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Foreword Across

ARIANE KORN

Foreword Across

200 million citizens-30% of the Europe's population-live,
work, and study in Europe's border regions. Their existence is
enriched by linguistic cand cultural diversity, by labour market
-and educational opportunities.Thousands of companies
benefit from their location in the border regions serving
nearby export markets. Citizens and companies also
experience cross-border challenges, caused by legal and
practical obstacles e.g., difference in social security systems,
diploma recognition issues, or lack of direct railway
connections. Innovation gain is substantially less in border
regions due to these cross-border challenges. Overcoming
barriers requires subject-specific knowledge and a deep
understanding of the specificities of cross-border regions.

10 universities in 4 cross-border regions have therefore
decided to set up an alliance of universities and pool their
knowledge and experience to help improve chances for
students, staff, and regional stakeholders including the
businesses, local authorities, and the European citizen: Across
— The European University for Cross-Border Knowledge
sharing has been born.
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The International Summer Schools are a matter close to the
heart of Across. They represent central concerns of our
university alliance: They strengthen the international
exchange between teachers and students across the borders
of physical space and new formats of knowledge transfer, joint
learning and networking can be experienced. Across has been
supporting the Seasonal Schools since summer 2021 by
awarding scholarships to students from Across partner
countries and by providing logistical preparation,
implementation and follow-up for the events. This activity is
only possible thanks to the support of the German Academic
Exchange Service (DAAD) and the Federal Ministry of
Education and Research (BMBF).

As Across, we experiment, learn and grow together with our
partners and look forward to future cooperation and
constructive exchange We would like to take this opportunity
to thank Dr Greta Mazzagio (University of Nova Gorica) and
Dr. Paolo Lorusso (University of Udine) for their excellent
cooperation in the realization of the international summer
school on bilingualism and multilingualism and the
publication of the proceedings. Further thanks go to the
Technical University of Chemnitz (Germany) for the logistical
support and the generous provision of their resources.

Ariane Korn has been coordinating the DAAD project Across since
May 2021. Prior to this position, she worked at a research centre
for biodiversity research in Leipzig (Germany). She holds a Master's
degree in Spanish literature and intercultural communication, as
well as an MBA from the Leipzig Graduate School of Management
with a focus on organizational development.
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Introduction

GRETA MAZZAGGIO AND PAOLO LORUSSO

We strongly believe in an
educational future without

borders

The European University for Cross-Border Knowledge
Sharing (ACROSS), and specifically the University of Nova
Gorica (Slovenia) and the University of Udine (Italy),
organized the “International Summer School on
Bilingualism and Multilingualism” (ISSBM 2022), which
took place at the Chemnitz University of Technology
(Germany), from the 12th to the 16th of September 2022.
The international summer school has been organized for
all those students interested in the field of Linguistics with
a focus on bilingualism, multilingualism and second
language acquisition. This summer school offered an
immersive and interdisciplinary learning experience on

ISSBM 2022 PROCEEDINGS | 1



multiple aspects related to multilingualism, facilitated by
access to international networks.

The summer school has been financed by ACROSS - The
European University for Cross-Border Knowledge Sharing
and the German Academic Exchange Service / Deutscher
Akademischer Austauschdienst (DAAD).

This is a book of proceedings written by several students
who participated to the summer school.

Scientific Organizers: Greta Mazzaggio (University of
Nova Gorica, Slovenia; University of Florence, Italy) &
Paolo Lorusso (University of Udine, Italy)

Speakers:

Dr. Paolo Lorusso (University of Udine, Italy)

Prof. Sanita Martena (Rezekne Academy of Technologies,
Latvia)

Dr. Greta Mazzaggio (University of Nova Gorica, Slovenia;
University of Florence, Italy)

Prof. Penka Stateva (University of Nova Gorica, Slovenia)
Prof. Artur Stepanov (University of Nova Gorica, Slovenia)
Dr. Angelo Variano (University of Udine, Italy)

Dr. Alessandra Zappoli (University of Nova Gorica,
Slovenia; University of Florence, Italy)

Website of the summer school: https://sites.google.com/

view/issbm2022-across/home
Website of ACROSS: http://across-universi
Organized by:

2 | ISSBM 2022 PROCEEDINGS


https://sites.google.com/view/issbm2022-across/home
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http://across-university.org/

acCross
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Assessing metalinguistic
awareness in multilingual
classes

The ISSBM2022 Case Study

GRETA MAZZAGGIO AND PAOLO LORUSSO

University of Nova Gorica, Slovenia/University of Florence, Italy,
greta.mazzaggio@unifi.it

University of Udine, Italy,
paolo.lorusso@uniud.it

This paper explores the potential of multilingual
practices in a multilingual classroom to facilitate the
learning of linguistic theoretical tools and the development
of metalinguistic thought. To teach linguistics to graduate
students from diverse backgrounds, it is essential to
provide a solid foundation of basic concepts, such as
phonology, morphology, syntax, semantics, and
pragmatics, to establish common ground (Caffarel &
Martin, 2010). The class thus becomes a laboratory for a
positive feedback loop, in which linguistic examples from
different languages become social knowledge and identity
recognition for each member of the class. Translanguaging,
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a technique for teaching a second language (Benes 2015), is
a useful tool for metalinguistic assessment. In the present
work, the role of multilingualism is described in how it
was developed within the “International Summer School
on Bilingualism and Multilingualism” (ISSBM 2022) which
we organized in 2022 and that gave as a result the
contributions collected in this book. Multilingualism
played a crucial role in strengthening students’ ability to
refer to metalinguistic concepts and to deal with them in a
scientifically valuable way.

Keywords: translanguaging, education, second language,
language acquisition, bilingualism

1. Introduction: Metalinguistic awareness and where
to find it.

Metalinguistic awareness refers to the ability to reflect
upon and manipulate language as an entity to study and it
is an essential concept in the study of linguistics. Precisely,
it refers to the ability to reflect on and analyze language as
an object of study, separate from its use in communication.
In other words, it is the ability to think about language,
talk about language, and understand language as a system
of rules and structures (Tunmer & Herriman, 1984). In
multilingual classrooms, students are often exposed to
multiple languages and may be required to use them to
varying degrees. Such immersion presents an opportunity
for students to develop their metalinguistic awareness, as
they must navigate the differences and similarities
between languages (for deeper insights see, a.o., Roehr-
Brackin, 2018). Despite the similarity in meanings between
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metalinguistic awareness and metalanguage, it is crucial to
differentiate between the two. Metalanguage pertains to the
language used for describing language, incorporating
terms such as phoneme, word, or phrase. Metalinguistic
awareness refers to an awareness of the usage of these terms
rather than a mere acquaintance with the terms
themselves. Consequently, to be metalinguistically aware
“is to know how to approach and solve certain types of
problems which themselves demand certain cognitive and
linguistic skills” (Malakoff, 1992: 518).

In this respect, it is fundamental to define and
differentiate between four concepts that are relevant as
linked with metalinguistic awareness: tacit knowledge,
linguistic competence, linguistic intuitions, and explicit
formulation (Tunmer & Herriman, 1984). With facit
knowledge, we refer to the kind of knowledge that is not
easily expressible in words or shared with others. In the
context of metalinguistic awareness, tacit knowledge
pertains to a person’s intuitive understanding of language,
which may not necessarily be expressed or explained
explicitly. Linguistic competence refers to a person’s ability
to use language effectively and appropriately in diverse
situations. This ability encompasses knowledge of various
aspects of language, including grammar, syntax,
vocabulary, and more. In other words, linguistic
competence relates to a person’s knowledge of the rules
and principles of language, which they use naturally and
spontaneously. Linguistic intuitions denote a person’s innate
sense of what is linguistically appropriate or inappropriate.
This intuitive sense allows individuals to differentiate
between different grammatical structures and identify
ambiguous or ungrammatical sentences. Linguistic
intuitions may be used to recognize instances where
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language use violates intuitively known rules. Finally,
explicit formulation pertains to the ability to express and
articulate language knowledge explicitly. In the context of
metalinguistic awareness, explicit formulation relates to a
person’s ability to describe and explain the rules and
principles of language, which they use intuitively. It also
encompasses a person’s ability to analyze their own
language use more reflectively and analytically. In
summary, while these concepts are all related to
metalinguistic awareness, they refer to distinct aspects of
language knowledge and wuse, including intuitive
understanding, competency, intuitive sense, and explicit
articulation.

There are several ways in which students can develop
metalinguistic awareness. One example is by comparing and
contrasting different languages. For example, students may
notice that certain words in one language have no direct
translation in another language. Moreover, students can
evaluate the patterns of language usage across diverse situations
and acquire insight into how language influences and is
formed by social relationships and power dynamics by
evaluating how language is employed in various settings,
such as academic or social scenarios.

Another way in which students can develop
metalinguistic awareness is by analyzing the structure and
grammar of different languages. For instance, students may
learn that certain grammatical rules that apply in one
language do not apply in another language. This can help
students understand the rules and patterns of language
and can improve their overall proficiency in each language
they are learning. Additionally, the study of linguistic variety,
such as regional dialects, sociolects, and registers, can led
to the analysis of social and cultural elements that impact
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language usage and develop a deeper understanding for
the diversity of human communication by analyzing how
language use differs across different social and cultural
groups.

Ultimately, developing metalinguistic awareness entails
not only comparing and contrasting different languages,
but also assessing language wusage across contexts,
investigating it in various kinds of media, such as
literature, cinema, and social media. In this way, students
may obtain a greater grasp of how language is used to
create and shape social reality by exploring how language is
utilized to transmit meaning and shape viewpoints in these
various mediums.

As an ultimate end, metalinguistic awareness can help
students become move flexible and adaptable in their language
use and this will cascade onto other cognitive and linguistic
skills, as demonstrated by several experimental works (a.o.,
Bialystok, 1988; Bloor, 1986; de Haro et al., 2012; El Euch, &
Huot, 2015; MacGregor & Price, 1999; Wenling et al.,, 2002).
Students who are aware of the differences and similarities
between languages can more easily switch between them
and may be able to use their knowledge of one language
to aid in their comprehension and use of another language
(a.0., Koda, K., 2005; Talalakina, 2015; Woll, 2018). By
fostering metalinguistic awareness, educators can help
students develop a greater appreciation for the diverse
ways in which humans communicate and can prepare
them to be successful and adaptable language users in a
globalized world.

In the field of linguistics, metalinguistic awareness is
critical because it allows researchers and scholars to study
language systematically and objectively. It enables them to
identify patterns and structures within language,
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understand how language functions in different contexts,
and develop theories about how language is acquired and
used. This paper is meant to describe some general issues
on metalinguistic didactics starting with some key notions
of linguistic didactics. To achieve this goal, in section 2 we
introduce some basic concepts on the didactics of language
through the description of the didactic triangle, and in
section 3 we will stress the role of interactivity in linguistic
class. In section 4, we will introduce the role of
translanguaging in teaching foreign languages in a
multilingual environment and how it is meant to be useful
also in the teaching of linguistics. Section 5 is then devoted
to describing the linguistic classes as a laboratory for the
acquisition of advanced metalinguistic skills. In sections
6 and 7 we will describe the characteristic of the
“International Summer School on Bilingualism and
Multilingualism” held in Chemnitz as a case study and we
will propose some concluding remarks on the role of
multilingualism in linguistic teaching.

2. Thedidactic triangle

The didactic triangle is a widely used model in language
education that depicts the interdependent relationship
among the didactics’ three pillars: the teacher, the learner,
and the content Figure 1). The success of language
education relies on the effective interaction among these
three elements (Kinzli, 2000). A communication
interaction exists between the teacher and the student. The
teacher-subject relationship includes the teacher’s method
of delivering the topic. The subject-student connection
involves how and in what manner the student assimilates
the knowledge, or which teaching approaches are given or
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suit the scenario (Augustsson & Bostrom, 2016: 3-4). It is
quite clear how the teacher plays a crucial role in creating a
conducive learning environment, facilitating learning, and
guiding learners toward their language goals. Thus, the
teacher needs to possess a strong comprehension of the
language, the learners’ needs, and the most suitable
teaching methods and materials to employ in the
classroom.

Didactic Design

Instruction Curriculum

Materials

Pedagogy Learning

Teacher Stueent

Assesment

Evaluation

Figure 1. The didactic triangle, Smith 2012

Let us examine the three pillars of the didactic triangle
in greater detail. The role of the teacher in the didactic
triangle is critical. The teacher must possess a
comprehensive understanding of the language and the
cultural context in which it is used. Additionally, the
teacher should be well-informed about the learners’ needs
and abilities and should be knowledgeable about the
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appropriate teaching methods and materials to use. The
teacher must strive to create a supportive and stimulating
learning environment that encourages the learners to be
autonomous and engaged. In language teaching, the
learners are the primary focus, and their needs and
abilities should be taken into account when planning and
delivering instruction. The learners must be actively
involved in the learning process and motivated to take
responsibility for their own learning. The teacher should
provide ample opportunities for learners to practice using
the language in authentic situations and provide
constructive feedback and support as needed. The content
of language teaching is the language itself and the cultural
context in which it is used. The content must be relevant,
meaningful, and engaging to the learners. The teacher
should present the content in a way that is accessible and
interesting, utilizing various teaching materials and
techniques to enhance learners’ understanding and
acquisition of the language (Augustsson & Bostrom, 2012;
2016; Richards & Rodgers, 2014).

The didactic triangle emphasizes the importance of a
dynamic and interactive learning environment (see section
3). It encourages teachers to focus on learners’ needs and
abilities and to design instruction that is relevant,
meaningful, and interesting. It also highlights the
importance of the cultural context in which the language
is used and encourages teachers to incorporate cultural
elements into their teaching. Overall, the didactic triangle
is an essential model for language teachers, and it provides
a useful framework for designing effective language
instruction. By focusing on the interaction among the
teacher, the learners, and the content, teachers can create
a supportive and stimulating learning environment that
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promotes language acquisition and fosters learner
autonomy and engagement. The next section is devoted to
describing the role of interactivity in teaching linguistics.

3. Interactivity

Interactivity is an essential aspect of teaching language
and linguistics because it allows students to engage with
the subject matter in a more meaningful way (Gass, 2017;
Long, 1996; McDonough, 2004; Richard-Amato, 1988).
Interactive teaching methods can help students better
understand complex linguistic concepts, develop critical
thinking skills, and apply what they learn in real-world
situations (a.o0., Omar et al., 2020; Pradono et al., 2013). The
major ways to incorporate interactivity are the following:

. One way to incorporate interactivity in teaching
linguistics is through classroom discussions. By
encouraging students to share their thoughts and
ideas, also in their first language (Tran, 2018; Turnbull,
2015), teachers can create a collaborative learning
environment that fosters critical thinking and
problem-solving. Classroom discussions can also help
students develop communication skills and learn to
express their ideas clearly and effectively.

« Another way to incorporate interactivity in teaching
linguistics is through group activities and projects
(Dobao, 2012; McDonough, 2004). By working
together in teams, students can develop teamwork
and collaboration skills while also applying what they
have learned in a practical context. For example,
students might conduct research on a particular
language or dialect, create language-learning
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resources for the classroom, or analyze a corpus of
written or spoken language.

- Interactive technology tools can also be useful in teaching
linguistics (Gonzalez-Lloret, 2019). For example,
language learning software and apps can help
students practice and reinforce their language skills
in a fun and engaging way. Other technology tools,
such as online language resources and interactive
whiteboards, can help teachers present linguistic
concepts in a dynamic and interactive way. Recently,
also gamification has been considered to be one of the
most enjoyable and effective methods (Dehghanzadeh
etal., 2021).

o Finally, role-playing activities — also in their digital
version — can be an effective way to teach language
pragmatics and sociolinguistics (Cornillie et al., 2012;
Livingstone, 1983). By simulating real-world
communication scenarios, students can develop their
understanding of how language is used in social
contexts and learn to communicate effectively in
different situations.

The interactivity model of language learning can have
significant benefits for students, as it provides
opportunities for students to engage with the material in
a more active and participatory way. By engaging with the
material through interactive activities, students can
develop a deeper understanding of the language and its
structure, which can improve their overall proficiency.
When language learning is based on interactive
activities, it can offer several cognitive benefits. For one,
interactive activities can increase engagement and
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motivation in language learners (Omar et al., 2020); this
is because interactive activities allow learners to use their
language skills in relevant and meaningful contexts, which
can make learning more interesting and engaging.
Interactive activities can also enhance memory retention
(Lai et al., 2021; Li et al., 2022), as learners are required
to actively engage with the material and apply their
knowledge in new contexts. By using their language skills
in practical ways, learners are more likely to remember the
material they have learned. Another benefit of interactive
language learning is the potential for improved critical
thinking and problem-solving skills (Liang & Fung, 2021).
Indeed, interactive activities often require learners to
analyze and synthesize information to complete tasks and
solve problems. Finally, interactive language learning can
also enhance language processing and production abilities
(Omar et al., 2020). This is because interactive activities
require learners to process and understand language in
real-time interactions. Through practice and exposure,
learners can improve their ability to understand and
become more confident in their use of the language.
Overall, the interactivity model of language learning can
have significant cognitive benefits for students and can
help to improve their overall proficiency and confidence
in the language. In conclusion, interactivity is an essential
aspect of teaching linguistics. By incorporating interactive
teaching methods, teachers can create a more engaging
and effective learning experience for their students, help
them better understand complex linguistic concepts,
develop critical thinking skills, and apply what they learn in
real-world situations. A part of interactivity, another aspect
seems to have become crucial in language teaching which
we think to be crucial also for the learning of linguistics:
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translanguaging. The next section is devoted to describing
the main implication of translanguaging in language and
linguistic teaching.

4. Introducing multilingualism: Translanguaging

Translanguaging is a term used in sociolinguistics and
language education to describe the phenomenon of
multilingual individuals wusing their full linguistic
repertoire to communicate and make meaning (Garcia &
Lin, 2017). Rather than seeing languages as separate and
distinct entities, translanguaging emphasizes the fluidity
and interconnectedness of languages and encourages
individuals to draw on their entire linguistic repertoire,
regardless of the language or context (Blackledge & Creese,
2010; Cenoz & Gorter, 2015, 2020; Garcia & Li Wei, 2014).
The term ‘translanguaging’ was originally coined in
Wales (Backer, 2001; Beres, 2015) to describe a kind of
bilingual education in which students receive information
in one language, for example, English, and produce an
output of their learning in their second language, for
example, Welsh. Since then, scholars across the globe have
developed this concept and it is now argued it is the best
way to educate bilingual children in the 21st century.
Fisher et al. (2018) describe the role of translanguaging
in bilingual classes. In the 20th century, bilingual
classrooms typically had strict language arrangements,
dictating when and who should speak which language to
whom. This practice was based on diglossic arrangements
and models of bilingualism, which viewed languages as
separate and distinct entities. However, in the 21st century,
a heteroglossic conceptualization of bilingualism has
become necessary, one that acknowledges the complex
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discursive practices of multilingual students, now more
numerous, including their translanguaging abilities.

Translanguaging refers to the process of using multiple
languages in the service of meaning-making, recognizing
that languages are not separate and distinct, but rather
interconnected and fluid. In a plurilingual classroom,
students draw on their linguistic resources to construct
meaning and  negotiate = communication  and
translanguaging allows students to use their entire
linguistic repertoire to communicate and learn, rather than
being restricted to one language or the other. Importantly,
this is not only something that bilingual people do when
they feel like they don’t have the words or phrases they need
to communicate in a monolingual setting. The trans- prefix
conveys how multilingual individuals’ language practices
“go beyond” the usage of officially recognized designated
language systems (Garcia & Li Wei, 2014: 42; Vogel &
Garecia, 2017).

Translanguaging in education represents a shift away
from the traditional model of bilingual education, which
separates languages and restricts their use. Instead, it
recognizes that students’ linguistic repertoires are complex
and dynamic and that effective communication and
learning require the use of all available resources.
Translanguaging can be a powerful tool for promoting
language learning in linguistics classes, especially for
students from diverse linguistic backgrounds (Vogel &
Garcia, 2017). To achieve this, teachers should embrace and
leverage their students’ multilingualism, encouraging
them to use their full linguistic repertoire to engage with
course material. This can involve using translanguaging
strategies such as code-switching, translation, and
interlingual  mediation to model multilingual

ISSBM 2022 PROCEEDINGS | 17



communication. Teachers can also enrich the linguistic
examples used in class by drawing from a range of
languages, helping students to see how linguistic concepts
manifest in different linguistic contexts and encouraging
them to draw on their own linguistic knowledge. Finally,
creating a collaborative learning environment that
emphasizes the importance of peer learning can foster
inclusivity and engagement for all students.

The practice of translanguaging has been recognized
both in classrooms that cater to immigrant and refugee
students and in traditional language classrooms that offer
instruction to students seeking to learn additional
languages (Vogel & Garcia, 2017). The case of the
International High Schools (IHS), a network of public schools
in the United States for newcomer immigrants, illustrates
how translanguaging can be used to support dynamic
plurilingual practices in instruction. The IHS network was
founded in 1985 by the Internationals Network for Public
Schools, a non-profit organization based in New York City.
Students at IHS come from a variety of linguistic and
cultural backgrounds and may speak different languages,
including Spanish, Arabic, Mandarin, and many others.
The schools are built on seven principles that promote:
heterogeneity, collaboration, learner-centeredness,
language and content integration, language use from
students up, experiential learning, and local autonomy and
responsibility. By using these principles, the schools create
a learning environment that values and supports students’
plurilingual abilities (Garcia & Sylvan, 2011). Rather than
restricting students to a single language, teachers and
students collaborate to use all available linguistic resources
to construct meaning and communicate effectively.

“The IHS “mantra” is that “every teacher is a teacher
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of language and content” Language means both the
additional language they are acquiring (English, as all
students are emergent bilinguals who are learning
English), as well as their home language (which students
use to support the learning of both academic content as
well as English)” (Garcia & Sylvan, 2011: 396). For example,
teachers may use students’ native languages to supplement
their learning of English and academic subjects, using
multilingual resources (e.g., bilingual dictionaries) or
having students work collaboratively in mixed-language
groups (see Garcia & Sylvan, 2011 for more detailed
examples). Moreover, students’ linguistic backgrounds are
recognized as an important part of their identity and are
used to investigate academic subjects from various angles.
In a social studies class, for example, a teacher might
encourage students to share their knowledge and
perspectives on a historical event in their home countries,
resulting in a more rich and diverse understanding of the
topic. As a result, students become more knowledgeable
and academically successful, as well as more confident
users of academic English and more proficient in
translanguaging.

In conclusion, the strict language arrangements
commonly used in bilingual classrooms are no longer
adequate for the complex and dynamic multilingual
classrooms of the 21st century. Translanguaging offers a
more inclusive and effective approach, one that values and
supports students’ plurilingual abilities. By using
translanguaging practices in instruction, educators can
help students become more knowledgeable and
academically successful, as well as more confident and
proficient in using multiple languages in the service of
meaning-making. As for metalinguistic meaning,
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translanguaging seems the perfect tool to be introduced in
a multilingual linguistic class. The next section is devoted
to focusing on the role of the multilingual class as a
laboratory of linguistic acquisition.

5. The multilingual class as a laboratory’.

Overall, the laboratory of the class can be a valuable tool in
teaching linguistics. A laboratory can be used to reinforce
theoretical concepts and provide students with a hands-on
experience that deepens their understanding of linguistics.
Students can engage in various activities that facilitate
their learning of language. For example, students can
analyze language samples, conduct and see the results of
experiments, and especially engage in problem-solving
activities. These activities can help students better
understand the principles of language and develop
practical skills for analyzing and using language.

One benefit of using a linguistic class as a laboratory
is that it can provide a more interactive and engaging
learning experience. Rather than just reading about
linguistic concepts, students can actively participate in
activities that help them see how these concepts work in
practice. This can make learning more fun and help
students retain the information better.

Another benefit of using a linguistic laboratory is that
it can provide a space for students to practice and refine
their language skills together with the metalinguistic skills
required to analyze it. For example, students can practice
speaking, writing, and listening in the target second
language they are learning. Nonetheless, their practice in
a second language will also be the source of their
metalinguistic reasoning.
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The multilingual background of the student has a central
role in this laboratory. A multilingual class can indeed serve
as a laboratory of skill and linguistic competence. When
students from different linguistic and cultural
backgrounds come together in a classroom, they have the
opportunity to learn from each other and develop their
language skills in a collaborative and supportive
environment. The social effectiveness of the multilingual
laboratory relies on English (or any other language chosen
as lingua franca) as the ‘metalinguistic language,” and on the
other languages which are either the object of the study or
the identity competence of each student. A positive loop
is created: 1) students will be given a social/scientific role
within the class as speaker/data owner; 2) have an effect
of a virtuous circle’ since the examples of any language
become both the shared knowledge and a field for the
application of the theoretical part.

The main phases of the virtuous loop are:

1) Exposure to different language data: students
in a multilingual class have the opportunity to be
exposed to different languages and cultures. They
can learn new vocabulary, grammar, and
pronunciation from their peers, which can help
them develop their language skills and improve
their metalinguistic abilities.

2) Practice speaking: a multilingual class can
provide a safe and supportive environment for
students to practice speaking in a new language
(although for metalinguistic purposes). They can
practice their pronunciation, intonation, and
grammar with their classmates, which can help
them build confidence and improve their speaking
skills
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3) Peer teaching: students in a multilingual class
can also learn from each other through peer
teaching. When a student teaches their classmates
a new word or phrase in their native language, they
not only help their peers learn, but they also
reinforce their own knowledge and understanding
of the language.

4) Increased cultural awareness: a multilingual
class can help students develop an appreciation and
understanding of different cultures. They can learn
about different traditions, beliefs, and customs
from their classmates, which can broaden their
horizons and help them become more culturally
competent.

To conclude, to improve linguistic and metalinguistic
skills multilingualism and translanguaging strengthen the
role of class as a social and scientific laboratory. In the
next section, we describe the successful experience of the
ISSBM 2022 in which we gave a central role to
multilingualism and translanguaging.

6. The “International Summer School on
Bilingualism and Multilingualism” (ISSBM 2022)
as a case study

The International Summer School on Bilingualism and
Multilingualism (ISSBM) 2022 is a summer school that took
place in Chemnitz, Germany, from September 12th to 16th,
2022.[1] The summer school was made possible through a
grant that the authors of this paper received after applying
for a call promoted by The European Cross-Border
University (ACROSS) and the German Academic Exchange
Service / Deutscher Akademischer Austauschdienst
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(DAAD). ACROSS is a consortium of ten universities from
nine countries that represent the diversity of Europe. The
universities that are part of ACROSS are located in four
cross-border regions, including the two European Capitals
of Culture 2025 (i.e., Chemnitz and Gorizia/Nova Gorica).
This distinctive combination of expertise has enabled them
to devise effective solutions to address the difficulties that
arise in cross-border situations, thereby generating a
powerful synergy that benefits higher education, the
business community, and society as a whole. Two
universities from this consortium, the University of Nova
Gorica, Slovenia, and the University of Udine, Italy,
through two of their members (i.e., the authors of this
contribution), participated in the call and obtained funding
for the organization of this summer school. During the
summer school, a member of a third university in the
consortium (Rezekne Academy of Technologies, Latvia)
also participated as a lecturer.

6.1 Some data

ISSBM 2022 received a significant number of
applications. Thanks to the financing, 15 students were
awarded scholarships, providing them with the
opportunity to attend the school, visit Chemnitz, and meet
colleagues and professors from different backgrounds. The
school had a total of 36 students from 23 countries
(Germany, Italy, India, UK, Nigeria, Saudi Arabia, Alger,
Bulgaria, Croatia, Turkey, USA, Tunisia, China, Finland,
Iran, Poland, Brazil, Nepal, Switzerland, Slovenia, Spain,
Ukraine and Romania), of which 16 attended in-person,
and 7 instructors. All students actively participated in the
school, asking questions and interacting with professors
inside and outside of classes. The program included classes
on various linguistic subfields, such as semantics,
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pragmatics, syntax, sociolinguistics, and prosody. The in-
person students also had the opportunity to attend a
guided tour of Chemnitz on the first day of the school to
get to know each other. Online students were also offered
an interactive guided tour in the form of an online game
with final prizes. During a research session, some students
presented their research and received useful feedback from
their colleagues. At the end of the school, students asked
for their classmates’ names and contacts so that they could
stay in touch and collaborate. The organizers agreed to
create a folder in which they could exchange materials and
communications.

At the end of the experience, we asked students for
feedback. In-person students expressed their positive
evaluation of the school, highlighting the opportunity to
meet experts in their respective fields and to engage in
productive discussions with colleagues who share the same
interests. They also appreciated the sense of community
that was fostered. Online students also enjoyed the school,
commenting on the high quality of the seminars and the
opportunity to connect with other researchers from around
the world. They also appreciated the inclusive approach of
the organizers towards online participants.

6.2 The present volume

Following the summer school experience, students had
the opportunity to collaborate with a paper to an Open
Access book of proceedings, edited by the organizers of the
event. The present paper is an introduction to the book.

The book contains a preface from Ariane Korn, the
DAAD project coordinator, and eleven chapters written by
students. The chapters covered a variety of topics linked
to sociolinguistics, bilingualism, multilingualism and
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languages in contact. Let’s have a brief panoramic of what

has been produced by students:

1.

Muhammed Sagir Abdullahi, from Nigeria, writes
about code-switching in English language classes
in tertiary institutions in Kano. Ethnography and
Discourse Analysis are used as the methodology and
theoretical framework, respectively. The findings
show that teachers’ code-switching serves
instructional and social functions, and the types of
code-switching used were inter-sentential, intra-
sentential, and tag-switching at different linguistic
levels.

2. Abdukkadir Abdulrahim, from Turkey, discusses the

significance of corpus linguistics and corpus-based
studies in foreign language teaching and learning.
The lack of empirical studies exploring the actual
impact of corpus methods on learning outcomes is
highlighted, despite a significant number of
publications on the topic. The study emphasizes the
importance of adopting corpora in EFL (English as
a Foreign Language) classrooms to enhance
language learning environments and provide
opportunities for teachers and students to become
acquainted with the foreign language.

Pawet  Andrejczuk,  from  Spain,  explores
telecollaboration (TC) as a language learning
approach that has gained interest due to recent
global events, such as emergency remote teaching.
The study adopts a meta-analytical approach to
provide a synthesis of 38 journal articles published
between 2016 and 2021, related to English as a
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lingua franca (ELF) TC projects. The results cover
language, culture, and 2ist-century skills, and
determine whether TC can be an efficient FL
learning approach that satisfies the 21st-century
demands, contributing to the ongoing debate on
the future of FL and L2 language education.

4. Federica Longo, from Nova Gorica, analyzes the
features of contemporary Russian netspeak
through linguistic corpora, using both paper and
online dictionaries, traditional and Web corpora.
It also investigates the diachronic evolution of
Russian netspeak from 2011 to 2021, focusing on
transliteration processes and derivational and
inflectional morphemes. It shows the complexity of
a new and constantly evolving language, with
foreign loanwords struggling to adapt and
integrate.

5. Tamam Mohamad, from Syria, focuses on the salient
qaf variable, which is realized as [q] and [?], in
Tartus city, Syria, and examines the distribution
and gendered evaluations of these variants. Results
show gender is significant in the urban region, but
not in the rural regions. Social actors and spaces
play a role in the acquisition of sociolinguistic
variation.

6. Giordano Stocchi, from Italy, explains how it is
difficult for foreigners to acquire certain linguistic
structures of Japanese language, such as the
particles, ne, yo, and yone; broadly known as
sentence-final particles. To improve JFL (Japanese
as Foreign Language) learners’ Interactional
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Competence, he creates a project to develop class
teaching materials using a corpus of spontaneous
talk and translanguaging activities on sentence-
final particles.

7. Siqing Mu, from China, aims to elucidate the role
of translanguaging in feedback across various
educational contexts and highlight the importance
of combining translingual practices and corrective
feedback in target language skills and learning
autonomy. The author reviews 22 peer-reviewed
studies published between 2017 and 2022.

8. Maria Ducoli, from Italy, provides an overview of the
state of the art to support language policies that
encourage bilingualism and multilingualism,
focusing also on language disorders and clinical
population.

9. Metodi Efremov, from Nova Gorica, proposes a
design to test the effect of cross-linguistic influence
on heritage Macedonian speakers’ metalinguistic
ability to judge the grammaticality of generic plural
nouns in their heritage language. He predicts that
French-Macedonian speakers will judge generic
bare plural NPs as grammatical, while English-
Macedonian speakers will find definite ones as
ungrammatical. If structural overlap decides the
direction of transfer, French-Macedonian speakers
will judge generic bare plural NPs as
ungrammatical and English-Macedonian speakers
will find the opposite effect.

10. Oana Puiu, from Romania, explores the translation
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of person deixis from English to Romanian in the
context of the World Health Organization’s
discourse on the Coronavirus pandemic. It uses
discourse analysis and documentary analysis to
investigate the heavy use of pronominals “I”, “we”
and “you” and their functions and grammatical
encoding.

11. Azzam Alobaid, from India, investigates the claim
that the greater number and range of L2 chunks
that learners can accumulate over time can
potentially contribute to the development of their
L2 complexity. The three objectives are to build a
linguistic corpus of previously collected data from
Arabic-speaking ESL learners who were exposed to
one ICT (Information and Communications
Technology) multimedia learning tool (e.g.,
YouTube), and to examine their L2 development of
lexical and grammatical complexity. The
methodology for data analysis involves computer-
based empirical analyses of language use.

7. Concluding remarks

This paper explores the potential of multilingual practices
in a multilingual classroom to facilitate the learning of
linguistic theoretical tools and the development of
metalinguistic thought. We propose that it is essential to
provide a solid foundation of basic concepts, such as
phonology, morphology, syntax, semantics, and
pragmatics, to establish a common ground. Indeed, using
concrete linguistic examples from everyday language to
illustrate abstract theoretical concepts strengthens
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students’ metalinguistic awareness and reinforces their
acquisition of linguistics.

Translanguaging, a technique for teaching a second
language, is a useful tool for metalinguistic assessment.
The concept of translanguaging is revolutionizing the
study of language and society, and analyses of
multilingualism are shifting from a focus on named
languages to a focus on the actual linguistic practices of
individuals, which is also known as “multilingualism from
below” (Pennycook & Otsuji, 2015; Vogel & Garcia, 2017).
Language practices need to be studied in relation to socio-
historical, political, and economic conditions that produce
them, and challenging standard language ideologies. While
translanguaging is becoming common in everyday
communication, schools and other institutions still
prioritize academic language, which can limit
opportunities  for  bilingual students; however,
translanguaging  is  obtaining  benefits  from
multimodalities and human-technology interaction (Vogel
& Garcia, 2017). The role of multilingualism and the
application of translanguaging are described in how they
were developed within the “International Summer School
on Bilingualism and Multilingualism” (ISSBM 2022), a
linguistic summer school with students from 23 different
countries. Multilingualism played a crucial role in
strengthening students’ ability to refer to metalinguistic
concepts and to deal with them in a scientifically valuable
way.

In this article, we have discussed how linguistics as a
discipline can serve as a useful laboratory for
translanguaging practices, particularly in academic
contexts. Science and academia are inherently
multilingual, and linguistics is the discipline that can and
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should most readily embrace this union of languages and
cultures. We have analyzed ISSBM 2022 in which hybrid
mode has been implemented, demonstrating also how
technologies, further developed following the COVID-19
pandemic, can help us bridge potentially distant languages
and cultures. Indeed, the pandemic has forced many
educational institutions and workplaces to adopt remote
communication technologies, which has led to new
opportunities for translanguaging practices. With
participants and collaborators joining from different
locations around the world, online meetings can naturally
involve multiple languages and language varieties, and this
can be a productive space for translanguaging. Participants
can use different languages to express themselves,
understand others, and negotiate meaning, which can lead
to greater collaboration and understanding. Furthermore,
online communication tools have features that can help
facilitate translanguaging practices. For example, the chat
function can be used for written communication in
different languages, and participants can use the
translation feature to understand messages in their own
language. Additionally, breakout rooms can be used to
allow smaller groups to work on tasks or discussions in
different languages, which can be beneficial for language
learners or for those who feel more comfortable speaking
in a certain language.

This publication represents a culmination of the
activities described in the preceding chapters. During the
summer school, students were provided with a platform to
showcase their research, which in turn was evaluated by
both their peers and instructors. Of particular note is the
innovative research session which allowed all participants,
whether anonymously or not, to provide constructive
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criticism and feedback on aspects such as the style, clarity,
and basic premises of each presentation. This open forum
also provided an opportunity for individuals not
presenting their own research to engage actively in the
session. Following the feedback received during the
aforementioned research session, students were given the
opportunity to contribute to this book by composing a
chapter on their studies. These submissions were then
subject to further review by experts, who offered additional
insights and guidance for improvement.

To conclude, it is our pleasure to extend our warmest
wishes to the readers of this product. We sincerely hope
that you will enjoy this book of proceedings, which is the
result of a unique and valuable experience in the context of
a multilingual summer school. As you delve into the various
chapters, we hope that you will find a wealth of insights and
ideas that will inspire your own research and broaden your
understanding of the topics covered. This book represents
the culmination of the hard work and dedication of the
organizers, presenters, and participants of the summer
school, and we are honored to be able to share it with you.
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Corpus linguistics and corpus-based studies are the
current trending topics in the fields of foreign language
teaching and learning. As the definition suggests, a corpus
refers to a collection of written materials or specific
sections of written and spoken materials that can be used
to carry out a broader linguistic analysis (Sinclair, 1991).
According to Meunier “The last factor accounting for the
lukewarm of corpora in the classroom is the lack of
empirical studies exploring the actual impact of corpus
methods on the learning outcomes” (Meunier, 2011: 463).
The number of publications on corpus linguistics is rather
significant, however, “despite the progress that has been
made in the field of corpus linguistics and language
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teaching, the practice of ELT has so far been largely
unaffected by the advances of corpus research” (Roémer,
2006: 121). Thus, adopting corpus in EFL classrooms will
provide a chance for both teachers and students to become
acquainted with the foreign language, and will aid in
introducing this foreign language into the classroom, to
enhance a more effective language learning environment,
especially in those countries where English is not the
national or official language.The use of linguistic corpora
in foreign language classes and their impact on changing
the perspectives of language teachers and learners are the
main topics of this study.

Keywords: Corpus (corpora), Language Classroom, EFL
Learners, Language Teaching and Learning

1. Introduction

A corpus refers to a set of language samples that are
carefully chosen and arranged based on specific linguistic
standards to serve as a representation of a language. A
computer corpus, on the other hand, is a standardized
collection of language pieces that are encoded in a
consistent manner to allow for easy access and retrieval.
Additionally, the sources and background of each language
component are well-documented (Sinclair 1996). According
to Granger (2002), corpus linguistics is a linguistic
methodology, which employs electronic collections of
naturally occurring texts. Despite the fact that corpus
linguistics is not a new branch of linguistics, its
authenticity makes it a particularly effective methodology
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that provides innovative perspectives in language study.
(Granger, 2002).

Similarly, Leech (1991) defines corpus linguistics more
like a methodology rather than a stand-alone scientific
domain. According to him, the development of corpus
linguistics has led to the emergence of sophisticated IT
tools for searching and annotating electronic textual data,
such as taggers, parsers and concordancers. (Leech, 1992).
He also claims that “it is from these tools, as much as from
the availability of abundant text data, that Corpus
Linguistics has derived its special character and its
unprecedented power to reveal the characteristics of real
language use” (Leech, 1992, p. 158). For this reason, Corpus
Linguistics could be considered a methodologically
oriented branch of linguistics.

Within the same line of reasoning, Leech (1992),
McEnery & Wilson (1996), McEnery et al. (2006) refer to it
as a methodology, whereas Hoey (1997: 6) talks about “the
route into linguistics”. Biber et al. (1998) defined it as “an
approach”, and Scott & Thompson (2001: 36) describe
corpus linguistics as “a means for accessing resources”.

2. Learner corpora

Nesselhauf (2004b: 40) defines learner corpora as
“systematic computerized collections of texts produced by
language learners”. Learner corpus research is a relatively
recent, yet highly dynamic, branch of corpus linguistics,
that emerged in the late 1980s and early 1990s.

Learner corpora, which can be roughly defined as
electronic collections of texts produced by language
learners, have been used to fulfill two distinct, though
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related, functions: firstly, they can contribute to Second
Language Acquisition theory by providing a better
description of interlanguage communication (e.g.
transitional language produced by second or foreign
language learners) and a better understanding of the
factors that influence it. Secondly, they can be used to
develop pedagogical tools and methods that better cater to
the needs of language learners (Granger, 2008).

According to Ludeling and Kyto® (2008) corpus
databases not only provide opportunities for linguistics
research, but they are also useful sources for language
teaching and learning research.

Bernardini (2004) indicates that recent technological
advancements, such as high-capacity hard drives, fast
processors in computing technology, and the possibility to
create, download, buy, and/or access online texts have
resulted in corpora being widely available in a more
convenient and feasible way. According to him “corpus has
become less of a buzzword and more of a necessary,
acknowledged reference source for students, linguists,
language professionals (teachers, translators, technical
writers, lexicographers, etc.)” (Bernardini, 2004: 21).

Sinclair describes learner corpora as “electronic
collections of authentic FL/SL textual data assembled
according to explicit design criteria for a particular SLA/
FLT purpose. They are encoded in a standardized and
homogeneous way and documented as to their origin and
provenance” (Sinclair, 1991: 2).

3. Corpusand ELT

When we discuss the use of corpora in language teaching

40 | ISSBM 2022 PROCEEDINGS



and learning, we refer to both corpus tools, i.e. the current
collections of texts and software packages, and corpus
methodologies, i.e. the analytical approaches employed in
the corpus analysis process. A relevant distinction may be
established in the context of language teaching and
learning between direct and indirect uses of learner corpus
linguistics (Romer, 2008; Leech 1997).

As Barlow notes, “the results of a corpus-based
investigation can serve as a firm basis for both linguistic
description and, on the applied side, as input for language
learning” (1996: 32). As stated in Romer “Large general
corpora have proven to be an invaluable resource in the
design of language teaching syllabi which emphasize
communicative competence (cf. Hymes 1972, 1992) and
which give prominence to those items that learners are
most likely to encounter in reallife communicative
situations” (2008: 114).

The contents of this new, corpus-driven “lexical syllabus”
are “the commonest words and phrases in English and
their meanings” (Willis, 1990:124).

Another significant advantage for
language teachers who employ corpora is the immediate
accessibility of authoritative information about the
language. According to a recent survey on teachers’ needs
(Romer, forthcoming), teachers often seek native speakers’
advice on specific language issues. Computer corpora have
been described as “tireless native-speaker informant[s],
with rather greater potential knowledge of the language
than the average native speaker” (Barnbrook, 1996: 140), as
a result, they may be a useful tool to extract linguistic and
language information.

Learner corpora analysis aids in our understanding of
the process of second language acquisition and
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development. As suggested by O’Keeffe et al. (2007) this
might transform the “long-held” notions of education and
pedagogy, by bridging the gap between the cognitive
science of language and other fields, such as
sociolinguistics and translation. According to Aston
(2000), student corpora studies have aided syllabus design
by providing insights into “the demands of distinct student
groups” (Meunier, 2002:125).

The application of corpus studies to material
development in teaching English as a foreign language
(EFL) has revealed the insufficiency of traditional
prescriptive grammar. Instead, corpus-based descriptive
grammar approaches, such as the Longman Grammar of
Spoken and Written English (Biber et al., 1999), have been
used to provide a corpus-informed perspective and
information on frequencies. However, it should be noted
that although corpus-based grammars have some potential
for language skill development, they do not offer the same
opportunities as corpora in terms of “identify - classify -
generalize” learning based on language experience. This
limitation can be overcome by implementing corpus-based
teaching approaches, such as the emerging Data-driven
Teaching techniques, which have great potential for
enhancing learning outcomes, especially in non-
institutional settings where autonomous learning is
necessary.

4. Corpus-based Versus Corpus-driven studies

It is not always straightforward to distinguish between
corpus-based and corpus-driven studies. McEnery and
Hardy (2012) proposed a subdivision in this regard: corpus-
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based studies typically use corpus data in order to
investigate a theory or a hypothesis, in order to validate,
refute or refine it. Contrarily, the corpus-driven approach
does not consider corpus linguistics as a method, claiming
instead that the corpus itself should be the sole source of
language-related hypotheses.

Simply put, those who adopt the ‘corpus-based approach’
(McEnery et al., 2006) use corpus linguistics to test existing
theories or frameworks based on the corpus evidence.

Corpus linguistics serves as a remedy to language
misuse (in terms of error analysis) and it provides the
representation of authentic language usage; thus, corpus-
based studies are studying that shade light as evidence of
the language’s existence and how the language is being
used by the members of the community or is being used
by alanguage learner. Moreover, Corpus-based studies give
some overviews of language progress, the future of a
language, linguistic information about the languages, and
the feature of the language used in the past such as
diachronic and synchronic studies.

As Widdowson observes that there has been a
flourishing of “dictionaries and grammatical descriptions
which are corpus-based, and which chart the patterns of
the contemporary usage of English” (Widdowson, 2008:
357). Unlike corpus-based studies, the corpus-driven
approach to language teaching studies uses corpus data as
atool and resource to shape the way, technique, or methods
of language teaching. Johns (1991a, 1991b) notably used the
corpus-driven approach to develop an effective language
learning methodology: data-driven learning (DDL). In
DDL, the language learner is also a linguistic researcher
who uses corpora to explore and make sense of language
usage patterns in order to better learn the language. To
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sum up, while the corpus-based approach separates theory
from data, and standardizes data to fit the theory, the
corpus-driven approach uses corpora as a tool to formulate
linguistic theories.

5. Error Analysis in ELT

Error analysis (EA) has had a significant impact on
research in Second Language Acquisition (SLA), with
Corder’s model of error analysis (1967) gaining popularity
over traditional Contrastive Analysis. Corder emphasizes
the usefulness of error analysis, stating that errors are
indicative of an L2 learner’s language performance, and
identifying these errors can aid in developing effective
learning strategies and techniques for students. Corder
classifies errors into four categories. However, current EA
practices differ from those of the 1970s. Today’s EA focuses
on contextualized errors, considering the context of use
and linguistic context (co-text). Linguistic items with
errors can be presented along with correct examples in
sentences, paragraphs, or entire texts. Interlanguage
errors are a crucial part of EFL learning processes and
differ from mistakes, as they are systematic and provide
clues about learners’ learning strategies and processes.
Detecting errors requires an arduous process of deciding
whether the semantic content and linguistic form of
learners’ communicative performances deviate from the
norms. Learner corpora offer a more dependable option
to examine naturally occurring learner errors, assisting
researchers in pinpointing error typologies of learners
from different native language backgrounds. A specialized
corpus can be utilized to advise language teaching,
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focusing on specific points, genres, and sub-genres. The
two methodological approaches, Computer-aided Error
Analysis, and Contrastive Interlanguage Analysis are
generally involved in the linguistic exploitation of learner
corpora. Computer-aided error analysis generates
comprehensive lists of specific error types, counts and sorts
them in various ways, and views them in context.
Contrastive Interlanguage Analysis (CIA) is a contrastive
method of analyzing quantitative and qualitative data
between native and non-native varieties or between
different non-native varieties.

6. Contrastive Interlanguage Analysis (CIA)

Contrastive Interlanguage Analysis (CIA) compares
language learner and native speakers’ data regarding the
target language, or the learner’s Li. The first type of
comparison attempts to evaluate the level of under- or
overuse of linguistic features in language learners. The
second type tries to reveal the L1 linguistic transfer or
interference.

According to Lorenz (1999), the NS/NNS comparisons
aim to shed light on the characteristics of non-native
speakers’ writing and speech, by comparing them with the
linguistic data of native and non-native corpora.

As already mentioned, CIA also compares NNS/NNS; in
doing so, “researchers improve their knowledge of
interlanguage” (Lorenz, 1999: 12). Moreover, comparing the
data of learners from different L1 backgrounds, may reveal
interlanguage universals, shared by various learner
populations, that can be developmental and L1 dependent.
For example, in their study on connectors, Granger and
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Tyson determine that the overuse of sentence-initial
connectors is an interlanguage and developmental
characteristic of the three learner populations, namely
French, Dutch, and Chinese. The individual connectors
that have a wide variety of use among these learner groups
provide evidence for interlingua characteristics (Granger &
Tyson, 1996).

According to the contrastive analysis (CA) hypothesis by
Dagneaux et al, (1998), communication strategy-based
errors may occur when the L2 learner seeks to convey a
spontaneous speech with an inadequate grasp of the
linguistic system of the target language. In fact, L2 learners
tend to adopt “approximation” strategies, by using a near-
equivalent L2 item they have previously learned, when they
lack the demanded and correct form. In this regard,
Dagneaux et al. (1998) provide a number of examples
related to Chinese L2 language learners; in particular, they
note the use of synonyms (“decide” instead of “determine”),
superordinate words “flower” instead of “rose”).

Although the fundamentals of EA are extremely
important, this procedure has methodological flaws.
Computer-Aided  Error Analysis (CEA) provides
comprehensive lists of specific error types, counting and
sorting them in various ways, and tagging them in context
along with their non-errors instances. Completing the gaps
in traditional EA, CEA is a powerful technique that aids
ELT teachers and syllabus designers in developing
innovative and creative pedagogical tools.

7. Corpus-driven Activities

7.1 Speaking Skills
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Corpus-driven speaking activities could help EFL/ESL

learners develop their oral communication skills, critical

thinking skills, and digital literacy skills. Below are some

examples of speaking activities that can be used in the EFL

classroom:

1.

Discussions: Students can use data and statistics to
support their arguments in a debate. For example,
students can debate topics such as climate change
or social media usage, and use data to support their
positions. This can help them to develop critical
thinking skills and oral communication skills.

Interviews/Talks/Conversations: Students can use
data to interview each other on a variety of topics,
such as personal interests or career goals and
hobbies and use data to find common interests.
This can help them develop oral communication
skills and digital literacy skills.

News Reports: Students can use data and statistics
to create news reports on current events. For
example, students can report on a natural disaster
and use data to explain the impact on the local
community. This can help them develop research
skills, ~critical thinking skills, and oral
communication skills.

Presentations: Students can use data and statistics
to create presentations on a variety of topics, such
as health, education, or technology. For example,
students can analyze data on the use of technology
in education and present their findings to the class.
This can help them to develop research skills and
oral communication skills.
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Role-plays/Drama: Students can use data and
statistics to role-play different scenarios, such as job
interviews or business meetings. For example,
students can role-play a job interview and use data
to explain why they are the best candidate for the
position. This can help them develop oral
communication skills and digital literacy skills.

7.2 Vocabulary Development

Corpus-driven vocabulary activities are a great way to

help EFL/ESL learners to expand their vocabulary in a

meaningful and engaging way. These are some examples of

vocabulary activities that can be used in the EFL classroom:

1.

Word Clouds: Students can create word clouds
using a tool like Wordle, Scrabble, Tagxedo, etc. to
visualize and analyze the most common words in a
text. This can help them to identify and learn new
vocabulary related to a specific topic, such as
technology or education.

Vocabulary Profiles: Students can use a corpus or
authentic texts to create vocabulary profiles of
keywords related to a specific topic and use it to
learn new vocabulary and use it in context.

Bingo: Students can create their own bingo cards
using vocabulary words related to a specific topic
and use them to practice speaking and listening
skills.

Word Match: Students can use a corpus or
authentic texts to match vocabulary words with
their meanings and use them to practice reading
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and writing skills.

Quiz: Students can use online quiz tools like
Kahoot, Bamboozle, or Quizlet to practice, review
vocabulary words related to a specific topic, and use
it to practice listening and reading skills.

7.3 Writing Skills
Corpus-driven writing activities can help EFL/ESL

learners to develop their writing skills and critical thinking

skills. Here are some examples of activities that could be

used in the EFL Writing classroom:

1.

Argumentative Essays: Students can use data and
statistics to support their arguments in an essay.
This can help them to develop critical thinking skills
and writing skills.

Opinion Writing: Students can use data and
statistics to write opinion pieces on a variety of
topics, such as politics or education. This can help
them to develop research and writing skills.

Reports: Students can use data and statistics to
write research reports on a variety of topics, such
as health or technology. For example, students can
write a research report on the effects of social media
on mental health and use data to support their
findings. This can help them develop research skills
and writing skills.

Creative Writing: Students can use data and
statistics to inspire their creative writing. For
example, students can write a short story based on
data about a specific culture or community. This
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can help them develop their imagination and
writing skills.

Speeches: Students can use data and statistics to
prepare persuasive speeches on a variety of topics,
such as the environment or social justice. This can
help them develop public speaking skills and critical
thinking skills.

7. 4 Reading Skills
Corpus-driven reading activities can help EFL/ESL

learners to improve their reading comprehension skills,

critical thinking skills, and digital literacy skills. Examples

of reading activities that could be used in the EFL

classroom are reported belw:

1.

4.

Graphic  Analysis: Students can  analyze
infographics to understand data and statistics
related to a specific topic and to develop critical
thinking skills.

News Article: Students can analyze news articles to
understand current events and develop their
reading comprehension skills. For example,
students can read articles about the impact of
technology on education and use them to answer
comprehension questions and develop critical
thinking skills.

Reading Comprehension: Students can practice
reading comprehension skills by using data-driven
reading comprehension exercises. This helps to
develop critical thinking skills.

Summarizing: Students can practice summarizing
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skills by reading articles and summarizing key

points.

5. Online Questionnaires: Students can use web
questionnaires to explore a topic in-depth and
develop their reading and research skills. For
example, students can complete a web quest on a
specific culture and wuse data to answer
comprehension questions and develop critical
thinking skills.

7.5 Listening Skills

Corpus-driven listening activities are activities that use

data as a basis for listening practice. The goal of these

activities is to encourage learners to develop their listening

skills by using data as a starting point for listening

comprehension and analysis. Below are some examples of

listening activities:

1.

Podcasts: Students may listen to podcasts on
various topics, such as news, science, or history, and
then discuss the content as a group. This can help
them to develop their comprehension skills and
encourage them to use new vocabulary and
expressions.

TED Talks: TED Talks are informative and engaging
presentations on a wide range of topics. Students
may watch a TED Talk and then discuss the content
and ideas presented in the talk.

News reports: Students may listen to news reports
on various topics, such as politics, economics, or
culture, and then discuss the main points and
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themes of the report.

4. Songs/Poetry: Songs can be a great way to practice
listening skills and learn new vocabulary and
expressions.

5. Speeches/Talks: Students may listen to speeches
given by famous figures, such as politicians,
activists, or artists, and then analyze the content
and style of the speech.

8. Implementation of Corpus in ELF Classroom:
speaking procedure

In this paragraph, I will introduce an English L2 lesson,
supported by the use of corpora.

After the language teacher has introduced the topic of
the lesson, a brainstorming session follows, to assess the
students’ background knowledge about the topic under
discussion.

Subsequently, the teacher presents the L2 language
learners with a sample sentence or vocabulary extracted
from native and non-native corpora, in order to give them
some clues and ideas on how the language is authentically
used, and invite the students to try to use these models to
create examples of sentences.

In this way, the students will be able to see the
differences between the production of native and non-
native speakers and, according to my predictions, this will
help them to use the language effectively and fluently.

When the aforementioned activities are completed, the
teacher asksthe students to practice conversation in
groups or pairs, utilizing the corpus data they learned in
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class, in order to increase their awareness and prepare
them to communicate fluently in everyday
situations, inside and outside the classroom.

I think it is helpful to provide the corpus analysis data
to the L2 learners so that they can determine which one
is more appropriate between learner and native language
corpora. In this way, the corpus data will guide the students
toward success in learning a second language.

In my opinion, when using data from different corpora,
the dictionary is unnecessary, since students may be able
to comprehend how grammatical structures and words are
used in a different context. At the same time, Aijmer
reports “Several informants pointed out that it took a too
long time to look up words in dictionaries and that they
often wanted to consult a native speaker. However, most
teachers did not see the consultation of one of the major
language corpora as an alternative or supplement to the
dictionary or grammar.” (Aijmer, 2009: 4). So, the students
have to be able to check and use grammar books and
dictionaries in different ways and contexts, depending on
the content of the assigned topic.

9. Some Sample Activities

English as foreign/second language teachers and learners
could benefit from the following activities in their language
classroom. These activities are adopted from Cambridge
Learner Corpora, Contemporary Corpus of American
English (COCA), and British National Corpora (BNC)
which serve to provide a sample of authentic language used
by native and non-native users.
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9.1 Activity 1— Fill in the Blank

This activity provides teachers and learners with the
opportunity to see how language is used and helps them to
practice their knowledge of English determiners.

Determiners in Use
Let us have fun with articles. Please, insert the appropriate article
(a/an/the) where necessary.
My mother asked me to close ...... window
If I pass the exam my father will buy me ......
Walkman
Alihas got ...... unique personality.

The instruction says we should answer all ......

questions

I want my father to buy me ...... puzzle as my
birthday present.

They are eager to open...... organization

...... oranges that my father bought are fresh
He is looking for ...... opportunity to move to
another country.

I saw the advertisement on ...... newspaper

9.2 Activity 2 — Error Analysis

In this activity, learners will be able to see the wrong
usage of English determiners and they have the chance to
learn them by correcting the errors found in the sentences.
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Determiner in Use
Error Correction

Correct the following sentences
I ate very big pizza.
I have seen museum and lots of interesting things here.
I hope they'll win an another match.
1 like this gift much more than others.
I want to have a big new flat, in area that is good quality.
If you use coach you can get there in 1 hour.
If you want to use train, you can get there in 2 and a half hours.
1t is a friendly.
It is Ericson T 10.
My new flat is a small.

9.3 Activity 3 — Vocabulary development

After training students on how to use online corpora,
you can ask them to search for the idiomatic expressions
and analyze the concordance lines to see how these idioms
are contextualized and used by native speakers. Following
are some idiomatic expressions with the verb break.

Break a leg meaning to wish good luck With luck, I
will break a leg or something.

Break bread meaning to eat together Joshua Morris had
not invited him to break bread in Clungunford-----

Break the mould meaning to do something in different
way This seemed a refreshing attempt to break the mould
of British politics.

Break a heart meaning to emotionally abandon
somebody. That would break his heart.

Break the bank meaning to cost a lot. Splash out on a
luxury meal that won't break the bank at Tesco.

Break the ice meaning to try to get through difficulties
especially when talking to someone for the first time To
break the ice, blow the candle out.

Break free meaning to get away of tensions, fears, and
difficulties. Panic gave her the strength to break free.

Break new ground meaning to make something new. It

9.4 Activity 4
This activity will teach the students how to use the modal
verbs and their context of use.
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Giving suggestion/recommendation/advice

“If I were you, I would...”

“What should I do? You should...”

A number of sentences that have to do with recommendation/suggestion/advice will be printed
in a form of flashcards, then they will be folded so that the students will not be able to see and
throw them into a box. Then some problems or situation will be written on the board or
presented on the smartboard. Students will randomly pick a piece of paper from the box and
read it to the class and the audience will try to guess which situation is it talking about. Some
of the sentence will not be relevant to the situations, but the students will try to find or construct
the suitable one.

9.5 The use of SKELL

Teachers and learners can benefit from using Sketch
Engine for Language Learning (SKELL). It is a web tool that
provides authentic samples of language use for language
teachers and learners. It could be used to search for word
usage, concordance, collocations, etc.

For instance, “get” can be used in a different context.
Figure 1 below shows one of the possible applications of
SKELL.

@SKEII get B Enlish - @ B
B2 wordsketch  Similar words
get 1,171.38 hits per million ®

To keep costs affordable inexpensive ground shipping gets used.
Mass media has simply gotten too expensive.

The white male usually gotimmediate attention.

The crowds were getting worse every minute!

The situation was getting sloppy & messy.

Get free counseling pay less each month.

Playing cricket has demanded getting herself organised.

The second heaviest bat gets 8 perfect swings.

The whole thing has gotten very bizarre.

I guess getting married makes folks nicer.

Figure1. Source:
https://skell.sketchengine.eu/#result?f=thesaurus&lang=e

n&query=get.
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([sKE get = - © L

go
need

Figure 2. Source:
https://skell.sketchengine.eu/#result?f=thesaurus&lang=e
n&query=get.

10. Conclusion

Language learning has advanced significantly over the past
few years as a result of rapid technological advancement.
In fact, corpus linguistics used in teaching and learning
allows learners and teachers of L2 languages to quickly
access language samples, spoken by native and non-native
speakers. Several language learning resources, such as
textbooks and dictionaries, may now be readily created and
updated thanks to corpus linguistics. Moreover, the
classroom environment becomes more engaging and
interactive, and this improves language acquisition.

It should not be noted that a corpus is more than just
an online computer-based repository of accessible data;
however, a common dictionary, an encyclopedia or a library
book collection could also be considered a corpus of texts.
Turkish EFL classroom activities might be implemented
through the students’ manuals and books, and through
essays written by teachers and researchers.

In language classes, using corpus-based and corpus-
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driven materials improves learning and promotes student
autonomy.

If the activity has proved useful and successful in terms
of students’ language learning, it is up to the teachers and
researchers to spread the use of corpus-based materials.
The sample activities described in this paper show that
corpus-related activities may be simply adopted in a
language classroom, breaking the traditional monotony.
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This study investigates the relationship between the
acquisition of L2 chunks and the development of L2
complexity among ESL learners. Previous research has
shown that chunk learning is important for developing
lexical and grammatical complexity in L2 speech and
writing, particularly for bilingual learners. The study aims
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to achieve three objectives 1) to build a linguistic corpus
of previously collected data from Arabic-speaking ESL
learners who were frequently exposed to one ICT
multimedia learning tool (i.e., YouTube captioned videos).
This exposure potentially allowed the learners to
accumulate a substantial amount of L2 chunks during their
five-month ESL learning process, which consequently
resulted in improved fluency and accuracy in their L2
writing and speech performance; 2) to examine these
learners’ L2 development of lexical and grammatical
complexity in their L2 speech and writing from the
perspective of the frequency and range of the acquired L2
chunks, depending on the linguistic corpus-driven
insights; and 3) to explore the correlation between
frequency and range of acquired L2 chunks by learners and
their lexical and syntactic complexity development. Our
methodology for data analysis involves computer-based
empirical analyses (both quantitative and qualitative) of
language use by employing collections of spoken and
written texts in exchange for lab-based communicative
tasks. Results indicate that the frequency and range of
learners’ acquired L2 chunks increased notably after five
months of exposure to YouTube captioned videos.
Moreover, there was a weak-to-moderate, positive
correlation between the frequency and range of L2 chunks
and the development of L2 complexity, particularly in
relation to L2 speech complexity. These findings suggest
that the more learners acquire L2 chunks, the more
complex their L2 lexical and grammatical skills become.

1. Motivation of Study
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The acquisition of second language (L2) vocabulary is
crucial for learners to achieve fluency and accuracy in their
L2 writing and speaking (Saito & Hanzawa, 2018). The
development of L2 vocabulary involves the acquisition of
lexical items, such as words and phrases, as well as the
ability to use these items in context (Nassaji, 2003). One
approach to studying L2 vocabulary acquisition is to focus
on the role of L2 chunks, which are words that always go
together, such as fixed collocations, or that commonly do,
such as certain grammatical structures that follow rules
(Wray, 2008). Common examples of language chunks
involve lexical phrases (i.e.,, sequences of words that
collocate, often idiomatic, have a high-frequency of
occurrence), set phrases (i.e., unvarying phrases having a
specific meaning, such as ‘raining cats and dogs’, or being
the only context in which a word appears, such as ‘amends’
in ‘make amends’), fixed phrases/ expressions (i.e., groups
of words used together to express a particular idea or
concept that is more specific than the individual words),
collocations (i.e., predictable combination of words as in
‘heavy rain’, ‘do exercise’ — these can be made up of any
kinds of words such as verbs, nouns, adverbs and
adjectives), formulaic utterances (i.e., idioms, proverbs,
pause fillers, counting, swearing, and other conventional
and multiword units), sentence starters (i.e., words or
phrases that introduce the rest of the sentence as in ‘due to’
‘that’s why’ ‘this means that’), verb patterns (i.e., referring
to what follows a verb — for example, some verbs can stand
alone, (she smiled) while others have to be followed by an
object (he smashed it)). (Lewis et al., 1997; McCarthy &
Carter, 2004; Conklin & Schmitt, 2008).

Previous studies have suggested that exposure to
multimedia learning tools, such as YouTube captioned
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videos, can help learners in the acquisition of L2 chunks
which may in turn lead to the development of their L2
lexical and grammatical complexity (Alobaid, 2020, 2022a).
Winke et al. (2010) reported that the use of captions
induces deeper processing as they help learners to be more
attentive to tasks, reinforce their acquisition of vocabulary
through multiple modalities, and help them to figure out
meaning through the unpacking of language chunks. From
a cognitive perspective, Vanderplank (1988, 1990, as cited
in Yang, 2020) found that the employment of non-typical
input modes (i.e., video captioning) can facilitate
processing language in chunks; this can be beneficial to
overall L2 learning because the processing demands are
reduced. Consequently, owing to the captioning effect
which helps in chunk learning, “students can analyze and
break down the aural input into meaningful constituent
structures” (Winke et al., 2013).

More specifically, in studies that investigated the role
and impact of multimedia learning tools, such as YouTube
captioned videos, it was reported that some improvement
was observed in the learners’ L2 lexical and grammatical
complexity in writing and speaking of English as the target
learning language for Arabic-speaking ESL learners
(Alobaid, 2020, 2022a). This development was attributed,
based on correlational analyses, to learners’ development
or acquisition of new L2 chunks post their frequent
exposure to one ICT multimedia learning tool, namely
YouTube captioned videos and thus potentially acquired
a large number of L2 chunks during their ESL learning
process. However, the previous studies (ibid) did not report
the frequency and range[1] of these L2 chunks in details.
Given the power of corpus linguistic analysis and tools
(Hunston, 2010; Poole, 2018), the current study seeks to
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examine these learners’ L2 chunks by employing a corpus
that we build for this study using the data collected from
previous studies (ibid). Upon building the corpus, we
explore the nature of learners’ L2 chunks in terms of the
frequency and range by using two of the most commonly
corpus managers and text analysis software, namely
AntConc and Sketch Engine.

This research attempts to address and find answers to
the following research questions.

RQ1. What are the frequency and range of the acquired L2
chunks by learners who post their exposure to YouTube-captioned
videos as an ICT multimedia learning tool?

RQ2. What is the correlation between the frequency and range
of the acquired Lz chunks and learners’ lexical and syntactic
complexity development?

Operationalising and Measurements of Lexical and
Syntactic Complexity

Bulté and Housen (2012) proposed that lexical
complexity is manifested at the observational level in L2
performance in terms of density, diversity and
sophistication of L2 lexical items and collocations. In this
work, the Type/ Token Ratio (TTR) metric is used for the
measurement of the lexical complexity development for
both L2 writing and speaking. Syntactic (or grammatical)
complexity is proposed to be manifested as sentential
complexity, clausal complexity and phrasal complexity
(Norris & Ortega, 2009). The Number of Analysis of Speech
Unit (AS-Units)[2] metric is used for the measurement of
the syntactic complexity development of speech. However,
the Number of T-units[3] metric is used for the measurement
of the syntactic complexity development of writing.
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Definition and Types of Chunks Used in the Analysis of
this Study

Language chunks are broadly divided into two types,
lexical and grammatical. In this study, language chunks
are defined as a semi-fixed lexico-grammatical frame that
carried a specific grammatical function (Ellis, 2003). The
tracked chunks which were used in the analysis of this
study are units of grammatical nature but expressed
lexically such as auxiliary verbs, negations, prepositions,
conjunctions, adverbs as action and quality intensifiers, etc.
(Makarova & Polyakov, 2018), besides linguistic units
(referred to as “productive speech formula” or “slot-and
frame patterns” (Nattinger & DeCarrico, 1992) which
include one or more open slots in which learners can place
a variety of words such as ‘I can + verb’, ‘It + verb + that-
clause’ (Taguchi, 2008). For examples of acquired chunks,
see Table 9 and Figures 1 and 2 below.

2. Methods and Materials

This is a corpus-based study that typically used corpus data
in order to explore and validate the hypothesis that the
greater number and range of L2 chunks that learners can
accumulate over time can potentially contribute to the
development of their L2 lexical and grammatical
complexity (Pawley & Syder, 2000; Taguchi, 2008). The
definition of corpus linguistics as a method underpins our
approach to study.

To answer the first research question in this study, we
explore the nature of learners’ L2 chunks in terms of
frequency and range by using two of the most common
corpus managers and text analysis software, namely
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AntConc and Sketch Engine. To answer the second
research question, we employ Spearman’s correlation to
help explain if there is any established correlation between
the frequency and range of the acquired L2 chunks (as the
independent variable) and learners’ lexical and syntactic
complexity development (as the dependent variable) in this
study. It is a non-parametric correlation coefficient test
that was used in this study as the normality and
randomness assumptions of data were not met (Bastick &
Matalon, 2007).

To examine the frequency and range of these L2 chunks
in detail, we take advantage of AntConc and Sketch Engine
software built-in features, namely Concordancer and
Normalised Frequency Data. The concordancer allows us to
look at words in context, i.e., these words are technically
known as concordances (see the qualitative analysis section
3.2 below). Both of the chosen software is used alternatively
for the analysis part of this study. These tools are helpful
for the task of the production of normalized frequency data
(i.e., a word frequency list) which lists all words appearing
in a corpus and specify how many times each one occurs
in that corpus (see the quantitative analysis part 3.1 below).
Concordances and frequency data exemplify respectively
the two forms of analysis, namely qualitative and
quantitative, that are equally important to corpus
linguistics studies. The frequency data analysis in this
study is useful to quantify the frequency and range of L2
chunks, which serves the quantitative part of this study.
However, the concordances analysis of data examines in
more detail these frequencies and range of L2 chunks,
which serves the purpose of the qualitative part of the
current study. Also, we used other tools for the calculation
of the lexical and grammatical complexity such as Type-
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Toke Ratio (TTR) Calculator for the analysis of lexical
complexity and Web-based L2 Syntactic Complexity
Analyzer’ (Ai & Lu, 2010) to obtain the number of AS-units
for the analysis of the grammatical complexity. For the
statistical part, SPSS version 21.0 was mainly used for
running the required statistical tests and analyses in this
research work.

We could build only a small linguistic corpus compared
to existing corpora, but it is all new (number of unique
words n =13,457 and number of tokens n = 15,551). The data
in this corpus comprises students’ answers (which were
elicited from written and oral samples) to a number of
writing and speaking communicative tasks. The number
of sentences produced by learners without any disfluency
features (i.e., pauses, false starts, repetitions) was tallied
and compared between the baseline and end-line data sets
in the analyses of this study.

3. Results

3.1 Quantitative Analysis

Analysis of Research Question 1: Frequency and Range
of Acquired L2 Chunks

The first research question addressed the frequency and
range of the acquired L2 chunks in learners’ oral and
written production.

For the acquisition of the frequency values in this study, we
use the normalised frequency (or relative frequency), which
answers the question ‘How often might we assume we will see
the word (i.e., in this study Lz chunk) per x words of running text?*
Normalised frequencies are usually given per thousand words
or per million words. Due to the limited amount of data in
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this study, we checked this parameter per thousand words.
However, the range values of the L2 chunks were obtained
manually by carefully examining the available data.

The following contingency Tables 1 and 2 demonstrate
the frequency and range of correctly used L2 chunks in
speech and writing samples after their exposure to
YouTube captioned videos over five months.

Table 1. Frequency and Range of Correctly Used Chunks
in Learners’ L2 Speech.

Mean SD Min. Max.

Speaking Baseline
Number of chunks 52.32 75.16 1 348

Range of chunks 25 20 1 25

Speaking End line

Number of chunks 77.24 107 1 557
Range of chunks 35 33 1 35
Significance Test:

A chi-square test was used to check whether there was a
significant difference in the frequency and the range of the
chunks between the baseline and end line of learners’ L2
speech performance samples. The results (Table 1) revealed
a significant change over time chi-square = 8.03, p <.0s for
frequency, and chi-square = 2.85, p < .05 for range.

Table 2. Frequency and Range of Correctly Used Chunks
in Learners’ L2 Writing.
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Mean SD Min. Max.

Writing Baseline
Number of chunks 29.16 39.26 1 176
Range of chunks 23 30 1 23

‘Writing End line

Number of chunks 36.04 46 1 212
Range of chunks 32 31 2 32
Significance Test:

A chi-square test was used to check whether there was a
significant difference in the frequency and the range of the
chunks between the baseline and end line of learners’ L2
writing. The results (Table 2) revealed a significant change
over time chi-square = 1.31, p <.05 for frequency, and chi-
square = 2.53, p < .05 for range.

The answers to the first research question about the
frequency and range of L2 chunks (which seem to have
developed to some extent post the intervention as shown by
the results above in Tables 1 & 2) were necessary to calculate
the L2 complexity in relation to the acquired L2 chunks
(Tables 3, 4, 5, 6). The following section displays this
relation in more detail.

Frequency and Range of Acquired L2 Chunks in
Relation to the Development of Complexity

This section addressed the development of grammatical
and lexical complexity in both learners’ oral and writing
production in relation to only the frequency of the acquired
L2 chunks (see Tables 3, 4, 5, 6) and in relation to both
frequency and range of the acquired L2 chunks (see Tables 7
& 8).
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Grammatical Complexity

Grammatical complexity of speech was obtained by
dividing the total number of L2 chunks by the total number
of AS-Units in each of the baseline and end line of speech
data. The descriptive statistics of the grammatical
complexity values are displayed in Table 3 below. The
baseline data revealed a total of 42 AS-Units from 14
learners compared to end line data which revealed a total
of 75.64. Also, there seems to be an obvious increase in the
average number of chunks that appeared in individual AS-
Units —52.32 chunks per AS-Unit in the baseline data (SD =
75.16), and 77.24 chunks per AS-Unit in the end line data (SD
=107). However, a matched-pair t-test was used to examine
the gain between the baseline and end line of learners’
grammatical complexity values in L2 speech. This test
unfolded that the difference was not statistically
significant, ¢ = 1, df = 13, p = 0.5. The effect size, Cohen’s
d of 0.01, also shows a small effect, indicating that the
grammatical complexity value of speech in relation to the
frequency of acquired L2 chunks did not increase over
time.

Table 3. Grammatical Complexity of Learners’ L2 Speech.
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Mean SD Min. Max.

Speaking Baseline
Number of AS-Units 42 13.65 25 70
Number of chunks 5232  75.16 1 348
Complexity value 1.25 17 21 63

Speaking End line

Number of AS-Units  75.64 27.53 37 142
Number of chunks 77.24 107 1 557
Complexity value 1.02 19 2 20

Grammatical complexity of writing was obtained by
dividing the total number of chunks by the total number of
T. units in each of the baseline and end line of writing data.
The descriptive statistics of the grammatical complexity
values are displayed in Table 4 below. The baseline data
revealed a total of 27.71 T. units from 14 learners compared
to end line data which revealed a total of 30.36. Also, there
seems to be an obvious increase in the average number of
chunks that appeared in individual T. units —29.16 chunks
per T. unit in the baseline data (SD = 39.26), and 36.04
chunks per T. unit in the end line data (SD = 46). However,
a matched-pair t-test demonstrated that the difference was
not statistically significant, t = -1, df = 13, p = 0.5. The effect
size, Cohen’s d of -0.005, also shows a small effect,
indicating that the grammatical complexity value of
writing in relation to the frequency of acquired L2 chunks
did not increase over time.

Table 4. Grammatical Complexity of Learners’ L2 writing.
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Mean SD Min. Max.

Writing Baseline
Number of T-units 27.71 8.01 17 43
Number of chunks 29.16 39.26 1 176

Complexity value 1.05 15 32 36

‘Writing End line

Number of T-units 30.36 5.71 19 37
Number of chunks 36.04 46 1 212
Complexity value 1.19 33 22 39

Lexical Complexity

Previous studies used type/token ratio formula (number
of types/number of tokens) * 100 to obtain the lexical
complexity (also known as vocabulary variation) within a
written text or a person’s speech (Verspoor et al., 2008).
In this connection, to get an idea of what percentage the
acquired chunks constitute of this variation in both speech
and writing data, we divided the number of chunks by the
type/token ratio of the learners’ L2 speech (Table 5) and
writing (Tables 6).

The descriptive statistics of the lexical complexity value
of speech is displayed in Table 5 below. The baseline data
revealed a total of 10 as the TTR value from 14 learners
compared to end-line data which revealed a total of 9.5.
However, there seems to be an obvious increase in the
average number of chunks that appeared in individual AS-
Units —52.32 chunks per AS-Unit in the baseline data (SD
= 75.16), and 77.24 chunks per AS-Unit in the end-line data
(SD=107). Nonetheless, a matched-pair t-test unfolded that
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the difference was not significant, ¢t = -1, df =13, p= 0.5. The
effect size, Cohen’s d of -0.001, also shows a small effect,
indicating that the lexical complexity of speech value in
relation to the frequency of acquired L2 chunks did not
increase over time.

Table 5. Lexical Complexity of Learners’ L2 Speech.

Mean SD Min. Max.

Speaking Baseline
Type/Token Ratio (TTR) 10 16 23 60
Number of chunks 5232 75.16 1 348
Complexity value 0.052 11 21 22

Speaking End line

Type/Token Ratio (TTR) 9.5 11 23 33
Number of chunks 77.24 107 1 557
Complexity value 0.081 23 32 55

The descriptive statistics of the lexical complexity value
of writing are displayed in Table 6 below. The baseline data
revealed a total of 16 as the TTR value from 14 learners
compared to end-line data which revealed a total of 14.
However, there seems to be an obvious increase in the
average number of chunks that appeared in individual T.
units —29.16 chunks per T. unit in the baseline data (SD =
39.26), and 36.04 chunks per T. unit in the end-line data (SD
= 46). Despite this, a matched-pair t-test unfolded that the
difference was not statistically significant, t=-1, df=13, p =
0.5. The effect size, Cohen’s d of -0.001, also shows a small
effect, indicating that the lexical complexity of writing
value in relation the frequency of acquired L2 chunks did
not increase over time.

Table 6. Lexical Complexity of Learners’ L2 Writing.
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Mean SD Min. Max.

‘Writing Baseline

Type/Token Ratio (TTR) 16 15 22 42
Number of chunks 29.16 39.26 1 176
Complexity value 0.01 19 23 66

Writing End line
Type/Token Ratio (TTR) 14 20 13 45
Number of chunks 36.04 46 1

[39)
—
o

Complexity value 0.025 14 17 90

Having determined both the grammatical and lexical
complexity development values of learners’ writing and
speech (which seem to have developed to some extent,
though this development was not statistically significant,
Tables 3, 4, 5, 6) in relation to the frequency and range
values of L2 chunks (which seem to have developed,
statistically speaking, Tables 1 & 2) post the five-month
exposure period to the multimedia of YouTube captioned
videos, we could further analyze the correlation between
these values (see the correlation analysis and results next).

Analysis of Research Question 2: Correlation Results

Spearman’s correlation is employed to help explain if
there is any established correlation between the frequency
and range of the acquired L2 chunks (as the independent
variables) and the development of learners’ lexical and
syntactic complexity post-intervention (as the dependent
variables) in this study.

Table 7. Correlation of Acquired Chunks and Complexity
Development of Learners’ L2 Speech.
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Spearman's rho Lexical Complexity Gr ical Complexity

Correlation Coefficient 432 499"

Frequency of chunks Sig. (2-tailed) .009 .002
N 35 35

5147 348"

Correlation Coefficient

Sig. (2-tailed) -002 -041
N 35 35
**_Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

Range of chunks

Findings in Table 7 demonstrate some positive
correlation between both the frequency and range of
chunks and the complexity development of learners’ L2
speech. Although significant results (realized in the given p
values) were obtained, the observed correlation coefficients
range from weak to moderate-sized only.

Table 8. Correlation of Acquired Chunks and Complexity
Development of Learners’ L2 Writing.

Spearman's rho Lexical C ity Gr ical C ity
Correlation Coefficient 374 392
Frequency of chunks Sig. (2-tailed) 0.03 0.02
N 35 35
-0.009 -0.121
Range of chunks Correlation Coefficient
Sig. (2-tailed) 0.96 0.49
N 35 35

**_Correlation is significant at the 0.01 level (2-tailed)
*. Correlation is significant at the 0.05 level (2-tailed).

Similarly, findings in Table 8 demonstrate some positive
correlation between the frequency of chunks and the
complexity development of learners’ L2 writing. Although
some significant results (realized in the given the p values)
were obtained, the observed correlation coefficients are
only weak-sized. Nevertheless, there is no correlation
between the range of chunks and the complexity
development of learners’ L2 writing.

3.2 Qualitative Analysis
As mentioned above, this study explores what is known
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as concordances since they are typically used to
qualitatively analyze a body of sample language (i.e.,
corpus) to determine common usage. More specifically, we
do concordance here to find out the common collocation
of a word with other words (what basically constitutes a
language chunk) as well as the frequency of collocation of
two or more words. Table 9 displays some examples of the
concordances in relation to L2 acquired chunks by learners,
which were identified in the current corpus, followed by
a discussion on this qualitative analysis of such
concordances and some analytical examples from the
corpus (figures 1 & 2) (see discussion section 4 below for
more information).

Table 9. Lexico-Grammatical Chunks Identified and
Analyzed in this Corpus-Based Study.
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Lexico-Grammatical Chunks Examples

Tobe'verb + going to +v I'm going to travel to India...

N +v + that clause I think/ believe that...

The adv + adj The most important...

Aux+adv+v .
...may just call at...

. Don’t even think that...
V+negation +adv +v

If-clause and the main clause . .
If you have time, do me this favour....

V clause + what /why/ how to + v Teach them how to eat/ talk politely...
N+ aux + v + that clause I can tell you that it’s nice...
Significance test

When looking for a word’s collocations, we typically test
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the significance of the co-occurrence frequency of that
word and everything that appears near it once or more in
the corpus (Déviere, 2009; Gries, 2021).

Based on this corpus, we could see a number of different
lexico-grammatical chunks of various structures seen in
Table 9. The most frequent of these chunks (n. 92) was the
‘N+ aux+v+that clause’ chunk type as in I can tell you that
it’s nice. The second most frequent (n. 36) is ‘If- clause and
the main clause’ as in If you have time, do me this favour. The
third most frequent chunks were the ‘N+ v +that clause’
(n. 34) as in I think/ believe that. The fourth most frequent
chunks were ‘The adv + adj chunks (n. 28) as in the most
important. The fifth most frequent chunks were ‘v+ negation
+ adv+ v’ chunks (n. 7) as in don’t even think that. The sixth
most frequent chunks were ‘aux + adv +v’ chunks (n. 6) as
in you may just call at this number. The seventh most frequent
chunks were ‘to be+v+going to+ v’ chunks (n. 5) as in I'm
going to travel to India. The eight most frequent chunks were
V clause + how to +v’ chunks (n. 4) as in teach them how to
eat/ talk politely.

In Figures 1 and 2 below, we can see examples of Key
Word In Context (KWIC) highlighted. In these examples,
the concordances of ‘that and ‘going’ along with
surrounding words in context are identified. In particular,
the words that most commonly appear near the target
words (their ‘common collocates’) as used by learners are
highlighted. For instance, the ‘that’ and ‘going’ chunks
occur in many locations of the sentence with different
syntactic functions/ roles (see the discussion section below
for more analysis on these two figures).

The following Figures 1 and 2 show two examples of the
chunks as used in different contexts taken from the corpus
in this study.
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KWIC ~ Plot  FileView Cluster N-Gram  Collocate Word ~ Keyword ~ Wordcloud

Total Hits: 122 Page Size | 100hits v (3 1to 100 of 122 hits Q
File Left Context Hit Right Context
46 corpus_post.. every time doing that year by year...you can see that, the People celebrate in my culture they are doing
47 corpus_post .. one room. The most nice things in that flat was that the room was separated from the kitchen and the
43 corpus_post . own food, we know what we use; and we know that the things we use are clean or dirty; and
49 corpus_post... social media showing what goes on in the restaurants so that we can see sometimes it's so dirty, and
50 corpus_post.. will getll and have a stomachache. Soweprefer  that  we don't eatallthe time or daily
51 corpus_post.. colors and Dussera and we don't have all of that we have only two festivals Eid Al fitr and
52 corpus_post.. howto play tennis and the rules and allof  that,  We should run also, so ' hard and
53 corpus_post.. use are clean or dirty; and we know the ingredients that ’
S4 corpus_post .. in restaurant, but we should take care about the restaurant that ill eat in. and we should know about
55 corpus_post.. different and also sing..and language. DearMohammad | Appreciate  that  you agreed ontaking care of my home as
S6 corpus_post . as my pet. | chose you specially because [ know ~ that  you are very patient and hard working. [l
57 corpus_post.. ‘you cook at home you use the ingredients and others that you it them and washed them, so you will
58 corpus_post.. because you know what you eat. you know the ingredients that you put in your plate. and you will avoid

Figure 1. Concordance of “that” in Learners’ L2 Speech
and Writing Task-Based Corpus.

KWIC  Plot FileView Cluster ~N-Gram  Collocste Word ~ Keyword ~ Wordcloud

Total Hits: 5 Page Size 100hits | () 1to5of 5hits Q

File Left Context Hit Right Context
1 corpus_post . I.am travelling for my holiday this summer, ]am ~ going  to the Maldives beach, | will be away at
2 corpus_post . one month or maybe more than that. Iwillbe  going  to America. | want you to take care about
3 corpus_post . them. Inmy culture we celebrate the New Yearby  going  to restaurant and having fun... Well, when  was
4 corpus_post... athome healthy of the restaurant. DearMustafa, I'm ~ going  toIndia. Address is New Delhi in Kshinger city.
5 corpus_post . areyou? |wanttotell youthat/'m  going  totravel to America, and | want from you

Figure 2. Concordance of “going” in Learners’ L2 Speech
and Writing Task-Based Corpus.

4. Discussion

This small-scale, corpus-based study explored two major
issues. First, we examined learners’ L2 development of
lexical and grammatical complexity in their L2 speech and
writing from the perspective of the frequency and range
of the acquired L2 chunks, depending on the linguistic
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corpus-driven insights. These Arabic-speaking ESL
learners were frequently exposed to one ICT multimedia
learning tool, namely YouTube captioned videos over the
time span of five months and thus potentially acquired a
large number of L2 chunks during their ESL learning
process. This resulted in some fluency and accuracy
progress of their L2 writing and speech performance.
Second, we explored the correlation between the frequency
and range of acquired L2 chunks by learners and their
lexical and syntactic complexity development. Upon
building the corpus of the writing and speech samples
collected both before and after the intervention over five
months, the development of lexical and grammatical
complexity in L2 writing and speaking was analyzed from
the perspective of the acquired L2 chunks, basically in
terms of the frequency and range of the acquired L2
chunks. Based on the findings (Tables 1 & 2) in this study,
the learners seem to have gained and thus produced a fairly
good amount of chunks over time in terms of both the
number and range of chunks demonstrated in both writing
and speaking, indicating the increase in their writing and
oral productivity over a short period of time.

This analytical corpus-based study of correctly used L2
chunks helped identify their frequency or number of
occurrences and range in the learners’ L2 speech and
writing communicative tasks (Tables 1 & 2). This finding
indicated that a significant difference exists between the
baseline and end-line data in this study. This suggested a
notable gain in both the frequency and range of L2 chunks
resulting from frequent exposure and engagement with
online multimedia learning materials over time, in this
case YouTube captioned videos. As seen in Tables 1 and 2,
the frequency and range of L2 chunks produced per AS-
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Unit and T-unit obviously increased over a short time span.
Moreover, the increasing level of grammatical and lexical
complexity in learners’ individual utterances was evident
in a variety of lexico-grammatical chunks that the learners
used to construct utterances/ sentences in their L2 speech
and writing. The notable increase in overall L2 oral and
writing productivity may tell us that the learners
accumulated a larger stock of grammatical chunks and
phrase expressions, and used them to expand their
utterances/ sentences in speech and writing.

Learners frequently used a wide range of lexico-
grammatical chunks which seem to have expanded their
communicative oral and written responses in real, new
communicative tasks given to them. Some of the acquired
chucks which appeared in this corpus included as well as, I
appreciate it, twice a day/ week, a day, there’s nothing to worry
about, as well, even if, again and again, but that doesn’t mean,
but anyway, to name but a few. Furthermore, among these
language chunks were some of the cohesive devices like
for example’, and’, "but’, *therefore’, “first of all’, ’in conclusion’,
"however, ’moreover. It's worth noting here that these
learners used individual chunks creatively and
purposefully, by adding them together and fitting (i.e., by
way of embedding) them within larger clausal units. As
suggested by Taguchi (2008), learners use a set of
memorized, individual chunks effectively as a means to
create meaning and sustain a conversation for a long
period of time in a task situation that they had never
practiced in class.

A number of post hoc correlational analyses were
conducted to gain some insights on the strength of
association between the frequency and range of acquired
L2 chunks (as the independent variable) (Tables 1 & 2) in

ISSBM 2022 PROCEEDINGS | 83



relation to the development of L2 complexity (as the
dependent variable) (Tables 3, 4, 5, 6). Correlation
coefhicients indicated some weak-to-moderate, positive
correlations between variables in this study (Tables 7 & 8),
suggesting that as the frequency and range of L2 chunks
increase so does (to some extent) the L2 lexical and
grammatical complexity in learners’ L2 speech and writing.
These correlations were statistically significant, mainly in
the learners’ L2 speech.

This can probably indicate that the greater number and
range of the chunks that the learners accumulated over
time seemed to have contributed to the development of
L2 lexical and grammatical complexity of L2 speech and
writing.

The above results seem to support the qualitative
analysis findings in this study. Qualitative analysis
findings in this study revealed different patterns of
complexity development in relation to L2 chunks. One clear
example that can be discussed here is the ‘that’ chunk
which appeared in a variety of formats, mostly in an
affirmative sentence describing things and people these
learners are familiar with, and other times in a negative
sentence for contradiction or denial of something or some
information. The right-hand context in Figure 1 above
illustrates the frequent occurrence of “that clause = that
(as subordinator) + subject + verb (+ rest of clause)”
construction (see line no. in 56 the Figure 1). Also, the left-
hand context in Figure 1 shows a variety of structures that
would frequently occur with “that construction” such as:
the ‘to be’ verbs, where ‘that clause’ serves the function of
a subject complement (see line no. 47 in Figure 1); following
a noun, where ‘that clause’ serves the function of a noun
complement (see line no. 53 in Figure 1); following a main
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verb, where ‘that clause’ serves the function of a direct
object (see line no. 46 in Figure 1); so + that as a conjunction
which serves to introduce clauses of reason and
explanation (see line no. 49 in Figure 1).

Another chunk construction that followed a simple
sentence structure and contained only a few additional
constructions is “going”. The right-hand context in Figure 2
above illustrates the frequent occurrence of “going = going
(v + ing) + to + verb/ destination + rest of clause”
construction (see line no. 1 in Figure 2). Also, the left-hand
context in Figure 2 shows a variety of structures that would
frequently occur with “going construction” such as: “to be”
v.+ going (see line no. 4 in Figure 2); aux + be + going (see
line no. 2 in Figure 2); preposition + going (gerund form)
+ rest of the clause, where “going” serves as the object of
preposition (see line no. 3 in Figure 2).

These findings suggest a potential relationship between
the frequency and range of L2 chunks and complexity in
learners’ speech and writing production. As we could see
thatlearners in this study could improve greatly in terms of
chunk number or frequency, chunk size or range; this could
have been “on the basis of consolidation of chunks and
vocabulary upon which the chunks were built” (Taguchi,
2008).

In many instances in this corpus-based study, we could
see that learners used individual L2 chunks creatively and
purposefully in both writing and speech, by adding them
together and embedding them within larger clausal units.
This suggests some interaction (or internal mechanism
followed by L2 learners) between chunk learning and rule-
based learning, wherein the learners analyze the chunks
by constituents and use them in a productive manner by
combining them with other patterns. To learners, this may
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seem a faster and easier way, i.e., shortcut to express and
produce both utterances/ sentences in task situations that
they had never been before.

It should be mentioned that these chunks were used
frequently in these videos. Individual component chunks
introduced in these videos were (in many cases) retained
and used as extensions toward more complex, longer
utterances/ sentences. In fact, learners were encouraged to
identify and record chunks (e.g., lexical and grammatical)
when they find them in these videos. Afterward, learners
were constantly encouraged to try to make use of the new
target language input (i.e., chunks) in the speaking/
writing tasks given to them (Alobaid, 2020; 2022).

These findings confirm previous studies (Alobaid, 2020;
20222) and also lend support to predominant claims
(although not yet adequately attested) in the literature that
learners’ linguistic systems develop by building up larger
units from small modular components. Longer and more
complex utterances are constructed by using modular
elements as building blocks, and chunks are integrated into
a larger discourse structure by juxtaposition and
embedding (Ellis, 1996, 2003; Taguchi, 2008).

5. Limitations and Implications of Study

The sample size of input data in our corpus is a limitation.
Building larger corpora would have obviously yielded more
informative and robust results. Therefore, the results of
this research should be treated with some caution,
although they seem to be, by and large, statistically
significant.

This corpus-based study is in favor of Sinclair’ (1991)
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study who, based on his experience with concordances with
the COBUILD project, emphasizes the role of formulaic
expressions (multiword units), which he terms ‘idiom
principle’, in communication and sees them as motivated
by economy of effort. This motivation may probably make
these chunks appealing for many L2 learners.

This study clearly supports that bilingual learners of a
language like English may still need intensified and
attentive learning and awareness of chunks for more
complex L2 lexis and grammar and ultimately more fluent
and accurate usage of that language.

The availability of simple and easy (especially for low-
level learners) to grasp L2 chunks in the leaners’ target
language learning environment is recommended, since
this may help learners acquiring and integrating those
chunks into their spontaneous L2 output. This work
suggests that ICT-based language learning such as
captioned videos can be one way to make learning such
chunks more easily possible.
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The globalized use of the Internet has led to the birth
of netspeak, the language used on the Internet and Social
Media, which has unique characteristics, typical of both
spoken and written language. This study analyzes the
features of contemporary Russian netspeak through
linguistic corpora. Both paper and online dictionaries,
traditional and Web corpora were used for this survey; this
has made it possible to carry out a comparative analysis
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between these tools, to evaluate which is more suitable for
analyzing the target language. Furthermore, the use of
Web corpora, allowed us to investigate the diachronic
evolution of Russian netspeak, from approximately 2011 to
2021. The analysis focused on the different transliteration
processes involving more than 300 loanwords, as well as
the investigation of different derivational and inflectional
morphemes attached to English transliterated loanwords
and roots. This research aimed to establish whether a
diachronic corpus-based analysis of Russian netspeak can
help us to forecast which standard form will be established
over time, making predictions on future developments of
the language. An incredibly articulated and multifaceted
picture emerges, which shows all the complexity of a new
and constantly evolving language, in which foreign
loanwords struggle to adapt and integrate into the target
language, giving rise to numerous variants of the same
word.

Keywords: Corpus Linguistics; Corpus-based analysis;
Contemporary Russian netspeak; Loan words.

1. Introduction

Computerization and the digital revolution have enabled
significant advancements in all aspects of human life. With
the advent of computers and digital software, corpus
linguistics has flourished to the extent that some authors
refer to a true “renaissance of work in Corpus Linguistics”
(Volk, 2002: 255). In fact, it has undergone a complete
transformation, both in terms of the amount of data that
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can be processed and the times of interrogation of these
data.

The literature provides various definitions of corpus
linguistics:

Corpus linguistics is the investigation of linguistic
research questions that have been framed in terms of
the conditional distribution of linguistic phenomena
in a linguistic corpus. (Stefanowitsch, 2020:

56)

A Glossary of Corpus Linguistics states:

According to McEnery and Wilson (1996: 1) it is the
study of language based on examples of “real life”
language use and a methodology rather than an
aspect of language requiring explanation or

description. (Baker et al., 2006: 50)

In other words, corpus linguistics investigates language
phenomena through quantitative and/or quantitative
empirical analyses, using linguistic corpora, electronic text
databases representative of natural language. Corpus
analysis can provide insights into linguistic patterns and
structures, and can be used to investigate a wide range
of linguistic phenomena, such as syntax, semantics,
pragmatics, and discourse.

If computerization enabled the first corpus linguistics
revolution, the development of the Internet and the Web
“has sparked a second Corpus Revolution” (Rundell, 2008:
26). Kilgarriff and G. Grefenstette published an article
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titled Introduction to the Special Issue on the Web as Corpus
(Kilgarriff & Grefenstette, 2003) to demonstrate that the
Web can be used as a linguistic corpus to conduct linguistic
researches. The provocative formula “Web as Corpus” soon
became widespread, appearing in the works of numerous
authors including Volk (2002), Baroni and Bernardini
(2006), Ludeling et al. (2007), Ferraresi (2009), Lew (2009),
and Gatto (2009, 2014).

Kilgarriff and Grefenstette’s intuition led linguists to
think about a new denomination for this branch of corpus
linguistics, which began to take shape in the early 2000s:
D. Crystal was the first who introduced the term “Internet
Linguistics” (Crystal, 2004). In 2005, G. Bergh proposed the
variant “Web Linguistics” (Bergh, 2005). Web Linguistics,
or Internet Linguistics, is a subfield of corpus linguistics
that makes use of the World Wide Web for linguistic
researches.

Among the most popular current trends, we mention
the Corpus-based Language Teaching and Learning, which
aims to identify common errors and language learners’
difficulties, in order to develop appropriate teaching
materials and activities. The Russian Learner Corpus[i]
(RLC), the Corpus of Russian Student Texts[2] (CoRST), and
the RUssian LEarner Corpus of Academic Writing[3] (RULEC)
are just few examples. Furthermore, this issue has been
addressed by numerous linguists, as Chahine and Uetova
(2023), Callies and Goétz (2015), Granger (2009), McEnery et
al. (2019), and Tono (2003).

Another major subfield is Multimodal Corpus
Linguistics that focuses on the analysis of multimodal data,
including text, images, videos, and audio, to study sign
language, verbal and nonverbal communication, and
emotions. We highlight Russian Sign Language Corpus[4l
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(RSL) and the works of Lyakso et al. (2015), Abuczki and
Ghazaleh (2013), Blache et al. (2009).

Finally, we mention Corpus-based Discourse Analysis,
which uses corpus linguistics to study discourse patterns,
including the structure, organization, and function of
language in context. In this regard, we mention the works
of Jaworska and Ryan (2018), and Al-Khawaldeh et al.
(2017).

The present study falls under one of the new trends of
corpus linguistics, the Computed-Mediated
Communication (CMC) Corpus Linguistics, which analyses
large corpora containing digital communication texts,
such as instant messaging, social media, email, and
chatrooms, to identify the patterns and characteristics of
the netspeak, and to investigate how these patterns change
over time and across different contexts. For a detailed
insight on this issue see Longo (2021).

Particularly, the research focuses on the analysis of
contemporary Russian netspeak.

The netspeak, also known as weblish, globespeak,
digispeak, chatspeak, and cyberspeak, is the language of
the World Wide Web, which has unique characteristics,
typical of both written and spoken language. Since the early
2000s, D. Crystal has addressed this question, noting that
some academics had already described the Internet
language as “written speech” and a mode to “write the way
people talk” in the 1990s (Crystal, 2004: 25).

According to Crystal, what distinguishes spoken
language from netspeak is the lack of simultaneous
feedback, which determines the absence of another
characteristic typical of speech, the listener’s simultaneous
reactions, such as head nods, interjections, and nonverbal
language of approval or dissent. Furthermore, in speech,
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the conversation can overlap or be interrupted, whereas in
messages, the pace of the conversation is typically slower.

Similar to written language, punctuation, capital letters,
and emoticons compensate for the lack of intonation, tone
of voice, and pauses. Moreover, one feature that makes the
netspeak more akin to written language, is the possibility
of thinking of a structured discourse, erasing, modifying
and reviewing what has been written.

Another distinguishing feature of netspeak is the use of
emoticons, pictures, and gifs to express emotions, facial
expressions, and gestures. Interestingly, these contents
have changed the way in which other people’s messages
are perceived or interpreted: without any type of emoticon,
messages can be perceived as cold, detached, or even
aggressive (Gunraj, 2016).

Taking everything into account, various studies on
netspeak have revealed that it has characteristics more akin
to the written language than the spoken one (Crystal, 2004;
Johannessen and Guevara, 2011).

With regard to Russian netspeak, object of this
investigation, different ways of transcribing English
loanwords, the use of foreign loanwords as roots to create
various forms of derived adjectives and verbs were
observed.

Our goal is to determine whether a diachronic corpus-
based analysis of Russian netspeak can helpto predict
which standard form will be established over time and
determine future linguistic developments. Furthermore, a
comparative analysis among the various research tools
used, such as paper and online dictionaries, traditional
and web corpora, was carried out in order to determine
which of these is the most appropriate and up-to-date to
investigate the Russian language in its contemporaneity.
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2. Methods

2.1 Materials

The 4th edition of Zanichelli Italian-Russian dictionary
Kovalev (2014) and two online dictionaries, Vikislovar’[s] and
Academic.ru[6] were used as research tools for this analysis.

As regards the corpora, we employed two sub-corpora of
the Nacional'nyj Korpus Russkogo Jazyka (NKRJa)[7], the Main
Corpus and the Spoken Corpus, and two Web corpora, the
ruTenTen11 and the ruTenTen17, both accessible through the
online platform Sketch Engine. A third Sketch Engine Web
corpus, the Timestamped JSI web corpus 2014-2021 Russian,
was used when the analysis generated unclear results.

The NKRJa is the primary corpus of the Russian
language. It now contains 1.9 billion tokens, spread among
15 sub-corpora. The Main Corpus and the Spoken Corpus
include 374 and 13.4 million tokens, respectively.

The Russian Web Corpora, abbreviated ruTenTeniz and
ruTenTen17, contain 14.5 and 9 billion tokens, respectively.
Finally, there are approximately 5.5 billion tokens in the
Timestamped JSI web corpus 2014-2021 Russian.

2.2 Procedure

Firstly, to search for lemmas appropriate for our
analysis, we entered the following query on Yandex, the
Russian search engine: Sleng molodéZi 2021, Molodéznij sleng
2021, Molodéznij Zargon, Russkij Zargon molodéZi, Modnye slova
2021, Samye populjarnye slova 2021[8].

Based on the findings, we examined a variety of
dictionaries and online resources, and we created a
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preliminary list of lexemes to be analyzed, by cross-
analyzing the data frequency.

The data was further filtered, and some lexemes were
removed, since they were deemed offensive or obscene.
Over 300 lexical items are included in the final “List of
analyzed lemmas”, which can be found in the Appendix.

Subsequently, we created an analysis chart to report the
following data:

« Meaning and definition of the lemma or of the English
loanword in Russian;

 Gender/declension/conjugation of the lemma;

« Compounds and/or derived lemmas;

« Etymology of the lemma/loan;

« Type of linguistic interference (loan, total or partial
calque, etc.);

« Autochthonous Russian lemmas and synonyms;

« Frequency of the analyzed lemma on both print and
online dictionaries;

« Frequency of the analyzed lemma on the Main Corpus
and Spoken Corpus of NKRJa;

« Frequency of the analyzed lemma on ruTenTen11 and
ruTenTen17;

« Concordances;
- Examples of usage and translation;

« Personal notes and considerations.

3. Results and discussion
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The findings from the data analyses will be examined in
this section, organized into distinct sub-sections for
clarity.

3.1 Different transcriptions of the English loanwords

Various methods of transcribing borrowings from Latin
characters of the English language to Cyrillic emerged
during the analysis. The greatest variation has been
identified at the level of phonetic and orthographic
realization of English loanwords. These observations will
be discussed in greater detail in the following sections.

3.1.1 Vowel alternation of 3 (/ ¢ /) and E (/je/ or /je/)

The vowel [e] is represented by two different graphemes
in Russian: “3” denotes a strong vowel that is pronounced
open (/ € /), while “e” denotes a weak vowel that softens the
consonant that comes before it (/je/ or /je/).

The presence of these two vowels in the Russian
language results in the coexistence of different
transcriptions for the same loanword (see Table 1) and this
is one of the most frequent phenomena.

Table 1. Lexical items occurring with graphemes e and .

1. Anrpeiiy — anrpaiiz. 8. Tpem — Tpomn

2. Teiim — raiim. 9. ®eiik — paiik.

3. MHudmoencep — uudurosHcep. 10. ®eiicnanm — daicnanm.

4. Kpeiiz — kpoii3. 11.  ®nemmob — duammob.

5. MeiHCTPUM — MIHHCTPUM. 12.  Xeiitep — xaiiTep.

6. Heruker — HoTHKET. 13.  Xemrrer — X3IIT3r — X3IITEr.
7. Centu — candu. 14. Ileiim — m3um.

The frequency analysis revealed that 80% of the above

«

lexical items are transcribed using the grapheme “e”
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specific mention is made of uncmoencep (“influencer”),
HeTHKET (“netiquette”), anrpeii (“‘upgrade”), reiim (“game”),
as well as the nouns «xpeiis (“craze”), MeHHCTPUM
(“mainstream”), cendu (“selfie”), deiicnamm (“facepalm”),
deiik (“fake”), pmemmo6 (“flash mob”), xeiirep (“hater”) and
their related derived verbs and adjectives. Instead, Tpau
(“trash”), xamrer (“hashtag”), and umiim (“shame”) are
typically spelled with the grapheme “3”.

For sake of clarity, Table 2 below repots an example of
the analysis of the frequency for the variants ¢iernmvo6 and
a31MOo0.

Table 2. Data from the analysis of dumermmo6 and
o6 (“flash mob”).

Source

Dnemmod

DmMo6

Paper dictionary

Kovalev: No.

Kovalev: No.

Online dictionary

Vikislovar’: Yes.
Academic.ru: Yes.

Vikislovar’: Yes.
Academic.ru: Yes.

'NKRJa - Main Corpus

Daemmo6: 79 times.

®mmmob: 10 times.

NKRJa - Spoken Corpus

®@nemmod: No.

@13mMmob: 2 times.

ruTenTenl ]

Daenmo6: 9.866 times.

D13mmo6: 4.936 times.

ruTenTenl7

Diemmo6: 14.312 times.

®mmod: 3.925 times.

According to the data of the above table, the most
frequent transcription of “flash mob” is the one with the

@ »

grapheme “¢”. If we consider the English phonetic
transcription, /'fle | mbb/, the front vowel /z/ is realized
in ¢mremmo6 with /e/, but the same does not hold with
xamrrer and Tpa, in which the original /z/ is transliterated
/3/. At the orthographic level, the Russian manual Rozental’

@ »

reports that the grapheme “e” is used in Russian after a

«3i»
1

consonant and the vowel “I” in the root of words, while 5 is

“s»
1

used in the root of words after vowels, except “i” (Rozental,
2010: 32). Again, xamrrer and Tpai violate this rule.

The initial hypothesis held that there was a relationship
between the English phoneme, or phoneme sequences, and

the realization of a particular grapheme in Russian
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transcription. However, no correlation has been found to
support or refute this theory. Although there is a definite
preference for using the grapheme “e”, neither the original
phoneme, the stress position, nor the number of syllables
in the lemma have any bearing on the grapheme used in
the transcription. Even Russian orthographic rules are not
always strictly observed, reflecting the complex and
multifaceted picture of loan transcriptions in Russian.

3.1.2 Consonant alternation of C (/s/) and 3 (/z/)

In Russian the voiceless alveolar fricative (/s/) is
represented by the grapheme “c”, while the voiced alveolar
fricative (/z/) is represented by the grapheme “3”. These
two consonants are thus in “voiceless-voiced” opposition.
During the analysis, a double transcription of the English
word dislike emerged: the variants nucnaiik and gu3narik.

Since dislike in English is pronounced /d [ 'sla I k/, with
a voiceless alveolar fricative, we should expect the Russian
transcription mucnaiik. Concurrently, according to Russian
orthographic and phonological rules that govern the use of
prefixes ending with -3 and -c, the voiced fricative -3 must
be used before vowels and voiced consonants, as it is in
this case (Rozental’, 2010: 51). In other words, each type of
transcription had a 50% chance of occurring; to identify
which one has been successfully established in modern
Russian netspeak, we employed corpus analysis.

Table 3. Data on the frequency of mucnaiik and ausmaik
(“dislike”).
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Source 1 i I i

Paper dictionary Kovalev: No. Kovalev: No

Online dictionary Vikislovar’: Yes. Vikislovar’: Yes.
Academic.ru: No. Academic.ru: No.

NKRJa - Main Corpus Jncnaiik: No. Jimznaiik: 1 time.

NKRJa - Spoken Corpus Jucnaiix: No. Tusnaiik: No.

ruTenTenl] JMuncnaiik: 40 times. Juznaiik: 18 times.

ruTenTenl7 JMucnaiik: 196 times. Juzanaiik: 762 times.

Timestamped JSI web JMucnaiik: 367 times. JMu3naiik: 4.953 times.

corpus 2014-2021 Russian

Despite the extremely low frequency of data, Table
3 shows that the transliteration gusnaiik, with the voiced
alveolar fricative, is favored in Russian transcription. This
demonstrated that dislike has undergone a deep process of
russification and adaptation, and is now written according
to Russian phonological and orthographic rules, rather
than the English original pronunciation.

3.1.3 Compound nouns that are hyphenated or written as a
single lexical item

As shown in Table 4, different ways of transcribing
English compound words resulted from the investigation.

Table 4. Different realizations of English compound
words.

1 Anrpeiin, an-rpein.

2 Boauapr, Goxu-apt.

3 Boaunosurus, 00IH-II03UTHB.

4 BoaumeAMuHr, 601H-IEHMHHT.

5 KubepOymar, knbep-0yumHT.

6 Oddronuk, odbd-Tonuk; oddromn, odd-Tomn.
7 DOrenmmob, diem-mob.

8  OpenmsoHa, ppeH-30HA, PpeH T 30Ha.

9  Yaitnndpu, gaitng-dpu.

10 YwmnayT, ynn-ayT.
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Particularly intriguing are those compounds with “body”
such as Gommapr (“bodyart”), and the variant Gomu-apr
(“body-art”), Gopumozutue (“bodypositive”) and Gopu-
nosutuB (“body-positive”), and ultimately Gopumreimunr
(“bodyshaming”) and Gopu-meiimunr (“body-shaming”).
Although they are composed of the same elements, these
lexemes are transcribed differently: unlike in English,
Gopu-apt is mainly written in Russian with a hyphen. In
contrast, the nouns Oogunosutus and GopuIIEeHMUHT are
both transcribed as a single lexical item, while in English
they are spelled body-positive and body-shaming, respectively.

Similarly, opdromuk (“off-topic”), which is written in
English separated by a space or a dash, is written in
Russian as a single noun. Interestingly, the analysis
revealed a preference for the word’s truncated version,
o(prom, which is nonexistent in English.

Regarding the word child-free, it is worth noting that
English compounds containing the adjective “-free” as the
second element of the compound are typically written with
the two elements of the word separated by a hyphen;
examples include sugar-free, tax-free, fat-free, duty-free, etc.
The word waitnudpu, written attached, has established
itself in the Russian language, contrary to the English
standard and our expectations.

In a similar vein, the compound flash mob, typically
spelled in English with spaces between words, has
established itself in Russian as the single lexical itam
¢aeumoon.

An additional intriguing example is chill out, which in
English can be either a noun, an adjective, or a phrasal
verb. Depending on its function in a sentence, it is written
differently: when it is a noun or an adjective, the word chill
and the preposition out are separated by a hyphen, while
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when it is a phrasal verb, they are separated by a space.
In Russian, the noun is not only written as a single lexical
item, but one of the two lateral liquid consonants “I” of chill
is also omitted, resulting in ynnayr.

Anrpeitn (upgrade), kuGepOysumar (cyberbulling), and
(penmzona (friend zone) are among those words that retain
their original English transcription and are written in
Russian as a single lexical item.

In summary, Russian loans differ significantly in
spelling from the original English words in the majority
of cases: the analyses revealed that only 30% of the time
the spelling is completely respected. Furthermore, the
transcription of odron and uymmayr differs significantly
from the original English. The corpus analysis has allowed
us to determine which transcription mode has been
established in the modern Russian language.

3.2 Nouns: word formation processes, loans, and irregularities
that emerged

Nouns are the most frequent morphological category
among the examined lexemes. The results of the corpora
analysis will be illustrated in the following subparagraphs.

3.2.1 Transliterated loanwords

The most common phenomena, found in forty-one
cases, are the transliterated loans. They are typically luxury
loans, i.e. nouns that already have a lexical equivalent in
the target language, but they are used to add an exotic or
prestigious nuance to speech, in technical languages, or by
a small circle of people who share a specific linguistic code.

These loans are subjected to significant inflectional and
derivational affixation processes: not only they are
regularly declined, whereas in the past most borrowings
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were left unchanged, but they also give rise to new
derivative adjectives and verbs.

Loan usage tends to regularize over time: if some
borrowings initially displayed two or more types of
transcriptions, then they consolidated into one definitive
form, as observed in the previous paragraph. The word
cendu (selfie) is intriguing: according to the corpus
analysis, it was initially a regular declinable noun, but over
time it became firmly established in the Russian language
as an invariant, non-declinable noun.

Another interesting case is the noun Ttpaw, which,
according to Vikislovar, has two declensions, with a
different accent and only in the singular form, i.e. Tpam
would be part of the nomina singularia tantum category;
however, corpus analysis revealed that this noun is
declined even in the plural number.

3.2.2 Loanwords deriving from English nomina agentis and
nomina actionis ending in -er

The nomina agentis are nouns that refer to the entity that
performs the action, whereas the nomina actionis are nouns
that refer to the action itself. For their creation, each
language has its own derivational morphemes: in English,
a derivational model frequently used is “verb + -er/-or” (e.g.
kill — killer, translate — translator), whereas in Russian
the most common are “verb + -Tenb, -4uK, -IUK, -U4Y, -OK,
-HUK, etc.” (e.g. uMTath — uutatenp “‘read — reader”,
NEPEBOUTEL — NEPEBOUMK “translate — translator”).

During the investigation, twenty-two English nomina
agentis and actionis ending ending in -er were found,
transliterated into Russian as borrowings, most frequently
as luxury loanwords. In other words, the foreign roots of
these lexemes are not adapted to the target language by
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using standard Russian derivational suffixes; nouns are
simply transliterated and declined as strong masculine
nouns ending in —ep (“-er”).

The words a6brozep (“abuser”), anrpeitnep (“upgrader”),
6rorep (“blogger”), kubepOymnep (“cyberbuller” — note that
this word does not exist in English), refimep (“gamer”),
ungioeHcep (“influencer”), naiikep (“liker”), naiipxakep
(“lifehacker”), my3ep (“loser”), npaukep (“pranker”), croitnep
(“spoiler”), craiimep (“styler”), crtpumep (“streamer”),
Tpabameiikep  (“troublemaker”),  deiikep  (“faker”),
omnosep (“follower”), xeitrep (“hater”), and rozep (“user”)
are just few examples.

3.2.3 Russified English loanwords with the suffix -cme(0),
denoting abstract neuter nouns

Numerous nouns in Russian have the derivational
pattern “Adjective/noun root + suffix -ctB(0) — Neuter
abstract noun”.

These neuter nouns ending in -ctB(0) typically denote
a union or a group of people, usually quite numerous
(6parctBo  “brotherhood”, pmBopsiHcTBO “nobility”), an
institution or organization (areHTCTBO  “agency’,
nocoJibCcTBO “embassy”), an abstract quality, typical of
animate beings, (GorarctBo “wealth”, wu3smecTBO
“elegance”), a person endowed with the characteristics
expressed by the root of the noun (6oxkectso “divinity”,
Huutoxectso “nullity”), and people’s working activities
(akymepcTBo “obstetrics”).

During the analysis, six nouns ending in -cTB(0) Were
discovered, the root of which is a transliterated English
loanword. Specifically, these neuter nouns indicate an
abstract category, such as GnorepctBo (“a set of people
belonging to the category of bloggers”), refimepctso (“a set
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of people belonging to the category of gamers”), myzepcTBo
(“a set of people belonging to the category of losers”),
cnoiiiepcTBo (“a group of people who spoils”), xeiirepcTso
(“a set of people belonging to the category of haters”) e
xuricrepetBo (“a group of people belonging to the category
of hipsters”), deriving from the nomina agentis blogger,
gamer, loser, spoiler, hater, and hipster, respectively.
Although they don’t appear frequently in the corpora under
investigation, these Russified English loanwords provide
an intriguing example of acclimation and integration into
the Russian language. This derivational model is not
particularly common, but it has a strong possibility of
becoming more widespread over time.

3.2.4 Transliterated loanwords and partial calques having the
same meaning

During the research, some compound nouns with the
same meaning but different word forms were found:
cenpu-cruk and cendu-nanka (“selfie stick”) and the
compound nouns eik-Hbioc, ¢efikapioc, and Qeik-
HoBocTH (“fake news”).

Cendu-crik and efik-uptoc or eiikubioc are fully
transliterated loanwords, whereas cendu-nanka and geik-
HoBoCTH are linguistic partial calques. These are examples
of the so-called endocentric compounds, which have a
semantic head that carries the compound word’s semantic
meaning, and a modifier that restricts the meaning of the
word. In the case of cendu-nanka and ¢efik-HoBocTy, only
the modifiers cendum- (“selfie-”) and deiik- (“fake-”) are
transliterated loanwords, whereas the semantic head
-manka (“stick”) and -HoBocTu (“news”) are linguistic
calques.

It’s also worth noting that the word “news” is a pluralia
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tantum noun in English, and the calque in Russian was kept
plural as well.

In the case of “selfie stick” the partial calque cencu-
nanka is more frequent than the transliterated loan cendu-
cruk. This trend is supported by data from ruTenTen17 and
from the Timestamped JSI web corpus 2014-2021 Russian. On
the contrary, the term “fake news” has spread widely in
Russian as the transliterated loanword ¢eiik-Hbtoc, rather
than the partial calque defik-HoBocT. Data from
ruTenTen17 and the Timestamped JSI web corpus 2014-2021
Russian confirm this trend.

3.3 Adjectives: derivational processes and different word forms
with the same meaning

Numerous derived adjectives were identified during the
analysis; in the following subsection, we will examine the
phenomena observed in relation to this morphological
category.

3.3.1 Adjectives derived from transliterated English loanwords
During the investigation, twenty-nine adjectives derived
from transliterated English loanwords were discovered, as

shown in Table 5.

Table 5. The list of analyzed adjectives.
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ABb103HbII: AObI03 + H + biif (from “abuse™)

Anrpeiifabiii: Anrpeiin + H + biif (from “upgrade”™)
Anrpeiifosbiii: Anrpeiin + os + biit (from “upgrade™)
Buaorepnetii: Bnorep + 1 + wiii (from “blogger”)

Buaorepexwii: Buorep + ck + il (from “blogger™)
BoaunosutuBHelii: boaunoszurus + 1 + wiit (from “body-positive™)
Teiimepexmii: Teiimep + ck + uii (from “gamer™)
Tedimmaeiinsiii: lefimmneii + # + siii (from “gameplay™)
Kpunoesiii: Kpun + o8 + siif (from “creepy’™)

Kpunorusiii: Kpunor(a) + 1 + siii (from “creepy™)

JlaiixoBwiii: Jaiik + o + b (from “like™)

Jlyzepusiii: JIysep + u + biii (from “looser”)

Jlyzepceknii: JIysep + ck + uit (from “looser™)

MeiincTpuMHubiii: Meiinctpum + 1 + biii (from “mainstream™)
MeiincTpuMoBcknii: Meiinctpum + oBek + uii (from “mainstream™)
MeiincTpuMoBblii: MeiinctpuM + 0B + i (from “mainstream™)
17.  Cnoiiaepusiii: Crioiinep + H + siii (from “spoiler”)

18.  Cmnoiiaepeknii: Cnoiinep + ck + uii (from “spoiler™)

19.  Craiinmurosstii: Craiinuar + o8 + bl (from “styling™)

20.  Craiinossiii: Craiin + oB + bl (from “style™)

21.  Crpumepnsiii: Ctpumep + H + biii (from “streamer”)

22.  Crpumunrossiii: CtpumuHr + 0B + biii (from “streaming’)

23.  Crpumoscknii: Ctpum + oBck + uil (from “stream™)

24.  Crpumossiii: Ctpum + 0B + bl (from “stream™)

25.  Tpawessiii: Tpaur + es + biii (from “trash™)

26. Tpawmoessii: Tpau + oB + biii (from “trash™)

27. deiikopblii: Oeiik + o + biii (from “fake™)

28.  Xeitrepcknii: Xeiirep + ck + uii (from “hater”)

29.  Xmuncrepcknii: Xuncrep + ck + uii (from “hipster”)

LN R W -

= e e e e
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Adjectives are formed using the Russian derivational
suffix -oB-/ -eB- in 38% of cases, the suffix -H- in 34.5% of
cases, the suffix -ck- and -oBck- in 20.7% and in 7% of cases,
respectively.

Additionally, ten of the analyzed adjectives derive from
the previously mentioned English nomina agentis and
actionis, whereas in two cases Russified adjectives derive
from English nouns ending with the suffix -ing, namely
CTPMMHHIOBBIi (CTPUMUHT + -0B- + blit), deriving from the
noun “streaming”, and CTAJIMHTOBbIIA (CTAMIMHT + -OB- +
biiA), deriving from the noun “styling”.

English nouns ending in -ing generally indicate an
action, an activity, or the act of doing something, and the

ISSBM 2022 PROCEEDINGS | 111



resulting Russified adjectives preserve this actionality in
meaning.

Furthermore, some Russian adjectives having different
derivational suffixes, but the same English root, were
found.

This is the case of adjectives like anrpeifmubii and
anrpeiioBelil, 61orepHbIil and Gorepckuii, Kpunosblil and
KPUIOTHBIH, Jy3epHblii and Jy3epckuii, MEHHCTPUMHBINA,
MENRHCTPUMOBCKUI and MERHCTPUMOBBIiA, CIIOMIEPHBIT and
CIIOMNIEPCKMI, CTPUMOBCKUIA and CTPUMOBBIA, TP3IUEBLIA
and tpawmossii, derived respectively from English nouns
upgrade, blogger, loser, mainstream, spoiler, stream and
trash.

In general, each derivational suffix has a specific
meaning: namely, the suffixes -eB-/-oB- indicate belonging,
the property of an object, a material, or technical
terminology; the suffix -ck- denotes the relationship with
a certain category or the belonging to the category itself;
finally, the suffix -u- indicate a property related to an object,
a phenomenon, an action, a place, being subject to an
action or the result of an action, denoted by the root of the
adjective.

Statistical analysis has helped to identify which adjective
has become widely used in Russian; however, it must be
kept in mind that this study focuses on Russian neologisms
derived from English loanwords that are still evolving and
integrating into the language. The integration of these new
adjectives into the Russian language over time can be
traced using corpus diachronic analyses.

3.4 Verbs: derivational and russification processes

During the analysis, three major trends concerning verb
derivational processes emerged: verbs having English
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transliterated nouns, acronyms, or verbs as their root;
different verb forms deriving from the same root, but
belonging to different conjugations; finally, verbs derived
from English loanwords and russified by adding the
Russian suffix -cst to create the reflexive form of the verb.

These phenomena will be discussed in detail in the
following subparagraphs.

3.4.1 Verbs derived from transliterated English loanwords

Several verbs deriving from English
transliterated nouns, acronyms, orverbs were found
during the analysis.

Only one of the forty examined verbs derives from an
acronym. In fact, the English acronym ROFL (Rolling On
the Floor Laughing), usually transliterated into Russian as
PO®IJI, gives rise to the verb pocurs, which means
“rolling on the floor laughing” or “laughing out loud”.

The major derivational suffixes used in verb formation
are -a-, -u-, -UpoBa-, -Hy-, and -oBa-.

The derivational suffix -u- appears in 62.5% of cases,
followed by the derivational suffix -a-, used in 15% of cases.
The suffix -ny- is less common, used in 10% of cases, as are
the suffixes -oBa- and -uposa-, which appear in 7.5% and 5%
of cases, respectively.

Derivational suffixes in Russian convey a specific
meaning: the suffix -u- generally denotes the action
denoted by the meaning of the verb’s root (psiGaunts “to
go fishing”, from pwi6a “fish”), the act of using an object or
a tool, and atmospheric events (Moposuts “to frost”, from
Mopos “frost”), the manifestation of a quality denoted by
the verb’s root (BecemuTs “to amuse”, from Becenbe
“amusement”), and many others. The suffix -a- forms
denominal verbs, which typically denote a prolonged or
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repeated action (3aBTpakath “to have breakfast”, from
3aBTpak “breakfast”). The verbs created by the -ny- suffix
frequently refer to a single, instantaneous, and momentary
action, whereas the suffix -oBa- forms imperfective verbs
that denote the act of doing something, devoting oneself to
an activity, or being in a specific state.

The corpora analyzed revealed that these different
nuances of meaning are preserved in these newborn verbs,
but not always.

3.4.2 Verbs derived from the same root, but belonging to
different conjugations

During the analyses, different variants of verbs deriving
from the same English root have been discovered: first of
all, form the English noun “upgrade” derive five different
verb forms; these are the verbs anrpefiupoBars,
anrpeiinayTs, and anrpeiituth, the reflexive verb
anrpeiiuThes, and anrpeduTh, the most frequent of all.

The English noun “game” also gave rise to two different
Russian verbs, ramats and reitmuts. Even though they may
appear as verbs deriving from different foreign loanwords,
the original word is, in fact, the same, ie “game”,
transliterated in two different ways: rame, as it is written
in English, and reiim, as it is pronounced in English. Data
analyses indicate that ramars is the most popular, but only
further diachronic studies will be able to determine which
of the two verbs will settle definitively in the Russian
language.

Two Russified variants of the English verb “to dislike”
were found: qm3naiikate and u3naikHyTh. [n3naikars is
slightly more frequent than musnaiikayts however, the
corpus occurrences are so rare that accurate predictions
cannot be made.
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The verbs cmaiinars, caiimuts and caiinHyTh derive
from the English verb “to swipe”, which means moving
one’s finger across a touchscreen. The meaning of a single
and instantaneous action may explain why cBaitnuyTs is the
most widespread variant of the three.

The verbs cnoitneputs and cnoinepayTs derive from the
verb “to spoiler”, which means to anticipate a part of a film,
a TV series or a book, usually the ending. The most frequent
variant is crioinieputh, a trend confirmed by data from the
Main Corpus, ruTenTen11 and ruTenTen1y.

The verbs Tponnuposate and tposuuts derive from the
English verb “to troll”, which means to provoke, instigate
or annoy someone on the Internet, in a chat, forum, or
blog. Tpommmposats is rarely used: forty-one occurrences
in ruTenTen11 and only fourteen in ruTenTen17, so it may be
doomed to disappear in favor of the most popular variant
TPOJUIATE.

3.4.3 Verbs derived from English loanwords, turned reflexive by
the suffix -ca

In Russian, reflexive verbs are formed through a process
known as postfiksacija (“postfixation”), which differs from
normal suffiksacia (“suffixation”) in that the reflexive
particle -cst is added at the end of the verb, after the
derivational suffixes that turn the root into a verb form.

Six out of the forty analyzed verbs during the
investigation were reflexive and derived from
transliterated English borrowing. These verbs frequently
have a non-reflexive variant: as in the cases of arpurs “to
make angry, to provoke”, and the reflexive arputbcst “to get
angry, to get annoyed”, the verb anrpeiimuts (or its many
variants anrpefjupoBarh, anrpeiAHyTh and anrpedTHTH)
meaning “to upgrade”, and the reflexive verb anrpeiinnrscs
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“to upgrade yourself”, “to improve yourself”. The verb
cencpurh, which means “to take a selfie” has a reflexive
variant cencurscs, which means “to take a selfie of
oneself”; the verb uunurs, which means “to chill” has a
reflexive but rarely used form, unmurscst, which means “to
chill oneself” (note that in English this verb is non-reflexive
and intransitive).

The reflexive verb coppurscs, which literally means “to
apologize oneself”, is derived from the English adjective
“sorry” and has the postfix -cst to make it reflexive. It’s an
interesting case because in English there is no verb “to
sorry”, instead other forms are used (namely, “to be sorry”,
“to feel sorry” or “to say sorry”); therefore this verb has
undergone a deep process of russification, originating
from an English loanword and adapting to the model of the
Russian reflexive verb m3uusiTbesi™’ —M3BHHHTHCS | (“to
say sorry” in the imperfective and perfective forms,
respectively).

4. Conclusions

The preceding paragraph illustrated the results and
discussions on the analysis of contemporary Russian
netspeak, conducted using a variety of research tools,
including paper and online dictionaries, traditional
corpora, and web corpora. It was thus possible to
investigate the peculiarities of the contemporary Russian
language and, at the same time, to conduct a comparative
analysis of the research tools.

As regards the various methods of transcribing loans,
English loanwords are typically transcribed from Latin to
Cyrillic characters as they are pronounced in English,

116 | ISSBM 2022 PROCEEDINGS



rather than as they are written, resulting in a kind of
phonetic transcription. However, we cannot legitimately
speak of “phonetic transcription” because the transcription
is not based on the IPA alphabet (International Phonetic
Alphabet) and is far from being a scientific transcription
method.

At the same time, if by “transliteration” we mean a
transcription of a text according to an alphabetic system
different from the original, we cannot even speak of it.
Moreover, transliteration does not aim to give a phonetic
interpretation, as it is in our case.

Based on findings, I am inclined to propose a new term,
“phonetic transliteration” capable of gathering and
combining the characteristics of both terms. This
definition, in my opinion, is the most appropriate for the
Russian language, because the English loans are indeed
transliterated, but on the basis of their pronunciation.

Nouns are the most frequent loan; these are typically
luxury loanwords that give rise to Russified derived and/or
compound words. The presence of English nomina agentis
and actionis ending in -er, transliterated and declined in
Russian as masculine nouns ending in “ep”, is an
intriguing phenomenon: twenty-two of them were
identified during the analysis.

Less common, but equally interesting, is the
Russification of English nomina agentis ending in -er by
adding the derivational suffix “-ctB(0)”, resulting in neuter
nouns with an abstract meaning, indicating a union or a
group of people. During the analyses we found out 6 of
them.

Verbs are the second most productive morphological
category: 40 different verb forms were identified during
the analysis, most of which were derived from English
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nouns. The research revealed that there are different verb
forms derived from the same loan, but depending on the
derivational suffix used (-a-, -u-, -upoBa-, -Hy-, -oBa-), these
verbs acquire a specific nuance of meaning.

A fascinating phenomenon involves verbs derived from
transliterated English loans, to which the suffix -csa is
added, to make them reflexive; the most interesting case is
the verb copputscst (from “sorry”), which has been adapted
to the Russian reflexive model n3BuHsITBCSI — M3BMHUTBCS
(to apologise”™), unlike the English language which uses
formulas such as to be sorry, to feel sorry or to say sorry.

In terms of a comparative analysis of the research tools
used, the study suggests that the paper dictionary is
insufficient for searching for neologisms and foreign loans,
as no lexeme under investigation was found. On the
contrary, online dictionaries are perfectly adequate and up-
to-date resources for researching modern language and
slang. They are, however, unsuitable for linguistic analysis.

In terms of the two NKRJa sub-corpora, the Main Corpus
is the most appropriate: in fact, it presented the
occurrences of the searched word in 70% of the cases,
whereas the Spoken Corpus only contained search results
in 32.5% of the cases. Despite their undeniable utility, these
two NKRJa sub-corpora cannot be compared to the web
corpora used for the analyses in terms of data quantity and
variety. RuTenTen11 and ruTenTen17 are the most effective
tools for researching Russian neologisms and foreign
borrowings: in 100% of cases, they contained occurrences
of the searched word as well as several derived or
compound lexemes. However, they are sometimes not very
reliable and precise.

The provocative title of this paper clearly states our goal:
to see if corpus analysis can help us predict future
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developments in Russian language. In general, a
diachronic analysis of the linguistic corpus can be used to
identify which standard form is consolidating in the target
language, allowing predictions about the language’s future
developments. Moreover, in the field of lexicography, this
type of analysis can be extremely beneficial.

In conclusion, the research objectives were met. At the
same time, some questions for future research remain
unanswered: the pattern analysis of those verbs derived
from loans, to determine whether they are adapted to the
Russian language, via structural calque, or remain the
same as the original English model; and the concordances’
analyses relating to the loans examined, to determine
whether or not they are adapted to the target language.
These are just a few examples of how vast and complex the
field of study is: this research is not the end, but only the
beginning.

Appendix
List of analyzed lemmas

1. AOGbi03, a0bI03, abro3; abbio3ep, adbio3ep, abro3ep;
aObIO3UTh, aAOBIO3UTh,  aOIO3UTh;  AOBLIO3HBIN,
a0'bIO3HBIN, A0I03HBIN.

2. Arputs, arpuThCsl.

3. Anrpeiin, anrpaiji; anrpeij, an-rpeij; anrpeur,
anrpayT;  anrpeiiiep, anrpayjep;  anrpeijivHT,
anrpavIvHT; anrpeniHbIN, anrpai/IHbIIA;
anrpeioBbIi, anrpaiioBbIN; anrpeieHHbIN,

anrpavIeHHbIA.

4. AnrpeiguTs, anrpaiinTh; anrpeniuThCS,
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10.

11.

12.

13.
14.
15.
16.

17.

18.

19.

anrpavIuTHCS; anrpeniHyTh, anrpoiIHy Th;
anrpenTUTh, anrpaiTUT; anrpenIiupoBaTh,
anrpevpoBaTh.

Ayd.
BaituTsk.
Barrxepr, 6aTTXEpT, 6aTTXEPTUTD, OATTXEPTUTb.

Brorep, 6norrep; OGmnorepckuii, 6JIOTTepCKHl;
GJIorepHBbIN, 6JI0TTepHBIN; 6JIOTEPCTBO, OIIOTTEPCTBO.

Bopuapr, 6opu-apr.

BbopunosutuB, 60AU-MO3UTUB; OOAUMO3UTHUBHBINI,

OO/IM-TIO3UTUBHBIA.

Bopueitmunr, 6oau-meiiMuHr; 6opuieinmep, 60am-

menmep.

Bynnunr, KnOepOyIUTUHT, K1Oep-OyJIIMHT,
KuOepOyJMHT, Kubep-OyJIuHT; OyJuiep, KubepoyJuep,
Kubep-oysnep.

Baii6, Baiibep.
Bapuk.
Brmcka.
l'amats.

TeiiM, TIa20M; TreUMUHI, T UMUHI; TIEeMMUHIOBOM,
[3MMMHIOBON;  refiMep, TIoiMep; TIeidMepCKuid,
IAMEPCKUl; TEeAMEPCTBO; TE€UMUThb, TIUMUTH;
TeMATBCS, TIUMHUTBLCS; TEeUMIIEH, TIUMINIEH;
reMIIBN, TIMMILISN; FeMMIICHHbINA, TUMILICHHBIN;

reifiMucpukanys, rafMurKanmsl.
Hakdeiic, nakeiicunr.

[ucnaiik, qu3nank, AM3IanKHy Th, U31AAKaTh.
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20.
21.

22.

23.
24.
25.
26.

27.

28.
29.
30.
31
32.
33.
34.
35.
36.

37.

38.

39.

JHroxa.
Kwnza.

3amKBap, 3allIKBAPpUTHCH, 3alIKBAPUTD,
3aIHKBap€HHLIfl, 3allIKBApUBAHUS.

3ymep.

NMXO.

Nndnroencep, nngumosHcep.
Kpam.

Kpeiis, kpaii3; kpeil3u, Kpaiisy; Kpeunsep, Kpaisep;
KPEN3UHT, KPAIU3UHT; KPEeW3aHyThblid, KP3i3aHyThlil;

KPEN30Bblii, KPII30BBbIil.

KpuHIK, KpUHXK; KpUHAXKOBBIN, KPUHKOBBIM.
Kpunoso, kpunora, KpUnoBblii, KpUNOTHBIA.
Kcra.

Kom.

Jlaiik, naiikoBbIi, JTalikep.

Jaiicpxak, naiicpxakep, nafipxakuHr.

Jloiic.

JIOJL

Jysep, J1y3epcTBO, y3€PCKUiA, JTy3EPHBIH, Ty3epc.

MeiincTpum, M3IHCTPUM; MENHCTPUMOBBIH,
M3UHCTPUMOBBI; MEMHCTPUMHBINA, M3IAHCTPUMHBIA;
MEMHCTPUMOBCKUIA, M3HCTPUMOBCKUI;

MENHCTPUMUHT, MOHCTPUMUHT.
Myn.

Mys3oH.
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40.

41.

42.
43.
44.
45.

46.

47.

48.

49.

50.

51.

52.

53.

54.

55.

56.

Heruker, HaTHKET.

Odron, od-Tom; odron, odd-Tom; odromuk, og-
Tonvk; oppronuk, op-Tonuk.

IMIMCM.

ITo dany.

ITpank , npaHKep, NPaHKOBATb.
PO®JI, podpsuts, pocaep.

Caaiin, cBaliHYThb, CBalNaTh, CBAWNWUTH, CBAWINHT,

CBaIC.

Cendu, candu; cendurtb, canputh; cenpurhbes,
canuThes; cendu-kKamepa, capu-kamepa; cendu-
nasnka, canu-nanka; ceapu-cTuK, cangu-CTrK.

CerTuker.
C30T.
CoppH, COppUTHCSI.

Croiisniep, CNoiyiepcTBO, CIOMIEPUTb, CIIOMIEPHYTS,

CIHOMIEPHBI.

Craiin, cTaisic, cTaijep, CTalJIMHT, CTAlJIMHIOBbIN,

CTaNJINII, CTANIOBBINA.

CrpuM,  CcTpuUMEp, CTPUMEpPHbI,  CTPUMMHT,
CTPUMMHIOBbIA, CTPUMUTh, CTPUMOBBII,

CTPUMOBCKMIA.
CToHUTD.
Tpaban, Tpabuic, Tpabunep, Tpabimerkep,

TpaOJILLY TUHT, TPAOJILLY TUTb.

Tpun, Tpunm, Tpunep, TpuUNnep, TPUNEPHbIH,
TPUMINEPHbI, TPUNOBLIA, TPUMNOBATb, TPUI-XOI,
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57.

58.

59.

60.

61.
62.

63.

64.

65.
66.

67.

68.
69.
70.

71.

TPUII-XOIOBBII TPUM-KOMIILIOTED.

TpONMHT, TPOJUIMHT; TPOJIUHIOBbINA, TPOJUIMHIOBBIN;
TPOJIUTb, TPOJUIUTh; TPOJIMHIOBATh, TPOJJIMHIOBATh;
TPOJIMPOBATb, TPOJIJIUPOBATH.

Tpew, Tpau;; Tpewep, Tp3Wep; TPELIEBbIH,
TP3LIEBBIN; TPEIIOBbINA, TPILIOBbINA.

Deiik, (haik; eikoBbIi, (PaNKOBBII; (PeK-HOBOCTH,
(aiik-HOBOCTH; (heliK-HbI0C, PaIK-HBIOC; (DENKHBIOC,
(aiikHbIOC.

Odeiicnanm, avicnanm; deiicnanmMuTb,
(aricnanTmMuTb.

drekcnThb.

Guyp, aryaep, biynepckuil, hiyauHr, GiayauTs.

dnenMo6,  GaeMob;  daem-mo6,  GIsI-Mo6;
daemoodep, aamModep; ¢aeumo06ep,
¢asmo66ep; duen-modep, dasi-mobdep; daen-
Mobep, hrat-Mo66ep.

donosep, domnoBep; (oNOBUHT,  (POJITIOBUHT;
(010BUTS, (POJLIOBUTD.

®dpenn3oHa, ppeHa-30Ha, hpeHy 30Ha.
Xaiin, XalnoBblii, XaiinaHyTb, Xaunep.

XenTep, XoUTEp; XEUTEPUTb, XSUTEPUTh; XEWUTHUTD,
XEHUTepC;  XEWTepCTBO,  XOUTEpPCTBO;  XECUTHHT,
X3UTUHT; XEUTEPCKUIA, X3UTEPCKUIA.

Xuncrep, XMMCTePCTBO, XUTNICTEPCKUI.
Xaurer, Xa1Tar, XelTer.
Yaitnndpu, yaitng-gpu, vaiing dppu.

Yamanax.
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72. Yexkarnb.

73. YUeneHmK, YeIUIeHIK; YeJIeH K, YeIITIeH3K; YeJIeHKeD,
YeJUIEH/KED, YeJIeHKeP, YeIUIeHKeP.

74. Uunn-ayT, 4MuayT, uWi-ayT, YWIAyT, YUIUIED,

YAJUIEPHBIN.
75. UMINATD, YANIUTh; YAIATHCS, YATIATHCS.
76. IlleiiM, IsMM; IEWMMWHT, II3MMIHT.
77. 03ep, 103epcKuii, 103aTh, F03aThCSI.

78. IO03epHeiim.

79. IO3epnuk.
80. 74.
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This paper seeks to provide a theoretical and
methodological framework aiming at designing class
content that enhances the Interactional Competence (Hall,
1999) of learners studying Japanese as a Foreign Language
(JFL). It is worth noting that the present study is still in
progress, and as such, the given account does not present
complete data, analysis, or findings. The main objective of
the research is to develop teaching materials using a corpus
of spontaneous talk, the CEJC corpus (Corpus of Everyday
Japanese Conversations) (Koiso et al., 2022), combined
with Translanguaging (Garcia & Wei, 2014) activities on the
sentence-final particles ne, yo, and yone, important aspects
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of Japanese pragmatics. Teaching pragmatics is an
innovative goal, and it involves a shift away from
traditional grammar and vocabulary-focused approaches,
developing learners’ communicative competence using
interactive and experimental teaching methods that make
language learning more engaging and effective.

Keywords: Japanese Language Teaching, Interactional
Competence, Sentence-Final Particles, Translanguaging,
Corpus of Spontaneous Talk.

1. State of the art

During the past centuries, Japan has been a rather closed
country, as contacts with the outside world were few and
selected. However, the number of people studying Japanese
and wishing to live in the country has grown exponentially
in recent years. Consequently, intercultural situations
between non-native speakers (NNS) and native speakers
(NS) have become ordinary. Yet, the pragmatic focus in
teaching the language is not common, and the
communicative sphere is often undervalued.

The Japanese language presents some features that are
deeply rooted in the society in which it originated. Plus, it
belongs to the isolated Japonic family which is not related
to other neighboring languages, such as Chinese or Korean.
For this reason, a foreigner could find it difficult to acquire
some specific linguistic structures that are inborn with
being native, such as the particles, ne, yo, and yone; broadly
known as shujoshi[1] (sentence-final particles) because of
their position at the end of the sentence.
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2.1 Sentence-final particles: ne, yo, and yone

Ne, yo, and yone are among the most used particles in
natural occurring interaction. As we can see in (cf. 1), in
just fifteen seconds of conversation between two Japanese
in an informal context, sentence-final particles appear
predominantly (Morita, 2005).

(M2l
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10

11

12

13

14

15

M2

+H:

16.

17

18.

19

20

21

22

H:

M:

tada, atashi ga
just I SUB
ano:, nokoreru kanoosei tte yuu no wa:,
uh stay-POT possibility QUO say N TOP

“It’s just that the possibility of my staying (in the program) . ..’

un.
‘uh-huh’
ano:, Amerikan Indian no,
uh American Indian GEN
rangeejl yaritai, tte yutteru koto,
language do-want QUO say-ing thing
dake na no ne,
Cnly PRED PRT PRT
‘uh, depends only on the fact that I want to study American Indian
languages (no) ne.’
un.
*uh-huh’
un. ichioco (.) ne, sooyuu seito, hoshii
yeah generally PRT such student want
kara sa.
because PRT
‘yeah, because generally ne they want to have students like that
sa.”
u:iin.
'yeah’
ne so0 yuu seito ga ippai ita ra ne:.
PRT such student SUB many exist-if PRT
tabun, nokorenai to  [omou].
probably stay-POT-NEG QUO think
‘Ne, if there are many such students ne, I think I probably cannot stay.’
[ (.hh) ]yosckara kitete mne:.
outside from come-TE PRT
‘(if they are) from outside (and) ne.”

an.
“uh-hub’
(.) (.hh) demo sa,

but PRT
nanka sono kanoosei mo takai yo ne,
somehow that possibility also high PRT PRT
yappari,
as expected
bashogara sa:,
character.of.the.place PRT
“‘But sa, somehow, that possibility is high (yo) ne, as you would
expect, from the character of the place sa,’
M:un.
‘uh-huh’
sore ga yaritai kara,
that SUB do-DES because
koko ni ikitai, nanteyuu hito. mo,
here to go-DES QUO.say person also
isoo dashi [sa.
exist-MOD-reason PRT
‘It appears that there are people who want to come here because
they want to do that sa.”

[so so].
‘yeah yeah®
(Morita, 2005, p.2-3)

One can find diastratic and diatopic variations of ne, yo,

and yone: they change according to the geographic area and

the different social groups in which they are used. They

appear to be used conspicuously in informal talk, instead,

they are limitedly utilized in formal and written language.
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Not all of the particles are strictly used at the end of the
sentence; they can appear also between various parts of the
discourse, in this case, these are called kantojoshi (insertion
particles). For this study, we analyze them when they occur
in the final position, since ne, yo, and their combination
yone are the most frequently used in that way. Ne is also
used frequently as an insertion particle, but when it comes
to yo and yone the use as an insertion particle is limited to
the stylistic choices of the speaker. Maynard (19932, 1993b),
considering 3-minute segments of 20 casual conversations
between NSs, states that the particles ne and yo occur in
with a ratio of 3:1 (1 yo every 3 ne), finding 364 ne, and 128
yo in the considered data in both insertion and sentence-
final positions. In recognition of their importance in
interaction, the particles ne, yo, and yone were renamed as
Interactional Particles (IPs) by Maynard (1993a) and later by
Morita (2005).

Despite their significant presence in speech, IPs have
proven elusive in terms of functions and meanings in
interaction. Moreover, ne, yo, and yone do not affect the
utterances’ meaning, one can decide not to use them and
there would not be any problem in communicating the
message. However, it would change the way the message
is performed and how the speaker relates to it and to the
hearer, possibly making the statement odd. As a result,
many scholars have investigated ne, yo, and yone from
different perspectives in order to describe their usage and
meanings.

IPs’ meaning can be mainly described by analyzing the
amount of information shared by the speaker and the
listener. The informational gap between the two
corresponds to a certain use of ne, yo, and yone (Kamio, 1994;
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Maynard, 1993a; Ohso, 2005). Hereafter are some examples
taken from Ohso’s work.

Ohso (2005), using the Nagoya University Conversation
Corpus, tried to rethink the communicative functions of
IPs. Ohso observed the data and tried to categorize
standard cases in which the interactional particles are used
by Japanese native speakers as it follows.

Ne is defined as a particle showing firstly when the
information is shared between the two speakers. For
instance, ne is used when talking about the weather (cf. 2).

(2) A: samui desu ne
cold PRED ne

‘It is cold ne’
B: soo desu ne

yeah PRED ne
‘Yeah ne’

(Annotated[3] and translated from Ohso 2005: 3)

The weather can be usually considered as something
shared since face-to-face communication happens under
the same condition.

Ne is used also as confirmation seeking. Ohso brings the
example (cf. 3) of a dialogue between a waitress (W) and a
customer (C) where ne is needed.

3)

C: koohii to  remonpai
coffee and lemon.pie
'Coffee and lemon pie’

W: koohii to remonpai desu ne
coffee and lemon.pie PRED ne
'Coffee and a lemon pie ne'

C: un, soo (ne)
yes, those ne
"Yes, those ne’
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(Annotated and translated from Ohso 2005:
3)

The usage of ne, in this case, allows the speaker to receive
consent about the owned information and confirm its
correctness.

Another usage (cf. 4) is strictly linked to a friendly
conversational practice; it is used to assume that the wish
or the doubt of the speaker is shared with his hearer.

A: kono kaiwa wa dooiu kenkyuu ni
this conversation TOP which research to
ikasarerun daroo ne

be.useful-PASS-NMLZ PRED ne
‘I wonder which research will take advantages from this conversation ne’

B: hontoo da nee
true PRED nee
‘Really ne’

A: un un kekka wa zehi sensel ni kikitai ne
yeah yeah results TOP surely teacher to ask.want ne
“Yeah, I will ask for sure about the results to the teacher ne’

B: un
yeah
‘Okay’

(Data 65, Annotated and translated from Ohso 200s5: 4)

The last function of ne listed is the one that works as
verification, to understand if what the speaker is saying has
been followed by the listener. Usually, it is followed by an
aizuchi[4] uttered by the hearer in response. As we can see
in the following conversation (cf. 5), in which there are two
persons talking about having a pet in the apartment.

(5)
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B: genkina toki wa ne, kaitai na
healthy when TOP ne pet.want na
to (un) omoo  no ne
QUOT (yeah) think NMLZ ne
"When I feel good ne, I think I want to pet one ne’

A: un
yes
“Yeah’

B: dakedo, kotchi ga chooshi ga warui to,
but here SUB condition SUB bad COND
aa, yappari kawanakute yokatta na tte (uun)
ah.after.all not.pet happy na QUOT (Yeah)
omotte tari ne

think or.anything ne
’But, since I'm sick and, after all I think that I am happy to have
not been petting one ne’
A: soo ne
yeah ne
‘I understand ne’

(Data 31; Annotated and translated from Ohso 2005: 5)

The particle yo, instead, is used when it is necessary to
show clearly to the hearer the information (opinion,
judgment, will etc.) in possession of the speaker. There are
two cases in which we can find yo.

Firstly, when the hearer says something without having
any valuable information about it, or when the speaker just
wants to strongly refer to the knowledge that the hearer
does not possess. Here is an example (cf. 6) taken from
Ohso, in which the two speakers are talking about Belgium
and the experience of living there.

(6)

A: ii machi datta?
good city PRED-PST
*Was it a good city?’

B: ii machi datta yo
good city PRED-PST vo

‘It was a good city yo'’

(Data 65, Annotated and translated from Ohso 200s5: 6)
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Secondly, when the speaker notices that the owned
opinion differs from the hearer’s, and the speaker thinks it
is important to show them with clarity the position, as we
can see in the following example (cf. 7).

(7)

A: hanashikakeyasui fuinki nanjan
speak-easy atmosphere PRED-NEG

‘It is an easy to talk atmosphere’
B: nanoka ne
NMLZ-Q ne
‘“Yeah ne’
A: un
yes
lyesl
B: komatchau ne
it.is.troublesome ne

'It’s troublesome ne’

A:r ii yo. Ii koto da
good yo good NMLZ PRED
‘It is okay yo, it is a good thing’

(Data 65, Annotated and translated from Ohso 200s: 7)

Yone, instead, is the combination of the previous two
particles and owns their functions combined. Three are the
principal uses according to Ohso (2005).

The first one is when the speaker previously acquired
information, it shows that one already has the knowledge
and asks for confirmation from the hearer. As we can see
in the next example (cf. 8), the speaker looks for the
confirmation of the already-known information.

(8)
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A: kekkoosa, nanka interiaa koodineetaa toka
quite-sa somehow interior coordinator something

sooyuu noni kanshin motteru hito tte ool
such but interest have person QUOT many
janai

PRED-NEG

‘Somehow so many people have interest in stuff like interior
coordinator, don’t you think so?”
B: a, ooi ne, un
a many ne, yes
‘Ah, many ne, yes’

A: onnanchito de B no baai, chigau yonee
women among B GEN case, different yonee
‘It is different for you though yone?

B: un, sonc hen niwa sonnaniwa kyoomi

yeah, that field in-TOP such-TOP interest
(unun) mottenai kamo ne

(uhuh) have-NEG may ne

‘Yeah, perhaps I don’t have so much interest in that field ne’

(Data 53, Annotated and translated from Ohso 2005: 8)
Secondly, when the speaker imagines that the hearer

possesses the same information (cf. 9).

©)
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A: ato soco ieba sa
in.addition that say-COND sa
isshoni sa,dokodakke
together sa where-Q
‘And, if we say so, where were we together

B: aa, pari.
aa, Paris
‘Aa, Paris’

A: so, itta yone
yeah, went yone
*Yeah, we went there yone’

B: itta yone.
went yone
‘We went yone’

A: itta yone are wa yokatta yonee
went yecne that TOP good-PST yonee
‘We went yone. It was good yone”

]

B: demo antoki sa, (un) eigo tsukawanakatta
but that.time sa (yeah)english use-NEG-PST
yonee
yonee
‘But that time sa, we didn’t use English yone”’

A: tsukau tte ka, watashitachi boroboro datta
use QUOT Q we extremely.bad PRED-PST
yonee.
yonee

“We were extremely bad (at English) yone*

(Data 65, Annotated and translated from Ohso 2005: 9)

Last, yone is also used when the speaker imagines that
the hearer would have the same opinion about the given
information, even if he does not explicitly know it yet. It
has the same meaning as a simple yo but adding ne shows
the speaker’s pursuit of mutual understanding and
consent, maintaining a friendly atmosphere between the
two (cf. 10).

(10)
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A: uun, Jja, Pdai igai nimo uketa?
uhmm, then PUniversity besides in-also take-PST-Q
dokka juukyokankeino.
somewhere housing.related
‘Uhm, then, besides P University did you take it somewhere else?
somewhere housing related.”

B: a, uketa uketa.

a, take-PST take-PST
‘Ah, I did, I did’

A: so00 nanda.
really NMLZ-PRED
‘Oh, really?”

B: un, Jjooshi dai de uketa.
yeah women Uni at take-PST
“Yes, I took it at women’s University’

A: betsuni, ja, ojiisan. no eikyoo
in.particular then, grandfather GEN influence
toka sonnanjanakutte.

SMT that-NMLZ-PRED-NEG

‘So, then it wasn’t because of the influence of your grandfather”
B: a, sorewa nai nda yone.

A, that-TOP PRED-NEG NMLZ-PRED yone

‘Ah, no, it’s not because of that yone”’

(Data 53, Annotated and translated from Ohso 2005: 10)

Alternative theories account for Interactional Particles
as tools able to manage: the conversational involvement
(Lee D., 2007), the affective common ground among
interlocutors (Cook, 1992), and the harmony of the entire
interaction seen as the main goal of Japanese conversations
(Onodera, 2004).

Stating their importance in spoken utterances, Katagiri
(2007) explains the particles in new terms. These can
express the state of acceptance of the speaker on the
information to the hearer, and accordingly, the hearer will
decide if the information is acceptable or not. The scholar
strongly believes that IPs are persuasion strategies, which
is why they highly influence discourse in everyday
interactions.

Starting from Morita (2005) and Saigo (2011), IPs are
considered entities more closely related to dialogue. Their
research, based on a Conversation Analysis[s] (CA)
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approach, sees the considered particles as resources for the
co-construction of the current talk, having strong power in
influencing the turn-taking structure and the position of
all the speakers involved in the conversation.

One of the aims of the in-development project is to
rethink the particles’ functions taking into account the
informational value (Kamio, 1994; Maynard, 1993a; Ohso,
2005), bridging it to the conversational nuances (Morita,
2005; Saigo, 2011). The revised descriptions will be elicited
through the analysis of the corpus of spontaneous talk
(CEJC) (cf. paragraph 3.2), the main source for the whole
project.

1.1 Acquisition

Japanese children can use IPs in different facets from
a very young age (Clancy, 1985). Ne and yo, are the two
showing earliest, appearing in children’s utterances
between 1,6-2 years.

[..]itseems likely that at least some children can use
sentence-final particles productively while the majority of
their utterances still consist of a single word. It is particularly
striking that these particles, which are extremely difficult for
foreigners to master and use naturally, are acquired so early

by Japanese children. (Clancy, 1985: 42.8)

This can be explained by considering the particles’
pragmatic functions and emotional basis which make the
children want to use them to connect with adults. The
particles also appear to be a strong presence in babytalk[6]:
notably, caregivers finish most of their sentences directed
to children using ne or yo. This frequent amount of inputs
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enables Japanese children to acquire IPs at an early age,
while, on the contrary, they can be a tough topic for
learners of Japanese as a second language.

Japanese language learners struggle with the acquisition
of sentence-final particles, even when introduced to IPs
early on. In this section, we explore research on the use
of ne, yo, and yone by learners. Plenty of qualitative studies
show that learners tend to use IPs inaccurately resulting
in discomfort for native speakers. Differences in the
functions used can be observed, based on the learners’
proficiency level.

Hajikano’s (1994) study analyzed the usage of sentence-
final particles, focusing on the particle ne, among four
beginner Japanese learners over the course of a year. The
research showed that ne was the easiest particle to appear.
The study identified individual differences in acquisition
processes among the learners, with one subject showing
gradual improvement in using ne correctly. However, the
results cannot be generalized due to the small sample size.
According to Hajikano learners tend to use ne incorrectly at
an early stage and use other particles, such as yo and yone,
less frequently.

Intermediate-level Japanese learners tend to overuse
interactional particles, which native speakers may perceive
as rude, according to Ko (2008) and Koike (2000). In
Koike’s study, roleplays between native-speaker of
Japanese teachers and  intermediate-to-upper-
intermediate level non-native students have been recorded.
Six university evaluators noted that the non-native
speakers used the sentence-final particles ne and yo
excessively. One of the evaluators commented that using
about half as many would have been better, as excessive use
can be considered inappropriate.
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The uses in advanced speakers come closer to the native’s
ones: mostly every particle appears to be used, but not
always correctly (Lee S., 2001). The study by Lee S. (2001)
compared the use of ne, yo, and yone between Japanese
native speakers and Korean learners with an advanced level
of Japanese. The research involved ten Japanese native
speakers who were master’s students in their twenties and
thirties, and ten Korean learners who had studied Japanese
for more than five years, with only one student having
studied for less than three years. During the study,
participants engaged in roleplay conversations guided by
general topics such as marriage, job hunting, and living
abroad. Overall, the research suggests that after living in
Japan for an extended period and having studied the
Japanese language for long, advanced learners of Japanese
can generally use ne, yo, and yone but still showing some
room for improvement.

Previous research shows how the IPs’ acquisition is a
really long process in which strong is the influence of one’s
individual characteristics and personal experience of living
the language in Japan.

The uses of IPs by learners of Japanese disclose
problematic situations in intercultural communication.
Misusing or not using ne, yo, and yone when needed can
result in uncomfortable feelings on the side of native
speakers (Koike, 2000). Nazikian (2005) gives an example
(cf. 11) of a possible situation in which the use of the wrong
particle could lead to communicative problems in an
intercultural communication setting. She presents a
situation in which a home-staying student in Japan is
talking with their hosts.

(1n)
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Host: Are, amari tabenai ne

That not.much eat-NEG ne
'You're not eating much ne’

Host: Watashi wa bejetarian desu yo
I TOP vegetarian PRED yo
'l am vegetarian yo'

(Annotated, adapted, and translated from Nazikian,
2005: 168)

Responding to a kindly uttered invite to feel free to eat
more using yo makes the statement strong, stressing one’s
position on something that the hearer must be aware of
(in this case the fact that the student is vegetarian),
consequently, possibly creating negative feelings on the
Japanese speaker’s side. This example highlights the
significance of Interactional Particles in Japanese
communication. Acquiring these particles is crucial for
expressing respect, building rapport, and ensuring smooth
interactions. Without a solid understanding of these
particles, NNSs may struggle to navigate social
interactions and effectively communicate their intentions
and emotions.

As noted by Clancy (1985), however, it is impossible to
replicate the ideal environment and input conditions
necessary for Interactional Particles acquisition in a
classroom setting.

Perhaps these particles are so difficult for Westerners learning
Japanese as a second language because their usage is so
context-dependent that ordinary classroom instruction
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cannot duplicate the appropriate conditions for acquisition.

(Clancy, 1985: 435)

Looking for more reasons concerning the failure
encountered in acquiring IPs by NNSs, it can be stated that
comments in Japanese language textbooks are scarce, and
often do not effectively display their pragmatic functions
(Hoshi, 2017; Ko, 2011). Furthermore, IPs when misused
are usually not corrected in class (Nazikian, 2005), since
the message conveyed in the utterance is not damaged.
This inconsistency in teaching important communicative
resources such as IPs stresses the lack of importance of the
communicative sphere in Japanese language education.

Different studies have shown that the acquisition of the
IPs, can be facilitated by experiencing native input in the
Japanese context (Masuda, 2011). However, one more
recent research (Kizu et al., 2019) has shown how often
not even an abundance of inputs in the native context is
a decisive factor for the acquisition of these structures. It
can be argued that the acquisition process is closely linked
to the subjectivity of the learner. However, developing
teaching materials with detailed explanations and
exercises on Interactional Particles can enhance learners’
sensitivity to the topic, thereby facilitating the successful
acquisition of their uses. A more suitable way of teaching
ne, yo, and yone needs to be implemented (Kizu et al., 2013)
and more attention has to be given to the oral and written
production of the Japanese language (Hatasa & Watanabe,
2017).

Little has been researched on how instructions in class
can influence JFL learners’ acquisition of ne, yo, and yone.
Kakegawa (2009) accounted for instructional effects on the
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development of students’ uses of the particles,
implementing activities on ne, yo, no, and yone through
email correspondence with NSs. Moreover, Hoshi (2017)
developed well-organized lessons on Interactional
Particles’ pragmatic uses, demonstrating how instructions
benefit the acquisition of Japanese IPs when opportunities
for communication with NSs are presented as a component
of the learning process. She also suggests that diverse
instructional approaches need to be studied and
implemented. Hoshi (2017) states that introducing
authentic discourse data in class could help develop
students’ pragmatic knowledge. Although, this is a
procedure hardly applicable when students’ proficiency
level is not high enough.

2. Project

Given the existence of the gap in the literature concerning
the teaching and acquisition of the IPs in NNSs, the current
project aims to develop class contents using the CEJC
(Corpus of Everyday Japanese Conversation) (Koiso et al.,
2022) (cf. paragraph 3.1) combined with Translanguaging
(cf. paragraph 3.2) activities in class.

2.1 CEJC - Corpus of Everyday Japanese Conversations

The role the particles assume can be stressed using the
CEJC corpus (Corpus of Everyday Japanese Conversations)
(Koiso et al., 2022) to elaborate activities to teach the
sociocultural norms of Japanese interaction. Developed by
NINJAL (National Institute for Japanese Language and
Linguistics), the CEJC corpus comprises 200 hours of
spontaneous conversations in various formal and informal
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settings for a total of 1675 conversants, including 862
different participants. It is available in audio, video, and
transcript formats, upon request from the institution. The
data were manually transcribed and linked to the video
through ELANJ7] (ELAN, 2022) and/or Praat[8] (Boersma
& Weenink, 2023). The programs were used to give more
precise annotations of talk.

Corpus of naturally occurring conversations has been
widely recognized as beneficial to the Foreign Language
Teaching field of study (Romer, 2011).This is planned
through a CA-informed approach: naturally occurring
speech facilitates the discovery of previously unknown
regularities of human interaction (Sacks et al., 1974). The
CEJC corpus is supposed to be used directly, as Bernardini
(2002) suggests: learners will be linguistic researchers
involved in the discovery of the class topics by analyzing the
corpus itself. The use of a corpus as the basis of language
lessons exposes learners to spontaneous talk input,
facilitating the understanding of interactional resources in
the contexts of use (Barraja-Rohan, 2011).

2.2 Translanguaging

Translanguaging is planned to be employed as a
facilitator of activities involving the corpus. The concept
was born as a pedagogical resource used in the multilingual
classroom, allowing the students to use their linguistic
skills and experiences acquired in their L1 as well as other
languages, to develop new knowledge in a new language.
As argued by Garcia & Wei (2014) these practices are
naturally occurring when an emergent bilingual is learning
a new language. Translanguaging is based on the
recognition that individuals possess multiple linguistic
abilities that coexist within a bilingual continuum. It
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acknowledges that languages can influence each other as
their boundaries become blurred. This practice not only
allows the students to build new knowledge more easily but
also helps them to strengthen the weaker language of their
repertoire (Baker, 2001).

It is only recently that Translanguaging has started to
be considered applicable to Foreign Language Teaching.
Research on the potential benefits of the use of the L1 or
other languages that the students already mastered in-class
activities is gaining momentum in the academic discourse.
The idea of replacing common practices (Target language
focused) with Translanguaging practices is also being
considered particularly valid. Translanguaging teaching
technique provides multiple benefits: students learn new
concepts with ease through it, being able to adapt to it
effortlessly. It also allows the creation of a relaxed learning
atmosphere that could be beneficial to weaker students,
making them gain the confidence they need to actively
participate in the activities (Chukly-Bonato, 2016; Nagy,
2018)

2.3 Research questions

The starting assumption is that Translanguaging could
help suppress the emergence of the so-called affective
filter[9] (Krashen, 1988). Moreover, since the particles ne,
yo, and yone are invested with high social value, the
combination of Translanguaging tools with the use of a
corpus could ease the exchange of impressions, deriving
both from the fruition of examples selected from the
corpus and from any direct experiences previously
encountered by students. Hence, the research questions set
for the study are:
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1. What are IPs functions found, considering
previously given definitions, through the analysis of
the corpus of spontaneous talk?

2. How can a teaching unit be structured on the
Interactional Particles using the corpus of
spontaneous talk and Translanguaging techniques?

3. What are the benefits of using the corpus of
spontaneous talk and Translanguaging when
aiming to improve JFL learners’ Interactional
Competence?

4. What are the stances of students towards the use of
the corpus and Translanguaging in class?

2.4 Research design

The particles’ definitions and uses will be reconsidered
through the analysis of the CEJC corpus. The study will
analyze the functions considering the state of the art on
the topic, but always referring to the spontaneous uses
occurring in the corpus itself.

From the analysis, representative extracts of videos
linked to the functions elicited will be used to structure
the teaching unit. The lessons including the spontaneous
corpus will be developed and presented to a trial group
of students. The upcoming is a possible class structure,
outlined following the steps described by CEFR[10]
(Common European Framework of Reference for
Languages) to build a teaching module developed in
different phases, combined with Translanguaging
activities that will allow the mutual switch from L1 to the
target language from phase to phase:
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« pre-introductory - evaluation of the students’
pragmatic use of the particles

. introductory — motivational phase, explaining the
strong value of the particles in conversation and
asking the students to share experiences and opinions
on the particles,

. initial — show the selected extracts of CEJC, then
distribute transcriptions of the shown passages,

. central - divide the students into groups, with the task
of analyzing the uses and reporting orally to the class
what was discovered, using then their production to
explain and discuss the actual uses of the particles,

« final - elaborate roleplays or activities that make the
students use the particles to better understand and
acquire them,

« conclusive — evaluation of the lesson’s results and
feedback from the students.

Participating students will be gathered from Japanese
classes (master’s degree level) of the University of Naples
‘L'Orientale’, considering their level of proficiency in
Japanese between intermediate-to-advanced. The non-
participating students, attending the ordinary curricular
Japanese classes, will be employed as the control group as
proof of the validity of the research. Students who have an
elementary level of proficiency will be excluded from the
study because they may not be able to comprehend some
of the cultural subtleties associated with the uses of IPs.
Furthermore, they may find the corpus of spontaneous
conversations too complex even with the implementation
of Translanguaging in class.
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Aiming at evaluating the benefits of the planned
methodology, the study will assess the students’ output in
a pre-introductory and a final phase to evaluate if their
ability in the use of ne, yo, and yone improved through the
lessons. It will also evaluate students from the control
group, with the same assessment tasks on the IPs. This will
be done to prove that students participating in the research
are able to better grasp the meanings and functions of ne,
yo, and yone.

In order to investigate the stances of students towards
the use of the corpus and Translanguaging in class, in the
conclusive phase, they will be asked to fill out a written
survey. Based on the answers given, follow-up interviews
will be conducted with some of the students whose answers
may result to be particularly relevant to the purpose of the
research. To this end, the questionnaire will help with the
understanding of the students’ feelings toward the
teaching methodology. It will also help in collecting the
opinions and feedback needed to appropriately evaluate
the impact of the teaching method on their personal
learning experience.

2.5 Relevance

The present research aims to develop the students’
ability to better understand Japanese conversation
practices, making them transculturally competent and able
to distinguish the right strategy for the cultural context
where the conversation is situated, especially when it
comes to Japanese Interactional Particles’ uses.

The objective is to give new importance to pragmatics in
talk-in-interaction in Japanese pedagogy, developing new
strategies based on recent findings in Foreign Language
Teaching. Teaching pragmatics is of utmost importance
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as it helps learners to effectively communicate and
comprehend meaning beyond the literal level. Pragmatic
knowledge is essential for learners who wish to interact
effectively in real-life situations, especially when
communicating with native speakers of the target
language. When learners have a good grasp of the
pragmatics of a language, they are more likely to be
successful in achieving their communicative goals, making
a good impression, and building rapport with native
speakers. This is particularly important for individuals who
intend to work or study in a foreign country, where the
understanding and respect of the local culture is crucial for
success.

In Japanese, the interactional particles ne, yo, and yone
are of great importance to be pragmatically and
interactionally competent. Therefore, improving teaching-
related activities in the Japanese as a Foreign Language
classroom becomes salient, making the ongoing project
relevant to Japanese pedagogy.
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[1] When transcribing Japanese language in the Roman
alphabet the Hepburn system is adopted.

[2] In the transcription the Courier New font is used since
it allows to better display the glossa and the characteristics
of talk. The following is the glossa used in Morita (2005):
DES-Desiderative; MOD-Modal auxiliary; N-Nominalizer;
POT-Potential form; PRT-Interactional particle; QUO-
Quotative; SUB-Subject; TE-Conjunctive form.

[3]1 In the examples annotated by the author the Leipzig
Glossing system is adopted (Comrie et al., 2008)

[4] Aizuchi (backchannels) are the interjections frequently
used during a conversation to show to the speaker we are
listening to what is said and that we are involved in talk.
[5] Approach used to study social interaction investigating
the ongoing talk through the analysis of multimodal
stances. The aim is to describe patterns of talk and the rules
permeating social interactions.

[6] Babytalk or motherese, is a simplified version of
language adopted by adults to interact with children. This
consists of simpler grammar, long pauses, and limited
vocabulary. The terms used can be modified, or new playful
terms can be coined.

[7] ELAN allows the researcher to manually take notes on
videos, making it possible to clearly outline overlaps,
pauses, and different notes on the occurring utterances.
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[8] Praat is a software used in the analysis of speech in
phonetics.

[9] Self-defense mechanism that acts negatively, hindering
learning, when the task or the object of the class is too
complex for students.

[10] https://www.coe.int/en/web/common-european-
framework-reference-languages/level-descriptions
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During the last decade, linguistic research has started
to investigate the cognitive advantages of bilingualism.
Nowadays clinical linguists pay more and more attention
to the bilingual population, arguing against the common
misconceptions according to which bilingualism leads to
confusion and linguistic delay in children. The same beliefs
have led many teachers to discourage or even prohibit the
usage of the L1 (in case of a heritage language) or the L2
especially in the case of learning difficulties or language
impairment. Recent studies in the field of clinical
linguistics (Kovelman et al., 2008; Marinis et al., 2017;
Vender et al., 2018, Vender et al., 2019; Garraffa et al., 2020)
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provide evidence of the advantages of bilingualism for
children with Developmental Language Disorder (DLD)
but also with other types of language impairments, such
as Dyslexia, Autistic spectrum disorder (ASD), Down
syndrome (DS), Hypoacusis and Aphasia. Even in the
presence of atypical development, in fact, bilingualism
brings cognitive advantages but also entails difficulties in
diagnosing a language impairment in bilingual children.
This contribution provides a brief overview of the state of
the art with the aim of supporting language policies that
encourage bilingualism and multilingualism also in
presence of language disorders.

Keywords: bilingualism; atypical language development;
clinical linguistics; developmental language disorder;
cognitive advantages; bilectalism; dyslexia; autism; Down
syndrome; ADHD.

1. Introduction

Nowadays, bilingualism is a matter of debate. Even if
linguistic research has made great progress and there are
fewer misconceptions about the negative influence of
bilingualism on the process of language acquisition,
sometimes some ancient and obsolete assumptions are still
heard. Commonly held beliefs and myths about
bilingualism can have a strong influence on assessment,
intervention, and decision-making processes (Espinosa,
2008), therefore this contribution aims to shed light on
research progress in this field.

Even if in the last years the migratory waves resulted
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in new linguistic combinations, we still tend to make a
distinction between the languages mastered by the
bilingual, considering some language combinations as ¢élite
bilingualism and others as folk bilingualism (Garraffa et al.,
2020). In the first case, the involved languages are
prestigious and widely spread, such as English, French,
Spanish, and German, and the children will be considered
as “lucky”. In the second one, bilingualism is governed by
circumstances, and it is the result of migration. In this
case, society has a totally different perception of the
bilingual child whose bilingualism is often unrecognized if
the mastered language is a minority and less prestigious
one, not included in school curricula nor used by media
and spoken in a Country with low social prestige. It is a
purely cultural difference, as the brain does not make any
distinction between languages. In fact, at the cognitive
level, no matter if the child speaks English, Farsi, or
Venetian dialect: the benefits are present in any case
(Antoniou et al., 2016; Garraffa et al., 2020)

In the last few years, clinical linguists started to focus
more on the bilingual population, so as to contrast the
common misconceptions which lead teachers to
discourage or even prohibit the usage of the L1 or L2,
especially in case of learning difficulties or language
impairment. Not only is this a piece of advice not
supported by any scientific evidence, but it may also be
potentially damaging and counterproductive for the
healthy psychophysical development of the child.
Language, in fact, is more than a communicative system: it
has an active role in the construction of identity, allowing
the person to feel part of a social group and share with
other members linguistic norms and habits. Prohibiting
the child to use their L1 at home may have implications

ISSBM 2022 PROCEEDINGS | 163



for the whole family system. Moreover, we should be aware
that one of the basic factors of bilingualism is the quality
of the input. In this sense, it would be counterproductive to
ask the immigrant family to abandon their L1 to facilitate
the acquisition of the new language.

Nowadays, clinical linguistics — defined by David Crystal
as a branch of linguistics that apply linguistic theories and
methods to the analysis and treatment of language
disorders (Crystal, 1981) — joins the debate on bilingualism
underlining the numerous benefits it has upon atypical
population. The cognitive advantages seem to be cross-
sectional to the different types of language impairments
from Developmental Language Disorder (DLD) — which
appears in children without any other cognitive or social
impairments (Fleckstein et al., 2018; Tsimpli et al., 2016) —
to dyslexia (Celentin & Daloiso, 2018; Vender et al. 2018)
and hypoacusis (Bunta & Douglas, 2013).

Moreover, the benefits appear also in cases of Autistic
spectrum disorder (Hambly & Fombonne, 2012; Ohashi et
al,, 2012), Down syndrome (Bird et al., 2005, Burgoyne et
al., 2016) and schizophrenia (Seeman, 2016). Cognitive
advantages of bilingualism are also found in case of ADHD
— one of the most common neurodevelopmental disorders
of childhood, characterized by attention deficits — but in
this case further research is needed to better understand
the issues (Bialystok et al., 2016; Koder et al., 2022; Shamra
etal., 2022).

The present article aims to present a general overview
of the topic. It is articulated as follows: in the first section
the cognitive advantages of bilingualism in both cases of
typical and atypical development will be analysed, as well as
the difficulties in diagnosing the language impairment in
bilingual children. In the second one, different situations
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of atypical development will be considered. In the last
section it will provide a description of a phenomenon
widely spread in Italy, that is bilectalism and its benefits in
case of language disorders.

2. Bilingualism between advantages and difficulties:
the two sides of the coin

2.1 Cognitive and social advantages

Adopting a functional definition, bilingualism could be
described as the usage of two (or more) languages on a
regular basis, and bilingual children are those who use two
(or more) languages in their everyday life (Armon-Lotem et
al., 2015).

Recent research (Bialystok et al., 2007; Costa et al., 2014;
Branchini & Donati, 2016) tried to answer an important
question: what happens in the bilingual brain while using
one of the mastered languages? Are both languages still
active or is the one not in use temporarily inhibited? There
is a solid amount of evidence (Armon-Lotem, et al., 2015;
Garraffa et al,, 2020) showing that both languages are
active, and bilinguals develop mechanisms of inhibition
allowing them to keep the two languages separated, since
they cannot use them simultaneously due to the
constraints of the phono-articulatory apparatus, but also
because they have to choose the language to use depending
on the interlocutor. The direct consequence of such
“exercise” results in advantages in executive-control tasks,
such as the Simon Task (Simon & Rudell, 1967) which is
a behavioural measure of interference and conflict
resolution. Participants are asked to respond to visual
stimuli by making a rightward response to one stimulus
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(i.e., a circle) and a leftward response to another (i.e., a
square). The stimuli are sometimes presented on the right
side of the display and sometimes on the left. The location
on which the stimuli appear on the display is irrelevant
for the accuracy of the performance, but it influences
participants’ patterns of responding by either matching
(i.e., congruent trials) or not matching (i.e., incongruent
trials) the side of the correct button press associated with
the shape. The Simon Effect is indicated by a lower
accuracy and/or longer reaction time for incongruent vs
congruent trials. Bilingual children, who are used to
constantly inhibiting the non-active language, are less
subject to the Simon Effect. (Garraffa, Beveridge, Sorace,
2015).

No advantages in executive-control functions have been
found in bimodal bilinguals (Branchini & Donati, 2016),
namely competent users of a sign and a vocal language
which can be (and as a matter of fact often are)
simultaneously produced during code-mixing exchanges,
called code-blending (Emmorey et al., 2008). The
simultaneous production of the two language strings is
possible due to the physical independence of the linguistic
channels involved in the two languages (the hands and the
face for the sign language, the vocal tract for the spoken
language).

If in the past code-mixing was considered a signal of
confusion of the two languages (Poplack, 1980; Cummins,
1981; Cheng & Butler, 1989; Harry, 1992), more recent
studies (Poplack & Walker, 2003; Emmorey et al., 2008,
Paradis, 2001) show that code-mixing and code-blending
follow specific rules and are correlated with specific-
interactional situations or linguistic properties (Sorace et
al., 2009; Branchini & Donati, 2016).
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A particularly interesting situation has been described
by Donati & Branchini (2013) and Branchini & Donati
(2016) analysing the code-blending production of CODAs
(hearing Children Of Deaf Adults) native users of Italian
and Italian Sign Language (LIS), typologically different
languages as far as word order is concerned (Italian: SVO;
LIS: SOV). Branchini and Donati found 4 different types
of code-blending in the data: two simultaneous language
strings following the grammar and word order of one of
the two languages (Italian or LIS); two simultaneous
language strings each one displaying the grammar and
word order dictated by its language; and a single
proposition composed of fragments provided by the two
languages (i.e., the subject in one language, the object in
the other language). The code-blending typologies were not
produced by chance, rather, they were context-dependent:
the child chooses them depending on the interlocutors
present during the exchange. According to Branchini &
Donati (2016), their use also depends on the set involving
the presence of a cognitive and more demanding
representation involved in the different types of code-
blending. Type 1involves the full activation of one language
and one derivation, while both Type 2 and Type 3 involve
the full activation of two languages and in Type 2 two
parallel derivations. These differences lead bimodal
bilingual children to prefer Type 1 since it is less cognitively
demanding.

The enriched cognitive control that comes along with the
bilingual experience represents just one of the advantages
that bilingual people display. They also show major
cognitive flexibility, and they are more successful than
their monolingual peers in adopting more successful
lexical learning strategies (Garraffa et al., 2020). Moreover,
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there is evidence in favor of the hypothesis of bilingualism
effects on decision-making behavior: Costa et al. (2014)
pointed out a reduction of heuristic biases in decision-
making as well as a reduction of emotional resonance.

Other advantages involved in bilingualism concern
attention and ageing which are not exclusive to people who
were raised bilingual, they are also noticed in people who
learn a second language later in life (Linck et al., 2008).
Bialystok et al. (2007) proved that the increasing cognitive
reserve consequent to bilingualism confers protection
against the onset of Alzheimer disease’s symptoms.

Furthermore, beyond these cognitive and neurological
advantages, there are also valuable social benefits that
come from being bilingual, among them the ability to
understand mental states, known as Theory of Mind (ToM).
These abilities arise during development, but special
conditions such as bilingualism may enhance ToM
development or other capacities required by ToM tasks.
Bilingual children seem to be able to understand others’
point of view around one year before their monolingual
peers. The precocious success of bilinguals may be
associated with their well-developed control functions
formed during monitoring and selecting languages
(Kovacs, 2009).

2.2 The difficult diagnosis: Developmental Language Disorder
in bilingual children

If on one hand advantages related to bilingualism have
been widely discussed in the previous section, it is now
necessary to focus on the difficulty in diagnosing a
developmental language disorder (DLD) in bilingual
children. DLD is a primary deficit in linguistic ability and
language development, unrelated to other types of deficits
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(Bishop et al., 2000); Bishop, 2006). DLD population is very
heterogeneous, with differing criteria and controversy
about what linguistic aspects are affected and to what
extent (Bishop et al., 2000; Armon-Lotem et al. (2015). The
deficit can manifest at different levels but not all the skills
are equally impaired (Friedmann & Novogrodsky, 2009).
Syntax and morphology are the most established indicators
of DLD and studies on Bi-DLD often show that DLD in
sequential bilinguals share the same patterns as in
monolinguals (Chondrogianni & Marinis, (2012).

Studies on bilingualism (Vender 2018; Garraffa et al,
2020), show not only the advantages of mastering more
than one language but also other implications. Bilingual
children show a reduced vocabulary, and they may display
morphosyntactic difficulties similar to those of children
with DLD. These similarities may result in overdiagnosis
of DLD in children who do not have a real language
impairment or, on the contrary, underdiagnosis of DLD,
reconducting the child’s difficulties to bilingualism.

Moreover, the difficulties in diagnosing the language
deficit are also due to the fact that tools assessing the
language development even in monolingual children are
available only for a limited number of languages and they
are not comparable across languages or normed for
bilingual children, who generally do not conform to
monolingual norms (Armon-Lotem et al., 2015).

Recently, the overlap among features of bilingual and
impaired language, which causes methodological and
clinical confusion, led also to the founding of the European
Cooperation in Science and Technology (COST) Action
ISo804 “Language Impairment in a Multilingual Society:
Linguistic Patterns and the Road to Assessment” whose
aim is to profile bilingual DLD by establishing a network to
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coordinate research on the linguistic and cognitive abilities
of bilingual children with DLD across different migrant
communities.

The diagnostic dilemma has led to the increase of
research (Haman et al., 2015; Schulz, 2015; Peristeri et al.,
2017; J. Paradis et al., 2017) which focuses on the study of
bi-DLD, with the aim of disentangling the effects of
bilingualism from those of the language impairment.

3. Bilingualism in atypical conditions

Among the parameters to consider in case of language
disorders, one of the most important is the onset which
permits distinguishing between developmental and
acquired impairments. Even if the causes of the formers
are not clear, they seem to have a genetic component and
they appear during childhood. The language deficit could,
therefore, be a consequence of chromosomal diseases (i.e.,
Down syndrome) or neurodevelopmental disorders (i.e.,
dyspraxia). In all these cases, the language disorder is
correlated to other deficits. The acquired language
disorders, instead, appear later in the life of the person who
shows a solid linguistic competence. They may be caused
by permanent or transitional clinical conditions, such as
neurological diseases (i.e., aphasia) and phono-articulatory
dysfunctions, which consist in functional or organic
alterations of larynx, as dysphonia (Gagliardi, 2021).

In the present section it will be provided an overview
of the cognitive advantages of bilingualism observed even
in case of atypical development. The clinical situations
considered will be the Developmental Language Disorder
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(DLD), dyslexia, Autistic Spectrum Disorder (ASD),
hypoacusis, Down Syndrome (DS) and aphasia.

3.1 Bilingualism and Developmental Language Disorder

The term Developmental Language Disorder (DLD) [1]
refers to a belated acquisition of language abilities in
absence of any other cognitive or sensory deficit. In
particular, the child with DLD has important difficulties
both in the production and in the comprehension of
complex morphosyntactic structures, but also in the
phonological, morphological, and lexical competence
(Leonard, 2014). Around 7% of the anglophone population
show a language disorder, which leads to consider DLD
as the neurodevelopmental disorder with the highest
predominance in preschool age (Tomblin et al., 1997). The
same results were found for italophone population by
Clasta’s Consensus Conference (2019).

Not all the belated speakers — namely, those children who
in the first three years of life have difficulties in language
acquisition — receive a diagnosis of DLD. Most of them
manage to recover the delay with logopaedic treatment
which allows them to reach the same level of competence as
their peers.

On the contrary, in case of persistence of difficulties the
specialist may arrive to diagnose a DLD. The child with
DLD shows difficulties with some specific structures,
considered as clinical markers for diagnosing the linguistic
deficit. In particular, in Italian, one of the most used
clinical markers is the production of object clitic pronouns
(e.g., lo, la, i, le). Nevertheless, according to Smith et al.
(2022), clitic pronouns were found to be vulnerable in
heritage speakers of Italian who produced approximately
35% of the target clitics against the 80% of adult
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immigrants - who moved from Italy to an English-
speaking country in adulthood — suggesting that clitic
pronouns may not be reliable structures to test language
competence in heritage Italian.

Clitics are complex structures also for typically
developed children, who manage to establish their use
around 3-4 years old. Atypically developed children show
an omission of clitics which persist also in school age.
Generally, the production results show that clitics are
compromised during the whole childhood and sometimes
also during adolescence (Arosio, 2010). Even if various
research tried to explain the difficulty of children with DLD
in the production and comprehension of clitics, the most
convincing is the explanation of Jakubowicz et al. (1998),
who abandoned the Surface Hypothesis theorized by
Leonard (1989) — who attributed the difficulty with clitics to
their phonological properties, namely to the fact that they
are monosyllabic, unstressed and they can never appear in
isolation — and the one of Guilfoyle (1991), according to
which children with DLD have problems with all functional
categories, not only with clitics. Jakubowicz et al. (1998)
showed that the difficulties with clitics are not in the
comprehension as proposed by Leonard but in their
syntactic and binding properties, which are confirmed by
the major production of reflexives in comparison with
accusatives. It demonstrates that, contrary to Guilfoyle’s
hypothesis, the difficulties are not generalized to all
functional categories.

With respect to bilingualism and DLD, it was proved that
there is no evidence of cross-linguistic influence on
grammatical performances (Gutiérrez-Clellen et al., 2008)
but, on the contrary, bilinguals have language-specific
difficulties in the two mastered languages (Paradis, 2010).
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Therefore, there are reasons to believe that the displayed
difficulties are attributable to DLD and not to bilingualism.
Conversely, cognitive and social advantages resulting from
bilingualism are present also in the case of atypical
language acquisition (Marinis et al., 2017).

Tsimpli et al. (2016) by using the Greek version of the
Multilingual Assessment Instrument for Narratives,
demonstrated that bilingual children with DLD had better
results than their monolingual peers with DLD in the
production of referential pronouns. Even if results showed
differences between typically developed children and
children with DLD in microstructure, bilinguals with DLD
outperform monolinguals with language impairment.
Moreover, bilinguals present advantages in the usage of
[+ToM] terms, namely the ones which refer to the Theory
of Mind, a system of interference that allow the individual
to understand and attribute mental states such as beliefs,
desires and emotions to others. Even if these terms
represent a challenge of memory, the habits of bilinguals to
express them in different languages makes children more
sensitive to their use, also in the case of DLD.

Another clinical marker of DLD is the repetition of non-
words, particularly difficult because it requires intact
phonological memory and it addresses lexical processing,
stress patterns and phonotactic rule (Bishop et al., 1996).

Thordardottir & Brandeker’s (2013) study of non-word
repetitions in monolingual and bilingual s5-year-olds
acquiring French and English simultaneously but with
varied levels of exposure to the two languages, revealed
very little effect of language experience on bilinguals’
performance. Their study found good differentiation
between TD monolinguals and monolinguals with DLD.

In contrast, Engel de Abreu (2011) found that bilingual
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children with different European languages as Li,
performed less well than their monolingual peers on a
Luxembourgish test of non-word repetition. Interestingly,
the difference disappeared once vocabulary was controlled,
suggesting that reduced language exposure was
responsible for the difference in non-word repetition.

3.2 Bilingualism and Dyslexia

Dyslexia is a neurodevelopmental learning disorder
characterized by difficulties with accurate and/or fluent
word recognition and by poor spelling and decoding
abilities and it appears in children who do not have any
other neurological deficit.

Even if the main difficulty concerns reading skills,
children with dyslexia often display other linguistic deficits
related to phonological competence, lexical access as well
as working memory and processing resources, implied in
complex syntactic structures (Vender, 2017).

Moreover, 63% of children with dyslexia also show a DLD
(Celentin & Daloiso, 2018). Given the high percentage of
comorbidity of dyslexia and DLD, it is easy to assume that
benefits brought by bilingualism in case of DLD, could be
extended to children with dyslexia. This hypothesis has
been confirmed by recent research (Klein & Doctor, 2003;
Kovelman et al., 2008; Cummins, 2012; Vender 2018, 2019).

Even when using only one of their languages, bilinguals
often have access to the linguistic and orthographic
representations of their other language (Kroll & Bialystok,
2013).

Such interaction between the two languages facilitates
the bidirectional transfer of literacy knowledge gained in
one language towards learning to read in the other
(Cummins 2012). For examples, studies comparing

174 | ISSBM 2022 PROCEEDINGS



bilinguals learning English and a more phonologically
transparent language (i.e., Italian or Spanish) have shown
that these bilinguals outperform English monolinguals on
phonological literacy tasks, such as nonword reading
(Kovelman et al., 2008).

Similar results were found by Vender (2018a), who
demonstrated that bilinguals with and without dyslexia
have better performances than their monolingual peers in
the pluralization of non-words. The cognitive advantage of
bilingualism, therefore, can be observed also in the case
of dyslexia. The advantages occur also at the level of the
executive function, such as the Simon Task (Vender, 2019).
Moreover, some evidence in support of the role played by
bilingualism was provided by studies of bilingual children
learning to read in two alphabetic orthographies have
shown that children with dyslexia have similar reading
deficits in both languages (Klein & Doctor, 2003).

The diagnosis of dyslexia in an L2 context is particularly
difficult because poor performance in reading may be
caused by poor language proficiency in the L2, limited
schooling or poor reading ability per se.

To disentangle difficulties related to bilingualism from
reading deficits, Elbro et al., (2012) proposed a dynamic
evaluation of decoding skill — fundamental for the
diagnosis — which, differently from the traditional one, is
not based on lists of words and pseudowords’ recognition
but on the level of learning of non-existent orthographic
patterns, compatibles with more than one languages. This
measure provides results in accordance with the definition
of dyslexia adopted by International Dyslexia Association
(IDA), while significantly reducing the influence of second
language vocabulary and amount of schooling.
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3.3 Bilingualism and Autistic Spectrum Disorders

The DSM-5, namely the Diagnostical and Statistical
Manual of Mental Disorders, which is the principal
authority for psychiatric diagnoses, include Autistic
Spectrum Disorder (ASD), a syndrome which comprehends
different disorders, such as autism, Asperger syndrome,
pervasive developmental disorder and childhood
disintegrative disorder. ASD is a neurodevelopmental
disability = characterized by difficulties in social
communication, both verbal and nonverbal, deficit in
social interaction, compromission of the theory of mind
and restricted and repetitive patterns of behavior, interests
or activities. Many children with ASD also show poor motor
coordination and attention weaknesses (Hyman et al.,
2020).

As in the previously mentioned situations of atypical
development, bilingualism does not represent a difficulty
for children with ASD. Hambly & Fombonne (2012) stated
that bilingually exposed children with ASD did not
experience additional delays in language development.
Vanegas (2019) investigated the impact of bilingual
experience on the academic development of children with
ASD and she found that monolinguals had higher scores
on word reading skills if compared to bilinguals. However,
in numerical operations, ASD children with bilingual
experience outperform their monolingual peers, while no
differences were found between groups on spelling skills.
These results suggest that bilingual language experience
may be related to early literacy and math skills in children
with autistic spectrum disorders. The delay in word
reading skills in bilinguals may be related to the
development of two linguistics profiles while math skills
may be enhanced in children with ASD through the
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mediation of other cognitive skills, such as executive
functioning. It is important evidence against the
hypothesis that bilingualism negatively affects the
development of academic skills in children with ASD. Also
Ohashi et al. (2012) underlined that the exposition of two
languages does not inhibit the social development of
children with ASD, nor exacerbate their pragmatic
competence. Also Gonzalez-Barrero & Nadig (2019)
remarked that bilingualism can reduce the difficulties in
executive functions tasks, as well as improve verbal
abilities, as attested in the Dimensional Change Card Sort
— DCCS (Zelazo, 2006). From the test, Zelazo noticed that
mastering more than one language resulted also in the
improvement of cognitive flexibility.

Therefore, scientific evidence shows that depriving
bilingual children with ASD of one of their languages may
not only result in an impoverished linguistic input with the
consequent absence of cognitive advantages which come
along with bilingualism, but also in the exacerbation of the
characteristic features of ASD, namely social isolation in
both linguistic environment and familiar setting.

3.4 Bilingualism and hypoacusis

The medical term hypoacusis refers to partial or total
inability to hear due to a conductive or sensorineural
problem. In the first case, it is an alteration of the external
auditory canal and the eardrum. In the second case, it is a
change in the inner ear that also affects the auditory nerve.

One of the most common clinical treatments used to
recover auditory functions is an auditory prosthesis, while
in case of severe hearing impairment the most common
treatment is the cochlear implant. The latter is a device
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implanted to bypass the damaged area of the cochlea to
directly stimulate the acoustic nerve.

In these situations, clinicians may discourage the child’s
exposure to two languages, with the incorrect belief that
bilingualism divides the child’s linguistic resources with
the consequent delay in language development, already
aggravated by hypoacusis.

Even if linguistic research in this field is still at the
beginning, the majority of the studies underlined that
bilingualism does not exacerbate language development
and linguistic competence, but on the contrary, it can bring
benefits.

Thomas et al. (2008) showed that monolingual and
bilingual children’s performances were very similar. This
result was confirmed also by Bunta & Douglas (2013), who
reported similar performances in children who spoke
English and Spanish and monolingual English, aged 4
years old with cochlear implant or acoustic prosthesis.
Moreover, bilinguals seemed to have a similar competence
in the two mastered languages which may lead to
hypothesize that the exposition to an L2 does not obstruct
the acquisition of the other.

Furthermore, Bunta et al. (2016) found better
performances in bilinguals with cochlear implants or
acoustic prostheses who had received treatment in both
languages.

3.5 Bilingualism and Down Syndrome

Down Syndrome (DS) is a genetic disorder caused when
abnormal cell division results in an extra full or partial copy
of chromosome 21. DS varies in severity among individuals,
causing lifelong intellectual disability and developmental
delays.  Language-learning  difficulties,  especially
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expressive language problems, are an important
component of the phenotype of this population and often
present a lack of morphosyntactic production.

Even if research in this domain is still at an initial stage,
several studies (Bird et al., 2005; Burgoyne et al,, 2016;
Ward & Sanoudaki, 2021) demonstrate that bilingualism
does not prevent the linguistic development of children
with DS. On the contrary, learning a second language later
in life is possible also in the case of DS (Vallar & Papagno,
1993).

Burgoyne et al. (2016) studied the development of
reading skills, analyzing the case of a bilingual child with
DS who knew Russian and English. The child had been
monitored from 6 years old to 10. She presented in both
languages the same linguistic difficulties of monolinguals
with DS and, at the same time, she presented good reading
skills both in the L1 and in the L2, similar to those of their
typically developed peers. Given that it is a case study, it is
difficult to generalize the results and it would be premature
to talk about the advantages of bilingualism in reading
skills in children with DS. However, it is undeniable that, as
in other cases of atypical development, bilingualism brings
positive effects also in people with DS.

Bird et al. (2005) compared the language abilities of 8
children with DS being raised bilingually with those of 3
control groups and still in this case they notice a similar
profile of language abilities in bilingual as well as
monolingual children with DS. Moreover, the study did not
result in any detrimental effect of bilingualism. That is,
the bilingual children with DS scored at least as well on all
English tests as their monolingual DS counterparts.

Ward & Sanoudaki (2021) tested bilingual and
monolingual children with and without DS on expressive
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and receptive language abilities and phonological
awareness. It resulted that language impairments were
evident for both DS groups, particularly for expressive
morphosyntax. Welsh receptive vocabulary scores of the
bilinguals with DS were comparable to the TD bilinguals.
Working memory, phonological awareness and
chronological age were the strongest predictors of
receptive language outcomes in both DS groups,
explaining 90% of the variability.

3.6 Bilingualism and ADHD

Attention Deficit Hyperactivity Disorder (ADHD) is one
of the most common neurodevelopmental disorders of
childhood. It is usually first diagnosed in childhood and
often lasts into adulthood. Children with ADHD may
present trouble paying attention, controlling impulsive
behaviors, or being overly active and it is also common to
present weaknesses in executive function. In this respect,
there has been some research into how bilingualism affects
cognitive skills and behavior in individuals with attention
deficits, but the question is still very much open.

Koder et al. (2022) proposed a general overview of the
topic, considering nine different studies and showing both
sides of the argument. In fact, it could be claimed that
bilingual speakers with attention problems might
experience a bilingual advantage in their ability to control
functions and other cognitive domains and exhibit less
severe symptoms linked to ADHD than their monolingual
peers. This hypothesis is based on the idea that bilinguals’
constant need to inhibit one language trains executive
function skills (Bialystok, 2008). Adopting this view, it may
be concluded that being bilingual might offset some
ADHD-related symptoms.
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Opposed to that, bilingualism could be an additional
burden for children with attention deficits, as it may affect
both executive functions and inattention symptoms. This
could be due to their need to allocate parts of their already
limited cognitive resources to inhibiting interference from
their other language, making them slower in executive
function abilities and more error-prone in cognitive tasks.
Moreover, another hypothesis claims that bilinguals and
monolinguals with ADHD do not differ in cognitive or
behavioral aspects. It is based on the small or null effects
reported in several meta-analyses (Lethonen et al., 2018;
Paap, 2019), which failed to replicate findings of a bilingual
advantage. In this case, it could be expected to find an
association between ADHD and executive function deficits,
but no effect with bilingualism. Kéder et al. (2022)
concluded that the studies they considered do not provide
evidence that bilingualism alleviates or intensifies
attention difficulties in individuals with ADHD, therefore,
they should not be concerned that learning another
language has a negative impact on cognitive performance.

On the contrary, Shamra et al. (2022) in their analysis
of parent reports for 394 primary school-age children on
background and language experience, ADHD-related
behavior, and structural language skill in English,
concluded that bilingualism may be associated with lower
levels of ADHD-related behavior. While the effect was
small, that does not necessarily argue against this
conclusion. Similar yet different results were also found
in Bialystok (2016) in which young bilingual adults with
ADHD scored lower - which means better - than
monolinguals with ADHD on two ADHD rating scales used,
significantly on one of them.

All the considered studies suggest that further research
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is needed to deeply understand the possible correlation
between attention deficits and bilingualism, and, in
particular, the benefits of mastering more than one
language may have on reducing ADHD-related behavior.

4. Bilectalism and language disorders

Usually, the term bilingualism leads people to think about
traditional combinations of prestigious languages such as
French and German, Italian and English, Spanish and
Russian. It is more demanding to think about other
combinations, resulting from migrations, and a much
more demanding effort would be to think about
bilingualism in the sense of the coexistence of a standard
language and a dialect. This situation could be described
by the term bilectalism (Rowe & Grohmann, 2013). It refers
to a situation in which the speaker has a high level of
competence in very similar two languages with a different
sociolinguistic ~ statuses. This condition perfectly
represents Italy, a country rich in linguistic variation.
Antoniou et al. (2016) conducted a study on bilectal
children who grow up with Cypriot Greek and Standard
Modern Greek, as well as multilingual children who grew
up with the two dialects and Russian/English/Romanian/
Arabic with DLD characterized by anomie, namely the
difficulty in naming concrete entities and actions due to a
deficit in lexical retrieval. From the study, it resulted that
multiDLD as well as bilDLD had no significant difference
in the performance in comparison to multiTLD. Also,
multiDLD group scored considerably lower than the
bilTLD, but the difference failed to reach the adjusted level
of significance. It appears that mastering more languages
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results in better performances, no matter if some of the
languages spoken by the child are dialects. Multilingual
children with DLD, like their monolingual and bilectal
language-impaired peers, perform analogously to
language-matched children on naming accuracy for verbs
and nouns on a picture-based naming task.

Antoniou et al. (2014), underlined the effects bilectalism
had on the child’s cognitive and linguistic performance,
which are very similar to those of bilingualism. In Italy
there is only one study that investigates the cognitive
advantages of bilectalism in case of dyslexia. De Gaudio,
Cardinaletti & Volpato (2021) studied the narrative skills
of three bilectal pre-adolescents with dyslexia using the
LITMUS-MAIN tests (Gagarina et al., 2019), in both the
mastered languages, namely Italian and Calabrian dialect.
From the study, it resulted that the errors produced by the
experimental group — namely the repetition of NP/PP,
omissions and errors in gender agreement — were caused
by negative transfer between the two languages. It
provided evidence in support of a dialectological approach
to clinical practice, considering the pervasiveness of dialect
in the linguistic repertoire and, in particular, its influence
on the acquisition of the pronominal system in Italian.

5. Conclusions

In conclusion, this brief overview of language disorders
and bilingualism shows that the two features are not too
separated. On the contrary, scientific evidence underlines
the relationship between the two. Mastering more than one
language is an added value for the speaker from both a
cognitive and social point of view, and the advantages can
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be found also in case of atypical development. This
evidence contrasts the general belief according to
bilingualism would increase the difficulties for the child
with language disorders and recent studies showed that,
on the contrary, bilingualism often reduces linguistic
difficulties.

Naturally, further research is still needed. If there are
many studies on DLD in different languages, many others
should be conducted on language deficits as a consequence
of other disorders, such as ASD or Down syndrome.

Furthermore, it is important to study learning disorders
in contexts of L2 or multilingualism, in which the dividing
line between the deficit and the difficulties related to low
proficiency is not clear.

Finally, further research is needed on atypical
populations in situations of bilectalism, very common in
Italy due to its rich diatopic variation. In fact, the Italian
context can be described as a linguistic system in which
standard Italian and dialects coexist in relation to
endogenous bilingualism. Recent statistical surveys
revealed that the exclusive usage of dialect or its
alternation with Italian in a familiar context is still very
common (32%), with a high percentage in some specific
regions such as Campania (75,5%) and Veneto (62%) (ISTAT
2017).

Itis clear that, in all these situations, having a diagnostic
battery of tests that permits to the evaluation of the
linguistic profile of the child also in dialect would have a
fundamental importance, also for the treatment.
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demonstrating that linguistic deficits often appear in
presence of slight weaknesses in other areas, such as
working memory, coordination, and, more generally, the
cognitive and non-linguistic processing (Dispaldro, 2014).
In view of these results, nowadays when referring to
linguistic deficits which are not related to any other
pathology, the term Developmental Language Disorder is
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This study proposes a design to test how heritage
speakers of Macedonian interpret generic plural nouns in
their heritage language due to the influence of the majority
language in this domain. Macedonian has the peculiar
property of allowing both bare and definite plural NPs to
refer to kinds (Tomic, 2012), contrary to the predictions
made by Chierchia’s Nominal Mapping Parameter (NMP)
(1998). For example, English only allows the bare plural
option, whereas French only the definite one, as predicted
by the NMP. We put forward a grammaticality judgment
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experiment to test this in Canadian French-Macedonian
and Australian English-Macedonian heritage speakers,
using monolingual speakers of Macedonian as controls.
We have a two-tailed prediction concerning the possible
effect the majority language has on the heritage one. If
abstract economy conditions in line with Chierchia (1998)
determine cross-linguistic influence, as Serratrice et al.
(2009) suggest, we predict French-Macedonian speakers to
retain generic bare plural NPs in Macedonian despite the
effect of French, while English-Macedonian speakers will
judge definite plural ones as unacceptable. If semantic
overlap decides the nature of cross-linguistic influence
(Kupisch, 2012), we predict French-Macedonian speakers
to interpret definite plural NPs as generic, judging them
as acceptable but not bare plural ones due to the effect of
French. We expect to find the opposite pattern in English-
Macedonian speakers; speakers will interpret bare plural
NPs as generic, judging them as acceptable but not definite
plural ones due to the effect of English.

1. Introduction

In this study, we propose an experiment to investigate how
Australian English-Macedonian and Canadian French-
Macedonian heritage speakers comprehend and judge in
their heritage and dominant language bare plural subject
NPs and definite plural subject NPs, with regards to
specificity and genericity.

Regarding genericity, Macedonian is an interesting case as
it allows a generic reference with definite and bare plural
subject NPs (Minova-Gjurkova, 1994; Tomic, 2012).
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1. Kucinja  sakaat da si
igraat. [generic V, specific *]
Dogs.Pl. like.3Pl.Pres.Imper Subj.CL Dat.Refl.CL
play3Pl.Pres.Imper

2. Kucinjata  sakaat da si
igraat. [generic V, specific V]
Dogs+the.Pl. like.3PL.Pres.Imper Subj.CL
Dat.Refl.CL play3Pl.Pres.Imper

Both examples allow the generic reading about dogs as a
species, with sentence two also allowing a specific
interpretation about a salient set of dogs in the discourse.
This behavior is atypical as it is contrary to the predictions
made by Chierchia’s Nominal Mapping Parameter (NMP)
(1998), by which, typologically, languages with articles
differ in whether or not plural nouns can make a generic
reference with the definite article.

On the other hand, English and French fall into the
typological classifications defined in the NMP.

3. Dogs like to play. [generic V, specific *]

4. Les chiens aiment jouer. [generic V,
specific V]
The.Pl dogs.M.Pl like.3Pl.Pres to play

French allows definite plural subject NPs to have a generic
and a specific reference, with bare arguments being
ungrammatical without exception, while English only
allows bare plural subject NPs to have a generic reference.

English and French are, therefore, in a subset-superset
relationship with Macedonian, not in terms of available
syntactic structure, but possible semantic interpretation
regarding generic reference and the question is how the
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majority language will affect the minority language in this
aspect.

Due to this, Macedonian and its heritage speakers present
a novel field of research as previous works on specificity
and genericity in heritage populations (Serratrice et al.,
2009; Montrul and Ionin, 2010, 2012; Kupisch and
Pierantozzi, 2010; Kupisch, 2012) have only focused on
languages where only one option for generic reference is
available. Furthermore, it allows us to test two hypotheses
about cross-linguistic influence: semantic overlap and
abstract economy conditions in a new way.

This study aims to provide a theoretical account of
genericity, overview existing experimental literature on
this topic, give a brief survey of how Macedonian expresses
genericity morphosyntactically and how it compares to
English and French, to put forward an experiment and
make predictions about what we expect based on previous
findings, and to present the limitations of our proposal.

2. Semantic Framework

For our proposal, we adopt Chierchia’s NMP (1998) to
account for the pattern found in English and French but
not for Macedonian, and we will explain why in section
four.By the NMP, the typological cross-linguistic
differences found amongst languages in the use or absence
of articles with singular, plural count and mass nouns is a
result of the language-specific setting of the two semantic
features [+/-argument] and [+/-predicate]. The motivation
for these settings is that nouns can play a double role as
they can be of type e (e is the type of individuals/entities)
and an argument when they refer to a kind (as “the
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professor” in “the professor was late to class”) or of type
<e,t> (<e,t> is the type of functions from individuals to
truth values) and a predicate (as “a professor” in “Lazar
is a professor”), and how these two options are actualized
differently across languages. Additionally, depending on
the specification of these two semantic features, languages
differ in how they make generic reference.

Depending on their specification, we have four possible
typological combinations: [-arg, -pred], [+arg, -pred], [-arg,
+pred], and [+arg, +pred]. Of these four, only [-arg, -pred]
is not attested as it is an impossible combination — nouns
would then refer to nothing. Of the other three, we will
not explain type 1 languages ([+arg, -pred]), like Chinese or
Japanese, as they are irrelevant to our experiment.

The other two types that remain, type 2 ([-arg, +pred]) and
type 3 ([+arg, +pred]), correspond to French and English
respectively. As in type 2 languages ([-arg, +pred]), all
nouns are predicates and cannot be an argument without
a determiner, they necessitate an overt determiner to be
an argument and to refer to a kind, thereby having generic
reference. We exemplify this with the following pair of

examples.

5. Les médecins aiment
The.P] doctors.M.P] like.3Pl.Pres
les voitures chéres. [generic V,
specific V]
the.Pl cars.F.PL expensive.F.Pl

6. *Médecins aiment les  voitures

chéres.

doctors.M.Pl like.3Pl.Pres the.Pl expensive.F.Pl
cars.F.Pl
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In these sentences, the definite article is a lexicalized iota
i operator, which can be intensionalized and correspond
to the type-shifting operator N. The iota i operator is
interpreted as such that it picks out the greatest element
from the predicate’s extension. If the iota operator i applies
to a set of pluralities (for example, birds), it will refer to the
largest possible one. In this case, with birds, to the one that
consists of all birds.

On the other hand, in type 3 languages ([+arg, +pred]),
nouns can freely function as both arguments and
predicates, shifting back and forth with the available type-
shifting operators. Nouns of type e [(+arg]) will be mass
and be able to occur as bare arguments in any position,
while nouns of type <e,t> ([+pred]) will be predicates and
require a determiner to be grammatical, which we see with
singular nouns. We illustrate this contrast with the
following examples.

7. Water is dripping on the floor.
8. Iseewater in the distance.
9. The singer was ready for the concert.
10. *Singer was ready for the concert
Yet bare plural count nouns are allowed in any syntactic
position, and we see this in generic sentences with
individual-level predicates. This behavior is possible due to
applying the type shifter N to the plural noun, which yields
a kind. If applied to singular nouns, it will be undefined.
We show this with examples 11 to 16.
11. Cats like to eat mice. [Generic V, specific *]

12. *Catlikes to eat mice.
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13. Ifind cats to be lovely. [Generic V, specific *]
14. *Ifind cat to be lovely.

15. Santa Claus gifts presents to kids. [Generic V,
specific *]

16. *Santa Claus gifts presents to kid.

However, one problem arises from what we have adopted
so far. English also has a definite article, so it should be
possible for “the” to function as an iota i operator and to
intensionalize the type-shifter N. Chierchia remedies this
by resorting to principles fundamental to the architecture
of grammar, such as the elsewhere condition, the blocking
principle, and avoiding structure. By the elsewhere
condition, “language-particular choices win over universal
tendencies” (Chierchia, 1998, p. 360), and “don’t do covertly
what you can do overtly” (Chierchia, 1998, p. 360).

From these two principles, we arrive at the blocking
principle, which states that if a language has a particular
morpheme which is the intensionalized equivalent of one
of the type-shifting operators, then that morpheme should
be preferred to the covert type-shifting operator. Romance
languages follow this. English follows the avoid structure
principle. It has a covert type-shifting operator that
transforms bare nouns into kinds in generic sentences,
which can apply as early as the NP level — thus is preferable
in terms of economy conditions as we do not have to
project an overt determiner and additional syntactic
structure to get the interpretation we need.

3. Cross-Linguistic Influence and Previous Research
on Genericity and Specificity in Heritage Speakers
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A dominant topic in the study of heritage speakers
nowadays is cross-linguistic influence and the effect that
the majority language has on the heritage one, as research
has shown that the language skills of heritage speakers
significantly differ in some areas from monolinguals
resulting from the imbalance between their minority
language and majority language, as well as the amount of
input received in both (Benmamoun et al,, 2013; Polinsky,
2006).

One such domain that has received significant attention
in the literature is the interpretation of specificity and
genericity. These two categories can have a great degree
of cross-linguistic variability, and languages can differ in
their distribution of how they express these categories —
hence giving a rich ground to research how one language
can affect another.

This research has shown that while cross-linguistic
influence is possible, it is not random or unrestrained, and
several hypotheses have been proposed to account for the
patterns found.

One such hypothesis is the structural overlap one, which
states that cross-linguistic influence is possible only if the
construction affected is at the interface between two
modules of grammar (syntax and semantics or
pragmatics), and the two languages must structurally
overlap (subset-superset relationship) (Hulk and Miiller,
2000; Miiller and Hulk, 2001). Structural overlap is: if
language A has construction X1-X2 and construction
X2-X1, but they are used in different contexts, while
language B only has X2-X1 for both contexts, speakers of
both languages will overextend the use of X2-X1 in
language A, even in inappropriate contexts for its use.
Another similar hypothesis is the semantic overlap one
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proposed by Kupisch (2012). The foundation of this
hypothesis is that the interpretation of the structures and
their appropriate semantics within a context determines
cross-linguistic influence, not the surface structure of the
structural representations. For example, in French, the
semantic interpretation still has to be applied to the
nominal (which can only be a DP as we saw in section 2),
whether generic or specific. Semantic overlap is: if
language A has construction X1-X2 which has both
meanings Y and Z, while language B only has meaning Y
assigned to Xi1-X2, speakers of both languages will
overextend meaning Y of X1-X2 in language A, even in
inappropriate contexts.

One alternative hypothesis, which does not concentrate on
overlap, in the literature researching how heritage speakers
interpret specificity and genericity is that abstract
economy conditions, such as the avoid structure principle
in section 2, decide how cross-linguistic influence occurs
in the domain of genericity and specificity. Serratrice et al.
(2009) were the first to propose this alternative, and their
results suggest that this hypothesis might be correct.
Serratrice et al’s participants were younger and older
simultaneous bilingual English-Italian children (one group
living in England, another living in Italy), Spanish-Italian
children (living in Spain) and, as control groups,
monolingual Italian and English children. As additional
control groups, they had adult English and Italian
monolinguals.

They predicted that if structural overlap drives the
directionality of cross-linguistic influence, then Italian will
affect English as it allows definite plural NPs, and English
allows both definite and bare plurals NPs. In that case, the
simultaneous bilingual English-Italian children will judge
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definite plural NPs with a generic reading in English as
more acceptable than the English monolinguals. However,
if abstract economy conditions determine the direction of
influence, they predicted the opposite. English will affect
Italian as English has the more economical alternative as it
can have kind-referring bare plural NPs with covert type-
shifting operators instead of projecting additional
syntactic structure like Italian. In this scenario, there will
be a larger acceptance rate of bare plural NPs in generic
contexts by English-Italian bilinguals opposed to Italian
monolinguals.

Serratrice et al. used a scalar grammaticality judgment task
where participants judged six pairs of test sentences and
three pairs of filler sentences by their acceptability. The
pairs were one specific and one generic sentence, and all
had a subject plural noun. Participants saw a prototypical
picture or object for the animals introduced in the
sentences. Before each sentence, they used an introductory
phrase: for the specific ones, it was “Here”/”Qui”, whereas
for the generic ones, it was “In general’/”In genere”. In
Italian, the cue for grammaticality was the absence or
presence of a definite article. In English, the cue for
grammaticality was the adjunct as it determines the
semantic context.

For English, the results showed that monolingual and
bilingual children accepted bare and definite plurals in
both generic and specific constructions respectively.
Although, they also judged the bare plurals in specific
contexts and the definite plurals in generic contexts as
acceptable. Serratrice et al. reason that this might be the
case due to the strength of the contextual cue, as the
adjunct did not unambiguously determine the semantic
context of the sentence. Further proof for this reasoning
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is that the adult group did not successfully recognize the
semantic context by the adjunct 100% of the time.

For Italian, the results showed that the monolingual adult
and children Italians performed at ceiling in both
conditions. The English-Italian bilingual children accepted
bare plural subject NPs in sentences with a generic reading,
in contrast to the monolingual Italian children. They also
found that exposure to the language plays a role, as the
group living in the UK performed worse than the one living
in Italy.

Based on these results, the authors conclude that abstract
economy conditions play a role in cross-linguistic
influence, not structural overlap, as Italian did not affect
English, but English did affect Italian.

Other experiments on heritage speakers have come to
similar conclusions. In cases where English is the subset
and Spanish is the superset, Montrul and Ionin (2010, 2012)
tested Spanish heritage speakers whose dominant
language was English. They included Spanish L2 learners
as a comparison group and Spanish native speakers as a
control group. All their participants were adults. They
tested their participants using a grammaticality judgment
task to check their knowledge of articles and a truth-value
judgment task testing how participants interpret said
articles. Their results showed a transfer effect from English
to Spanish in the L2 learners and the heritage speakers.
Unlike the native Spanish speakers, the other two groups
judged bare plural NPs as acceptable in a generic context,
and they preferred the specific interpretation of definite
plurals over the generic one.

So far, we have only overviewed works that have tested
the structural overlap and the abstract economy conditions
hypotheses but not the semantic overlap hypothesis. To the
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best of our knowledge, only one work has tested it, and that
is Kupisch (2012) which tested the use and interpretation
of specific and generic subject NPs in the Italian of both
simultaneous bilingual German-Italian adults and second
language learners. The German-Italian simultaneous
bilinguals were divided into two groups. One group had
Italian as their dominant language, while the other had
German, but they all grew up in one parent — one language
homes and regularly used both languages until school age.
Kupisch tested four distinct hypotheses about cross-
linguistic influence: abstract economy conditions,
structural overlap, semantic overlap, and dominance. The
abstract economy conditions hypothesis predicts that
German will influence Italian and speakers will overuse
and overaccept bare NPs in Italian, especially in generic
contexts. The structural overlap hypothesis predicts no
influence to occur whatsoever. The semantic overlap
hypothesis predicts that German will influence Italian and
speakers will overinterpret definite plural and mass DPs
in Italian as specific, as this interpretation is possible in
Italian and German. The dominance hypothesis predicts
that Italian will only be affected when German is the
dominant language.

Kupisch used an acceptability judgment task and a truth
value judgment task. In the first one, participants had to
judge forty-two items with a specific or a generic subject
context, with article wusage being the cue for
grammaticality. Of these items, thirty-four had a generic
interpretation, while eight had a specific one. The generic
interpretation items were split in two, with seventeen
containing grammatical definite subject NPs, while the
other half contained ungrammatical bare subject NPs or
inappropriate indefinite-marked subject NPs. The specific

ISSBM 2022 PROCEEDINGS | 207



interpretation items tested whether or not speakers accept
a definite NP if the preceding context was biased towards
a specific interpretation. In the truth value judgment task,
they presented participants with twelve coloured pictures
where every picture showed three objects or characters of
one kind, with two anomalies in each one. Participants
then had to judge thirty-six sentences, all of which were
grammatical if they were true or false. Half of these
sentences were true in connection with the picture but not
the facts, and vice versa. Their goal with this was to test
how the participants will interpret the definite subject NP
in relation to the picture. In the case of canonical
properties, if a participant judged a sentence as true, then
they interpreted the definite subject generically. If they
interpreted it as false, they interpreted it specifically.
Conversely, in the case of atypical properties, as shown in
the pictures, if the participants judged the sentence as true,
they interpreted it generically. If they judged it as false,
they interpreted it specifically. As a control, they included
sentences with demonstratives and singular determiners.

Regarding genericity, their results in the acceptability
judgment task showed that German-Italian bilinguals with
Italian as the dominant language performed at ceiling for
all conditions, as opposed to those with German as the
dominant language which had problems with the generic
bare subject NPs. The truth value judgment task also
showed a difference between the two groups, even though
it was not statistically significant. The German-Italian
bilinguals with Italian as the stronger language had a
stronger tendency to judge definite DPs as generic, unlike
those with German as their dominant language. These
results suggest that the abstract economy conditions
hypothesis determines cross-linguistic influence, as well as
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dominance.

As to specificity, their results showed that definite subject
NPs were more readily interpreted as specific in Italian by
the bilingual group whose dominant language was German
but not in the group whose dominant language was Italian,
suggesting that the semantic overlap hypothesis
determines cross-linguistic influence.

It is unclear why what determines -cross-linguistic
influence is different between the two categories, but we
only mention this in passing as it is outside of the scope of
our work.

4. Macedonian and its Strategies of Expressing
Genericity

As mentioned in the introduction, Macedonian does not fit
into the typological criteria of the NMP, as it allows both
bare and definite plural NPs to have a generic reference.
We will not attempt to develop or argue for an analysis
of Macedonian in the NMP or pursue an alternative
framework such as Dayal's (2004), which builds on
Chierchia’s. Neither will we attempt to see how
Macedonian behaves according to Carlson’s (1977)
diagnostics. We leave that for future work.

To be explicit, Macedonian is not the only language to
behave in this regard. Brazilian Portuguese also does this.
For a theoretical overview of Brazilian Portuguese and how
it expresses genericity, readers can refer to Schmitt and
Munn (1999, 2002) and Munn and Schmitt (2001, 2005).
For an experimental investigation into how Brazilian
Portuguese speakers interpret such constructions, readers
can refer to Ionin et al. (2011). German is another language
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that allows the article option for generic reference, despite
belonging to the Germanic language family. Although, this
possibility is not universally acceptable across the whole
language but more so in some dialects and is a result of
other factors (Kupisch and Barton, 2013). We will not look
into how Macedonian differs from them and why but only
wish to mention that this pattern exists across languages,
although it is rare. Our focus is to tackle the conditions
under which bare and definite plural subject nouns refer
to kinds if they are the external argument in transitive
sentences, intending to eliminate all possible confounds
for our experiment.

We will also explain how generic reference occurs with
kind-referring subjects in copular constructions, intending
to show that we do not fully understand their capacity for
generic reference and why we will not use them in our
experiment despite being commonly used in most of the
literature. Furthermore, we will specify if singular bare,
indefinite or definite nouns can refer to kinds in any of the
constructions discussed in Macedonian but not French or
English.

As mentioned in the introduction, we propose an
experiment to test the semantic overlap hypothesis but not
the structural overlap one. We will see that Macedonian
patterns English syntactically, as the latter allows both bare
and definite plural nouns like the former in these
constructions. The difference between them is the
semantic interpretation they can assign to the structure at
hand. English bare plurals can have a generic reference,
and definite plurals only have the specific one. Macedonian
bare and definite plurals can have a generic reference, but
only one option is available in English or French. Therefore,
when we determine whether English and French are in a
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subset-superset relationship with Macedonian, we do so
concerning the generic reading and with which option they
actualize it, not syntactic structure. In determining the
subset-superset relationship, we will only consider bare
and definite plural nouns, not singular ones.

We will refer to the conclusions of this section again in the
materials section. We acknowledge that our forthcoming
conclusions are tentative, as a precise overview of more
data is necessary.For the judgments given here, we
consulted with speakers informally.

4.1 Transitive Constructions

In transitive constructions with animate external
arguments, Macedonian allows generic interpretations
with bare singular and plural, indefinite singular (with the
indefinite article “eden”, which also functions as a
numeral), and definite singular and plural nouns, but only
if they are inflected with a definite article with the root t
(Tomic, 2012). To explain what we mean by a definite article
with the root t, Macedonian has a tripartite definite article
system with three distinct roots. Articles with the root t
are for anaphoric reference, articles with the root v refer
to entities proximate to the speaker, and those with the
root n refer to entities distant from the speaker and the
addressee (Tomic, 2012). In line with that, we would like to
clarify something. Every time we have referred to a noun or
an NP as definite or with a definite article throughout this
paper, we only meant those with the root t, as the others do
not bring out a generic reading. We will continue doing so
throughout the rest of our proposal.
We refer to her (2012, pp. 162-164) examples:

17. Lekar ne  postapuva taka.
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18.

19.

20.

21.

[Generic V, Specific ]
Physician not behave.3Sg.Pres.Imper so

Lekarot ne postapuva
taka. [Generic V, Specific V]
Physican+the.M.Sg not behave.3Sg.Pres.Imper so

Lekari ne postapuvaat taka.
[Generic V, Specific *]

Physicians.Pl  not behave.3Pl.Pres.Imper so
Lekarite ne postapuvaat taka.
[Generic V, Specific i]

Physicians+the.Pl not behave.3Pl.Pres.Imper
S0

Eden  lekar ne postapuva

taka. [Generic V, Specific i]

A.M.Sg physician not behave.3Sg.Pres.Imper so

Of course, the examples with the indefinite singular,

definite singular and plural NPs also have a specific

reading.

With inanimate nouns, we disagree with Tomic (2012), who

states that inanimate ones with the indefinite article

cannot be kind-referring. However, the issue is with her

data, as she uses proverbs (Tomic, 2012, p. 162).

22.

23.

Grom ne udira vo kopriva.

[Generic V, Specific V]

Thunder.M.Sg  not  hit.3Sg.Pres.Imper in
nettle.F.Sg

Gromot ne udira Vo
kopriva. [Generic V, Specific V]

Thunder+the.M.Sg not hit.3Sg.Pres.Imper in
nettle.F.Sg
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24.

25.

26.

Gromovi  ne udiraat vo kopriva.
[Generic V, Specific V]
Thunder.Pl not hit.3Pl.Pres.Imper in nettle.F.Sg

Gromovite ne udiraat Vo
kopriva. [Generic V, Specific V]

Thunder+the.Pl  not  hit.3PLPres.Imper in
nettle.F.Sg

*Eden grom ne udira

vo kopriva.

AM.Sg thunder.M.Sgnot hit.3Sg.Pres.Imper in
nettle.F.Sg

But if we take examples that are not proverbs, we find that

inanimate nouns behave the same way as animate ones.

Speakers we have consulted informally agreed with our

judgments.
27. Nepodmackana vrata ispusta
Unlubricated.F.Sg door.F.Sg

2.8.

29.

30.

produce.3Sg.Pres.Imper
zvuk. [Generic V, Specific V]

sound.M.Sg
Nepodmackanata vrata ispusta
Unlubricated+the.F.Sg door.F.Sg

produce.3Sg.Pres.Imper
zvuk. [Generic V, Specific V]
sound.M.Sg

Nepodmackani vrati  ispustaat
Unlubricated.Pl door.Pl. produce.3Pl.Pres.Imper
zvuk [Generic V, Specific V]

sound.M.Sg

Nepodmackanite  vrati  ispustaat
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Unlubricated+the.Pl door.Pl
produce.3Pl.Pres.Imper
zvuk. [Generic V, Specific V]

sound.M.Sg
31. Edna  nepodmackana vrata ispusta
A.F.Sg unlubricated.F.Sg door.F.Sg.

produce.3Sg.Pres.Imper
zvuk. [Generic V, Specific V]
sound.M.Sg

In these constructions, English only allows bare plurals and
French only definite plurals to have a generic reference.
32. Gym-goers eat a lot of meat. [Generic V, Specific *]

33. The gym-goers eat a lot of meat. [Generic *, Specific
V]

34. “Sportifs. mangent  beaucoup de viande.
Athletes.M.Pl eat.3Pl.Pres alot of meat.F.Sg

35. Les sportifs mangent beaucoup de
viande. [Generic V, Specific V]
TheM.Pl athletesM.Pl eat.3PLPres a lot of
meat.F.Sg

Subsequently, English and French are in a subset-superset
relationship with Macedonian in these conditions.

Focusing on possible confounds for our experiment in
distinguishing generic from non-generic contexts, while
the use or absence of a definite article is a reliable cue cross-
linguistically, there are other cues on which speakers can
rely. Gelman and Raman (2003) have looked into which
ones English-speaking children use. They identified
morphosyntactic (tense, aspect and definiteness),
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pragmatic, and world-knowledge cues. Because the
definite article is not as reliable in Macedonian, as speakers
can make and infer generic reference with or without it, it
is vital to ensure that the other cues do not act as confounds
in our experiment. With that in mind, we will only use the
3rd person plural present imperfective forms of the verbs
in our materials, as those forms never inhibit a generic
reading. Due to brevity, we will not go into this in greater
detail. We do not focus on pragmatic and world-knowledge
cues as they are irrelevant to our experiment.

4.2 Genericity in Copular Constructions

Copular  constructions are significantly more
problematic as speakers’ intuition differ from standard
accounts. According to Tomic (2012), subjects in these
structures can only be kind-referring if they are definite
singular or plural, and any other type of subject NP is not
kind-referring. We illustrate this with the following pair of

examples.
35. Mravkata e insekt. [Generic V,
Specific V]
Ant+the.N.Sg  be.3Sg.Pres insect.M.Sg
36. Mravkite se insekti. [Generic V,
Specific V]

Ant+the.F.Pl be.3Pl.Pres insect.M.Pl

About copular constructions with either predicative
adjectives or nominals, speakers we have consulted
informally judged definite singular and plural NPs to be
kind-referring. Contra Tomic (2012), the same speakers
found bare singular and plural NPs to have a generic
reference. Copular sentences with predicative adjectives
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and definite singular subject NPs received mixed
judgments. Some speakers found them to be strictly
specific, while others also allowed them to have a generic
reference (hence two sets of brackets with example 40).
All speakers interpreted copular sentences with predicative
nominals and a definite singular subject NP as having a
generic reference alongside the specific reading. They
never interpreted copular constructions with an indefinite
singular subject NP as generic, no matter the predicate
type. We first give the examples with predicative adjectives
and then those with nominals.

39. Pajak e ubav. [Generic V, Specific *]
Spider.M.Sg be.3Sg pretty.M.S

40. Pajakot e ubav. [Generic V, Specific
V], [Generic *, Specific V]
Spider+the.M.Sg be.3Sg pretty.M.Sg

41. Pajaci se ubavi. [Generic V, Specific *]
Spider.Pl be.3Pl pretty.Pl

42. Pajacite se ubavi. [Generic V, Specific V]
Spider+the.Pl be.3Pl pretty.Pl

43. Eden pajak e ubav. [Generic ¥,
Specific V]
A.M.Sg Spider.M.Sg be.3Sg pretty.M.Sg

44. Kuce e cicac. [Generic V, Specific V]
Dog.N.Sg be.3Sg mammal.M.Sg

45. Kuceto e cicac. [Generic V, Specific V]
Dog+the.N.Sg be.3Sg mammal.M.Sg

46. Kucinja se cicaci. [Generic V, Specific V]
Dogs.Pl are.3Pl mammals.Pl
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47.

48.

Kucinjata  se cicaci. [Generic V, Specific V]
Dogs+the.Pl are.3P] mammals.Pl

Edno kuce e cicac. [Generic ¥, Specific
V]
AN.Sg dog.N.Sg be.3Sg mammal.M.Sg

In copular constructions with complex predicative

nominals (of the type adjective plus noun), speakers we

consulted found both bare and definite singular and plural

nouns to refer generically. With indefinite singular nouns,

speakers’ judgments differ. Some found them to have only

specific reference, while others judged them as having both

generic and specific reference (we use two sets of brackets

to indicate this with example 53) as opposed to the copular

sentences with predicative adjectives and nominals which

were judged as strictly specific.

49.

50.

51.

52.

53.

Slon e golemo zivotno. [Generic
V, Specific V]

Elephant.M.Sg be3Sg big.N.Sg animal.N.Sg
Slonot e golemo zivotno.
[Generic V, Specific V]

Elephant+the.M.Sg be.3Sg big.N.Sg animal.N.Sg
Slonovi se golemi zivotni. [Generic V,
Specific V]

Elephants.Pl be.3Pl big.Pl animals.Pl

Slonovite se  golemi zivotni. [Generic
V, Specific V]

Elephants+the.Pl be.3Pl big.Pl animals.Pl

Eden slon e
A.M.Sg elephant.M.Sg be.3Pl
golemo  zivotno. [Generic V, Specific V], [Generic
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*, Specific V]
big.N.Sg animal.N.Sg

In these structures, with plurals, English only allows bare
NPs to be kind-referring, whereas French only definite
NPs.

54. Dogs are mammals. [Generic V, Specific *]

55. Les chiens sont des
mammiféres. [Generic V, Specific V]
The.M.Pl  dogs.M.Pl be.3PlLPres of+the.M.Pl
mammals.M.P]

Due to the divided judgments we received from speakers
about these sentences, we refrain from exactly concluding
how the subset-superset relationship is as more data and
precise discernment are necessary.

5. Experiment

5.1 Participants

By the 2021 Australian census (“Macedonian
Australians”, 2023) there are 111,352 Australians with
Macedonian ancestry, 41,786 of whom are Macedonian-
born. By the 2021 Canadian census (“Macedonian
Canadians”, 2023), there are 39,435 Canadian with full or
partial Macedonian ancestry.
We will screen our participants by doing a standardized
questionnaire and proficiency tests.
We adopt Dunn and Fox Tree’s (2009) bilingual dominance
scale questionnaire for the first screening test. To test
speakers’ proficiency in their dominant language, we
propose using cloze tests, a lexical decision task, and a task
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to test mean length of utterance (MLU).

To test speakers’ proficiency in their heritage language is
much more difficult as these tests do not exist for
Macedonian, to the best of our knowledge. As such, we
would have to make our tests to assess their knowledge,
which is extremely difficult. Moreover, these tests must be
standardized, and the results divided into quotient groups
to offer a precise and unbiased assessment.

Another option is to use the Centre for Testing and
Certifying Macedonian as a Foreign/Second Language
tests. These tests check the following four language skills:
listening  comprehension, reading comprehension,
writing, and speaking. However, we cannot access these
tests as they are not available to the public, so we cannot
review them and see how they test these skills or if the
results will be accurate and statistically usable.

We will only include participants who are intermediate or
above speakers based on the proficiency tests. Ideally, we
would have 20-30 participants per group for statistical
power, but we need to gather and screen them to see if
this is possible. We do not know how many generations of
Macedonians live in these two countries or their age group.
If possible, we would include multiple cross-generational
groups to see the trajectory of divergent interpretations
across time. As control groups, preferably, we would have
both homeland and baseline speakers. We will include only
monolinguals in the homeland control group, and it would
be an easy task to find them. The second group would be
more problematic, but it is manageable to find enough
speakers as Macedonians still routinely move to Australia
and Canada.

5.2 Materials
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We adopt Serratrice et al’s (2009) design for our
experiment. About the number of items, we propose to
have ten pairs of target sentences and five pairs of filler
sentences, thus having twenty target pairs per language,
of which twenty will have a specific context and twenty a
generic one. In the Macedonian task, all target items will
be grammatical. The use or absence of the definite article
decides the grammaticality of the sentences in the French
task, and in doing so, we will have ten grammatical and
ten ungrammatical in both contexts. In the English task,
the items for the generic context will be either grammatical
or ungrammatical based on article usage, while all target
items in the specific context will be grammatical.

Before each sentence, we will present participants with a
picture or object prototypical of the noun with a generic
reference in the item. We will have for every picture a pair
of sentences: one with a generic context and another with
a specific context. Same as in Serratrice et al.’s experiment,
we will manipulate the presence or the absence of the
definite article for English. In the Macedonian and French
material, we will use the adjunct as a contextual cue that
determines the semantic context of the sentence. However,
we will strengthen the contextual cue for specific and
generic contexts. As we saw in Serratrice et al’'s experiment,
despite the adjunct for the generic context being a clear
indicator of the semantic context, the participants
themselves did not integrate it with the semantic meaning
of the definite article. Due to this, we will include one more
introductory phrase in all sentences to strengthen the
semantic context of the sentence. For the generic
condition, we will also include “Kako rod/As a species/En
tant quespéce” alongside the introductory phrase
“Generalno/In general/En général”. We will modify the
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second introductory phrase based on the properties of the
kind-referring entity, whether it is an animal, human,
insect, or a group of some sort. For the specific condition,
alongside the introductory phrase “Tuka/Here/Ici”, we will
include a second phrase based on the temporal or spatial
properties of the activity expressed in the sentence,
something like “Momentalno/In this moment/A ce
moment”.
We differ from Serratrice et al.’s (2009) experiment in one
more way. We will not use copular constructions as we do
not understand their capacity for generic reference well
enough in Macedonian and whether French and English
are in a subset-superset relationship with Macedonian
regarding them, as we explained in section 4. 2. We will
strictly use transitive sentences with a kind-referring
plural subject. To exemplify our materials:

Generic context:

70a. Generalno, kako grupa, advokati sakaat

skapi koli. (Grammatical)

Generally as group.F lawyer.Pl like.3Pl.Pres.Imper
expensive.Pl cars.Pl
70b. Generalno, kako grupa, advokatite
Generally as group.F lawyer+the.Pl
sakaat skapi koli. (Grammatical)
like.3Pl.Pres.Imper expensive.Pl cars.Pl
71a. Generally, as a group, lawyers like expensive cars.
(Grammatical)
71b. *Generally, as a group, the lawyers like expensive cars.
(Ungrammatical)
72a. *Généralement, en tant que groupe,  avocats
Generally as a group.M. lawyer.M.Pl
aiment les voitures cheres.
(Ungrammatical)
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like.3PL.Pres.Imper  the.M.Pl expensive.F.Pl cars.F.Pl
72b. Généralement, en tant que groupe,
Generally as a group,M.Pl
less avocats  aiment less voitures
chéres. (Grammatical)
the.M.Pl  lawyer.M.Pl  like.3Pl.Pres.Imper  the.F.PL
expensive.F.Pl cars.F.Pl
Specific context:
73a. Tuka, vo ovaa fabrika, inzeneri
Here, in this factory.F.Sg engineers.Pl
izmisluvaat novi dizajni. (Grammatical)
invent.3Pl.Pres.Imper new.Pl designs.PL.
74a. Tuka, vo ovaa fabrika, inzenerite
Here, in this factory.F.Sg engineers+the.Pl
izmisluvaat novi dizajni. (Grammatical)
invent.3Pl.Pres.Imper new.Pl designs.Pl.
75a. Here, in this factory, engineers invent new designs.

(Grammatical)

75b. Here, in this factory, the engineers invent new designs.

(Grammatical)

76a. *Ici, dans cette usine, ingénieurs

Here, in this factory.F.Sg engineers.M.Pl

inventent de nouveaux designs.

(Ungrammatical)

invent.3PL.Pres.Imper of new.M.Pl designs.M.PL

76b.Ici, dans cette usine, les ingénieurs

Here, in this factory.F.Sg the.M.Pl engineers.M.Pl
inventent de nouveaux designs.

(Grammatical)

invent.3PL.Pres.Imper of new.M.Pl  designs.M.PI

The participants task will be to judge whether or not the
sentences are acceptable in their respective languages on a
Likert scale of 1-7.
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5.3 Procedure

We will divide participants into two groups to minimize
the possibility of a carryover effect. One group will do the
majority language version of the experiment, while the
other only the heritage language one. Before doing the
experiment, every participant will do Dunn and Fox Tree’s
(2009) bilingual dominance scale questionnaire and the
proficiency test for their respective languages. To minimize
the yes-bias (Polinsky, 2018), we recommend that a
corresponding heritage speaker should test the
participants and only speak to them in the language of the
corresponding test or experiment.
Before the experiment, the participants will receive
instructions on what they have to do. They will do several
practice tests to get accustomed and to see if they
understood the instructions.

5.4 Predictions

We have a two-tailed prediction regarding how the
majority language (English or French) will affect the
heritage one (Macedonian).
If abstract economy conditions determine cross-linguistic
influence, we predict French-Macedonian speakers to
retain generic bare plural NPs in Macedonian regardless
of the effect of French. Despite Macedonian being the
minority language, which means less input for speakers,
it still can have bare plural NPs with a generic reference
due to the available type-shifter, which is more economical
than projecting an overt determiner. Regarding English-
Macedonian speakers, we predict that they will judge
definite plural generic NPs as unacceptable due to both
abstract economy conditions and the input of English,
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which only has the more economical bare plural generic.
If semantic overlap decides the nature of cross-linguistic
influence, we predict French-Macedonian speakers to
interpret definite plural NPs as generic, thereby judging
them as acceptable but not bare plural ones due to the effect
of French. We also predict finding the opposite pattern in
English-Macedonian speakers; speakers will interpret bare
plural NPs as generic, judging them as acceptable but not
definite plural ones due to the effect of English.

We expect proficiency to play a role, with advanced
speakers performing similarly to the homeland and
baseline speakers. We also presume frequency of use,
frequency of input, and knowledge of other languages to
have an effect. We predict a cross-generational effect, with
the majority language more strongly affecting the
judgments of each group following the first-generation
one. Lastly, we predict the extent of formal teaching in
Macedonian to play a role.

5.5 Limitations

The greatest limitation of our proposal is that we do not
have a formal analysis of genericity in Macedonian in the
scope of Chierchia’s NMP (1998) or a precise descriptive
survey of what plays a role in various constructions
whether nouns are kind-referring. Another issue is how
speakers more easily interpret bare singular and plural NPs
as generic, while the specific reading is much more
dominant with the indefinite singular and definite plurals.
We also do not understand how available bare arguments
are in specific contexts. As noted in the materials section,
73ais also acceptable for the speakers we consulted. If other
homeland speakers find them acceptable, it would be
interesting to see how the heritage speakers behave
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because of the effect of the majority language, specifically
French where this is ungrammatical. Due to this, there
might be possible confounds in our experiment’s design
that we cannot foresee.

We also did not focus on generic reference with “have”
constructions and kind-referring objects due to
conciseness, but as we have mentioned throughout section
4, speakers’ intuitions diverge from standard accounts, and
it is most likely that this holds for these cases as well.
Another limitation is the non-existence of assessment tests
for Macedonian. As far as we know, these tests have never
been wused for Macedonian whatsoever, even in
monolingual populations.

Moreover, from what we know, there has been no linguistic
analysis of the language of Macedonian heritage speakers,
neither in Canada nor Australia. After all, the minority
language of heritage speakers goes through either
divergent acquisition or language attrition (Polinsky,
2008). It could be the case that we would include a
particular form or morpheme that has gone through
significant change in the Macedonian of Australian or
Canadian Macedonians. If that is so, the reason for them
judging a sentence as unacceptable is not due to the
interpretation they have but another unforeseen factor.

6. Conclusion

As we showed in this proposal, despite its limitations and
difficulties, Macedonian and its heritage speakers provide
novel ground as it allows us to test the hypotheses for cross-
linguistic influence in a new way. It is also essential to
have a formal analysis of genericity in Macedonian and a
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better understanding of the heritage Macedonian of both
the Australian English-Macedonian and Canadian French-
Macedonian populations. If this is accomplished, it could
help us answer whether abstract economy conditions,
semantic overlap, or another third factor decide cross-
linguistic influence.
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The current work is part of a larger research project
investigating language variation and change within the
framework of variationist sociolinguistics. The study
focuses on the salient Qafvariable, realized as [q] and [7] in
Tartus City, Syria. The distribution and gendered evaluations
of these variants are gleaned from interactions with 122
participants who belong to different gender, age, and
religious/sectarian groups in the urban and rural regions of
the city. The results of the logistic regression test reveal the
significance of gender in the urban region, with a tendency
among females to use the [?] variant. In rural areas,
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however, gender emerged as statistically insignificant. The
comments’ analysis further highlights the gendered
associations of both variants and the ability of speakers to
draw on them to forward specific identities. They further
highlight the role of social actors and spaces in the
acquisition of sociolinguistic variation and the spread of
gendered evaluations among speakers since the early
stages.

Keywords:  language  variation,  Sociolinguistics,
Sociophonetics, gender, Syrian Arabic, Tartus.

1. Introduction

The relationship between gender and linguistic variation
and change has been established since the early days of
variationist studies (Cheshire & Gardner-Chloros, 1998;
Labov, 1966; Trudgill, 1974, among others). The statistical
significance of gender as a social variable in such studies
highlights its role in “determining the structure of
variation” and the “trajectory of language change” (Al-Wer
et al., 2022: 55). The tendency among females to adopt
prestigious and supra-local forms and their leading role
in adopting new and innovative forms are two general
principles formulated by Labov (1994), which were common
findings in research related to gender and language
variation and change in the non-Arabic world.

1.1 The Arabic context

Similar findings have been reported in the Arabic
context, where women led the change and showed a
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tendency towards using supra-local variants (Abdel-Jawad,
1981; Al-Wer, 2007; Al-Wer & Herin, 2011; Cotter, 2016;
Haeri, 1997, among others).

In Amman, the capital of Jordan, for example, Al-Wer &
Herin (2011) investigate the variable usage of Qaf]1], which
is realized as a voiceless glottal stop [?] and a voiced velar
plosive [g]. The study shows the various gendered patterns
across the three generations examined, with the third
generation representing the youngest age group. As for the
first generation, men and women showed higher
tendencies towards maintaining their original variants,
exemplifying a direct correlation between their regional
and ethnic usage of the (q) variants. However, Palestinian
men and Jordanian women in this group showed some
instances of [g] and [?], respectively. In the second
generation, the divergence between Palestinian men
towards [g] and Jordanian women towards [T] considerably
increased, which led to a conflict or dilemma mainly
among Palestinian men and Jordanian women in
connection with their ethnic background and their
gendered-linguistic behavior. In other words, for both
Palestinian men and Jordanian women, ethnicity points in
one direction (which is [?] for the former and [g] for the
latter), but gender directs in the opposite direction (which
is [g] for the former and [7] for the latter). As for third-
generation speakers, things get complicated as females,
regardless of their ethnic or regional background, started
to use the [?] variant consistently. However, for males of
both origins, the linguistic usage varied significantly from
their female counterparts as their interactions were more
complex and involved ethnic background, gender, and
context. These males tend to use their heritage or original
variants in contexts of in-group interactions. They show
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the tendency to use the [g] variant in interactions involving
ethnically mixed speakers. However, they would use the [7]
variant while speaking with girls individually or in groups.

Similar gendered patterns are reported among the
younger generation of people of the Ghamdi tribe who
started to migrate from Al-Baha city of Al-Hejaz region in
Saudi Arabia to Mecca some hundred years ago and whose
migration increased in the 70s of the last century. Such
movement brought them into contact with the Meccan
people, and they currently form “an essential part of the
Meccan social fabric”(Al-Ghamdi, 2019: 211). The variation
was analyzed in relation to the diphthongs of [ai] and [au]
in the rural Ghamdi dialect, which are realized as
monophthongs (i.e., [ € :] and [ 0 I]) in the urban Meccan
dialect. The age groups analyzed were (14-29), (30-45),
(46-61), and (62+). The gendered-generational differences
in the community of the Ghamdis in Mecca emerged from
the various experiences that the different groups
underwent. As for the 62+ group, men moved without their
families; their extended stays in Mecca and infrequent
visits to their hometown resulted in adopting the Meccan
variants more than females of the same generation. As for
the 46-61 group, their relocation to Mecca with families
resulted in different linguistic experiences; they developed
a positive attitude towards the new city, culture, and the
host community’s local dialect; this resulted in an increased
higher level of usage of the Meccan variants. Women,
however, showed lesser usage rates of these variants, which
has been attributed to the socialization pattern. While men
extended their networks with the members of the host
community, women stayed at home and showed a
tendency towards socializing with people of the original
community and other migrant groups, especially those
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from Yemen. In the younger age group (30-45 & 14-29),
women showed a higher rate of the urban variants, and
men showed a decrease of 17% percent. This behavior on
the part of the younger generation, especially men, has
been attributed to the positive attitude and pride they
showed toward their heritage dialect, reflecting a more
secure position in the host community compared to the
older generation group. Thus, the females’ lead in using the
Meccan variants is not different from other communities
in the Arab world and other languages as well.

In a study of the variable /d3/ and its two variants [d3]
and [3] in Medina, Abeer Hussain (2017, cited in Al-Wer
et al., 2022: 56-57) shows women’s linguistic behavior was
characterized by convergence towards the incoming
supralocal and prestigious [3] form, that is characteristic of
the dialect of Jeddah. Moreover, though she reports higher
usage of the [3] variant among middle and old-aged male
groups, the younger female groups used the [3] at higher
rates than their age group counterparts.

Abu Ain’s (2016) study in the Jordanian village of Saham
reports gender and age as statistically significant, as well.
The two features investigated are the traditional features
of [u] and [1], which alternate with the supralocal features
of [i] and [l], respectively. The village is characterized by
its proximity to the urban center of Irbid. The increasing
connectivity with the city of Irbid through a new road and
public transport has transformed the village’s linguistic
situation. It increased the access of the younger
generation, who regularly commute for work and studies.
The results reveal age and gender as statistically
significant, where the younger generation and mainly
females show a higher tendency towards the supralocal
variants. The two variants showed different abandonment
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rates, with the [1] variant being more abandoned than the
[u] one due to its high stigmatization outside the region,
which is not uncommon in the context of variation and
change. This can be led by linguistic or social factors. In this
context, for example, the young females’ divergence from
the traditional dialect can be regarded “as symbolic of their
aspirations for social change” (Al-Wer et al., 2022: 61).
These dynamics are context-specific, and the various
gender roles, practices, and expectations in a society can
determine the leaders of such change. In the city of Sif,
in Jordan, Al-Hawamdeh’s (2016) study reveals an ongoing
change led by men from the localized [if], [f], and [1] to
the supralocal [ik], [k], and 1], respectively. Unlike men,
women’s speech is characterized by “a stronger Horani
(Al-Hawamdeh, 2016: 172). She explains this by
highlighting the gender roles of men and women. On the

£

‘flavor

one hand, “many of the men are daily commuters to nearby
cities” of Irbid and Amman (Al-Hawamdeh, 2016: 172). This
allows them to establish broader and richer social networks
than their counterparts. Women, on the other hand, are
locally employed, and their social contacts are locally
oriented. They are expected to maintain the local culture,
and one of the ways is by preserving the local linguistic
features. They “spend most of their time in the town,
interacting with local people and caring for the family” (Al-
Hawamdeh, 2016: 172).

It is well established in the literature that the usage of
certain features interacts with the social indices that such
features acquire in regional or national contexts. The
indices or evaluations of these variants that may develop
can act as competing factors and complicate speakers’
linguistic choices in various contexts. The diverse and
sometimes contradictory associations or indices that
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dialects or features of dialects acquire can intensify the
sociolinguistic dilemma for their speakers. In this respect,
an urban dialect, or the [?] variant, can be associated with
“modernity” but be seen as inappropriate for males. A rural
dialect, or [q], on the other hand, can be “stigmatized” but
be associated with “local culture,” “masculinity,”
“strongness,” “toughness,” and “power” (Habib, 2016).
Furthermore, such evaluations may vary among the groups
present in the larger society. A prestigious variant on the
national level can be downplayed in different rural settings
where other variants would be more socially meaningful
and hold positive associations.

111 Gendered associations

The gendered associations are such ones that are
ideological and primarily based on the context and the
nature of the groups involved. In Jordan, Al-Wer & Herin
(2011) highlight this ideological construction and connect
such associations to the increased usage of one variant by
one group of speakers, which would gradually be associated
with them. They contend that “[a]s women increasingly
adopted the glottal stop pronunciation of Qaf, this sound
became associated with women’s speech. It is not that the
sound is intrinsically ‘softer’ or ‘feminine,” as one often
reads in the literature regarding this variant of Qaf, but the
fact that it is used more frequently by women is what gave
rise to this association” (Al-Wer & Herin, 2011: 70-72).

These associations, positive or negative, can eventually
influence the long-term and short-term linguistic choices
of speakers. The degree of stigmatization of certain
variants in specific contexts, for example, can affect the
speed of abandoning certain stigmatized linguistic
variants and the adoption of their supralocal counterparts,
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especially by those who wish to be associated with different
dialectal backgrounds. The younger generations, especially
females, can lead such aspirations. In Jordan, Abu Ain’s
(2016, cited in Al-Wer et al., 2022: 60-61) analysis shows
that the [1] variant was more stigmatized out of the rural
region thus, was more readily subject to abandonment.
However, Abu Ain’s results reveal a high tendency towards
embracing the [I] variant by both genders, with women
showing higher rates, which she explains by their will for
social change.

1.2 Previous studies in the Syrian context

Research conducted in a few Arabic cities has revealed
the presence of such gendered tendencies and evaluations,
which set the [q] and [?] in contrast (Daher, 1998; Habib,
2005, 2010, 2016). In Habib (2010), for example, the results
of the quantitative analysis showed the tendency among
women towards the [?] variant compared to men who
tended to use the rural variant [q]. Daher (1998) examined
the Qaf variable in Damascus by focusing on the colloquial
[?] and the Standard [q]. The study was conducted on a
balanced sample of twenty-three men and an equal number
of women, classified into three age groups, namely (15-24),
(25-39), and (40-70). The level of formal education was a
main factor and the sample was classified into elementary,
high school, and degree level. Daher argues that the [q]
variant in Damascus has been mainly reintroduced
through education. He also contends that the [q] is the
norm for a minority of speakers, and he probably speaks of
migrants of rural origins, who still maintain their original
dialectal ~ features. He  found  gendered-based
differentiation between men and women in relation to the
usage and associations of the variants. On the one hand,
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women, even the professional and educated ones, showed
a tendency towards using the [7] that is associated with
urbanization and modernity. On the other hand, men
tended to use the [q] variant which is associated with men
norms and rurality. This differentiation is mainly due to
the different norms that men and women approach. For
him, the [q] was introduced to the dialect through
education. Furthermore, the tendency of men towards the
[q] is due to its association with education which was
“traditionally the domain of a small male elite” (Daher,
1998: 203).

1.3 The aim of the research

In line with what has been discussed, this study aims to
examine the distribution of the [q] and [?] variants among
males and females in the urban and rural regions of Tartus
City, Syria. It also intends to examine the emergence and
development of gendered indices or associations of these
variants and speakers’ ability to employ them in real-life
situations. Moreover, the study further aims to highlight
the role of various social factors and spaces in the
acquisition of such gendered evaluations.

2. Data collection

Data for this research was collected during the fieldwork
period at Tartus City, which lasted from July 2019 until
September of the same year. The investigation focuses on
the realization of the (q) variable in the context of Tartus.
It makes use of interactions with 122 participants from
various backgrounds in the urban and rural regions of
Tartus. For this study, comments have been further
analyzed as a tool for explanation.

Participants ranged between the urban and rural
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regions. While 93 were from the urban areas, 29 were from
the rural ones (Table 1).

Table 1. Distribution of Participants Across Urban and
Rural Regions.

Gender No. of participants Percentage
Urban 93 76.2%
Rural 29 23.8%

Total 122 100.0 %

The sample has been divided into five age groups: (19 and
below), (between 20-29), (between 30-39), (between 40-49),
and (50 and above). The number of participants in each age
group is 21, 32, 28, 14, and 27, respectively (Table 2).

Table 2. Distribution of Participants Across Age Groups.

Age group No. of participants Percentage
19 and below 21 17.2%
Between 20-29 32 36.2%
Between 30-39 28 23.0%
Between 40-49 14 11.5 %

50 and above 27 22.1%
Total 122 100.0 %

Classifying people into their biological gender was not an
issue for all participants in the study. The sample included
73 males and 49 females (Table 3).

Table 3. Distribution of Participants Across Gender
Groups.
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Gender No. of respondents Percentage

Males 73 59.8%
Female 49 40.8%
Total 122 100.0 %

Speakers’ religious/sectarian affiliation is a sensitive issue
in the Syrian context, especially in public contexts.
However, all the participants agreed to say their religious
background and those who did not were not included or
recorded. The sample included 94 Muslim Alawites, 15
Christians, and 13 Muslim Sunnis (Table 4).

Table 4. Distribution of Participants Across Religious/
Sectarian Groups.

Religious/Sectarian groups No. of participants
Muslim Alawites 94

Christians 15

Muslim Sunnis 13

Total 122

2.1 The target variable

The variable for this study is the Qaf which is a salient
feature in Arabic dialects (Al-Wer & Herin, 2011, p. 50) and
has been in focus in dozens of studies in the Arabic context
(Abdel-Jawad 1981; Al-Khatib 1988; Daher 1998; Suleiman
2004; Habib 2005, 2010, 2011, 2016). The main reflexes of
the Qaf in the context of Tartus City are the [q] and [?] or
the [qaf] and [Taf], respectively. While the first is a voiceless
uvular plosive, also used in Standard Arabic (Al-Khatib
1988, p. 80), the second is a voiceless glottal stop.
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Previous studies in the Arabic context (Abdel-Jawad,
1981; Al-Khatib, 1988; Al-Wer, 2007; Al-Wer & Herin, 2011;
Daher, 1998; Habib, 2005, 2010, 2016, among others) have
shown that the (q) variable is externally and not internally
motivated. In other words, the phonological context (be it
initial, internal, or final) of the variable does not determine
its realization as [q] or [?]. Words like /[?]olom/ “pen”,
/ba[?]lawa/ “sweets”, and /siba:[T]/ “race” can be realized as
/Iqlelom/, /balqllawa/, and /sibe:[q]/, respectively by an [7]
speaker.

3. Data analysis

3.1 Quantitative analysis of interactions

As the analysis requires the categorization of
participants into [q] and [?] speakers, this was done based
on the actual occurrences of [q] and [?] in both the urban
and rural regions. While Table 5 shows the number and
percentages of [q] and [?] speakers in the whole sample,
Charts 1 and 2 show the tabulation of speakers according to
their [q] and [?] in the urban and rural regions.

Table 5. Distribution of [q] and [?] in the Whole Sample.

(q@ No. of respondents Percentage
(7] 68 55.7%

[q] 54 443%
Total 122 40 %

Chart 1. (qQ) * Gender Crosstabulation: Whole Sample —
Urban Region.
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This research was analyzed through the Statistical
Package for the Social Sciences (SPSS, 26.0). Following
previous research (Speelman, 2014, p. 487; Tagliamonte,
2016, pp. 113-114), the Binomial Logistic Regression Test was
used for analyzing the existing variation as the variableis a
binary one.

3.1.1 Quantitative analysis and results
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In this section, we checked the role of gender in the
realization of Qafs variants. As noted earlier, this is part
of a larger research that includes other variables. We are
focusing here on gender but referring to other variables
and their results in their context. The hypotheses are as
follows:

Null hypotheses: There is no statistically significant
correlation between the factor of gender and the realization
of (q) in the urban and rural regions.

Alternative hypotheses: There is a statistically significant
correlation between the factor of gender and the
realization of (q) in the urban and rural regions.

The results (see Table 6) show that the factor gender is
statistically significant and, specifically, the category coded
as 1 (i.e., F) where the sig. value is 0.009, which is less than
0.05, with B (-1.826) and Exp(B) as (.161). This makes us
reject the null hypothesis and accept the alternative one
that says, “there is a statistically significant correlation
between gender and the realization of (q) in the urban
region.”

Table 6. The Urban Sample: Variables in the Equation.
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B S.E. Wald df Sig Exp(B)
Age 12.223 4  .016
Age(1) -2.637 1.019 6.697 1 .010 .072
Age(2) -2.461 .937 6899 1 .009 .085
Age(3) -.989 .961 1.059 1  .303 372
Age(4) -.242, 1.415 .029 1 .864  .785
Gender(1) -1.826 .699 6.824 1 .009 161
Religion/
Sect 000 2 1000
giirg(i;m/ 073 15668.113 .000 1 1000 1.076
Religion/ 277 10328888 .000 1 998 5467066280415
Sect(2)
Constant  -20.277 10328.888 .000 1  .998  .000

a Variable(s) entered on step 1: Age, Gender, Religion/Sect

However, in the rural regions, gender emerged as

insignificant, with a sig. value higher than o.0s. This makes

us accept the null hypothesis that says “there is no

statistically significant effect of the factor of gender on the

realization of (q) in the rural region.”

Table 7. The Rural Sample: Variables in the Equation.
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B S.E. Wald df Sig  Exp(B)

Age .000 4  1.000
Age(1) -184- 26116681 .000 1 1000 .832
Age(2) -20.761- 12802.494 .000 1  .999  .000
Age(3) 308 20704375 .000 1 1000 1360
Age(4) 19.118 20046.775 .000 1  .999 200936588.473
Gender(1) 1.099 1.826 362 1 547  3.000
Religion/

.000 2 1.000
Sect
Religion/
Sect(1) 1.391 44914.888 .000 1  1.000 4.020
Religion/ 41.964 42182.671 .000 1 999 1676955638519
Sect(2) : . R .

Constant -21.203- 40192.959 .000 1 1.000 .000

a Variable(s) entered on step 1: Age, Gender, Religion/Sect

3.1 Qualitative analysis of the comments in the interactions

Following previous research in the Arabic context, which
partially or wholly adopted the qualitative analysis of
variation and change, we provide a qualitative analysis to
highlight the patterns of speakers’ choices between [q] and
[?] variants in specific contexts and to uncover the social
meanings and attitudes that these variants carry for
participants, the possible groups they are part of, and the
society at large.

For this, the current research relies on comments or
“talks about language” (Bassiouney, 2017a, p. 7) that
emerged from participants’ comments regarding the usage
and preferences of one variant rather than another. These
comments have been used by previous research in the
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Arabic context (Bassiouney, 2017a, 2017b, 2018; Habib, 2016;
Hachimi, 2007) as they play a role in highlighting the
psychological motivations for the linguistic differences and
linguistic choices that speakers make (Llamas, 2007: 581).
They have largely been shown to support and complement
the statistical analysis. These comments further
highlighted the actual reasons for why, how, and when
speakers employ linguistic variation regarding [q] and [7]
and the various as well as different indices associated with
them in forging identities. Such analysis highlights how
speakers’ identities can change at certain stages of their
lives.

It should be noted that I include only those comments
pertinent to the themes and questions raised in this
research. Moreover, those comments about the same
linguistic issues were not included. As the interest in these
comments was mainly in the content rather than the style,
these excerpts were only translated, and the transcribed
versions were not included. For this, turns, repetitive
elements, laughter, etc., which I considered irrelevant to
the discussion, have been omitted. These deleted items are
substituted with three dots. Details about the participants
and respondents were presented at the top of the excerpt,
including the demographic information available.
Whenever needed, the flow of the details was included,
along with the possible questions or notes I was making
during the interactions. The comments that emerged from
the questionnaire were one-sided and directed at me.

Any needed explanations or gaps between phrases,
sentences, or paragraphs that speakers may have assumed
to be understood and not said have been inserted within
square brackets to clarify what is needed if assumed
unclear by me.
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4. Discussion

The current research findings lend support to previous
research in the non-Arabic and Arabic contexts. The data
examined shows gender as statistically significant in the
urban region but not in the rural ones. Female speakers in
the urban regions show higher tendencies toward the [7]
variant compared to their male counterparts who tend to
use the [q].

These tendencies highly reflect the gendered ideologies
that are dominant in such regions, where it becomes “more
appropriate” for females to use the urban forms (i.e., [T])
and for males to use the local forms (i.e., [q]) (Habib, 2016).
Unlike males who show a tendency to identify with local
linguistic norms and practices and, in this case, the [q]
variant, females “are more sensitive to social norms and
thus linguistic norms in their environment” (Labov, 1972:
303, cited in Habib, 2010: 86).

The urban and rural disparity regarding the gendered
distribution and evaluation of the Qaf variants in the
population examined is, to some degree, influenced by the
sociopolitical and religious dynamics in this context. Until
the mid-1950s, less contact was established between the
urban and rural populations of the city, where Alawites
constituted the majority in the rural regions compared to
the urban ones, which Sunni and Christian people
dominated. The social and political changes in the Syrian
context — which started in the early 20th century — brought
waves of rural migrants (mainly Alawites) into the urban
regions. This eventually altered the religious-sectarian
distribution in the urban center marking Alawites as the
majority in urban and rural areas (Balanche 2015: 88, 2018:
6; Khaddour 2015). These waves of migration did bring the
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population together geographically but not socially. New
localities emerged but were dominated by the rural
population. Furthermore, people of rural origins showed a
tendency to maintain their rural links within the city and
between the urban and rural regions, with many of the
rural population commuting daily to the city for
government jobs. Consequently, less contact marked the
earlier and, to some degree, the later stages of migration.
The following decades brought changes to these dynamics
with the emergence of more mixed spaces for interaction
between the various components.

Thus, the [q], which is dominant among the rural
population (which is largely Alawites) in Tartus, migrated
to the city and got closer to the [?] of the urban center.
However, the lack of contact for decades contributed to
the relative maintenance of religious/sect-based linguistic
distribution, where the [q] remains dominant among
Alawites, and [?] being dominant among Sunni, Christians,
and relatively increasing among Alawites (Mohamad,
2023). Despite this maintenance, there has been a slow
change in progress among the population examined, with
the younger age groups (39 and below) showing a tendency
towards using the [T] variant, compared to the older ones
(Mohamad, 2022).

On the evaluation side, it was not uncommon in the
urban region to describe males of rural backgrounds who
speak with [?] as feminine, mainly by people of the same
background who are [q] speakers. The [q] has been largely
associated with masculinity, and the [?] with femininity in
the context of Tartus City.

The gendered-linguistic distribution reflects the socially
constructed nature of masculine and feminine associations
concerning the [q] and [?], which are still in action among
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speakers of rural origins, despite the said ongoing pace of
change. Such gendered differentiation largely aligns with
previous studies in the Arabic and Syrian contexts (Abdel-
Jawad, 1981, 1987; Al-Khatib, 1988; Al-Wer, 2007; Al-Wer &
Herin, 2011; Daher, 1998; Habib, 2005, 2010, 2016).

The gendered associations that dialects or features of
dialects may develop act as competing factors and add to
the sociolinguistic dilemma that such speakers face in
various contexts. All these gendered associations are
ideological and are primarily based on context and the
nature of the groups involved. As discussed before (Al-Wer
& Herin, 2011, pp. 70-72), the claimed association of the
[?] in Jordan with “softness” and “femininity” could have
resulted from it being increasingly and widely adopted by
women. The gendered construction of such associations is
evident in other contexts. In Algeria, for example, Dendane
(2013) shows how the [7] is being stigmatized in the city
of Tlemcen, which is gradually leading native speakers,
especially young males, to avoid using it under the pressure
of the [q] and [g] variants, which are more common in
other cities in Algeria. However, he shows that females still
retain the [?] variant. Thus, an association between the [7]
and feminine speech can emerge as women continue to
maintain and use it compared to their male counterparts.

Examining the views of sub-groups may reveal various
patterns within the sample. Christians, for example, are
dominantly [?] speakers, and in this respect, the
masculinity-femininity distinction related to the (q)
variable is likely to be absent from them. Moreover, such
gendered differentiation is less likely to be dominant in
rural regions where males and females are mainly [q]
speakers. We believe that these gendered evaluations are
more common among migrant groups who are originally
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[q] speakers and who got in contact with [?] speakers. For
such groups, it is not uncommon for men and women to
avoid gendered linguistic features associated with the
other gender to confirm their distinct gendered identity.
For Coates (2003: 69), “[o]ne significant way in which
hegemonic masculinity is created and maintained is
through the denial of femininity. The denial of the
feminine is central to masculine gender identity,” which
“means that men in conversation avoid ways of talking that
might be associated with femininity and also actively
construct women and gay men as the despised other.
Hegemonic masculine discourses are both misogynistic
and homophobic.” In Morocco, for example, Hachimi
(2012) reports that men in Casablanca avoided the usage
of the Fessi approximant [1] as it is likely to show them as
“effeminate.” Non-Fessi women reportedly used the same
features to project and exaggerate their femininity. In the
Syrian context, Habib (2016) found that male adolescents
in the village of Al-Oyoun tended to avoid the [?] as it is
likely to project them as “effeminate,” “soft,” etc. Similarly,
females were resorting to embracing such features as using

» «

[q] is associated with being “tough,” “masculine,” etc. Habib
showed that gendered ideologies are common among boys,

girls, and parents.

4.1 The gendered associations in Tartus

These gendered ideologies have been reported among
speakers of rural origins in the city of Tartus, who still
maintain and forward such gendered differentiation
regarding the appropriateness of [7] for females and the [q]
for males, which largely affect their linguistic behavior.

In Excerpt (1), the female speaker, who is a Muslim
Alawite from the city, contends that the [?] is more
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admirable for females and the [q] is nicer among males,
and that is why she encourages her brother to speak with
[q] because it is not nice for a male to speak with [7].

Excerpt 1. Speaker 46: 17, Muslim Alawite, Female, Urban,
[?].

Interviewer: Do you generally speak with Taf or qaf?
Participant: With Taf.

Interviewer: And dad?

Participant: My dad speaks with qaf.

Interviewer: And mom?

Participant: qaf.

Interviewer: Why do you speak with 7af then?

Participant: They taught us to speak with 7af, especially mom.
Sometimes, we use the qaf when we are with a group of qaf speakers.

Interviewer: If you go village, what do you use?

Participant: It depends!

Interviewer: What about your brothers?

Participant: My youngest brother is in the 7th grade now.

Interviewer: He speaks with Taf also, right?

Participant: No, with qaf. He is a guy. I tell him it is not nice for a
guy to speak with ?af, which makes him speak with qaf.

Interviewer: Why?

Participant: I don’t know!

Interviewer: Your mom does not tell him to speak with ?af?

Participant: No, because it is nicer for a girl to speak with Taf, but
not for guys.

Since  childhood, these gendered-differentiated
ideologies, attitudes, and practices are widely spread and
commented on.

The role of both parents (largely mothers) on this
gendered differentiation and the linguistic practice of their
children, with moms usually pushing towards [?] and
fathers being inattentive or otherwise pushing towards [q].
As we saw in Excerpt 1 above, both parents are [q] speakers,
but the mother encourages the daughter to speak with [?].

In Excerpt 2, the speaker is a male Muslim Alawite of
rural origins residing in the city. He highlights his desire
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to make his young son speak with [q] and not with [?]. He
says that his son is still a child, and it may be difficult for
him to speak with [q], so he does not put high pressure
on him. During data collection, I interviewed his son, who
was six years old (participant 15), with other speakers of his
age group before we interviewed his father. In this study,
the father is categorized as a [q] speaker and the son as a
[?] speaker (see Table 8). It should be noted that we have
encountered many incidents where children below age
seven are addressed with [?] even when the speakers
themselves are [q] speakers.

Excerpt 2. Speaker 16: 38, Muslim Alawite, Male, Urban,
[ql.

Interviewer: Your son speaks with qaf or 7af?
Participant: No, he speaks with Taf.

Interviewer: What do you think about that?

Participant: I am not happy about this, honestly speaking.

[...]

Participant: He should speak with qaf. But now, he is akid, and it is
probably easier for him, as qaf needs more force to be used. But in
general, the qaf surrounds him from all directions.

Table 8. Father and Son: [q] and [?] Distribution.

Total

No.
. No. % No. % [ql
Speaker Age Gender 8" Region of of of of qu] or
@ @ 01 @ oy @

[7]
15 (Son) 6 M MA U 3 17 15 83 18 ?

16

(Father) 3% M MA U 21 91 2 9 23 ¢

ISSBM 2022 PROCEEDINGS | 251



4.1.1  The vole of family and school in shaping gendered-
linguistic behavior

While families are the first sites where speakers may
encounter such variants and variation, schools have been
regarded among the early public spheres where speakers,
especially [q]-speaking females, are exposed to such
ideologies, which may pressure them to change their
linguistic behavior. Such attitudes and pressure are largely
gendered, pushing females towards [7].

In Excerpt (3), the speaker describes the encounter she
experienced with her sister with [T]-speaking schoolmates
as early as 6th grade when they shifted to the city after
being brought up in a village to [q]-speaking parents. As
they moved to the new school in the 12th grade, the speaker
says their school friends started to mock their [q] usage.
They, however, began to defend themselves, alluding to the
originality of [q] and its Qur'anic associations. This
defensive mechanism did not work, and they felt more
pressure. After telling their mother about their experience,
she asked them to begin speaking with [?]. The speaker said
she is an [?]-speaking person, which matched our analysis.
She says her brother usually speaks with [?], but he tries to
talk with [q] with a group of elderly male speakers.

Excerpt 3. Speaker 12: 27, Muslim Alawite, Female, Urban,

[?].
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Participant: At that time, our friends at school started to mock us ...
We started saying that the basis of Arabic is this and that this
represents our Arabness and identity and is the language of the
Qur’an, and such arguments ... Gradually, we started to feel that we
were wrong. At that point, our mom started telling us that we should
speak with 7af.

[...]

Participant: My brother speaks according to who he is sitting with.
Sometimes, he sits with my father’s friends, and he starts using qaf, a
heavy qaf, I mean. I feel it is heavy as I am not used to hearing him
using it, and he is not used to speaking like that.

Interviewer: Doesn’t he make mistakes?

Participant: Yes, yes, he makes mistakes; he speaks with [q] and [?].

4.1.2  The role of other spaces in shaping gendered-linguistic
behavior

Such gendered ideologies have affected many
participants, whether males or females. In Excerpt 4, the
male participant, whose family migrated from the rural
regions of Tartus to Damascus, describes his daunting
experience after an accident where a ruler came through
his mouth and prevented him from pronouncing many
sounds at an earlier stage after the surgery is done to him.
With experts’ supervision and medical attention, he could
retrieve all sounds except the [q], where he could
pronounce it only as [?], even when reading an Arabic text
in class. Not being able to pronounce the [q] caused him
many issues at school but not within society at large. Later,
shifting back to the village, he suffered more. This suffering
decreased as he moved to the urban center of Tartus.
However, this escalated when he went to do military
service, where he had to introduce his rank, which is “first
sergeant,” which translates into /ro[q]i:b/ but can be said
with an [?] as part of colloquial Arabic (i.e., /ra[?]i:b/). This
made him avoid introducing his rank and worry about the
commentary of the officer-in-charge. Later, when he was
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told that he should present his rank and name, he
introduced that as /ro[?]i:b/, where the officer said: “We
do not have /ro[?]i:b/ in the army.” Due to various sources
of pressure, he decided at a point in time to download a
YouTube video of how to pronounce [q] and eventually
managed to pronounce it.

Excerpt 4. Speaker 11: 30, Muslim Alawite, Male, Urban,
[ql.

Speaking about his stay in Damascus:
Participant: I suffered during my study days a lot. I did not even
participate in classes [because of the [q]].

[...]

Participant: They did not understand that I could not produce the

[q].

[In village]
Participant: Later, I came to the village ... I suffered a lot ... How can
you pronounce the qafas 7af? You are a man!

[..]

[In Tartus]
Participant: I suffered here also, but the society here in Tartus City
showed more acceptance of this.

The pressure towards [7] is not directed to females alone,
as other males in the urban regions have been undergoing
such pressure, but with lesser reported cases in our
observation. In such situations, the urban factor and
indices seem to compete with and override the gender-
specific categorization dominant in society. Such
sociolinguistic pressure largely falls in line with the
patterns of intra-speaker variation found among males
who appear to accommodate the various identities they
want to forward according to different contexts. In Excerpt
5, the speaker was the only one who described himself as
a [q] and an [?] speaker, though he assured that he is
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considered an [T] speaker. He highlighted the identity
struggle between the two variants and their associations.
The first is toward the urban [?] that his mom and other
urbanites speak with. The second is the [q] that his dad
and other ruralites use. He is a relative of speaker 16, who
also commented that the child’s mother tends to direct her
children to speak with [7].

Excerpt 5. Speaker 58: 11, Muslim Alawite, Male, Urban,
[7].

Interviewer: Do you say /[q]alfa/ or /[?]alTa/ (= castle)?
Participant: I say /[?]alTa/. My mom wants me to get used to this. I
used to say /[q]alTa]/, like my dad.

Interviewer: All of your mom’s speech is af?

Participant: [?,7,7,7,7,7,7..]

Interviewer: And your dad?

Participant: [q,q,9,9,9,9,9,q9--JandIam[q,?,q,7,q, 7, q, 7..].

Interviewer: Do you have a sister?

Participant: Yes, [7,7,7,7,7, 7, 7].

Interviewer: Why do you speak like this then?

Participant: The boy wants to be like his father, and the girl wants to
be like a girl.

I used to pronounce it as gaf ...I did not know because, in my village,
they pronounce the (q) as [q]. It has become a habit for me that I
cannot get rid of.

[...]

Participant: At school, I like to speak with [?] so that people do not
think I am [from the village]

[...]

Interviewer: What do you use with your father?
Participant: [q, q, q, q, q, q] but if my mom is present, [?, 7,7, ?, ?].

Table 9. Speaker 58: [q] and [?] Distribution.
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Total

No.
.. No. % No. %
Speaker Age Gender Religion/ Region of of of of of
Sect @ @ M m 9
q q and
[7]
58 11 M MA U 10 48 11 52 21

The linguistic practices of participant 58 and the intra-
variation he reported, which we noticed throughout our
interaction (Table 9), fall within the dilemma that speakers
of rural origins in both the rural and urban regions
undergo in situations of in-migration and dialectal
contact. Such pressure emerges from various social
reasons and partially from speakers of the same rural
origins who are themselves early migrants who have
already adopted the urban style of life. Despite his young
age, the young boy’s linguistic behavior and comments
reveal a high level of awareness of the social embeddedness
of the variants in question and his ability to employ that in
his speech. On the one hand, he prefers to use the [q] with
his [q]-speaking dad, who became his model. It is more
likely that this can lead to an association between his usage
of [q] and masculinity. He is simultaneously forced to use
the [?] with his [?]-speaking mom. His sister, he believes,
should speak like girls, which means [?], and this is yet
a reflection of the gendered differentiation present in
society. Interestingly, he preferred to use the [?] in school
to forward an urban identity, as using [q] may show his
rural background.

Clearly, a state of complication and part of the dilemma
that speakers have, as young as 11 in our case, involve the
variants’ choices and the ability or the will to convey
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different identities, including the gendered one, through
the selection of one variant rather than another.

4.1.3  Identity construction

We can assure that the young boy’s usage of [q] and [?]
is quite smooth, as he is very adaptable to both variants.
We further believe that this case is an excellent example
of how speakers can exploit the existing variation between
variants (Eckert, 2005) and use the various social indices to
forward one or more identities rather than others.

Such linguistic practices are largely contextual and align
with the stance, role, social position, or identity he wants to
associate with. In other words, it is clear that his linguistic
practice is not solely dependent on the macro-level
categories that he is born into. Rather, he seems to
continuously employ the acquired or taught variation to
forward various identities at various times, reflecting any
level of identity or social group he wants to associate with
or is obliged to. Such identities can vary between (1) macro-
level demographic identities, (2) micro-local identities, or
(3) interactional ones (Bucholtz & Hall, 2005: 592). In this
respect, his usage of the [q] with his dad or with other
speakers can be indicative of the gendered-masculine
identity, which sets him as part of the gendered-masculine
and spatial community of practice where the [q] is more
appropriate for male speakers of rural origins (Habib,
2016). Though using the [?] largely happens due to his
mother’s influence, he willingly uses it at school to forward
the urban identity. Such an “urban” index seems to
override and differ from the “feminine” index in such
situations. Throughout his interactions, he seems to be able
to manipulate the various linguistic resources to show
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various stances, roles, and identities that can serve his
purposes (Wolfram & Schilling, 2016: 39).

Such linguistic behavior is not uncommon among
migrant speakers or speakers of rural origins whose
dialects or features of dialects acquired various and, in
some cases, contradictory social indices that can increase
dilemmas for their speakers between “social approval,”
thus fitting in their new community or talking properly
according to “group solidarity.” It is not uncommon in such
contexts for patterns to vary between speakers who
maintain either of the variants and those who show a
balanced act and flexibility between balancing the various
social considerations (Wolfram & Schilling, 2016: 39). Thus,
we can say that speakers employ such existing variation to
forward one identity rather than another.

4.1.3.1  Short- and long-term identity construction

While in most cases, such switches represent
interactional identities (temporary) that speakers may
want to forward; some speakers reported significant
changes across their life stages, mainly toward the urban
dialects and the [?] feature. At the same time, many
speakers do not make such switches and show higher
tendencies towards maintaining their original identity,
which can signify group solidarity. Speaker 29 is a 38 years
old Muslim Alawite female who resides in Al-Ghadeer
locality. After the interaction (see Excerpt 6) that happened
in the presence of my mom, her daughter, and a friend of
hers, I asked her about her usage of [q] as she categorically
used it (see Table 10). She immediately spoke about a recent
incident that happened to her during a visit to Damascus,
where her cousin asked her to “soften the [q] that is as big
as the sofa.” She stated that she refused to do so and said
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that she does not feel that she belongs to the other side (i.e.,
[?]-speaking side); she expressed her pride in the dialect
and the [q] that she uses.

Excerpt 6. Speaker 29: 38, Muslim Alawite, Female, Urban,
[ql.

I am going to tell you about my workplace; the percentage that I see,
people who speak this, three-quarters of them speak with the [].
[...]

I could not take this side [= could not speak with [&]]. ]
maintained what I am and not what I am exposed to; I am like this. My
reality is this. This is the reality that represents me. I did not feel ... I
went to Damascus, where I visited Al-Hamidiyeh, and my cousin told
me: ‘Please, soften the [q] that is as big as the sofa ...enough, do not
speak.” Why would I do this, my brother? [said even to someone who is
a cousin]: This is my dialect, and I am proud of it.

[...]
We do not have the culture of being what you are.

Table 10. Speaker 29: [q] and [7] Distribution.

Total
No.
foi No. %  No. % [q]
Speaker Age Gender g:iltglon/ Region of of of of ([)qf] or
[q @ [ [ and 2]
[7]
29 38 F MA U 16 100 © o 16 q

Through such linguistic practices and the exploitation of
the available associations, many speakers, especially in the
urban regions, show higher adaptability towards varying
their linguistic practices between the [q] and [T]. Such
switching indicates a large level of intentionality that
individuals decide to go for depending on their context
and the appropriate situation they find themselves in. Such
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linguistic practices and other similar ones that involve
switching between the variants largely resemble the
“innovative” and “complex” linguistic behavior of third-
generation females and males of Jordanian and Palestinian
backgrounds reported in Jordan (Al-Wer & Herin, 2011: 69).
On the one hand, females seem to be largely consistent in
their [T]-usage with less switching, thus maintaining the
“urban” image they developed. However, males show
“innovative” and “complex” patterns of linguistic usage.
They resort to interactional switches between their
heritage background, gender, and context or interlocutor.
Boys tend to use the [T] variant when speaking with
females and are more likely to use their heritage variant
with speakers of the same ethnicity and during in-group
interactions. The usage of [T] by male speakers when
speaking with females has been reported among boys in
the village of Al-Oyoun (Habib, 2010). Such use is
interactional, and in such situations, we cannot say that
such male speakers are forwarding “the feminine” identity.
Rather, it is an association with an urban identity that they
are likely to forward.

5. Conclusion

In this paper, the quantitative analysis revealed the
gendered distribution of the [q] and [?] variants in the
urban region, with females showing a higher tendency
towards using the [T] variant compared to their male
counterparts. In the rural regions, however, gender was not
statistically significant, with males and females showing a
higher tendency towards the [q] variant.

Moreover, the analysis of comments has revealed the
considerable presence of gendered associations in the
urban region, with [q] being more suitable for males and
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[?] being more appropriate for females. These associations
have little space in rural areas, with males and females
being largely [q] speakers.

The analysis further showed how such associations are
socially comstructed, exemplified in the relative absence of
such gendered indices among males and females in rural
regions. It shows that the dominance of one variant among
a group, which is females here, can influence its
associations, affecting its usage and distribution. It should
be noted that gendered-evaluations still exist, but have
been decreasing relatively in the past few years within the
urban population of different origins, as mixing increased
and as members of the same family of rural origins started
to vary between the [q] and [7].

The study showed that the awareness of variation could
start early in life, especially with salient variables (Chevrot
et al., 2000: 296; Smith & Durham, 2019: 7-8) such as the
Qaf (Habib, 2016, 2017).

The family can trigger these associations and
sociolinguistic competence, and the members become the
first agents of such influence. This emergence is not
straightforward as it may take a gendered orientation, with
females being encouraged towards the [?] and males
towards the [q] by their mothers and fathers, respectively.
Later, or simultaneously, comes the role of caregivers
(Smith & Durham, 2019) and school, friends, and other
social spaces, especially as speakers shift or migrate from
one locality to another and from rural to urban regions.

The study underscored speakers’ agency and ability to
employ the various indices in certain contexts to forward
specific identities. The comments of speaker 58 and the
reverse from speaking mainly with [?] to speaking with
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[q] and [?] is an example of such emergence and later
development.

It has become clear that variation regarding the Qaf
variants and their acquisition and development is not
straightforward. Many factors — social, political, local, and
supra-local factors- can shape their distribution, usage,
and associations.
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Table 11 Distribution of Speakers Across Social and
Linguistic Categories
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Total

e Mo Neo e P

Speaker Age Gender Religion Region ?f of o?f [l ql 0'51:
qa [q [ and U

(7]

1 64 Ma CHc uf o) o 9 100 9 ?
2 77 M CH Rg o) o 7 100 7 ?
3 s5s Fb MAd U 19 63 11 37 30 q
4 22 M MA U 5 36 9 64 14 ?
5 38 M MA R 22 100 © o 22, q
6 49 M MA U 4 10 37 90 41 T
7 43 M MSe §) o o 26 100 26 ?
8 43 M MS §) 2 13 13 87 15 ?
9 25 F CH R 2 14 12 8 14 ?
10 30 M MA U 13 100 ©O o 13 q
1 62 M MS U 3 14 19 86 22, ?
12 27 F MA U 2 2 15 88 17 ?
13 37 M MA U 13 100 © o] 13 q
14 22 F MA U 3 19 13 81 16 ?
15 6 M MA U 3 17 15 83 18 ?
16 38 M MA U 21 91 2 9 23 q
17 24 F MA U 5 24 16 76 21 ?
18 54 F MA U 20 100 © o 20 q
19 56 F MA U 18 100 ©O o 18 q
20 60 F MA U 16 84 3 16 19 q
21 55 MA R 13 100 © o 13 q
22, 44 MA R 10 100 ©O o 10 q

ISSBM 2022 PROCEEDINGS | 267



23 32 MA 10 43 13 57 23
24 50 MS 9 12 31 78 40
25 53 F MA 2 33 4 67 6

26 45 F MA 13 100 © o] 13
27 53 F MA 4 27 11 73 15
28 25 F MA o o 14 100 14
29 38 F MA 16 100 ©O o 16
30 38 M MA 22, 100 © o 22,
31 8 F MA 14 100 ©O o 14
32 65 M MS 8 19 35 81 43
33 11 M MA 8 100 © o 8

34 11 M MA 10 100 ©O o 10
35 21 F MA 3 21 11 79 14
36 16 F MA 5 28 8 62 13
37 20 F MA 9 100 © o 9

38 17 F MA o o 6 100 6

39 20 F MA 4 23 8 67 12
40 10 M MA o o 8 100 8

41 9 M MA 1 10 9 90 10
42, 13 M MA 4 24 13 76 17
43 17 F MA 2 14 12 86 14
44 32 F MA 6 22 21 78 27
45 47 M MA 22 100 O o 22
46 10 M MA 9 100 ©O o 9

47 14 M MA 10 100 © o 10
48 66 F MA 12 100 ©O o 12
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49 70 F MA 5 36 9 64 14
50 35 M MA 5 29 12 71 17
51 36 F MA 8 35 15 65 23
52 29 M MA 11 100 © o] 11
53 21 M MA 13 100 ©O o 13
54 24 F MA 10 30 23 70 33
55 22, F MA 8 25 24 75 32
56 19 M MA 7 25 21 75 28
57 14 F MA 12 71 5 29 17
58 11 M MA 10 48 11 52 21
59 13 M MA 16 100 © o 16
60 20 M MA 15 100 ©O o 15
61 31 M MA 23 100 © o] 23
62 67 M MA 9 100 ©O o 9

63 17 F MA 21 100 © o] 21
64 27 F MA 14 100 ©O o 14
65 29 M MA 8 100 ©O o 8

66 20 F MA 3 19 13 81 16
67 30 F MA 12 100 © o 12
68 52 M MA 11 100 © o] 11
69 19 F MA 5 66 4 44 9

70 22 F MA 9 100 O o 9

71 36 M MA 26 100 ©O o 26
72 39 M MA 21 100 ©O o 21
73 63 M MA 12 100 ©O o 12
74 55 F MA 15 100 ©O o 15
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75 30 M MA 19 100 ©O o 19
76 35 M MA 11 100 © o 11
77 34 M MA 13 100 © o 13
78 32 M MA 15 100 © o] 15
79 40 M MA 16 100 ©O o 16
80 30 M CH o o 12 100 12
81 30 M MA 16 100 ©O o 16
82 35 M MA 17 100 © o 17
83 67 M MA 12 100 ©O o 12
84 53 M MA 9 22, 19 68 28
85 40 M CH o o 12 100 12
86 41 M MA 13 100 ©O o 13
87 43 M CH o o 10 100 10
88 27 F MA 1 9 10 91 11
89 36 M CH o o 13 100 13
90 35 F MA o o 13 100 13
91 33 M MA 11 33 22, 67 33
92, 28 F MA 6 24 19 76 25
93 23 M MA 13 41 19 59 32
94 29 M MA 4 24 13 76 17
95 24 F MA 6 25 18 75 24
96 36 M MA 13 100 O o 13
97 37 M MA 22 100 © o 22
98 24 F MA 1 3 29 97 30
99 15 F MA 3 12 23 88 26
100 26 M MA 15 100 ©O o 15
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101 19 MA 2 15 11 85 13
102 10 MA o o 11 100 11
103 28 F MA 4 17 19 83 23
104 56 M MA 14 100 © o] 14
105 28 F CH 3 13 20 87 23
106 27 F MA 5 21 19 79 24
107 28 F MS o o 14 100 14
108 60 F CH 1 6 17 94 18
109 65 M CH 2 12 15 88 17
110 40 F CH o o 19 100 19
111 27 M CH 2 9 20 91 22,
112 31 M CH 2 11 17 89 19
113 26 F MS 2 11 16 89 18
114 49 M CH o o 18 100 18
115 52 F MS 3 14 18 86 21
116 14 M MS 2 9 21 91 23
117 22, F MS 3 12 22, 88 25
118 59 M MS 3 12 22, 88 25
119 43 M MS 1 2 40 98 41
120 39 M MS 1 3 33 97 34
121 68 M MA 35 100 O o 35
122, 42 M CH 8 62 5 38 13
Total 47% 1157 53% 2192

a F = Female. b M = Male. ¢ MA = Muslim Alawite. d U =
Urban. e R =Rural.

ISSBM 2022 PROCEEDINGS | 271



[1] The (q) or Qaf in this text refer to the variable under
study. The variants can be called [q] and [?], or [qaf] and
[?af], respectively.

272 | ISSBM 2022 PROCEEDINGS



8

Code-switching usage in
English language class at
tertiary institutions in Kano

MUHAMMED SAGIR ABDULLAHI

National Institute for Hospitality and Tourism, Bagauda, Kano,
Nigeria.
sagirabdullahizor2@gmail.com

This paper explores the practice of code-switching in
English language classes at tertiary institutions in Kano.
The research focuses on the reasons for teachers’ code-
switching, functions, and linguistic features in the types of
code-switching used in English classes. Ethnography was
adopted as the methodology and Discourse Analysis
approach (D.A) as its theoretical framework. Observation
and audio recording were employed during the data
collection. Data were analyzed based on 10 functions of
code-switching by Hoffmann (1991) and Poplack (1980)
classification types of code-switching model. The findings
reveal that teachers’ code-switching serves two different
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functions in English language classes: instructional
functions and social functions. Instructional functions
include confirmation and evaluation, clarification,
explanation, and word equivalence in terms of translation
in order to facilitate comprehension. While the social
functions include emotion and humor for establishing
social rapport with students and dealing with classroom
discipline. All the code-switched utterances employed by
teachers and students were either inter-sentential, intra-
sentential, or tag-switching at word, clause, phrase, and
sentential levels.

Keywords: Code-switching, English Language Classes,
Inter-sentential, Intra-sentential and Tag switching

1. Introduction

In the Nigerian educational system, the English
language is the medium of instruction in all educational
institutions and also in industrial and business training
centers. It is an important subject in the school curriculum
at the primary, secondary, and tertiary levels of education
in Nigeria. The National Policy of Education (NPE),
formulated in 1977 and revised in 1981, 1998 and 2004
assigns to English the role of serving as the language of
instruction from the fourth year of a six-year primary
course to the tertiary level. According to Oyetunde (1984),
English language is a passport to educational advancement
and as a subject, especially at the higher level of education
in Nigeria, it could be viewed from two academic contexts.
First, it functions as a subject matter for obtaining a
certificate or degree after passing through the necessary
higher education program and secondly, occupies an

274 | I1SSBM 2022 PROCEEDINGS



important position in the preparation of school curriculum
and other educational activities that make it indispensable
in the whole system. However, in a multilingual or
bilingual classroom setting, language is central to the
construction of meaning for students from different
linguistic backgrounds. When two or more languages co-
exist, the possibility to code-switch among interlocutors
with similar or shared linguistic background often takes
place (Jacobson, 2004). Cook (2001) refers to code-
switching in the classroom as a natural response in a
bilingual situation and considers the ability to switch from
one language to another as highly desirable among
learners. Moreover, in eliciting teachers’ reflections on
their classroom teachings, Ali and Agbedo (2013) notice
that the most notable strategy that teachers used was code-
switching to achieve a number of communicative and
metalinguistic ends. According to Richards and Rogers
(2001), the use of learners’ native languages is a powerful
means for learners to explore their ideas. They argue
further that without code-switching, some students’
alternate conceptions would remain unexposed. The
recognition to switch codes goes beyond switching
between languages; it also recognizes the value of using the
vernacular, which allows students to draw on useful sense-
making resources (Amin, 2009). Researchers considered
using code-switching in the classroom as a “legitimate
strategy” (Cook, 2001: 105) and no matter how disruptive
it might be during a conversation, it still provides an
opportunity for language development (Skiba et al, 1997).
Despite English as the medium of instruction in Nigerian
tertiary institutions, yet, code-switching dominates
classroom interaction. The practice of Code-switching has
become a prevalent phenomenon in the English classroom
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context in which teachers and students are fully engaged.
A clear understanding of what necessitates teachers’ code-
switching as well as students was not ascertained at
tertiary institutions in Kano. Therefore, the focus of this
paper is to critically explore the reason that causes its
occurrence in the classroom situation and in some other
social interactions.

2. Methodology

Ethnography was adopted as the methodology of this study
and the Discourse Analysis approach (D.A) as its theoretical
framework. For the data collection, two methods were
employed: Classroom observations and audio recordings.
The use of observations is to ascertain what is happening in
the classroom and to establish a connection between reality
and theoretical assumptions. Alongside the observations,
audio recordings were also used to uncover the exact
nature of the verbal behavior of the teachers. The data
collected were mostly teachers’ utterances during English
language lecture sessions in some selected tertiary
institutions in Kano i.e Federal College of Education,
Aminu Kano School of Islamic Legal Studies and Sa’adatu
Rimi College of Education. The researcher used a digital
recorder to record teachers’ lectures while in sessions.
Recorded speeches from the teachers’ lectures for about 45
to 60 minutes were transcribed and speeches containing
code-switching were also identified, extracted, and
annotated for further analysis.

3. Data presentation and analysis
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The data were analyzed based on 10 functions[1] of code-
switching of Hoffman (1991) and Poplack (1980)
classification types of code-switching (inter-sentential,
intra-sentential, and tag switching). Inter-sentential
switching involves a switch at a clausal or sentential
boundary where the clause or sentence might have been in
L1 before changing to L2. While intra-sentential switching
occurs when words or phrases from another language are
inserted into a sentence of the first language and tag-
switching is the insertion of words that can be put
anywhere within the boundary of a sentence or speech
without violating the grammatical rules of that sentence.
The data were first identified, selected, edited, and
transcribed using the mode from Miles and Huberman
(1994) through data reduction, data description, and
classification. Teachers’ code-switching was for the
following purposes: confirmation and evaluation,
clarification, explanation, emotion, humor, discipline, and
equivalence.

3.1 Confirmation and Evaluation

As observed in English classes, teachers employed code-
switching involving Hausa fillers and tags for statement
confirmation and to evaluate students’ performance. This
is depicted in the following excerpts from the recorded
teachers’ utterances in the classes:

Excerpt1

Now, scopes of communication (spelling the word) S C O
PE. Ko?

(Now, scopes of communication (spelling the word) S C
O PE. Rright?)
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Excerpt2

What is the meaning of verbal, using your mouth....ko?
Very good

(What is the meaning of verbal, using your
mouth....right? Very good)

Excerpt3
I said body movement ko?
(I said body movement right?)

Excerpt 4

For example, teacher and student ko? ... Doctor and
Patient ko?

(For example, teacher and student, right? ... Doctor

and Patient, right?)

Excerpts

This is all about communication. We define various
ways of communication.

We made mention types of communication. We made
mention of channels

of communication ko?

(This is all about communication. We defined various
ways of communication.

We made mention types of communication. We made
mention of channels of Communication, right?)

Excerpt 6
Drama is a powerful model of learning. Ko?

(Drama is a powerful model of learning. Right?).

Excerpt?7
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Robert John defines communication as an exchange
between people of knowledge, information, ideas, opinions
and feelings, toh! This is how he defines communication
you get it. Toh!

(Robert John defines communication as an exchange
between people of knowledge, information, ideas, opinions
and feelings, Okey! This is how he defines communication
you get it. Okey!).

Excerpt 8

Omodiogbe, may be he is a Yoruba man. Is there any
Yoruba here? Omodiogbe, toh! 2002.

(Omodiogbe, may be he is a Yoruba man. Is there any
Yoruba here? Omodiogbe, okey! 2002).

Excerpt9

.......... (noise) that one will not but it could be , but this
time around, toh!

[ (noise) that one will not but it could be , but this
time around, okey!).

It was evident from the above excerpts that “fillers” have
featured at the end of the code-switching utterances in
these sentences. The employment of Hausa fillers, “ko”
(right) which appears in excerpts 1, 2,3,4,5, and 6 in the
form of tag switching done by teachers was to make
confirmation. Teachers evaluate their students on the
previous lessons to confirm whether they understand the
discussed subject or not. Also, according to excerpts 7, 8,
and 9 teachers checked the concept of communication,
scopes of communication, and various types of
communication for confirmation purposes. The
employment of fillers like “toh!” (okey) and “ko” (right) in
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the teacher’s utterances were for a rhetorical question that
does not require constructive or analytical answers. The
use of Hausa fillers was similar to what Poplack (1980) calls
tag-switching which is basically defined as the switching
of a tag phrase or word from one language to another. In
the above excerpts, teachers’ code-switching served
confirmation and evaluation functions in order to test the
students understanding of the discussed topic. The
utterance of ‘toh!” and ‘ko’ by the teachers in English classes
was basically habitual and it happens as a result of mother
tongue influence in order to confirm statements.

3.2 Clarification

Teachers used code-switching in English classes to give
more additional information, elaboration, and expansion
on some vague concepts and ambiguous terms. The
alternations by teachers serve clarification functions on
subject matters in order to keep a smooth flow of teacher-
student interactions. In the following excerpts, the teacher
makes adequate explanations in order to clarify the
conceptual terms by inserting Hausa clauses, phrases, and
sentences.

Excerptio

The speech of the sound, idan misalin yanzu kai magana ko
kai kalma ai yanayin fitowar kalmar shi ne what we referred as
phoneme.

(The speech of the sound, for example, if you speak or uttered
a word, the abstraction of the physical speech sound of that word is
what we referred as phoneme).

Excerpt11
Ko wane yaareé na duniya da za ka je ka koya, indai za ka yi
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speech work, dole organs of speech za a koya maka. Amma
zai zama based on yaren da kaje koyo. 1 don’t know whether
ko kun fahimci abinda nake nufi.

(In learning any natural language, in as much as you will
learn speech work, you must be taught organs of speech.
However, it will be based on the governing rules of that
language. I don’t know whether you understand what I
mean).

Excerptiz

Teacher: Look at for example, here I came to this class,
I said “hey guys, hi, what is the name, what’s up”. Za ka ji
wasu na cewa wannan ta cika Kaakale. So it is because of the
phoneme. Ka gane ko?

Teacher: Look at for example, here I came to this class,
I said “hey guys, hi, what is the name, what’s up”. You will
hear others talking, this woman is so acting up. So it is
because of the phoneme. Do you understand?

Student: Ma, Kina nufin is that how you are
pronouncing these words or talk?

Student: Ma, do you mean is that how you are
pronouncing these words or talk?.

In all the excerpts quoted above, it buttresses that the
teacher was trying to draw comparative examples to
analyze the conceptual areas in a grammar lesson. In the
same vein, the teacher explains how speech sounds are
perceived as well as the pronunciation processes of words
in formal language classes. She also expresses the language
acquisition processes and the sound utterances
phonologically. The teacher extensively clarified the habit
of language speakers generally and how it differs from one
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language to another. In excerpts 10, 11, and 12, the teacher
used both single words, clauses, and complete sentences to
add more and clarify her statements for example: the word
“yaareé” (language), clause “Ko wane yaareé na duniya da za ka
je ka koya” (any natural language that you will learn), phrase
“ har a ka sami” (in as much you get), sentence “wannan ta
cika kaaKale” (this woman is so acting up). The language
alternation at the word, clausal and phrasal level was
synonymous with what Poplack (1980) calls intra-sentential
code-switching. It is the situation where the switching
takes place within the clause or sentence and is considered
to be the most complex form of switching. Therefore, the
teacher uses her linguistic skills and mastery of both the
two languages i.e English and Hausa to express herself well
in the form of code-switching which serves a clarification
function.

3.3 Explanation

Teacher’s code-switching functions as a means for
providing a comprehensive and detailed explanation of
some abstract terms and concepts on the subject matter in
English language classes. The following excerpts show how
the teacher was presenting her topic to the students in the
class as follows:

Excerpt13

Why they said the aims and goals of the criticism
because ai shi theory shi ya kawo Criticism. Shi ya bude kofa
har aka sami criticism, this is what I want you to
understand.

(Why they said the aims and goals of the criticism,
because it is the theory that brought criticism. It is that paves
the way for criticism, this what Iwant you to understand).
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Excerpti4

Teacher: You are asking what is intrinsic and extrinsic,
which proper school of thought is it to be applied for, Ko ba
haka ka ke nufi ba?

Teacher: You are asking what is intrinsic and extrinsic
and which proper School of thought is it to be applied for,
is it not what you mean?).

Student:  Yes, haka nake nufi.

(Yes, that what I mean).

Teacher: In ka dauki Marxists suna yin intrinsic and
extrinsic, they use both of them. Amma in kaje
structuralism, they don’t go for the two of the subjects.
In kaje formalism they only take one ba sa using all but
it is only marxists and sometime ina ga Formalism saboda
sometime because they are language biased. Since they are
language biased ba sa hada wa gaba daya, wanda suka dauka
shi suke back-up.

(Marxists used both intrinsic and extrinsic.
Structuralism don’t go for the two. The same thing with
formalists, they only take one not all. But it is only Marxists
and I think sometimes formalists even though they are
language biased. Since they are language biased, they don’t
merge the two and only back-up the one chosen).

Student: What is their differences din su gaba daya?
What are their differences in all?

Teacher: Toh! Ba ga shi difterences na gaya maka ba. One
allows criticism within the text and the other does not allow
criticism in and outside the text, is it not the difference?
Toh! Difference din me kuma ka ke so in gaya maka.
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Teacher: Ok! These are the differences, I have already
told you about. One allows for criticism within the text and
the other does not allow in and outside the text, is it not the
difference? Ok! What kind of difference do you want me to
tell you again?

As observed in excerpts 13 and 14 the above, revealed that
teachers use intra-sentential code-switching to explain
abstract terms and respond to the students’ questions in
the literature class. The function of the teacher’s code-
switching in this respect was basically to ease
comprehension in the explanation of some literary terms
and concepts in a simpler way. The teacher was trying to
compare all schools of thoughts together and see how each
relates to one another. The concept of literary criticism was
fully elaborated based on Marxism, Formalism, and
Structuralism viewpoints. As usual, explanation occurs
when the teacher sees the need to repeat and elaborate
on what was previously said in another language in order
to help students understand the subject of discussion. It
tallies with Canagarajah’s (1995) research which opines that
a teacher’s code-switched function is for the explanation
which occurs at different places during the lessons. It
normally happens when introducing a new topic, checking
an exercise, and when posing argumentative exposition
over a strange subject matter. This is supported by Cook
(2001) and Lin (2003) that, teachers’ code-switching is an
important tool for explanations whereas students find the
classroom more natural and easy when code-switching was
involved. It gives room for a wider explanation of some
technical terms and the introduction of new concepts by
teachers. According to Ahmad and Jusoff (2009), the
function of teachers’ code-switching in the class gave
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teachers an opportunity to communicate well and to
explain new vocabulary, grammar, and new concepts.

3.4 Emotional

School is said to be a social environment where people
from different social backgrounds converge, interact and
socialize themselves for common purposes. It is an
environment that comprises teachers and students,
especially in a classroom situation where communication
takes place for so many reasons. As observed, teachers’
code-switching in English class serves some purposes
which are for interpersonal communication, making
complaints, and ultimately evoking emotion as obtained in
the following excerpts:

Excerptis
Teacher: Ah! Hajiya from where?
(Ah! Hajiya from where?).
Student: Wallahi Sir, gaisuwar mutuwa naje, daga
qauye nake.
(Certainly, Sir, I went for condolence visit, I am from
village).

The above excerpt revealed the use of intra-sentential
and inter-sentential code-switching by both the teacher
and student to sympathize with the student for a particular
situation. It was an instance where a student came very late
while lectures were about to rounded up and the teacher
interrogated her lateness. She responds by employing her
mother tongue to lodge her excuses. The emotional
function of teachers’ code-switching serves as an appeal to
show concern and express feelings over issues that affect
students and their personal and private issues.
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3.5 Humor

Teachers were observed to establish a connection with
their students through social interaction in their
classrooms in order to build rapport. Examples of their
socializing activities were joking, using warm-up
questions, telling students about their own personal issues,
and encouraging or praising students. One way of
maintaining students’ attention and interest in the
teacher-guided classroom was the use of humor. This was
specifically in cases where more than two-thirds of the
speaking is done by the teacher while interacting with his
students. The excerpt below provides a good illustration
of teacher’s code-switching when cracking jokes with
students.

Excerpt16

I don’t take attendance, it is already time, leave! Kaga
matsoraci.

(I don’t take attendance, it is already time, leave! See a
coward.).

Excerpt17

This is what a lot of Kano people do. They use to kuuri
(boasting).

(This is what a lot of Kano people do. They use to boast.).

In excerpt 16, the teacher cracks jokes with his student.
It is habitual for the students in institutions where they
have adequate freedom to move in and around the lecture
venue. Sometimes, students opted out of the class without
even taking permission from the teacher while lectures
were in progress. It was the students’ prerogative to either
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stay till the end of the lectures or else quit the venue
depending on the circumstances. In some other instances,
teachers decided to take attendance and awarded marks
to students and sometimes serve as part of their Continue
Assessment. At this juncture, the teacher notices this kind
of behavior from one student in his move to quit the class,
and at the same time that student fears that the attendant
could be taken. For the teacher to deprive the student from
going out, he boldly shouted at the student that he was
not taking attendance. The student was startled and the
whole class burst into laughter, then the teacher crack a
joke by saying that “it is already time, leave!” the student
still felt a little ashamed and the class laughs again. The
teacher also responded in Hausa by saying “Ka ga matsoraci”
(See a coward). In the second episode of excerpt 17, the
teacher happens to be from a neighboring town (Zaria) and
wants to crack jokes for his Kano students. In normal
circumstances, there are always satirical jokes between the
Kano people and Zaria where they shared dialectical
differences and joke over them. Here, this teacher alternate
in Hausa single word to pool Kano people with the word
“Kuuri” which signifies “boasting” as part of their habit
during the conversation. Therefore, Teachers’ using code-
switching as a joke appeared to work well and had a
positive effect on the students. This effect could be the key
factor to building up a good relationship between teachers
and their students in the formalized context of the
classroom. However, students found it more humorous
not sarcastic, and was done by the teacher in order to create
a funny moment for his students in order to laugh. The
entire code-switching exhibited in the above excerpts are
intra-sentential in nature which functions for humorous
purposes. Therefore, humor can be said to be culture-
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bound, so it is much safer to joke about it in the mother
tongue. As according to Baker (2006), he considers humor
a social function of teachers’ code-switching for marking
changes in attitudes or relationships with students.

3.6 Discipline

In Language classes, teachers accordingly used English
as a medium of instruction throughout their lecture
sessions as observed. The mother tongue alternation in
these classes came into effect as a method of managing
and controlling students’ behavior for discipline purposes.
Teachers’ code-switching in this respect functions as
means of observing discipline towards a negative attitude
as in the following excerpt:

Excerpt18

Wadannan sune (these are the) evidences din (for that)
test, ajiyewa ake (they are for safe keeping). Baa sakaci dasu
(Don’t neglect them).

In excerpt 18, intra-sentential code-switching was
employed by the teacher in discussing with his students
in respect of their negative attitude toward handling test
scripts. The scripts were meant for them to check and
ascertain the marks according to individual students and
admonished its careful handling. This also creates an
atmosphere that gave room for discussing personal issues
between the teacher and his students within and outside
the classroom. It corresponds with Canagarajah’s (1995)
statement that teachers’ use of mother tongue functions
to express their displeasure over students’ undesirable
behavior in classroom management.

3.7 Equivalence
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Teachers in English class as observed employed code-
switching to give the equivalent of some translated words,
phrases, and clauses from English to Hausa and vice-versa.
Hausa proverbs, idioms, and some other figurative terms
are of utmost consideration in this respect. Find some
examples from the following excerpts:

Excerpt 20

Do you know the meaning of camouflage? Ungulu da kan
Zabo.

(Do you know the meaning of camouflage? The act of
disguising).

Excerpt 21

What is ‘Chaos’ ya kamata mu fara nuna muku ya ake
pronouncing Kalmar ma tukuna kafin mu fade ta.

(What is Chaos? Firstly, You should learn how to
pronounce the word before you said it).

Excerpt 22

This is the nature of illiteracy, usually, thit is what
Mallam Bahaushe is saying ‘karamin sani ququmi ne’.

(This is the nature of illiteracy, usually, this is what a
Hausa-man refer as ‘Inadequate knowledge is constraint’).

Excerpt 23

This is what a lot of Kano people do. They are use to kuuri
(boasting).

(This is what a lot of Kano people do. They use to boast)

Data from excerpts 20, 21, and 22 signifies intra-

sentential code-switching and serves translation functions.
The use of the Hausa proverbs as seen in these excerpts
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shows that the teacher employs code-switching to give the
possible equivalent of translated phrases and clauses. He
also uses it to translate a word in excerpt 23 for self-
expression and explanation of some difficult terminology.
In normal circumstances, languages differ syntactically,
morphologically, phonologically, or otherwise in terms of
context in order to produce meaning. When speakers find
it difficult to integrate the lexical item in a target language,
they opted for code-switching. Sert (2005) considers
equivalence as a “defensive mechanism” from the side of
the language teacher. In the course of instruction in
English classes, teachers inserted lexical items from
students’ native language in order to fill the lexical gaps.
This was in agreement with Cook (2001) who asserted that
teachers use code-switching in conveying the meaning of
words or sentences, explaining grammar, and for
classroom organization. He further stressed that it could
be used for translation purposes and drilling exercises
during classroom activities. Duff and Poliof (1990) stated
that teachers use code-switching for grammar instruction
to offer a translation function when there is a lack of
comprehension from the side of the students.

4. Conclusion

Code-switching in English language classes at tertiary
institutions served numerous functions in order to bridge
lexical gaps in words, phrases, and sentences into the
ongoing speech for instructional and social needs in the
classroom context. Instructional functions include
confirmation and evaluation, clarification, explanation,
word equivalence in terms of translation of difficult and
ambiguous words, idioms, and proverbs in order to
facilitate comprehension. While the social functions of
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teachers’ code-switching include: emotion, humor for
establishing social rapport with students and dealing with
classroom discipline. Teachers used code-switching as
lexical chunks for more clarification, comprehension, and
detailed explanation of some abstract terms and concepts
on the subject matter. All the code-switched utterances
explored in respect of code-switching types in this paper
were either tag-switching, inter-sentential, or intra-
sentential in nature. It symbolizes linguistic features at the
word level i.e noun, verb, pronoun, and interjection as in
excerpts 12 and 14, and at the clausal level i.e dependent and
independent clauses as in excerpts 10,11,12, 13, and 14. And
also at the phrasal level, i.e interjection and noun-phrase as
in excerpts 14 and 20, and at the complete sentence level
i.e idioms and proverbs as in excerpts 20 and 22. Normally,
in language classes where English is used as a language
of instruction for delivering the content of the lesson to
the students, especially where both students and teachers
shared the same local language in the learning
environment, there are tendencies of switch coding.
Teachers switch to students employing dominant language
depending on the circumstance for managing the overall
discipline in the classroom. Teachers were also observed
to have chosen the local language when dealing with
procedural problems during lessons and classroom
management for easy control.
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Pragmatics is the field of linguistics that studies
meaning in context. Deixis refers to the area of pragmatics
that gives an interpretation of the meaning of an utterance
based on its context. There are different categories of
deixis, such as person deixis, place deixis, time deixis,
discourse deixis, empathetic deixis and social deixis. This
paper focuses on person deixis. While there are several
approaches to be taken when investigating person deixis,
depending on the perspective, this paper refers to a
translation-oriented perspective and a corpus-based
perspective. We explore the translation of person deixis
from English to Romanian in the context of the discourse
of the World Health Organization on the Coronavirus
pandemic. We have selected 64 texts (from January 1st to

294 | ISSBM 2022 PROCEEDINGS



December 31st, 2021) from conferences with the media in
which the globally challenging Covid-19 issue is addressed
by the WHO Director-General. We shall use the scientific
research methods of discourse analysis and documentary
analysis, while taking into account the benefits and
limitations of the methods, to investigate the heavy use
of the pronouns “I”, “we” and “you”, the functions and the
grammatical encoding that deictic pronoun have in both
languages in order to offer an optimal translation of person

deixis from English to Romanian.

Keywords: person deixis, corpus analysis, translation
studies, institutional discourse

1. Introduction

The paper focuses on the analysis of the differences
between English and Romanian with reference to person
deixis, and on determining the best counterparts for the
translation of deictic pronouns from English into
Romanian. The corpus design and use involve a number
of 64 texts pertaining to the institutional discourse of the
World Health Organization in the context of the
Coronavirus pandemic, thus meeting the criteria of
representativeness and exemplarity.

In order to determine what the differences and the best
equivalents in translation are, we will first outline deixis
— more particularly, person deixis; we will also make
reference to the research methods we have employed in
our analysis, namely, discourse analysis and documentary
analysis. As stated above, our paper underpins a corpus-
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based approach to translating person deixis in the
institutional discourse of the World Health Organization
(WHO), and to discuss the results of our analysis.

2. Translating person deixis

2.1. Outlining deixis and person deixis

The word deixis stems from the Greek deiknynai, meaning
to show, being recorded in English in the 1940s, according
to Oxford English Dictionary (https://www.oed.com/). In this
line of approach, any linguistic form used to accomplish
“pointing via” language is considered to be a deictic
expression. Lyons (1977), also taking an etymological look,
highlights that:

As employed by the Greek grammarians, the adjective deictic*
(deiktikos) had the sense of ‘demonstrative’, the Latin
‘demonstrativus’ being the term chosen by the Roman
grammarians to translate ‘deiktikos’ in the works of the Stoics,
of Dionysius Thrax and of Apollonius Dyscolus, which laid the
foundations of traditional grammar in the Western world. It is
worth noting that what we now call demonstrative pronouns
were referred to as deicticarticles in the earlier Greek tradition
and that the Greek word ‘arthron, from whose Latin
translation, ‘articulus’ the technical term article derives, was
no more than the ordinary word for a link orjoint. (Lyons, 1977
636)

It was only in the later tradition that the Greek equivalent
of ‘pronoun’ was used; and this fact is of some significance.
The point is that in early Greek, no sharp distinction can
be drawn between demonstrative pronouns, the definite
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article and the relative pronoun, in terms of their forms
or syntactic and semantic function: the term ‘article’ was
at first an umbrella term, applied to them all, and it was
chosen, presumably, because they were regarded as
connectives of various kinds. (Lyons, 1977: 636)

Convergently, Andersen and Keenan (1985: 259) consider
“as deictic expressions (or deictics for short) those
linguistic elements whose interpretation in simple
sentences makes essential reference to properties of the
extralinguistic context of the utterance in which they
occur”. It is unclear, however, how one determines what
counts as “essential reference”. They exemplify it by the
sentence “John loves me”, where “we cannot tell who is being
loved unless we know who is uttering the sentence”
(Andersen & Keenan, 1985: 259). Levinson (1994: 853) also
shows concern for context dependence in producing and/
or interpreting “certain linguistic expressions (‘deictics’ or
‘indexicals’)”. According to Mey (2001: 54), the linguistic
devices used to convey an indexical relationship are
referred to as “pointers”. These pointers serve to indicate
the identity of the speaker, as well as the specific location
and time being referred to, thereby establishing a set of
coordinates. Sidnell (2009: 114-115) envisages deictics as
“more or less closed functional categories of person, space,
time, discourse and social deixis” based on “the formal
properties (semantic, morphological and morphosyntactic)
of particular languages”, and highlights the importance of
recognizing cross-linguistic variations in the level of
“closedness” exhibited by these categories”. Yule (2010: 130),
quite interestingly, suggests that reference involves
listener / reader — orientation, being “an act by which a
speaker (or writer) uses language to enable a listener (or
reader) to identify something.”
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Picking up reference in the extra-linguistic world should
be placed on a continuum, according to Levinson (2003),
who draws attention to a spectrum of deicticity, thus
rejecting the binary distinction between deictic and non-
deictic items:

Expressions whose reference or extension is systematically
determined by aspects of the speech situation (words like |,
you, now, this, and here) are called deictic or indexical terms.
Sometimes they denote aspects of the speech situation itself
(as with I), but sometimes what they denote is only partially
determined by reference to the speech situation (as in local
pub, long ago, next vear, distant planet, the late president).
(Levinson, 2003: 423)

Hanks (2011: 317) reinforces this idea when claiming that
there are no linguistic items which contain only deictic

» «

information: “actual deictic forms” “always combine sheer
indexical functions with other kinds of information
(indexical, iconic or symbolic)”. Admittedly, deixis ceases to
be assimilated with pure indexicality.

The above-mentioned definitions point to the fact that
it is difficult to make a sharp distinction between what
counts as deictic and what counts as not deictic, and that all
linguistic items are at least slightly dependent on context
for their interpretation.

Regarding the typology of deixis, mainstream literature
distinguishes between five main categories, namely, place
deixis, social deixis, discourse or text deixis, time deixis
and person deixis (notably, Levinson 1983; Yule 1996;
Grundy 2000; Vilceanu 2005; O’Keeffe et al. 2011; West
2014). Out of these five widely acknowledged categories,
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person deixis will be our focal point of interest in what
follows.

According to Yule (1996: 10), person deixis “clearly
operates on a basic three-part division” in close correlation
with grammatical encoding as typified by the personal
pronouns for first-person (1), second-person (‘youw) and
third-person (he’, ‘she’, or ‘it’); correspondingly, deictic
reference is made to participants’ roles of referents, falling
into “the speaker, the addressee, and referents which are
neither speaker or addressee” (Yule, 1996: 10).

Furthermore, we distinguish between the first-person
plural deictic pronouns which include the addressee and
the first-person plural deictic pronouns which exclude the
addressee. The category of second-person deictic pronouns
excludes the speaker and includes the addressee (Yule,
1996: 11-12). It is worth noting that the individuals being
addressed by the speaker can be divided into two distinct
categories. The first category is referred to as “auditors”
and includes all members of the audience who are being
addressed by the speaker. The second category is known
as “addressees” and is limited to those individuals who are
specifically known to the speaker and are being directly
addressed by them. (Bell, 1984: 159). Yule (1996: 10) also
mentions that there are languages, such as German and
Spanish, in which we identify the addressee with reference
to number and case, apart from being a participant in the
conversation; we add that this is also the case of Romanian,
where deictic reference to the person is also associated with
the verb which concords with the pronoun, containing a
special inflectional morpheme.

2.2. Research methods: discourse analysis and documentary
analysis
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Discourse analysis and documentary analysis are
research methods we decided to use in analysing the 64
texts pertaining to the Director-General of the World
Health Organization (Ghebreyesus Tedros Adhanom) and
representing media briefings regarding the Coronavirus
pandemic.

Discourse analysis represents the study of language in
a given context. It is the most frequently tool employed
in scientific research in Philology. This is an approach in
which philosophy, theory and method are combined.
Discourse gives meaning to physical objects and events
that exist unassisted by people’s thoughts and speech.
When employing this method, a number of texts
pertaining to the same type of discourse are collected and
analysed according to a certain framework. In our specific
case, the analysis is restricted to the institutional discourse
of the World Health Organization (WHO) in the context of
Covid-19, covering the values of person deixis.

With respect to the benefits that this research method
offers, we should mention that discourse analysis
generates viable insights, being associated with an in-
depth approach to texts as meaningful units sharing
common properties and contexts of use. In this respect,
it helps us in building a corpus — we have selected several
texts representing the institutional discourse of WHO.

Regarding the limitations that this method has, we
should mention that it is rather time-consuming, because
selecting appropriate texts and then proceeding to analyse
the texts’ features could take a lot longer compared to other
scientific research methods. It is also, to a certain extent,
subjective, because it does not attend to the non-verbal
aspects of interactions, which some researchers consider
to be more trustworthy, because they are less controllable,
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and thus more likely to disclose true meaning (and hidden
agendas).

Documentary analysis is another method we will use in
our research. It consists of drawing conclusions regarding
the social circumstances in which documents, such as
letters, official reports, web pages, newspaper articles, etc.,
are produced and read by carefully examining them and
their content, from a multisided perspective. We
distinguish between different approaches to documentary
analysis: content analysis, the interpretative approach and
the critical approach. Content analysis is considered a
quantitative technique. It is objective, systematic, focused
on the surface meaning of the document. It examines who
says what, to whom and with what effect; for example, we
count the occurrences of the word ‘we’ within one or more
documents pertaining to WHO. The interpretative
approach to documentary data is concerned with the
exploration of the meaning within the content — for
example, we examine the meaning of deictic pronouns in
the texts pertaining to WHO. The critical approach deals
with aspects of social structure such as power, ideology,
social control, etc.

With reference to the benefits this method of research
has to offer, we emphasise that, because of its eclectic
nature, it can incorporate a variety of approaches to
documentary sources. It can be used in conjunction with
other research methods - for example, to widen the
findings of interview data.

With reference to the drawbacks of this method of
research, we mention that one could be facing problems
of validity if using this method. We can only use original,
accurate, typical of their kind documents, in which the
intention is clearly perceived. We could also be facing
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problems of intertextuality (Bloor & Wood, 2006: 60),
because documents are dependent on their relationship
with other documents; for example, a text pertaining to
WHO could be referring to previous texts, and if taken out
of context, there is the risk of misinterpreting the intention
of the document. In order to mitigate this risk in our
analysis we will only consider original, accurate, and
specific documents, in which the intention is carried across
leaving no room for misinterpretation.

2.3. A corpus-based approach

As mentioned before, the paper focuses on translating
person deixis from English into Romanian in the context
of the discourse of the World Health Organization (WHO)
on the Coronavirus pandemic. We have selected 64 texts
produced in the time frame January 1st — December 31st,
2021, delivered at conferences with the media in which the
globally challenging Covid-19 issue is addressed by WHO
Director-General, Ghebreyesus Tedros Adhanom.

When translating the texts from English into Romanian,
we shall take into account the supranational, prepotent
identity of the WHO, as presented on the official website —
WHO is responsible with health care strategies and policies
globally:

The Thirteenth General Programme of Work (GPW 13) defines
WHQO's strategy for the five-year period, 2019-2023. It focuses
on triple billion targets to achieve measurable impacts on
people's health at the country level. The triple billion targets
are to ensure by 2023: one billion more people are benefiting
from universal health coverage, one billion more people are
better protected from health emergencies, one billion more
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people are enjoying better health and well-being. Measurable
impact is at the heart of WHO's mission to transform the
future of public health. (World Health Organization 2019).

Another important factor that we shall consider when
translating the texts from English into Romanian, while
focusing on the use of person deixis, is the fact that the
Coronavirus pandemic has reached out globally, too:
“WHO reported that over 1 million cases of COVID-19 had
been confirmed worldwide, a more than tenfold increase
in less than a month.” (WHO, 4 April 2020); “WHO shared
survey findings, showing that seventy-three countries have
warned that they are at risk of stock-outs of antiretroviral
(ARV) medicines as a result of the COVID-19 pandemic.”
(WHO, 6 July 2020); “WHO shared survey findings showing
that the COVID-19 pandemic has disrupted or halted
critical mental health services in 93% of the 130 countries
covered, while the demand for mental health is increasing.”
(WHO, 5 October 2020)

The corpus-based approach to translating person deixis
from English into Romanian in the context of the
institutional discourse of WHO on the Covid-19 pandemic
focuses on first-person singular deictic pronouns, first-
person plural deictic pronouns and second-person deictic
pronouns, since there is a prevalence of the pronouns “I”,
“we” and “you” in the selected texts:

I congratulate the government, health workers,
communities and all WHO staff who were involved in the
response. (Ghebreyesus, 3 May 2021) (our emphasis)

We have the tools to bring this pandemic under control
in a matter of months, if we apply them consistently and
equitably. (...) We are calling for the original manufacturers
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of mRNA vaccines to contribute their technology and
know-how to a central hub, and for manufacturers in low-
and middle-income countries to express interest in
receiving that technology. We have seen incredible
innovation in science; now we need innovation to ensure
as many people as possible benefit from that science.
(Ghebreyesus, 19 April 2021) (our emphasis)

It's therefore my great pleasure to welcome His
Excellency Jonas Gahr Stgre, the Prime Minister of
Norway. Prime Minister Stgre also once worked for WHO,
so Prime Minister, welcome back to WHO, and thank you
for Norway’s support for the ACT Accelerator so far. Tusen
takk, and you have the floor. [H.E. JONAS GAHR ST@RE
ADDRESSED THE MEDIA] Thank you so much, Your
Excellency Prime Minister Stgre, and thank you once again
for Norway’s leadership and partnership. Margaret, back to
you. (Ghebreyesus, 28 October 2021) (our emphasis)

3. Results

3.1. Distribution of the deictic pronouns

The study examined 64 texts related to Ghebreyesus
Tedros Adhanom, specifically media briefings where the
WHO Director-General addressed the Coronavirus
pandemic. The analysis revealed that the pronoun ‘we’ was
extensively utilised throughout the texts. There are 820
occurrences of “we” out of the total of 1,620 occurrences
of deictic pronouns, representing 50.61% of all the deictic
pronouns which are used in the texts. The function of “we”
is in some cases that of including the speaker and
excluding the addressee (440 occurrences, representing
27.16% of all the deictic pronouns which are used in the
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texts), as shown in (1); in other cases the deictic pronouns
“we” includes the speaker and includes or excludes the
addressee (ambiguous use) (32 occurrences, representing
1.98% of all the deictic pronouns which are used in the
texts), as shown in (2); there are instances when the
investigation shows that the first-person plural deictic
pronoun “we” includes the speaker and it also includes the
addressee (348 occurrences, representing 21.48% of all the
deictic pronouns which are used in the texts), as shown in
3).

(1) We hope this will be the first of many licenses shared
through C-TAP. We continue to explore every avenue for
expanding access to life-saving tools. With the WTO
Ministerial Conference next week and with more countries
now supporting a waiver on intellectual property rights
under the TRIPS agreement, I hope that consensus can be
found and that we move forward. At the same time, we are
working to strengthen the capacity of our Member States
to manufacture vaccines and other health products
through technology transfer hubs. [...] As we work to end
this pandemic, we also continue our work to understand
its beginnings. (Ghebreyesus, 25 November 2021) (our
emphasis)

(2) How quickly we end the pandemic, and how many
sisters and brothers we lose along the way, depends on
how quickly and how fairly we vaccinate a significant
proportion of the global population. (Ghebreyesus, 10 May
2021) (our emphasis)

(3) Globally, we are now seeing a plateauing in the
number of COVID-19 cases and deaths, with declines in
most regions including the Americas and Europe, the two
worst-affected regions. [...] Any decline is welcome, but we
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have been here before. [...] Globally, we are still in a perilous
situation. (Ghebreyesus, 10 May 2021) (our emphasis)

We encounter the first-person singular deictic pronoun
“I” in 357 cases out of the total of 1,620 occurrences of
deictic pronouns, representing 22.04% of all the deictic
pronouns which are used in the selected texts. The function
of “I” is exclusive of addressee and inclusive of speaker in
all the utterances, as shown in (4).

(4) I'm encouraged that there is now an emerging
consensus on the need for such an instrument or
agreement, although I recognize there is still much work
to do to reach agreement on exactly what that instrument
looks like. We will not achieve everything at the Special
Session, but I hope it will serve as a launching pad for a new
instrument, by establishing a leadership team to direct the
rapid development of a zero draft for negotiations, which
would begin immediately after next year’s World Health
Assembly. I ask all Member States to approach the Special
Session with a spirit of solidarity, a willingness to
compromise and a commitment to making the world safer
for future generations. (Ghebreyesus, 25 November 2021)
(our emphasis)

There are 443 occurrences of the second-person deictic
pronoun “you”, representing 27.35% of all the deictic
pronouns which are used in the texts. The function of “you”
is exclusive of speaker, inclusive of the addressee and
referring to the auditors in some cases (51 occurrences out
of the total of 1,620 deictic pronouns, representing 3.15%),
as shown in (5), while it is exclusive of the speaker, inclusive
of the addressee and referring to the addressees in other
cases (392 occurrences out of the total of 1,620 deictic
pronouns, amounting to 24.20%), as shown in (6).

(5) As you know, 56 countries who were effectively
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excluded from the global vaccine marketplace were not able
to reach the target of vaccinating 10% of their populations
by the end of September — and most of them in Africa.
(Ghebreyesus, 13 October 2021) (our emphasis)

(6) Strive, thank you for joining us, and for everything
youre doing with AVAT to deliver vaccines to Africa’s
people as soon as possible. Thank you for your leadership.
You have the floor. [MR MASIYIWA ADDRESSES THE
MEDIA] Thank you Strive, and thank you once again for
your leadership. [..] John, thank you for your leadership
in fighting the COVID-19 pandemic in Africa, without the
tools that so many other countries have access to. You have
the floor. [DR NKENGASONG ADDRESSES THE MEDIA]
Thank you, John, and thank you for your continued
partnership, including through the mRNA technology
transfer hub that we have established together in South
Africa. (Ghebreyesus, 14 September 2021) (our emphasis)

3.2. Functions of the deictic pronouns in English and Romanian

All deictic pronouns maintain the individual and
collective functions in the translation into Romanian, as
shown in Figure 1.

Figure1.
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Number

English Romanian Value of Percentage
pronoun pronoun
occurrences
I eu (+S, -A) 357 22.04%
we noi (+S, -A) 440 27.16%
we not (+S, +A) 348 21.47%
we noi +S,+/-A) 32 1.98%
dumneavoastra  (-S, +A) o
you auditors st 315%
dumneavoastra  (-S,+A) o
you 392 24.20%

addressees

The first-person singular deictic pronoun “I” preserves
the same function, namely, it is inclusive of speaker and
exclusive of addressee, in both English and Romanian, as
shown in (7).

(7) Source text: And I would like to use this opportunity
to thank Australia for donating vaccines to Papua New
Guinea, and my thanks to the Foreign Minister of Australia,
who has expressed full support for Papua New Guinea.”
(Ghebreyesus, 16 April 2021) (our emphasis)

Target text: S$i as dori, cu aceasta ocazie, sd multumesc
Australiei pentru cd a donat vaccinuri catre Papua Noua
Guinee, si multumirile mele se adreseaza Ministrului de
Externe al Australiei, care a aratat ca sustine Papua Noua
Guinee.” (our translation)

It is important to note that reference to the first-person
singular, the speaker, is encoded in the auxiliary verb (as)
— Romanian is a pro-drop language, where personal
pronouns are grammatically (and pragamatically)
inferrable.

The first-person plural deictic pronoun “we” is, in some
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cases, inclusive of speaker and exclusive of addressee
(referring to WHO representatives) and it maintains this
function in translation, as shown in (8).

(8) Source text: And we continue to call on all
governments to implement a comprehensive and tailored
approach of public health and social measures to prevent
transmission and save lives.” (Ghebreyesus, 24 November
2021) (our emphasis)

Target text: Si continudm sa cerem tuturor guvernelor sa
implementeze o abordare completa si personalizata asupra
masurilor de sdndtate si sociale luate pentru a preveni
transmiterea (virusului) si pentru a salva vieti.” (our
translation)

In Romanian, the inflectional morphemes attached to
the verbs indicate the first-person plural in the absence of
the subject / pronoun.

In some cases, the first-person plural deictic pronoun
“we” is inclusive of speaker and exclusive or inclusive of
addressee (in some cases, it is ambiguous), and it
maintains this function in translation, as shown in (9).

(9) Source text: “How quickly we end the pandemic, and
how many sisters and brothers we lose along the way,
depends on how quickly and how fairly we vaccinate a
significant proportion of the global population.”
(Ghebreyesus, 10 May 2021) (our emphasis)

Target text: “Cat de repede punem punct pandemiei, si
cat de multe surori si cati frati pierdem intre timp, depinde
de cat de repede si cat de echitabil vaccinam o proportie
importanta a populatiei mondiale.” (our translation)

As above, reference to the speaker can be retrieved from
the inflectional morphemes attached to the verbs for the
first-person plural.

In other cases, the first-person plural deictic pronoun
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“we” includes both the speaker and the addressee. In these
cases, “we” refers to all the people that were influenced
by the Coronavirus pandemic. The first-person deictic
pronoun which includes the speaker and the addressee
maintains this function in translation, as shown in (10) —
see also the comments above concerning the retrieval of
deictic pronouns in the Romanian renderings.

(10) Source text: There will come a time when we can
all take off our masks, when we no longer have to keep
our distance from each other, when we can once again go
safely to concerts, sporting events, rallies and restaurants.
(Ghebreyesus, 10 May 2021) (our emphasis)

Target text: Va veni o vreme cand ne vom putea toti da
jos mastile, cind nu va mai trebui sd pastram distanta unii
fata de altii, cand vom putea merge din nou in siguranta
la concerte, evenimente sportive, mitinguri si restaurante.
(our translation)

The second-person deictic pronoun “you” is in some
cases formal, exclusive of speaker, inclusive of addressee,
referring to the auditors (people reading the texts) in
English and Romanian, as shown in (11).

(11) Source text: We cannot say this clearly enough: even
if you are vaccinated, continue to take precautions to
prevent becoming infected yourself, and to infecting
someone else who could die.” (Ghebreyesus, 24 November
2021) (our emphasis)

Target text: Nu putem spune asta mai clar de atat: chiar
daca sunteti vaccinati, continuati sa luati masuri de
precautie pentru a preveni infectarea proprie si a altora
care ar putea muri. (our translation)

In other cases, the second-person deictic pronoun “you”
is formal, exclusive of speaker, inclusive of addressee,
referring to the addressees (people who directly interact
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with WHO Director-General), and it maintains this
function in translation, as shown in (12).

(12) Source text: “Thank you, Dr Ngozi. You have been
fighting this pandemic since the beginning in a variety of
roles.” (Ghebreyesus, 1 June 2021) (our emphasis)

Target text: “Va multumesc, domnule Dr Ngozi. Ati
luptat impotriva pandemiei inca de la inceput, avind o
multitudine de roluri. (our translation)

Reference to the second-person deictic pronoun is
detectable in Romanian in both the personal pronoun form
“va” and in the auxiliary verb “ati”. Another special mention
here concerns the use of this pronoun form to express
deference, therefore person deixis is doubled by social
deixis.

To lend generalizing force to our observations, we state
that the examples above are not isolated since in Romanian
the subject pronoun is grammatically encoded in the verb
conjugation, the verb acquiring specific endings
depending on the person and tense (see Vilceanu 2005).
Once again, the subject is, more often than not, omitted
in Romanian, and preserving it would affect the level of
naturalness in translation. Below (13) the same text is
rendered into Romanian by omitting the subject (Target
text 1) and by preserving it (Target text 2):

(13) Source text: I joined leaders from the International
Monetary Fund, the World Trade Organization and the
World Bank Group in publishing an op-ed in many
newspapers around the world that calls for a new
commitment with a 50 billion US dollars rapid investment
to fund the equitable distribution of vaccines and other
crucial health tools. We particularly welcome that in the
proposal, the majority of the new funding would be made
available quickly through grants, including to fill the ACT
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Accelerator’s funding gap.” (Ghebreyesus, 1 June 2021) (our
emphasis)

Target text 1: M-am aldturat unor lideri ai Fondului
Monetar International, Organizatiei Mondiale a
Comertului si Grupului Bancii Mondiale in publicarea unui
articol in multe ziare din intreaga lume care cere un nou
angajament in ceea ce priveste investirea rapida a 50 de
miliarde de dolari pentru a plasa bani in fonduri publice
in vederea distribuirii echitabile a vaccinurilor si a altor
echipamente vitale pentru sandtate. Salutim in special
faptul ca in aceasta propunere, majoritatea noilor fonduri
ar fi deblocate rapid prin granturi, inclusiv pentru a
completa golul in finantarea Acceleratorului ACT. (our
translation)

Target text 2: Eu m-am alaturat unor lideri ai Fondului
Monetar International, Organizatiei Mondiale a
Comertului si Grupului Bancii Mondiale in publicarea unui
articol in multe ziare din intreaga lume care cere un nou
angajament in ceea ce priveste investirea rapida a 50 de
miliarde de dolari pentru a plasa bani in fonduri publice
in vederea distribuirii echitabile a vaccinurilor si a altor
echipamente vitale pentru sdnatate. Noi salutam in special
faptul ca in aceasta propunere, majoritatea noilor fonduri
ar fi deblocate rapid prin granturi, inclusiv pentru a
completa golul in finantarea Acceleratorului ACT. (our
translation)

Target text 2 contains awkard renderings, which are not
justified even if emphasis would be added.

4. Conclusion
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In our endeavour of translating deictic pronouns from
English to Romanian in the context of the 64 texts selected
from the WHO Director-general’s media briefings on the
Coronavirus pandemic, we conclude that both research
methods that we have selected, namely discourse analysis
and documentary analysis, are useful for building a corpus
and reaching viable results.

The investigation has established that there is a
prevalence of the first-person plural deictic pronouns in the
64 texts we have analysed, namely, “we” represents 50.61%
of all the deictic pronouns which are used in the texts (820
utterances of “we” out of 1620 total utterances representing
the deictic pronouns).

We also conclude that while the subject pronoun is
present in the source texts, it should be omitted in the
target texts because of the fact that in Romanian (a pro-
drop language), reference to the speaker and/or the
addressee is retrievable in the verb conjugation, and
including the subject pronoun in translation would impair
the authenticity of the texts.

The investigation also shows that all deictic pronouns
(first-person singular deictic pronouns, first-person plural
deictic pronouns, second-person deictic pronouns)
maintain the individual and collective functions in the
translated texts in Romanian. Thus, the two languages
show a high degree of symmetry in the conceptualisation
of person deixis even if via different encodings - Romanian
marks person deixis in the verb form, too. Additionally,
this symmetry might be explained by the type of the text
| discourse involved in translation, i.e., the WHO
institutionalised discourse, addressing a topic of common
widespread interest (the Covid 19 pandemic) and imposing
patterns of interpretation.
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The recent unprecedented global events, including
emergency remote teaching, led to an exponential growth
of interest in telecollaboration (TC) among practitioners
and researchers, evidenced, among others, by the growing
number of publications devoted to this topic (Barbosa &
Ferreira-Lopes, 2021). This attention is drawn, in
particular, by numerous promises associated with TC
projects, such as cultural, linguistic, and social gains
(Dooly, 2017; O’Dowd & Lewis, 2016). However, such
complex and dynamic exchanges also have several
limitations. Consequently, a significant number of TC
practitioners might struggle to make sense of the vast body
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of knowledge available on the topic and properly
implement such undertakings. To address this issue, my
study adopts a meta-analytical approach (Norris & Ortega,
2006) and provides a synthesis of the recently published
research on TC. The reviewed sample comprises 38 journal
articles devoted to English as a lingua franca (ELF) TC
projects, published between 2016 and 2021. The results of
these articles are presented in a coherent and
comprehensible way, that permits all interested
practitioners of TC to quickly and effectively examine the
newest findings of the literature and apply them
accordingly, in real-life conditions. This, in turn, facilitates
the implementation of good practices of ELF TC projects
on the basis of the findings from past ELF TCs, which are
collected in this article, and, thus, the organization of
future TC exchanges. The findings of this study cover
multiple variables of TC projects, in particular, those
related to language, culture, and the so-called 21st century
skills. Empirical material pertaining to the growth of these
skills among ELF TC participants is presented below
following an evidence-based approach (Chong & Plonsky,
2021). On the basis of the collected evidence, the present
work determines whether TC can constitute an efficient
foreign language (FL) learning approach that satisfies the
21st century demands, making a significant contribution
to the ongoing debate on the future of FL and L2 language
education, which will shape future generations.

Keywords: English as a lingua franca, foreign language

learning, meta-analysis, research synthesis,
telecollaboration, virtual exchange
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1. Telecollaboration: A 21st Century Teaching
Approach?

The potential of using telecollaboration (TC) for language
learning has been a subject of investigation for nearly 30
years now. Over time, the concept of TC was labelled with
multiple terms, such as Online Intercultural Exchange
(OIE), eTwinning, or, more recently, Virtual Exchange
(VE). Despite these terminological nuances, the nature of
all TC projects is comparable, and these terms are used
interchangeably (O'Dowd, 2007); moreover, TC definitions
comprise the definitions of other, synonymous terms
(O’Dowd, 2007, 2021).

Consequently, TC may be considered the core term in
the literature and, as a result, its definitions will be used
hereinafter. According to Belz, TC “involves the use of
Internet communication tools by internationally dispersed
students of language in institutionalized settings in order
to promote the development of (a) foreign language (FL)
linguistic competence and (b) intercultural competence”
(Belz, 2003: 68). Guth and Helm define telecollaboration
as an “intercultural exchange between people of different
cultural/national backgrounds, set up in an institutional
context with the aim of developing both language skills
and intercultural communicative competence (as defined
by Byram, 1997) through structured tasks” (Guth & Helm,
2010: 14).

Accordingly, TC is mostly used to develop linguistic and
cultural skills; however, it can also aid the growth of a
myriad of other competencies, such as the so-called 21st
century skills. According to Ananiadou and Claro (2009),
21st century skills include: cognitive skills (e.g., problem
solving and critical thinking), intra- and interpersonal
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skills (e.g., self-management, communication, and social
skills, including collaboration, (inter)cultural sensitivity,
and teamwork), as well as technical skills (e.g., research
skills).

According to Geisinger (2016) the qualities necessary for
the 21st century are: collaborative, communication and
digital skills, international perspective, as well as
technological knowledge and capabilities. The benefits of
TC for developing 21st century skills appear an
understudied area. My study attempts to fill this gap by
reviewing the recently published literature on TC, in order
to determine whether or not TC can be used to boost not
only the linguistic and cultural gains of FL learners, but also
their 21st century skills.

Especially in recent years, the validation of the
affordances of TC, offered by individual studies, proved to
be challenging and infrequent in terms of secondary
research. This is primarily due to the constantly increasing
volume of publications devoted to TC. According to the
Scopus database, 1,150 publications on TC were published
over a 20-year period (1995 — 2015), whereas 1,179 were
published in the recent six-year period (2016 — 2021). These
nearly equal numbers reflect the substantial contemporary
growth of the field of TC, which has yet to be analyzed
through secondary research. Moreover, the majority of the
reviews concerning TC published to date include only the
publications up to 2015 (Avgousti, 2018; Cift¢i, 2016; Cifti
& Savas, 2018; O'Dowd & Lewis, 2016). Just a few others
relate to primary studies published before 2019 (Piri &
Riahi, 2018; Shadiev & Sintawati, 2020). Notably, the latter
are also frequently limited in their scope and dedicate to
only one topic, such as intercultural learning (Barbosa &
Ferreira-Lopes, 2021).
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Additionally, most of the TC publications are case-
studies, which, by definition, do not allow for simple
generalization of findings. Consequently, there is an
urgent need to fill this research gap by conducting a meta-
analysis or a research synthesis of those studies, devoted
to TC and published after 2015, aiming to generalize and
make their results applicable. This goal is further
reinforced by the growing interest in TC among worldwide
practitioners, such as teachers, university lecturers, as well
as researchers. This trend has been particularly noticeable
in recent years and, especially, during and after the
COVID-19 pandemic which forced the switch to the
emergency remote teaching and the adoption of new
teaching approaches.

Likewise, recent years’ improvement of TC exchanges
significantly differ from how they were handled in the past,
due to the ongoing advancement of technology. This is
reflected, for instance, in the change of the main modality
of TC from asynchronous to synchronous one, as well as
the shift from text-based exchanges to video-based projects
(O’Dowd, 2011), which affects how linguistic, cultural, and
21st century skills can be developed through TC.

However, evidence of such trends is mostly scattered in
individual studies and there are no systematic reviews
devoted to 21st century skills. Hence, it is reasonable to
combine primary studies through a research synthesis, in
order to better understand this topic and make
generalizations about it.

Due to two major reasons, this study focuses solely on
the findings drawn from the English as a lingua franca TC
projects. Firstly, there has been a shift to the TC modality,
i.e., the recent growing interest in lingua franca TC
exchanges over tandem exchanges (O’Dowd, 2021), due to
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the increased difficulty in finding suitable partner
institutions for tandem exchanges (Dooly, 2008; O’Dowd,
2013, 2015), particularly if the L1 in the project is not a well-
known or a commonly studied language. Secondly, because
there is a need to comprehend and validate the multiple
newly-discovered affordances of ELF TC exchanges, that
stem from the most recently published studies, which have
not yet been reviewed and/or synthesized in any way.
According to the author, there is no secondary research of
primary studies published on TC after 2019, moreover ELF
TCs have never been a subject of such a review.

The above conclusions validate a secondary research
approach to the literature on TC, which answers the needs
of both practitioners and researchers by offering an
overview of the most recent findings and affordances of
ELF TC projects in the field of FL learning. Consequently,
the purpose of this study is to review the most recent
literature devoted to ELF TC exchanges, to determine
whether ELF TC projects can constitute an effective 21st
century FL teaching approach in which the development
of linguistic, cultural, and 21st century skills can be
integrated.

2. Methodology

To fulfil the goal mentioned above, this study follows
the rigorous Qualitative Research Synthesis (QRS) scheme,
commonly used in the medical domain, which has been
applied to the field of language learning by Chong and
Plonsky (2021). The methodology is divided into three main
stages: identification, screening, and synthesis, whose
details are outlined below.

2.1 Identification
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To ensure the broad scope of the review and the high
quality of the primary studies, the literature search was
conducted in two widely acclaimed multidisciplinary
academic databases: Scopus and Web of Science (Barbosa
& Ferreira-Lopes, 2021; Rejeb et al,, 2020; Skute, 2019). A
total of 12 keywords, i.e., various synonyms of TC used in
the literature, such as eTandem, OIE, or VE, were
aggregated from several articles and reviews devoted to
TC (Avgousti, 2018; Cift¢i & Savas, 2018; Dooly & Vinagre,
2021; O’Dowd & Lewis, 2016; O’Dowd & Lewis, 2016). These
keywords, appropriately truncated when necessary, were
then entered into each of the databases mentioned above.
Additional inclusion criteria were established; for example,
the studies had to:

« (1) be published between 2016 and 2021, both inclusive;
« (2) be published in the form of a journal article;

+ (3) be of empirical nature;

(4) be published in English.

Results of each of the searches, including the meta-data,
abstracts, titles, and keywords of the articles, were saved
as RIS files. Scopus database yield 229 potential studies
while Web of Science returned 380 of them. Next, the RIS
files were imported into the Mendeley reference manager.
There, duplicates were removed, leaving 443 original
studies for the screening stage.

2.2 Screening

The screening process followed the PRISMA statement
guidelines (Moher et al.,, 2009), and included a careful
examination of the abstracts, titles, and keywords of 443

ISSBM 2022 PROCEEDINGS | 335



studies. As a result of this procedure, 319 articles were
recognized as irrelevant and removed from the corpus.
Consequently, 124 studies were reviewed.

Subsequently, a search-enhancement technique called
“snowballing” was performed. It included a review of the
references of all the studies, in search of other publications
that may potentially be included in the corpus, if they fulfil
all of the inclusion methodological criteria. As a result of
this procedure, two additional publications were found and
were included in the corpus, thus, increasing the total
number of studies to 126.

The following step involved the gathering of the full-
texts of these 126 publications. Just 117 full-texts were
collected and assessed for eligibility with the assumptions
of the study.

At this point, one more filtering procedure was done:
those articles that were not ELF TC projects were removed.
Following this procedure, 79 studies were excluded and 38
remained. Among them, two pairs of studies were written
by the same authors and reported on the same ELF TC
projects, consequently, to avoid double counting, each of
these pairs of articles was merged and recognized as a
single report. This resulted in the grand total of 36 studies
under review.

2.3 Synthesis

During this stage, the findings of the 36 publications
were categorized, analyzed, and synthesized. The
categories were generated inductively using the grounded
theory, i.e., through the identification of new themes and
their constant comparison to the already established ones
which led to the creation of new categories, their merging,
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or splitting. The results of this synthesis are presented in
the following section.

3. Findings
The findings are reported according to the evidence-
based approach suggested by Chong and Plonsky (2021).
Due to space constraints, only a limited portion of results
will be addressed; particularly, those pertaining to
language, culture, and 21st century skills.

3.1 Language

Many study under examination (n = 27) show that
students who took part in ELF TC projects grew
linguistically (Grau & Turula, 2019; Scott-Monkhouse et al.,
2021; Vahed & Soleimani, 2020). According to several
studies, various language skills, such as listening, reading,
speaking, and writing can be enhanced through TC
(Freiermuth & Huang, 2021; Jung et al., 2019; Sevilla-Pavén
& Nicolaou, 2017). Students also showed other language
improvements, such as increased proficiency in grammar,
pronunciation, and vocabulary lexicon (Demir & Kayaoglu,
2021; Dooly & Sadler, 2016; Jung et al., 2019). Many of the
reports concluded also that TC facilitates FL acquisition
(Hagley, 2020; Sevilla-Pavén & Nicolaou, 2017; Smith &
Keng, 2017).

3.2 Culture

Up to 26 of the reviewed studies point to cultural gains of
students, as a result of their involvement in ELF TC projects
(Flowers et al., 2019; Ke, 2016; Porto, 2016, 2018). These
advantages are evidenced by the presence of the following
notions: departure from stereotypes, formation of close
bonds and friendships, as well as increased interest and
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openness towards other cultures (Alghasab & Alvarez-
Ayure, 2021; Freiermuth & Huang, 2021; Vahed &
Soleimani, 2020). Correspondingly, a few articles indicate
that students’ intercultural sensitivity has risen as a result
of participating in an ELF TC exchange (Alcaraz-Mirmol,
2020; Gholami Pasand et al., 2021; Hagley, 2020).

3.3 Authenticity

About half of the publications under review (n =16) argue
that TC is an authentic learning environment, comparable
to real life (Chen & Yang, 2016; Sevilla-Pavén & Nicolaou,
2017; Waldman et al., 2019). Dendenne (2021) highlights
that ELF TCs allow students to face and solve situations
that they might experience in real life, such as how to use a
FL in certain circumstances.

Similarly, several articles emphasize that the ability to
participate in an authentic communication is beneficial for
the FL learning process and desirable from the socio-
constructivist perspective (Demir & Kayaoglu, 2021; Ke,
2016; Nguyen et al., 2020). Jung et al. (2019) stress that the
participants of ELF TCs are more eager to use English in
such contexts and, thus, are more likely to continue
learning the language. According to a few studies, the
ability to collaborate remotely with other learners of
English, as in the case of ELF TCs, has a positive impact on
students’ motivation towards learning the FL (Freiermuth
& Huang, 2021; Jung et al., 2019; Kohn & Hoffstaedter,
2017).

3.4 Communication Skills

Multiple articles (n = 16) reveal that participation in ELF
TCs can improve students’ communication skills (Demir
& Kayaoglu, 2021; Dooly & Davitova, 2018; Flowers et al.,
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2019). This is particularly important while learning and
practicing the FL, since students are more likely to improve
their FL skills if they receive an extensive opportunity to
practice the TL, as in the case of ELF TC (Austin et al., 2017;
Chen & Yang, 2016; Kohn & Hoffstaedter, 2017).

However, a few studies point out that missed or failed
communication is quite frequent in TC, and this might
hinder the overall TC experience and learners’ growth
(Bueno-Alastuey & Kleban, 2016; Gajek & Calderon-
Quindos, 2018; Turula, 2017). Likewise, several articles
highlight that various technical difficulties might
negatively impact communication in TC and, thus, limit
the growth of communication skills (Austin et al., 2017;
Nguyen et al., 2020; Priego & Liaw, 20172, 2017b).

3.5 Autonomy

Nearly half of the reviewed articles (n = 15) reports that
ELF TCs increase the learner’s autonomy (Dendenne, 2021;
Nguyen et al., 2020; Scott-Monkhouse et al., 2021).
According to Kohn and Hoffstaedter (2017) participation in
TC projects enables students to control their learning pace,
reducing their reliance on the teacher and, at the same
time, to gradually become independent English users.
Additionally, a few publications suggest that the very
format of TC and the possibility to choose the tools for
collaboration can positively influence participants’ growth
of autonomy (Chen & Yang, 2016; Flowers et al., 2019;
Vurdien & Puranen, 2016). However, Vurdien and Puranen
(2016) caution that some students might not necessarily
know how to effectively control their learning process, that
is why the suggestion to instruct learners on this matter,
prior to the project.
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3.6 Teamwork

A significant number of studies (n = 13) suggest that
participation in ELF TCs can boost students’ teamwork
skills (Grau & Turula, 2019; O’'Dowd et al.,, 2020; Smith &
Keng, 2017). TC participants often noticed a teamwork skill
development, ranking it among the most important
benefits of TC projects (Scott-Monkhouse et al.,, 2021;
Sevilla-Pavén & Nicolaou, 2017). Moreover, a few articles
highlighted that teamwork facilitates the advance of
numerous other skills and qualities, such as compromising,
negotiating, and open-mindedness (Scott-Monkhouse et
al., 2021; Sevilla-Pavén & Nicolaou, 2017; Vurdien &
Puranen, 2016). Nevertheless, Gajek and Calderon-Quindos
(2018) caution that learners might not be able to develop
their teamwork skills extensively if the workload is not
equally distributed among all project group members.

3.7 Innovativity

Several publications under review (n =11) claim that ELF
TC projects are innovative. Pouromid (2019) as well as Kohn
and Hoffstaedter (2017) argue that, thanks to their open
and modern character, TC exchanges fit the 21st century
FL classrooms. Flowers et al. (2019) add that, compared to
traditional classroom settings, ELF TCs provide a more
natural and comfortable setting for using the target
language (TL). Likewise, Nguyen et al. (2020) as well as
Sevilla-Pavén and Nicolaou (2017) provide evidence for the
growth of learners’ innovative skills as a result of
participating in ELF TC exchanges.

Demir and Kayaoglu (2021) claim that the current
English teaching methods and settings are no longer
effective and stimulating for learners, indicating that ELF
TCs might be a potential alternative. Likewise, Austin et
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al. (2017) suggest that communication drills performed in
traditional English classes are not representative of real-
world situations and do not adequately prepare FL students
for actual communication. Consequently, several studies,
such as those by Austin et al. (2017), Kohn and Hoffstaedter
(2017), and Waldman et al. (2019), hypothesize that ELF
TC projects may represent more efficient opportunities for
practicing FLs that can overcome the current limitations of
FL classrooms.

3.8 Multimodality

Eight of the reviewed publications address one of the
core aspects of TC - multimodality. They argue that
multimodal settings facilitate communication among
students and, thus, contribute to their linguistic and
cultural growth (Austin et al,, 2017; Kohn & Hoffstaedter,
2017). According to Kohn and Hoffstaedter (2017) due to
their enhanced communication capabilities, which are
limited in unimodal settings, such settings can be
particularly suitable for low proficiency learners.

Further, Pouromid (2019) highlights that in multimodal
settings lexical gaps can be much more easily overcome
than in traditional settings, due to simplified ways of
communicating with other learners. Similarly, Dooly and
Davitova (2018) argue that multimodality can help TC
participants to cope with potential communication
problems. According to a few studies, such as Austin et al.
(2017), Ke (2016), or Pouromid (2019), multimodal settings
allow students to use a number of linguistic and non-
linguistic communication strategies, which not only
facilitate communication flow and mutual understanding
among students, but also reduce the overall cognitive load
of the conversation.
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Ke (2016) highlights that multimodal ELF TC
environments are less stressful for students than
traditional FL classrooms, because they place less emphasis
on language accuracy. According to Austin et al. (2017),
multimodality enhances students’ dialogues and improves
teamwork. Lastly, Kohn and Hoffstaedter (2017) argue that
multimodality favors translanguaging and promotes
students’ abandonment of their native speaker identity.
Further, Kohn and Hoffstaedter (2017) conclude that
multimodality, in general, should be encouraged in FL
teaching, and that this could be achieved through the
implementation of multimodal ELF TCs.

3.9 Translingual Practices

According to eight of the reviewed publications, and
contrary to the initial belief that lingua franca exchanges
feature communication only in the TL, ELF TCs frequently
include instances of L1 and L3 use by their participants.
Austin et al. (2017) claims that L1 is often used in opening
and closing statements in ELF TC exchanges. Austin et al.
(2017) suggest that this happens primarily to form bonds
with TC partners, but also to mark ones’ cultural and
linguistic identity and share it with the others. Pouromid
(2019) states that the use of non-verbal and non-linguistic
communication increases when students’ Lis are different.

Kulavuz-Onal and Vasquez (2018) note also that the use
of L1 in TCs provides a cultural translation or an
explanation, although, as the authors suggest, it should be
rather limited due to the potential lack of comprehension
among the exchange partners. Similarly to L1, Kulavuz-
Onal and Vasquez (2018) report that L3 is frequently used to
address partner students during greetings and goodbyes.
Ke (2016) highlights that L3 helps to create relationships
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among TC participants, and has a positive impact on the
project dynamics. Additional reasons for using L3, as
enumerated by Kulavuz-Onal and Vasquez (2018), include:
exchanging compliments, establishing solidarity among
TC participants, as well as appreciating the multilingual
and multinational nature of the TC project.

Pouromid (2019) points out that translingual practices
tend to occur when participants have difficulties in
conveying the message in the TL, and attempt to fix it by
translanguaging. Further, the author highlights that
students might opt for translanguaging if they feel that
their utterances were not fully understood or correct.
Interestingly enough, Ke (2016) observed that in ELF TCs
environment the use of the TL decreased, while the
frequency of translingual practices increased over time.
Lastly, Kulavuz-Onal and Vasquez (2018) found that
translingual practices contribute positively towards the
relations among TC participants.

3.10 Other Skills

In addition to the aforementioned advantages and
limitations, several journal articles reported that
involvement in ELF TC projects improves the following
skills, including the 21st century ones:

. Creativity (Kohn & Hoffstaedter, 2017; Nguyen et al.,
2020; Sevilla-Pavén & Nicolaou, 2017);

« Critical thinking (Chen & Yang, 2016; Nguyen et al.,
2020; Porto, 2018);

« ICT skills (Alcaraz-Marmol, 2020; Dooly & Davitova,
2018; Waldman et al., 2019);

« Problem-solving skills (Gajek & Calderon-Quindos,
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2018; Nguyen et al., 2020);

« Research skills (Chen & Yang, 2016; Sevilla-Pavén &
Nicolaou, 2017; Smith & Keng, 2017).

4. Discussion and Conclusions

The foregoing results, inferred from as many as 34
studies out of the 36 journal articles reviewed, allow to
conclude with a high degree of certainty that ELF TC
projects enable students who participate in such exchanges
to develop their linguistic, cultural, and the so-called 21st
century skills. This is due to the abundance of compelling
data from several studies, that were published over the
years and came to the same conclusions about the
development of the aforementioned types of skills. Since
the findings of the studies in this corpus cover multiple
learning environments, that differ in terms of participants’
age, nationality, L1, and educational stage, they can be
generalized to broader populations.

It can be concluded that ELF TC approach to FL learning
creates an authentic, innovative, and multimodal learning
environment, which appeals to students, who appreciate
and enjoy learning in it. Certainly, such setting may be
described as one that addresses the needs of 21st century
students, as well as the demands of the contemporary and
likely also the future world. This is demonstrated by the
fact that ELF TCs allow their participants to learn how to
work individually and as a team in multinational and
multilingual settings, both of which are important 21st
century workplace competences. In addition, learning how
to effectively interact in a FL in such environments is
facilitated in ELF TC projects, and is rarely feasible in
traditional FL classes. Correspondingly, ELF TCs include
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a variety of translingual practices, whose occurrence
contributes not only to the linguistic, but also to the
cultural growth of TC participants. Undoubtedly, such
beneficial linguistic events are unlikely to occur in
monolithic FL classrooms, but are a frequent phenomenon
during TC exchanges. Likewise, ELF TCs improve
participants’ creativity, critical thinking, and problem-
solving skills, all of which, yet again, are highly valuable on
the 21st century job market and reflect the qualities that
are expected from 21st century citizens and employees.
Likewise, ELF TCs support the development of research
and ICT skills, which are essential in contemporary world.

The above findings allow to unanimously answer the
question raised in the title of this article and conclude that
ELF TCs exchanges can, in fact, be considered a valid and
effective 21st century teaching approach, which helps to
develop linguistic, cultural, and 21st century skills.
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In recent years, a rise in research has validated the practice
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of translanguaging as a valuable and beneficial
instructional approach. This pedagogy is considered
practical as it supports the flexible and integrated use of
linguistic and semiotic sources for meaning construction,
fostering plurilingual competence, and aiding in foreign
language teaching and learning. Translanguaging has been
demonstrated to enhance student’s learning potential and
engagement in bilingual and multilingual classrooms
when feedback facilitates meaning exchange through
negotiated involvement. Implementing translanguaging in
feedback is increasingly recognized as a transformative
pedagogy for efficient and responsive teaching and
learning. By amalgamating the findings of recent studies,
this study intends to elucidate the present situation of
literature on the way in which translanguaging is
approached in feedback across various educational
contexts. A high-level scoping analysis was conducted
using a semi-systematic approach, employing keywords,
research objectives, study settings, and primary
discoveries. Subsequently, a narrative review was compiled
based on the inclusion criteria. Following the elimination
of duplicates, the literature consisted of 22 peer-reviewed
studies, published between 2017 and October 2022 and
accessible in the two representative and sizable
databases—— Scopus and Google Scholar. This review
delineated the primary educational and research contexts
where studies were undertaken, the research methodology
employed in investigating pedagogic translanguaging in
feedback practices, as well as the considerations and
implications of translingual practices in corrective
feedback that were highlighted as an enriched and
encompassing communicative approach in foreign
language classes.
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1. Introduction

In the last twenty years, translanguaging has emerged as
a complex and multilayered term in applied linguistics,
particularly in multilingual settings, possessing several
polysemic connotations (Leung & Valdes, 2019: 359). The
term is defined and elucidated by Li Wei in a broader sense,

Translanguaging is both going between different
linguistic structures and systems, including different
modalities (speaking, writing, signing, listening, reading,
remembering) and going beyond them. It includes the full
range of linguistic performances of multilingual language
users for purposes that transcend the combination of
structures, the alternation between systems, the
transmission of information and the representation of
values, identities and relationships. (2011: 1223)

In the renewal of the theoretical conceptualization of
languages, translanguaging posits speaker’s multilingual
resources as an entirety of repertoire, from which they are
unlimited to “take on board bits of any language available
in strategically diverse ways in order to achieve a (localized)
communicative function” (Spotti & Blommaert 2017: 172).
From a social perspective, translanguaging is “the
deployment of a speaker’s full linguistic repertoire without
regard for watchful adherence to the socially and politically
defined boundaries of named (and usually national and
state) languages” (Otheguy et al., 2015:283). The theory
directs attention to a dynamic process, in which
multilingual speakers successfully negotiate meanings to
meet social and cognitive demands through the application
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of a broad range of languages (Garcia, 2009; Garcia & Li,
2014).

While contextualized in pedagogical practices,
translanguaging is viewed as a valuable language-as-
resource orientation and treated as a new approach that
allows learners to mobilize all their linguistic resources,
lived experience, and language competence developed in L1
and other languages for meaning-making purposes (Nagy,
2018; Burton & Rajendram, 2019). It is worthwhile to
differentiate the specificity of translanguaging from
similar terms as “code-switching” (Li, 2018a), Garcia and Li
Wei point out the difference:

Translanguaging differs from the notion of code-
switching in that it refers not simply to a shift or a shuttle
between two languages, but to the speakers’ construction
and use of original and complex interrelated discursive
practices that cannot be easily assigned to one or another
traditional definition of a language, but that make up the
speakers’ complete language repertoire. (2014:22)

Hence, rather than simply an “alternation at the inter-
clausal/sentential level” (Lin, 2013:195), translanguaging
pedagogy goes in and beyond the original meanings of
translanguaging itself, it leverages the complete language
repertoire of the students and looks at the “different ways
speakers learn and use their languages without comparing
them with ideal native speaker of different languages”
(Cenoz & Gorter, 2022:15). However, when considering
translanguaging as a resource in L2 pedagogy, language
alteration (i.e., combining two or more languages in
learning) was understood as a type of translanguaging
practices (Gort & Pontier, 2013). Accordingly,
translanguaging can be implemented in a spontaneous/
unplanned way when it is multilingual-learner-centered, or
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in a strategical/planned manner when a specific teaching
methodology is designed or facilitated by the teacher
(Cenoz, 2017). This pedagogic theory has sparked extensive
research (e.g., Kahlin et al,, 2021; Vattgy & Gamlem, 2020;
Prada & Turnbull, 2018) that examines the theoretical and
empirical aspects of translanguaging as a flexible language
practice and a pedagogical strategy in diverse educational
contexts. The application of translanguaging in language
teaching seems pivotal in promoting the mainstream of
bilingual or multilingual learning for several reasons: it
encourages innovative and inclusive pedagogic approaches
by capitalizing on learners’ language backgrounds; it seeks
to improve their academic achievements; and it also
strengthens learning outcomes through metalinguistic
awareness sensibilization and communicative competence
development.

Translanguaging as a resource helps to understand how
languages can be conceptualized and practiced in L2
classrooms. Cenoz and Gorter (2020), Lewis et al. (2012),
and Talavera (2017) suggested that teachers could apply
pedagogical translanguaging and constructed avenues for
improving language aptitude and awareness in the process
of feedback provision, where corrective feedback (CF) is a
predominant interaction-based activity in communicative
language teaching and learning (Leeman, 2007). CF,
defined as the teacher’s or peers’ response to erroneous
learners’ utterances, has received considerable research
attention over the past two decades. It is an essential
element of communicative language teaching and learning
in various second language (L2) classroom settings and has
been shown to be effective in developing L2 writing skills
(Li, 2010; Nassaji, 2017; Nassaji & Kartchava, 2020; Ha &
Murray; 2020). In line with Elbow (1999), CF instructions
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should not be stuck to identifying “wrong language” (i.e.,
inadequate metalinguistic expressions or incorrect
syntactic structures) and surface mistakes as crucial
weaknesses in students’ writing, but rather, as Han (2002)
and Bitchener & Ferris (2012) highlight, there is an
increasing  necessity of innovative pedagogical
intervention involving CF to promote dynamic
development in the target language, that can be practically
designed at linguistic, syntactic, and lexical levels and
practiced in L2 writing activities.

In recent times, a growing number of studies have
endeavored to explore the theoretical and empirical
association between translanguaging and CF (e.g., tutor’s
CF, peer CF, automated CF) in class or remote language
practices. In the execution of translanguaging, L2 students
are enabled to “use the stronger language to develop the
weaker language, thus contributing towards what could
potentially be a relatively balanced development of a child’s
two languages” (Cenoz & Gorter, 2020: 5). For instance,
studies of Sun & Zhang (2022), Kim & Chang (2022), and
Wang & Li (2022) situated translanguaging as a resourceful
approach that was implemented in corrective feedback
provisions, they suggested that using students’ L1 in
feedback may more effectively help L2 learners understand
their erroneous utterances and improve their
performances on content and textual organization in L2
writings. Furthermore, the flexible use of L1 and L2 to offer
specific linguistic feedback also benefits bridging the gaps
in vocabulary transfer and satisfying affective needs. As a
result, the deployment of all possible linguistic repertoires
leads to a better meaning negotiation and acknowledges
learner-centered language pedagogy.

Nevertheless, it remains inconclusive on the significance
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of implementing translanguaging in different types and
modalities of feedback across diverse educational contexts.
This literature review aims to elucidate the ways in which
translanguaging in FL pedagogy was utilized as feedback
resources and practices, foregrounding our current
understanding of the contributions of translingual
practices in the field of communicative foreign language
(FL) teaching and learning.

To achieve this, a semi-systematic literature review
(SSLR) was carried out. This paper first presents the
methodology utilized in this literature review. Thereafter,
relevant empirical studies published from 2017 to October
2022 are collected and then consolidated to scrutinize how
“translanguaging” was deployed in hybrid dynamic
discursive multimodal feedback across different
educational contexts. Then, the facilitative roles of this
interactive pattern are clarified, and the challenges are
identified in association with unintended consequences of
translanguaging on learners’ affective dimension and
language learning in schooling. Finally, the study discusses
the pedagogical implications of this emerging pattern for
future communicative language education.

2. Methodology

In this paper, a semi-systematic review approach is utilized
to identify and comprehend the potential correlations
between translanguaging implementation and interactive
feedback in classroom contexts. The potential contribution
of this review approach is highly valuable, as it assists in
mapping novel theoretical perspectives and consolidating
the existing knowledge about emerging topics, thereby
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providing a framework for future research (Snyder, 2019).
Consequently, the review is guided by the following
research questions:

(1) How do empirical studies on translanguaging
differ in terms of their context (i.e., educational
settings and languages) as well as their
methodology?

(2) What are the characteristics of feedback which
include translanguaging in FL writing tasks?

(3) How was translanguaging implemented to
mediate corrective feedback provision?

The methodology of this study followed a multiphase
review procedure that included: (a) search term selection,
(b) data abstraction, and (c) data analysis. Firstly, a
bibliographic search for articles in indexed journals was
conducted on Scopus and Google Scholar, covering the last
five years, from 2017 to 2022. In this step, search terms
played a crucial role in ensuring a (semi-)systematic review
to maximize the retrieval of relevant results and optimize
the quality of the search strategy (Bramer et al., 2018).
Hence, keywords were vital in defining the inclusion
criteria and narrowing the search process towards
translanguaging and feedback in L2 teaching and learning.
Table 1 illustrates the search criteria and the keywords
employed in this literature review.
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Table 1. Keywords used in this
literature review.

Search order Keywords

“translanguaging” AND “feedback” OR
“corrective feedback”

“translingual approach” AND

2 “feedback”

“feedback” AND “translanguaging” OR
3 “translingual practice”
4 “feedback” AND “pedagogical” AND

“translanguaging”

Initially, 10,600 research articles were identified, which
necessitated a further systematic review of the titles,
abstracts, and keywords referenced in the articles that
specifically related to translanguaging and feedback
provision in various classroom contexts. The systematic
search encompassed all online citations available, starting
from 2017 until October 2022, as the number of
publications on translanguaging and feedback (e.g., CF)
appears to have been noticeably increasing from 2017
onwards, as demonstrated in Figure 1:

Documents by year

10

8

Documents

~.

2011 2012 2013 2014 2015 2016 2017 2018 2019 2020 2021 2022

Year
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Figure 1. Publications on translanguaging in corrective feedback
provision by year ((https://www.scopus.com/home.uri, accessed on 1
February 2023).

The full texts are screened to identify whether the papers

draw on empirical data using quantitative, qualitative, or

mixed methods for data collection. Consequently, the

selection was based on the primary criteria for inclusion, as

shown below:

The document and source categories were “research
article” and “Journal”; hence, reports, bibliographies,
book reviews and conference proceedings had been
removed;

The language should be in English, Chinese, or
Portuguese;

The article presented findings based on empirical
evidence, specifically excluding theoretical pieces and
review studies;

The article discussed a study that was conducted in
foreign language education settings;

The article described a study that focused on
contextualized translanguaging practices within
formal and multilingual educational settings.
Specifically, the study included primary schools, high
schools, universities, and academic institutions;

The scope of articles was closely related to the concept
of “translanguaging”, therefore, papers that deviated
from the topic or discussed associated notions such

» « » «

as “code-switching,” “code-mixing,” “code-meshing,”

“code-crossing,” and “plurilingualism” were excluded;
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« The articles presented findings that informed the
topic of pedagogical translanguaging and CF in
particular;

« The article was peer-reviewed, and the full text was

available.

Following these criteria, 22 articles were selected and
obtained as a corpus for review processing.

The subsequent step involves abstracting the relevant
articles for qualitative data analysis. Table 2 outlines the 22
articles chosen as the data-driven source for this literature
review, coded by the following categories:

« Authors and published years;

. Research methods;

+ Research setting;

« Sample;

« Feedback source;

« Modes of communication.

This classification was elaborated after a brief revision of

each paper, under the scope of the three aforementioned
research questions.

Table 2. The synopses of selected empirical research
articles.
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‘Spanish at beginner-level

Author, year Methods Hescareh Sample Eeciiack Modsel
¥ setting source communication
Mastelloto & Zanin, | Descriptive case | ppy In-sarvic preschool ltalian teachors Teacher-Loamer | Classioom
stu conversation
12 firs-year Chinese college students and Classroom
Wang & 14, 2022 Qualitative FEL a Chinese tutor of English conversation
Leammer-Loamer | Shimo online
Sun & Zhang, 2022 | Mix-methods EFL 79 Chinese university students o collaborative
documents.
o || e | e e | Gt |
PU— 80 Grade 5 and 82 Gradc 6 South African | Teachor-Loamer ——
¥ob Qualitative EFL primary students of English and threc & Leamer-
202 conversation
teachers Leamer (Peer)
Stcinhagen & Sud, English undergraduates of Arabic 5 non- Classroom
e Qualitative Anabic FL sy Pecr "
- Eight international undergraduates I Classroom
Anya, 2021 Qualitative PFL iy Teacher-Learner
ol 2021 P Lol | [P drads of Englishand Sponih colloge- | LeamerLeamer | g
Lovel learners (Pocr)
Zuo & Walsh, 2021 Qualitative: EFL Chinese undergraduates T Leamer | Classroom
e Mixed methods-
Ebadijalal & Yousofi, | g pionatory EFL 32 Iranian university students Leamer-Leamer | waeann messenger
2021 o (Pocr)
Teamer-Loamer | Classroom
Kitn & Chang, 2020 EFL 24 Japanese college students pooct Pt
Gimez, 020 - . Three Portuguese undergraduates ata Leamer | Classroom
Action stu University in Brazil
Qualitative. Teacher Learmer
Talavera, 2020 Explanatory EFL Portuguese college English majors at a & Leamer- Classcoom
Sobiy razilian university Hortbegyy | comversation
Vattoy & Gamlem, . 9 EFL teachers and 24 Norwegian B Classroom
200 Mixmstods E students at 2 lower-secondary schools Teacher-Leamer | conversation
Rabbidge, 2019 Qualitative EFL fee Korean teachers of English in Teacher-Loamer | Classtoom
clementary schools
F—— 21 sccond-year college English majors at | Leamer.Online
prevs " | Mixmethods EFL a national science and technology Translation Synchronous mectings
univarsity in Taiwvan Softwarc
Two advanced Academic English
Mix-methods students at a German University and one | Leamer-Learmer )
‘Walker, 2018 case study German FL advanced distancs learners of Germanat | (Peer) Synchronous meetings
a New Zealand University
- S undergraduates of English as L2 at a Leamer-Learer
Sert & Balaman, 2018 | Qualitative EFL ety Py Google Hangouts
- Qualtative: Case | Four classtooms of 60 to 70 year-12 TeacherLeamer | Classroom
study students in a Chinese senior high school conversation
Mix-methods Learmer-Leamer | (A)synchronous
Yeh, 2018 ety EFL 17 Taiwanese undergraduates P 3 iy
Martin-Beltrén, Chen | 0 iy EFL f:u:'::g:l ﬁ; ;iﬂ'ﬁ.‘;ﬁiﬁhiﬁfﬁ Leamer-Leamer | 0 oie Docs
& Guzman, 2018 (Peer) e
speakers)
2 university teachess (1 from South
Adinolfi & Astruc, Mix-methods SFL ‘America and 1 native Spanish) teaching Classroom
2017 conversation

3. Results

I structure this section in accordance with the research

questions.
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« How do empirical studies on Translanguaging differ in
terms of their context (i.e., educational settings and
languages) as well as their methodology?

The selected articles were categorized based on the level
of education they focused on, which included preschool,
primary/elementary school, secondary school, high school,
and college/university level. The raw frequencies and
percentage frequency distribution of the levels of
education are presented in Figure 2.

English was the dominant language in the corpus, both
as a target language among all levels of education and as
the learners’ FL and teachers’ L1 or L2. The second most
prominent language was Spanish as the target language.
Other languages used in the research settings of the corpus
included Arabic, German, Portuguese, Italian, Afrikaans,
Turkish, and others. In most cases, Chinese was the most
dominant language as the learners’ L1.

Educational settings examined

72.8%

9.1% 9.1%

4.5% - 4.5% -
0 | |

Preschool Primary/Elementary Secondary School High School College/University
school School

Figure 2. Educational settings examined.

The remaining part of the first research question
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pertains to the research methods employed in each of the
articles included in this review. In this category, the studies
were first categorized based on their methodological
approach, including qualitative, quantitative, and mixed
methods research. The analysis revealed that 54.5% (N=12)
of the studies employed qualitative procedures in their
methodological sections, 45.4% (N=10) were conducted
using mixed methods, and there were no papers that
reported quantitative-only methods. Further, when
examining the qualitative studies, it was found that
combined discourse and thematic analysis (e.g., Wang &
Li, 2022; Omidire & Agbo, 2022; Gomez, 2020; Talavera,
2020; Sert & Balaman, 2018; Martin-Beltrdn et al., 2018)
and ethnographic microanalysis (e.g., Anya, 2021; Talavera,
2020; Li, 2018) were utilized in the majority of the
qualitative studies. In the case of mixed methods studies,
quantitative and qualitative data analysis were primarily
used (e.g., Sun & Zhang, 2022; Canals, 2022, 2021
Ebadijalal & Yousofi, 2021; Kim & Chang, 2020; Chen et
al,, 2019; Walker, 2018). Figure 3 provides an overview of
the methodology employed in this literature review. A half
proportion of the empirical research was large-scale case
studies that predominantly conducted qualitative or mixed
methods (e.g., socio-cultural analysis, discourse and
content analysis), exhibiting the way in which access to the
tutor’s treatment of inadequate writing was incorporated,
drawing on learners’ entire repertoires in a flexible and
inclusive manner.
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Research methods reported in empirical studies

0.0%

Qualitative Quantitative Mixed Methods

Figure 3. Overview of research methods reported in this
literature review.

The study now proceeds to the next stage of the analysis
to address the second research question.

« What are the characteristics of feedback which include
translanguaging in FL writing tasks?

To address this question, the studies were first categorized
based on who was involved in the CF provisions, thus four
types were identified: teacher feedback, peer feedback,
feedback in both conditions, and Al-informed feedback.
The results, shown in Figure 4, revealed that peer feedback
(N=10) and teacher feedback (N=8) were the main sources
of communication in which translanguaging practices
were meaningfully and constructively employed across
various levels of classroom contexts. In addition, the
context of feedback practices where translanguaging
episodes were embedded was predominantly in on-site
classrooms, although a few studies situated peer feedback
via computer-mediated communication, e.g., online
collaborative writing and blogging (Canals, 2022; Martin-
Beltrdn et al., 2018), video-based conferencing (Walker,
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2018), mobile-based messengers (Ebadijalal & Yousofi,
2021), among others. Another finding related to the
feedback modes showed that language practices were more
frequently observed in multimodal communications than
in monomodal interactions as a consequence of
translanguaging-oriented interventions.

Overview of feedback sources examined

45.5%

36.3%

13.6%

2 . 45%
0 |

Teacher feedback Peer feedback Teacher& Peer feedback Al-informed feedback

Figure 4. Overview of feedback sources examined in the
corpus of studies.

The remaining section of the second research question
pertains to the feedback varieties expounded upon in the
studies. According to the majority of the selected research,
CF predominantly occured in the performance of tutor and
peer responses, it is “information communicated to the
learner that is intended to modify his or her thinking or
behavior for the purpose of improving learning” (Shute,
2008: 154), and can take diverse forms and strategies in
task-based language practices. For example, Mastellotto
and Zanin (2022) categorized three critical feedback
strategies in accordance with Nassaji and Kartchava (2021):
guaranteeing children’s comprehension, promoting
children’s output, and implicit CF. The study showed that
translanguaging, as a collaborative, creative, and
transformative space, can serve as a productive
pedagogical metaphor for preschool children to achieve
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their communicative goal and meaning-making objectives
(see Medina, 2022). Wang and Li (2022) adopted feedback
classifications and features proposed by Lyster and Ranta
(1997), and classified six types of CF to investigate the role
of translanguaging in tutor oral responses: explicit
correction, recast, clarification request, metalinguistic
clues, elicitation, and repetition. Gomez (2020) identified
the aspects regarding feedback values and described three
feedback strategies that coexist in the act of
translanguaging: providing guidance, meeting clear
objectives set by the tutor, and constructing dialogic
spaces.

3.3 How was translanguaging implemented to mediate
corrective feedback provision?

To address this question, an analysis was conducted on
relevant information from various papers. To accomplish
this review, the genealogy of translanguaging in language
education, as traced by Bonacina-Pugh, Cabral, and Huang
(2021: 16), was followed, utilizing the conceptual map of
two study methodologies wherein the term was employed
and developed: the ‘fixed language approach’ and the ‘fluid
languaging approach.” The former makes the reference to
the “planned, systematic and functional use of two
languages in the bilingual classroom,” while the latter
regards translanguaging as the “fluid and dynamic use of a
complex set of semiotic signs” (2021:7). For example, in the
study of Steinhagen and Said (2021), separate languages
were used by the teacher for specific teaching functions
and were viewed as separate and bounded entities, this
kind of “plurilingual heteroglossic pedagogy” (Garcia &
Flores, 2016) is considered within the domain of fixed
language approach, in this situation, translanguaging has
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been evolved into a pedagogy that pertains to a planned
alteration of separate languages (Cenoz & Gorter, 2017). On
the contrary, in the study of Walker (2018), the complexity
of digital, multimodal, and multilinguistic resource
participation was unfolded through discursive peer online
interactions, coming to signify the epistemological turn in
today’s sociolinguistic realities where “the practice of
making meaning using different semiotic signs as one
integrated system” (Li, 2018b, cf. Bonacina-Pugh et al,
2021).

In the revision of these empirical articles, a content
analysis was conducted on these 22 studies, examining
them through the lens of translanguaging approaches,
feedback mode and context, feedback interlocutors, and
translanguaging types which were suggested by Sah and
Kubota (2022). The findings of the content analysis were
presented in Table 3, summarizing the way
translanguaging was approached in language practices,
particularly in CF-related episodes. In online classroom
settings, several studies (Adinolfi & Astruc, 2017; Canals,
2021; Martin-Beltran et al, 2018) adopted a mixed
translingual approach in providing CF, incorporating
multimodality and digital tools in the revision of writing
tasks. Some studies (Ebadijalal & Yousofi, 2021; Sun &
Zhang, 2022; Canals, 2022; Chen et al.,, 2019) typically
employed translanguaging in a fixed approach, focusing on
the alteration or combination use of the target language
and L1 in peer CF, contributing to the development of
grammatical, lexical, and metalinguistic knowledge in
achieving the meaning-making objective. In face-to-face
classes, the fixed language approach was also identified as
a prominent translingual strategy in tutorial CF, involved
in biliteracy practices (Talavera, 2020), instructional error
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corrections (Wang & Li, 2022; Li, 2018), and interactional
output (Mastellotto & Zanin, 2022; Gomez, 2020). It was
inferred that communication is influenced by the
similarity between form and meaning, based on in-class
activity, teaching outcome, and cultural backgrounds
during translingual practices when language choice is
negotiated.

Table 3. The forms of translingual practices in corrective
feedback (CF).
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Translanguaging
approach category

Online classroom

Offline classroom

Transl

-oriented CF

uaging types in teach

Fixed (alteration or
combined use of L1

Translation (Vattoy& Gamlem,
2020)

feedback in revision
or reading/writing
tasks)

Zhang, 2022; Canals, 2022;
Ebadijalal & Yousofi, 2021;
Yeh, 2018)

and target language)

Linguistic alterations (Wang & Li,

2022)
Fluid (translingual Trans-semiotizing (Anya, 2021;
practice in IRF Rabbidge, 2019)
sequences)
Fixed (translation Linguistic alterations, Translation and Trans-semiotizing
patterns) and Fluid  |heteroglossia, and Multimodal | (Zuo & Walsh, 2021; Omidire &
(gestural and face trans-semiotizing (Adinolfi & |Adobe, 2022)
expressions) Astruc, 2017)

Translanguaging types in pupil-oriented CF

Fixed (L1+L2 Linguistic alterations (Sun & Linguistic alterations (Steinhagen

& Said, 2021)

Heteroglossia and linguistic
alterations (Martin-Beltran et
al., 2018)

Heteroglossia (Kim & Chang,
2020; Omidire & Adobe, 2022)

Fluid Multimodal trans-semiotizing

(Walker, 2018)

Embodied digital trans-

semiotizing (Sert & Balaman,

2018)
Fixed (bi/multilingual | Heteroglossia and multimodal |Linguistic alterations and
communications) and |trans-semiotizing (Canals, embodied trans-semiotizing
Fluid (multimodality |2021; Adinolfi & Astruc, 2017) |(Omidire & Adobe, 2022)
aids)

Translanguaging types in Al-
oriented CF

Fixed (translation aids
by software)

Translation and linguistic
alterations (Chen et al., 2019)

Translanguaging enabled learners and teachers to

leverage various linguistic, semiotic, and translingual

resources as an integrated system to complete
international tasks, where CF plays a vital role in
intrapersonal meaning exchanges (Garcia and Li, 2014; Li,
2018; Sun & Zhang, 2022). By utilizing translanguaging in
various forms of feedback, both social and linguistic

practices can lead to a pedagogical shift from a
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monolingual to a translingual approach in L2 and FL
teaching and learning (Canagarajah, 2018). In accordance
with the counterbalance hypothesis proposed by Lyster and
Mori (2006), feedback provisions in these selected
empirical studies were categorized into two generic
purpose-oriented  groups: instructional CF and
interactional CF. In the former, teacher-directed
translingual practice (i.e, when translanguaging is
planned by the teacher) occurred more frequently (e.g.,
Talavera, 2020; Steinhagen & Said, 2021), whereas in the
latter, peer-directed translanguaging practice (when
translanguaging is planned by peers) was predominantly
employed in online collaborative writing tasks (e.g., Yeh,
2018). Although the fluid languaging approach was
suggested in both types of CF to foster the multisensory
and multimodal process of language learning and use
(Albawrdi, 2018), many of these empirical pieces of
evidence (e.g., Omidire & Adobe, 2022; Anya, 2021; Zuo &
Walsh, 2021) demonstrated the necessity of combining
fixed and fluid translingual approaches in FL education.
This can not only assist learners in demonstrating their
knowledge about a specific genre and transferring it to
similar genres in different language codes, providing
available lexico-grammatical resources (Medina, 2022), but
also foreground teachers’ and students’ multilinguistic
repertoires and multimodal practices, where new
discourses and forms of expression were being produced.

4. Discussion and Concluding Remarks
The objective of this literature review aimed to review the

recent 5-year research on translanguaging pedagogies in
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teacher-learner and peer-peer feedback related to error
treatment on FL learners’ written and oral production. To
achieve this goal, a semi-systematic review was conducted
to provide methodological and practical contributions,
map theoretical approaches, and identify knowledge gaps
within the literature (Snyder, 2019). Following the
screening procedures, as described in detail in the
methodology section, the analysis was focused on a corpus
of 22 empirical studies that approached translanguaging
in feedback-related language practices and met all the
inclusion criteria set forth for this investigation to address
its research questions.

The first research question sought to identify the
characteristics of empirical studies on translanguaging
regarding the educational context, target language, and
research methods. The analysis showed that there was a
significant proportion of studies conducted in English-
related contexts, with English being the primary FL of
learning. Moreover, translanguaging in CF was found to
have been studied more frequently in tertiary educational
contexts (see Figure 3). This could be attributed to the
increasing inclusion of English as a common global second
language in college-level language policy and planning, as
well as the growing internationalization of education. In
terms of methodology, a disproportionately large number
of studies utilized qualitative and mixed-methods
approaches, which is partially consistent with the findings
of Prilutskaya (2021) and Medina (2022).

The following question delved into the feedback sources
and types in which translanguaging was involved. Four
categories were identified based on the participants
initiation and response in oral and written interactions. It
was found that translingual practices were explored more
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in peer feedback than teacher feedback, which suggests
that L2 writing peer-as-provider feedback has
demonstrated more variation in the translanguaging
condition compared to tutorial corrective feedback (Sun
& Zhang, 2022). In terms of feedback types examined in
the 22 empirical research articles, CF was most frequently
studied and regarded as the basis of translingual practice
in classroom contexts. Wang and Li (2022) claimed that
translanguaging can have a positive impact on FL learners’
writing, particularly in oral CF, as it enhances students’
learning and encourages their participation by providing
them with a better understanding of grammatical or
syntactical rules. However, some divergent empirical
evidence suggests that translanguaging pedagogy is not
always effective for the development of L2 performance.
For example, Canals (2022) analyzed translanguaging
sequences in language-related episodes (LREs) and found
that translanguaging did not exerted a more facilitative
role in explicit CF or produce modified output in learner-
learner interactions. Talavera’s (2020) study highlighted
pedagogical considerations related to this issue and
suggested that translanguaging could be better
approached in both teacher and peer CF so that learners
can tap into all their linguistic resources when
communicating with classmates, while their transferable
skills between their native L1 and L2 can be improved under
translingual teaching support and multimodal aids.

To address the final research question regarding the
implementation of translanguaging in CF, a
comprehensive analysis was conducted on studies that
follow translanguaging approach and types categorized by
Bonacina-Pugh et al. (2021) and Sah & Kubota (2022).
Results revealed that in teacher-oriented CF, pedagogical
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translanguaging was frequently employed in both context-
focused and form-focused negotiations, which are
pedagogical strategies devised by the teacher within the
physical or virtual classroom (Cenoz et al, 2022).
Meanwhile, in pupil-oriented CF, spontaneous
translanguaging was more commonly used in computer-
mediated communication environments, which are
discursive practices of multilingual speakers that occur
both inside and outside school and are not planned by the
teacher (ibid, 2022). A fixed language approach to
translanguaging placed a high emphasis on
communicative strategies such as linguistic alterations and
heteroglossia with schooling and societal implications
(Poza, 2017), that help reinforce vocabulary and grammar
teaching (e.g., Talavera, 2020; Wang & Li, 2022; Li, 2018)
and promote dialogic understanding and cognitive
engagement (e.g., Gomez, 2020; Mastelloto & Zanin, 2022).
A fluid languaging approach, on the other hand, placed a
greater value on multiple forms of trans-semiotizing, such
as embodied, digital, and multimodal trans-semiotizing,
which were highly valued in some studies (e.g., Anya, 2021;
Canals, 2021; Sert & Balaman, 2018) and used the entire
linguistic and semiotic repertoire to fulfill peer
communicative demands. Additionally, providing two or
more types of translanguaging practices were shown to be
productive methods in both approaches that teachers and
learners used to exploit diverse linguistic resources and
multimodal resources in resolving nonunderstandings
(Sah, 2022). Therefore, rather than relying on a single type
of translanguaging, the combination use of different
translanguaging strategies should be implemented to
create a critical space for scaffolding learning in FL
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classrooms and to enhance current knowledge of the target
language.

Translingual mediation has been approached
pedagogically into various forms of corrective feedback.
Kim and Chang (2020) categorized CF and feedback
commentary into ‘form’ (e.g., ‘grammar’, ‘expression’, and
‘mechanics’), ‘content’, ‘organization’, ‘comments with
explanations’, ‘suggestions’, and ‘questions’ (2020: 5).
Adinolfi and Astruc (2017) implemented translingual
mediation in CF through five interactional patterns: ‘giving
instructions’, ‘reviewing language’, ‘eliciting language’,
‘setting up dialogues’, and ‘prompting non-verbal
responses’  (2017:194).  Planned or  spontaneous
interlinguistic and trans-semiotic mediation in CF has
been shown to be an effective strategy for the development
of language users’ communicative and intercultural
competencies (Cummins, 2019), whereas learners’ writing
accuracy and lexical-grammatical knowledge in the target
language could be better fostered, combined with the
assistance of automated writing systems. On the one hand,
the technological aids help students to be self-aware of
micro-level written errors and to correct them effectively,
on the other hand, it may help alleviate teachers of the
time-intensive practice of CF provision. Therefore, in
future research designs it is suggested that an automated
CF could be provided at the early stage of learners’ FL
writings as a task discussion clue for further translingual in
feedback commentaries.

The present paper «calls for a more holistic
understanding of not only the writing product but also of
L2 learners’ writing process. As such, it may be insightful
that more research addresses how personalized and
effective corrective feedback can be translanguaged by
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teachers, and how learners behave themselves in the
writing process through feedback practices to optimize
their learning strategies. For this, researchers are
suggested to consider how context and participants would
mediate or be mediated by the overall research ecology, and
they could provide context-specific, individualized analysis
of the impact of L2 writing feedback (Liu & Yu, 2022).
Alongside discursive interactions between peers, tutorial
translingual CF might help more to improve learners’
writing performance, to enable learners’ uptake, and to
raise metalinguistic awareness in multilingual classrooms.
Furthermore, in improving the quality of feedback,
understanding the learners” beliefs and goals is crucial for
providing appropriate responses and reactions. Another
recommendation based on this review study concerns
teachers’ fundamental knowledge regarding their students’
linguistic repertoires, educational backgrounds, and
language choices, before adopting specific CF strategies in
writing instructions (Bitchener & Storch, 2016; Mu et al,,
2023). Lastly, as a creative, transformational and
collaborative space, where learners have different
meaning-making goals and communicative purposes, the
implementation of translanguaging in foreign language
writing instruction should also be tailored to the learners’
needs and language proficiency (Hyland & Hyland, 2019),
so that this pedagogical tool can foster reliable feedback to
grasp students’ learning position and misunderstandings,
thereby enhancing self-directed learning and self-
awareness in academic settings.

In conclusion, this review has its limitations. Firstly, only
two large and multidisciplinary databases were searched,
which may have resulted in a reduced number of selected
publications for the analysis section. Secondly, the review
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questions were mostly related to research methods,
settings, feedback sources, and translanguaging
approaches, with limited examination of the potential
impact and contributions of translanguaging in CF
practices. Furthermore, the five-year time scale of the
review is insufficient to provide a historical perspective on
the current state of knowledge on translanguaging and CF,
which have been actively investigated for two decades.
Future research should broaden the scope of the review
to include all studies on translanguaging in CF practices.
Notwithstanding possible limitations, the findings of this
semi-systematic review of empirical studies are consistent
with the literature on translanguaging and highlight the
potential benefits of implementing translanguaging in CF
practices in linguistically and culturally diverse classrooms,
where multiple languages and nonlinguistic resources are
mastered for communication and meaning-making to
promote pedagogical progress.
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