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Abstract

Code switching (CS) between the first language (L1) and the target language (TL) in
the second language classroom has been the focus of recent second language
acquisition research.
This small scale study investigated adult Arabic students’ use of CS in four
university second language classrooms in Western Australia with an aim of
providing a detailed picture of the purpose of this. Arabic students’ attitudes towards
CS were also explored using interviews and questionnaires. It is envisioned to be the
first step in a line of research to investigate this cohort of learners.
Thus, this study combined both qualitative and quantitative research approaches in
an effort to obtain trustworthy and authentic data. The qualitative aspect is reflected
in the recording of CS data within the classroom and also the interviews with
participants. The quantitative component of the study involved the use and analysis
of a questionnaire.
Based on data analysis, it has been found that the use of CS is indeed present in the
second language classroom and that; adult Arabic learners in both beginner and
intermediate classrooms used CS during lessons. The results suggest that regardless
of Arabic students’ proficiency level, CS fulfils three important functions:
pedagogical, communicative and social purposes in the ESL classroom. Overall,
access to the L1 by CS assists learners to develop linguistic competence in the
second language and it benefits their language learning.
Despite the differing attitudes, in general, most Arabic students showed strong
support for CS. They recognize its benefits for their English education due to the
positive impact they believe it has on their language learning. In addition, most
learners agree that CS is a useful strategy that can promote better understanding and
lead to achievement.
Even so, further analysis does suggest that the use of CS and learners’ attitudes
towards it is related to the students’ own linguistic competence. It does seem that
students’ use of CS and the positive attitudes that many of the students held about
iii

CS was strongly influenced by their level of English language competence.
Specifically, they resorted to CS to reach certain language competence and
proficiency in the English language.
The findings of this study have implications for pedagogy and future research. In
terms of pedagogy, this study provides greater insight into the important role of
switching to L1 in the second language classroom. This is crucial for the
development of language polices: There is a need to consider and to develop a
policy based on the usefulness of CS. It is also important for instructors of ESL to
realize that switching between codes can lead to the acquisition of the TL. Teachers
need to be aware of the features of CS, the potential contribution it makes to
language learning and to respond flexibly to students’ attitudes about its use in ESL
classrooms.
Based on the findings of this small scale study, it does appear that there is a need for
further investigation, particularly of Arabic learners CS in the ESL classroom. This
study only investigated the purposes for Arabic learners CS in the ESL classroom
and their attitudes towards it. The effect that CS has on Arabic students and the
factors that impact on this is an area requiring further research. Such studies may
contribute to facilitating the advancement of ESL classroom learning. Given the
influence of age on language learning and as this study only focused on adult Arabic
students, an investigation of younger children and adolescents would be an area
worthy of further investigation. Finally, this study explored CS by Arabic learners in
the ESL classroom; further research should be undertaken with learners from
identifiable linguistic and cultural backgrounds.
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Chapter 1
Introduction
1.1 Overview
This study is an investigation of code switching (CS) in the ESL classroom by
Arabic speaking students. It also explores their attitudes towards it. The study was
undertaken in English language classrooms, part of an ELICOS program at Curtin
University, one of Western Australia’s five universities. The aim of the study is to
explore whether CS can make a positive contribution to L2 learning for these
learners within this context. It is envisioned to be the first step in a line of research to
investigate this cohort of learners.
This introductory chapter includes a description of the background to the study, the
significance of the study, and the purpose of the study. It concludes with an outline
of the general organization of the dissertation.

1.2 Background to the Study
In this background section, the research context and learner context of the current
study are described:
1.2.1 Research Context
In the field of education, CS is a widely observed phenomenon, especially in
communities which have two or more distinct languages. In fact, it is one of the
unavoidable consequences of communication for bilingual speakers. Further, such
movement between languages (i.e., CS) is both a social and a cognitive behaviour
and it is frequently found in the mental activities of bilingual speakers (Auer, 2002,
p.158; Nation, 2003; Myers-Scotton, 1989). Jacobson (1990, p.242) describes this
use of languages as being far from a random behaviour, and instead describes it as a
strategy used by bilinguals under certain circumstances. He suggests that CS among
bilingual individuals follows common patterns and performs communicative
functions.
1

Over the last few decades there has been increasing interest in this issue, particularly
as it pertains to language students and their use of CS to their first language (L1). In
fact, this interest has triggered much pedagogical and theoretical debate. This debate
focuses on whether or not CS is beneficial for second language learning
(Wardhaugh, 2011, p.90-92; Auer, 2002). On the one hand, there is the position
based on Krashen’s hypothesis – (based on the Natural Approach to language
acquisition) that students learn their second language (L2) in much the same way
that they learn their first, and that L2 is best learned through exposure to the target
language (TL) ( Al-Nofaie, 2010). In support of this position, Tang (2002) proposes
that limited time should be spent on CS. In fact, pedagogically there has been a long
held belief in the ‘pure language norm’, that is, that only the TL should be used for
learning and that students should not CS to their L1.
However, there also exists an alternative position in which an underlying value of CS
is supported. Canagarajah (2005), for example, maintains that many scholars are now
moving to the position that CS may constitute a valid medium of communication in
its own right and that it deserves attention in pedagogy research. As such in more
recent years, there has been a shift towards the inclusion of L1 and the specific use
of CS in the language classroom. This approach acknowledges that classrooms are
usually compound bilingual spaces in which CS is inevitable (Cook, 2001; Nation,
2003). As Jorgensen (2005) argues, as long as students have access to different
languages, they are likely to employ them in a particular situation. Further, research
has shown that within the classroom setting students switching to their L1for
particular tasks increases both comprehension and learning of L2 (Cook, 2001; Tang,
2002; Wells, 1998). If CS is viewed from this functional perspective, it is not an
indication of a lack of competence, but actually represents complex bilingual skills
(Nation, 2003; Myers-Scotton, 1989) that can be utilised for pedagogical purposes.
However, the benefit of using CS in second language classrooms will be determined
to a large extent by the nature of the teaching approaches and by the learners
themselves. One particular group of learners, namely Arabic speakers, is the focus
of the current study.
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1.2.2 Learner Context
In most Arab countries, English is taught in schools as a foreign language (EFL). It
is only one school subject among others which means that students only receive a
limited amount of teaching in English (Chaudron, 1988, p. 5). Further, as Arabic is
the L1 of both the teacher and the students, it is very likely that there will be
situations during the lessons where Arabic rather than English is used. In addition, in
such classrooms (i.e., Arabic EFL classrooms), the learner learns the language in an
environment where there may be little natural use of the TL.
In contrast, when Arabic students study abroad they will learn English as a second
language (L2) and consequently, English will serve as both the medium of
instruction and the content of instruction. Generally, the teachers will be native
speakers of English and the students will be residing in a context where English is
readily accessible both in and outside the classroom. This does not necessarily mean
that the L1, Arabic, will not be used: In fact, CS may be just as prevalent in an EFL
as an ESL context. It is the aim of this current research to explore whether or not CS
is used by Arabic speaking students in the ESL context, and if so, what their attitude
to it might be.
The ESL classrooms that served as the site of the current study are called ELICOS
(English Language Intensive Course for Overseas Students) classrooms at Curtin
University of Technology in Western Australia. One of the reasons for the choice of
this study site was the availability of an Arabic student population. Secondly, it also
has a well-developed ESL area specializing in the teaching of English as a second
language at varying levels ranging from beginners to intermediate in the context of
adult education. Therefore, it seemed reasonable and logical to focus the study on
this site.
In these ELICOS classrooms, the learners speak a variety of first languages, whereas
in their own countries all the learners usually speak the same L1. ELICOS courses
are delivered for 20 hours duration each week in modules that consist of five weeks.
Students complete a minimum of 10 weeks at each level (i.e., beginners, upper
beginners and intermediate). The aim of the course is as follows:
•

to encourage active learning;
3

•

to raise the participants English proficiency levels in reading, writing,
speaking and listening, together with their vocabulary, grammar and
pronunciation; and,

•

to use the TL only in the classroom .

In this ELICOS program the students’ use of their L1s is actively discouraged by
staff; students are advised not to use their L1 at any point of the lesson. In fact, in
many of the ELICOS classrooms a small poster was displayed on the walls stating:
“Speak English only.”

1.3 Purpose of the Study
This study was motivated by three key interests. In the first instance, the researcher
found CS as an interesting linguistic activity which is worth looking at from a
pedagogical point of view. Additionally, as the researcher is an Arabic student, a
personal interest arouse in investigating adult Arabic learners CS in the ESL
classroom. An explicit attempt was made to understand their purpose of CS and to
document their attitudes towards this phenomenon. Further, since the Arab students
who participated in this study have learned English both in their home country and in
Australia, it will be interesting to know their opinions and views towards this
phenomenon in order to reveal their language attitudes and the effect CS had on their
learning process.
The second motivation for this study was a professional interest due to the
researcher’s future profession as an English teacher and the fact that no CS research
about Arabic students’ CS in the ESL classroom appears to exist in the current
literature. The final interest was stimulated by a research assignment which
examined the attitudes of Libyan students towards CS in the classroom. This small
research project highlighted many potential aspects worthy of further and more in
depth investigation.
However, the main purpose of this research is to contribute to the body of research
explaining how CS contributes to second language learning, and in this specific
situation, how CS operates among Arabic students reflecting the impact this has on
4

their learning in the ESL classroom. Thus, it sets out to describe and document the
purpose for Arabic learners CS in the ESL classroom and their attitudes towards it.

1.4 Significance of the Study
Although there exists a significant body of research on students CS in the classroom,
few studies have looked on students CS on the ESL classroom. To date, few if any
studies have investigated adult Arabic learners’ use of CS in the ESL classroom.
This research therefore, aims to contribute to our understanding of this issue for this
specific cohort.
As far as the attitudes towards CS in the ESL language classroom is concerned, most
existing research has been conducted with teachers and researchers have not focused
on students’ attitudes towards CS (Reyes, 2004). This is particularly the case for
adult Arabic students; therefore, this study will fill in this gap in the research. By
exploring Arabic students’ attitudes towards CS, it is expected insights will help to
better understand Arabic learners’ views, especially, and the ways in which CS may
enhance their L2 learning.
Finally, this study is significant for its contribution to the field of teaching ESL
learners. The results of this study may provide guidance to language teachers and can
be used to inform language policies more broadly in relation to the role of CS in the
ESL classroom. It may also add essential information and understanding of students’
attitudes and motivation. Arabic learners’ perspectives on CS may also serve as a
basis to ensure that classroom language plans are relevant and sensitive to learner
needs. It is hoped that the study will be acknowledged as a worthwhile contribution
to the effective delivery to education approaches and instructors of ESL classrooms.

1.5 Organisation of the Thesis
This thesis is structured in the following way. Chapter Two reviews the literature on
CS in general, CS in the ESL classroom, students attitudes towards it and presents
the research questions for this study. The methodology used in this research is
explained in Chapter Three. This Chapter provides information about the site of the
research, the participants and data collection process and explains the research
5

design and data analysis. It also considers the ethical issues and the quality of the
research. Chapters Four and Five present and discuss the findings of this study.
Chapter Four describes, in detail, the context of CS of the four classrooms
investigated. It identifies the functions of CS for Arabic learners in the ESL
classroom. Students’ attitudes towards CS are described in Chapter Five. Chapter Six
concludes the study by reviewing the main findings, identifying possible pedagogical
implications and areas for future research and outlining the limitations of the study.
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Chapter 2
Literature Review

This chapter summarises the research literature in three main areas. Firstly, a general
overview of CS is provided. Secondly, the CS that occurs in the second language
classroom is discussed. Finally, students’ attitudes towards this phenomenon and the
studies related to it are outlined.

2.1 Overview of Code Switching
CS is one consequence of communication between different language varieties and
has long existed because of language contact in multilingual and multicultural
communities. CS is an alternation of words and phrases between two languages or
dialects. This phenomenon occurs between people who share those particular
languages (Myers-Scotton, 1990, p.3; Gumperz 1982, p. 59; Wardhaugh, 2011,
p.98).

2.1.1 Definitions of Code Switching
Over a period of 30 years, CS has been defined in a number of ways by different
researchers. Sometimes the terminology used by various authors overlaps and
sometimes the terminology is used differently by different researchers. Even the term
‘code switching’ itself is presented differently by different researchers: code
switching, code-switching and codeswitching (Milroy & Muysken 1995, pp. 12-13).
In this study ‘code switching’, represented as CS, will be used.
CS was initially defined in cognitive terms and described as the result of availability
of two languages in the brain of certain individuals (Myers-Scotton, 1990, p.3). The
usual structural definition of CS is that it is the alternative use of at least two
languages, or varieties of the same language, one of which is an ‘on-stage’ or
‘matrix’ language, which is the TL and the other is a ‘back-stage’ or an ‘embedded’
language which is the home language of the learners (Myers-Scotton, 1989). In a
similar vein, Eldridge (1996) defines CS as a natural phenomenon of switching from
7

one language to another in the same discourse which facilitates both communication
and learning.
More recently it has been described in sociolinguistic ways. Wardhaugh (2011,
p.98), for instance, defines the term as a phenomenon of switching from one
language to another in the same discourse. In fact, CS can be defined as the passage
from one linguistic code to another one within the same discourse or, to be more
precise “the juxtaposition within the same speech exchange of passages of speech
belonging to two different grammatical systems or subsystems” (Gumperz 1982, p.
59). In this thesis, the term CS is used to describe any kind of language alternation
between the two languages that are the focus of the study, namely English and
Arabic.
As can be seen from the above characterization of CS, structural approaches tend to
focus on the surface aspects, the ‘what’ of a language alternation and the regularities
of the switches. Yet when CS is viewed from a sociolinguistic standpoint, the focus
shifts to the ‘why’ and ‘how’, that is, the functional aspect which tries to identify the
reasons for and effects of CS. In this regard, sociolinguistic research plays a crucial
role in helping understand the functional element of CS. According to this paradigm,
Adendorff (1996) defines CS as a “communicative resource which enables teachers
and students to accomplish a considerable range of social and educational
objectives” (p. 389).
2.1.2 Types of Code Switching
CS can take a variety of forms such as word substitutions, chunks or whole sentences
in order to keep the conversation alive. It can occur within or at the end or the
beginning of a sentence (Poplack, 2000). An example of how CS may appear is
demonstrated by Heredia and Brown (2006, p. 56) with the following sentence from
a Spanish-English speaker: “I want a bicycle verde.” In this case, the speaker has
replaced Green with the Spanish equivalent Verde. The purpose for placing the
adjective last may be explained through the influence of Spanish and its rule that the
noun must precede the adjective.
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There have been many attempts to provide a classification framework for the
phenomenon of CS. One of the earlier and frequently discussed frameworks is that
provided by Poplack (2000). She identified three different types of switching that
occurred in her data namely, tag, inter-sentential and intra-sentential switching. Tagswitching is the insertion of a tag phrase from one language into an utterance of
another language without violating syntactic rules, like fixed phrases of greeting or
parting (e.g. you know, I mean, right, etc.) This type of CS is common among
bilinguals as it does not involve a great command of both languages (Poplack, 2000).
For example, from a Portuguese-English bilingual:
“I look like Lilica, you know, nunca paro!” [I look like Lilica, you know, I never
stop!]. (Jalil, 2009, p.4)
In inter-sentential CS, the language switch is done at sentence boundaries. This
mostly occurs between fluent bilingual speakers since the utterance must conform to
the rules of both languages. In intra-sentential CS, the shift is made in the middle of
a sentence with no interruptions or hesitations (Romaine, 1989, p. 50). For instance,
the title of Shana Poplack’s paper (2000, p.221) is a perfect example of intersentential switching:
“Sometimes I’ll start a sentence in Spanish y termino en español” [Sometimes I’ll
start a sentence in Spanish and finish in Spanish]
Finally, intra-sentential language switching, which is known as mechanical
switching, occurs unconsciously and fills in unavailable or unknown terms in one
language. This type of CS is the most complex type of CS as it requires great
knowledge of both grammars (Romaine, 1989, p.51).

For example, from a

Portuguese-English bilingual:
“Yeah, I don’t know o meu lugar nesse mundo…so, something that is weird, like a,
like a, I guess it’s…” [… I don’t know my place in this world….] (Jalil, 2009, p.4).
CS is a widely observed approach which is especially seen in bilingual or
multilingual communities and frequently used in language teaching classes, either in
the teachers’ language or in the students’ discourse. CS appears to be a real and
specific discourse strategy for bilinguals as they communicate, to various degrees
9

and for different purposes, in both (or more) languages. The various functions of CS
are described in subsequent sections.
2.1.3 Functions of Code Switching
There are various categories of functions for CS in natural conversations. By
background information, the work of Gumperz (1982, p.59) will be discussed first.
Next, Auer’s (1984, p.13) functions of discourse-related and participant-related code
switching will be outlined.
Gumperz (1982, p.75) talks about conversational CS and suggests a number of
conversational functions of CS. They are as follows: quotations, addressee
specification, interjections, reiteration and message qualification. Firstly, CS serves
a strategy to report speech and results in direct quotations. Often the speech of
another person, which is being quoted in a conversation, will be in a different
language. Quotation is used, for example, when person A wants to report something
person B has said; person A is talking in English but inserts the reported words of
person B in Arabic. However, Gumperz (1982, p. 76) also notes that when a person
is being quoted the quotation may not necessarily be in the language the person
normally uses.
Secondly, CS can be used in addressee specification which means by employing CS
a person can direct his/her message to one of possible addressees (Gumperz 1982, p.
77). Addressee specification can be used with bilinguals where the addressee is
invited to participate in the conversation (Romaine 1989. p. 163). In the current data
the follow addressee specification occurred:

. ﻟﻴﺲ ﻣﺜﻠﻚ،  ﻟﻘﺪ ﺃﺟﺒﺖ ﻋﻦ ﺍﻟﺴﺆﺍﻝ،  ﻻﺣﻈﺖ ﺃﻧﺎ ﺫﻛﻲ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: You see I am clever, I answered the question, not like you.
. ﻭﻟﻜﻦ ﺍﻟﻤﺪﺭﺳﺔ ﺃﺧﺘﺎﺭﺗﻚ ﺃﻧﺖ ﻟﻺﺟﺎﺑﺔ ﻋﻨﻪ، ﺃﻧﺎ ﺃﻳﻀﺎ ﺃﻋﺮﻓﻪ، ﻻ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: No, I also know it, but the teacher chose you to answer it.
.  ﻻ ﺃﻋﺮﻑ ﻟﻤﺎﺫﺍ ﺃﻧﺎ ﺃﺗﻌﻠﻢ ﺍﻹﻧﻜﻠﻴﺰﻳﺔ، ً ﺃﻧﺎ ﺫﻛﻲ ﺟﺪﺍ: 1 ﺍﻟﻄﺎﻟﺐ
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Std 1: I am so clever, I do not know why I am learning English.
.  ﺃﻧﺖ ﺗﺠﻌﻠﻨﻲ ﺃﺿﺤﻚ،  ﺃﻧﺖ ﺟﻴﺪﺍً ﺣﻘﺎ ً ﻓﻲ ﻣﺪﺡ ﻧﻔﺴﻚ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You are really good in only praising yourself, you made me laugh.
.  ﺃﻋﺘﻘﺪ ﺃﻧﻚ ﺣﺎﺳﺪ ﻟﻲ، ﺁﻩ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: Oh, I think you are jealous.
. ﺩﻋﻨﺎ ﻧﻨﻬﻲ ﻋﻤﻠﻨﺎ ﻗﺒﻞ ﺃﻥ ﺗﻼﺣﻆ ﺍﻟﻤﺪﺭﺳﺔ ﺃﻧﻨﺎ ﻧﺘﺤﺪﺙ ﺑﺎﻟﻌﺮﺑﻲ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Let’s get on with our work before the teacher comes and catches us talking in
Arabic.

Thirdly, Gumperz describes the function of interjection which occurs when CS is
used to mark an interjection or serve as sentence fillers (1982, pp. 77-78). This
function is similar to tag switching (Romaine 1989, p. 162). Next, reiteration occurs
when a message is repeated in another language. This repetition may serve as a
clarification of what has just been said; however, it also carries additional meanings
that emphasize the message. For instance, student A asks student B in English: what
did the teacher say? Then he repeats it in Arabic: mada kala almoalm?
Finally, message qualification expresses the function of clarifying or confirming
what has been previously said. Gumperz (1982, p. 79) gives an example of this
which involves Spanish and English CS. “The speaker says: We’ve got all…all these
kids here right now. Los que estan ya criados aquí, no los que estan recien venidos
de México [those that have been born here, not the ones that have just arrived from
Mexico]. They all understood English.” In this example, the children are first
introduced in English and then clarified in Spanish before being further elaborated in
English. In the current data the following message qualification occurred:

. ﺍﻋﺘﻘﺪ ﺍﻧﻨﻲ ﺃﻋﺮﻑ ﻣﻌﻨﻰ ﻣﻌﻈﻢ ﺍﻟﻜﻠﻤﺎﺕ ﻓﻲ ﻫﺬﻩ ﺍﻟﺠﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I think I know the meaning of most of the words of this sentence.
.(contented)  ﺃﻻ ﻛﻠﻤﺔ، ﻣﻌﻨﻰ ﻛﻞ ﺍﻟﻜﻠﻤﺎﺕ ﻓﻲ ﺑﺪﺍﻳﺔ ﺍﻟﺠﻤﻠﺔ ﻭﺍﺿﺤﺔ، ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
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Std 2: Yes, the meaning of all of the words in the beginning of the sentence
are clear, except for the word contented.
.' ﺭﺟﻞ ﻣﻘﺘﻨﻊ ﻭ ﺭﺍﺿﻲ ﺑﻨﺼﻴﺒﻪa contented man'  ﻣﻌﻨٮﻰ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: A contented man means a man who is satisfied with his possessions.
. ‘made the most of’  ﻟﻜﻦ ﻟﻴﺲ ﻣﺘﺄﻛﺪ ﻣﻦ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: However, I am not sure about ‘made the most of’
.'' 'ﻳﺴﺘﻔﻴﺪ ﻣﻦmake the use of'  ﻣﻦ ﺧﻼﻝ ﺍﻟﻤﻌﻨﻰ ﻛﻜﻞ ﻳﺒﺪﻭﺍ ﺃﻥ ﻣﻌﻨﻲ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: From the following word, it seems to mean ‘make the use of’

As for Auer‘s (1984, p.14) analysis of the functions of CS, he was one of the first to
pioneer CS as part of an interactional phenomenon. A strong argument in Auer’s
research is the fact that the meaning of CS has to be interpreted in relation to the
preceding and following utterances. In fact, Auer (1984, pp.120-121) rejects the
types of conversational functions of CS suggested by Gumperz, as such categories
do not bring researchers any closer to a theory of CS . Instead, Auer proposes two
functions of CS: discourse-related CS and participant-related CS. Discourse-related
CS is “the use of code switching to organise the conversation by contributing to the
interactional meaning of a particular utterance” (Auer, 1984, p.32). For example,
speaker A asks about the time in French; however, when an answer is not received,
just silence, he switches to English by asking the same question which results in
speaker B responding in English. In discourse-related CS, the new language usually
evokes a new ‘frame’ for the interaction, which means the new language is accepted
and shared by all speakers (Auer, 1984, p.36).
On the other hand, participant-related CS takes into account the hearer’s linguistic
preferences or competences (Martin-Jones 1995, p.99). Auer (1984, p.46) explains
that participant-related CS results in “more or less persistent phases of divergent
language choices”. In fact, there is negotiation on which language to select as the
language of communication. Consequently, discourse-oriented CS is speakeroriented whereas participant-related CS is hearer-oriented (Martin-Jones, 1995, p.
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99). In this research, only participant-related CS occurred; an example of this is
when students feel their comments are better understood by switching to L1:

.( ﺃﻧﺎ ﺃﻋﺮﻑ ﻣﺜﺎﻝ ﺟﻴﺪ ﺟﺪﺍً ﻟﻬﺬﺍ )ﺇﺫﺍ ﺍﻟﺸﺮﻁﻴﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I know a really good example for this if clause.
 ﻋﺮﻓﺘﻬﺎ ﺑﺴﺮﻋﺔ ؟ ﻣﺎ ﻫﻲ ؟: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You figured it out very quickly, What is it?
. ﺳﻮﻑ ﻟﻦ ﺁﺗﻲ ﺇﻟﻰ ﺍﻟﻔﺼﻞ ﻓﻘﻂ ﺳﻮﻑ ﺃﻧﺎﻡ، ﻟﻮ ﻛﻨﺖ ﻣﻜﺎﻧﻚ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: “If I were you, I would not come to class and just sleep.”
.  ﺃﻧﺖ ﺗﺠﻌﻠﻨﻲ ﺃﺿﺤﻚ،  ﺃﻧﺖ ﺗﺠﻴﺪ ﻓﻌﻞ ﺍﻷﻣﺜﻠﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You are really good in doing examples, you made me laugh.
.  ﺃﻧﺎ ﺫﻛﻲ،  ﺃﺟﻞ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: I know, I am really excellent.
.  ﺳﺄﻋﻤﻞ ﻣﺜﺎﻝ ﺁﺧﺮ ﺟﻴﺪ ﻟﻮ ﺃﺣﺒﺒﺖ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: I will make another good example if you want
.  ﻭﻟﻜﻦ ﻻ ﺃﺭﻳﺪ ﺃﻥ ﺃﺿﺤﻚ ﺃﻛﺜﺮ، ً ﺷﻜﺮﺍً ﺟﺰﻳﻼ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Thanks a lot, but I do not want to laugh any more.
Thus, these are some of the functions that appear in natural conversations, the
functions of CS that occur in the classroom context have also been studied. The
following sections will discuss this in detail.

2.2 Code Switching in Language Classrooms
CS in the classroom differs from that which occurs in natural conversations. In the
language classroom, the choice of CS is closely related to the type of task or activity
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being performed. As the school is an institutional setting and the teacher’s aim is to
teach the students and the students’ aim is to learn a second/foreign language, for
example English, this has an influence on the type of communication that occurs,
and whether or not the L1 is employed (Simon, 2001, p. 316). However, it does
appear that CS is a feature of many language classrooms and serves several
purposes, as described below.
2.2.1 Functions of CS in the Classroom
CS in the classroom is essentially perceived as a natural and expected practice of
students who share a common first language. It provides a familiar and an effective
way of quickly understanding the meaning and content of the L2 usage (Nation,
2003). The fact that many students belong to multilingual societies is a contributing
factor to this. The context is another significant factor that influences the
combination and manner of CS usage. Context may also demand the use of CS
because it is considered the most appropriate and most acceptable to be employed in
a particular situation. In other words, the learner’s choice of code is closely related
to the type of task where learners need to communicate their understanding of the
information presented by the teacher in the TL (Romaine, 1989, 60-64).
Generally, within the classroom context, CS fulfils different functions: pedagogical,
communicative and social. These are explained in the following sections.
2.2.1.1 Pedagogical functions
CS is deemed as performing a pedagogical function when it increases students’
language and content acquisition and contributes to cognitive development. For
example, CS may be used within classrooms when a challenging subject matter
arises and it is used to make this comprehensible to students. In these situations, CS
is more lesson-driven than language-motivated (Metila, 2011).
Pedagogically, in ESL classrooms CS can be used for a variety of reasons (Antón &
Di Camilla, 1998; Reyes, 2004; Storch and Wigglesworth, 2003), including those
that can be described as social as well as cognitive. On a social level, learners may
try to accomplish the task collaboratively. Using the L1 as a mediating tool enables
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learners to collaboratively gain access to L2 forms and find meanings that would be
unavailable through the exclusive and individual use of the L2 (de la Colina &
Mayo, 2009).
On a cognitive level, learners try to supply each other with strategies in order to
complete all their learning activities; they may employ their L1 for enhanced
understanding or expediency. These include, maintaining each other’s interest in the
task, developing strategies to complete the task and discussing methods of solving
problems (Antón & Di Camilla, 1998). In other words, CS has some advantages for
second language learners; it provides them the opportunity to fully understand the
content of the task through the medium of their L1, before they performed the task in
English. For instance, for meaning focused tasks such as understanding vocabulary
and grammar, not only do learners have to focus on what to say or what is being
said, they also have to focus on how to say it or how it is being said. These kinds of
pedagogical functions are described by Eldridge (1996) as equivalence and conflict
control. Equivalence is a technique that students use to find the equivalent of the
unknown lexicon of the TL in the speakers’ L1 to overcome the deficiency in
language competence in the L2. For example, in the current data the observed
students used CS in order to find meanings of unknown words.

(؟suitcase)  ﻫﻞ ﺗﻌﺮﻑ ﻣﻌﻨﻰ ﻛﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Do you know the meaning of the word suitcase?

 ﻣﻌﻨﺎﻫﺎ ﺷﻨﻄﺔ ﺳﻔﺮ، ﺇﻧﻬﺎ ﻛﻠﻤﺔ ﺳﻬﻠﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: It is easy, it is a bag you take with you when you travel.

(؟platform)  ﻭﻣﻌﻨﻰ ﻛﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: What about platform?

. ﻣﻌﻨﺎﻫﺎ ﺍﻟﻤﻜﺎﻥ ﺍﻟﺬﻱ ﺗﻨﺘﻈﺮ ﻓﻴﻪ ﺍﻟﻘﻄﺎﺭ. ﺳﻮﻑ ﺃﺑﺤﺚ ﻋﻨﻬﺎ ﻓﻲ ﺍﻟﻘﺎﻣﻮﺱ،ً ﺍﻧﺘﻈﺮ ﻗﻠﻴﻼ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Wait a minute, I will look it up in my dictionary. It means the place
where you wait for a train.

15

With conflict control, students use CS to avoid any misunderstanding when the
accurate meaning of a word is not known. In the current data, an example of this is
an instance where, although a student perceived the concept under discussion, he was
unfamiliar with the actual English term. The student switched to L1 to ask another
student about the unfamiliar item.

 ﻣﻮ؟،' ﻟﻬﻢ ﻧﻔﺲ ﺍﻟﻤﻌﻨﻰtrain station' ' ﻭunderground'  ﺍﻟﻜﻠﻤﺘﻴﻦ، ﺃﺳﻤﻊ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Listen, underground is like train stain, isn’t it?
. ﻟﻬﻢ ﻧﻔﺲ ﺍﻟﻤﻌﻨﻰ، ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, they have the same meaning.
' ﻫﻞ ﻟﻬﻢ ﻧﻔﺲ ﺍﻟﻤﻌﻨﻰ ؟van' ' ﻭlorry' ﻭ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: And lorry and van, do they have the same meaning?
. ﻲ ﺑﺎﻫﻲ ﻁﻠﻌﻨﺎ ﻧﻌﺮﻓﻮﺍ ﺷﻮﻳﺔ ﺍﻟﺤﻤﺪ ہﻠﻟ. ﻟﻬﻢ ﻧﻔﺲ ﺍﻟﻤﻌﻨﻰ، ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, they also have the same meaning. It is great that we know all of
these words.
2.2.1.2 Communicative Functions
Another function of CS is the discourse mode or communicative function. This
function allows speakers to express themselves and present pragmatic meaning
(Romaine, 1989). Amongst the various proponents of CS in the classroom, ValdésFallis (1978) claims that bilingual students’ CS should not be automatically
considered as a manifestation of a lack of language proficiency, rather it may be that
the students are operating within the complex systems of the two languages in order
to fulfil a certain communicative end.
For instance, CS for communicative functions such as topic/question alteration,
emphasis, and clarification may be an approach that reflects learners’ communicative
competence in the classroom. “Code switching should be understood as a tool for
cognitive development and as a skill used to achieve communicative goals” (Reyes,
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2004, p. 94). These kinds of communicative functions are described by Eldridge
(1996) as reiteration and floor holding. Reiteration which Eldridge (1996) suggests is
where “messages are reinforced, emphasized, or clarified where the message has
already been transmitted in one code, but not understood” (p.305). This means
students try to emphasize a message that has been transmitted in the TL by repeating
the message in their L1 to ensure that it is understood. For example, in the current
data the observed students used CS in order to do this.

 ﻫﻞ ﻓﻬﻤﺖ ﻣﺎ ﻫﻲ ﺍﻟﺒﺎﺩﺉ ﻭﺍﻟﻼﺣﻖ ﻓﻲ ﺍﻟﻠﻐﺔ ؟، ﺃﻧﺎ ﺃﻋﺘﻘﺪ ﺃﻧﻚ ﺗﻔﻌﻞ ﻓﻲ ﺍﻟﺸﻲ ﺍﻟﺨﺎﻁﺊ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I think you are doing the wrong thing, did you understand what is a prefix and
what is a suffix?
. ﻛﻨﺖ ﺃﻋﺘﻘﺪ ﺃﻧﻲ ﺃﻓﻌﻞ ﻓﻲ ﺍﻟﺼﻮﺍﺏ،  ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, I thought I was doing the right thing.
 ﻭﻟﻜﻦ ﺍﻧﺖ ﺗﻌﻤﻞ ﺍﻟﺸﻲ، ﺍﻟﺒﺎﺩﺉ ﻓﻲ ﺍﻟﻠﻐﺔ ﺗﺴﺘﺨﺪﻡ ﻓﻲ ﺑﺪﺍﻳﺔ ﺍﻟﻜﻠﻤﺔ ﻭﺍﻟﻼﺣﻘﺔ ﻭﺗﺴﺘﺨﺪﻡ ﻓﻲ ﻧﻬﺎﻳﺔ ﺍﻟﻜﻠﻤﺔ: 1 ﺍﻟﻄﺎﻟﺐ
.ﺍﻟﻤﻌﺎﻛﺲ
Std 1: A prefix is used in the beginning of the word and a suffix is used at the end of
the word, however, you are doing the opposite.
.  ﻟﻘﺪ ﺃﺿﻔﺖ ﺍﻟﻼﺣﻘﺔ،  ﻫﻞ ﺗﻌﻨﻲ ﺃﻥ ﺍﻟﻜﻠﻤﺔ ﺍﻷﻭﻟﻰ ﻛﺎﻥ ﻋﻠﻲ ﺃﻥ ﺃﺿﻊ ﺍﻟﺒﺎﺩﺋﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You mean the first word where I should put a prefix, I added a suffix.
" ﻫﺬﻩ ﺍﻟﻜﻠﻤﺔ ﻳﺠﺐ ﺃﻥ ﺗﻜﻮﻥ " ﻟﻢ ﻳﺘﻢ ﻛﺸﻔﻬﺎ، ﻧﻌﻢ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: Yes, so this word should be ‘undetected’.
.ً ﺷﻜﺮﺍً ﺟﺰﻳﻼ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Thanks a lot.
Another strategy is floor holding. This is utilised by students during conversations in
the TL whereby words from their L1 are used in order to maintain fluency in a
conversation. In the current data an example of this is:
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.  ﻫﻞ ﻳﻤﻜﻨﻚ ﺃﻥ ﺗﻨﻄﻘﻬﺎ ﻟﻲ، ً ﻟﻘﺪ ﻭﺟﺪﺕ ﻫﺬﻩ ﺍﻟﻜﻠﻤﺎﺕ ﺻﻌﺒﺔ ﺟﺪﺍ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I find these words hard to say, can you pronounce the for me
 " ﻭﻗﺖ،" "ﻣﻨﻄﻘﺔ ﻟﻠﻤﺸﺎﺓ، " ﺳﻮﻑ ﺃﻗﻮﻟﻬﻢ ﻭﺃﻧﺖ ﺣﺎﻭﻝ ﺃﻥ ﺗﻜﺮﺭ ﻣﻦ ﺑﻌﺪﻱ " ﺇﺷﺎﺭﺓ ﻣﺮﻭﺭ،ً ﺣﺴﻨﺎ: 2 ﺍﻟﻄﺎﻟﺐ
. ﻫﻞ ﻋﺮﻑ ﺍﻟﻨﻄﻖ ﻟﻬﺬﻩ ﺍﻟﻜﻼﻣﺎﺕ،"ﺍﻟﺬﺭﻭﺓ
Std 2: Ok, I will say them and you try to repeat after me. “Ticket office”, “pedestrian
area”, rush hour”, did you understand the pronunciation of these words?
. ﺇﻧﻬﺎ ﺻﻌﺒﺔ ﻛﻲ ﺃﻧﻄﻘﻬﺎ،  ﻫﻞ ﻳﻤﻜﻨﻚ ﺃﻥ ﺗﻌﻴﺪ ﺍﻟﺜﺎﻧﻴﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Can you repeat the second one, it is difficult to pronounce.
."  ﺇﻧﻬﺎ " ﻣﻨﻄﻘﺔ ﻣﺸﺎﻩ" ﻭﺍﻷﺛﻨﻲ ﺍﻷﺧﺮﻳﻴﻦ " ﺇﺷﺎﺭﺓ ﺍﻟﻤﺮﻭﺭ" ﻛﻤﺮﺓ ﺍﻟﺴﺮﻋﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: It is “pedestrian area”. The other two are “traffic jam” and “speed
camera.”
. ﻫﻞ ﺑﺈﻣﻜﺎﻧﻲ ﺃﻥ ﺃﻗﻮﻟﻬﻢ ﻟﻚ ﻭﺃﻧﺖ ﺗﺼﺤﺢ ﻟﻲ ﺇﺫﺍ ﺃﺧﻄﺄﺕ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: Can I pronounce them and please correct me if I have any mistakes.
. ﺳﻮﻑ ﺃﺳﺘﻤﻊ ﻟﻚ،  ﺃﺟﻞ ﻻ ﻣﺸﻜﻠﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes no problem, I will listen to you?

In addition, the communication functions of CS in the classroom also facilitate the
comprehension of difficult topics and ensure classroom interaction between the
students. Labelled as “CS for curriculum access” (Ferguson, 2003, p. 39) or “CS for
equivalence” (Kiranmayi & Phil, 2010, p. 162), this strategy facilitates
comprehension of the lesson mainly when the L2 is the medium of instruction of
certain subjects. L1 is a prerequisite to ensure students’ comprehension of the
lessons and to enhance participation in the classroom especially if the students’
proficiencies in L2 are low (Atkinson, 1987; Martin, 2003).
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2.2.1.3 Social Functions
Other functions of CS performed by learners in the classroom are social functions.
For example, CS may facilitate relationships between members of different language
communities. This is due to learners’ respective cultures; the words may not carry
the same value, status and functions (Skiba, 1997). Moreover, the use of more than
one language, L1 and L2, in the classroom allows learners to re-define the learning
context and the language learners’ identity (Moore, 2002). In other words, the
classroom becomes an environment where the students’ identities can emerge and be
accepted, and this can make a positive contribution to the learning context.
Once participants view the classroom as a community of practice in which CS is
considered a legitimate practice, it becomes one of the activities shared by the
members of that community (Baker, 2011, pp. 15-16; Skiba, 1997). In other words, it
involves practice; ways of doing and approaching things that are shared to some
significant extent among members (Lave & Wenger, 1991). In turn, this can enhance
the social element of the classroom.

As such, CS functions to communicate

friendship, to ease tension and inject humour into a conversation (Baker, 2011, p.
15). In this regard, Flyman-Mattson and Burenhult (2009) indicate that learners can
signal friendship and solidarity by using the addressee’s first language. CS,
therefore, can be used by students as a way to be friendly with each other. For
example, in this current data, students established relationships by the use of CS:
 ﻫﻞ ﺗﺮﻳﺪ ﺃﻥ ﻧﻠﻌﺐ ﻛﺮﺓ ﻗﺪﻡ ﺑﻌﺪ ﺍﻟﻈﻬﺮ؟،ً ﻷﻧﻨﺎ ﻧﺪﺭﺱ ﻣﻌﺎ ﻓﻲ ﺍﻷﻟﻜﻮﺱ ﻭﻧﻌﻤﻞ ﻣﻌﻈﻢ ﺍﻟﻮﺍﺟﺒﺎﺕ ﻣﻌﺎ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: As we are studying together in the ELICOS classroom and doing most of the
activities together, do you want to play football with us this afternoon?
. ﻻ ﻋﻠﻴﺎ ﺃﻥ ﺃﻋﺪ ﻛﺘﺎﺑﺔ ﻭﺍﺟﺐ ﺍﻟﻌﺮﺽ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: I can’t I have to write the presentation assignment.
. ﺳﻮﻑ ﺃﺳﺎﻋﺪﻙ ﻓﻲ ﺇﻛﻤﺎﻟﻬﻢ،  ﺗﻌﺎﻝ ﻭﺍﻟﻌﺐ ﻣﻌﻨﺎ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Just come and play with us, I will help you in completing them.
.  ﻻ ﺃﺭﻳﺪ ﺃﻥ ﺃﺯﻋﺠﻚ ﺑﻮﺍﺟﺒﻲ،  ﻋﻠﻴﺎ ﺃﻥ ﺗﻌﻤﻠﻬﺎ ﺑﻨﻔﺴﻲ: 2 ﺍﻟﻄﺎﻟﺐ
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Std 2: I have to do it by myself, I do not want to bother you with my
assignments.
.  ﺃﻋﺘﻘﺪ ﺃﻧﻚ ﺣﺎﺳﺪ ﻟﻲ، ﺁﻩ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: Oh, I finished mine, come and play with us and do not worry. I will introduce
to other Arabic people, you will like them.
. ﺩﻋﻨﺎ ﻧﻨﻬﻲ ﻋﻤﻠﻨﺎ ﻗﺒﻞ ﺃﻥ ﺗﻼﺣﻆ ﺍﻟﻤﺪﺭﺳﺔ ﺃﻧﻨﺎ ﻧﺘﺤﺪﺙ ﺑﺎﻟﻌﺮﺑﻲ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Ok, thanks a lot, lets’ play football.

Thus, CS serves pedagogical, communicative and social functions in the classroom.
The current research was informed by this premise.
Despite the accounts outlined above, some scholars do not even consider CS in the
second and foreign language classroom as proper CS, and instead dismiss it as
“incompetence CS” and that students use it due to their low achievement in the
language (Nussbaum, 1990; Winford 2003, p.108). Others (e.g., Lin, 1997; Cheng &
Butler, 1989) contend that CS is a natural consequence of language contact and
students employ it for many reasons to assist their learning. Yet, others (Atkinson,
1987; Storch & Wigglesworth, 2003) argue that students use CS for translation
purposes. In fact, some suggest that CS for translation is a preferred strategy for the
majority of learners (Cook, 2007; Metila, 2011). Whether or not this is the case for
Arabic speaking students, especially those of university level, is to be determined. It
is one aim of the current research to investigate if this is the case.
2.2.2 Students’ Use of the Language in the ESL Classroom
The learning strategies and teaching methods practised differ from one L2 classroom
to another; therefore, depending on the individual preferences of teachers and
students, language instruction and learning may take many forms. Further, whilst
some teachers apply a set of principles based on the curriculum or other approved
documents, others like to use pedagogic strategies more in keeping with personal
belief systems. For these reasons, the amount of L1 and L2 used, that is the extent of
CS in a language class will also vary (Nation, 2003; Cheng & Butler, 1989).
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2.2.2.1 Student Use of the L1
All language learners are likely to communicate through the L1 at some point during
the language learning process. However, the degree to which the L1 is used by
language learners fluctuates. For example, in one study it was found that student L1
use during class activities can average anywhere from 0-100% (Swain & Lapkin,
2000). Levine (2003) reveals that in his study 60% of the students change to L1
communication, only after the completion of assigned group activities, while 60100% switch to L1 most of the time. Naturally, a large proportion of students like to
communicate through the L1 with their peers (Levine, 2003), though according to
Scott (2008), even while language learners appear to be using the L2 in class
activities, they are most likely lapsing into the L1.
The specific demands brought about by the proficiency levels of learners, task types
and class activities all contribute to the amount of L1 communication used by
language learners, as well as the contexts in which the L1 is used (Swain & Lapkin,
2000). Studies have documented that student’s CS to their L1 more when working in
peer groups (Lucas & Katz, 1994) and throughout longer periods of instruction
(Montes-Alcala, 2000). In addition, students appear to use higher levels of the L1 for
task management (e.g., refocusing attention, guiding, planning, developing
strategies) (Storch & Wigglesworth, 2003; Swain & Lapkin, 2000; Thoms, Liao, &
Szustak, 2005); negotiating meaning (de la Colina & Mayo, 2009; Anton &
DiCamilla, 1998; Storch & Wigglesworth, 2003); intrapersonal speech, or private
speech (e.g., off-task behaviour, expressing frustration, disagreement or praise)
(Scott, 2008); interpersonal interaction; and, focusing attention (e.g., searching for
vocabulary, retrieving grammar) (Swain & Lapkin, 2000; Thoms et al., 2005).
Whether or not Arabic speaking students CS to their L1, especially those of
university level, is to be determined and this is one of the aims of the current study.
2.2.2.2 Student Use of the L2
Perhaps the lowest proportion of L2 communication in the language classroom is
that used by students with their peers.

Levine (2003) reported that the ESL

classroom a mere 17% of L2 use between students in their conversations with their
friends. However, the rate of student L2 use is documented to be higher amongst
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more proficient L2 groups who are classified as high achievers (Levine, 2003),
although other studies have shown greater L2 use in lower grades (Lucas & Katz,
1994). Anton and Di Camilla (1998) acknowledge the difficulty level of some of
assigned classroom activities with determining whether students use the L2, as tasks
requiring lower-level cognitive processes are typically performed directly in the L2.
On the other hand; however, there appear to be learners who prefer L2
communication. Such students consistently employ the L2 as a means of conserving
time and taking full advantage of their L2 learning opportunity (Storch &
Wigglesworth, 2003).
2.2.3 Empirical Studies of CS in the Classroom
There have been a number of studies (Kavaliauskiene, 2009; Mustafa & Al-Khatib,
1994; Metila, 2011; Ariffin & Husin, 2011; Tognini & Oliver, 2012; Al Nofaie,
2010; Swain & Lapkin, 2000) on CS in the classroom carried out in various
languages, including English, French, Swedish, Canadian, Spanish, Sri Lankan,
Malaysian, Finish and Arabic. Previous research on classroom CS has been
conducted in both in ESL and EFL classrooms. Despite the increasing number of
students arriving in Australia and other English speaking countries, there are few if
any studies on CS in Australian ESL classrooms, especially with regard to Arabic
speakers.
As indicated above, one apparent reason for second language students switching to
the native language is the fact that they generally have a relatively unequal mastery
of their L2. If students know one language better than the other, it is natural and
likely that they will switch to the language that they know and feel secure in using
(Simon, 2001, p. 316). Swain and Lapkin (2000) studied French language learners'
use of CS while doing two tasks in the classroom. According to their study, learners’
use of CS seemed to be intentional, and that lower achieving learners tended to use
their L1 more than high achieving learners. This is line with Unamuno’s (2008)
study which investigated the reasons for 10-12 year old Spanish learners’ CS in the
ESL classroom. His results show that incompetent and deficient students
intentionally switch from one language to another to address practical issues related
to the completion of the assigned class activities.
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However, findings from other studies (Metila, 2011; Ariffin & Husin, 2011; Tognini
& Oliver, 2012; Tarone & Swain, 1995; Al Nofaie, 2010) indicate that when
students CS, it does not mean that they are deficient, there are actually a multitude of
reasons why students CS in the ESL classroom. Metila (2011) observed 34 female
adolescents in a second language classroom in the Philippines and found that the use
of the L2 varied from 92% to 100%. He categorized cases of CS into functions such
as clarifying language items such as vocabulary instruction and classroom interaction
claiming that all these reasons had a strong effect on students’ performance. Another
interesting purpose of classroom CS was identified by Tognini and Oliver’s (2012)
study. They observed ten French and Italian classes in Australian schools and found
that in peer interaction, the use of L1 helps learners support each other in the L2 and
develop their understanding of L2 grammar. For this reason, Cook (2007) argues that
CS can be an effective learning strategy and an important pedagogical tool for
students.
Other reasons for students to CS in the ESL classroom emerged from a study carried
out by Ariffin and Husin (2011). In their investigation of the CS phenomenon in the
second language classroom in Malaysia, it was found that CS performed some
functions such as language simplifications, clarifying explanations and establishing
social relationships. A further function of CS use is suggested by Tarone and
Swain’s (1995) study of older secondary learners CS in language classrooms. They
stated that CS was used for personal and social interactions which enable the
signalling of group identity and communicating friendship. This finding is in line
with Moores’ (2002) statement that CS allows language learners to express their
identity. Another study, by Al Nofaie (2010), undertaken in a Saudi Arabian EFL
classroom, found that the students’ main use of CS occurred in the context of
examinations: They showed a preference for Arabic as a kind of relaxation to ease
exam tension. Further, Al Nofaie (2010) concluded that the use of Arabic actually
fulfilled an important role in their success.
Other studies suggest that students mainly use CS for translation purposes. Merritt,
Cleghom, Abagi and Bunyi (1992) observed two primary schools in Kenya and their
aim was to explore the reasons for students’ CS during their second language
classroom lessons. They found that these students CS mostly for translation reasons.
A similar finding was reported by the study undertaken by Man and Lu (as cited in
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Baker, 2011, p.102). They found that in Hong Kong schools, students only CS when
no direct translation of words between English and Cantonese existed. This finding
is consistent with Kavaliauskiene’s (2009) research which found that the amount and
purpose of CS by Canadian students was for the purpose of translation. It also
corroborates with Mustafa and Al-Khatib (1994) who concluded that in EFL
classrooms Iranian students always CS for translation purposes.
In summary, students’ use of CS in the classroom appears to occur to assist their
learning; it may also occur to fulfil social purposes, including issues surrounding
identity. However, some studies report that at times learners may be unaware of the
fact that they are CS, yet others suggest it appeared to be deliberate and carefully
planned. Other research suggests CS occurs in the classroom because of learners’
deficiency in the TL and that students CS mainly for translation purposes. Together,
CS appears to have a significant role in L2 learning and, as such it is important to
know the learners’ reasons for using it and their attitudes towards it.

2.3 Attitudes towards CS in the Classroom
With respect to CS, the attitudes that students bring to the learning situation have
been recognized as a significant contributing factor in the learning process (Luna &
Peracchio, 2005). In fact, Luna and Peracchio (2005) argue that success depends
more on what goes on inside the learner than on the materials and teaching
techniques in the classroom. Attitudes towards this are described in relation to
whether or not individuals perceive CS to be a desirable practice. Therefore,
students’ language attitudes may perform a significant role in our understanding of
how this phenomenon is utilized in the classroom; Supportive attitudes help to
overcome problems and thus sustain motivation, while negative attitudes lead to
frustration, anxiety and decreased motivation (Zentella, 1999).
2.3.1 Views on CS in Language Classrooms
Of the studies that have been undertaken in this area, some have shown that there are
varying attitudes towards this communicative behaviour (Grosjean 1982, p.117;
Gibbons, 1983). Positive views towards CS reflect it being deemed as a useful
communicative strategy; provides social group reinforcement and social prestige
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(Grosjean, 1982, p.117). Cook (2001) and Cameron (2001) consider CS a useful tool
for learning and that this aligns closely to the views of learners who deem the ability
to switch from one language as being highly desirable. Cameron (2001) argues that
students’ ability to use both the mother tongue and the TL creates an authentic
learning environment. Furthermore, Cook (2001) states that CS is a natural
phenomenon in a setting where the speakers share two languages, so the teachers
should not discourage it in the classroom. “Using code switching in the classroom as
a legitimate strategy and no matter how it might be disruptive during a conversation
to the listener, it still provides an opportunity for language development.” (Cook,
2001, p.5)
In contrast, negative attitudes towards CS are associated with low status and
linguistic incompetence (Grosjean, 1982, p.119). For instance, Nussbaum (1990)
believes that CS is a negative behaviour which reflects a lack of proficiency in
language. In addition, Sanchez (in Cheng & Butler, 1989) argued that CS is
something problematic in classrooms; she claims that it had a negative effect on the
motivation and confidence of the learners and that “CS could take away the purity of
the language” (p.298).
According to Simon (2001, p. 312), CS has been thought of as a forbidden practice,
or to be avoided at all costs. This author continues to state that teachers who have
allowed CS have felt guilty for doing so, as it is not considered “good practice”. For
instance, she suggests that if the students are allowed to speak in their own language
without teacher permission, it is generally meant that something is wrong with the
lesson. Cummins and Swain (1986, p. 105) similarly declare that progress in the
second language is facilitated if only one code is used in the classroom. They
emphasize that “the students’ use of the target code will counteract the ‘pull’ towards
the native code.”
However, what is less clear are students’ attitudes to CS (those studies that have
been undertaken are outlined below). Yet, understanding these may be a powerful
tool to assist in making pedagogical decisions.
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2.3.2 Students’ Attitudes towards CS in the Classroom
Of those studies that have investigated student attitudes towards CS, it appears that
students favour it in the classroom because they feel it strongly affects their learning
abilities in a positive way. For example, Zentella, (1999) undertook research on
second language learners’ reactions towards CS in Italy. By using interviews and
questionnaires he found that students seem to be favourably disposed to the use of
their L1 because it supports their learning in terms of explanation of grammar,
vocabulary items, understanding difficult concepts and for general comprehension.
Similarly, Montes-Alcala (2000) who explored Spanish learners’ views towards CS
in the EFL classroom, in California, with focus group interviews, claimed that most
students regarded CS as an acceptable language practice. Montes-Alcala’s study also
revealed and that students preferred their teachers to sometimes CS in the classroom
because failure to understand their teachers would result in failure in learning.
Students’ positive attitudes towards CS were also noticeable in Rollnick and
Rutherford’s (1996) study of university students in ESL classrooms in South Africa.
They found that the use of learners’ first language is a powerful means for learners to
explore their ideas which they found more difficult to do without the use of CS.
On the other hand, other studies concluded that there are negative outcomes from
using CS in the classroom. For example, a study by Reyes (2004) suggests that
students’ practice of CS negatively affects their learning. Her analysis shows that CS
confused students and consequently affected their lesson comprehension. However,
another study by Gibbons (1983), which mainly used a questionnaire, reveals that
students tend to have neutral attitudes towards CS. Students indicated that their use
of CS could help them to improve, while it might have a negative effect on their
speaking performance.
As for the Arabic language, there is a dearth of studies that have investigated
students’ attitudes towards CS in the classroom. To date, most have focused on EFL
classrooms. Alenezis’ (2010) study which investigated university level Kuwaiti
students’ reactions towards CS highlighted that students have positive attitudes
towards CS and perceive the use of Arabic to be beneficial to them. Alenzi’s (2010)
findings also indicate that students’ positive language attitude towards CS has a great
impact on their academic performance. It is an influential teaching tool which
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facilitates students’ learning, helps increase their interaction, and increases their
chances of passing the course exams. These findings are also consistent with Kharma
and Hajjaj's (1989) study, which found that 81% of university Omani students were
in favour of using the Arabic language, especially when they could not express their
ideas in the TL. Moreover, they thought that their students felt happy about using
their L1. Even so, another study carried out by Al Abdan (2008) showed different
results. This study, which was conducted in an EFL classroom in an Iranian
secondary school, found that students' attitudes reflected their proficiency level of
English: the weaker the students are in English, the more positive attitudes they have
towards using Arabic in the EFL classroom.
Student attitudes toward learning L2 greatly impacts their learning experience as
well as the purpose of their L1 use in the classroom. When students are forced to
learn a language they do not identify with or find to be irrelevant, they are more
likely to overuse L1 to stay within their area of comfort. As a consequence, many
students then find the exclusion of their mother tongue to be degrading. On the other
hand, if students feel that their home language is a valuable part of the language
learning process, they are less likely to feel resentful about learning a second
language (Tang, 2002; Luna & Peracchio, 2005). Whilst EFL classrooms studies
show considerable consistency, it is unclear whether the same results will occur in
the ESL classroom. Hence, the proposed study seeks to address this.

2.4 Summary
This chapter has outlined the theoretical basis of CS in natural communication and in
classroom communication. Generally, CS is known to be a widespread phenomenon
among bilinguals where speakers use their native tongue (L1) and their second
language (L2) in different domains.
There are different categories of functions for CS in natural communication such as
conversational CS (Gumperz, 1982, p.59), discourse-related and participant-related
CS (Auer, 1984, p.13).

It can also support classroom communication serving

pedagogical, communicative and social functions. Further, based on the literature
reviewed the functions of CS are similar whether performed inside or outside the
classroom.
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Relevant classroom-based studies conducted in EFL and ESL classrooms in different
countries (Tognini &Oliver, 2012; Mustafa & Al-Khatib, 1994; Metila, 2011; Ariffin
& Husin, 2011; Tarone & Swain, 1995; Al Nofaie, 2010; Swain & Lapkin , 2000;
Kavaliauskiene, 2009) were examined to identify the nature and purposes of CS in
the classroom. The studies reviewed reflect that there are various positive and
facilitating functions of CS approved by the learners such as translation, explaining
new vocabulary, relaxing the learners, explaining grammar, talking about class tasks
and assessments, and, establishing contact with learners. However, there are few if
any studies on CS in Australian ESL classrooms, especially with regard to Arabic
speakers.
Learners’ attitudes towards language switching are useful for understanding ESL
learning. The concept of attitudes encompasses a “psychological tendency that is
expressed by evaluating a particular entity with some degree of favour or disfavour”
(Eagly & Chaiken, 1993, p.1). Research studies into students’ attitudes towards CS
in the classroom demonstrated that learners have different views towards CS. Some
studies (Al Abdan, 2008; Alenezis, 2010; Montes-Alcala, 2000; Rollnick &
Rutherford, 1996) found that students appeared to have positive attitudes towards CS
and feel that it strongly affects their learning abilities in a positive way. Other studies
(Reyes, 2004; Gibbons, 1983) suggest that students’ practice of CS negatively
affects their learning. With specific respect to those studies which investigated
Arabic students’ attitudes towards CS in the EFL classroom, it appears that students
have positive attitudes towards CS and perceive that switching Arabic is beneficial to
them. However, to date, most Arabic studies have focused on CS in the EFL
classroom and few, if any have investigated CS in the ESL classroom. Hence the
proposed study seeks to address this.
In summary, this literature review has shown that there has been a significant body
of research in the area of CS in the classroom, and students’ attitudes towards this
approach. However, few studies have investigated students CS in the ESL classroom
and almost none have investigated adult Arabic learners’ use of CS in the ESL
classroom. Furthermore, researchers have not focused on students’ attitudes towards
CS in the ESL classroom in relation to adult Arabic students. This provides the
primary justification for the current study.
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Based on this, the current research seeks to answer the following questions:

2.5 Research Questions
1. For what purpose do university level Arabic students’ CS in the ESL classroom?
2. What are the attitudes of university level Arabic students’ towards CS in the ESL
classroom context?
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Chapter 3
Methodology
3.1 Introduction
Although a mixed methods approach was used, this study is descriptive and
exploratory in nature and qualitative rather than quantitative in orientation. A
number of data collection techniques were used in order to gain multiple
perspectives on the topic being investigated, namely CS in ESL classrooms: a study
of adult Arabic learners. The techniques and the method of analysis employed in this
study are outlined in the following sections of this chapter.

3.2 Participants
The participants in this study were 40 Arabic students who are currently studying in
the ELICOS language course at Curtin University of Technology in Western
Australia. Arab students were drawn from ELICOS classes, including 29 from the
four classes in which observations were made and another 11 from classes that were
not observed. It should be noted that to protect their identity pseudonyms are used
throughout this thesis when referring to individual students.
The ELICOS classrooms from which the participants were drawn include students
from a variety of multilingual different speaking backgrounds (e.g., Chinese,
Vietnamese, Thai, French, and Arabic) with an overall number of 15 to 18 in each
ELICOS class. Because of the nature of the Research Questions (see p.29 previous
chapter) the classes that were observed were selected as those with the most Arabic
students. Therefore, this represents a sample of convenience.
On the basis of enrolment there were a mix of Arab males (n=20) and females (n
=20) of similar age, (i.e., between 22 and 28 years old). Table 3.1 outlines the profile
of the Arab participants in each of the four observed classes and non-observed
classes. For all Arab student participants in this study, their first language is Arabic
and their second or TL is English. The students come from different Arabic speaking
countries including Saudi Arabia, Libya, Oman, Kuwait and Iraq.
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Table 3.1: Profile of the Arab Student Participants
Classroom

Gender

Level

F

M

Observed class
1

Beginners

4

4

2

Beginners

2

6

3

Intermediate

1

4

4

Intermediate

2

6

Non-observed class
5

Intermediate

3

0

6

Beginners

2

0

6

0

7

more students needed for
the questionnaire

The participants were selected because they have been learning English for:
•

Approximately seven years in an EFL classroom, (i.e., three years in
secondary school and four years in university);

•

Six months in an ESL (in Australia) classroom.

In ELICOS, students can study general English at a number of different levels - from
beginner to intermediate level. Further, they are offered broad-based general English
courses to develop their speaking, listening, reading and writing skills. Particularly,
the courses focus on intensive language practice including vocabulary development
and pronunciation, and a variety of course books and authentic materials are used to
develop the students overall English competency. Students undertake approximately
twenty hours of ESL classroom learning each week.
Beginner students and intermediate students were chosen as the data set for the
current study. By focusing on these levels it was possible to compare CS of
relatively beginning learners with that of intermediate learners. That is, it enabled a
comparison to be made with regard to the amount of CS as it relates to students’
English proficiency level.
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3.3 Research Design
As indicated, this study used a mixed methods approach combining both qualitative
and quantitative methods in an effort to obtain sufficient, authentic, valid and reliable
data. The qualitative aspect reflects the observation and recording of CS data within
the classroom and also the interviews with participants. The quantitative component
of the study involved the use and analysis of a larger scale questionnaire. However, a
predominantly qualitative approach was selected because, as Patton (2002, p.25)
stated, qualitative research is most appropriate for those projects where the nature of
the research is uncommon or broad and where the goal is deep narrative
understanding. The quantitative aspect of the data collection was used to assist the
interpretation of the qualitative findings. This study was informed by Flowerdew and
Millers’ (1998) and Alenezis' (2010) research which also followed a combined
qualitative and a quantitative approach to investigating CS, specifically using
classroom observations, individual interviews and questionnaires. This also allowed
for triangulation and a more detailed and in-depth understanding. These measures
also increased the validity and trustworthiness of the findings (Creswell, 2005,
p.436).
Together, the results emerged from three sources of data. To address the first
research question which centred on the purposes for students’ CS in the ESL context,
classroom observations were made. The second research question, which focussed
on the students’ attitudes towards CS, was addressed using interviews and
questionnaires.

3.4 Procedure
Prior to data collection, several months of planning and negotiation with the staff at
the English language center occurred. This was necessary to allow the selection of
appropriate participants. For example, the following criteria guided the identification
and selection of classrooms for observations:
•

The classroom pedagogy was generally consistent with a communicative
approach to language teaching; and,

•

There were many Arabic speakers in each classroom.
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For other student participants the criteria that governed their selection were
that:
•

They had Arabic as their first language; and,

•

For the one-to-one interviews, they were female (see section 3.4.2 for
reasons).

The recruiting/ selection process involved a number of steps. An initial approach was
made by the researcher to the ELICOS director. The nature of the study was
explained briefly and permission was sought. To do this, an information sheet was
sent to him and to the teachers outlining the study in more detail. On this basis they
could make a considered decision whether or not this research could be done in their
ELICOS center/classrooms. The information sheet clearly indicated that the ELICOS
director and the teachers could decline without prejudice. It was explained to the
ELICOS director that he and the classroom teachers would be sent a form seeking
formal permission for the research to be done in their ELICOS classrooms (see
Appendices 4 & 6).
Despite these measures being put in place, difficulties were experienced by the
researcher in finding a range of four suitable ELICOS classrooms to be observed,
and in particular those which had many Arabic speakers. Most of the Arabic students
are in the beginner level and there were only a small number of Arabic students in
the intermediate level. However, this issue was eventually resolved and a suitable
number of Arabic students in the intermediate level were found.
The data collection occurred over a period of one month towards the beginning of
the academic year 2013. Firstly, classroom observations were undertaken in four
classes over a period of two consecutive weeks. Next interviews were done with
volunteer students, most from these observed classes, but also 6 students from other
non-observed classes. Lastly, a questionnaire was developed and administered.
3.4.1 Classroom Observations
Once official permission was obtained from the ELICOS director and the classrooms
were identified, classroom observation began. Non-participant observation was
adopted for this study, mainly for two reasons. Firstly, as the researcher did not
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interact with the subjects of the observations, it allowed time to take field notes
which were used for reflections on the observations and issues raised. Secondly, the
researcher desired to be as unobtrusive as possible, so that the impact on the data
collected would be minimal.
As a bilingual Arabic English speaker, the researcher was uniquely placed to make
these observations. The data were collected by means of audio recordings supported
by checklists and field notes. The audio data were later transcribed for analysis.
The researcher sent each of the classroom teachers a letter seeking formal
confirmation that they gave permission for observations to be undertaken in their
classroom and they signed a consent form to this effect (see Appendix7). The
researcher then visited each of the classrooms that had been selected for the study.
The researcher used this visit to explain the nature of the study to the students, her
role as a non-participant observer, the purpose of the audio recordings and to provide
this information in a written form both in English and Arabic to the students (see
Appendix 8). The issue of confidentiality was discussed and the ways in which
students’ confidentiality would be protected was outlined. It was also explained that
students could decline without prejudice. An information sheet for students outlining
the study and seeking their consent for their participation in the research project was
given to each student (see Appendix 9).
Once this was completed, a schedule of lesson observations was organized for each
of the four classes. These classes were observed for two complete lessons (two hours
per lesson) with a particular focus on the CS instances. Because of assessments, it
was organized to have the observations in two weeks without any space. Table 3.2
outlines the schedules of lesson observations undertaken.

Table 3.2: Schedule of Lesson Observations
Classroom

Lesson 1

Lesson 2

Classroom 1(beginners)

Week 1, Day 1

Week 2, Day 1

Classroom 2(beginners)

Week 1, Day 2

Week 2, Day 2

Classroom 3 (intermediate)

Week 1, Day 3

Week 2, Day 3

Classroom 4 (intermediate)

Week 1, Day 4

Week 2, Day 4
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Before the classroom observations, the aim was explained to the teachers, as was the
fact that they were not required to prepare special lessons for the observation
sessions. In addition, the role of the researcher, as non-participant observer taking
field notes was also explained, along with the use of audio recorders for the purposes
of transcription and further analysis.
After getting back the consent forms from the students, most of female students did
not want the observation to be recorded for cultural and religious reasons. However,
all the male students agreed that the observations could be recorded. At the
commencement of each observation lesson, the main audio recorder was usually
placed on the center of male students desks. Because of the constraints described
above, for the females only field notes were used.
About five minutes were needed to set up the audio recorders in the classroom and to
get ready for the classroom observation. The researcher attempted to have this
completed before each lesson commenced. In order to achieve this, the lessons
selected for observation were either the first of the day or after the lunch break.
The researcher expected her presence to affect student and teacher behaviors,
particularly in the initial lessons. However, it appeared that the presence of the
researcher was accepted as part of class routine as the students did not seem to pay
her any attention at all and they seemed to participate fully in the lessons.
3.4.2 Interviews
Interviews were conducted with a small number of volunteer students (n =10). The
students were questioned about their attitudes towards CS in the classroom and what
they perceived the impact of it may have on their learning. The interview followed a
semi-structured format similar to that used in previous studies conducted by
Flowerdew and Millers (1998) and Alenezi (2010). A semi-structured interview was
used as it allows for the responses to develop in unexpected directions (Heigham &
Crocker, 2009, pp. 185-186). To make it easier for the participants, the interview was
done in Arabic so that there were no misunderstandings due to a lack of knowledge
of English on behalf of some of the Arab students. These interviews took place two
weeks of after the lesson observations, and at a time chosen by the students.
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Each of the students was interviewed individually to allow them to voice their
experiences and to enable them to feel more comfortable to express their own point
of view. The interviews were conducted in a quiet area of the university. This was
done to help relax the participants and remove any distractions which might limit the
depth of the answers. The length of the interview was approximately 20 minutes
each. As the researcher is a female Muslim, and based on religious beliefs, only
female students were interviewed - that is, the researcher could not interview male
students. Initially it was intended that the interviews would be recorded for the
purposes of transcription, which nowadays is considered to be the most common
way to document an interview (Heigham & Crocker, 2009, p. 160). However, due to
cultural and religious reasons, the participants did not want to have their interviews
recorded. As it is important to respect such decisions, detailed notes were taken
instead of recordings during the interviews. The responses were analysed in terms of
themes related to the study objectives.
A total of 10 female Arabic students participated in the interviews, seven from the
observed classrooms and three from the non-observed classrooms. The students who
participated in the interviews volunteered to do so.
3.4.3 Questionnaire
Based on the qualitative findings that emerged from the analysis of both the
classroom observations and the individual interviews, a questionnaire was
developed. The use of a questionnaire is considered an effective tool for data
collection and analysis (Creswell, 2005, p.210). The main motivation of using a
questionnaire in this study was to capture the situation from an alternative group and
a larger number of students in order to discover what additional information they
give about their attitudes. For this part of the study, Arabic speaking students were
invited to respond to the questionnaire. The questionnaire was constructed in such a
way that it began by first asking general and then more specific information. As is
common in many language attitude surveys (e.g., Oliver & Purdie, 1998; Purdie,
Oliver, Collard & Rochecouste, 2002) the questionnaire was comprised of only
structured and closed questions to which the participants respond on a four point
Likert scale. To assist the participants, the questionnaire was written in Arabic so
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that there would be no misunderstandings due to their lack of knowledge of English
and to eliminate issues of reliability related to language proficiency.
With permission from the class teachers, a brief introduction and explanation was
given to the students and then the researcher handed out the questionnaire during
class time to those students who had volunteered (n=20).

3.5 Data Analysis
The analysis of the data collected during the classroom observations (researcher’s
field notes, checklists and audio recordings of lessons), student interviews and
student questionnaires is described below.
3.5.1 Classroom Observations
As a starting point, a detailed summary of each set of lessons was produced from the
audio recordings of the lessons observed and the researcher’s field notes and
checklist. The summary briefly described the CS events that occurred during each
lesson, and the nature of this. This summary data were analyzed to identify the most
common CS events used in the classes. Next and based on this, eight (8) lessons
were fully transcribed and all examples were translated into English. Those lessons
that were fully transcribed were those richest in the use of CS.
The instances of CS were then coded according to various functions that they served.
These categories were compared to those that already exist in the literature and any
new and different reasons for CS were identified as required. Thus, this method
enabled the analysis to situate the present study in the literature and at the same time
highlight the unique nature of CS for this particular group. Once these categories
were established, definitions were developed and these were illustrated using
examples from the data. To ensure the reliability of the categories a sample set
representing 10% of the total number of CS events that occurred was re-coded by
two independent, but trained research assistants. Their coding was compared to the
researchers and inter-rater reliability (IRR), based on percentage agreement 90% was
found to be accurate.
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3.5.2 Student Interviews
Analysis of the student interview transcripts sought to identify the student’s attitudes
about CS in the second language classroom and about specific aspects and purposes
of CS. The preliminary analysis of the data was undertaken inductively. Responses
were analysed in terms of themes related to the study objectives. “The primary
purpose of the inductive approach is to allow research findings to emerge from the
frequent, dominant or significant themes inherent in raw data, without the restraints
imposed by structured methodologies” (Creswell 2002, p. 266)
Initially, as the interview of students was in Arabic the data gathered from that, was
translated from Arabic to English, organised and transferred organized to a
codebook. The responses of each participant were then coded as follows: student A interview1; student B - Interview 2, student C - interview 3, student D – interview 4
and so on.
Secondly, emerging themes were developed by studying the transcripts repeatedly
and considering possible meanings and how these fitted with developing themes.
From each transcript a series of topics were coded. Much of the handwritten coding
on the transcripts was done in colour and with highlighter pen. Some of participants’
response was considered to contain two different meaning units and therefore was
counted as two units of meaning, and related to two different categories. Then, the
data was grouped by reducing the number of categories and combining similar
headings into broader categories. Finally, each data set was further analysed to refine
the identified themes into broad groups for discussion. These themes include:
awareness, usefulness, understanding and achievement.
3.5.3 Student Questionnaire
The data from the questionnaire was analysed by the use of simple descriptive
statistical analysis. Specifically, students’ responses were displayed in percentages
and numbers to illustrate their attitudes towards CS between Arabic and English in
the ESL classroom.
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This kind of analysis seemed appropriate given the small sample size of Arabic
participants used in this study. As the responses of the students’ questionnaire
correlate with the interview responses, they were analysed under the same themes.

3.6 Ensuring the Quality of the Research
To establish the quality of this research, procedures such as trustworthiness and
authenticity have to be taken into consideration. (Bryman, 2012, p. 272):
3.6.1 Trustworthiness
The criteria used for assessing the trustworthiness of this research are triangulation
and credibility (Bryman, 2012, p. 272). In turn, triangulation was identified as an
approach suitable for improving the validity and reliability of the current research,
particularly as it relied on a mixed methods approach. According to Bryman (2012,
p. 272) “the validity of any research study depends on the trustworthiness of the
representations that depict it. Relying on one method of data collection may bias the
research or provide a different picture to the researcher of the phenomenon under
investigation.” The data in this study was gathered through observations, student
interviews and questionnaires. These methods of data gathering were used not only
to triangulate the data, but also to ensure that extensive information was gathered.
Thus, this method of triangulation was used to assist in checking the consistency of
the findings which were generated by different data gathering methods, and also to
explore the consistency of the different sources of data collected using the same
method. Hence, this triangulated approach allowed the research questions critical to
this study to be answered.
Further, to ensure the interview data is credible, in that participants’ data is
accurately described, two independent assistants were asked to verify the accuracy of
the information provided both in the observations and the interview. This was done
to prevent misinterpretation (Bryman, 2012).
3.6.2 Authenticity
Authenticity refers to how the research fairly represents the different viewpoints of
individuals (Bryman, 2012, pp. 272-274; McMillan, 2004). To ensure the research
fairly represents the different viewpoints among the participants, quotes from the
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interviews were used to accurately convey their opinions and views and give them
voice in the research. The interview process was semi-structured and open ended
providing all participants with the opportunity to have their voices heard and,
therefore, represented in the text. This information was coded allowing for an audit
trail constructed to track all data back to its source.

3.7 Ethical Issues
A number of measures were put in place to ensure this research was undertaken and
reported in an ethical manner. Firstly, in this research confidentiality was ensured by
the use of pseudonyms for the personal identities of all participants. Next, all data
generated was viewed in confidence and not shared with other participants or
individuals outside the research project (Creswell, 2005, p.455). Any information
provided has been made public only behind a shield of anonymity. This is in line
with requirements of Curtin University of Technology’s “Human Research Ethics
Committee” from which ethics clearance for this project has been obtained. A
“Research Involving Humans Ethic Clearance” (Form A) was obtained for this
research. This was required according to Curtin University of Technology guidelines
and research standards. This clearance was obtained before any research or data was
collected.
Finally, consent of all participants involved in this study was obtained. Participants
were fully informed about the research and purpose of the study (see Appendix 4, 6,
8). They were able to withdraw from this research at any point. As stated by
Chistians (2000, p.144) “participants have the right to be informed about the nature
and consequence of experiments in which they are involved.”

3.8 Summary
In summary, the study involved a small number of participants and the methodology
was largely qualitative in orientation. The research consisted of a mixed methods
design and involved the collection of data from ELICOS classrooms. It included data
from classroom observations, interview and questionnaire data from students. The
use of multiple sources and the triangulation that was incorporated into this research
design enabled the data that was collected to be both corroborated and interrogated
to developed authentic, reliable and valid findings.
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Chapter 4
Findings: Classroom Observations
4.1 Introduction
As indicated in Chapter 3 various methods were used to collect the data for this
research, namely observation, interviews and questionnaires, the analysis of which
has been used to address the two research questions. To reflect these questions, the
findings will be presented in two chapters. The first chapter will present the findings
based on the observations and addresses the first question “For what purpose do
university level Arabic students’ CS in the ESL classroom?” The second findings
chapter will answer the next research question “What are the attitudes of university
level Arabic students’ towards CS in the ESL classroom context?” and will be based
on the evidence from the interviews and questionnaire. However, the results which
emerged from the interviews revealed some information about Arabic students’
purpose of CS in the ESL classroom which is the first research question, and
therefore, this information will also be described in the second findings chapter.
This first of the two findings chapters is based on an analysis of four classroom
observations, focussing particularly on the purposes for students using CS. Eight
lessons were fully transcribed and all examples were translated from Arabic into
English. The instances of CS were then coded according to various functions that
they served. Then categories were established; definitions were developed and were
illustrated using examples from the data.
The analyses of the lessons reveal that although English is emphasized as it the TL
of the ELICOS classes, Arabic/English, CS is intensively used by the students.
Further, different CS strategies appear to be used by the students during classroom
interactions for a range of reasons. These reasons have been categorised according to
the situations and purpose for which they were observed being used. Overall, it
appears that CS fulfils three main functions: pedagogical, communicative, and
social.
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4.2 Pedagogical Functions
From the classroom observations it is apparent that CS serves pedagogical functions.
Specifically, it appears that CS allows speakers to increase their language acquisition
and their content understanding and to develop cognitively. From the data the
pedagogical functions of CS were further classified into: translation, assisting with
vocabulary, and, understanding grammar.

4.2.1 Translation
It seems that CS from English to Arabic was used by the students to translate
meanings at the various levels of language (i.e., for words, sentences or language
functions). That is, CS was used for the purpose of translation when the English
equivalent was unknown at that time, and particularly for the purpose of completing
classroom tasks. However, this occurred mostly in beginner classrooms and less so
in intermediate level proficiency classrooms. Examples of this are shown in
examples 1 and 2 below:
Example 1
In one of the beginner classes, a task was done where the learners were required to
listen to a text containing lots of unfamiliar words. In this example, the students used
CS in order to translate whole sentences.

(؟the car is going on a high speed limit) ﻫﻞ ﺗﻌﺮﻑ ﻣﻌﻨﻰ ﻫﺬﻩ ﺍﻟﺠﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Do you know the meaning of this sentence ‘the car is going on a high
speed limit’?
. ﺃﻥ ﺃﻋﺮﻑ ﻓﻘﻂ ﻣﻌﻨﻰ ﺍﻟﺠﺰء ﺍﻷﻭﻟﻰ ﻣﻨﻬﺎ ﻭﻫﻲ ﺍﻟﺴﻴﺎﺭﺓ ﺗﻤﺸﻲ، ﺣﺴﻨﺎ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Well, I only know the meaning of the first part of it which is ‘the car is
going.’

 ﻭﻣﺎﺫﺍ ﻋﻦ ﺑﺎﻗﻲ ﺍﻟﺠﻤﻠﺔ؟: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: What about the rest of the sentence?

. ﻣﻌﻨﺎﻫﺎ ﺍﻟﺴﻴﺎﺭﺓ ﺗﺘﺤﺮﻙ ﺑﺴﺮﻋﺔ ﻣﻔﺮﻁﺔ. ﺳﻮﻑ ﺃﺑﺤﺚ ﻋﻨﻬﺎ ﻓﻲ ﺍﻟﻘﺎﻣﻮﺱ،ً ﺍﻧﺘﻈﺮ ﻗﻠﻴﻼ: 2 ﺍﻟﻄﺎﻟﺐ
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Std 2: Wait a minute, I will look it up in my dictionary. It means the car is
moving really fast.

 (؟it is rush hour) ً  ﻫﻞ ﻳﻤﻜﻦ ﺍﻥ ﺗﺒﺤﺚ ﻋﻦ ﻫﺬﻩ ﺍﻟﺠﻤﻠﺔ ﺍﻳﻀﺎ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Can you also look up, ‘it is rush hour’?

. ﺟﺰء ﻣﻦ ﺍﻟﻴﻮﻡ ﺣﻴﻦ ﻳﺒﻠﻎ ﺍﺯﺩﺣﺎﻡ ﺍﻟﺴﻴﺎﺭﺍﺕ ﺍﻟﺪﺭﻭﻩ،  ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, it is a period of the day when traffic is at peak.
.  ﻓﻬﻤﺘﻬﺎ، ﺗﻮﺍ ﺑﻌﺪ ﺍﻟﺘﺮﺟﻤﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Now, after translating it, I understand it.

. ﺇﻧﻬﺎ ﺳﻬﻠﺔ ﺍﻵﻥ، ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 1: Yes, it is easy now.

Example 2
In another beginner class, the teacher wrote six sentences on the blackboard and
asked the students to read a text of six paragraphs and match each paragraph with the
correct sentence. In this example, two students who did not know most of the
vocabulary items used CS to ascertain the meaning in Arabic:

 ؟2 ( ﻓﻲ ﺟﻤﻠﺔ ﺭﻗﻤﻢretina)  ﻫﻞ ﺗﻌﺮﻑ ﻣﻌﻨﻰ ﻛﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Do you know the meaning of the word “retina” in sentence 2”
.3  ﻭﻫﺬﻩ ﺍﻟﺠﻤﻠﺔ ﺗﻘﺎﺑﻞ ﻓﻘﺮﺓ ﺭﻗﻢ. ﻟﻬﺎ ﻋﻼﻗﺔ ﺑﺎﻟﻌﻴﻦ، ﻧﻌﻢ ﺃﻋﺘﻘﺪ ﺍﻧﻨﻲ ﺍﻋﺮﻑ ﻫﺬﻩ ﺍﻟﻜﻠﻤﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, I think I know it, it is something to do with the eye. And this
sentence matches paragraph 3.

( ؟receptors) ﻫﻞ ﺗﻌﺮﻑ ﻣﻌﻨﻰ ﻛﻤﻠﺔ، 4  ﻣﺎﺫﺍ ﻋﻦ ﺟﻤﻠﺔ ﺭﻗﻤﻢ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: What about sentence 4, do you know the meaning of “receptors”?
. ﺍﻩ! ﻣﻌﻨﺎﻫﺎ ﺍﻟﻤﺴﺘﻤﻌﻮﻥ. ﻫﻴﺎ ﻧﺒﺤﺚ ﻋﻠﻰ ﺗﺮﺟﻤﺘﻬﺎ، ﻻ ﺍﻋﺮﻓﻬﺎ: 2 ﺍﻟﻄﺎﻟﺐ
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Std 2: I do not know it, let’s check its translation. Oh! it means receivers.

 ؟4  ﺍﻭ6  ﻫﻞ ﺗﻤﺎﺛﻞ ﻓﻘﺮﺓ:1ﺍﻟﻄﺎﻟﺐ
Std 1: So does it match paragraph 6 or 4?

 ﻻﻧﻬﺎ ﺗﺘﺤﺪﺙ ﻋﻦ ﺍﻟﻀﻮء6  ﺗﻤﺎﺛﻞ ﻓﻘﺮﺓ1  ﻭﺟﻤﻠﺔ4  ﺗﻤﺎﺛﻞ ﻓﻘﺮﺓ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: It matches paragraph 4 and sentence 1 matches paragraph 6 because it
talks about light

(؟light)  ﻣﺎ ﻣﻌﻨﻰ ﻛﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std1: What is light?

 ﻣﻌﻨﺎﻫﺎ ﺍﻟﻀﻮء، ﺃﻧﻈﺮ ﻓﻮﻕ. ﻻ ﺗﻌﺮﻓﻬﺎ، ﻫﻞ ﺃﻧﺖ ﺗﺘﻜﻠﻢ ﺑﺠﺪ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Are you serious, you do not know it, look above us, this is light.

This finding that CS is used for pedagogical translation is in line with
Kavaliauskiene’s (2009) and Merritt et al.’s (1992) research. It is also consistent with
the findings of Mustafa and Al-Khatib (1994) who investigated CS by Iranian
students in ESL classrooms. The study undertaken by Man and Lu (cited in Baker,
2011, p.102) had similar results. In fact, according to some authors (Atkinson, 1987;
Storch & Wigglesworth, 2003) CS for translation is a preferred strategy for the
majority of learners. From the current observations it does seem that translation
provides an efficient way of assisting students’ understanding and seems to help
them to feel more at ease in the classroom, and in turn, this assists their language
learning.
4.2.2 Assisting with Vocabulary
CS also appeared to be used by the students in this study in order to help with their
understanding of individual vocabulary items. Again, this occurred more often in the
beginner and less so in the intermediate ELICOS classrooms. This purpose of CS,
which is used to overcome a lack of understanding or inability to retrieve lexical
items, is found to be a common linguistic behaviour among Arabic students. For
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example, in one of the beginner classes a task was done where the learners were
required to match pictures with words. The students used CS in order to figure out
unknown words. Example 3 illustrates this:
Example 3

(؟suitcase)  ﻫﻞ ﺗﻌﺮﻑ ﻣﻌﻨﻰ ﻛﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Do you know the meaning of the word ‘suitcase’?
. ﻣﻌﻨﺎﻫﺎ ﺷﻨﻄﺔ ﺳﻔﺮ، ﺇﻧﻬﺎ ﻛﻠﻤﺔ ﺳﻬﻠﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: It is easy, it is a bag you take with you when you travel.

(؟platform)  ﻭﻣﻌﻨﻰ ﻛﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: What about platform?

. ﻣﻌﻨﺎﻫﺎ ﺍﻟﻤﻜﺎﻥ ﺍﻟﺬﻱ ﺗﻨﺘﻈﺮ ﻓﻴﻪ ﺍﻟﻘﻄﺎﺭ. ﺳﻮﻑ ﺃﺑﺤﺚ ﻋﻨﻬﺎ ﻓﻲ ﺍﻟﻘﺎﻣﻮﺱ،ً ﺍﻧﺘﻈﺮ ﻗﻠﻴﻼ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Wait a minute, I will look it up in my dictionary. It means the place
where wait you for a train.

CS was also used for the purpose of substitution such as when a student inserted an
Arabic word into an otherwise English utterance. This appeared to be triggered by
the fact that the English counterpart was unknown at that moment and therefore
Arabic elements were “inserted” inside the English utterance because of a lack of
technical vocabulary. For instance, in this study, this was observed when a class
began a new topic and there were new words and expressions in English that the
teacher wanted the pupils to understand. As she checked for the students
understanding, CS occurred among the groups of students and they explained new
expressions and words to each other in Arabic. In the following example, one student
inserted an Arabic word into his utterance and the other student reacted by trying to
supply an explanation (see Example 4 below):
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Example 4
The teacher asked students to talk in pairs about a particular sentence and try to find
out the meaning of new vocabulary items: ‘The man who bought his farm was a
contented man, who made the most of his surroundings.’
. ﺍﻋﺘﻘﺪ ﺍﻧﻨﻲ ﺃﻋﺮﻑ ﻣﻌﻨﻰ ﻣﻌﻈﻢ ﺍﻟﻜﻠﻤﺎﺕ ﻓﻲ ﻫﺬﻩ ﺍﻟﺠﻤﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I think I know the meaning of most of the words of this sentence.
.'contented '  ﺃﻻ ﻛﻠﻤﺔ، ﻣﻌﻨﻰ ﻛﻞ ﺍﻟﻜﻠﻤﺎﺕ ﻓﻲ ﺑﺪﺍﻳﺔ ﺍﻟﺠﻤﻠﺔ ﻭﺍﺿﺤﺔ، ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, the meaning of all of the words in the beginning of the sentence
are clear, except for the word contented.
.' ﺭﺟﻞ ﻣﻘﺘﻨﻊ ﻭ ﺭﺍﺿﻲ ﺑﻨﺼﻴﺒﻪa contented man'  ﻣﻌﻨٮﻰ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: A contented man means ‘a man who is satisfied with his possessions.’
. ‘made the most of’  ﻟﻜﻦ ﻟﻴﺲ ﻣﺘﺄﻛﺪ ﻣﻦ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: However, I am not sure about ‘made the most of’
.'' 'ﻳﺴﺘﻔﻴﺪ ﻣﻦmake the use of'  ﻣﻦ ﺧﻼﻝ ﺍﻟﻤﻌﻨﻰ ﻛﻜﻞ ﻳﺒﺪﻭﺍ ﺃﻥ ﻣﻌﻨﻲ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: From the following word, it seems to mean ‘make the use of’
. ﻫﻴﺎ ﻧﺴﺄﻝ ﺍﻟﻤﺪﺭﺳﺔ ﻋﻦ ﺗﻮﻗﻌﺎﺗﻨﺎ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Let’s ask the teacher about it.

There were other instances in the lessons when words, unfamiliar to students, were
employed in English and CS was used to seek clarification about this vocabulary.
The transcript below (Example 5) shows an instance where, although a student had
perceived the concept under discussion, he was unfamiliar with the actual English
term. The student used CS to ask another student about the unfamiliar item:
Example 5
 ﻣﻮ؟،' ﻟﻬﻢ ﻧﻔﺲ ﺍﻟﻤﻌﻨﻰtrain station' ' ﻭunderground'  ﺍﻟﻜﻠﻤﺘﻴﻦ، ﺃﺳﻤﻊ: 1 ﺍﻟﻄﺎﻟﺐ
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Std 1: Listen, underground is like train stain, isn’t it?
. ﻟﻬﻢ ﻧﻔﺲ ﺍﻟﻤﻌﻨﻰ، ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, they have the same meaning.
' ﻫﻞ ﻟﻬﻢ ﻧﻔﺲ ﺍﻟﻤﻌﻨﻰ ؟van' ' ﻭlorry' ﻭ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: And lorry and van, do they have the same meaning?
. ﻲ ﺑﺎﻫﻲ ﻁﻠﻌﻨﺎ ﻧﻌﺮﻓﻮﺍ ﺷﻮﻳﺔ ﺍﻟﺤﻤﺪ ہﻠﻟ. ﻟﻬﻢ ﻧﻔﺲ ﺍﻟﻤﻌﻨﻰ، ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, they also have the same meaning. It is great that we know all of
these words.
.(..... ..)  ﻣﻔﺮﻭﺽ ﺗﻬﺠﺄﻫﻢ.' ﺧﻄﺄlorry'' ﻭunderground'  ﻁﺮﻳﻘﺔ ﻟﻔﻈﻚ ﻟﻠﻜﻠﻤﺘﻴﻦ، ﻋﻠﻰ ﻓﻜﺮﺓ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1:By the way, you are pronouncing the words ‘underground’ and ‘lorry’
wrong, you should say them like this( ……. ).
. ﺃﻧﺖ ﺷﺎﻁﺮ ﻛﺜﻴﺮ، ﺷﻜﺮﺍً ﻟﻠﺘﻬﺠﺄ ﺍﻟﺼﺤﻴﺢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Thanks for the great pronunciation, you are so clever.
. ﻣﺶ ﺣﺘﻠﻘﻰ ﺻﺪﻳﻖ ﺍﻣﺜﻞ ﻣﺜﻠﻲ ﺃﻧﺎ. ﻋﻄﻴﺘﻚ ﻣﺮﺍﺩﻓﺎﺕ ﺍﻟﻜﻠﻤﺎﺕ ﻭ ﻧﻄﻘﻬﻤﺎ، ﺃﻧﺎ ﺷﺎﻁﺮ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Yes, I am clever, I gave you the synonymous of the words and their
pronunciation. You want find a friend like me.

What is interesting about this CS example is that as the student tries to find an
English equivalent to the word, he turns the situation into a linguistic joke. The
student not only inserts the Arabic word to his utterance, but he also reflects
metalinguistically on the English words he has used. Such metalinguistic awareness
highlights the way that adult second language learners can reflect on languages and
use this skill to enhance their understanding and language acquisition.
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The use of CS to assist with vocabulary development has also been found in other
studies (e.g., Metila, 2011, 1990; McLellan & Chua-Wong, 2001). In the study
conducted by Metila (2011), where he observed 34 female adolescents, found that
CS was used to clarify vocabulary items and as a way of explaining unfamiliar
words. They claimed that using CS for these purposes had a strong and positive
effect on students’ performance.
Similarly, in an ESL classroom in Brunei, interviewed teachers revealed that they
had no alternative but to allow students to CS in order for them to understand lesson
content. They declared that students use CS, in this instance English to Malay,
because it is necessary for them, especially in their attempt to understand abstract
concepts which have no real object counterpart in their own language (McLellan &
Chua-Wong, 2001). For this reason, Cook (2007) argues that CS can be an effective
learning strategy and an important pedagogical tool for students. Clearly, it is
important for teachers to be aware of this as it is something that they can support in
their own classrooms.
CS for the purpose of understanding or clarifying vocabulary was observed to
various degrees in all the classrooms studied in the current research and was
employed to fill in the gaps in the students’ vocabulary. In addition, it does seem that
not only does CS assist learners understanding of vocabulary in the classroom, by
providing meaningful input and opportunities to focus on the form of the TL (Cook,
2007); but also CS appears to assist Arabic students’ language learning. Specifically,
when a word is repeated in another language, this repetition may serve as a
clarification of what has just been said, but often it also carries additional meanings
that can amplify the message. Over time, the cumulative effectiveness of this is a
greater understanding of and ability to produce the TL.
4.2.3 Understanding grammar
Another purpose of CS to emerge from the observations was to help understand and
develop appropriate English grammar usage. Occasionally, this occurred in the form
of translation, such as where a clause is uttered both in Arabic and English, students
focus on the form or grammar of the utterance. At other times, CS was used by the
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learners in order to perceive a particular grammar rule. The following examples will
describe how this occurred in one of the observed classes.

Example 6
In this example the teacher had handed out a grammar exercise where students were
required to read each sentence and then put the verbs between brackets either in the
present simple active or present simple passive. Students appeared to use CS in this
activity in order to try to understand grammar.

'؟passive' ' ﻭﺍﻟﺠﻤﻠﺔ ﺍﻟﺜﺎﻧﻴﺔ ﻣﺒﻨﻲ ﻟﻠﻤﺠﻬﻮﻝactive'  ﻫﻞ ﺍﻟﺠﻤﻠﺔ ﺍﻻﻭﻟﻰ ﻣﺒﻨﻲ ﻟﻠﻤﻌﻠﻮﻡ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Is the first sentence active and the second sentence passive?
. ﻻ ﺍﻟﻌﻜﺲ ﻫﻮ ﺍﻟﺼﺤﻴﺢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: No, the opposite.

.'passive' ' ﻭﺍﻟﺠﻤﻠﺔ ﺍﻟﺜﺎﻧﻴﺔactive'  ﻛﺎﻥ ﺍﻋﺘﻘﺎﺩﻱ ﺍﻥ ﺍﻟﺠﻤﻠﺔ ﺍﻻﻭﻟﻰ، ﺃﻧﺎ ﺣﺎﺋﺮ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I am getting confused, I thought the first sentence is active and the second is
passive.

' ؟passive' ' ﻭﺍﻟﺠﻤﻠﺔ ﺍﻟﺜﺎﻧﻴﺔ ﻣﺒﻨﻲ ﻟﻠﻤﺠﻬﻮﻝactive'  ﻟﻤﺎﺫﺍ ﻋﻤﻠﺖ ﻫﺬﻩ ﺍﻟﺠﻤﻠﺔ ﻣﺒﻨﻲ ﻟﻠﻤﻌﻠﻮﻡ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Why did you do this sentence active, and the second passive?

 ﻟﻜﻦ ﻋﻨﺪﻣﺎ ﺗﺤﺘﻮﻱ ﺍﻟﺠﻤﻠﺔ ﻋﻠﻰ.'active'  ﺗﻜﻮﻥ ﺍﻟﺠﻤﻠﺔ،'by'  ﻋﻨﺪﻣﺎ ﻻ ﺗﺤﺘﻮﻱ ﺍﻟﺠﻤﻠﺔ ﻋﻠﻰ، ﺍﺳﻤﻊ: 1 ﺍﻟﻄﺎﻟﺐ
 ﻫﻞ ﻓﻬﻤﺖ ﺁﻻﻥ؟.'passive'  ﺗﻜﻮﻥ ﺍﻟﺠﻤﻠﺔ،'by'
Std 1: Listen, when there is no ‘by’ in the sentence, it is active. But when there is
‘by’ in the sentence, it is passive. Do you understand it now?

. ﻓﻬﻤﺘﻬﺎ ﺁﻻﻥ، ﷲ ﻳﺮﺣﻢ ﻭﺍﻟﺪﻳﻚ: 2 ﺍﻟﻄﺎﻟﺐ
Std2: Oh thanks, I understood it now.

49

Example 7
In this example, CS appears to be used for the purpose of grammar translation and
explanation in an adjective exercise. The teacher had been leading the class so that
they could see how adjectives are inflected in comparative and superlative
utterances, with a particular focus on the appropriate usage of the words ‘more’ and
‘most’.

'superlative' ' ﻭcomparative'  ﻫﻞ ﺗﻌﺮﻑ ﻣﻌﻨﻰ، ﻟﻢ ﺃﻓﻬﻢ ﻫﺬﻩ ﺍﻟﻘﺎﻋﺪﺓ، ﻓﻲ ﺍﻟﺤﻘﻴﻘﺔ: 1 ﺍﻟﻄﺎﻟﺐ
.ﺑﺎﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ
Std 1: Actually, I did not understand this rule, do you know me the meaning of
comparative and superlative in Arabic?
.' ﻣﻌﻨﺎﻫﺎ ﺻﻴﻐﺔ ﺍﻟﺘﻔﻀﻴﻞsuperlative'' ﻣﻌﻨﺎﻫﺎ ﺻﻴﻐﺔ ﺍﻟﻤﻘﺎﺭﻧﺔ ﻭcomparative'  ﺑﺎﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Comparative in Arabic is (…….) and superlative is (……).

 ﻫﻞ ﻓﻬﻤﺘﻬﺎ ﻣﻦ ﺍﻟﻤﺪﺭﺳﺔ؟، ﻣﺎﺫﺍ ﻋﻦ ﺍﻟﻘﺎﻋﺪﺓ ﺍﻟﻨﺤﻮﻳﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: What about the grammar rule, did you understand it from the teacher?

' ﻟﻠﺼﻔﺔ ﻭﻟﻜﻦer'  ﺑﺎﻟﻨﺴﺒﺔ ﻟﺼﻴﻐﺔ ﺍﻟﻤﻘﺎﺭﻧﺔ ﺍﻟﻤﺪﺭﺳﺔ ﻗﺎﻟﺖ ﻋﻨﺪﻣﺎ ﻧﻘﺎﺭﻥ ﺷﻴﺌﻴﻦ ﻧﻀﻴﻒ، ﻧﻌﻢ ﻓﻬﻤﺘﻬﺎ: 2 ﺍﻟﻄﺎﻟﺐ
 ﻫﻴﺎ ﺑﻨﺎ ﻧﻌﻤﻞ ﻭﺍﺟﺐ ﺻﻴﻐﺔ، ﺃﻣﺎ ﺑﺎﻟﻨﺴﺒﺔ ﻟﺼﻴﻐﺔ ﺍﻟﺘﻔﻀﻴﻞ ﻟﻢ ﺃﻓﻬﻤﻬﺎ.'more' ﻋﻨﺪﻣﺎ ﺗﻜﻮﻥ ﺍﻟﺼﻔﺔ ﻁﻮﻳﻠﺔ ﻧﻀﻴﻒ
.ﺍﻟﻤﻘﺎﺭﻧﺔ ﻓﻘﻂ
Std 2: Yes, as for the comparative, the teacher said when we compare two
things we add ‘er’ to the adjective. However, when the adjective is long we add
‘more’. As for the superlative, I did not understand that one. Let’s do the
comparative exercise only.

.'more expensive' ' ﺗﺼﺒﺢexpensive' ' ﻭsmaller' ' ﺗﺼﺒﺢsmall'  ﻫﺬﺍ ﻳﻌﻨﻲ ﺃﻥ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: So this means small becomes smaller and expensive becomes more
expensive

. ﺍﻋﻤﻞ ﻧﻔﺲ ﺍﻟﺸﺊ ﻟﺒﺎﻗﻲ ﺍﻻﻣﺜﻠﺔ، ﻧﻌﻢ ﻫﺬﺍ ﺻﺤﻴﺢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes that is right, do all the exercise in the same way?
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Using CS to understand and develop appropriate use of English grammar is another
finding similar to one that emerged from the study by Metila, 2011 (1990) (see p.48
for previous comments about this study). Based on his observations he categorized
the grammatical functions of CS to be: clarifying language items; grammar
translation; and, grammar explanation. Once again, he claims these aspects of CS
have a positive effect on student learning and performance.
The finding is also in line with Tognini and Oliver’s (2012) and Unamuno’s (2008)
results. Tognini and Oliver (2012) who observed ten French and Italian classes in
Australian schools document that in peer interaction, the use of L1 helps learners
develop their understanding of L2 grammar. While, Unamuno (2008) indicated that
Spanish students intentionally switch from one language to another to address
practical grammar issues related to the completion of the assigned class activities.
Similarly, Swain and Lapkin (2000) argue that students “learn grammar in the L1”
for various reasons, such as for time-saving, grammar-oriented exams and concern
about their studies. In fact, they suggest students learn grammar in an L2-L1-L2
sequence. This was something that was also reflected in the current study (as shown
in Examples 6 & 7).
Thus, it would seem that the use of CS for understanding grammar in the classroom
does assist Arabic students’ language learning. As ELICOS students, they are not
sufficiently familiar with the terms of English grammar, and using grammatical
terms in Arabic to explain the complicated sentence structure saves time, assists their
understanding and enhances their learning. Interestingly, in the ELICOS classrooms
observed in the current study, the pedagogical functions for grammatical CS did not
just involve learning, but also helped create a positive classroom ambience. CS
induced a sense of comfort between Arabic peers which served to lighten the mood
in the class and ease tension.
Therefore, it seems that CS contributes in positive pedagogical ways to students’
English language learning. Particularly, the findings of the current study suggest that
CS is a practice that helps students understand and learn language and supports a
positive classroom environment. As such, teachers should allow the students to use
CS for translation as it assists with vocabulary development and with understanding
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grammar. In fact, teachers could demonstrate to students how Arabic and English
align together in ESL classrooms.

4.3 Communicative Functions
Another function of CS appears to be communicative. In particular, CS allows
speakers to express themselves and present pragmatic meaning. Based on the
analysis of the observations of this study, communicative functions were classified
as follows: enhancing group participation, emphasising a point, and requesting help.
4.3.1 Enhancing Group Participation
The first communicative function of CS for the Arabic students in the current study
was for the use of group participation. For example, there were instances when
students used CS to help each other when doing an activity either in groups or with
the whole class. Usually, this kind of CS occurred when the teacher asked her
students to do a task in English. At these times, the learners used CS to help each
other maintain interest, to complete the task and to undertake problem solving.
Examples of this are shown in examples 8 and 9.
Example 8
In this example, beginner students worked to identify words for some pictures that
the teacher had put on the blackboard (there were two columns of pictures and
students are required to find the correct word for each picture). They used CS in a
collaborative way which enhanced the process of working together as a group:

. ﺃﺣﻤﺪ ﻫﻞ ﻳﻤﻜﻨﻚ ﺃﺳﺘﺨﺮﺍﺝ ﺍﺍﻟﻜﻠﻤﺎﺕ ﺍﻟﻤﻨﺎﺳﺒﺔ ﻟﻠﻌﻤﻮﺩ ﺍﻷﻭﻝ ﻟﻠﺼﻮﺭ ﻭﺍﻧﺎ ﺳﻮﻑ ﺍﻋﻤﻞ ﺍﻟﻌﻤﻮﺩ ﺍﻟﺜﺎﻧﻲ: 1 ﺍﻟﻄﺎﻟﺐ
. ﻟﻦ ﺃﻧﻬﻲ ﻫﺬﺍ ﺍﻟﻨﺸﺎﻁ ﺍﺫﺍ ﻋﻤﻠﺖ ﻛﻞ ﻫﺬﺍ ﺑﻨﻔﺴﻲ
Std 1: Ahmad, what about you finding the words for the pictures of the first
column and I will try to do the second column. If I am going to do all this
activity by myself, I will not finish.
. ﺇﻧﻬﺎ ﻓﻜﺮﺓ ﺭﺍﺋﻌﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Great, what a good idea.
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. ﻭﺍﻟﺜﺎﻟﺜﺔ ﺷﺎﺣﻨﺔ ﻭﺃﻣﺎ ﺍﻟﺮﺍﺑﻌﺔ ﻓﻼ ﺃﻋﺮﻓﻬﺎ،  ﺍﻟﺜﺎﻧﻴﺔ ﺣﺎﻓﻠﺔ،  ﺍﻟﺼﻮﺭﺓ ﺍﻷﻭﻟﻰ ﺩﺭﺍﺟﺔ ﻧﺎﺭﻳﺔ،  ﻟﻘﺪ ﺃﻧﺘﻬﻴﺖ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I have finished, the first picture is scooter, the second one is bus, the third is
lorry and the forth, I do not know

 ﻭﺃﻣﺎ ﺍﻟﺜﺎﻟﺜﺔ ﻓﻼ،  ﺃﻣﺎ ﺍﻟﺼﻮﺭﺓ ﺍﻟﺜﺎﻧﻴﺔ ﻓﻬﻲ ﻣﻄﺎﺭ،  ﺍﻟﺼﻮﺭﺓ ﺍﻷﻭﻟﻰ ﻣﺤﻄﺔ ﻭﻗﻮﺩ،  ﺣﺴﻨﺎ ً ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ: 2 ﺍﻟﻄﺎﻟﺐ
. ﻭﺑﺎﻟﻨﺴﺒﺔ ﻟﻠﺮﺍﺑﻌﺔ ﻓﺄﻋﺘﻘﺪ ﺃﻧﻪ ﺭﺻﻴﻒ، ﺃﻋﺮﻓﻬﺎ
Std 2: Well for me, the first picture is petrol station, the second one is airport, the
third one I do not know and the fourth, I think it I platform.

. ﺇﻧﻪ ﻗﻄﺎﺭ ﺍﻷﻧﻔﺎﻕ،  ﻫﻞ ﺗﻌﻠﻢ ﺍﻟﺼﻮﺭﺓ ﺍﻟﺮﺍﺑﻌﺔ ﻓﻲ ﺧﺎﻧﺘﻲ؟ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻠﺼﻮﺭﺓ ﺍﻟﺘﻲ ﻟﻢ ﺗﻌﺮﻓﻬﺎ: 2  ﺍﻟﻄﺎﻟﺐ: 1 ﺍﻟﻄﺎﻟﺐ
.ﺃﻧﺎ ﻣﺘﺄﻛﺪ ﻣﻦ ﺫﻟﻚ
Std 1: Do you know the fourth picture in my column? For the one you did not know,
it is underground. I am sure.

. ﺳﻮﻑ ﻧﺴﺘﻤﻊ ﻟﻺﺟﺎﺑﺔ،  ﺍﺗﺮﻙ ﺍﻟﺒﺎﻗﻲ، ﺃﻧﺎ ﻻ ﺃﻋﻠﻢ، ﻻ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: No, I do not know, just leave the rest, we will listen for the answer.

. ﻭﻟﻜﻦ ﺳﻮﻑ ﻧﺤﺎﻭﻝ ﻣﻌﺮﻓﺔ ﻭﻟﻮ ﻛﻠﻤﺔ، ﺣﺴﻨﺎ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Ok, but I will try to figure out a word.

Example 9
In the following example, the same beginner students appear to use CS for the
purpose of enhancing the group dynamic. This time students had to identify
compound words for some pictures that the teacher had once more put on the
blackboard. It is clearly noticeable, from their praise of each other offered in their
L1, that they liked working as a group.

 ﺃﻧﺖ ﺣﻮﻝ ﻣﻌﺮﻓﺔ ﺍﻟﻜﻠﻤﺎﺕ ﺍﻟﻤﺮﻛﺒﺔ ﻟﻠﺼﻮﺭ ﻓﻲ، ﺩﻋﻨﺎ ﻧﻔﻌﻞ ﻧﻔﺲ ﺍﻟﺸﻲء ﻧﻔﺲ ﺍﻟﻨﺸﺎﻁ ﺍﻷﻭﻝ،  ﺃﺣﻤﺪ: 1 ﺍﻟﻄﺎﻟﺐ
.ﺍﻟﻌﻤﻮﺩ ﺍﻷﻭﻝ ﻭﺃﻧﺎ ﺳﻮﻑ ﺃﺣﺎﻭﻝ ﺃﻥ ﺃﻓﻌﻞ ﻧﻔﺲ ﺍﻟﺸﻲء ﻣﻊ ﺍﻟﻌﻤﻮﺩ ﺍﻟﺜﺎﻧﻲ
Std 1: Ahmad, let’s do the same as the first activity, you find the compound
words for the pictures of the first column and I will try to do the second
column.
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. ﺃﻧﺎ ﻣﻮﺍﻓﻖ،  ﺃﺟﻞ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, I agree.

. ﺍﻟﺜﺎﻧﻴﺔ ﺍﻹﺯﺩﺣﺎﻡ ﻭﺍﻟﺜﺎﻟﺜﺔ ﺃﻋﻤﺎﻝ ﺍﻟﻄﺮﻳﻖ، ﺍﻟﺼﻮﺭﺓ ﻷﻭﻟﻰ ﺣﺎﺩﺙ ﺳﻴﺎﺭﺓ، ﻟﻘﺪ ﺍﻧﺘﻬﻴﺖ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I have finished, the first picture is car crash, the second one is rush hour and
the third is road works.

. ﺁﺳﻒ ﺃﻥ ﻓﻘﻂ ﻋﺮﻓﺖ ﺍﻟﺼﻮﺭﺓ ﺍﻷﻭﻟﻰ ﻏﺮﺍﻣﺔ ﻣﻮﻗﻒ ﺍﻟﺴﻴﺎﺭﺍﺕ، ﺃﻧﺖ ﺫﻛﻲ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You are clever, sorry but I only knew the first picture which is parking fine.

.ً ﺳﻮﻑ ﻧﻔﻌﻠﻬﺎ ﻣﻌﺎ، ﻻ ﺗﻘﻠﻖ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Never mind, we will do them together.

. ﻫﺬﺍ ﺃﻓﻀﻞ ﻟﻮ ﺗﻔﻌﻠﻬﻢ ﺑﻨﻔﺴﻚ ﻭﺗﺘﺮﻙ ﻟﺼﺎﺣﺐ ﺍﻟﻐﺒﻲ ﺍﻟﺒﺎﻗﻲ،ً ﺣﺴﻨﺎ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Well it is better if you do them yourself and leave your stupid friend do the
rest.

.ً ﺳﻮﻑ ﻧﻔﻌﻞ ﺫﻟﻚ ﻣﻌﺎ، ﻻ ﺗﻀﺤﻚ ﻋﻠﻲ، ﻫﻬﻪ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Oh, do not laugh at me, we will do them together.

. ﻛﻨﺖ ﺃﻣﺰﺡ ﻓﻘﻂ،  ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, I was just kidding.

 ﻭﻣﺎﺫﺍ ﺗﻌﺘﻘﺪ ﺃﻧﺖ؟، ﺃﻧﺎ ﺃﻋﺘﻘﺪ ﺍﻟﺤﺪ ﻣﻦ ﺍﻟﺴﺮﻋﺔ، ﺑﺎﻟﻨﺴﻴﺔ ﻟﻠﺜﺎﻧﻲ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: For the second one, I think it is speed limit, what do you think?

. ﻭﻟﻜﻦ ﻻ ﺃﻋﺮﻑ ﺑﺎﻷﻧﻜﻠﻴﺰﻳﺔ، ﻭﺍﻟﺜﺎﻟﺜﺔ ﺃﻧﺎ ﺃﻋﺮﻓﻬﺎ ﺑﺎﻟﻌﺮﺑﻲ، ﺃﻋﺘﻘﺪ ﺃﻧﻚ ﻋﻠﻰ ﺻﻮﺍﺏ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: I think you are right, and the third I know it Arabic; however, I do not know it
in English.

. ﺇﻧﻬﺎ ﺇﺷﺎﺭﺓ ﺍﻟﻤﺮﻭﺭ،  ﺑﺎﻵﻧﻜﻠﻴﺰﻳﺔ: 1 ﺍﻟﻄﺎﻟﺐ
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Std 1: In English, it is traffic light.
. ﻫﺬﺍ ﻋﻈﻴﻢ ﻟﻘﺪ ﺃﻧﺘﻬﻴﻨﺎ، ﺁﻩ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Oh, great we are finished.

This finding is similar to that of Cook (2001) who describes how CS enables the
positive use of the mother tongue in the classroom. For instance, Cook found that
learners used CS to explain the teacher’s instructions in their L1, and this enabled
them to work together, at the same time ensuring that everyone, including the weaker
students, knew what was happening. Therefore, CS allowed the students to help each
other, creating a more natural communication situation.
Other studies have also documented how students’ CS to their L1 more when
working in groups (Lucas & Katz, 1994) and throughout longer periods of
instruction (Montes-Alcala, 2000). They appear to use higher levels of the L1 for
task management (e.g., division of labour, refocusing attention, guiding, planning,
and developing strategies) (de la Colina & Mayo, 2009; Storch & Wigglesworth,
2003; Swain & Lapkin, 2000). Likewise, Reyes (2004) affirms that “the student’s
patterns of using language and CS often mirror the ways in which language is used
in their communities” (p. 80). Thus, CS enables clarification, influences peer
behaviour and also provides an elaboration of ideas (Moodley, 2007). Martin’s
(2003) study of Bruneian classrooms parallels these observations. He reports in his
study that learners used CS to get on with the discussion and promote a sense of
group responsibility and working cooperatively with a group.
Naturally, a large proportion of students like to communicate through the L1 with
their peers in the current study. Therefore, this suggests that CS may assist group
participation, and provides an efficient way for students to share information and
supply each other with strategies that enable completion of all their learning
activities, but most importantly it enables this to be achieved in a positive and
supportive way.
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4.3.2 Emphasising a point
A second communicative function of CS is when it is used as a strategy to emphasise
a point or to make a contrasting point. The example below illustrates how students
CS to their L1 to call attention to a required task or to correct their peers and explain
the activity. It might also be considered as a strategy that enables them to direct their
peers to properly perform an activity.
Example 10
In this example, an intermediate student used CS to emphasize a point to his friend.
They were doing an exercise where they had to put a suffix or a prefix to a word and
one student saw that his friend was doing the wrong thing and he corrected him by
talking in Arabic.

 ﻫﻞ ﻓﻬﻤﺖ ﻣﺎ ﻫﻲ ﺍﻟﺒﺎﺩﺉ ﻭﺍﻟﻼﺣﻖ ﻓﻲ ﺍﻟﻠﻐﺔ ؟، ﺃﻧﺎ ﺃﻋﺘﻘﺪ ﺃﻧﻚ ﺗﻔﻌﻞ ﻓﻲ ﺍﻟﺸﻲ ﺍﻟﺨﺎﻁﺊ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I think you are doing the wrong thing, did you understand what is a prefix and
what is a suffix?

. ﻛﻨﺖ ﺃﻋﺘﻘﺪ ﺃﻧﻲ ﺃﻓﻌﻞ ﻓﻲ ﺍﻟﺼﻮﺍﺏ،  ﻧﻌﻢ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes, I thought I was doing the right thing.

 ﻭﻟﻜﻦ ﺍﻧﺖ ﺗﻌﻤﻞ ﺍﻟﺸﻲ، ﺍﻟﺒﺎﺩﺉ ﻓﻲ ﺍﻟﻠﻐﺔ ﺗﺴﺘﺨﺪﻡ ﻓﻲ ﺑﺪﺍﻳﺔ ﺍﻟﻜﻠﻤﺔ ﻭﺍﻟﻼﺣﻘﺔ ﻭﺗﺴﺘﺨﺪﻡ ﻓﻲ ﻧﻬﺎﻳﺔ ﺍﻟﻜﻠﻤﺔ: 1 ﺍﻟﻄﺎﻟﺐ
.ﺍﻟﻤﻌﺎﻛﺲ
Std 1: A prefix is used in the beginning of the word and a suffix is used at the end of
the word, but you are doing the opposite.

.  ﻟﻘﺪ ﺃﺿﻔﺖ ﺍﻟﻼﺣﻘﺔ،  ﻫﻞ ﺗﻌﻨﻲ ﺃﻥ ﺍﻟﻜﻠﻤﺔ ﺍﻷﻭﻟﻰ ﻛﺎﻥ ﻋﻠﻲ ﺃﻥ ﺃﺿﻊ ﺍﻟﺒﺎﺩﺋﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You mean the first word where I should put a prefix, I added a suffix.

" ﻫﺬﻩ ﺍﻟﻜﻠﻤﺔ ﻳﺠﺐ ﺃﻥ ﺗﻜﻮﻥ " ﻟﻢ ﻳﺘﻢ ﻛﺸﻔﻬﺎ، ﻧﻌﻢ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: Yes, so this word should be ‘undetected’.
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.ً ﺷﻜﺮﺍً ﺟﺰﻳﻼ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Thanks a lot.

.  ﻻ ﻣﺸﻜﻠﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: No problem.

Similar to the findings of this study, Levine (2003) reveals that in his study, 30% of
the students change to L1 when they want to correct their friends. Reyes (2004)
found similar linguistic behaviour in the students’ interactions they observed during
a science activity. This author confirms that CS is used “to put emphasis on a
specific command” (p. 85) and the motivation behind the use of this type of switch is
mainly to show, control and help whilst maintaining a display of respect for other
students. However, Macaro (2001) does suggest that the different proficiency levels
of learners and the type of tasks and class activities used, all contribute to the amount
and type of CS that is used by language learners.
Therefore, from the findings of both this study and other studies, it does appear that
important messages can be reinforced or emphasized when they are transmitted in
the L1. Specifically, when the message in the TL is repeated by the student in his or
her L1, the learner can make the meaning clearer. Further, the use of Arabic, for
example, pupil-to-pupil communication, allows learners to express more intimate
thoughts in Arabic and also to interact respectfully with each other.
4.3.3 Requesting help
From an analysis of the observations made during the data collection for this
research, one common function of CS appears to be for the purpose of requesting
help. In particular, it seems that when students are faced with a problem or a
question during the lesson, they usually resort to CS to find an answer to their
problems. For example, the students may request help when they do not know where
they are supposed to be in the book that is being used; therefore, they ask in L1 about
the line numbers in a chapter. Similarly, students may use CS when they do not
know how to pronounce a word or when they need a word translated or when they
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want to ask each other questions. This ‘request for help’ function of CS appeared in
the data in both beginner and intermediate classrooms.
For example, one case of quite frequent CS occurred when the pupils were
underlining phrases and sentences in the chapter to which they had just listened. A
number of different students asked each other about the line numbers many times
and always in Arabic, which is visible in the following example (See Example 11).
Example 11

 ﺃﻳﻦ ﻫﻮ ؟، ﻟﻢ ﺃﺗﻤﻜﻦ ﻣﻦ ﺃﻥ ﺃﺟﺪ ﺍﻟﺘﻌﺒﻴﺮ ﺍﻟﺬﻱ ﻟﻠﺘﻮ ﺍﺳﺘﻤﻌﻨﺎ ﺇﻟﻴﻪ،  ﻋﻠﻲ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Ali, I could not find the phrase we just listened to, where is it?

 ﻫﻞ ﻭﺟﺪﺗﻪ؟،  ﻭﻣﺎﺫﺍ ﻋﻦ ﺍﻟﺘﻌﺒﻴﺮ ﺍﻟﺜﺎﻧﻲ.  ﺇﻧﻪ ﻓﻲ ﺍﻟﺼﻒ ﺍﻟﺜﺎﻧﻲ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: It’s in line (2). What about the second phrase, did you find it?

 ﺃﻳﻦ ﻫﻮ؟، ً  ﻟﻢ ﺃﻋﺮﻑ ﻫﺬﺍ ﺃﻧﺎ ﺃﻳﻀﺎ: 3 ﺍﻟﻄﺎﻟﺐ
Std 3: And I did not know this one too, where is it?

. " ﺃﻧﺠﺒﺖ" ﺇﻧﻪ ﻓﻮﻕ ﻫﻨﺎ ﻓﻲ ﺍﻟﺼﻒ ﺍﻟﺜﺎﻟﺚ، ﺃﻧﺎ ﺃﻋﺮﻓﻪ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I know this one, ‘gave birth to’ is over here in line (3).

" ﻭﻣﺎﺫ ﻋﻦ " ﻁﻔﻠﻲ ﺍﻟﺼﻐﻴﺮ:3 ﺍﻟﻄﺎﻟﺐ
Std 3: And what about ‘my little bubby’?

. ﻓﻲ ﺍﻟﺼﻒ ﺍﻟﺨﺎﻣﺲ،  ﺃﻧﻪ ﻓﻮﻕ ﻫﻨﺎ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: it is over there, in line (5)?

Another example of this occurred in a pronunciation activity. The teacher played a
tape recorder and asked the students to listen to words and then to practise them in
pairs. In example 12, students used CS to request help from each other because they
were unable to pronounce some of the vocabulary items.
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Example 12

.  ﻫﻞ ﻳﻤﻜﻨﻚ ﺃﻥ ﺗﻨﻄﻘﻬﺎ ﻟﻲ، ً ﻟﻘﺪ ﻭﺟﺪﺕ ﻫﺬﻩ ﺍﻟﻜﻠﻤﺎﺕ ﺻﻌﺒﺔ ﺟﺪﺍ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I find these words hard to say, can you pronounce them for me

 " ﻭﻗﺖ،" "ﻣﻨﻄﻘﺔ ﻟﻠﻤﺸﺎﺓ، " ﺳﻮﻑ ﺃﻗﻮﻟﻬﻢ ﻭﺃﻧﺖ ﺣﺎﻭﻝ ﺃﻥ ﺗﻜﺮﺭ ﻣﻦ ﺑﻌﺪﻱ " ﺇﺷﺎﺭﺓ ﻣﺮﻭﺭ،ً ﺣﺴﻨﺎ: 2 ﺍﻟﻄﺎﻟﺐ
. ﻫﻞ ﻋﺮﻑ ﺍﻟﻨﻄﻖ ﻟﻬﺬﻩ ﺍﻟﻜﻼﻣﺎﺕ،"ﺍﻟﺬﺭﻭﺓ
Std 2: Ok, I will say them and you try to repeat after me. “Ticket office”, “pedestrian
area”, rush hour”, did you get the pronunciation of these words?

. ﺇﻧﻬﺎ ﺻﻌﺒﺔ ﻛﻲ ﺃﻧﻄﻘﻬﺎ،  ﻫﻞ ﻳﻤﻜﻨﻚ ﺃﻥ ﺗﻌﻴﺪ ﺍﻟﺜﺎﻧﻴﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Can you repeat the second one, it is difficult to pronounce.

."  ﺇﻧﻬﺎ " ﻣﻨﻄﻘﺔ ﻣﺸﺎﻩ" ﻭﺍﻷﺛﻨﻲ ﺍﻷﺧﺮﻳﻴﻦ " ﺇﺷﺎﺭﺓ ﺍﻟﻤﺮﻭﺭ" ﻛﻤﺮﺓ ﺍﻟﺴﺮﻋﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: It is “pedestrian area”. The other two are “traffic jam” and “speed
camera”

. ﻫﻞ ﺑﺈﻣﻜﺎﻧﻲ ﺃﻥ ﺃﻗﻮﻟﻬﻢ ﻟﻚ ﻭﺃﻧﺖ ﺗﺼﺤﺢ ﻟﻲ ﺇﺫﺍ ﺃﺧﻄﺄﺕ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: Can I say them to you and please correct me if I have any mistakes.

. ﺳﻮﻑ ﺃﺳﺘﻤﻊ ﻟﻚ،  ﺃﺟﻞ ﻻ ﻣﺸﻜﻠﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Yes no problem, I will listen to you?

.ًﺷﻜﺮﺃ ﺟﺰﻳﻼ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Thanks a lot.

As can be seen in the above examples, CS was employed on these occasions when
students required help. They may be due to a need to keep apart the class exercise
and their actual request for help. Alternatively, students may feel frustrated that they
do not know where they are supposed to be in the chapter and this frustration leads to
CS. On the other hand, another explanation for the students’ CS is that they treat the
language in the learning materials (i.e., the book) differently from language used in
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the classroom. The students know that the goal in the activity is to find and underline
phrases and sentences in the chapter. However, the process of underlining is different
- the pupils may feel that they are not required to use English when asking the line
numbers, since that is not the aim of the activity.
Further, they also appear to use Arabic when requesting help more generally.
Perhaps they are more comfortable doing this in their mother tongue. Alternatively,
although they are aware that they are required to use English for class exercises, they
do not deem asking for help as being part of the exercise, thus they can use Arabic.
These examples are similar to those in Unamunos’ (2008) study, which was an
investigation into the reasons for university Spanish learners’ CS in the ESL
classroom. His results show that incompetent students intentionally switch from one
language to another to request help to address practical issues related to the
completion of the assigned class activities. Swain and Lapkin (2000), who studied
French language learners' use of CS while doing two tasks in the second language
classroom, also noticed that learners’ use of CS was intentional. In addition, they
found that lower achieving learners tended to use their L1 more than did higher
achieving learners.
Consequently, it seems that communicative functions of CS also play an important
role in developing students’ English learning and rather than being a consequence of
deficiency in Standard English. Its use demonstrates that students have a high level
of bilingual communicative competence (in that they switch between their languages
according to the needs and demands of the situation). It is important that teachers,
especially those in bilingual societies, have knowledge of this phenomenon and
support its use in their classrooms. Specifically, they need to be aware of this
function of CS and recognise the positive contribution it can make to language
learning.

4.4 Social Functions
Finally, from the analysis of the classroom observations CS also served social
functions. It was apparent that CS is a behaviour practised among in-group members
who share the same linguistic and sociocultural background. As a consequence, the
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social functions for CS were based on the participants, the setting and the theme of
the conversation. From the analysis of the data, the social functions of CS were
further classified into: expressing identity and establishing friendship and CS for
comments.
4.4.1 Expressing Identity
When CS occurred in the observed classrooms, it appeared to foster a learning
environment where the students’ identities were easily accepted. In turn, this seemed
to contribute in positive ways to the learning context:
Example 13
In this example, the teacher asked a question and as one of the students answered the
question, the student answered a word in English and immediately uttered an Arabic
word to the teacher seemingly in order to express identity.
Teacher: What is the meaning of the word perceptual?
Std: It means “consciousness and awareness of something”
Std: I am excellent (he said in Arabic)
Teacher: what was that?
Stu: Oh, I forgot, I spoke in Arabic.
Teacher: And what does it mean?
Stu: It means I am an excellent student.
Teacher: So you are praising yourself, yes you are a good student.

Then the conversation continued on between the original student and another, in
Arabic.

. ﻟﻴﺲ ﻣﺜﻠﻚ،  ﻟﻘﺪ ﺃﺟﺒﺖ ﻋﻦ ﺍﻟﺴﺆﺍﻝ،  ﻻﺣﻈﺖ ﺃﻧﺎ ﺫﻛﻲ: 1 ﺍﻟﻄﺎﻟﺐ
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Std 1: You see I am clever, I answered the question, not like you.

. ﻭﻟﻜﻦ ﻫﻲ ﺃﺧﺘﺎﺭﺗﻚ ﺃﻧﺖ ﻟﻺﺟﺎﺑﺔ ﻋﻨﻪ، ﺃﻧﺎ ﺃﻳﻀﺎ ﺃﻋﺮﻓﻪ، ﻻ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: No, I also know it, but she choose you to answer it.

.  ﻻ ﺃﻋﺮﻑ ﻟﻤﺎﺫﺍ ﺃﻧﺎ ﺃﺗﻌﻠﻢ ﺍﻹﻧﻜﻠﻴﺰﻳﺔ، ً ﺃﻧﺎ ﺫﻛﻲ ﺟﺪﺍ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I am so clever, I do not know why I am learning English.

.  ﺃﻧﺖ ﺗﺠﻌﻠﻨﻲ ﺃﺿﺤﻚ،  ﺃﻧﺖ ﺟﻴﺪ ﺣﻘﺎ ً ﻓﻲ ﻣﺪﺡ ﻧﻔﺴﻚ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You are really good in only praising yourself, you made me laugh.

.  ﺃﻋﺘﻘﺪ ﺃﻧﻚ ﺣﺎﺳﺪ ﻟﻲ، ﺁﻩ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: Oh, I think you are jealous.

. ﺩﻋﻨﺎ ﻧﻨﻬﻲ ﻋﻤﻠﻨﺎ ﻗﺒﻞ ﺃﻥ ﺗﻼﺣﻆ ﺍﻟﻤﺪﺭﺳﺔ ﺃﻧﻨﺎ ﻧﺘﺤﺪﺙ ﺑﺎﻟﻌﺮﺑﻲ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Let’s get on with our work before the teacher comes and catches us talking in
Arabic.

In this connection, Moore (2002) emphasizes that the use of more than one language
in the classroom also allows participants to re-define the learning context and the
language learners’ identity. Additionally, Kapp and Bangeni (2011, p.200), based on
their study of 20 social science learners in a south African classroom, observe that
the CS variety used by the students in their study “enabled them to feel comfortable .
. . to be fluent in English — which is central to the attainment of academic literacy—
and the simultaneous allegiance to their home languages and identities reflects the
ambivalent positions students find themselves in as they attempt to shift between
discourses”. Thus, it does appear that, once students view their classrooms as
communities of practice, in which CS is considered a legitimate practice, it becomes
one of the activities shared by the members of that community.
In this situation, as Arabic is the L1 of the students, they can express more personal
thoughts in Arabic. It also serves as a way to establish Arabic identity and when
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used between groups who share the L1, it may work as a way to develop a
community of practice.
4.4.2 Establishing relationships
In the classrooms observed, CS also seemed to be used by Arab students to establish
relationships. However, the use of CS did depend on the comfort level between
students. Generally, it seemed to occur when there was a high comfort level between
the different learners, and less so when there was not. At these times, CS was also
used as a side sequence to the normal classroom interactions, that is, students used it
to discuss issues that were outside the concerns of normal classroom activity. The
following example shows students discussing other things unrelated to the lesson.
Example 14
 ﻫﻞ ﺗﺮﻳﺪ ﺃﻥ ﻧﻠﻌﺐ ﻛﺮﺓ ﻗﺪﻡ ﺑﻌﺪ ﺍﻟﻈﻬﺮ؟،ً ﻷﻧﻨﺎ ﻧﺪﺭﺱ ﻣﻌﺎ ﻓﻲ ﺍﻷﻟﻜﻮﺱ ﻭﻧﻌﻤﻞ ﻣﻌﻈﻢ ﺍﻟﻮﺍﺟﺒﺎﺕ ﻣﻌﺎ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: As we are studying together in the ELICOS classroom and doing most of the
activities together, do you want to play football with us this afternoon?
. ﻻ ﻋﻠﻴﺎ ﺃﻥ ﺃﻋﺪ ﻛﺘﺎﺑﺔ ﻭﺍﺟﺐ ﺍﻟﻌﺮﺽ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: I can’t I have to write the presentation assignment.
. ﺳﻮﻑ ﺃﺳﻌﺪﻙ ﻓﻲ ﺇﻛﻤﺎﻟﻬﻢ،  ﺗﻌﺎﻝ ﻭﺍﻟﻌﺐ ﻣﻌﻨﺎ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Just come and play with us, I will help in completing them.
.  ﻻ ﺃﺭﻳﺪ ﺃﻥ ﺃﺯﻋﺠﻚ ﺑﻮﺍﺟﺒﻲ،  ﻋﻠﻴﺎ ﺃﻥ ﺗﻌﻤﻠﻬﺎ ﺑﻨﻔﺴﻚ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: I have to do it by myself, I do not want to bother you with my
assignments.
. ﺳﻮﻑ ﺗﺤﺒﻬﻢ،  ﺳﺄﻋﺮﻓﻚ ﻋﻠﻰ ﺑﻘﻴﺔ ﺍﻟﻌﺮﺏ. ﺗﻌﺎﻝ ﻭﺍﻟﻌﺐ ﻣﻌﻨﺎ ﻭﻻ ﺗﻘﻠﻖ، ﺍﻧﺘﻬﻴﺖ ﻣﺎ ﻳﺨﺼﻨﻲ، ﺁﻩ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: Oh, I finished mine, come and play with us and do not worry. I will introduce
to other Arabic people, you will like them.
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. ﺩﻋﻨﺎ ﻧﻠﻌﺐ ﻛﺮﺓ ﺍﻟﻘﺪﻡ، ُ ﺷﻜﺮﺍ ﺟﺰﻳﻼ، ً  ﺣﺴﻨﺎ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Ok, thanks a lot, lets’ play football.

In this study, it appeared that because of various levels of English ability of the
learners, speaking in Arabic was used to establish a sense of community. This is
particularly the case for students who find speaking difficult. Such a finding is
similar to Canagarajah (1995) who investigated the reasons for students’ CS in an
ESL classroom in Sri Lanka. He found that CS was used predominantly for personal
interactions. In other words, students appeared to CS to express identity and
communicate friendship.

Ariffin and Husin (2011), who investigated the CS

phenomenon in the second language classroom in Malaysia, also found that one of
the main functions of CS was to establish social relationships.
In the same vein, Flyman-Mattson and Burenhult’s (1999) results support this,
indicating that learners can signal friendship and solidarity by using the addressees
L1. CS, therefore, can be used by students as a way to be friendly with each other.
Overall, this supports Crystal’s (as sited in Skiba, 1997) assertion that “switching
commonly occurs when an individual wishes to express solidarity with a particular
social group. Rapport is established between the speaker and the listener when the
listener responds with a similar switch” (p. 14).
4.4.3 CS for Comments
In the present data, it was found that students also use CS for another social function,
namely to make comments on the exercises or activities, or events relating to the
exercise, but not just from a pedagogical perspective, but rather in a social way This
function is found both in beginner and intermediate ELICOS classrooms. The
following example illustrates this:
Example 15
In this example, they were doing an exercise where they had to make two “if” clause
sentences by using “if I were you” and students were commenting on this.
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.( ﺃﻧﺎ ﺃﻋﺮﻑ ﻣﺜﺎﻝ ﺟﻴﺪ ﺟﺪﺍً ﻟﻬﺬﺍ )ﺇﺫﺍ ﺍﻟﺸﺮﻁﻴﺔ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I know a really good example for this if clause.

 ﻫﻞ ﻋﺮﻓﺘﻬﺎ ﺑﺴﺮﻋﺔ ؟ ﻣﺎ ﻫﻲ ؟: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You figured it out very quickly? What is it?

. ﺳﻮﻑ ﻟﻦ ﺁﺗﻲ ﺇﻟﻰ ﺍﻟﻔﺼﻞ ﻓﻘﻂ ﺳﻮﻑ ﺃﻧﺎﻡ، ﻟﻮ ﻛﻨﺖ ﻣﻜﺎﻧﻚ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: If I were you, I would not come to class and just sleep.

.  ﺃﻧﺖ ﺗﺠﻌﻠﻨﻲ ﺃﺿﺤﻚ،  ﺃﻧﺖ ﺗﺠﻴﺪ ﻓﻌﻞ ﺍﻷﻣﺜﻠﺔ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: You are really good in doing examples, you made me laugh.

.  ﺃﻧﺎ ﺫﻛﻲ،  ﺃﺟﻞ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: I know, I am really excellent.

.  ﺳﺄﻋﻤﻞ ﻣﺜﺎﻝ ﺁﺧﺮ ﺟﻴﺪ ﻟﻮ ﺃﺣﺒﺒﺖ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: I will make another good example if you want

.  ﻭﻟﻜﻦ ﻻ ﺃﺭﻳﺪ ﺃﻥ ﺃﺿﺤﻚ ﺃﻛﺜﺮ، ً ﺷﻜﺮﺍً ﺟﺰﻳﻼ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Thanks a lot, but I do not want to laugh any more.

The previous example shows how CS from English to Arabic can operate as a way
of building up a connection between two students when they are commenting on an
activity and injecting humour. Sometimes, however, employing CS from English to
Arabic, when commenting on an exercise, can be a result of frustration. Example 16
demonstrates this.
Example 16

. ﺃﻥ ﺃﺷﻌﺮ ﺑﺄﻧﻲ ﻏﺒﻲ،  ﻟﻢ ﺃﻓﻬﻢ ﻣﺎﺫﺍ ﺗﺮﻳﺪ ﺍﻟﻤﺪﺭﺳﺔ ﻣﻨﺎ ﺃﻥ ﻧﻔﻌﻞ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: I did not understand what the teacher wants us to do, I feel so stupid.
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. ﻫﻲ ﺗﺮﻳﺪﻧﺎ ﺃﻥ ﻧﺨﺘﺎﺭ ﻣﻮﺿﻮﻉ ﻟﻠﻌﺮﺽ. ﺭﺑﻤﺎ ﺃﻧﺖ ﻓﻘﻂ ﻣﺘﻌﺐ ﺍﻟﻴﻮﻡ، ﺃﻧﺖ ﻟﺴﺖ ﻏﺒﻲ،  ﻻ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: No, you are not stupid, maybe you are just tired today. She wants us to choose
a topic for the presentation.

 ﺃﻱ ﻋﺮﺽ ؟: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: What presentation?

 ﻋﺮﺽ ﻟﻠﺘﻜﻠﻢ ﻟﻠﺘﻘﻴﻢ ﺍﻟﺜﺎﻧﻲ ﺇﻧﻪ ﺍﻷﺳﺒﻮﻉ ﺍﻟﻘﺎﺩﻡ ﻻﺧﺘﻴﺎﺭ ﻭﺍﺣﺪ ﻣﻦ ﻫﺬﻩ. ﺃﻧﺎ ﻣﺘﺄﻛﺪ ﺃﻧﻚ ﻣﺘﻌﺐ،  ﺍﻵﻥ: 2 ﺍﻟﻄﺎﻟﺐ
ﺍﻟﻤﻮﺍﺿﻴﻊ ﻟﻠﺤﺪﻳﺪ ﻋﻨﻬﺎ؟
Std 2: Now, I am sure you are tired. The speaking presentation for the second
assessment is next week and we need to choose one of these topics to talk
about?

.ً ﻟﻘﺪ ﻧﺴﻴﺖ ﻧﻬﺎﺋﻴﺎ،  ﻳﺎ ﺇﻻﻫﻲ:1 ﺍﻟﻄﺎﻟﺐ
Std 1: .Oh my god, I forgot all about it.

.  ﺳﻮﻑ ﻧﺨﺘﺎﺭﻩ ﺍﻵﻥ ﻭﺳﻮﻑ ﻧﺴﻌﺪ ﺑﻌﻀﻨﺎ ﺍﻟﺒﻌﺾ، ﻻ ﺗﻘﻠﻖ: 2 ﺍﻟﻄﺎﻟﺐ
Std 2: Do not worry, we will choose it now and I will help you.

. ً ﺷﻜﺮﺍً ﺟﺰﻳﻼ: 1 ﺍﻟﻄﺎﻟﺐ
Std 1: Thanks a lot.

Again these findings support those of Canagarajah (1995) who found in his data that
English is more often used for pedagogical purposes, whereas L1 is reserved for
more social aspects, such as making comments. This is understandable particularly
in the context of an ESL classroom. Learners are able to express themselves better
in Arabic and, therefore, the students may feel their comments are better understood
by CS to L1. Therefore, because of the social function CS fulfils, it contributes in
important ways to developing students’ English learning.
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4.5 Summary and Conclusion
In summary, from these findings, it appears that the use of CS is indeed present in
the context of ESL classrooms, and, further, adult Arabic learners in both beginner
and intermediate classrooms used CS during lessons. The results also suggest that,
regardless of Arabic students’ English proficiency level, CS fulfilled three important
functions: pedagogical, communicative and social purposes. Thus, it does seem that
for the learners in this study, CS between English and Arabic is a useful and an
enjoyable instructional resource in ESL the classroom which aids Arabic students to
develop linguistic competence in the L2.
Pedagogically, teachers should be aware of the benefits of CS and understand that
even when students appear able to cope with the English being used in the class, CS
still fulfils important pedagogical, communicative and social functions. Specifically,
they need to be aware of these functions of CS and recognise the positive
contribution it can make to language learning and accept the judicious use of CS into
their ESL classrooms.
It is also necessary to know students’ opinions and views towards this phenomenon
in order to reveal their language attitudes and the effect that CS has on their learning
process. This is particularly important for understanding how the use of CS in the
classroom may operate as a powerful pedagogical tool. The second finding chapter
will analyse and discuss this matter in detail.
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Chapter 5
Findings: Student Interviews and Questionnaire
5.1 Introduction
As indicated in Chapter 4, this next findings chapter answers the second research
question “What are the attitudes of university level Arabic students’ towards CS in
the ESL classroom context?” and will be based on the evidence from the interviews
and questionnaire. However, the results which emerged from the interviews revealed
some information about Arabic students’ purpose of CS in the ESL classroom which
is the first research question; and therefore, this information will also be described.
The findings, both quantitative and qualitative will be presented thematically and
then discussed in relation to the literature.
The preliminary analysis of the interview data was undertaken inductively.
Responses were analysed in terms of themes related to the study objectives. The
interview of 10 students were translated from Arabic to English and coded as
follows: student A - interview1; student B - Interview 2, student C - interview 3,
student D – interview 4 and so on. Then, emerging themes were developed by
studying the transcripts repeatedly and further analysed to refine the identified
themes into broad groups for discussion. These themes include: awareness,
usefulness, understanding and achievement. The data from the questionnaire which
was completed by 20 students was analysed by the use of simple descriptive
statistical analysis and presented under the same themes as the responses of the
students’ questionnaire correlate with the interview data.
The analysis of the data shows that students hold mixed attitudes towards the use of
CS in the ESL classroom. Generally, Arabic students’ language attitudes revealed a
preference for use of both Arabic and English (i.e., CS between the two) to the sole
use of English language, although there were some participants whose attitudes were
different. Specifically, two students expressed some concern about the effect that
Arabic/English CS may have on their learning.
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5.2 Awareness
From the results of the questionnaire, it is apparent that Arabic learners are aware of
the fact that they used CS in the ESL classroom and, further, they generally had
positive attitudes towards using CS in the ESL classroom. These results are shown
in Table 5.1 which displays students’ responses in the questionnaire (in percentages
and numbers) about their awareness of CS between Arabic and English in the ESL
classroom.
Table 5.1: Student’s Awareness of CS in the ESL Classroom
No.
1.

Item description

SA

AG

DA

SD

I feel
•

Aware that I am speaking two languages
in class.

55%
(11)

35%
(7)

10%
(2)

0%
(0)

•

It is natural to use Arabic while learning
English.

90%
(18)

0%
(0)

10%
(2)

0%
(0)

•

Relaxed when I and my friends use
Arabic while learning English

45%
(9)

45%
(9)

10%
(2)

0%
(0)

•

Confused when I my friends use Arabic
while learning English.

0%
(0)

10%
(2)

90%
(18)

0%
(0)

Note: SA - Strongly Agree; AG - Agree; DA Disagree; SD - strongly disagree

Data presented in Table 5.1 indicates that more than half of the students thought that
the use of both Arabic and English for classroom instruction was a natural practice in
the ESL context; Arab learners realize and acknowledge that they are speaking two
languages at the same time. In this sense, learners are able to differentiate between
“knowing” and “knowing about” a language (Odlin, 2003, p.438), which is a further
indication of their language development and awareness. This was supported by the
responses provided by students in the interviews:
“I know that I use Arabic in English lessons.” (Interview A, Student 1)
"" ﺃﺩﺭﻛﺖ ﺑﺄﻧﻲ ﺃﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻓﺼﻞ ﺍﻹﻟﻴﻜﻮﺱ
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“I realize that I use Arabic. I think it is a natural thing because when there are
Arabic students with me, we are unaware of ourselves that we are speaking in
Arabic.” (Interview B, Student3)
 ﻧﺤﻦ ﻟﺴﻨﺎ ﻣﺪﺭﻛﻴﻨﺎ ﺗﻤﺎﻣﺎ ﺑﺄﻧﻨﺎ، ﺃﻧﻪ ﺷﻲء ﻁﺒﻴﻌﻲ ﻵﻧﻪ ﻋﻨﺪ ﻭﺟﻮﺩ ﻁﻼﺏ ﻋﺮﺏ ﻣﻊ." ﺃﺩﺭﻛﺖ ﺑﺄﻧﻲ ﺃﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ
."ﻧﺘﺤﺪﺙ ﺑﺎﻟﻌﺮﺑﻴﺔ
In fact, about half (55%; n=11) of the students strongly agreed and 35% (n=7) agreed
that they have knowledge of their use of Arabic in the ELICOS classroom.
Furthermore, most of Arabic the students, about 90% (n=18) strongly agreed that
using Arabic while learning English was a natural behaviour. This confirms that they
have full awareness of this phenomenon and they have favourable attitudes towards
it. Moreover, almost all the participants - 45% (n=9) strongly agreed and 45% (n=9)
- agreed that switching to Arabic with their Arabic friends while learning English
created a relaxed learning atmosphere. This again emphasizes that students are
conscious of CS and that they have positive attitudes towards it in peer and group
work. For instance, two participants in the interviews described it thus:
“I prefer using Arabic in the classroom. In fact in my ELICOS classroom and I think
in most ELICOS classrooms we use Arabic a lot” (Interview B, Student 2).
 ﻓﻲ ﺍﻟﺤﻘﻴﻘﺔ ﺃﻓﻀﻞ ﺍﺳﺘﺨﺪﺍﻣﻪ ﻓﻲ ﻓﺼﻞ ﺍﻹﻟﻴﻜﻮﺱ ﺣﻴﺚ ﻧﺴﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ." ﺃﻓﻀﻞ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﺍﻟﻔﺼﻞ
"ًﻛﺜﻴﺮﺍ
“For me, I prefer to use Arabic whenever I am learning English. As I am
accustomed to the use Arabic in my daily conversations, I like to use it in the
classroom” (Student E, Interview 5).
 ﺣﻴﺚ ﺃﻧﻲ ﻣﺘﻌﻮﺩ ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﻓﻲ. ﺃﻓﻀﻞ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﺃﺛﻨﺎء ﺗﻌﻠﻢ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ،" ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ
". ﻭﺃﻳﻀﺎ ﺃﺣﺐ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻓﻲ ﺍﻟﻔﺼﻞ،ﺍﻟﻤﺤﺎﺩﺛﺔ ﺍﻟﻴﻮﻣﻴﺔ
However, responses from the questionnaire also indicate that two students had
negative attitudes towards the use of CS in the ESL classroom. These students
disagreed with their peers and indicated that they felt confused when fellow students
employ Arabic while learning English in the ESL classroom. This was further
supported during the interviews when one student stated:
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“I do not like students to use Arabic while learning English; we are here to learn
English not Arabic; however, students do not understand this, they just keep on using
it and this frustrates me” (Interview G, Student 7).
، ﻧﺤﻦ ﻫﻨﺎ ﻟﻨﺘﻌﻠﻢ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﻭﻟﻴﺴﺖ ﺍﻟﻌﺮﺑﻴﺔ، " ﻻ ﺃﺣﺐ ﺍﻟﻄﻠﺒﺔ ﺍﻟﺬﻳﻦ ﻳﺴﺘﺨﺪﻣﻮﻥ ﺍﻟﻌﺮﺑﻴﺔ ﺃﺛﻨﺎء ﺗﻌﻠﻢ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
". ﻫﻢ ﻓﻘﻂ ﻳﺴﺘﻤﺮﻭﻥ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻭﻫﺬﺍ ﻳﻐﻀﺒﻨﻲ،ﻭﻟﻜﻦ ﻣﻌﻈﻢ ﺍﻟﻄﻠﺒﺔ ﻻ ﻳﻔﻬﻤﻨﺎ ﺫﻟﻚ
Similarly, another student described how she felt it was inappropriate: “I feel the use
of Arabic in the ELICOS classroom is not appropriate, I discourage it and I hope my
friends stop using Arabic and use English only mainly because I only want to use
English.” (Interview I, Student 9)
 ﺃﻧﺎ ﻻ ﺃﺷﺠﻊ ﺫﻟﻚ ﺃﺗﻤﻨﻰ ﺃﺻﺪﻗﺎء ﺃﻥ ﻳﺘﻮﻗﻔﻮﺍ،ً" ﺍﻋﺘﺒﺮ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻓﺼﻮﻝ ﺍﻷﻟﻜﻮﺱ ﻟﻴﺲ ﻣﻨﺎﺳﺒﺎ
".ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻭﻳﺴﺘﻤﺮﺍ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻷﻧﻲ ﺃﺭﻳﺪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻘﻂ
Despite these contrary opinions, generally most of the participants (i.e., 90% (n=18)
in the questionnaire) disagreed that the use of CS with their friends in the ELICOS
classroom made them confused.
These results reinforce the position of Cook (2001, p.105) who suggested that CS is
a natural phenomenon in a setting where the speakers share two languages, further
indicating that teachers should not discourage it in the classroom. The author also
promoted that “Using CS in the classroom as a legitimate strategy and no matter how
it might be disruptive during a conversation to the listener, it still provides an
opportunity for language development” (Cook, 2001, p.105).
The findings of the current study are similar to the results of Montes-Alcala (2000)
who explored Spanish learners’ views towards CS in the EFL classroom in
California, using focus group interviews. He claimed CS was regarded as a natural
and an acceptable language practice and as preferred strategy in the classroom by
most L2 learners. Rollnick and Rutherford’s (1996) results also indicate that the use
of learners’ main language in the ESL classroom is found to be a powerful means for
learners to explore their ideas in groups; without the existence of CS, they will not
be able to learn English.
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Therefore, generally speaking, the significance of these findings becomes more
apparent when regarded in the light of recent discussions that consider CS as a
naturally, unavoidable and positive learning strategy in the ESL classroom.
This means awareness may play a critical role pedagogically. Arabic learners, like all
students, may require some explicit instruction about the contribution that CS makes
to overall language learning and development – highlighting, for example, how it
helps them to understand the TL and that language learning is much more than
communicating and gaining meaning, it also includes being knowledgeable and
aware of the underlying structures that govern the use of Arabic and English. As
Adendorff (1996, p. 390) suggests, learners’ awareness about CS can enable them to
decide on which language is most beneficial for their language learning.

This

strongly relates to the second theme that emerged in the analysis of questionnaire
and interview data, namely ‘usefulness’.

5.3 Usefulness
One of the key benefits of CS is that it is considered as being a useful strategy in the
ESL classroom. Particularly, most participants displayed a preference for using CS
and perceive it as a good useful communicative practice in the classroom. These
results are shown in Table 5.2 which displays students’ responses (in percentages
and numbers) of the usefulness gained by the use of CS between Arabic and English
in the ESL classroom.
Table 5.2: Usefulness of CS in the ESL Classroom
No.
1.

Item description

SA

AG

DA

SD

Using Arabic in English lessons:
•

Helps facilitate communication.

85%
(17)

5%
(1)

0%
(0)

10%
(2)

•

Makes learning fast and easy.

25%
(5)

65% 10%
(13) (2)

0%
(0)

•

Support skill learning in the (two)
languages.

0%
(0)

90% 10%
(18) (2)

0%
(0)

•

Enables the speakers to express their
identity.

35%
(7)

65%
(13)

0%
(0)
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0%
(0)

No.
2.

Item description

SA

AG

DA

SD

I prefer to use Arabic whenever I am learning English in the ELICOS
classroom because:
•

It helps me enjoy my lesson.

10%
(2)

80% 10%
(16) (2)

0%
(0)

•

It helps me with my learning.

60%
(12)

30%
(6)

5%
(1)

5%
(1)

•

It makes me feel comfortable when
learning English.

0%
(0)

90% 10%
(18) (2)

0%
(0)

•

I feel less lost during the lesson.

40%
(8)

50%
(10)

10%
(2)

0%
(0)

Note: SA - Strongly Agree; AG - Agree; DA Disagree; SD - strongly disagree

From the table above, it appears that Arabic is valued higher than the English
language among Arabic students. CS is seen as a useful communicative tool which
serves as a valuable and helpful way for learning a second language. In addition,
most of the participants thought that CS between Arabic and English during English
lessons was a desirable practice, with 85% (n=17) of the students strongly agreeing
and 5% (n=1) agreeing that using Arabic helped facilitate communication. Further,
25% (n=5) of the students strongly agreed and 65% (n=13) agreed that CS makes
learning fast and easy. These results were also supported by the responses provided
by students in the interviews:
“I favour the use of Arabic in English lessons because it has many advantages; it
enables me to learn everything in the lesson in a quicker way. It also gives me
confidence in speaking in English. When I am allowed to use Arabic, I feel that then
I could also communicate in English.” (Student D, Interview 4)
 ﺣﻴﺚ ﻳﻤﻜﻨﻲ ﺃﻥ ﺃﺗﻌﻠﻢ ﻛﻞ ﺷﻲء ﻓﻲ،" ﺃﻓﻀﻞ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻋﻦ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻲ ﺍﻟﺪﺭﻭﺱ ﻷﻧﻬﺎ ﻋﻨﺪﻫﺎ ﻋﺪﺓ ﻣﺰﺍﺕ
 ﺃﺷﻌﺮ ﺑﺬﻟﻚ ﻭﺑﺎﻟﺘﺎﻟﻲ، ﻋﻨﺪﻣﺎ ﻳﺴﻤﺢ ﻟﻲ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ. ﺃﻳﻀﺎ ً ﻳﻌﻄﻴﻨﻲ ﺛﻘﺔ ﻓﻲ ﺍﻟﻜﻼﻡ ﺑﺎﻻﻧﺠﻠﻴﺰﻱ.ﺍﻟﻔﺼﻞ ﺑﺴﺮﻋﺔ
".ﻳﻤﻜﻨﻲ ﺍﻟﺘﻮﺍﺻﻞ ﺑﺎﻻﻧﺠﻠﻴﺰﻳﺔ
Another student said:
“I like the use of Arabic in the ELICOS classroom. I really think that using Arabic
has a good purpose. Using Arabic is adventitious in that it enables me not needing to
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use a dictionary, which saves time and makes learning faster.” (Student F, Interview
6)
 ﻋﻨﺪﻣﺎ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ. ﻷﻧﻲ ﺃﻋﺘﻘﺪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻲ ﻟﻪ ﻣﻴﺰﺍﺕ ﺟﻴﺪﺓ." ﺃﻓﻀﻞ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻓﺼﻞ ﺍﻷﻟﻜﻮﺱ
". ﻭﻟﺬﺍ ﻳﻤﻜﻦ ﺣﻔﻆ ﺍﻟﻮﻗﺖ ﻭﻳﻤﻜﻦ ﺍﻟﺘﻌﻠﻢ ﺑﺴﺮﻋﺔ،ﻻ ﺍﺣﺘﺎﺝ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻘﺎﻣﻮﺱ
The results also indicated that the CS assisted English learning and created an
enjoyable and a comfortable atmosphere in the ELICOS classroom - 60% (n=12) of
the students strongly agreed and 30% (n=6) agreed - that CS assists them with their
learning and 10% (n=2) of the students strongly agreed and 80% (n=16) agreed that
CS helps them enjoy the lesson. In addition, almost all those who completed the
questionnaire - 90% (n=18) agreed that CS makes them feel comfortable and more
relaxed when learning English. The interviews provided further details about the
usefulness of CS for these students:
“In Australia, I was really happy to find Arabic students in the same classroom, we
were not allowed to use Arabic all the time; however, we did use it in groups and
this helped me a lot in my learning.” (Student H, Interview 8)
 ﺣﻴﺚ ﻛﻨﺎ ﻻ ﻳﻤﻜﻨﻨﺎ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻛﻞ، ﺃﻧﺎ ﻛﻨﺖ ﺳﻌﻴﺪﺍً ﺣﻴﺚ ﻭﺟﺪﺕ ﻁﻠﺒﺔ ﻋﺮﺏ ﻓﻲ ﻧﻔﺲ ﺍﻟﻔﺼﻞ،" ﻓﻲ ﺍﺳﺘﺮﺍﻟﻴﺎ
" ﻭﻟﻜﻦ ﻧﺴﺘﺨﺪﻣﻬﺎ ﻓﻲ ﻣﺠﻤﻮﻋﺎﺕ ﻭﻫﺬﺍ ﺳﺎﻋﺪﻧﺎ ﻛﺜﻴﺮﺍً ﻓﻲ ﺗﻌﻠﻤﻲ،ﺍﻟﻮﻗﺖ
Other comments were:
“At first, I was really worried to study in a class full of different nationalities where
we were required to speak English only. However, as I found that many Arabic
students were there, I felt happy. We use Arabic for everything in the ELICOS
classroom, for study and humour. This made the lessons very enjoyable.” (Student J,
Interview 10)
 ﻛﻨﺖ ﻗﻠﻘﺎ ً ﺣﻴﺚ ﺍﻟﺪﺭﺍﺳﺔ ﻣﻊ ﻁﻠﺒﺔ ﻣﻦ ﻣﺨﺘﻠﻒ ﺍﻟﺒﻠﺪﺍﻥ ﻭﺍﻟﺜﻘﺎﻓﺎﺕ ﺣﻴﺚ ﻛﺎﻥ ﻋﻠﻴﻨﺎ ﺃﻥ ﻧﺘﻜﻠﻢ ﺑﺎﻻﻧﺠﻠﻴﺰﻱ،" ﻓﻲ ﺍﻟﺒﺪﺍﻳﺔ
، ﻧﺴﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻛﻞ ﺷﻲ ﻓﺼﻞ ﺍﻷﻟﻜﻮﺱ، ﻭﻟﻜﻦ ﻋﻨﺪﻣﺎ ﻛﺸﻔﺖ ﺃﻧﺎ ﻫﻨﺎﻙ ﻁﻠﺒﺔ ﻋﺮﺏ ﺷﻌﺮﺕ ﺑﻔﺮﺣﺎ ً ﻛﺒﻴﺮ.ﻓﻘﻂ
"ﻟﻠﺪﺭﺍﺳﺔ ﻭﻫﺬﺍ ﻣﺎ ﺟﻌﻞ ﺍﻟﺪﺭﻭﺱ ﻣﻤﺘﻌﺔ
“Studying English in the ELICOS classroom is so fun. The class has many Libyans
as me and we speak English and Arabic. This stimulates and strengthens my
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willingness to come to class every day in order to learn English.” (Student C,
Interview 3)
 ﻫﻨﺎﻙ ﻁﻠﺒﺔ ﻣﻦ ﻟﻴﺒﻴﺎ ﻣﺜﻠﻲ ﻧﺴﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻭﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻲ.ً"ﺩﺭﺍﺳﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻲ ﻓﺼﻮﻝ ﺍﻷﻟﻜﻮﺱ ﻣﻤﺘﻊ ﺟﺪﺍ
" ﻭﻫﺬﺍ ﻳﺠﻌﻠﻲ ﻣﺴﺘﻤﺘﻌﺔ ﻟﻠﻘﺪﻭﻡ ﻟﻠﻔﺼﻞ ﻓﻲ ﻛﻞ ﻳﻮﻡ.ﻧﻔﺲ ﺍﻟﻮﻗﺖ
In addition, almost all the participants agreed (40% (n=8) and 50% (n=10) strongly
agreed that CS helps them from getting lost during the lesson. This means when
students are allowed to CS, the input is more meaningful and the learning situation
less stressful. By feeling they can follow the lesson, they are more comfortable to
learn and look forward to learning English. One participant in the interviews
described it thus:
“Studying in a different country and learning another language is difficult. In the
ELICOS classroom which I studied in, there were no Arabic students, I was the only
one. The teacher speaks pure English and it is so hard to catch up on what he is
saying. This makes me feel so stressful because I just get lost in the lesson. However,
the classroom which I am currently studying in, there are 10 Arabic students and we
use Arabic for everything and this made me feel more comfortable and confident in
myself.” (Student A, Interview 1)
 ﻟﻢ ﻳﺘﻮﺍﺟﺪ ﺃﻱ، ﻓﻲ ﻓﺼﻞ ﺍﻹﻟﻴﻜﻮﺱ ﻭﺍﻟﺬﻱ ﺃﻧﺎ ﻓﻴﻪ."ﺍﻟﺪﺭﺍﺳﺔ ﻓﻲ ﺑﻠﺪ ﺃﺟﻨﺒﻲ ﻭﺗﻌﻠﻢ ﻟﻐﺔ ﺃﺧﺮﻯ ﺻﻌﺐ ﺑﻌﺾ ﺍﻟﺸﻲء
 ﻭﻫﺬﺍ ﺟﻌﻠﻨﻲ.  ﻭﺍﻟﻤﺪﺭﺱ ﻛﺎﻥ ﻳﺘﻜﻠﻢ ﻟﻐﺔ ﺇﻧﺠﻠﻴﺰﻳﺔ ﺻﺎﻓﻴﺔ ﻭﺫﻟﻚ ﻛﺎﻥ ﺻﻌﺒﺎ ﻟﻔﻬﻤﻬﺎ.ً ﻟﻘﺪ ﻛﻨﺖ ﻭﺣﻴﺪﺍ،ﻁﻼﺏ ﻋﺮﺏ
 ﻭﻟﻜﻦ ﺍﻟﻔﺼﻞ ﺍﻟﺤﺎﻟﻲ ﻫﻨﺎﻙ ﻋﺸﺮ ﻣﻦ ﺍﻟﻄﺎﻟﺒﺔ ﺍﻟﻌﺮﺏ ﺣﻴﺚ ﻧﺴﺘﺨﺪﻡ.ﺃﺷﻌﺮ ﺑﺎﻟﻀﻐﻂ ﻷﻧﻲ ﻟﻢ ﺃﺗﻤﻜﻦ ﻣﻮﺍﻛﺒﺔ ﺍﻟﺪﺭﺱ
"ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻛﻞ ﺷﻲء ﺗﻘﺮﻳﺒﺎ ً ﻭﻫﺬﺍ ﻣﺎ ﺟﻌﻠﻨﻲ ﻣﺮﺗﺎﺣﺔ ﻭﻟﺪﻱ ﺛﻘﺔ ﻓﻲ ﻧﻔﺴﻲ
When CS is not supported and allowed in the ESL classroom; however, the
consequence can be quite negative. For example:
“When the teacher explains in English especially as she is a fluent speaker, I
sometimes feel that I am really stupid, as if I am in another world. I just cannot
follow the lesson; I have to ask my friends to repeat what the teacher has said in
Arabic. However, as we are not allowed to use Arabic; although, we do use it when
the teacher is not looking; this makes me feel that I do not want to learn English
anymore.” (Student I, Interview 9)
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 ﻛﻤﺎ ﻟﻮ ﺃﻧﻨﻲ ﻣﻦ ﻋﺎﻟﻢ، ﺃﺣﻴﺎﻧﺎ ﺃﺷﻌﺮ ﺑﺄﻧﻨﻲ ﺃﺣﻤﻖ، ﺣﻴﺚ ﺃﻧﻬﺎ ﺗﺘﺤﺪﺙ ﺑﻄﻼﻗﺔ، "ﻋﻨﺪﻣﺎ ﺗﺸﺮﺡ ﺍﻟﻤﺪﺭﺳﺔ ﺑﺎﻻﻧﺠﻠﻴﺰﻳﺔ
 ﺑﺎﻟﺮﻏﻢ ﺃﻧﻨﺎ. ﻋﻠﻴﺎ ﺃﻥ ﺃﺳﺄﻝ ﺃﺻﺪﺍﻗﺌﻲ ﻟﻲ ﻳﻌﻴﺪﻭﺍ ﻣﺎ ﻗﺎﻟﺖ ﻓﻲ ﺍﻟﻔﺼﻞ ﺑﺎﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ، ﻻ ﺃﺳﺘﻄﻴﻊ ﻣﺘﺎﺑﻌﺔ ﺍﻟﺪﺭﺱ.ﺁﺧﺮ
 ﻭﻫﺬﺍ ﻳﺠﻌﻠﻨﻲ ﻻ، ﻭﻟﻜﻨﻨﺎ ﻓﻲ ﺍﻟﺤﻘﻴﻘﺔ ﻧﺴﺘﺨﺪﻣﻬﺎ ﻋﻨﺪﻣﺎ ﺗﻜﻮﻥ ﺍﻟﻤﺪﺭﺳﺔ ﻓﻲ ﻏﻔﻠﺔ ﻋﻨﺎ، ﻻ ﻧﺴﺘﻄﻴﻊ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ
"ﺃﺭﻳﺪ ﺃﻥ ﺃﺗﻌﻠﻢ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
Moreover, as described in Chapter 4, the use of L1 that occurs through CS, allows
students to express their cultural identity and to maintain a sense of self as part of
that language community. This is also reflected in the questionnaire and interview
results with students demonstrating favourable attitudes towards CS for this reason.
Specifically 35% (n=7) of the students strongly agreed and 65% (n=13) agreed that
CS enables them to express their identity. An interesting comment made by a student
is:
“I like to use Arabic. Arabic is my language and even if I am learning English, I
require it; I feel if I do not use it as if I am betraying my language. And especially if I
want to ask something to friends, I feel uncomfortable if I do not use my mother
tongue.” (Student B, Interview 2)
، ﺃﺣﺘﺎﺝ ﺃﻥ ﺍﺳﺘﺨﺪﻣﻬﺎ،  ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻟﻐﺔ ﺍﻷﻡ ﻭﺣﺘﻰ ﻟﻮ ﻛﻨﺖ ﺃﺗﻌﻠﻢ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ."ﺃﺣﺐ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ
، ﺧﺼﻮﺻﺎ ً ﻟﻮ ﺃﺭﺩﺕ ﺃﻥ ﺃﺳﺄﻝ ﻋﻦ ﺷﻲء ﻣﺎ ﻣﻦ ﺃﺻﺪﻗﺎﺋﻲ.ﻭﺃﺷﻌﺮ ﻓﻲ ﺣﺎﻟﺔ ﻋﺪﻡ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﺑﺎﻟﺨﻴﺎﻧﺔ ﻟﻠﻐﺘﻲ ﺍﻷﻡ
"ﺃﺷﻌﺮ ﺑﻌﺪﻡ ﺍﻻﺭﺗﻴﺎﺡ ﻟﻮ ﻟﻢ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻛﻠﻐﺘﻲ ﺍﻷﻭﻟﻰ
However, other students had different views. As previously indicated, two of the
students had differing opinions about CS compared with the rest of the participants.
One of these students expressed her point of view very strongly by saying: “I am
really happy that I am in a real English classroom, where Arabic is not used, I can
really learn English and feel that I am an educated person. In Libya, if we were
taught in English only l would have came to Australia with good English. Oh, I will
never change my beliefs.” (Student G, Interview 7)
 ﻫﻨﺎ، ﻭﺣﻴﺚ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻟﻴﺴﺖ ﻣﺴﻤﻮﺣﺔ،"ﻓﻲ ﺍﻟﺤﻘﻴﻘﺔ ﺃﻧﺎ ﺳﻌﻴﺪﺍً ﺟﺪﺍً ﻛﻮﻧﻲ ﻓﻲ ﻓﺼﻞ ﻟﺘﻌﻠﻢ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
،  ﻟﻮ ﺗﻌﻠﻤﻨﺎ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﺟﻴﺪﺍً ﻷﺗﻴﻨﺎ ﻷﺳﺘﺮﺍﻟﻴﺎ ﻭﻟﻐﺘﻨﺎ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﺟﻴﺪﺓ، ﻓﻲ ﻟﻴﺒﻴﺎ.ﺃﺳﺘﻄﻴﻊ ﺗﻌﻠﻢ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
"ﻭﻫﺬﺍ ﻣﺎ ﺃﺷﻌﺮ ﻭﺃﻋﺘﻘﺪ ﺑﻪ
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Another student described it this way: “I like my language, although it has
disadvantages in the ELICOS classroom. It is not useful; it does not allow me to
communicate in English. Because there are Arabic students in my classroom, they
always want me to in Arabic with them; I feel I did not learn any English. I wish if
they do not enrol Arabic students together.” (Student I, Interview 9)
 ﻻ ﺗﻤﻜﻨﻨﻲ ﺑﺎﻟﺘﻮﺍﺻﻞ ﻣﻊ ﺍﻷﺧﺮﻳﻴﻦ ﺑﺎﻟﻠﻐﺔ، ﺇﻧﻬﺎ ﻟﻴﺴﺖ ﻣﻔﻴﺪﺓ. ﻭﻟﻜﻨﻬﺎ ﻟﻬﺎ ﻋﻴﻮﺏ ﻓﻲ ﻓﺼﻮﻝ ﺍﻷﻟﻜﻮﺱ، "ﺃﺣﺐ ﻟﻐﺘﻲ
 ﺃﺷﻌﺮ ﺑﺄﻧﻲ ﻟﻢ ﺃﺗﻌﻠﻢ،  ﻷﻥ ﻫﻨﺎﻙ ﻁﻠﺐ ﻋﺮﺏ ﻓﻲ ﺍﻟﻔﺼﻞ ﻭﻫﻢ ﺩﺍﺋﻤﺎ ﻳﺮﻳﺪﻭﻥ ﺍﻟﺘﺤﺪﺙ ﺑﺎﻟﻌﺮﺑﻴﺔ ﻣﻊ.ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
" ﺃﺗﻤﻨﻰ ﻋﺪﻡ ﻭﺿﻊ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻌﺮﺏ ﻣﻌﺎ. ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
These results from both the questionnaire and interview support the position of Cook
(2001) and Cameron (2001) who considered CS a useful tool of learning and that the
ability to switch from one language to another is highly desirable among learners.
The results also fit well with Alenezis' (2010) study which revealed that Kuwaiti
students have strong and positive attitudes about using CS in the ESL classroom and
that switching to Arabic is not only beneficial to them, but also they find it more
desirable and believe that it makes the learning fast and easy.
The findings of this study also reinforce Moores’ (2002) statement that CS is a
natural phenomenon that allows language learners to re-define the learning context.
Also, and as indicated previously (see p. 63 from Chapter 4) CS allows learners to
express their identity. For example, one student made the following comment about
CS and her Arabic identity:
“Arabic is my language, I cannot prohibit myself from using it simply, because as it
is part of my culture and religion.”(Student E, Interview 5)
This sentiment emphasizes what Schweers (1999) found, namely that not only did a
high percentage (about 88%) of the participants feel that the use of mother tongue in
their English classes is an effective and useful tool, but also if learners try to ignore
the use of their mother tongue it may cause them to feel that their identities are
threatened.
The findings of the current study also align with research by Ferguson (2003) and
Cook (2007) who have examined second language teaching and learning and claim
that, although exposure to the TL can ensure success, the exposure may not work in
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every classroom. They argue that ‘English-only’ classrooms may lead to frustration
which may cause stressful satiations to some students. This provides further
justification for the useful role of CS may play in enhancing learners’ psychological
state in ESL lessons. It can also translate into learners becoming more involved and
responsible in their learning (Cole, 1998; Schweers, 1999; Chau , 2007; Mattioli,
2004). CS also aids in reducing learner anxiety in the classroom (MacIntyre &
Gardner, 1989; Horwitz, Horwitz & Cope, 1986) and in this way works to encourage
students to interact and participate more actively in their learning and to focus on the
activities in which they are engaged in (Schweers, 1999; Cole, 1998; Burden, 2000).
Clearly, CS has a positive contribution to L2 learning. Instructors need to be aware
of students’ attitudes towards it, and also understand that it is a useful strategy that
can be employed by the students. How this might be done is an area that could serve
as a significant area for further research.

5.4 Understanding
Another benefit of CS is that it promotes student understanding and this is especially
important as all the participants in this study rated themselves as not being “good at
English.” Again, the attitudes of Arabic learners towards CS were positive as they
consider switching to Arabic a positive tool for understanding. The following table
illustrates this:
Table 5.3: CS and Learners Understanding
No.
1.

Item description

SA

AG

DA

SD

I prefer the use of Arabic with my friends while learning English in the
ELICOS classroom because:
•

I am not good at English.

5%
(1)

95%
(19)

0%
(0)

0%
(0)

•

It helps me to understand new words.

75%
(15)

15% 10%
(3)
(2)

0%
(0)

•

It helps me to understand the difficult concepts.

10%
(2)

80% 10%
(16) (2)

0%
(0)

5% 85% 10%
(1) (17) (2)
Note: SA - Strongly Agree; AG - Agree; DA Disagree; SD - strongly disagree

0%
(0)

•

It helps me to understand English grammar
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Based on the data of the current research, not only the questionnaire results show
that the participants feel they are “not good at English”; this was also supported in
the comments made by the students:
“For me there is no difference between Libya and Australia, I am low in English and
without Arabic, it would be really impossible to learn English” (Student D,
Interview 4).
 ﺃﻧﺎ ﺿﻌﻴﻒ ﺑﺎﻻﻧﺠﻠﻴﺰﻳﺔ ﻭﺑﺪﻭﻥ ﺍﻟﻌﺮﺑﻴﺔ ﺳﻮﻑ ﻳﻜﻮﻥ ﻣﺴﺘﺤﻴﻞ،"ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ ﻟﻴﺲ ﻫﻨﺎﻙ ﺍﺧﺘﻼﻑ ﺑﻴﻦ ﺍﺳﺘﺮﺍﻟﻴﺎ ﻭﻟﻴﺒﻴﺎ
"ﺃﻥ ﺃﺗﻌﻠﻢ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
“I have to use it; I am not good in English” (Student A, Interview1).
"  ﺃﻧﺎ ﻟﺴﺖ ﺟﻴﺪﺍ ﺑﺎﻻﻧﺠﻠﻴﺰﻳﺔ، "ﻳﺠﺐ ﺃﻥ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ
“To be honest, I am not good at English and if I do not use Arabic, I will not
understand anything” (Student C, Interview 3).
" ﻟﺴﺖ ﺟﻴﺪﺍً ﻓﻲ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻭﺇﺫﺍ ﻟﻢ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻟﻦ ﺃﻓﻬﻢ ﺷﻲء، "ﻟﻜﻲ ﺃﻛﻮﻥ ﺻﺎﺩﻗﺎ ً ﻣﻌﻚ
The questionnaire also indicates that respondents were most united that CS has
supported them in understanding difficult concepts faced in their learning. Of a total
of 20 respondents, 75% (n=15) of the respondents strongly agreed and 15% (n=3)
agreed that CS has helped them to understand new words. In addition, 10% (n=2) of
the respondents strongly agreed and 80% (n=18) agreed that CS has assisted them in
understanding any difficult concepts contained in the lesson. One of the students
explained her opinion very openly by stating:
“To be honest, I think Arabic plays a significant role in my understanding. If I do
not use Arabic, I will not understand anything. When the teacher teaches in English
and explains grammar and vocabulary in English, I just cannot understand; I have
to talk in Arabic with my friends about it. After that, I can understand very easily
and this enables me to be more relaxed and improves my language.” (Student B,
Interview 2)
 ﺃﺛﻨﺎء ﺍﻟﺪﺭﺱ. ﻟﻮ ﻟﻢ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﺳﻮﻑ ﻟﻦ ﺃﻓﻬﻢ ﺷﻲ، ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻟﻬﺎ ﺩﻭﺭ ﻛﺒﻴﺮ ﻓﻲ ﺍﻟﻔﻬﻢ، "ﻓﻲ ﺍﻟﺤﻘﻴﻘﺔ
 ﻭﻫﺬﺍ ﻣﺎ ﻳﺠﻌﻠﻨﻲ ﻻ،ﺑﺎﻻﻧﺠﻠﻴﺰﻱ ﺍﻟﻤﺪﺭﺱ ﻳﺘﺤﺪﺙ ﺑﺎﻻﻧﺠﻠﻴﺰﻳﺔ ﻭﻳﺸﺮﺡ ﺍﻟﻜﻠﻤﺎﺕ ﺍﻟﺠﺪﻳﺪﺓ ﻭﺍﻟﻘﻮﺍﻋﺪ ﺍﻟﻨﺤﻮﻳﺔ ﺃﻳﻀﺎ
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ً ﻋﻠﻲ ﺃﻥ ﺃﺗﻜﻠﻢ ﺑﺎﻟﻌﺮﺑﻴﺔ ﻣﻊ ﺃﺻﺪﻗﺎﺋﻲ ﻭﺑﻌﺪ ﺫﻟﻚ ﻳﻤﻜﻨﻨﻲ ﺃﻥ ﺃﻓﻬﻢ ﺫﻟﻚ ﺑﺴﻬﻮﻟﺔ ﻭﻫﺬﺍ ﻳﺠﻌﻠﻨﻲ ﻣﺮﺗﺎﺡ ﻧﺴﺒﻴﺎ.ﺃﻓﻬﻢ ﺷﻲء
"ﻭﻳﺴﺎﻋﺪﻧﻲ ﻓﻲ ﺗﻄﻮﺭ ﻟﻐﺘﻲ
Another comment was:
“It is better to use Arabic and English in the classroom. This is especially for new
words because I cannot understand difficult words unless I use Arabic. I face
problems in understanding some sentences that have difficult concepts; I cannot
figure it out unless I use Arabic.” (Student E, Interview 5)
 ﺧﺼﻮﺻﺎً ﻓﻲ ﺍﻟﻜﻼﻣﺎﺕ ﺍﻟﺠﺪﻳﺪﺓ ﻷﻧﻲ ﻻ ﺃﻓﻬﻢ ﺍﻟﻜﻼﻣﺎﺕ."ﻣﻦ ﺍﻷﻓﻀﻞ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻭﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻲ ﺍﻟﻔﺼﻞ
 ﻻ ﺃﺳﺘﻄﻴﻊ، ﺍﻟﺼﻌﺒﺔ ﺇﻻ ﺍﺫﺍ ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻌﺮﺑﻴﺔﺯ ﺃﻭﺍﺟﻪ ﻣﺸﺎﻛﻞ ﻓﻲ ﻓﻬﻢ ﺑﻌﺾ ﺍﻟﺠﻤﻞ ﻭﺍﻟﺘﻲ ﺗﺤﻮﻱ ﻣﻔﺎﻫﻴﻢ ﺻﻌﺒﺔ
" .ﺍﺩﺭﺍﻛﻬﺎ ﺇﻻ ﺇﺫﺍ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ
Similarly, almost all of the questionnaire respondents (5% (n=1) strongly agreed and
85% (n=17) agreed that CS aids in understanding English grammar. One of the
students explained her point view by stating:
“From my experience in the ELICOS classroom, the use of Arabic is important
because some information needs to be explained in Arabic for more clarification and
understanding. For me, I have to use Arabic for understanding grammar. English
grammar is difficult and I require Arabic assistance with it.” (Student H, Interview
8)
 ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻣﻬﻢ ﻷﻥ ﺑﻌﺾ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺗﺤﺘﺎﺝ ﺃﻥ ﺗﺸﺮﺡ،"ﺍﺳﺘﻨﺎﺩﺍً ﻟﺘﺠﺮﺑﺘﻲ ﺍﻟﺨﺎﺻﺔ ﻓﻲ ﻓﺼﻞ ﺍﻷﻟﻴﻜﻮﺳﻦ
 ﺍﻟﻘﻮﺍﻋﺪ ﺍﻟﻨﺤﻮﻳﺔ.  ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ ﻋﻠﻴﺎ ﺃﻥ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻲ ﻟﻔﻬﻢ ﺍﻟﻘﻮﺍﻋﺪ ﺍﻟﻨﺤﻮﻳﺔ.ﺑﺎﻟﻌﺮﺑﻲ ﻟﻠﺘﻮﺿﻴﺢ ﻭﺍﻟﻔﻬﻢ ﺑﺸﻜﻞ ﺩﻗﻴﻖ
"ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﺻﻌﺒﺔ ﺟﺪﺍً ﻭﺃﻥ ﺃﺣﺘﺎﺝ ﺣﻘﺎ ً ﺍﻟﻌﺮﺑﻴﺔ ﻛﻤﺴﺎﻋﺪ ﻟﻲ
Another student had the same opinion and emphasized this by saying:
“I like to use Arabic. In the ELICOS English language course which I am studying
at the moment, there are many Libyan and Arab students, we always try to talk
together to clarify some of the things we do not understand and we especially do this
for grammar. We like it, although the teacher discourages it.” (Student 10, Interview
10)
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 ﻫﻨﺎﻙ ﺍﻟﻌﺪﻳﺪ ﻣﻦ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻠﻴﺒﻴﻦ ﻭﺍﻟﻄﻠﺐ،  ﻓﻲ ﻓﺼﻞ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻭﺍﻟﺘﻲ ﺃﺩﺭﺳﻬﺎ ﺍﻵﻥ."ﺃﺣﺐ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ
 ﻧﺘﻜﻠﻢ ﺩﺍﺋﻤﺎ ً ﻣﻊ ﺑﻌﺾ ﻟﺘﻮﺿﻴﺢ ﺑﻌﺾ ﺍﻷﺷﻴﺎء ﻭﺍﻟﺘﻲ ﻟﻢ ﻧﻔﻬﻤﻬﺎ ﺧﺼﻮﺻﺎ ً ﺍﻟﻘﻮﺍﻋﺪ، ﺍﻟﻌﺮﺏ ﻣﻦ ﺑﻠﺪﻥ ﻋﺮﺑﻴﺔ ﺃﺧﺮﻯ
"  ﺑﺎﻟﺮﻏﻢ ﺃﻥ ﺍﻟﻤﺪﺭﺱ ﻻ ﻳﺸﺠﻌﻨﻬﺎ ﻟﺬﻟﻚ، ﺃﺣﺒﻬﺎ.ﺍﻟﻨﺤﻮﻳﺔ
Nevertheless, it appears that some of the interviewed students preferred the only
English policy and did not like CS between Arabic and English in the ESL
classroom. These students explained their preference in relation to their opportunities
to understand and practice the TL, but also in terms of personal ambitions:
“Actually, I do not like to use Arabic in English lessons. I feel if I use it I am
considered as a weak and bad student. Arabic should not be used in English lessons
in Australia and Libya; we should be more exposed to the English Language since it
is an English lesson. If we learn only in English, this can prepare us not only for
self-study, but also for our future career.” (Student G, Interview 7)
 ﺍﻟﻌﺮﺑﻴﺔ ﻳﺠﺐ.  ﺣﻴﺚ ﻋﻨﺪﻣﺎ ﺍﺳﺘﺨﺪﻣﻬﺎ ﺃﺷﻌﺮ ﺑﺄﻧﻲ ﺿﻌﻴﻒ،"ﻓﻲ ﺍﻟﺤﻘﻴﻘﺔ ﻻ ﺃﺣﺐ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻲ ﻓﻲ ﺍﻟﻔﺼﻞ
 ﻋﻠﻴﻨﺎ ﺍﻟﺘﻘﺮﺏ ﻣﻦ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﺣﻴﺚ ﺃﻧﻬﺎ ﻣﺨﺼﺼﺔ ﺑﺤﺼﺔ،ﺃﻥ ﻻ ﺗﺴﺘﺨﺪﻡ ﻓﻲ ﻓﺼﻮﻝ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻲ ﻟﻴﺒﻴﺎ
 " ﺃﻧﺎ." ﻭﻟﻜﻦ ﻓﻲ ﺍﻟﻤﺴﺘﻘﺒﻞ ﺃﻳﻀﺎ، ﻫﺬﺍ ﺳﻮﻑ ﻳﻌﺪﻧﺎ ﻟﻴﺲ ﻓﻘﻂ ﻛﺪﺭﺍﺳﺔ ﺫﺍﺗﻴﺔ،  ﻟﻮ ﺗﻌﻠﻤﻨﺎ ﻓﻘﻂ ﺑﺎﻻﻧﺠﻠﺰﻳﺔ.ﺍﻻﻧﺠﻠﻴﺰﻱ
 ﻓﻲ ﻓﺼﻮﻝ.ﺳﻌﻴﺪﺍً ﺟﺪﺍ ﺑﺄﻥ ﺍﻟﻌﺮﺑﻴﺔ ﻻ ﺗﺴﺘﺨﺪﻡ ﻫﻨﺎ ﺧﺼﻮﺻﺎ ً ﺃﻧﺎ ﺃﺩﺭﺱ ﻓﻲ ﻓﺼﻞ ﻻ ﻳﺘﻮﺍﺟﺪ ﻓﻴﻪ ﺃﻱ ﻁﺎﻟﺐ ﻋﺮﺑﻲ
" ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ ﺛﺎﻧﻴﺔ ﻗﺪﺭﺗﻲ ﺃﻥ ﺃﻓﻬﻢ ﺍﻟﻜﻼﻣﺎﺕ ﻭﺍﻟﻘﻮﺍﻋﺪ ﻗﺪ ﺗﺤﺴﻨﺖ ﻛﺜﻴﺮﺍ ﻛﻤﺎ ﻟﻮ ﻛﻞ ﺷﻲء ﺑﺎﻻﻧﺠﻠﻴﺰﻱ
Another comment was:
“I am really happy that Arabic is not used here and especially that I study in classes
where there are no Arabs. In the ELICOS classroom my ability to comprehend and
understand vocabulary and grammar has strengthened as everything is in English.”
(Student I, Interview 9)
 ﻓﻲ ﻓﺼﻮﻝ ﺍﻻﻟﻴﻜﻮﺱ."ﺃﻧﺎ ﺳﻌﻴﺪﺍ ﺣﻘﺎﻗﺎ ﺑﺄﻥ ﺍﻟﻌﺮﺑﻴﺔ ﻻ ﺗﺴﺘﺨﺪﻡ ﻫﻨﺎ ﺣﻴﺚ ﺃﺩﺭﺱ ﻓﻲ ﻓﺼﻮﻝ ﻻ ﻳﻮﺟﺪ ﻁﻼﺏ ﻋﺮﺏ
" ﻗﺪﺭﺗﻲ ﺃﻥ ﺍﺳﺘﻮﻋﺐ ﻭﺃﻓﻬﻢ ﺍﻟﻜﻼﻣﺎﺕ ﺍﻟﺠﺪﻳﺪﺓ ﻭﺍﻟﻘﻮﺍﻋﺪ ﻗﺪ ﺗﺤﺴﻨﺖ ﺣﻴﻨﻤﺎ ﺃﺻﺒﺢ ﻛﻞ ﺷﻲء ﺑﺎﻻﻧﺠﻠﻴﺰﻳﺔ
However, the research findings of the current study indicated that CS is useful for
understanding for some Arabic learners and this is consistent with previous research.
Zentella (1998) and Metila (2011) for example, suggested that some students do
prefer to use their L1 in the ESL classroom because it enhances their learning of
grammar, vocabulary items and generally supports their understanding, particularly
of difficult concepts.
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Alternatively, a comment made by one of the participants suggests that some Arabic
students support CS simply because of their low level of English proficiency. This
finding is similar to that of Simons (2001, p. 316) and Unamunos’ (2008). It also
reflects the findings of Burden (2000), Al Abdan (2008) and Graham and Macaro
(2008) who suggest that less proficient students have more favourable attitude
towards CS compared to their more proficient counterparts.
On this basis, it does seem that the positive attitudes that many of the students hold
about CS was strongly influenced by their level of English language competence,
which has self-reported as being low (see Table5.3, item 2). Consequently, they
favoured CS to Arabic especially for explaining difficult activities, expressing
opinions, asking questions and for clarifications. However, given the small sample
size of the current study, there is a need to explore this issue further and it is an area
worthy of future research

5.5 Achievement
The final theme to emerge from the questionnaire and interview data is achievement.
In general, students perceived that their learning success was also related to the use
of CS. Table 5.4 provides an overview of this case:
Table 5.4: CS and Learners Achievement
No.
1.

2.

Item description

SA

AG

DA

SD

Using both Arabic and English:
•

Assists my learning of English.

50%
(10)

40%
(8)

10%
(2)

0%
(0)

•

Leads to my success in English.

20%
(4)

70%
(14)

10%
(2)

0%
(0)

When learning during my course:
•

I find using English only is most
beneficial to my learning.

0%
(0)

10%
(2)

90%
(18)

0%
(0)

•

I find using both Arabic and English is
most beneficial to my learning.

55%
(11)

35%
(7)

10%
(2)

0%
(0)

•

Using both Arabic and English increases
my chances of passing the exams.

0%
(0)

90%
(18)

10%
(2)

0%
(0)
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No.

Item description
•

Using English only increases my chances
of passing the exams.

SA

AG

DA

SD

0%
(0)

10%
(2)

90%
(18)

0%
(0)

Note: SA - Strongly Agree; AG - Agree; DA Disagree; SD - strongly disagree

From this table, it is apparent that there is a range of opinions as to whether the use
of the TL only or the use of CS between L1and L2 is most beneficial to students
learning in the ELICOS classroom. Most consistent, was the result showing that 90%
(n=18) of the students disagreed with the proposition that the sole use of the L2
(English) affects their learning in a positive way. In fact, 55% (n=11) strongly agreed
and 35% (n=7) agreed that using both Arabic and English through CS is most
beneficial to their learning. Some of the students’ comments from the interviews
which supported these results are:
“I favour using Arabic and English at the same time. I think it very beneficial. I have
studied in ELICOS classrooms where there are no Arabic students and I have
studied in classrooms were there are many Arabic students. Basically, from this
experience, I found myself that I achieved more learning when I studied in a
classroom full of Arabs” (Student B, Interview 2).
 ﻟﻘﺪ ﺩﺭﺳﺖ ﻓﻲ ﻓﺼﻮﻝ ﺍﻻﻟﻴﻜﻮﺱ ﺣﻴﺚ ﻻ. ﺃﻋﺘﻘﺪ ﺃﻥ ﻫﺬﻩ ﺍﻟﻄﺮﻳﻘﺔ ﺟﻴﺪﺓ."ﺃﻓﻀﻞ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻭﺍﻟﻌﺮﺑﻴﺔ
 ﻟﺬﺍ ﻭﻣﻦ ﺗﺠﺮﺑﺘﻲ ﺍﻟﺸﺨﺼﻴﺔ.ﻳﻮﺟﺪ ﺃﻱ ﻁﻠﺒﺔ ﻋﺮﺏ ﻫﻨﺎﻙ ﻭﻛﺬﻟﻚ ﺩﺭﺳﺖ ﻓﻲ ﻓﺼﻮﻝ ﺣﻴﺚ ﺍﻟﻜﺜﻴﺮ ﻣﻦ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻌﺮﺏ
"  ﻭﺟﺪﺕ ﻧﻔﺴﻲ ﺃﻧﻨﻲ ﺗﻌﻠﻤﺖ ﻛﺜﻴﺮﺍً ﺃﺛﻨﺎء ﺍﻟﺪﺭﺍﺳﺔ ﻣﻊ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻌﺮﺏ،
Another interviewee provided a comment about her beliefs about the pedagogic
benefits of CS:
“All teachers think that using English only will be beneficial for us to acquire the
second language. But teachers do not know our learning backgrounds; they do not
know that most of us are not really good at English. For me, if I do not use Arabic
while learning English I will never achieve anything. I believe that I and most of the
Arabs benefit more when we study with other Arabic students and use Arabic in the
ELICOS classroom.” (Student E, Interview 5)
"ﻛﻞ ﺍﻟﻤﺪﺭﺳﻮﻥ ﻳﻌﺘﻘﺪﻭﻥ ﺗﻤﺎﻣﺎ ً ﺍﺳﺘﺨﺪﺍﻡ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻘﻂ ﺳﻮﻑ ﻳﻤﻜﻨﻨﺎ ﺍﻛﺘﺴﺐ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻛﻠﻐﺔ ﺛﺎﻧﻴﺔ ﺑﺠﺎﻧﺐ
 ﻟﻮ ﻟﻢ ﻧﺴﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﺃﺛﻨﺎء ﺗﻌﻠﻢ،  ﺑﺎﻟﻨﺴﺒﻴﺔ ﻟﻲ. ﻭﻟﻜﻦ ﺍﻟﻤﺪﺭﺳﻴﻦ ﻻ ﻳﻌﺮﻓﻮﻥ ﻣﺴﺘﻮﻯ ﻟﻐﺘﻨﺎ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ.ﺍﻟﻠﻐﺔ ﺍﻻﻡ
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 ﺃﻥ ﺃﻋﺘﻘﺪ ﻣﻊ ﺃﻏﻠﺐ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻌﺮﺏ ﺃﻧﻨﺎ ﻧﺴﺘﺪﻓﻴﺪﻭﺍ ﺃﺛﻨﺎء ﺍﻟﺪﺭﺍﺳﺔ ﻣﻊ ﻁﻠﺒﺔ ﻋﺮﺏ.ﺍﻻﻧﺠﻠﻴﺔ ﺳﻮﻑ ﻟﻦ ﺃﺗﻌﻠﻢ ﺷﻲء
" ﻭﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻓﺼﻞ ﺍﻻﻟﻴﻜﻮﺱ
From the questionnaire it does appear that most of the students (70% either strongly
agreed or agreed) that CS assists their learning and together 90% agreed or strongly
agreed that CS leads to their success in English. These results were also reinforced
by the students’ responses to the interview questions:
“For me, using Arabic helps me a lot in achieving my target that is to be competent
in English. I know most of the teachers think that speaking English only is better for
me. Teachers do not know our learning background that almost all Arabs are not
good in English and that we need to use our language in the ELICOS classroom to
succeed in English learning.” (Student A, Interview1)
 ﺃﻋﻠﻢ ﺑﺄﻥ ﻣﻌﻈﻢ. ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﺳﺎﻋﺪﻧﻲ ﻛﺜﻴﺮﺍً ﻓﻲ ﺍﻟﻮﺻﻮﻝ ﺇﻟﻰ ﻫﺪﻓﻲ ﻓﻲ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ، " ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ
 ﺍﻟﻤﻌﻠﻤﻴﻦ ﻻ ﻳﻌﻠﻤﻮﻥ ﺍﻟﺨﻠﻔﻴﺔ ﺍﻟﺼﺤﻴﺤﺔ ﺑﺸﺄﻥ.ﺍﻟﻤﻌﻠﻤﻴﻦ ﻳﻌﺘﻘﺪﻭﻥ ﺃﻥ ﺍﻟﺘﺤﺪﺙ ﺑﺎﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻘﻂ ﻫﻮ ﺍﻷﻓﻀﻞ ﻟﻲ
ﺗﻌﻠﻴﻤﻨﺎ ﻓﻜﻞ ﺍﻟﻌﺮﺏ ﻟﻴﺴﻮﺍ ﺟﻴﺪﻳﻦ ﻓﻲ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻭﻧﺤﻦ ﻧﺤﺘﺎﺝ ﻻﺳﺘﺨﺪﺍﻡ ﻟﻐﺘﻨﺎ ﻓﻲ ﻓﺼﻮﻝ ﺍﻷﻟﻴﻜﻮﺱ ﻟﻜﻲ ﻧﻨﺠﺢ
"ﻓﻲ ﺗﻌﻠﻢ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
“At first, I wanted to use English only in the ELICOS classroom; however, it was
impossible, I was behind in learning. When I began to use Arabic with some of the
Arab girls, I felt that I developed more in my English learning. In fact, I have used
Arabic in almost all levels in ELICOS and I found it useful.” (Student H, Interview
8)
 ﻛﻨﺖ ﻣﺘﺨﻠﻔﺎ ﺑﻌﺾ، ﻣﻦ ﺍﻟﻤﺴﺘﺤﻴﻞ،  ﻭﻟﻜﻦ، ﺃﻭﺭﻳﺪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻘﻂ ﻓﻲ ﻓﺼﻮﻝ ﺍﻷﻟﻴﻜﻮﺱ،" ﻓﻲ ﺍﻟﺒﺪﺍﻳﺔ
 ﺷﻌﺮﺕ ﺑﺄﻧﻲ ﺗﻄﻮﺭﺕ ﺃﻛﺜﺮ ﻓﻲ، ﻋﻨﺪﻣﺎ ﺑﺪﺃﺕ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻣﻊ ﺍﻟﻄﺎﻟﺒﺎﺕ ﺍﻟﻌﺮﺏ.ﺍﻟﺸﻲء ﻓﻲ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ
"  ﻗﺪ ﺍﺳﺘﺨﺪﻣﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻣﻌﻈﻢ ﺍﻟﻤﺴﺘﻮﻳﺎﺕ ﻓﻲ ﺍﻷﻟﻴﻜﻮﺱ ﺣﻴﺚ ﻭﺟﺪﻫﺎ ﻣﻔﻴﺪﺓ، ﻓﻲ ﺍﻟﺤﻘﻴﻘﺔ. ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
However, as table 5.4 indicated, once more two of the students perceive that using
English only is most beneficial to L2 learning and they disagreed that CS between
Arabic and English assists their learning and leads to their success. They supported
their position in the interview by saying:
“I came here to an English environment to learn English. If I thought learning
English in an Arab country was most beneficial I would have stayed in my country.”
(Student G, Interview 7)
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 ﻟﻮ ﺗﻌﻠﻤﺖ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻲ ﺑﻠﺪ ﻋﺮﺑﻲ ﻟﻜﺎﻥ ﻫﺬﺍ ﺟﻴﺪ ﻭﺳﻮﻑ ﺃﺑﻘﻰ، "ﺃﺗﻴﺖ ﻫﻨﺎ ﻓﻲ ﺑﻴﺌﺔ ﺇﻧﺠﻠﻴﺰﻳﺔ ﻟﺘﻌﻠﻢ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ
" ﻫﻨﺎﻙ
“I love English and my wish is to become a fluent speaker. However, here in
Australia, I found many Arab students who like to use Arabic in the ELICOS
classroom. This does not mean that I hate my language but I prefer to hear English
only. As I hear two languages, I will never be a fluent speaker.” (Student I,
Interview 9)
 ﻭﻟﻜﻦ ﻫﻨﺎ ﻓﻲ ﺍﺳﺘﺮﺍﻟﻴﺎ ﺃﺟﺪ ﺍﻟﻜﺜﻴﺮ ﻣﻦ ﺍﻟﻄﻠﺐ ﺍﻟﻌﺮﺑﻲ ﺣﻴﺚ،"ﺃﺣﻖ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻭﺃﺗﻤﻨﻰ ﺃﻥ ﺃﺻﺒﺢ ﻣﺘﻜﻠﻢ ﺑﻄﻼﻗﺔ ﺑﻬﺎ
 ﻷﻥ. ﻭﻫﺬﺍ ﻻ ﻳﻌﻨﻲ ﺃﻧﻲ ﺃﻛﺮﻩ ﻟﻐﺘﻲ ﻭﻟﻜﻦ ﺃﻓﻀﻞ ﺃﻥ ﺃﺗﻌﻠﻢ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻓﻘﻂ.ﻳﺤﺒﻮﻥ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﺍﻟﻔﺼﻞ
"ﺳﻤﺎﻉ ﻟﻐﺘﻴﻦ ﺳﻮﻑ ﻟﻦ ﺃﻛﻮﻥ ﻣﺘﺤﺪﺙ ﺟﻴﺪ
These divergent opinions were reflected in the response to the question about
whether using English only or the use of both Arabic and English increases their
chances of passing the exams, with the majority of the students 90% (n=18) agreeing
that using Arabic increases their chances of passing exams. This is also supported by
the students’ responses made during the interview:
“Using Arabic in the ELICOS classroom has many benefits. As me and my friend use
it in group activities to clarify language items and use it for understanding many
things in lesson, this helps me acquire the second language and leads to my success
in passing exams.” (Student D, Interview 4)
 ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ ﻭﺻﺪﻳﻘﻲ ﻧﺴﺘﺨﺪﻣﻬﺎ ﻓﻲ ﺍﻟﻤﺠﻤﻮﻋﺔ ﺃﺛﻨﺎء ﺍﻟﺘﻤﺎﺭﻳﻦ."ﻫﻨﺎﻙ ﻋﺪﺓ ﻣﻴﺰﺍﺕ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﺍﻟﻔﺼﻞ
 ﻭﻫﺬﺍ ﻳﺴﺎﻋﺪﻧﻲ ﻟﻜﺴﺐ ﻟﻐﺔ ﺛﺎﻧﻴﺔ ﻭﻳﻘﻮﺩﻧﻲ ﻓﻲ ﺍﻟﻨﺠﺎﺡ ﻓﻲ،ﻟﺘﻮﺿﻴﺢ ﺍﻟﻠﻐﺔ ﻭﻧﺴﺘﺨﺪﻣﻬﺎ ﻓﻲ ﻓﻬﻢ ﺍﻟﻜﺜﻴﺮ ﻓﻲ ﺍﻟﻔﺼﻞ
" ﺍﻻﻣﺘﺤﺎﻧﺎﺕ
“I want to learn English as I learnt it my country. I have to use Arabic for
clarification, grammar, and translation. If I do not use it, it will be impossible for me
to learn and pass the exams. Here in the ELICOS classrooms, each level is only five
weeks; I study from 8 am to 3 pm. If I do not use Arabic and leave all the studying at
home I will fail because there is no time to understand everything in English
especially when you are very low in English.” (Student F, Interview 6)
 ﻟﻮ.  ﻭﺍﻟﺘﺮﺟﻤﺔ، ﺍﻟﻘﻮﺍﻋﺪ، ﻋﻠﻴﺎ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻲ ﻓﻲ ﺍﻟﺘﻮﺿﻴﺢ،"ﺃﺭﻳﺪ ﺗﻌﻠﻢ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻛﻤﺎ ﻟﻮ ﺃﻧﻲ ﺃﺗﻌﻠﻤﻬﺎ ﻓﻲ ﺑﻠﺪﻱ
 ﻛﻞ ﻣﺴﺘﻮﻯ ﻓﻘﻂ، ﻫﻨﺎ ﻓﻲ ﻓﺼﻮﻝ ﺍﻹﻟﻴﻜﻮﺱ. ﺳﻴﻜﻮﻥ ﻣﻦ ﺍﻟﺼﻌﺐ ﺃﻥ ﺃﺗﻌﻠﻢ ﻭﺃﻧﺠﺢ ﻓﻲ ﺍﻻﻣﺘﺤﺎﻥ، ﻟﻢ ﻧﺴﺘﺨﺪﻣﻬﺎ
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 ﻟﻮ ﻟﻢ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻭﺃﺗﺮﻙ ﻛﻞ ﺷﻲء ﻓﻲ ﺍﻟﻤﻨﺰﻝ ﺳﻮﻑ. ﺗﺒﺪﺃ ﻣﻦ ﺍﻟﺴﺎﻋﺔ ﺍﻟﺜﺎﻣﻨﺔ ﺣﺘﻰ ﺍﻟﺜﺎﻟﺜﺔ، ﺧﻤﺴﺔ ﺃﺳﺎﺑﻴﻊ
"  ﺣﻴﺚ ﻻ ﻳﻮﺟﺪ ﻭﻗﺖ ﻛﺎﻓﻲء ﻟﻔﻬﻢ ﻛﻞ ﺷﻲء ﺧﺼﻮﺻﺎ ﻋﻨﺪﻣﺎ ﺗﻜﻮﻥ ﺿﻌﻴﻔﺎ ﺟﺪﺍ ﺑﺎﻻﻧﺠﻠﻴﺰﻳﺔ، ﺃﺭﺳﺐ
On the other hand, once more some students had negative attitudes towards CS and
suggested long term consequences for their action:
“I am going to talk in general. Arab students, who want to really learn English and
succeed, will have to not use Arabic in the classroom. I know that most students
think that they are not good at English, and using Arabic will make them understand
better. It is the opposite, if any student uses and thinks in Arabic in the ELICOS
classroom, he/she might pass the exams but he will never achieve anything”(Student
G, Interview 7).
 ﻭﺍﻟﺬﻳﻦ ﺣﻘﺎ ﻳﺮﻳﺪﻭﻥ ﺗﻌﻠﻢ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ ﻭﺍﻟﻨﺠﺎﺡ ﻋﻠﻴﻬﻢ ﻋﺪﻡ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ،  ﺍﻟﻄﻠﺒﺔ ﺍﻟﻌﺮﺏ."ﺳﻮﻑ ﺃﺗﻜﻠﻢ ﺑﺸﻜﻞ ﻋﺎﻡ
 ﻭﺃﻧﻪ ﻋﻨﺪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ، ﺃﻋﺮﻑ ﺃﻥ ﻣﻌﻈﻢ ﺍﻟﻄﻠﺒﺔ ﻳﻌﺘﻘﺪﻭﻥ ﺃﻧﻬﻢ ﻟﻴﺴﻮﺍ ﺟﻴﺪﻳﻦ ﻓﻲ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺠﻠﻴﺰﻳﺔ.ﻓﻲ ﺍﻟﻔﺼﻞ
، ﻟﻮ ﺃﻱ ﻁﺎﻟﺐ ﻳﺴﺘﺨﺪﻡ ﻭﻳﻌﺘﻘﺪ ﺑﺎﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻓﺼﻞ ﺍﻹﻟﻴﻜﻮﺱ،ً ﻭﻟﻜﻨﻪ ﻋﻠﻰ ﺍﻟﻌﻜﺲ ﺗﻤﺎﻣﺎ.ﺳﻮﻑ ﻳﻤﻜﻨﻬﻢ ﻣﻦ ﺍﻟﻔﻬﻢ
" ﺳﻮﻑ ﻳﻨﺠﺢ ﻓﻲ ﺍﻻﻣﺘﺤﺎﻥ ﻭﻟﻜﻦ ﻫﻮ ﺳﻮﻑ ﻟﻦ ﻳﺤﺼﻞ ﻋﻠﻰ ﺃﻱ ﻓﺎﺋﺪﺓ
“I do not use Arabic inside ELICOS lessons and I passed all exams with good
marks. In fact, some of the students I know, who do like to use Arabic in lessons, did
pass but with very low marks”
 ﻓﻲ. ﻻ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻓﺼﻮﻝ ﺍﻷﻟﻴﻜﻮﺱ ﻭﻧﺠﺤﺖ ﻓﻲ ﻛﻞ ﺍﻻﻣﺘﺤﺎﻧﺎﺕ ﻣﻊ ﺩﺭﺟﺎﺕ ﺟﻴﺪﺓ،  ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ، "ﺣﻘﻴﻘﺔ
" ﻭﺍﻟﺬﻳﻦ ﻳﺤﺒﻮﻥ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﺍﻟﻔﺼﻠﻨﺠﺤﻮﺍ ﻭﻟﻜﻦ ﺑﺪﺭﺟﺎﺕ ﺿﻌﻴﻔﺔ، ﺑﻌﺾ ﺍﻟﻄﻠﺒﺔ ﺍﻟﺬﻳﻦ ﺃﻋﺮﻓﻬﻢ، ﺍﻟﻮﺍﻗﻊ
This position reflects that of early research. For instance, the study conducted by
Nussbaum (1990) indicated that CS is a negative behaviour reflecting a lack of
proficiency in the TL. It is also consistent with the position of Reyes (2004) who
suggests that the practice of CS in the classroom negatively affects students’
learning. Reyes (2004) analysis referenced that CS confused students and
consequently affected their lesson comprehension. Similarly, Gibbons (1983) states
that learners negative attitudes to CS simply relate to students’ belief that CS does
not have a crucial role in L2 learning and that it has a negative effect on their
speaking performance. Further, these attitudes towards CS may also impact on
student learning and motivation as has been suggested in other studies (e.g., Engin,
2009; Bernaus & Gardner, 2008).
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Despite the contrary opinions that were found (noting, however, from only two of
the 20 students), the data revealed a clear pattern of students’ strong preference of
using CS from Arabic and English in the classroom, Overall, the findings conclude
that many Arabic students have positive attitudes towards CS.
The result from the current research with respect to achievement, reflect those of
Alenezi (2010) and Al-Nofaie (2010). They found that CS is an influential teaching
tool for Arab learners in ESL classrooms, suggesting that it not only facilitates
learning and helps to increase their level of interaction, but of key relevance to
within this category, increases their chances of passing their course exams.
As the results of this study and other studies indicate that CS has the potential to
influence students’ learning in positive ways, it is perhaps the reason that the
participants in this study and learners more generally, have positive attitudes towards
it. In turn, it does seem that these supportive attitudes towards CS can help learners
sustain their motivation, facilitate their learning and lead to better achievement. In
contrast, where CS is not supported, there is a possibility of decreased motivation,
high levels of frustration and anxiety, and diminished learning outcomes (Zentella,
1999).

5.6 Summary and Conclusion
In summary, based on these findings, it appears that there are mixed attitudes
towards the use of CS, although generally most Arabic students had a strong
preference for using CS, moving between both Arabic and English in the ESL
classroom. Not only were they aware of it and thought it was useful, but they also
thought that it helps in understanding and leads to better achievement. They felt that
CS had a positive impact on their learning which, in turn, enhances their language
competence and proficiency in the English language. This positive attitude towards
CS corresponds with a considerable body of recent research conducted in this area.
From a pedagogical perspective, as using CS appears to be an important variable
influencing some Arabic students’ performance, there is a necessity for teachers to
be more aware of its features and potential contribution. In addition, they need to
understand learners’ preference for CS and to respond flexibly to students’ attitudes
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towards it in their ESL classrooms. Specifically, they need to recognize that CS can
play an important role in providing a psychologically conducive learning
environment for the learners (Cole, 1998; Schweers, 1999) and a strong foundation
to learners’ affective satisfaction. In fact, Mattioli (2004) substantiates that exposure
to the use of Arabic while learning English at the stages of learning allows learners
to gain a head start towards effective and successful learning and to gradually
become users of the TL.
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Chapter 6
Conclusion
6.1 Introduction
This study set out to explore Arabic students’ use of CS in university second
language classrooms in Western Australia and to document their attitudes towards it.
Specifically, this study addressed two research questions:
1. For what purpose do university level Arabic students’ CS in the ESL classroom?
2. What are the attitudes of university level Arabic students’ towards CS in the ESL
classroom context?
This final chapter of the thesis provides a summary and conclusion to the study; it
summarizes the answers to these questions as discussed in previous chapters.
Implications for pedagogy and future research are then considered with the chapter
concluding with the limitations of the study.

6.2 Functions of CS in the ESL Classroom
From classroom observations it appears that, where students bring other L1s into
class, the use of CS is indeed present. In the case of the current research, the data
indicates that Arabic students’ do indeed CS to Arabic in the ESL classroom context.
Further, the results suggest that using CS in the ESL classroom is perceived by most
as being useful, enjoyable and perhaps even inevitable. In fact, it is not only a part of
the communicative resources of a bilingual class, but also contributes in positive
ways to the learning experience. Particularly, it is beneficial for language learning as
it acts as a critical tool that enables learners to construct effective collaborative
dialogue in the completion of meaning-based language tasks and fulfils three
important functions: pedagogical, communicative and social purposes.
In addition, it was also found that Arabic students in both beginner and intermediate
classrooms used CS during ESL lessons, although sometimes to various degrees and
for different reasons. However, regardless of Arabic students’ English proficiency
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level, CS fulfilled those functions as indicated above and, further, learner access to
the L1 by CS appears to assist the development of linguistic competence in the L2.
From a pedagogical perspective, accessing L1 by means of CS enables learners to
express themselves meaningfully and for the purpose of translation, it helps their
understanding of vocabulary and grammar. In the current study, these functions were
particularly evident when the students worked on group activities. Moreover, CS
appeared to assist students to develop their content understanding and to engage
communicatively (e.g., emphasising a point, and requesting help) which, in turn,
enhanced group participation.
As well as serving pedagogical purposes, the findings reveal that CS also serves
social functions. The observations of learners using CS in their classes indicated that
students switched to L1 to establish and express their identity, develop relationships
and engage socially with others. The study highlighted that learners were also able
to express their personal values and acquire an understanding of others, especially
with respect to culture. This is particularly important as accommodating students’
language and culture is a crucial principle of good practice in L2 learning. Thus, the
use of CS in the ESL classroom emerges not merely as a way to generate content and
to reflect on the language produced, but also importantly, as a means to create a
social space in which learners are able to provide each other and themselves with
assistance throughout the task. Hence, CS contributes to language learning and
academic success in a multidimensional way.
In summary, it does seem that in the context of ESL classrooms CS between English
and Arabic is a useful instructional resource in classrooms. This is true regardless of
the English proficiency level of the students. In fact, among the Arabic students
interviewed for this study, the majority indicated that they felt better when allowed
to CS, in comparison to English-only situations. Thus, CS fulfils important
pedagogical, communicative and social functions which benefit and contribute to L2
language learning
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6.3 Attitudes of Students towards CS in the ESL Classroom
An analysis of the data collected by way of interviews and questionnaires suggests
mixed attitudes, both positive and negative, towards CS on behalf of Arabic students.
However, the data revealed a clear pattern of strong preference for using Arabic in
the ESL classroom as most Arabic students seemed to have positive attitudes
towards it. Specifically, most of the participants indicated that CS is recognized to be
beneficial for their English education for a number of reasons.
Generally, the learners indicated that CS has a positive impact on their language
learning environment. All the participants are aware of the fact that they CS in the
ESL classroom. They consider CS to be a useful strategy, a positive tool for
understanding and a tool that can help them achieve their intended success. In other
words, CS has a positive impact on their speaking capacities and learning skills and
consequently, they resort to CS to reach certain language competence and
proficiency in the English language.
Moreover, it does imply that these positive attitudes are influenced by students’
language anxiety. Especially, those Arabic students who are anxious about their
level of L2 proficiency (i.e., their judgement of how “good they are at English”) and
about their language learning ability, have strong and positive attitudes towards the
use of CS. This is not surprising as CS can work to reduce learners’ anxiety and
create a more relaxing learning environment and a classroom atmosphere in which
students can actively interact (MacIntyre & Gardner, 1989; Horwitz & Cope, 1986).
In turn, as learners are able to focus and participate in classroom practice, they are
able to undertake their learning activities more successfully.
In summary, Arabic students have favourable attitudes towards CS in the context of
ESL classrooms which does depend to a certain extent on the proficiency of the
learner and their level of anxiety. However, caution must be exercised as attitude
will vary and, as indicated earlier, this study focused only on small number of
students.
It is clear that the findings of this research do have implications for pedagogy and
research. These are described in the following section.
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6.4 Implications for Pedagogy and Research
6.4.1 Pedagogy
From a pedagogical standpoint, this study provides greater insight into the
significant role that using CS in the language classroom can serve. This is
particularly important for teachers, but also for those responsible for developing
language curriculum policy to consider: Some might need to modify their current
practice of imposing rules such as “speak English only” in the ESL classroom. In
fact, the findings would suggest that such a policy be revised, as it does not reflect
the potential usefulness that CS can provide (e.g., insight into the learning culture,
helps facilitate communication, support skill learning in the both languages).
This is not to say that a balanced approach is not needed: Not only does a situation
exist that some Arabic students have a positive attitude towards CS, whilst others do
not, but also the use of the TL as well as CS needs to be encouraged. This means
there is a necessity for an approach which recognizes the specific roles of CS to the
L1, but also one where L2 use in the classroom is maximized. In practice, this would
mean that the TL can be used as the medium of instruction, and switch to L1 (and is
supported) when it is necessary. For this development, language policy along with
other issues should take care of the sensitive issue of the percentage of CS with
reference to bilingual and multilingual classroom discourse; a careful and judicious
use of CS can lead to successful learning of new vocabulary and grammar in ESL
classes.
The findings of this research also provide insights that may be useful for ESL
teachers. Specifically, some teachers may need to change their perceptions of CS in
the classroom: They may need professional development in order to increase their
understanding that CS can support the acquisition of the TL. Further, as the findings
of this study suggest, that students benefit from the use of CS in a variety of ways
and have positive attitudes towards CS, ESL teachers need to respond flexibly to its
use. Clearly, teachers may need to increase their awareness that CS serves such roles
as helping learners to understand vocabulary and grammar; comprehend difficult
concepts and content information; and it also enables the development of a positive
classroom environment.
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On the other hand, this study also takes into account the perspectives of ESL
teachers who are teaching in a multilingual classroom with students from different
countries and learning backgrounds. Teachers should focus on how rather than how
often learners switch to L1 in the ESL classroom (Chau, 2007). For instance, as it is
claimed on the basis of the results of the current research that CS in pair and group
tasks assists learners more effectively in L2, instructors could devise classroom
strategies based on the appropriate use of languages that can suit all multilingual
students in the classroom. Consequently, they could organise group activities in
which each pair of learners of the same L1 background can firstly work together and
then discuss in English in multilingual groups (Chau, 2007). In this way, learners can
discuss their ideas freely and use their knowledge of their L1 to provide a basis for
working out the grammar and semantics of the target language. In turn, appropriate
L1 use supports not only a positive learning environment, but also creates an
interactional space where students can access all their language resources in peer
group work (Kiranmayi & Phil, 2010). Additionally, following from this, students
will gain more confidence and may extend their use of TL outside the classroom.
Therefore, by educating current (and future) ESL teachers about CS, and then
facilitating the development of their instructional practices to incorporate it, teachers
will be better able to help their students and cater for the needs of individual learners.
How this might be done, is an area worthy of further research. Other areas that may
benefit from further research in this regard are described in the following section.
The limitations of the current research are also highlighted.
6.4.2 Future Research
This study was small in scope, but it was intended as an initial study of this cohort in
a particular context. This research focussed on Arabic learners CS in the ESL
classrooms and explored the functions this served and the learners’ attitudes towards
it. Clearly, a great deal more research work needs to be conducted in this area. From
a qualitative perspective, the findings did suggest that Arabic students’ CS might be
linked to their language proficiency, and also their language anxiety. Proficiency
level, in particular, has been identified by other researchers as a factor that impacts
on students’ use of CS in the classroom (Burden, 2000; Dash, 2002; Graham &
Macaro, 2008).
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At the time of the data collection, the level of the learners who participated in this
study was beginner and intermediate. Based on these levels, students’ proficiency
appeared to influence the nature of CS that occurred in the classes studied. In
particular, it seemed that there was a tendency for beginner learners to rely heavily
on CS in communicative and pedagogical activities. However, in the current study
this factor of proficiency was not investigated in a controlled manner and it does
seem that it is an area worthy of further study.
Future research may investigate this by correlating Arabic learners’ use of and
attitudes towards CS with their proficiency levels. Similarly, other factors that may
impact on use and attitudes offer scope for further research. Together, such studies
may continue to contribute to the advancement of second language classroom
learning.
As this study only focused on adult Arabic students aged between 22 and 28 years
old, it could not be established whether age contributes to students use of CS in the
ESL classroom and the positive attitudes they had towards it, maybe a different case
for children and adolescents.

Therefore, investigation of younger children and

adolescents would also benefit from further research.
The scope of the current study was the ESL classrooms in Curtin University in
Western Australia. This study focused on four classrooms for a period of two weeks.
Hence, there is a need to extend the research to other ESL classrooms in other
contexts. In addition, this area may benefit from longitudinal research that is
undertaking the study over a longer period of time, for example, for a whole course
or a whole semester to explore if changes do occur. Moreover, as the current study
was small in scale, future research could incorporate a larger data sample. This may
help in the identification of other factors that influence adult Arabic learners using
CS in their ESL classrooms.
Thus, the aims of this study, the purpose for Arabic learners CS in the ESL
classroom and their attitudes towards it, require further investigation. This could be
established by using qualitative and quantitative approaches to overcome some of the
current limitations. Finally, new approaches and new instruments may need to be
developed so that such investigations can be done.
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6.5 Limitations of the Study
While the study reported in this thesis makes a contribution to research on CS, there
are certain limitations that should be borne in mind. The limitations of this study
relate to the size and nature of the sample, the study’s’ qualitative orientation and the
nature of the research design. The study presented in this dissertation is limited to
four classrooms and the results cannot be generalized but rather as an image of what
the situation is at the represented classrooms. The sample of four classes from which
data was collected was small. Although it included classes from both beginner and
intermediate university ESL classrooms, the classes were not randomly selected and
did not attempt to be representative of all ESL classrooms in Western Australia.
Other limitations to the present study which should be highlighted to avoid any
overgeneralizations and misinterpretations of the results are the small number of
interviewed students and the questionnaire. As this study was limited to a small
number of students and only female Arab students of the same age, the findings from
the study may not apply to all Arabic learners. As the researcher is a female Muslim,
and based on religious beliefs, only female students were interviewed: The
researcher could not interview male students and this limits the degree to which the
results of the study may be generalized to the target population. In addition, although
participants appeared to answer all the questions in the interview with complete
sincerity and honestly, the interview format may have a number of limitations. As
participants were chosen because of their accessibility, respondents may be unable to
verbalize their perceptions, they may prefer to give responses they think the
interviewer is expecting or would like, and they may have difficulty in recalling
actual described events or situations.

6.6 Conclusion
This investigation of the purpose for Arabic learners CS in the ESL classroom and
their attitudes towards it has highlighted the complex nature of this construct.
However, the detailed description of the nature and pattern of CS provided by this
small scale study of four ELICOS ESL classrooms does suggest that CS is a natural,
creative and innovative way for learners to communicate. Mainly, the study does
indicate that CS can serve a positive and important role in second language learning.
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This study has provided some evidence that Arabic students’ attitudes towards CS
and their purposes of using it connect in important ways. Based on the results, the
same students who used CS in the ESL classroom were those with positive attitudes
towards it. Together, the use of CS coupled with such an attitude seemed to have a
positive impact on their learning of English.
In conclusion, it should be noted again that this was a small study; it may raise more
questions than it can conclusively answer. The small and varied nature of the sample
means no generalisations can be made beyond those learners studied. However, the
insights provided by this study, point to several areas worthy of further research. It
also provides suggestions and considerations in terms of professional development
for teachers and curriculum developers to take into account. To conclude, this study
has contributed to the knowledge and understanding of CS in a second language
learning context that deserves greater research attention.
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Code Switching in ESL Classrooms: A Study of Adult Arabic Learners
Appendix 1: Observation Checklist
Purposes and functions of using L1

Example of L1 discourse

Translating English words, phrases,
questions and instructions.
Clarifying language items such as
vocabulary and grammar instructions
Developing strategies to complete the
task and discussing methods of solving
problems.
Expressing themselves and presenting
pragmatic meaning
Establishing social relationships and
communicating friendship.
Expressing identity.
Easing tension and injecting humour
into a conversation.
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No of times

Appendix 2: Interview Questions
1. Do you know what code switching is? If so, what do you think of it?
2. What do you think about students who use their first language, Arabic, in the
ELICOS classrooms?
3. In which language(s) would you prefer the English course to be taught? Why?
4. Do you use Arabic in the classroom when learning English? If so, when do you
code-switch and why?
5. Do you communicate with your friends in the ELICOS classroom in Arabic?
When do you do this and why?
6. Are there any other specific situations in which you like to use Arabic during
English lessons?
7. Are there any specific situations in which you like using Arabic with other Arab
students during English lessons?
8. Do you think that there are any advantages or disadvantages in using Arabic in the
English lessons in the Australian classroom? Why?
9. How do you think using Arabic in English lessons affects your learning?
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Appendix 3: Student’s Questionnaire

Gender: …………………………………
Country: …………………………………
Class level: ………………………………
Please read each of the following statements very carefully and tick the answer which best
describes your degree of agreement or disagreement.
The following abbreviations are used: SA - Strongly Agree; AG - Agree; DA -Disagree; SD
- Strongly Disagree.
1. Using both Arabic and English:
SA

AG

DA

SD

SA

AG

DA

SD

SA

AG

DA

SD

• Assists my learning of English.
• Leads to my success in English.

2. When learning during my course:

• I find using English only is most beneficial to my learning.
• I find using both Arabic and English is most beneficial to my
learning.
• Using both Arabic and English increases my chances of passing
the exams.
• Using English only increases my chances of passing the exams.

3. I feel:

•
•
•
•

Aware that I am speaking two languages in class.
It is natural to use Arabic while learning English.
Confused when my friends use Arabic while learning English.
Relaxed when I and my friends use Arabic while learning English.

4. I prefer to use Arabic whenever I am learning English in the ELICOS classroom
because:
SA
•
•
•
•

It helps me enjoy my lesson.
It helps me with my learning.
It makes me feel comfortable when learning English.
I feel less lost during the lesson.
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AG

DA

SD

5. I prefer the use of Arabic with my friends while learning English in the ELICOS
classroom because:

•
•
•
•

SA

AG

DA

SD

SA

AG

DA

SD

I am not good at English.
It helps me to understand new words.
It helps me to understand the difficult concepts.
It helps me to understand English grammar.

6. Using Arabic in English lessons:

•
•
•
•

Helps facilitate communication.
Makes learning fast and easy.
Support skill learning in the (two) languages.
Enables the speakers to express their identity.

Thank you for completing this questionnaire
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Appendix 4: Information Sheet for the CELC Director
Project title: Code Switching in ESL Classrooms: A Study of Adult Arabic Learners
This information sheet is for you to keep
My name is Manar Larbah and I am currently doing Master of Philosophy in Education at
Curtin University. My topic is “code switching in the second language classroom.” My
proposal for research in this topic has been approved by Curtin University. I am writing to
request permission to undertake research in your ELICOS classrooms.
I am interested in conducting this research because I believe it will be significant for its
contribution to the field of teaching English to second language learners. The results of this
study may provide guidance to language teachers and can be used to inform language
polices more broadly in relation to the role CS in the second language classroom.
The purpose of the study is to explore Arabic students’ use of the first language in the
second language classroom and their attitudes towards this phenomenon. Specifically this
study is designed to investigate CS by second language learners in the second language
classroom, their reasons and their attitudes towards it.
The questions my research will attempt to answer are:- For what purpose do university level Arabic students CS in the ESL classroom?
- What are the attitudes of University level Arabic students’ towards CS in the ESL
classroom?
In order to answer these questions, I plan to undertake these research activities in the
ELICOS classrooms.
1. Classroom observation:I would like to observe a total of two lessons in four classrooms. I require classrooms where
there are approximately eight or ten Arabic students among other students. The observation
will include audio-taping the lessons. This process will be managed to ensure that it is as
unobtrusive as possible.
2. Questionnaire:At the end of the second lesson of each of the four classrooms, with permission from the
class teachers and the Director of ELICOS, I would like to hand out the questionnaire to
voluntary students to participate in filling it out at home. It will be given to the students after
a brief introduction in which the procedure will be explained to the students.
3. Interviews:-
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After completing the observation and the questionnaire I would like a small number of
volunteer students from each of the observed ELICOS language classrooms to be
interviewed by me. Each of the volunteer students will be interviewed individually. This will
take about 20 mins each student and will take place outside class time, on university
premises, at a time convenient to the students. Wherever possible the interviews will be
recorded. However, if for cultural and religious reasons, the participants may not want to
have the interview recorded, this request will be accommodated. In this case, detailed notes
will be taken during the interview.
Ethical Issues:
The following steps will be taken to protect the confidentiality and privacy of the
participants in the research:
•

The confidentiality of the students will be guaranteed by the use of pseudonyms.
These will be used in any written account of this research, so that they will not be
able to be identified.
• All information relevant to each of the subjects will be made available to them, at
their request.
• Audio tapes and related transcripts, pro-formats completed by students,
transcriptions of student interviews will be stored in a locked filing cabinet in the
researcher’s home office.
• No part of the data collected will be disclosed to other personnel from the university
or from outside the university. This will help ensure the confidentiality of the data
collected as part of this research. The data will only be available to me and my
supervisor, Dr. Rhonda Oliver.
If you give permission for the research to be carried out in your ELICOS classrooms, formal
consent to participate in the project will be obtained from the students. Students will be fully
informed about all aspects of the research and have the opportunity to ask questions about it.
They will also be informed that they may withdraw from the project at any time, without
prejudice. A copy of the consent form to be used for this purpose is attached. Also, an
information sheet will be given to the teachers of the ELICOS classrooms.
If you would like to discuss any aspect of this research please contact me on 0422459734.
You can also contact me by e-mail at the following address: m.larbah@student.curtin.edu.au
Yours sincerely
Manar Larbah
15/2/2012

This study has been approved by the Curtin University Human Research Ethics Committee (Approval Number
HR 22/2013). The Committee is comprised of members of the public, academics, lawyers, doctors and pastoral
carers. If needed, verification of approval can be obtained either by writing to the Curtin University Human
Research Ethics Committee, c/- Office of Research and Development, Curtin University, GPO Box U1987, Perth,
6845 or by telephoning 9266 2784 or by emailing hrec@curtin.edu.au.
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Appendix 5: CELC Director Consent Form
Project title: Code Switching in ESL Classrooms: A Study of Adult Arabic Learners
Note: This consent will remain with the researcher for her records
I have read the information regarding the proposed research project to be conducted by
Manar Larbah.
I give my consent for Manar Larbah to conduct the research project “Code switching in the
second language classroom,” as outlined in the CELC director information sheet, with the
ELICOS student’s university, provided teacher permission is obtained.
I understand the students will be confidential at all times and that the research data gathered
for this study may be published provided that the students are not identifiable.
I understand that the students can withdraw from the proposed research project at any time.
Position title: ………………………………………………………………………..
Name: ……………………………………………………………………………….
Signature: ……………………………………………………………………………
Date: ………………………………………………………………………………….
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Appendix 6: Information Sheet for the Teachers
Project title: Code Switching in ESL Classrooms: A Study of Adult Arabic Learners
This information sheet is for you to keep
My name is Manar Larbah and I am currently doing Master of Philosophy in Education at
Curtin University. My topic is code switching in the second language classroom. My
proposal for research in this topic has been approved by Curtin University. I am writing to
request permission to undertake research in your ELICOS classroom.
I am interested in conducting this research because I believe it will be significant for its
contribution to the field of teaching English to second language learners. The results of this
study may provide guidance to you and other language teachers and can be used to inform
language polices more broadly in relation to the role CS in the second language classroom.
The purpose of the study is to explore Arabic students’ use of the first language in the
second language classroom and their attitudes towards this phenomenon. Specifically this
study is designed to investigate CS by second language learners in the second language
classroom, their reasons and their attitudes towards it.
The questions my research will attempt to answer are:- For what purpose do university level Arabic students CS in the ESL classroom?
- What are the attitudes of University level Arabic students’ towards CS in the ESL
classroom?
In order to answer these questions, I plan to undertake these research activities in the
ELICOS classrooms.
1. Classroom observation:I would like to observe a total of two lessons in your classroom. The observation will
include audio-taping the lessons. This process will be managed to ensure that it is as
unobtrusive as possible.
2. Questionnaire:At the end of the second lesson of each of the four classrooms, with permission from the
class teachers and the Director of ELICOS, I would like to hand out the questionnaire to
voluntary students to participate in filling it out at home. It will be given to the students after
a brief introduction in which the procedure will be explained to the students.
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3. Interviews:After completing the observation and the questionnaire I would like a small number of
volunteer students from your ELICOS language classroom to be interviewed by me. Each of
the volunteer students will be interviewed individually. This will take about 20 mins each
student and will take place outside class time, on university premises, at a time convenient to
the students. Wherever possible the interviews will be recorded. However, if for cultural and
religious reasons, the participants may not want to have the interview recorded, this request
will be accommodated. In this case, detailed notes will be taken during the interview.
Ethical Issues:
The following steps will be taken to protect the confidentiality and privacy of those who
participate in the research:
•

The confidentiality of the students will be guaranteed by the use of pseudonyms.
These will be used in any written account of this research, so that they will not be
able to be identified.
• All information relevant to each of the subjects will be made available to them, at
their request.
• Audio tapes and related transcripts, pro-formats completed by students,
transcriptions of student interviews will be stored in a locked filing cabinet in the
researcher’s home office.
• No part of the data collected will be disclosed to other personnel from the university
or from outside the university. This will help ensure the confidentiality of the data
collected as part of this research. The data will only be available to me and my
supervisor, Dr. Rhonda Oliver.
If you give permission for the research to be carried out in your ELICOS classroom, formal
consent to participate in the project will be obtained from the students. Students will be fully
informed about all aspects of the research and have the opportunity to ask questions about it.
They will also be informed that they may withdraw from the project at any time, without
prejudice. A copy of the consent form to be used for this purpose is attached.
If you would like to discuss any aspect of this research please contact me on (telephone
number). You can also contact me by e-mail at the following address:
m.larbah@student.curtin.edu.au
Yours sincerely
Manar Larbah
15/2/2012

This study has been approved by the Curtin University Human Research Ethics Committee (Approval Number
HR 22/2013). The Committee is comprised of members of the public, academics, lawyers, doctors and pastoral
carers. If needed, verification of approval can be obtained either by writing to the Curtin University Human
Research Ethics Committee, c/- Office of Research and Development, Curtin University, GPO Box U1987, Perth,
6845 or by telephoning 9266 2784 or by emailing hrec@curtin.edu.au.
U

U
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Appendix 7: Teacher Consent Form
Project title: Code Switching in ESL Classrooms: A Study of Adult Arabic Learners
Note: This consent will remain with the researcher for her records
I have read the information regarding the proposed research project to be conducted by
Manar Larbah.
I give my consent for Manar Larbah to conduct the research project “Code switching in the
second language classroom” , as outlined in the teacher information sheet, with the ELICOS
student’s in my classroom, provided student permission is obtained.
I understand the students will be confidential at all times and that the research data gathered
for this study may be published provided that the students are not identifiable.
I understand that the students can withdraw from the proposed research project at any time.
Position title: ………………………………………………………………………..
Name: ……………………………………………………………………………….
Signature: ……………………………………………………………………………
Date: ………………………………………………………………………………….

113

17 December 2012

Appendix 8: Information Sheet for the Students
Project title: Code Switching in ESL Classrooms: A Study of Adult Arabic Learners

This information sheet is for you to keep
My name is Manar Larbah and I am a master student at Curtin University. I would like to
tell you about the research project I will be carrying out in your ELICOS classroom at your
university.
The topic I am going to be researching is ‘Code Switching in the Second Language
Classroom.’ I would like to find out the following things:
•

For what purpose do university level Arabic students’ CS in the ESL
classroom?

•

What are the attitudes of university level Arabic students’ towards CS in the
ESL classroom context?
What will you have to do for the research project?
To answer these questions, I am going to be observing two of your ELICOS lessons. I will
be audio taping these lessons, as well as taking notes. So, the main thing I need you to do is
just to participate normally in the ELICOS lessons I will be observing.
With permission from the class teachers and the Director of ELICOS I would also like to ask
you to do two other things.
•

I would like voluntary students to participate in filling out a questionnaire at home
about the code switching that occurs in the second language classroom. A brief
introduction of the procedure will be explained to you.
• I would like a small number of volunteer students to be interviewed by me
individually about the code switching that occurs in the second language classroom.
To make it easier for you, the interview will be in Arabic. The interview will take
about 20 minutes. I would like to record the interview. However, if for cultural and
religious reasons, you may not want to have the interview recorded, this request will
be accommodated. In this case, detailed notes will be taken during the interview.
The first task will be done at the end of the second lesson and the second task will be done
out of class time, on university premises, at a time convenient to you. You’ll be able to
choose whether or not you would like to be involved in these tasks.
Protecting your privacy
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I will be doing the following things to make sure the information I collect about your class is
used properly:
•

When I write about the research, I will give you and your classmates, made-up
names, so people will not be able to recognise any of you.
• You can ask to find out about information I collect about you, in particular.
• I will be looking after the information I collect very carefully and keeping it in a
locked filing cabinet in my home office.
Others in the university (e.g., Teachers, the director) or outside will not be shown the
information I collect. The only person, who will see it apart from me, is my supervisor,
Dr.Rhonda Oliver.
Consent
The director and your teacher have agreed for the project to be carried in your ELICOS
classroom. I also need your consent. Please read it carefully. Attached to this letter is a
copy of the CONSENT FORM which has to be completed and returned to your ELICOS
teacher if you choose to participate in this project.
If you change your mind and want to withdraw from the project, you can do this at any time.
If you would like to talk about any part of this research please contact me on 0422459734.
You can also e-mail me at the following address: m.larbah@student.curtin.edu.au.

This study has been approved by the Curtin University Human Research Ethics Committee (Approval Number
HR 22/2013). The Committee is comprised of members of the public, academics, lawyers, doctors and pastoral
carers. If needed, verification of approval can be obtained either by writing to the Curtin University Human
Research Ethics Committee, c/- Office of Research and Development, Curtin University, GPO Box U1987, Perth,
6845 or by telephoning 9266 2784 or by emailing hrec@curtin.edu.au
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ﻣﻠﺣﻕ  : 8ﻣﻌﻠﻭﻣﺎﺕ ﻋﺎﻣﺔ ﻟﻠﻁﻠﺑﺔ
ﻋﻧﻭﺍﻥ ﺍﻟﺑﺣﺙ :ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺭﺑﻳﺔ ﻓﻲ ﺍﻟﻔﺻﻝ ﺃﺛﻧﺎء ﺗﻌﻠﻡ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺟﻠﻳﺯﻳﺔ
ﻫﺫﺍ ﺍﻟﻣﺳﺗﻧﺩ ﻳﻣﻛﻥ ﺍﻻﺣﺗﻔﺎﻅ ﺑﻪ ﻟﺩﻳﻛﻡ
ﺃﻧﺎ ﺍﻟﻁﺎﻟﺑﺔ ﻣﻧﺎﺭ ﺳﻠﻳﻣﺎﻥ ﺍﻷﺭﺑﺎﺡ  ،ﻁﺎﻟﺑﺔ ﻣﺎﺟﺳﺗﻳﺭ ﻓﻲ ﺟﺎﻣﻌﺔ ﻛﻳﺭﺗﻥ )ﺗﺧﺻﺹ ﺗﺭﺑﻳﺔ(  ،ﺃﻭﺩ ﺃﻥ ﺇﻋﻼﻣﻛﻡ ﺑﺷﺄﻥ ﻣﺷﺭﻭﻉ
ﺑﺣﺛﻲ ﻭﺍﻟﺫﻱ ﺳﻳﻧﺟﺯ ﻓﻲ ﻓﺻﻭﻝ ﺍﻷﻟﻳﻛﻭﺱ ﻓﻲ ﺍﻟﺟﺎﻣﻌﺔ .
ﻓﻲ ﺍﻟﺣﻘﻳﻘﺔ ﻣﻭﺿﻭﻉ ﺑﺣﺛﻲ ﻳﺗﻧﺎﻭﻝ )) ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺭﺑﻳﺔ ﻓﻲ ﺍﻟﻔﺻﻝ ﺃﺛﻧﺎء ﺗﻌﻠﻡ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺟﻠﻳﺯﻳﺔ((
ﻭﻟﻬﺫﺍ ﺃﻭﺩ ﻣﻥ ﺧﻼﻝ ﻫﺫﻩ ﺍﻟﺑﺣﺙ ﻣﻌﺭﻓﺔ ﺍﻵﺗﻲ :
 ﻟﻣﺎﺫﺍ ﻳﺗﻡ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺭﺑﻳﺔ ﻣﻥ ﻗﺑﻝ ﺍﻟﻁﻠﺑﺔ ﺍﻟﻌﺭﺏ ﻓﻲ ﺍﻟﻔﺻﻝ ﺃﺛﻧﺎء ﺗﻌﻠﻡ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺟﻠﻳﺯﻳﺔ. ﻣﺎ ﻣﻭﻗﻑ ﺍﻟﻁﻠﺑﺔ ﺍﻟﻌﺭﺏ ﺍﻟﺟﺎﻣﻌﻳﻳﻥ ﻣﻥ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺃﺛﻧﺎء ﺗﻌﻠﻡ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺟﻠﻳﺯﻳﺔ ﺩﺍﺧﻝ ﺍﻟﻔﺻﻝ؟ﻣﺎ ﺩﻭﺭﻛﻡ ﻓﻲ ﻫﺫﺍ ﺍﻟﺑﺣﺙ ؟
ﻟﻼﺟﺎﺑﺔ ﻋﻠﻰ ﻫﺫﺍ  ،ﺳﺄﻗﻭﻡ ﺑﻣﺗﺎﺑﻌﺔ ﻭﻣﻼﺣﻅﺔ ﺣﺻﺗﻳﻥ ﻣﻥ ﻓﺻﻭﻝ ﺍﻷﻟﻳﻛﻭﺱ  ،ﻭﺳﺄﺳﺗﺧﺩﻡ ﺍﻟﺗﺳﺟﻳﻝ ﺍﻟﺻﻭﺗﻲ ﻟﻬﺫﻩ ﺍﻟﺩﻭﺭﺱ،
ﻭﺳﻳﺗﻡ ﺗﺩﻭﻳﻥ ﻣﻼﺣﻅﺎﺕ ﺃﻳﺿﺎ.
ﻟﺫﺍ ﻓﻘﻁ ﺃﻭﺩ ﻣﻧﻛﻡ ﺍﻟﻣﺷﺎﺭﻛﺔ ﺑﺷﻛﻝ ﻁﺑﻳﻌﻲ ﻓﻲ ﻫﺫﻩ ﺍﻟﺣﺻﺹ ﺍﻟﺗﻲ ﺳﺄﺣﺿﺭﻫﺎ.
ﻣﻥ ﺧﻼﻝ ﺍﻟﻣﻭﺍﻓﻘﺔ ﻣﻥ ﺍﻟﻣﺩﺭﺱ  /ﺍﻟﻣﺩﺭﺳﺔ  ،ﻭﻣﺳﺅﻭﻝ ﺍﻹﻟﻳﻛﻭﺱ ،أود أن أطﻠب ﻤﻨﻛم ﺸﻴﺄﻴن آﺨرﻴن :
 طﻠﺒﺔ ﻤﺘطوﻋﻴن ﻋن طﻴب ﺨﺎطر ﻟﻠﻤﺸﺎرﻛﺔ ﻓﻲ ﺘﻌﺒﺌﺔ اﻻﺴﺘﺒﻴﺎن ﺨﻼﻝ اﻟﺤﺼص واﻟﻤﺘﻌﻠﻘﺔ ) ﺒﺎﺴﺘﺨدام اﻟﻠﻐﺔ اﻷم ( واﻟﺘﻲﻏﺎﻟﺒﺎ ﻤﺎ ﻴﺤدث أﺜﻨﺎء ﺘﻌﻠم اﻟﻠﻐﺔ اﻟﺜﺎﻨﻴﺔ ﻤﺜﻝ اﻻﻨﺠﻠﻴزﻴﺔ  ،ﻫذا اﻟﻌﻤﻝ ﻴﺘطﻠب ﻗراﺒﺔ  20دﻗﻴﻘﺔ .
 أﻴﻀﺎ ﻤﺠﻤوﻋﺔ ﺼﻐﻴرة ﻤن اﻟطﺒﺔ ﻴﺘم إﺠراء ﻤﻌﻬم ﻤﻘﺎﺒﻠﺔ ﺸﺨﺼﻴﺔ ﻤن ﻗﺒﻠﻲ ﺒﺸﺄن )اﺴﺘﺨدام اﻟﻠﻐﺔ اﻷم(.ﻟﺘﺒﺴﻴط اﻷﻤور  ،اﻟﻤﻘﺎﺒﻠﺔ ﺴﺘﻛون ﺒﺎﻟﻠﻐﺔ اﻟﻌرﺒﻴﺔ .أﻴﻀﺎ اﻟﻤﻘﺎﺒﻠﺔ ﺴﺘﺴﺘﻐرق ﺤواﻟﻲ  20دﻗﻴﻘﺔ ﺘﻘرﻴﺒﺎً  ،ﺤﻴث ﺴﺄﻗوم ﺒﺘﺴﺠﻴﻝ
اﻟﻤﻘﺎﺒﻼت وﻟﻛم ﺤرﻴﺔ اﻻﺨﺘﻴﺎر ﻓﻲ ﺤﺎﻟﺔ وﺠود أي ﻤﺎﻨﻊ أو ﺴﺒب ﻴﺤوﻝ دون اﻟﻤواﻓﻘﺔ ﻋﻠﻰ ﺘﺴﺠﻴﻝ اﻟﻤﻘﺎﺒﻠﺔ وﺴﻴﺘم ﺘدوﻴن أﻫم
اﻟﻨﻘﺎط ﻓﻲ اﻟﻤﻘﺎﺒﻠﺔ ﺒدﻻ ﻤن اﻟﺘﺴﺠﻴﻝ.
ﻓﻲ اﻟﺤﻘﻴﻘﺔ أوﻟﻰ اﻟﻤﻬﺎم ﺴﺘﺠرى ﻓﻲ ﻨﻬﺎﻴﺔ اﻟﻔﺼﻝ اﻟﺜﺎﻨﻲ  ،ﺒﻴﻨﻤﺎ اﻟﻤﻬﻤﺔ اﻟﺜﺎﻨﻴﺔ ﺴﺘﺠرى ﺨﺎرج وﻗت اﻟﻤﺤﺎﻀرة ﻓﻲ اﻟﺠﺎﻤﻌﺔ
 ،وﻓﻲ وﻗت ﻴﻨﺎﺴب اﻟﺠﻤﻴﻊ وﻟﻛم ﺤرﻴﺔ اﻻﺨﺘﻴﺎر ﻤن ﻋدﻤﻪ ﻓﻲ اﻟﻤﺸﺎرﻛﺔ ﻓﻲ ﻫذﻩ اﻟﻤﻬﺎم.
اﻟﺴرﻴﺔ اﻟﺘﺎﻤﺔ
ﺴﺄﻗوم ﺒﺎﻷﺸﻴﺎء اﻟﺘﻲ ﻤن ﺸﺄﻨﻬﺎ اﻟﺘﺄﻛﻴد ﺒﺄن اﻟﻤﻌﻠوﻤﺎت اﻟﺘﻲ ﺘم اﻟﺤﺼوﻝ ﻋﻠﻴﻬﺎ ﺴﺘﺴﺘﺨدم ﺒﺎﻟطرﻴﻘﺔ اﻟﻤﻨﺎﺴﺒﺔ .
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 أﺜﻨﺎء اﻟﺒﺤث  ،ﺴﻴﺘم اﺴﺘﺨدام أﺴﻤﺎء ﻤﺴﺘﻌﺎرة ﺤﺘﻰ ﻻ ﻴﺘم ﻤﻌرﻓﺔ أي ﺸﺨص . ﻴﻤﻛن ﻷي طﺎﻟب أو طﺎﻟﺒﺔ اﻟﺴؤاﻝ ﻟﻤﻌرﻓﺔ أي ﺘﻔﺎﺼﻴﻝ ﻋن اﻟﻤﻌﻠوﻤﺎت وﺒﺸﻛﻝ ﺨﺎص. ﺴﻴﺘم اﻻﻫﺘﻤﺎم واﻟﻌﻨﺎﻴﺔ ﺒﺎﻟﻤﻌﻠوﻤﺎت اﻟﺘﻲ ﺴﻴﺘم ﺠﻤﻌﻬﺎ ﺒطرﻴﻘﺔ دﻗﻴﻘﺔ .وأﻤﺎ ﻋن اﻵﺨرﻴن ) اﻟﻤدرﺴﻴن واﻟﻤﺴؤوﻝ ﻓﻲ اﻟﺠﺎﻤﻌﺔ أو ﺨﺎرﺠﻬﺎ ( ﺴﻴﺘم ﺤﺠب اﻟﻤﻌﻠوﻤﺎت ﺒﺸﻛﻝ دﻗﻴق .اﻟﺸﺨص اﻟوﺤﻴد
اﻟذي ﺴﻴﺴﺘﺜﻨﻰ ﻤن اﻟﺤﺠب ﻤن ﻫؤﻻء ﻫو اﻟﻤﺸرف اﻟﻤﺴؤوﻝ ﻋن اﻟﺒﺤث اﻟدﻛﺘورة روﻨدا أوﻟﻴﻔﻴراز.
اﻟﻤﺴؤوﻝ ﻫﻨﺎ ﻓﻲ اﻟﺠﺎﻤﻌﺔ واﻟﻤدرس واﻓﻘوا ﺒﺈﺠراء اﻟﺒﺤث ﻓﻲ ﻓﺼوﻝ اﻹﻟﻴﻛوس ،أﻴﻀﺎ أود ﻤواﻓﻘﺘﻛم ﻛذﻟك.
ﻋﻠﻴﻪ أرﺠوا ﻗراءة اﻟﻤﺴﺘﻨد اﻟﻤرﻓق ﺠﻴدا واﻟﻤواﻓق ﺒﺈﺠراء اﻟﺒﺤث  ،وأرﻏب ﻤﻨﻛم إﻛﻤﺎﻟﻪ ٕواﺠﺎﻋﻪ إﻟﻰ ﻤدرﺴﻛم ﻓﻲ ﺤﺎﻟﺔ رﻏﺒﺘﻛم
ﻤﺸﻛورﻴن ﺒﺎﻟﻤﺸﺎرﻛﺔ ﻓﻲ ﻫذا اﻟﺒﺤث اﻟﻌﻠﻤﻲ.
وأﻤﺎ ﻓﻲ ﺤﺎﻟﺔ رﻏﺒﺘك ﻓﻲ ﺘﻐﻴﻴر رأﻴك ﺒﻌدم اﻟﻤﺸﺎرﻛﺔ واﻻﻨﺴﺤﺎب ﻤن اﻟﺒﺤث اﻟﻌﻠﻤﻲ ،ﻓﻴﻤﻛن ﻓﻌﻝ ﻫذا ﻓﻲ أي وﻗت .
ﺴﺄﻛون ﺴﻌﻴدة ﺒﺄس اﺴﺘﻔﺴﺎر ﻋن ﻫذا اﻟﺒﺤث وﻴﻤﻛﻨﻛم اﻻﺴﺘﻔﺴﺎر ﻋن أي ﺠزء ﻋن طرﻴق اﻻﺘﺼﺎﻝ ﺒـ  0422459734أو
اﻻﻴﻤﻴﻝ M.LARBAH@STUDENT.CURTIN.EDU.AUﻋﻠﻰ ﻫذا
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Appendix 9: Student Consent Form
Project title: Code Switching in ESL Classrooms: A Study of Adult Arabic Learners
Note: This consent will remain with the researcher for her records
I agree to take part in the “Code Switching in the Second Language Classroom” project. I
have had the project explained to me and I have read the information sheet, which I can keep
for my records. I agree:
1. To being observed in the classroom in the classroom



Yes



No

2. To allow the classroom observation to be audio recorded and
transcribed



Yes



No

3. To complete the questionnaire at home



Yes



No

4. To be interviewed



Yes



No

5. To allow the interview to be audio recorded and transcribed



Yes



No

I understand that my participation is voluntary, that I can choose not to participate in part or
all of the project, and that I can withdraw at any stage of the project without being penalised
or disadvantaged in any way.
I understand that any data that the researcher extracts from the interview for use in reports or
published findings will not, under any circumstances, contain names or identifying
characteristics.

Participant’s name ………………………………………………………………
Signature………………………………………………………………………………
Date ……………………………...
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ﻤﻠﺤق : 9اﺴﺘﻤﺎرة ﻤواﻓﻘﺔ اﻟطﺎﻟب
ﻋﻧﻭﺍﻥ ﺍﻟﺑﺣﺙ :ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺭﺑﻳﺔ ﻓﻲ ﺍﻟﻔﺻﻝ ﺃﺛﻧﺎء ﺗﻌﻠﻡ ﺍﻟﻠﻐﺔ ﺍﻻﻧﺟﻠﻳﺯﻳﺔ
ﻣﻼﺣﻅﺔ  :ﻫﺫﺍ ﺍﻟﻣﺳﺗﻧﺩ ﺳﻭﻑ ﻳﺑﻘﻰ ﻣﻊ ﺍﻟﺑﺎﺣﺛﺔ
أﻨﺎ ﻤواﻓق أن أﺴﺎﻫم ﻓﻲ ﻤﺘطﻠﺒﺎت إﺠراء ﻫذا اﻟﺒﺤث اﻟﻌﻠﻤﻲ " اﺴﺘﺨدام اﻟﻠﻐﺔ اﻻم أﺜﻨﺎء ﺘﻌﻠم ﻟﻐﺔ ﺜﺎﻨﻴﺔ " .ﺤﻴث ﺘم ﺸرح ﻫذا
اﻟﺒﺤث ﻟﻲ وﺘم ﻗراءة ﻛﺎﻓﺔ اﻟﻤﻌﻠوﻤﺎت ،واﻟﺘﻲ ﺴﺘﺒﻘﻰ ﻤﻊ اﻟﺒﺎﺤﺜﺔ .أﻨﺎ أواﻓق ﻋﻠﻰ اﻵﺘﻲ:
ﻨﻌم

أن ﺘﻘوم اﻟﺒﺎﺤﺜﺔ ﺒﺎﻟﻤﺘﺎﺒﻌﺔ واﻟﻤﻼﺤظﺔ ﻓﻲ اﻟﻔﺼﻝ
ﻻ

ﻨﻌم

اﻟﻤواﻓﻘﺔ ﻋﻠﻰ ﺘﺴﺠﻴﻝ اﻟﻤﻼﺤظﺔ ﻓﻲ اﻟﻔﺼﻝ
ﻻ

ﻨﻌم

أن أﻛﻤﻝ اﻻﺴﺘﺒﻴﺎن ﻓﻲ اﻟﺒﻴت.
ﻻ

ﻨﻌم

اﻟﻤواﻓﻘﺔ ﻋﻠﻰ اﻟﻤﻘﺎﺒﻠﺔ اﻟﺸﺨﺼﻴﺔ ﻤﻊ اﻟﺒﺎﺤﺜﺔ
ﻻ

ﻨﻌم

اﻟﻤواﻓﻘﺔ ﻋﻠﻰ ﺘﺴﺠﻴﻝ اﻟﻤﻘﺎﺒﻠﺔ اﻟﺸﺨﺼﻴﺔ
ﻻ

أﻨﺎ ﻤﺘﻔﻬم ﺒﺄن ﻤﺸﺎرﻛﺘﻲ ﻓﻲ ﻫذا اﻟﺒﺤث ﻋن رﻀﻰ ﺘﺎم  ،وأﻴﻀﺎ ﺒﺄن ﻟﻲ اﻟﺨﻴﺎر ﻓﻲ ﻋدم اﻟﻤﺸﺎرﻛﺔ ﻓﻲ أي ﺠزء ﻤن ﻫذا
اﻟﺒﺤث اﻟﻌﻠﻤﻲ ،وذﻟك ﻤن ﺨﻼﻝ اﻻﻨﺴﺤﺎب ﻤن أي ﻤرﺤﻝ ﻤن ﻤراﺤﻝ اﻟﺒﺤث دون أي ﻤﺸﻛﻠﺔ ﻋﻠﻰ اﻹطﻼق.
أﻴﻀﺎ أﻨﺎ ﻤﺘﻔﺎﻫم ﺒﺄن أي ﺒﻴﺎﻨﺎت ﺘﺴﺘﺨﻠص ﻤن ﻗﺒﻝ اﻟﺒﺎﺤﺜﺔ أﺜﻨﺎء اﻟﻤﻘﺎﺒﻠﺔ اﻟﺸﺨﺼﻴﺔ واﻟﺘﻲ ﺴﺘﺴﺨدم ﻓﻲ اﻟﺒﺤث ﻟن ﻴﺘم
اﻟﺘطرق ﻟﻸﺴﻤﺎء اﻟﺸﺨﺼﻴﺔ ﻋﻠﻰ اﻹطﻼق.
اﺴم اﻟﻤﺸﺘرك
اﻟﺘﺎرﻴﺦ
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