Co-Learning in Hong Kong English Medium Instruction Mathematics Secondary

Classrooms: A Translanguaging Perspective

Recent studies on classroom discourse have challenged the traditional classroom role
set and emphasized equal contributions from the participants and emergence of
knowledge through active participation. Co-learning emphasizes the process in
which teacher and students attempt to adapt to one another’s behaviour and learn
from each other in order to produce desirable learning outcomes. Current research
has paid little attention to the ways in which content teachers and students jointly
negotiate new knowledge in bi/multilingual classrooms. Based on data collected
from a linguistic ethnography in Hong Kong English-Medium-Instruction secondary
mathematics classrooms, this paper uses translanguaging as an analytical perspective
to analyse how the EMI teacher and students co-learn in the classroom. The data are
analysed using Multimodal Conversation Analysis and triangulated with the video-
stimulated-recall-interviews ~ which  are  analysed using Interpretative
Phenomenological Analysis. The paper argues that translanguaging creates a safe
space for co-learning that emphasises equity in knowledge construction and
challenges the hierarchical relationship between the teacher and the learner.
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1. Introduction

Classroom-based learning traditionally involves a role set where the teacher serves as the source
provider of knowledge and the student the recipient of information. The teacher is also expected
to validate the student’s knowledge and provides appropriate feedback (Lawrence, 1996). Research
on L2 classroom interaction shows that teacher-fronted teaching tends to allow little space for the
students to interact amongst themselves since it is the teacher who decides who can speak, when
and about what (Greenleaf and Freedman, 1993; Walsh, 2006). Van Lier (1996: 184-185) argues
that teacher-fronted teaching has several consequences including ‘reduced student's participation,
less expressive language use, a loss of contingency [...] and limitations on the students'

employment of initiative and self-determination’. Critics of the traditional classroom role set



emphasize the importance of active participation of the students in classroom interaction and the
role of such participation in knowledge construction (e.g. Baynham, 2006; Jacknick, 2011; Waring,
2011; Author, 2018). This article examines examples of a teacher’s strategies to encourage and
facilitate the student’s active participation in classroom interaction in an English-medium-
Instruction (EMI) class in Hong Kong (HK). We invoke the concept of co-learning (Brantmeier,
2013. To be defined in the next section) to show that the teacher benefits just as much as the
students from the process, and this important aspect of knowledge construction needs to studied
more systematically in the future. A key strategy that the teacher uses in facilitating co-learning is
translanguaging (see further in section 4), which seems to go against the EMI policy that is

practised in the school. We demonstrate how translanguaging creates a space for co-learning.

2. Co-Learning in the classroom

The concept of ‘co-learning’, as discussed in Li Wei (2014a), has been used in a range of
disciplines from artificial intelligence and computer simulation, to global security systems and
business information management. ‘In essence, co-learning is a process in which several agents
simultaneously try to adapt to one another's behaviour so as to produce desirable global outcomes
that would be shared by the contributing agents’ (p. 169). The emphasis here is on mutual
understanding, mutual benefits, and mutual growth amongst the different agents rather than
differentiated power structures and relationships. Brantmeier (2013) uses the concept of co-
learning to develop his approach to a pedagogy of vulnerability which seeks to relieve the teacher
from the burden of knowing all the right answers, and take risks ‘— risks of self-disclosure, risks
of change, risks of not knowing, risks of failing — to deepen learning’ (p. 96). ‘Co-learning changes
the role sets of teachers and students from dispensers and receptacles of knowledge to joint
sojourner on the quest for knowledge, understanding, and wisdom’ (p 97). The concept of co-
learning does not simply entail the teacher in deploying strategies for promoting equal
participations for all students; co-learning challenges the power relationship between the so-called
expert (teacher) and the novice (students) and denies the privileging of one knowledge over another
(Curry and Cunningham, 2000).

Co-learning has the following principles (Li Wei, 2014a: 170):

e Trust and respect in each other as people and co-learners;

e Reciprocal value of knowledge sharers: all co-learners have their ‘funds of knowledge’
(Moll et al., 1992: 133) - ‘historically accumulated and culturally developed bodies of
knowledge and skills essential for households and individual functioning and well-being’;

e All knowledge is valuable and should be valued.



For co-learning to happen, the classroom environment needs to have the following characteristics
(Li Wei, 2014a: 170):

e Shared power amongst co-learners;

e (ollective and individual meaning-making and identity exploration;

e Situated learning in a community of practice;

e Real-world engagement and action

We will examine examples of co-learning in an EMI classroom in a HK secondary school to the
kinds of knowledge that can be gained by the teacher, as well as by the students and the
pedagogical strategies that are used to facilitate co-learning.

3. Medium-of-Instruction in Hong Kong

The choice of medium-of-instruction in the educational system has been a highly controversial
issue in HK, where the majority of the citizens speak Cantonese as their first language (L1). After
the handover in 1997, the Hong Kong government adopted the “biliterate and trilingual” policy.
Under this policy, both Chinese and English are acknowledged as official languages, with
Cantonese being acknowledged as the de facto official spoken variety of Chinese in Hong Kong,
while also accepting Mandarin/Putonghua. The ultimate language goal of the new policy is to
achieve trilingualism to facilitate exchange and communication with the Mainland and the outside
world (Poon, 2010). The school curriculum was revised in 1998 to make Putonghua a compulsory
subject in all primary and secondary schools, while Cantonese is used as the medium of instruction
for teaching content subjects in Chinese-as-Medium-of-Instruction (CMI) primary and secondary
schools. Starting from 2001, Putonghua teachers, like English teachers, are required to take the
Benchmark Test. Since then, Cantonese has been associated with enhanced student learning, and
has taken the place of English as the regular and formal language in government and in the public
sector; Putonghua has been given increased attention in the school curriculum, and has a role to

play in government, law and social activities.

In general, the majority of primary schools in HK adopt Chinese-Medium-Instruction (CMI) for
most content subjects and English is taught as a separate core subject (which typically involves six
to ten 40-minute lessons per week). This is believed to develop students’ L1 learning and cognitive
development while offering exposure to English. Universities in HK use EMI due to the need to
align with international tertiary education and cater for a large proportion of international students.

Nevertheless, medium-of-instruction policy at secondary level has undergone significant changes



in recent years. HK has witnessed three key stages in the development of the medium-of-
instruction policies including the colonial government’s laissez-faire policy prior to 1994, the
compulsory CMI policy during 1998-2010 and the fine-tuning medium-of-instruction policy since
the 2010-2011 academic year.

Before the handover of sovereignty in 1997, the HK colonial government adopted a laissez-faire
medium-of-instruction policy which allowed secondary schools to decide their own medium-of-
instruction. With the belief that EMI could better facilitate English acquisition, the colonial and
international language, over 90% of the secondary schools claimed to be EMI schools in order to
respond to the demand by parents and other stakeholders (Falvey, 1998). However, research studies
have revealed that the use of mixed Cantonese and English was prevalent in these EMI schools
since many students struggled to learn content subjects through English due to their limited English
standards, and code-switching was deemed to impede students’ L1 and English proficiencies by
the Education Department (1997). Shortly after the handover in 1998, the Education Department
promoted the mandatory mother-tongue policy, mandating the use of CMI from primary one to
secondary three. Exceptions were granted to 114 schools who had fulfilled certain criteria in terms
of school support measures, teacher capacity and student ability to remain as EMI schools. This
policy has led to severe criticisms from the public since it was perceived as a way for the
government to enhance HK citizen’s national identity and their patriotic sentiments (Tsui, 2004).
Many stakeholders, including parents, the business sector, viewed English as the language of
international commerce and they perceived that mother-tongue education have blocked the path to
the successful future for future generations (Kwok, 1998; Lai and Byram, 2003). As a result, the
clear-cut CMI/EMI distinction constructed a labelling effect, in that only the ‘elite’ students could
study in EMI schools, whereas CMI schools were seen as second class. Together with the public’s
impression that CMI education contributed to the decline of students’ English proficiency in HK
(Poon, 2013), the government succumbed to political pressure and decided to ‘fine-tune’ the
mother-tongue policy by eliminating the classification of schools into CMI and EMI. Secondary
schools are allowed to offer EMI classes, partial-English-Medium classes (i.e. one or two subjects
conducted in EMI) and/or CMI classes. CMI schools have the autonomy in selecting their medium-
of-instruction for content subjects if they have met certain criteria (Education Bureau, 2009). The
emergence of this policy reflects the fact that schools are no longer classified into EMI and CMI
schools and it ironically contradicts with the government’s long-standing belief in the value of

promoting CMI education.

As Tollefson and Tsui (2014) argue, the debate of adopting EMI in secondary schools ignores the



fact that such a monolingual rule offers limited opportunities for social interactions because
teachers in EMI classes tend to adopt the lecture format to teach the content (e.g. Lo and Macaro,
2015). Although the government has provided specific criteria for schools to provide EMI classes,
placing students into EMI classes does not mean that learning will take place in the classrooms
automatically (Chan, 2014). Research studies have been conducted to investigate how the medium-
of-instruction policy is implemented in the local level in order to resolve the difficulties that are
currently facing by the teachers and students in teaching and learning through EMI (e.g. Lin, 2006;
Chan, 2014; Lo, 2014; Author, 2020a; Author, 2020b).

4. Translanguaging and space for co-learning

Like co-learning, translanguaging has been used as both a conceptual and analytical concept and
a pedagogical principle (Garcia and Li Wei, 2014). Essentially, translanguaging challenges a code-
based approach to language systems and advocates language as a social practice and as an
assemblage of meaning-making resources (Li Wei, 2011; 2018). The latter goes beyond the
traditional conceptualization of language in terms of speech and writing to encompass what has
been conventionally regarded as paralinguistic or non-linguistic semiotic cues such as gesture,
drawing, emoji, etc. As a pedagogical principle, translanguaging promotes flexible use of all
named languages as well as other meaning-making resources in learning. It is noted that the code-
switching analysis follows a functional analysis in order to identify how different named languages
are switched back and forward to construct a coherent unit as well as the purposes of switching
from one language to another at a particular point of classroom interaction. Recent scholars have
been advocating future research to adopt translanguaging as an analytical perspective (Li Wei,
2020; Author, 2020a; Author 2020b). This allows researchers to understand translanguaging as an
enabling and empowering strategy in bilingual and multilingual education where all participants,
learners and teachers, are encouraged and supported to make use and share their own funds of
knowledge, including but not limited to the knowledge of different languages, in collective and
collaborative learning. In other words, translanguaging creates a space for co-learning. Hansen-
Thomas et al. (2020), for example, demonstrate how monolingual teachers enacted a
translanguaging pedagogy in a US high school classroom where English language acquisition is
the focus. Amongst all the resources the teachers use, the students themselves and their knowledge
and social experiences are the most important. They also invoke the notion of co-learning to argue
that teachers’ willingness to participate as co-learners with the students is crucial in learning gains.
Noda and Zhu (under review) examine interactions in an eikaiwa (English conversation) classroom
in Japan and show that when the teacher reverses his role from a language authority to a cultural
novice and encourages the learners to use their own funds of knowledge through embodied and



multimodal interaction, eikaiwa becomes a much more enjoyable and beneficial experience. In the
present paper, we will demonstrate how translanguaging creates a space for co-learning in an EMI
classroom in HK.

Whilst translanguaging seems to go well with the principles of co-learning, the fact that it promotes
the flexible use of multiple languages and other meaning-making resources seems to go against
the basic premise of EMI. The reality though is that in many if not all EMI classes, the use of
languages other than English is actually very common. This is similar in many ways to the situation
that the originator of the concept of translanguaging, Cen Williams, observes in the Welsh-medium
classes where the teacher, following the school policy, tries to teach in Welsh only, but most pupils
respond in English. Rather than seeing it as a barrier to revitalising Welsh, Williams (1994) views
translanguaging as a way to realise and maximise the pupils’ learning potential. It is also similar
to the complementary schools for the British-born Chinese children in Britain that has been studied
extensively by Li Wei (e.g. 2014b) where he shows that flexible use of different varieties of
Chinese (Cantonese and Mandarin/Putonghua) and English engage the pupils much more deeply
in the learning of Chinese history, culture and literature as well as the Chinese language, despite
the narrow policy focus on teaching Chinese literacy to the children. In the context similar to the
present study, Lin and He (2017) investigate how an EMI science teacher in a HK school uses
translanguaging to motivate South Asian ethnic minorities to draw upon their multilingual and
multimodal repertoires. Their findings indicate that the teacher and learners’ willingness to learn
from one another is motivated by the space to use as much their linguistic repertoire as possible in
classroom interaction. The present study aims to contribute to the current literature on
translanguaging and EMI teaching and learning by demonstrating how EMI classroom can be a
translanguaging space for the teacher and students to utilise multiple multilingual, multimodal and
multisensory resources to co-learn new knowledge and jointly negotiate meaning with each other.

5. Data and Methodology

The present study is based on an ethnographic study of EMI in secondary school in HK. The main
data collection was a two-week focused observation the mathematics classes. The observations
were video-recorded and were accompanied with ample fieldnotes. They were followed up with
ethnographic interviews with teachers and other stakeholders. We adopt translanguaging as the
overall analytical perspective and focus on how the EMI teacher engages in learning with his
students through translanguaging and becomes a co-learner in the classroom to create a democratic
space for students to share their knowledge and experience, challenge norms and promote equity.



The classroom interaction data are transcribed using Jefferson’s (2004) and Mondada’s (2018)
transcription conventions. MCA extends Conversation Analysis by incorporating and focusing
on what had previously been regarded as non-verbal behaviour, which, as discussed above, the
translanguaging perspective regards as integral to social interaction as verbal cues. In our
analysis, we also include the use of space in the classroom and gaze, facial expression, gesture,
and manipulation of objects. We use screenshots from the video recordings illuminate
multimodal interactions in the classroom.

We also draw on the insights from Interpretative Phenomenological Analysis (IPA) in
investigating how the mathematics teacher perceives his own translanguaging practices at
specific moments in the interaction. IPA follows a dual interpretation process called ‘double
hermeneutic’. This requires the researcher to try to make sense of the participants trying to make
sense of their world (Smith et al., 2013). By doing so, it allows researchers to take an emic
approach in order to understand the participants’ personal experience case-by-case.

5.1 Participants and Data Collection

The participating school is a prestigious EMI school in HK and the school is subsidised by the HK
government. The school provides education from secondary one to six based on the curriculum
guides set by the HK Education Bureau. The school uses EMI to deliver most of the lessons (except
Chinese, liberal studies and Mandarin/Putonghua classes), and the school examinations are
assessed through English. The school language policy places heavy emphasis on the use of English
on the school campus. All morning assemblies and staff meetings are conducted in English.
Moreover, English-for-all-days is held once a week when all teaching staff and students must use
English for communication.

The mathematics teacher, who agreed to take part in this study, has at least eight years’ experience
in teaching mathematics in English. He is a native speaker of Cantonese and he previously attended
an EMI school for his secondary education. His bachelor’s degree in mathematics and IT education
and an MSc in Mathematics were obtained from two top-ranked universities in HK. These
universities also use English as the medium of instruction. He considers his English proficiency as
adequate for teaching but admits that it is far from perfect. He understands Mandarin/Putonghua
but has not studied it formally. He does not normally use it in his everyday communication.

A semi-structured interview, which lasted for an hour, was conducted with the teacher in order to

understand the teacher’s professional training, his linguistic knowledge, his perceptions of the best



practices and his attitudes towards using multiple languages in the EMI mathematics junior and
senior forms classrooms. During the two-week focused observation, the first author observed two
different mathematics classes (a secondary three and a secondary four class) taught by the same
teacher. The class size was ranged between 18 and 30 students. The secondary four class was
classified as an elite class (based on the school’s internal examination results) and all students
spoke Cantonese as their L1s. The secondary three class was classified as an enhancement class.
Students, who ranked below average among their cohort in the internal mathematics examination,
were enrolled in this class. All students have received at least 6 years of primary education, where
Cantonese was employed as the medium-of-instruction and English was taught as an L2. Most of
the students in the class spoke Cantonese as their L1s except two students in the secondary three
class who were migrants from mainland China and spoke Mandarin/Putonghua as their L1s and
Cantonese and English as their L2s. A total of 19 40-minute lessons (11 secondary three lessons
and 8 secondary four lessons) were observed and video-recorded. Ethnographic interviews were
conducted with the teacher and students during the 2-week observational period. Three post-video-
stimulated recall interviews, a total of three hours, were conducted with the teacher in order to
compare his actual translanguaging practices and his interpretations of his practices.

6. Analysis

We now analyse examples of co-learning of linguistic knowledge (i.e. knowledge of the linguistic
features of specific named languages including pronunciation, grammar). In the dataset, three
instances were identified which illustrate how the teacher and students resolve perceived linguistic
discrepancies through co-learning. Extracts 1, 2 and 3 are examples of the interaction.

Extract 1: Learning Mandarin/Putonghua from the Students

This extract is extracted from the secondary three class. Prior to the extract, the teacher (T) read
out the mathematical question that students needed to solve. After that, T initiated a question by
deploying rhyming words at the end of each sentences to create a rhyming effect. However, when
he uttered the last sentence, he failed to use the appropriate rhyming words/phrases. This led to
students’ laugher in the classroom. T deliberately apologised to the students by saying ‘¥%f 23
B (sorry teacher)’ in Mandarin/Putonghua. In this extract, the teacher and students are engaging
in discussion where they are involved in discussions which have no direct relevance to the content
subject.
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S12: + (Name-T) {RaIEHEE (0.5) BB
((w0 jué de bu xing))
((tr. do you know how to say)) ((tr. | don’t think so0))
+T looks at S12
(0.5)
T: +EREAARTT
((wo zhén de bu xing))
((tr. 1 am not good))
+T shakes his head
(0.3)
Ss: hahahaha
(0.3)
s12: +E&E (0.2) FKEAFRT
((w0 zhén de bu xing))
((tr. he is saying)) ((tr. he isnot good))
+S12 turns to S1
(0.2)
S11: +UmEfk (1) TEE (1) B
((wd jué de))
((tr. shouldn’t it be)) ((tr. I think)) ((tr. right))

+T stares at S11
(0.6)
s1l: MMESE (.) REAIATT
((wo zhén de bu xing))
((tr. ask him to say)) ((tr. I am not good))

(0.2)
S11: RS-

((jué de))

((tr. think))

I

((wo jué de))
((tr. 1 think))
(0.6)



43 s11: [BE{HRERT]
((tr. it’s not ‘really’))
44 T VREMER(T] (1.0) REEFT
((wd jué dé bu xing)) ((wo jué dé bu xing))
((tr. 1 don’t think s0)) ((tr. I don "t think so))
+T shakes his head
45 (1.5)
46 T: +RAEEEME (0.3) EHADIE (.) +part b
((ni bu jué dé zhe ge)) (( hai ké yi ma))
((tr. don’t you think this)) ((tr. is it okay))
+T directs his gaze to the screen and looks at the question
+T looks at students

47 (0.3)
48 T: [H]PAE?]
((ké yi ma))

((tr. okay?))
49 S1: [{R:#fF] (0.2) +AEIRHER (0.2) FAGE A LIRS IRILE HEE
((tr. the way you say it)) ((tr. nothe way you say it)) ((tr. I think your Mandarin is okay))
+T looks at S1
50 T: #@=EA[DL
((hai ké yi))
((tr. still okay))
51 (0.5)
52 S1: RAEEREFIISETLL hahaha
((tr. the whole Mandarin sentence is still okay))

After a 0.5-second pause, T indirectly responds to S12’°s question by uttering ‘T EAYR{T (I am
not good)’ in Mandarin and shaking his head (line 30). However, in line 36, S11 repairs T’s
response by saying ‘2215 (jué de) (i.e. think)’ in Mandarin (lines 36 and 40). In response to S11°’s
initiation, T offers the correct expression ‘FA2 15 (w0 jué de) (i.e. I think)’ in Mandarin (line 41).
S11 reiterates the corrective feedback in Cantonese by explaining that ‘EfY (really)’ is not an
appropriate phrase to be used in Mandarin (line 43). Simultaneously, T repairs his utterance in line
44 again by uttering the whole sentence ‘& {5 117" in Mandarin and shaking his head at the
same time, which illustrates his uptake of the target Mandarin expression. In line 46, T attempts to
direct the students’ attention back to the mathematical question by using Mandarin to elicit students’
responses regarding the question and switching back to English to specify the sub-question ‘part
b’. Although T utters ‘1] DA% ? (ké yi ma) (i.e. okay?)’ in Mandarin to invite students’ responses,
S1 initiates an uninvited response in Cantonese by praising T’s Mandarin proficiency, ‘& 155
a] DU /RIFE 38 55 (1 think your Mandarin is okay)’ (line 49). As it shows, T utters ‘%2 A] L (hai
ké yi) (i.e. it’s okay)’ in response to S1’s comment and also acknowledges his own Mandarin

proficiency (line 50).

10



Based on the teacher’s self-reflection during the pre-interview, he considered that his Mandarin
proficiency was below average. Hence, it can be seen that the teacher is engaging in
translanguaging practices as he draws on his limited linguistic knowledge of Mandarin,
accompanied with his bodily actions such as shaking his head, to engage in learning Mandarin
with the students in the EMI classroom. It is illustrated that the teacher has gained some knowledge
of Mandarin grammar and pronunciation from his students and he makes the effort in repairing his
utterance based on the students’ corrective feedback. In the post-video-stimulated-recall-
interview, the teacher comments on what he has learnt from his students:

11



Classroom Interaction Transcript Video Stimulated Teacher’s Analyst’s
Recall Interview Perspectives Interpretations of
Selected Excerpts the Teacher’s
Perspectives
28 512: + (Wame-T){1EE3EH# (0.5) EETT 01 T E2Z(Nf0E » {REharo T understands that his
((wé jué de baxing)) IEEREENG > nEng o {EIHE students” Mandarin
{( coyou kow fiow tosay)) (i I dowr't thinkseo)) {15« HI A ARER (S pl'oﬁciency is better
T locks at S12 native » #87% > {40 > fi | than him.
o U, » {EIIEE A0S language
o ahen o i) ELSRITE » R
(e I am not good)) Eﬁgﬁi@ﬁﬁﬁé‘: Etf%uﬁ'
+T shakes his head —{ - WS LR RAET
31 (0.3) E A
32 3s: hahahaha (What I have learnt? Um
33 (0.3) their Mandarin 1s really
34 s12: +{E#HT (0.2) RENFT strong ha,im. Yeah some of
((w zhén de bi xing)) them are native speakers of
f(tr e is savimg)) ((tr. he isnot good)) Maﬂdm T_hei't language
4812 furns to S1 ptoﬁc:le_n-:y 1s betFEI than me
35 (0.2) andtheu_]\{[anqlarm
. iy e 785 onunciation 1s more
e St rmEE -','“.L!',I'r e icurate than mine. That's it.
(G jué dE,} ) So, I have learnt to speak
(8. showlcht' t it be)) (& I thivdg) (8. right)) Mandarin from them)
T stares 2t S11 3 ~ From lines 2-7, T and
37 (0.6) 02 K: um {H{ZERRIEERT the researcher are
33 S1: OUESE (L) I PR Y H B A S8 jointly making sense
E = HHEE () 2R u . ) =
{(wé zhEn de birxing)) Eﬁ ! ﬁg@%;ﬁgﬁg$fz . of what T has learnt
{(i. ek hibm fo sav)) (. am not good)) (EEEET ) (BRI from his students.
39 (0.2) RiR o R85 (LEEE
40 S11: igdE= ) EEEERFR
((jué de) Biw
fitr. thinki) (Um the two girls in the front
41 T: =[fEig were also saying something
{(wé jué de)) like what, “I"m not good™
(. I thinky ) (pronouncing it in Mandarin)
42 (0.€) and then thev taught vou

12



43

44

45
4€

47

43

49

50

51
52

51

'l
T:

(o

T:

51:

T:

(0

51:

1: [FEEE
(. if's mot ‘realiy’i)
[HERERT (L.0) REEFT
((wdjué dé txing)) ((wdjué dé buxing))
(e It t thinksa)) ((tr Tdon “tthimksol)
+T shakes his head
.5)
+PFEEEM (0.3) EaLg (o) +part b
((ri bizjus dé zhe ge)) (( haikeé yi ma)
(0. dom't you thinkthis)) (@ is it okay))
+T directs his gaze to the screen and look s at the question
+T looks at smdents

.3)
[ETLAIE ]
(ke yi ma)
(it oka?))
51 (0.2) +7 2]

Hi5 (0.2) FARISETLIEIRNE B

(. the way you say ifl) (. nothe way yousay it}) (. I thinkyowr Modarin & okav))
+T looks at 51

((hai k& ¥i)
(. still ofzv))
.5)

R i T

{(#r- the witole Mandarin serterce is siill okay))

back as they stated that 1t
should be “think™
(pronouncing it in Mandarin).
So, I think the students are
not simply teaching vou)

03 T: &

(The pronunciation)

04 K: (%01 » [FIHEEFRHE IR
(Exactly and they are also
teaching vou)

05 T: WE{E T EEHES
(The grammar of Mandarin)

06 K- l{fifE grammar
(The grammar)

07 T: {ReMi {Rmit fARFE (501 »
W
(Yes, yes yes }Jps haha)

08 K: Hahahaha

09 T: {40 » RIFRENE - {%
B S FE BTEEEER
I AENE > B EEE A
WY > TR0 HI{RERNE (24T
=H

(Yes, that’s, yeah, so lam
aware that | am not good at
pronouncing Mandann
utterances as well as using
the, veah, I'm not sure how
to deploy 1t)

10 K: um

T also realizes that he
is not just learning the
correct Mandarin
pronunciation from his
students. He is also
learning the
appropriate Mandarin
grammar from his
students too.

T is acknowledging
the fact that he is
unsure how to
pronounce the
Mandarin words, as
well as using the
appropriating
Mandarin phrases.

13



11 T- Rl LSRR RRMERITH
5
(So, they do know it)

12 K- um MHERER RIS -
RIS RTEN T R iR
e - {ERFREEERE T IR
& ERRIREISIHEESR
engage FIE—1F process &
learn IE {&[E38 & from fRIE
e R

(Um so why do vou think, I
think I have asked this
question before, but I siill
want to hear what you have
to say, why do vou think that
it’s important to engage in
this process, in terms of
learning Mandarin from your
lovely students)

13 T: &Ptk > HRFRERT
I 122 » MHASE - T
3 IR S 20 R
SIS - P AERRE]
iR PRI R SR TR AR -
TH IS (EI S S
18 » ElfhFetiias
fe + BN GRAEME » IREIR AL
LAt BB - #AfR
w BRASHECEEE
FOER » (M - PHARE - 10
FEME (R keep {£57 > B3R
Mg et EehOas - Bl
- IREIREIS T D
¥7 o MHASER - A% 0 B

T believes that through
co-learning, the
students can develop
their sense of pride
and it can also
motivate students in
learning the content
subjects.

T also acknowledges
that providing an
opportunity for
someone to teach can
allow him/herself to
learn better.

In the previous
interview, T
explained that he
allowed students to
laugh at him and he
used it as a strategy
to befriend with his
students and promote
a jocular classroom
environment. The
researcher wants to
know how co-
learning influence
T’s perceptions.

T is willing to learn
from his students.

T imitates his
students’ voice by
imagining that they
have achieved the
sense of achievement
when they are able to
educate the teacher.

T’s use of simile,
‘turning on the
switch’, further

14



Uk o WEARE 0 FeRE o FRs o
EEHERREH EREE
HEEEE AR
1# » T30 » IFRRIEUE

RN IR SN - THAR

5% 0 FRGRAH o ISR
(I think when I have leamt
something from the students,
then, I, I have learnt that thev
have taught me, then 1t’s their
turn to learn what [ am going
to teach next. So. I think this
will motivate them to learn
from me as well. So, [ thuink
they may feel that “oh I
develop the sense of success™.
Actually, teaching the others
1s the best way for allowing
us to learn. And so if the
students are expecting me to,
I mean keeping my learming
attitude, that 1s, mv
willingness to learn new
things, I think, I think, once
the students have taught me
the new knowledge, it's a
good timung for them to learn
from me too. It's like turning
on the switch on their

learning motivation. Yes,
that’s what I think )

T perceives this as a
key moment for him to
motivate his students
and encourage them to
learn the content
subject with him.

highlights his belief
that by showing his
willingness to learn
from his students,
this will prompt the
students to learn new

knowledge from him.

Table 1: Video Stimulated Recall Interview (Extract 1)
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After watching the video-clip, T comments that he has learnt the correct Mandarin pronunciation
from the students, and he realised that his students’ Mandarin proficiency were a lot better than
himself. In line 2, the researcher points out that T has not only learnt the correct Mandarin
pronunciation. This motivates T to come into realisation that he has also learnt the appropriate
Mandarin grammar from the students (line 5). This is reflected in the classroom interaction where
T has learnt to use the phrase “&75 (jué de) (i.e. think)’ instead of ‘ELfY (really)’ since ‘EHY
(really)’ is not grammatically correct in Mandarin. In line 9, the teacher also acknowledges that he
struggles to pronounce Mandarin words and employ the appropriate Mandarin phrases/vocabulary
items. In the previous video-stimulated-recall-interview, T previously explained that he was trying
out his weakest language at that moment and he allowed students to laugh at his use of Mandarin.
In line 13, T justifies that when he displays his willingness to learn from his students, it can
subsequently encourage students in learning Mathematics with T. T’s willingness to engage in
acquiring knowledge from his students is exemplified when he imitates his students’ voice by
imagining that the students have achieved the sense of achievement, ‘BEE A EETHIHIE (oh |
develop the sense of success)’, when they are able to educate the teacher. T’s use of simile when
he mentions, %7 1Ll{% B B A2 (B W £2 -5 E &f f#%  (turning on the switch on their learning
motivation)’, highlights his belief that by building students’ confidence and showing his
willingness to participate as co-learner. Therefore, it can be argued that T’s engagement in co-
learning is motivated various pedagogical goals, including his desire to develop students’
motivation in content learning and build up student’s confidence, which contributes to the
construction of a translanguaging space for co-learning.

Extract 2: Learning English Pronunciations from the Students

This extract is extracted from the secondary three class. Prior to this extract, T was drawing
students’ attention to the next mathematical question on compass bearing. In this extract, T is
reading aloud the mathematical question, which is visually presented on the projector. T then

struggles to determine the appropriate pronunciation of the word ‘aircraft’.
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01

02
03

04
05

06
07

08
09
10
11

12
13
14

15
16

17
18

19
20

(1

+okay (0.5) you can see

+T looks at the question on the screen--->

.2)

er (1.2) 4a and b (0.4) are one hundred kilometre

+cursor moves along the line AB

.6)

apart (0.5) okay?+
———>+

.2)

that means +length of ab is one hundred kilometre

+T looks at the students

.5)

okay?

.4)

+and the compass bearing of +b (1.1) is +n seventy five=
+T looks at the screen
+cursor points at B
+cursor points at 75 degree
=ah from a (0.4) n seventy five east

.2)

+that means here like this

+cursor moves around point A

.8)

+air (0.6) craft (0.6) +craft right?
(/kra:ft/) (/kra:ft/)
+cursor points at the word ‘aircraft’
+T looks at the students

.6)

aircraft (.) craft (0.7) aircraft
(fea.kreeft/) (/kraeft/) (fea.kreeft/)
.5)

S12: craft

(/kra:ft/)

17



21 (0.2)
22 T: craft (0.3) craft (0.2) +okay (0.5) aircraft
(/kra:ft/) (/kra:ft/) (/"ea.kra:ft/)
+T looks back on the screen
23 (0.6)
24 T: +minecraft (0.8) air
(/'main.kra:ft/)
+T looks at the students
25 (0.4)
26 S1: HF get M=
((tr. oh I get it))
+S1 looks at question 12 on the screen
27 T: =aircraft (0.7) +[{&ME {404

(/"ea.kra:ft/) ((tr. yeah yeah))
+T looks at S12
28 S12: {505 )
((tr. yeah))
29 (0.3)

30 siz: #fRIE—(H
((tr. that’s the one))
31 (0.2)
32 T: H&HEEE +(0.3) +okay
((tr. that’s how it is pronounced))
+T looks at the researcher at the back
+The researcher is nodding
+T looks back on the screen
33 (0.5)
34 T: Saircraft$ departs from B
(/'ea.kra:ft/)
35 (0.4)
36 T: and flies +at a speed of one hundred and fifty kilometer
+cursor points at line AB

From lines 3-12, T is reading aloud the question and concurrently moving the cursor to point at
the target phrases in order to assist students in noticing them (e.g. lines 3, 5, 11 and 12).
Additionally, T also provides short explanations in regard to the questions to the students (e.g.
lines 7 and 14) to scaffold students’ understanding. However, in line 16, when he uses the cursor
to point at the word ‘aircraft’, T is showing hesitation in pronouncing the word. He first utters the
first part of the word ‘air’ and after a 0.6-second pause, he enunciates ‘craft /kra:ft/’. He repeats
‘craft /kra:ft/’ again in order to indicate his uncertainty regarding the pronunciation of ‘craft’ and
he invites the students to provide feedback on his pronunciation, as he looks at the students and
utters ‘right?’ (line 16). However, no student offers any feedback to T in lines 17 and 19. Such
difference is attributed to the variation between British and American English. Eventually, S12
acknowledges T’s pronunciation by uttering ‘/kra:ft/> (line 20). T then repeats ‘/kra:ft/’ twice in
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order to recognise S12’s feedback. T then directs his eye gaze to the screen and utters ‘okay (0.5)
aircraft” which indicates his motive in continuing to read aloud the mathematical question.

Nevertheless, after 0.6-second pause, T suddenly looks at his students and utters ‘minecraft’, which
is a popular online game. T then utters ‘aircraft (/esa.kraeft/)’ again in line 27. Here, T is comparing
the old trace and the new trace by drawing on his accumulated knowledge of the pronunciation of
‘minecraft’ and then comparing it with his pronunciation of ‘aircraft (/ea. kra:ft/)’ in order to help
him with determining the right articulation. This also implies that T still has not fully accepted
S12’s feedback in line 20. After a short reflection in line 27, T eventually apprehends that he is
right, as he utters ‘{44 {%4 (yeah yeah)’ in Cantonese. At the same time, S12 confirms T’s
pronunciation of ‘craft (/kreeft/)’ as accurate.

In this extract, T translanguages through his concurrent use of verbal (use of English) and
multimodal (e.g. use of cursor) resources to invite students in amending his English pronunciation.
It is also noticeable that T comprehends the correct pronunciation of ‘craft’ through engaging in
multilingual practices with the students (using both English and Cantonese) and drawing on his
past knowledge which is acquired in different context and timescale. During the post-video-
stimulated-recall-interview, T explains that inviting students to offer corrective feedback to his
English pronunciation is a strategy to ensure that students are paying attention to his talk and it
can possibly motivate students’ in learning how to solve this particular mathematical question. The
researcher then invites T to explain why is he keen to learn the correct English pronunciation from
his students:
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Classroom Interaction Transcript

Video Stimulated Recall
Interview Selected Excerpts

Teacher’s
Perspectives

Analyst®s
Interpretations of
the Teacher’s
Perspectives

132
14

15

7 T: that means +length of ab is

T: +and the compass bearing of

T: +4air (0.€) crafc

T: +okay (0.5) you can see

=T looks at the quastion on the serzen—>
(0.2

T: er {(1.2) 4a and b (0.4) are one hundred kilometre

“rursor moves alons the line AB
(0.8}

T: apart (0.5) okay?+

———t
(0.2)
one hundred kilometre
+Tlooks at the stedents
(0.5)

T: okay?

(0.4)
+b (1.1} is +n seventy five=
+T loaks at the screen

+cursor points at B

+cursor points at 75 degee

T: =ah from a (0.4) n seventy five east

(0.2)

T: +that means here like this

+cumor moves around point A
(0.8)
(0.€) 4crafc

(lera: i)

right?
(lraft')

+eumar points at the word “aireraft’

+T looks at the students

7 (0.&)
T: aircraft (.) craft (0.7) aircraft
HEDY === 4] (lx=ft) (jealx=ft)
(1.5)
512: ecraft
(lera i)

01 K: EEL{HIERIE([ERIRENT - &5
fRIHEsIEEE S A ats

(I am planning to ask you this
question. Why do you wish to know
the correct pronunciation haha)

02 T: um ELEE0F
(um why)

03K: AR » BiEEEgUHiRmE  &F
#03(% social interaction T fEE o5&
—{@ . » 2 native speaker [EE
CSEENEEE T IR - T HEHETE
let it pass &%

(the reason why I am asking this is
because very often, individuals or even
native speakers may mispronounce
words in social interactions. Very
often. they will let it pass.)

04 T: L
(oh)

05 K: E[[&510H ignore /= » THEL let
the interaction IFEE go forward FHEE
make it smooth MEEE

(This means they will ignore the
mistake and let the interaction move
forward in order to make the whole
interaction fluently and smoothly)

T is unsure why the
researcher is asking
this question

The researcher is
inviting T to consider
ignoring the
mispronunciation for
promoting fluency in
the interaction.

The researcher is
referring to Firth's
“let it pass’ principle.
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21 {0.2)
22 T: craft (0.3) craft (0.2} +okay (0.3) aircraft
(lra:At) (lra:ft) (e kera:ft)
+T looks back on the screen
23 (0.8)
24 T: +minecraft (0.8) air
(" mam kra:ft")
+T lodks at the students
25 (0.4)
26 51: BfFEgecil=
fitr. ohl get it))

+51 looks at question 12 on the screen
27 T: =aircraftc (0.7) +[{HEH]{5LE

(e kra:ft) {(tr. yeah yeah))
+T looks at 512
28 512: [FE]
(tr. yaah))
29 (0.3)

30 512: EHE—1El
{fr that's the ons))
31 (0.2}
32 T: HRMHGESE +(0.3) +okay
{ffr. that’s how if is pronownced)
+T lodlts at the researcher at the back
+The researcher is nodding
+T looks back on the zcresn
33 (0.5)
34 T: faircrafts departs from B
("eakraft)
35 (0.4)
36 T: and flies +at a speed of one hundred and fifty kilometer
+cursor points at line AB

06 T: Hk{zmE
(oh really)

07 K: um hm IFFTLIEE » HETLD G E
RIEZREH % - BTt RAEE
EE R

(um hm so that’s why, that’s why I am
interested to know why you are curious
to learn the pronunciation of that word)

08 T: Al A ERIE R FEE - fliy - 3B
NEREEE » STESTE » HIAE make
sure S—{EEMAERFEZHTEE
FIEH » Bl{RErE s e 2 EE
S0 0 RN 0 0 FREL BB &
EE - FTLUEEES AR - &
Y - AWETEEMTEERE
SINPEEEEIEEE - WEZEEE
ORI B 0 R
IR - Bl RAE - HE
IETECREREFEE - Bl correct - f&

2 - SRS EEEEEEE  #E
I

(That’s because I don’t wish to make
mistakes haha. That’s a typical way of
thinking, as a science-trained
graduates. Maybe? I think it’s
important to ensure that everything that
I say has to be accurate. I don’t wish to
provide the inaccurate information to
the students. Yes. So yeah. So, I even
insist that I am pronouncing the word
accurately. In some cases, some of the

T displays his belief
that it is important
for students to learn
the correct
information in class.

T attributes his
fastidious character
to his educational
background. He was
trained as a
Mathematician
during his
undergraduate and
postgraduate studies.
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promuneciations that I have learnt was
different from the students’ perceptions
and some students argued with me in
regard to this matter. But yeah, if we
are able to come into an agreement
then that’s a good thing. I mean,
knowing the correct answer is a good
thing. Yeah. It’s important to learn the
right thing. That’s it.)

09 K: TBiREF[E - {REEE EMI
policy E 7T A%

(so that, do you think it has any
connections with the EMI policy?)

10 T: um

11 K: {2 EMI policy 577 Kind
of IE{TE F correct English IHiE
(do you think that the EMI policy
somehow forces you to use correct
English?)

12T: £54 - #7524 - IREHE
i BRI EERAE - B
IFEREE o (HERLIRTO e EE
= TIEELFTEEAE - AEEE
g% departs from B IHiEEE » G E#F
skip IF SEFIEEN] » EETREK
EFE R ARSI EDS » BIREE
HEFES—IEEFENEE

# - EERECEGHENE © 4

The researcher is
making sense of Ts
explanation and
questions whether
guch belief is
mfluenced by the
EMI school policy.

T explains that EMI
teaching motivates
him to utter the
whole English
sentence and he 1s
unable to avoid not
pronouncing the
words that are not
familiar to him.

This shows that EMI
policy somehow
hinders T in
adopting the
avoidance
commumnicative
strategy (Faerch and
Kasper, 1984). That
1s, T 1s not able to
avoid a particular

o - IHESE] - AEEREETEE linguistic item
= ey during the
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(Yes, it does, yes it does. If it doesn’t,
I, whenI first looked at this word, I
know that it’s ‘oh aircraft it’s military
aircraft’. So, in the past, I could
possibly say, perhaps when I was
tutoring, I might say ‘there is an
aircraft which departs from B’. T will
directly skip the word and not
enunciate it. But now I have to read
aloud the whole sentence in English.
So, this means that I have to ask how
the word can be correctly pronounced.
Yeah. I will expect myself to be able to
do so. Yeah. So, they can listen to how
the word can be pronounced too.

Haha.)

interaction.

Table 2: Video Stimulated Recall Interview (Extract 2)
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During the interview, the researcher refers to Firth’s (1996) ‘let it pass’ principle (line 3). This
means that the speaker delays in repairing a problematic utterance which is considered to be
inconsequential for the course of the interaction. T justifies that he does not want to make any
mistake and he attributes such fastidious attitude to his educational background as a science-trained
graduate (line 8). During his undergraduate and postgraduate studies, T was trained as a
mathematician (pre-interview). Notably, T also acknowledged that his English proficiency was
average for teaching and occasionally he worried that he might mispronounce English words in
class. Possibly because of his educational background and his awareness of his insufficient English
skills, it shapes his attitude for conveying the most accurate information to his students. This is
clearly reflected in T’s remark in line 8: ‘FIEAEGEEE /- LLI[E] 2250 (I don’t wish to provide the
inaccurate information to the students)’ and ‘g7 EXE 22 BAEEEFIEE (it’s important to learn the right
thing)’.

The researcher then questions whether the school’s EMI policy has influenced T’s perception to
use correct English (lines 9 and 11). T explains that the EMI policy has motivated him to set
expectation for himself to speak correct English. He then recounts his experience as private
mathematics tutor. In the past, he could adopt the avoidance strategy (Faerch and Kasper, 1984)
in order to avoid uttering a particular word in English. He provides a hypothetical scenario where
he may say ‘75 Z2E {45t departs from B (there is an aircraft which departs from B)’. Such example
illustrates how he deliberately deploys Cantonese, ‘# %28k f#% (there is an aircraft)’, to refer to the
aircraft and then switches back to English, ‘departs from B’, to continue reading aloud the question.
However, in EMI classroom setting, he realises that he needs to utter every single word to the
students in English. This is reflected in the classroom interaction where T insists to seek feedback
from students regarding his pronunciation of ‘aircraft’ through translanguaging. Therefore, it can
be argued that T’s motivation to engage in co-learning with the students in this moment of the
interaction are influenced by his perceptions of offering the accurate information to students as
well as the EMI policy which encourages him to develop his competence in using English to teach
mathematics.

Extract 3: Learning Chinese Surname from the Students

This extract is extracted from the secondary four class. Prior to this extract, T was reading aloud a
mathematical question which involved the students in searching for the number of days that Mr.
Pang and Mr. Tung that have worked on a project. While he was reading aloud the question, T

struggled to pronounce the surname of ‘Tung’. He was unsure whether it should be pronounced as
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‘Dong (/da:n/)’ or ‘Tung (/ta:n/)’. He then translated them into Cantonese ‘& (Tung)’ and ‘B
(Dong)’ in order to assist him to decide the most accurate pronunciation. In this extract, it is
observed that the students are educating T in regard to the appropriate Chinese translations of the
surname ‘Tung’ through deploying various multilingual practices (e.g. using Cantonese and

appropriating T’s English pronunciations).

40 T: okay +please (1.2) okay listen listen (0.2) zip =zip
+T points at the sentence
+T uses his index finger to hit the BB
41 (0.2)
42 T: very important
43 (0.5)
44 T: you cannot be lazy +you must write me a complete sentence
+T moves his finger along the sentence on BB (moving from
left to right position) #1 #2

Figure #1

Figure #2

45 (0.7)
46 T:

okay?

47 (.)

48 T: don’t sim-

49 (0.2)

50 T: don't simply write me +let x be the number of days

+T uses RH to cover the last two lines of the sentence
#3
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52
53
54

55
56

57

58

59

60

61

62

63
64

S13: don’t sim-
(1.2)
T: okay? +(2.3) +BEAJDIGEIHZRFIUEMEMT (1.0) +RIMERIELE
((tr. you can’t just write that))
((tr. do you understand why?))
+T draws a square to include ‘let x be no. of days’
+T leans over the back of the chair
+T looks at the students
(1.2)
T: RIRFRBIRER AR RDRI (0.2) A 24T
((tr. that’s because our dear Mr. Dong right?))
((tr. we have Mr. Pang here right?))
(0.9)
Ss: @4 hahaha
((tr. Mr. Pang))
(0.5)
T: W% (0.7) W& (0.2) {RIREEAIGFER (0.7) (&2
((tr. we are))
((tr. um (0.2) how will you you know Mr. Dong (0.7) right?))
(0.4)
S14: A AL VR
((tr. some people have ‘Tung’ as theirsurnames))
(0.5)
T: EHFIEARIE (S

((tr. oh Tung is acceptable in this case?))
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65 (0.3)
66 S?: #hE
((tr. Tung as the surname))
67 (0.3)
68 T: E (0.3) #ZERNY (1.3) +E (2.2) AALEEE (0.6) +fi=
((tr. Tung))
((tr. having Tung as the surname t00?))
((tr. Tung))
((tr. some people have the family name Tung?))
((tr. Oh))
+T shifts his gaze to the ceiling
+T looks at S14
69 s14: =GiE{EEl
((tr. it’s the equivalent meaning of children))
70 (0.4)
71 T: {41 (0.3) {40
((tr. oh right))  ((tr. ohright))
72 (0.2)
73 513:+H{4% children M
(/'tfil.don/)
((tr. this means children))
+T looks at S13

74 (0.5)
75 T: k¥ children Wil (.) Y children (.) [ZE
(/'tfil.don/) (/'thil.dan/)
((tr. oh children again (.) children again (.) oh Tung))
76 (0.2)
77 S13: {4 children M=
(/'tfil.den/)

((tr. exactly. It’s children))
78 Ss: =hahahahaah
79 (1.4)
80 T: W (.) RIH(AIE (0.9) HifAEE
((tr. oh))  ((tr. right right)) ((tr. oh yeah))

In line 54, T initiates a question in Cantonese and asks students to provide a reason why it is
necessary to write out a complete sentence. As no student responds in line 55, T attempts to draw
students’ attention to B 4E (Mr. Dong) and %24 (Mr. Pang), without realising that he has
mispronounced Mr. Tung’s Chinese surname. Although the students are laughing at T’s reference
to Mr. Pang without pointing out T’s mistake in line 58, T displays his uncertainty of referring Mr.
Tung as B4 (Mr. Dong), as shown in line 60 when he utters ‘{R{RELHINFER (0.7) {40H1? (how
will you you know Dong (0.7) right?). It is noticeable that there is an abrupt stop in articulating
B4 (Mr. Dong)’ as T only utters B (Dong) and subsequently leads to a 0.7-second pause. T then

27



says ‘right?’ in high intonation to signal his uncertainty of his speech. In line 62, S14 offers
feedback to T in Cantonese by saying ‘75 A #fE I (some people have ‘Tung’ as their
surnames)’. This results in T’s uptake as he acknowledges the possibly of having ‘& (Tung)’ as a
Chinese surname (line 64). However, another student challenges S14’s response by offering an
alternative answer, ‘#EEE (Tung as the surname)’. T shows his surprise that the surname of Tung
can also be translated in Chinese as #. This is illustrated in his repetition of the word ‘Z’ several
times in line 68 and the repetition of the same questions: ‘% 7% (having Tung as the surname
t00?)’ and ‘“H A\ L (some people have the family name Tung?)’. After initiating an change-
of-the-state token ‘I, (oh)’ (Heritage, 2012) in line 68, S14 offers further clarifications to T in line
69 by pointing out that “Z’ can also mean children. T then acknowledges S14’s feedback by
repeating ‘(%05 (oh right)’ twice (line 71).

In line 73, S13 initiates an uninvited turn and offers clarifications to T. She claims that ‘E[l{%
children i (this means children)’ which directly points out the semantic meaning of ‘#’. Note
that S13 pronounces the word ‘children’ as /'tfil.don/ (i.e. missing the ‘r’ sound). It is argued that
S13 deliberately does that to imitate T’s pronunciation since this is how T pronounces ‘children’
prior to the extract. T mistakenly pronounces ‘children /'tfil.don/’ twice in line 75 when he accepts
S13’s feedback. Sarcastically, S13 continues to appropriate T’s English pronunciation and utters
{&IF children (/'tfil.don/) I (exactly, it’s children)’ in order to mislead T’s perception of his own
English pronunciation of ‘children’. This translanguaging practice allows S13 to construct a
performance of T’s inaccurate English pronunciation, which is received with laughter from the
class (line 78).

Throughout the extract, it is evidenced that T does not only learn how an English translation of
‘Tung’ can possibly be referring to different Chinese surnames (& and ). Rather, such co-
learning opportunity broadens his real-world knowledge regarding different kinds of Chinese
surnames which exists in the Chinese society. During the post-video-stimulated-recall-interview,
the researcher invites T to reflect on what he has learnt from his students:

“K: IHFAESCESE—(E episode A2 @ IRESIRHE CEZ|—IEE from the students ?

(So, after watching the episode, do you think you have learnt something from the students)

T: FVAWEE - BIRPEE Ay - (&40 - haha > ZEEC - (R - BIGRUENGCH (e ing e - 3%
MERAFFNI UL > Z AR ZSMEBEEVE - A BTG EE - (s - A AR BRI - MR - (Rui
PAT&FT AR > #0 inspire FIFBMAFAK - BIHER 2 5% (il FCIRH =0 =] LA
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(Yes, I do. That’s the pronunciation. The name. Haha. Surnames. Yeah. It’s specifically the Chinese

translation of the surnames. I’'m not familiar with those. So they suddenly said to me that having the
surname (Tung, #) is also possible. Oh yeah. Some people do have the surname Tung. That’s it. So
that also inspires me in some ways. It is because I’'m able to learn more about the pronunciations of
different surnames.)”

(Post-video-stimulated-recall-interview with T)

Here, T acknowledges that he has learnt the translations of the Chinese surnames and also the
existing Chinese surnames in the society. This is shown as T imitates his students’ voice ‘I #}E
#15EE (having the surname Z is also possible)’ and then verbalises his own thought, ‘BFE{Z0M15
B ALEE S (Oh yeah. Some people do have the surname Tung)’. T suggests that through co-
learning, it inspires him to learn new knowledge from his students. The researcher then questions
why it is necessary for the teacher to engage in an extended discussion about Chinese surnames
with the students during the Mathematics class:
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Classroom Interaction Transcript Video Stimulated Recall Interview Teacher’s Analyst’s
Selected Excerpts Perspectives Interpretations of
the Teacher’s
Perspectives
40 T: okay +please (l1.2) okay listen listen (0.2) zip zip N1 K: DH—{ET*% 3 %%%g Eéﬁff% N %ﬁ% The researcher 13
+T points at the sentence %&f ] EED@.E topic J %@R ' tl'ylllg to understand
+T useshisindex finger to hit the BB " engage Tl (.)plc A hy T in th
a1 (0.2) (But then, why do you think that you have to Wiy 1 engages m the
42 T: very important engage in that particular topic at the moment?) ngn-aca.demlfz
43 (0.5) discussion with the
44 T: you cannot be lazy +you mMuUSt write me a complete sentence 02 T: E%fﬁﬁ%ﬁﬁ&ﬁ”@f@ﬁ%%ﬁ T argues that the students.

+T movwes his finger along the sentence on BE (moving from
left to right position) #1#2

Figure #1

Figure #2

45 (0.7)
45 T: okay?

a7 (.}

48 T: don't sim-—

45 (0.2)

50 T: don't simply write me +let x be the number of days

+T uses RH to cover the last two lines of the sentence
#3

(This s because they have been forcing me to
discuss this matter with them)

03 K: fRIFEMHIRTI LA ignore (EHFUERR
(Yes, but you can choose to ignore them)

04 T: 3815 » TFEAEEBRIEE topic
BB E » ARE - EREWTLHEE
R - SEIEERIEE - BlRF LI
sacrifice —HY > EfAE e FEREREER
& BN EstEE % - 2VEE T 0 o
T LIEEEER - EREESEE
BRI R

(I think that, when I engage in their topic, it
will be easier for me to draw their attention
back to the lesson and allow them to focus on
my teaching. So. it’s like I’'m sacrificing
something. That is, I have to first show my
eagerness in listening their questions and what
they have to say. After learning that from
them., I can then draw their attention back and
motivate them to learn from me. Thats it.)

05 K: iHEMRxE REIZEFEEN [ » £ g0
beyond {E language policy Fj » Bt/ b/l
L7 engage {EPE—{& playful talk A TEIHY °
BLEZ(RAE8{4HE#E » why is it important £

students force him to
engage in the non-
academic discussion.

T suggests that
engaging in non-
academic discussions
with the students can
allow him to attract
them in paying full
attention on the
content.

The researcher
suggests that T can
ignore the students.

Based on the
observation of the
classroom interaction
data, the researcher
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51 (.)
52 513: don't sim-
53 (1.2)

54 T:
({#r. you cam't frst write that))
((#. do

okay? +(2.3) +#ETLIGHTEREREE (1. 0) +HEmEE

vyou wnderstandwin? )

+T draws a square to include ‘let x be no. of days’

+T leans over the back of the chair

55 (1.2)
56 T: AP 4R (0.2) HEXEMREITE
((t. that's becaise owr dear M. Dong right?))

+T looks at the students

(itr. we have Mr. Pang here right?))

57 (0.9)
58 Ss: #: hahaha
((t. M. Pang))

59 (0.5)
€0 T: Fhlif{% (0.7) /&= (0.2) {R{rE9E (0.7) {F8i?
((tr. we are})
(. um (0.2) how will you you know Mr. Dong (0.7) rght?})
61 (0.4)

€2 S14: & A HEERTEG
((tr. some people have ‘Tung’ as their sirnames))
63 (0.5)
64 T: BEERE FRUE
((t. ol Tung is acceptable inthis casa?))

break the language boundary [G/££ social
boundary - E[l{%527_E break Z{&E
boundary » {H{% social boundary E[l{%EE
BEEE£ 7 » EENf%—(E leader in the
classroom IHZ2 4% 1% here to learn + EEEE » Bk
EEMHE2EE 5 break through IE—{& boundary
FEEZE—E scenario iR ARFE O LIEE
i

(So based on my own observation, I notice
that between you and the students, the
classroom has gone beyond the language
policy as you and the students are using some
Cantonese to engage in the playful talk. Why
do you it is important to break the language
boundary and the social boundary? So, from
the linguistie point of view, you break the
language boundary but also the social
boundary. This means that between you and
the students, the teacher is serving as a leader
in the classroom and the students are here to
learn. Why do you think it’s important to
break through such boundary in order to
achieve a space where everyone in the
classroom can learn something?)

06 T: IFEIE{% » e » AEEHEMER
H HEEMHE  PARESTEIEE leader
BEHEARNERSE  BHREN—TF
@ HWELSHAERERESE > TS
HZIREEE - IHR A S WG - T2
HABREUZE leader TEH{FEFEHEE - Bl
&g - EFREEENER - [E{EH -
E AT - FRIEZIEE language FE]
BRI - BE5E 0 ERrEts
ZEHEEESEEESE » BIGERE
T LLEEI R SR - AR EH AR
FETES > Fr I SRt - %

T perceives himself as
an expert in
mathematics and
acknowledges the fact
that his mathematical
knowledge makes him
qualified to be teaching
students mathematies.

T recognizes the fact
that different people
have different strengths
and weaknesses and he
is open to learn new

notices that T and
students go beyond the
EMI language policy
and also the social
hierarchy.

T’s open-minded
attitude 1s the factor
which motivates him
to co-learn with the
students.
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65
L1

67

30

(0.3)
57 ME

(. Tumng as the sirmame))
(0.3)

T: B (0.3) HEFRF (1.3) & (2.2) HFAMEM (0.6) +H=

(- Tung))
(ttr. farving Timig as the sirname toa? )
(i Tumngl)

((ir. some peaple have the family nane g ))

+T shifts his gare to the ceiling

514: =HEEER

(& it’s the equivalent meaning of children))
(0.4)
T: {598 (0.3) 343

(& ahright)) ({8 ohright))

2 (0.2)

513:+H[{% children N

("t donn)
((t this mems children))
+T looks at 513
(0.5)
T: ¥ children I (.) ¥ children (.) E
(Ftfil.den’) (" tf.den)

((&r. ol chitldren again () children again () of Tung))
(0.2)
S13: {&0% children M=
(tfd.dan)
((#. exactly. It's children))
5s: =hahahahaah
(1.4)
T: B () HREME (0.9) Hiiu

(- ol (it right right))  ({ir. ol yeah))

(it Ofa))

+Tlocksat 514

oy - ENfRRR - BIGEBTOREEEC

55 HEEMR - FLILLATEECREL T RETH
B - RERMRIRERITED - TKER
I - FIRTEEIEREE - Bk - BFE R
FIEREECEETTE - FbL - BT
TUFATEEHECER - FE0 » close HIEEEY
g% EMEENEERREA  =EE
(Oh, not really. I am thinking. Actually, as a
teacher, I think | am still using my status as a
leader to teach Mathematics, which is my
expertise. But on the other hand, students also
have their own strengths which can allow me
to learn from them. So, when I am learning
something from the students, this does not
affect my status as a leader in Mathematics.
That is, I mean, I don’t think I will, because of
them, it’s like me who doesn’t know that
particular language. That’s the surnames. It
won’t change the fact that I am an expertise in
Mathematics. This means that I can still teach
you Mathematics. It’s just the fact that I am
not good at other areas. So, I am happy to
learn the knowledge that you have acquired.
Yeah. And then, if they have such attitude, I
mean like. It’s like not being ashamed to ask
and learn from those who are inferior to you,
just like the older generations. That’s right. So,
if you are skilled in a particular area, then I am
happy to learn from you. It’s not a problem at
all. That’s because everyone of us has our own
strengths and weaknesses. So, I don’t think it’s
a problem at all. I think it will allow me to be
close with them too. They will easily accept
me and willingly listen to me, I think.)

things from his
students.

T predicts that if he
shows his willingness
to learn from his
students, the students
will find him more
approachable, which is
important to develop
students’ motivation in
learning mathematics.

T refers to a Chinese
idiom ‘B0 T (It's
like not being ashamed
to ask and learn from
those who are inferior
to you, just like the
older generations)’ to
display his willingness
to learn from his
students.

Table 3: Video Stimulated Recall Interview (Extract 3)
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In line 2, T initially suggests that he decides to engage in the discussion about Chinese surnames
because of his students. However, the researcher questions whether T can ignore the students’
demand. T then explains that by demonstrating his willingness to learn from the students, this can
then motivate students to learn the subject content. T uses a simile to illustrate his point: ‘E[I{4%F
Pl F sacrifice —If) (it’s like I'm sacrificing something)’. This exemplifies T’s view that
learning something from the students requires him to sacrifice something, possibly the lesson time
for learning the content. Hence, by sacrificing the lesson time and becoming a co-learner, T can
subsequently involve the students in learning the content subject with him.

The researcher raises another question based on his observation of the classroom data and he
notices that T and students go beyond both EMI language policy and also the hierarchical role sets
(i.e. the teacher as knowledge provider and students as knowledge receiver). As displayed in the
MCA analysis, the classroom turns into a translanguaging space where the students translanguage
to construct playful talk through imitating T’s English pronunciation and also to educate T’s
understanding of the translations of Chinese surnames through using Cantonese. T also employs
Cantonese throughout the process to make sense of the students’ feedback. In the interview, T
justifies that learning from his students will not affect his status as an expert in mathematics and
hence he is willing to learn anything that is beyond his expertise (line 6). This is reflected in his
reference of a typical Chinese idiom, ‘“~E) N (1t’s like not being ashamed to ask and learn from
those who are inferior to you, just like the older generations)’. Using this idiom exhibits T’s
willingness to learn from his students who are not typically considered as ‘experts’. Moreover, T
also comments that co-learning with the students allows him to build positive rapport with his
students, which plays an important role in motivating students’ content learning. This is also
reflected in the MCA analysis where the students are engaged in playful talk with T (Author,
2020a; Waring, 2013). As shown in lines 73-78 of the interaction, S13’s feedback to T is received
with laughter from the students and they treat the utterances as playful.

7. Discussion and Conclusion

The aim of this article is to investigate co-learning in the EMI classroom in HK. In particular, it
uses translanguaging as a perspective to examine how the mathematics teacher moves flexibly
between Cantonese, Mandarin/Putonghua and English not simply to teach and manage the class
but also to learn from his students to create a translanguaging space for co-learning. The examples
show that the teacher’s priority is to get the lesson done and make sure that the students have
learned the contents rather than sticking to the school’s language policy. Through translanguaging
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beyond the different languages and modalities, the classroom has turned into a co-learning
environment in which the teacher benefits a great deal from the students’ knowledge. Extract 1
illustrates how T draws on his limited knowledge of Mandarin/Putonghua, a language that has
been promoted as the national language in China and it has been taught in Hong Kong schools and
universities, to gain knowledge of Mandarin/Putonghua grammar and pronunciation from his
students. T also attempts to repair his Mandarin/Putonghua utterance based on the students’
corrective feedback and this contributes to the creation of a humorous classroom context in the
lesson. As noted in section 3, Mandarin/Putonghua is a minority language in terms of the speaker
population — very small number of pupils are Mandarin L1 speakers in the classroom. However,
Mandarin/Putonghua is the official national language of China, of which HK is a special
administrative region. But HK youth, and the general public, generally have a negative attitude
towards Mandarin/Putonghua (Poon, 2010; Zhang, 2013). In this extract, it is noticeable that T
creates a translanguaging space for co-learning which promotes equitable knowledge construction
and honours students’ various linguistic knowledge in the classroom. Extract 2 shows that the EMI
mathematics teacher is positioning himself as an English learner and students as the knowledge
holder. Similar to many other EMI teachers who are not confident with their own English usage in
the classrooms (Macaro et al., 2018; Briggs et al., 2018), T negotiates the correct English
pronunciation with S13 through using multilingual and multimodal resources. It is also noticeable
that T brings in his past knowledge which is acquired in different context and timescale to help
him in grasping the appropriate pronunciation. Additionally, although T is a Cantonese L1 speaker,
T is seeking clarifications about different English translations of Chinese surnames through
Cantonese with his students (Cantonese L1 speakers) in Extract 3. In the interaction, T learns more
about the English translations of the Chinese surname ‘Tung’, the existence of different Chinese
surnames as well as the Cantonese pronunciations of these surnames. His curiosity to learn from
his students is reflected in the video-stimulated-recall-interview. He always wants to be accurate
all the time, possibly because of his educational background as a mathematician. Throughout the
co-learning process, T and students employ a variety of registers (such as appropriating T’s wrong
English pronunciation, use of Cantonese) to transmit and exchange information with each other.

Co-learning promotes equity in knowledge construction. It exhorts the teacher and students to learn
from each other and engage in joint construction of knowledge. The teacher is no longer the sole
possessor of knowledge in the class. As demonstrated in the analysis, the teacher’s willingness to
position himself as co-learner with his students privileges students’ full linguistic knowledge and
helps to create a more equitable learning environment for students (Curry and Cunningham, 2000).
The classroom participants’ acts of orchestrating resources during the process of co-learning is a
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process of translanguaging where both the teacher and students go beyond the school’s EMI policy
and linguistic codes, transcend modalities and make full use of each other’s knowledge for
enabling meaning-making and positioning both teacher and students on the same level as holders
of knowledge.

Our analysis has revealed that by receiving new information and having awareness or a realisation
of something amiss, this can potentially be useful for the teacher to manage content teaching. This
is reflected in the post-video-stimulated-recall-interview data which illustrates the mathematics
teacher’s awareness of what he has learnt from his students and the impact that it has on classroom
instruction. The teacher clearly articulates that learning something his students does not only fill
in his knowledge gaps (e.g. Tables 1, 2 and 3), it also assists the teacher to achieve his pedagogical
goals, including motivating students to learn the subject with the teacher, develop student’s
confidence, create a playful classroom context in the classroom (Tables 1 and 3) and conforming
with the EMI policy (Table 2). This highlights that co-learning does not only afford teacher’s
learning of new information or provide a frame for equalising power relations. It can potentially
serve as an opportunity for teachers to accomplish a range of pedagogical goals for promoting

students’ learning in EMI classrooms.

Throughout the analysis section, we have demonstrated that although EMI is essentially a
monolingual language-in-education policy, such policy is often not abided by teachers and
students. Co-learning in EMI classrooms rejects the typical view on EMI mathematics classrooms
which offer limited chances for students to jointly negotiate meanings with the teacher (Lo, 2014).
This study highlights how translanguaging creates a space for co-learning and co-learning
facilitates equity in knowledge construction. In order to create such translanguaging space, the
EMI teacher’s willingness in positioning himself as ‘vulnerable’ (i.e. taking risk of being not
knowing, acting as a receiver of knowledge rather than a provider of knowledge) (Brantmeier,
2013) and to learn from his students are important factor which enables a more equitable treatment
of all students and their linguistic repertoire (Cantonese, English and Mandarin/Putonghua).
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Appendix: MCA transcription conventions (adapted from Jefferson, 2004 and Mondada,

2018)

Sequential and Timing Elements of the Interaction
[ Beginning point of simultaneous speaking (of two of more people)
End point of simultaneous speaking

Talk by two speakers which is contiguous
(i.e. not overlapping, but with no hearable pause in between)

OR continuation of the same turn by the same speaker even though the turn
Is separated in the transcript

0.2) The time (in tenths of a second) between utterances

@) A micro-pause (one tenth of a second or less)

n =

Paralinquistic Elements of Interaction

wo:rd Sound extension of a word (more colons: longer
stretches)
word. Fall in tone (not necessarily the end of a sentence)
word, Continuing intonation (not necessarily
between clauses)
wor- An abrupt stop in articulation
word? Rising inflection (not necessarily a question)
word (underline) Emphasised word, part of word or sound
word? Rising intonation
word] Falling intonation
°word® Talk that is quieter than surrounding talk
hh Audible out-breaths
.hh Audible in-breaths
w(hh)ord Laughter within a word
>word< Talk that is spoken faster than surrounding talk
<word> Talk that is spoken slower than surrounding talk
Sword$ Talk uttered in a ‘smile voice’

Other Conventions
(word) Approximations of what is heard




((comment))

#
+

XX

Analyst’s notes

Indicating the exact locations of the figures in the transcripts
Marks the onset of a non-verbal action (e.g. shift of gaze, pointing)
Inaudible utterances
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