different languages. Majorly they
are from Telugu-speaking background but still we have a tribal community called Lambadi where
they speak the Lambadi language. A few are from the Muslim community. They speak Urdu at
home. So here we do interact with them in Hindi. Then we have very few Kannada people because
they migrated from nearby Karnataka [...] but I don’t know Kannada and other teachers also don’t
know Kannada, but majorly Hindi, we take the help of Hindi. That’s how we use all three different
languages.
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Anita described the linguistic diversity present in her school and that Hindi is used as a link language for
those students who do not use Telugu or English at home.

When enquired what did she benefit from attending the workshop, she replied:
Extract 2

My main takeaways from the workshop are the use of terminology regarding the ML which I am
already into practice but was unaware of the terms. Now I can easily include that terminology in
my lesson plans.

After the training, Anita got a few weeks to plan and strategize the use of translanguaging in her classes. Extract 2 is
an example of her planning mechanism when she was interviewed to know if she had integrated the inputs from the
training into her classroom practices.

Extract 3

Yes, when I prepared my lesson plans I made a mental note of where I am going to use Telugu and
Hindi, which earlier to the workshop I never did. It used to be a spontaneous input. I feel that
planning the multilingual inputs gives a better opportunity to anticipate the problems students
might face in understanding the concepts to be taught and their learning needs.

Anita’s responses again reiterates the fact that she has awareness and tries to better accommodate student needs and
help them learn through the translanguaging approach.

3.3.2 Teacher Engagement with Translanguaging

After her first lesson was over, Anita expressed that thinking about the concept of translanguaging, which she had
received training two weeks prior to the observation, made her use Telugu in the English lesson more consciously
and choose which purposes to use it for.

Her main intention was to use the students’ L1 to clarify concepts so that they could better communicate in English:
Extract 4

The training inputs has made me realise how should we pre plan or how should we have a strategy
before we go for class, how can we implement L1 use as a part of our lesson plan.”

Anita was able to reflect on the usefulness of planning to use translanguaging in class systematically and her
perception of student benefits seemed to be aligned to her lesson goals:

Extract 5

“...assigning the specific time for the use of other languages was planned meticulously. I feel that
learners were more comfortable with that. I always used Telugu and Hindi in my classes but by the
planning to use it I have achieved more responses from the student and display of better
understanding by them.”

3.3.3 Teacher Reflection as Professional Development

Anita as a result of the training and the positive classroom observation experience seemed to be more open to trying
out translanguaging in her future lessons. This is an evidence of an attempt at professional development to use
multilingual resources:

Extract 6

As I said already I am already into ML, all the government institutions are like this...How this
helped me is, first its professional enrichment and I am not at all proud to say that our
proactiveness also matters- where I am ready to learn and change or not- that made me come there
and attend the workshop. The interaction with the participants and the various subject experts has
made me realize the importance of L1 use in class. Next week when I actually do this in the class I
should be better able to give you more examples of the challenges I may have doing this — my
students’ interaction in that regard.

After her last lesson Anita was interviewed for one final round where she spoke about her activities and how she has
explored the translanguaging approach and shared it with her colleagues:

Extract 7
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From whatever we learnt in the workshop and the lessons where I was observed, I can now write
better training material for the training that I have been doing for last month. I trained 30 teachers
and then 220 teachers in my Mandal. I still have to learn and experiment with this, I mean
multilanguage inputs. Because it’s basically more about that, with this oral instructions from the
government have only English medium in our schools. The schools were Telugu medium and now
they turned into English medium. The teachers were struggling to use only English in the class, so
mother tongue and common language has to be used. That was what I could share with them from
what I learnt from the training workshop.

In sum, Anita’s comments give us evidence that for the translanguaging practices to be effective and well aligned to
the unit taught and student needs, teachers need to be ‘engaged’ with the concept right from the stage of preparation,
to classroom use, and during post lesson reflections. All these stages can further help in building students’ estimate
of performances over time.

4. Discussion

Throughout the findings section, various instances of use of translanguaging as practiced by the teacher along with
her reflections on the usefulness of the practice are presented.

4.1 RQI1: Purposes of Using Translanguaging: Contrastive Elaboration & Fluency

Anita was well prepared for her lessons and her attempts to teach vocabulary along with grammar and give students
practice with help of a series of activities has worked well with the students. Her lessons were a good example of
using the communicative mode as well as translanguaging to help students focus on concept learning and noticing
lexical and grammatical aspects of English.

Throughout her lessons, Anita used Telugu and Hindi along with English to give instructions to the students and
prepare them to do a series of activities listed in section 3.2. Most of her translanguaging happened to fulfill language
functions of instruction, explanation, and group feedback to ensure that students are able to comprehend her
instructions and carry out the tasks well.

She also used translanguaging to draw students’ attention to lexical equivalents in Telugu, Hindi and English action
words and words under each semantic category. Furthermore, translanguaging helped her compare and contrast
grammatical aspects like change in word forms to convert words from present to past tense and so on.

Some of the common uses of translanguaging were for the following:

(1) for concept clarification and elaboration through contrastive elaboration (activities for vocabulary,
semantic classification and extract 3),

(i1) fluency practices across two languages (Mol and students’ L1) (activities for communication and
semantic classification and extract 3 &5) and

(iii) discourse based management: for ease of communication and spread of the approach amongst
colleagues (interaction for meaning negotiation and extract 7).

4.2 RQ2: Teacher Role: Impact of Awareness and Preparedness

From examples in section 3.2 and 3.3, it can be observed that the translanguaging practices have been teacher
directed. But the teacher has played a crucial role in transforming pedagogy to enable communication and learning
that most students feel comfortable with because they are allowed to code-switch between languages, as they would
have done in a naturalistic context outside class (Garcia & Wei, 2014). The translanguaging practices presented in
this paper were to demonstrate one of the findings from the MultiLiLa project classroom observations that teachers
use multiple languages for meaning transaction and creating opportunities for students to communicate and express
their understanding. While it easy to theorize that there are ‘rules’ and standard practices that are followed with
code-switching or language mixing in day-to-day life which support meaning making (Wei, 2017), but perhaps what
is not made clear to many teachers is what those practices should look like in the classroom to ensure appropriate
scaffolding and optimum learning. Therefore this paper has demonstrated in a novel manner some concrete examples
to plan and adopt the translanguaging approach in primary level classrooms for developing different linguistic
aspects. This approach can be successfully implemented keeping in mind the multilingual repertoire of the teacher
and students. Done in such a constructive spirit, translanguaging practices can truly act as a scaffolding device to
acquire a new language (L2).

Published by Sciedu Press 10 ISSN 2329-7913 E-ISSN 2329-7921



http://ijelt.sciedupress.com International Journal of English Language Teaching Vol. 7, No. 2; 2020

Though Anita attempted to use translanguaging, she used it only at the oral level and not for print purposes. Also
there were no activities planned with two language inputs or outputs. She had rather made a mental plan to use
Telugu inputs with English as a translanguaging practice during her activities. Overall Anita could be seen to use a
few of the multilingual strategies that she received training which might have helped her break away from a teacher
centered class to more learner centered one (Clarke, 2003) and acknowledge students’ linguistic resources from their
Lls.

Anita had participated in the first phase of MultiLiLa and came back for the training programme and subsequently
agreed to be observed and participate in reflection activities. All of this shows high willingness on part of the teacher
to reflect and adopt new strategies. Teacher attitude therefore played a big role in the success of using the
translanguaging approach in her classes. Her awareness that this is a useful approach and therefore actively engage
with it, plan to use it and gain satisfaction as a result of using it with her students is shown through the seven extracts.
In all it shows that when teacher attitude is positive towards this approach it helps her to implement it in class in a
systematic and principled manner.

5. Conclusion

In the forceful words of Garcia on role of translanguaging in education: just as multilingualism helps us makes sense
of the world so also educating bi/multilingual children using translanguaging paves the way for dynamic
bilingualism (2009: pp. 151-153). Likewise this paper has demonstrated how a teacher in a planned manner and with
student needs in mind can use translanguaging to create learning opportunities. But there still remain a few
limitations and some ideas for recommendations for pedagogy and research as discussed below.

5.1 Limitations

This is an exploratory study with one participant teacher’s use of translanguaging practices in her ESL classes and
her views on the usefulness of this approach. While the in-depth qualitative content analysis of classroom
observations and teacher reflections has given us a good understanding of some concrete steps to initiate and explore
this approach, much needs to done in future. The study has not been able to show any growth in students’ language
because this was outside the preview of this paper. This is a significant area of research where translanguaging
practices can be the independent variable and its impact on students’ inter language development and language skills
be treated as dependent variables and their links can be studied. Another aspect that can be further explored is to take
up large scale government run projects which can look at teacher practices and voices in larger numbers by
attempting a frequency analysis based on classroom practices and qualifying it with examples as presented in this
study. Such wide spread concrete practices would help teachers get ideas how to use the approach in a creative and
interesting manner to create conditions for inclusive education and help to validate the usefulness of the construct in
the Indian context.

5.2 Recommendations

Overall, this exploratory study of a teacher’s attempts at planning, and actual use of translanguaging in the English
classroom shows that if conceptualized and planned effectively the practice can be beneficial for students who would
not have comprehended the lessons if the teacher strictly followed the direct monolingual method (Arthur & Martin,
2005; Durairajan, 2017; Canagarajah, 2011a). Therefore, it is important that teachers are able to integrate the steps of
translanguaging into their lesson or action plans (refer to Appendix for an action plan). Teachers should also be able
to reflect on the efficacy of the approach as Anita did in the post lesson interviews. They can create a journal with
logs of their own growth in using this approach. Furthermore, teachers need to document student growth as a result
of using this approach by means of informal formative assessment so that no student misses an opportunity to learn
(Shephard-Carey 2019). Specific skill and form-based activities where translanguaging steps can be incorporated
needs to be designed and shared with other colleagues as Anita attempts by the end of her third lesson (see extract 7)
(Garcia & Hesson, 2015: pp. 232-233). Done systematically, the practice of translanguaging can be a source of
satisfaction and motivation for ESL teachers to perform better. In conclusion translanguaging can support the
learning of content and languages, acknowledge students’ L1 resources and thereby validate it as an effective
pedagogical tool.
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Notes
Note 1. All the names of the teacher and students, used in this report, have been changed to maintain anonymity and
permission to do classroom observation has been sought following the standards of research ethics.

Note 2. The age range of the students is wide unlike students from middle of high SES. This is because some of these
children do not have a birth certificate so their parent quote an age; many others do not get admission on time due to
lack of monetary resources and join school late.

Note 3. The utterances were not further classified as mono clausal, subordinating and coordinating clauses as there
was no fluency analysis of the transcriptions. The utterances were analysed for their meaning and not form, unless
otherwise stated.

Note 4. Glossing of the phrases in Telugu and Hindi is provided in [] brackets.
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®® BRITISH EBEUNIVERSITY Of )
®® COUNCIL CAMBRIDGE

Name: Asha K
Date: 22-4-2019
Action plan

What ideas, activities, and teaching technigues will you try in your lessons in the short / medium /
long term? Write what you will do and when you will do it below. Remember to try out new
teaching ideas in your lessons 3-4 times as each time you try to do it, you will learn something new
and improve the approach f activity.

(This action plan is for 3 weeks i.e from 10" June to 31* June 2019)

What will | do?

When will | do?

Tick when completed

1. | Pair/ Group work activities
are ever since practiced
will be continued as a part
of our methodology
adopted by the State -CCE
( Continuous
Comprehensive
Evaluation)

While teaching-learning
processes as and when
required | shall adopt them

(At the end of each
session/period)

2 Using the mother tongue
and other common
languages. Usually | use
Telugu regularly and Hindi
occasionally.

While explaining the content /
concepts

(At the end of each
session/period)

3 Using handouts for the
activities, more
frequently:

At various stages like-
a) Aswarm up activity
b) During learning and
understanding in the
class
c) Asan assignment

(At the end of each
session/period or the week)

4q Making place for and
generating a multilingual
word wall:

It occurs in three stages, like-
a) Before teachingasa
preparatory
b) While teaching
c) After learning

At every stage of learning ( at
the end of a text book section
or at the end of week )
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