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ABSTRACT 

Studies on the benefits of the use of the first language in the development of second 

language writing have usually taken place in young bilingual students in countries in which 

they are immigrants or children of immigrants. This qualitative case study focused on 

young adult English learners in a language institute in Bogotá, Colombia; a context in 

which Spanish is the first language and English is learnt as a foreign language. Results on 

how the translanguaging phenomenon takes place in these students’ L2 learning and writing 

were obtained through thematic coding of diverse forms of data: non-participant structured 

observations, semi-structured interviews, written samples, and an open-ended 

questionnaire. The findings revealed translanguaging was used as a learning and teaching 

strategy, as a strategy in second writing or biliteracy development, and as a 

psycholinguistic and sociolinguistic strategy. The study also proposes some considerations 

that should be taken into account when planning to implement translanguaging in a L2 

class, so that students’ learning process is enhanced by this phenomenon.  
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CHAPTER 1 INTRODUCTION 

Writing is one of the most complex tasks a language learner can face; either in the first or 

mother language (L1) or in a second language (L2), writing can become a burden for both 

students and teachers. However, it is an important skill that everyone has to develop as it is 

a means by which we perform some social, academic, cognitive and cultural tasks. Given 

that, research and theory regarding this area have been increasing in the last fifty years 

(Krashen, 1984; Silva & Matsuda, 2001Leki, Cumming & Silva, 2006); in fact, varied 

ideas on how to approach L1 and L2 writing teaching and learning in the classroom can be 

found in order to make this endeavor easier and more effective.  

Nonetheless, the emphasis of the theories and studies about L1 and L2 writing is mostly on 

young learners, and little is found in regards to adult learners and L1 use in the 

development of biliteracy Therefore, this research project aims at examining second 

language writing and translanguaging in the development of biliteracy in an adult A1 

(according to the Common European Framework of Reference-CEFR – see Appendix A), 

English class at a language institute in Bogotá, Colombia. In this institution, writing is 

addressed from the very beginning of the learning process, and students are expected to 

produce short texts a week after they have started the first level. As an English teacher in 

this institution, it is my responsibility and desire to help my students develop their 

biliteracy and making their learning experience a meaningful, enjoyable and fruitful one. In 

doing so, I expect to not only follow the principles and policies the institution has but also 

to bear in mind what theory says about the natural process students go through when they 

are learning a second language. 
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In the following chapter, I present the research methodology of my study. Next, I introduce 

the theoretical framework that supports the findings to answer the research question. 

Afterwards, I describe the findings of the study, and finally, I present conclusions drawn as 

well as pedagogical implications and a brief reflection of this research process. 

CHAPTER 2 RESEARCH METHODOLOGY 

This chapter covers the research design and methodology of this study, including research 

question and objectives, methodology, data collection instruments, and ethical 

considerations. 

2.1 Research Question 

The research question which guided my study is the following: 

How does the translanguaging phenomenon take place in the second language learning and 

writing of adult A1 English students in a Colombian language institute? 

2.2. Research Objectives 

Below are the objectives that guided my study: 

1. To describe how the translanguaging phenomenon takes place in the second 

language writing of adult A1 English students in a Colombian language institute. 

2. To identify translanguaging strategies used by students in their English class and 

second language writing. 

3. To describe emergent identities of students when translanguaging happens in the 

English class and second language writing.   
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2.3 Methodology 

Given the nature of the question and objectives of the research, a qualitative approach was 

considered to be the most appropriate, as it was felt that a quantitative study would not 

provide descriptive information about translanguaging phenomenon in second language 

writing. Since language is a social phenomenon in which individuals interact, qualitative 

research could provide relevant data about the social settings in which it takes place; social 

settings which are dynamic and complex “without breaking them into isolated, incomplete, 

and disconnected variables” (Hatch, 2002, p. 9). Additionally, according to the same 

author, qualitative research allows the researcher to describe the voices of the participants 

being studied, as well as the researcher’s own description, analysis, and interpretation of the 

data collected in order to answer a question whose answer is not a hypothesis that needs to 

be proved; the answer is found in the data . 

 In fact, this is a case study as, according to Freebody (2003), the purpose of a case study in 

education is “to put in place an inquiry in which both researchers and educators can reflect 

upon particular instances of educational practices” (p. 81), and in this research project a 

very specific phenomenon such as translanguaging in SL writing was studied in a particular 

educational context. The study took place in the Adult English Program of a language 

institute in Bogotá, Colombia. The population of the study was an A1 English class of 20 

young adults (18-21 years old) female and male students from varying sociocultural and 

educational backgrounds, as well as English knowledge and experience. 
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2.4 Data Collection Instruments 

Data collection was carried out, on the one hand, by means of non-participant structured 

observations (see Appendix B) in which information about the teacher and students’ 

performance in writing activities was gathered. On the other hand, students’ written 

samples (see Appendix C) were collected together with an open-ended questionnaire (see 

Appendix D) in order to provide specific information related to students’ perceptions about 

their translanguaging practices.  This last tool was chosen as “it allows the participants to 

voice their individual points of view” (Zacharias, 2012, p. 65) about their translanguaging 

practices.  

These instruments were validated by two academic supervisors from the language institute 

– both supervisors hold Master´s degrees in Education. Then, they were piloted in a smaller 

class than the one used in the project during the September-October course. The 

instruments proved to be effective as they provided relevant, valid and reliable information 

for answering the research question. Nevertheless, it was found that the data collected were 

not enough; therefore, a new instrument was designed. A semi-structured interview (see 

Appendix E) was created and piloted with 2 students from the same class. This type of 

interview was chosen as it allows for more flexibility in regard to the order of the questions 

and to the possibility of having follow-up questions to get deeper understanding and insight 

on the phenomenon researched (Gillham, 2000).  

Data were collected during the October- November academic cycle by using the four 

instruments designed, namely, the observations, written samples, questionnaire, and 

interview. There were 4 class observations, as well as two written samples collected from 
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each of the 20 students., The questionnaire was answered once by each student, and out of 

the 20 students, 5 were chosen to be interviewed because of their answers in the 

questionnaire (relevant ideas found in the questionnaire needed to be expanded in order to 

provide more significant and specific information to answer the research question). 

2.5 Ethical Considerations 

As in any research study, it was important to ensure that the participants fully understand 

what the project was about as well as their role as participants. After the researcher 

provided a description and explanation of the project and the requirements for participation, 

each participant voluntarily signed an informed consent form (see Appendix F) to indicate 

their willingness to take part in this project. They were told that they had the right to 

withdraw from the study at any stage, with no negative consequences at all. Throughout the 

study and afterwards, confidentiality of information shared was maintained, as well as 

anonymity of the identity of the individuals and institution involved, given that the data 

were coded and archived. Likewise, numbers were used to identify participants. 

CHAPTER 3 THEORETICAL FRAMEWORK 

The data collected were analyzed in light of three main theoretical constructs which led to 

answering the research question: translanguaging, second language writing or biliteracy, 

and translanguaging in second language writing or biliteracy. 

3.1 Translanguaging 

For a long time, bilingual education researchers and teachers claimed that languages had to 

be kept separate in the teaching and learning process as it was a way to really help students 
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to develop their skills in the L2 (Haugen, 1956; Weinreich, 1953; Lambert, 1981). 

Cummins (2005) stated that these monolingual instructional approaches maintained that 

there were two solitudes the student was subjected to, which should be separate so as to 

avoid any linguistic interference from the L1 in the development of the target language, as 

in immersion or dual language programs. Baker (2003) compared this conceptualization of 

bilingualism with diglossia, as every language was used in different and distinguished 

social contexts. In brief, a bilingual student was considered “two monolinguals in one” 

(Grosjean, 1989, p. 11).  

With time and after research had been carried out on this issue of the separation approach to  

bilingualism, new proposals appeared, holding that it is impossible to  limit a learner’s 

language use, and that in fact,  bilingual language use can actually be beneficial to  the 

development of bilingualism. Various theories and terms have been used to describe this 

phenomenon of using the two languages in the bilingual classroom; among them, we have 

heteroglossia (Bailey, 2007), flexible bilingualism (Creese & Blackledge, 2010), 

polylingualism (Jørgensen, 2010), metrolingualism (Otsuji & Pennycook, 2010), and code 

meshing (Michael-Luna & Canagarajah, 2007; Canagarajah, 2011). However, 

translanguaging is a term that has been widely accepted and used by different scholars such 

as Williams (1996), García (2009), Blackledge and Creese (2010), Canagarajah (2011),  

Hornberger and Link (2012),  Li (2011),  and Lewis, Jones, and Baker (2012a; 2012b),and  

is the term  that has motivated this study and consequently, the main theoretical construct 

underlying this research. 

From the different perspectives about translanguaging, I have used the following definition 

by García (2014) in my research: “Translanguaging does not view the languages of 
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bilinguals as separate linguistic systems”, in opposition to what codeswitching maintains. 

García argues that, “The term stresses the flexible and meaningful actions through which 

bilinguals select features in their linguistic repertoire in order to communicate 

appropriately. Translanguaging is not a mere strategy. It comprises a bilingual theory of 

learning” (2014, p. 7).  In fact, translanguaging states that bilinguals have one single 

linguistic repertoire from which these students choose those features that are socioculturally 

appropriate for a certain communicative task, whether oral or written.  

However, translanguaging could be seen not just from this sociocultural perspective that 

mainly focuses on the language practices a bilingual student performs. It can also be 

understood as a pedagogical framework that teachers may use in order to help learners 

develop linguistic practices that will allow them to understand and use new and complex 

content in the L2, as well as to strengthen their sociocultural competence and identities as 

bilinguals.  

Despite the growing interest in translanguaging in bilingualism learning and teaching, not 

much emphasis has been given to its presence in writing or biliteracy. Therefore, I now 

move to this latter sphere and then, to translanguaging in writing, as this is the main subject 

of the present study. 

3.2 Second language writing or biliteracy 

The cognitive processes involved in the development of the writing skills in L1 as well as 

the sociocultural factors affecting the learning process are evident in second language 

writing development too. However, L1 and L2 writing differ in some ways despite the 

connections that exist between both. On the one hand, the similarities between L1 and L2 
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writing learning processes can be partially explained by Cummins’ (2000) bilingualism 

theory. He believes that in the course of learning one language, a learner acquires a set of 

skills and implicit metalinguistic knowledge that can be drawn upon when working in 

another language. This common underlying proficiency (CUP) provides the basis for the 

development of both the first language (L1) and the second language (L2). It follows that 

any expansion of CUP that takes place in one language will have a beneficial effect on the 

other language(s). Therefore, writing skills developed in L1 will transfer to L2 by means of 

a natural process.  

On the other hand, explanation of the differences between L1 and L2 writing can be 

attributed to the knowledge the student has of the L2.  The less proficient a person is in the 

L2, the more they focus on linguistic aspects and the more they may disregard the cognitive 

processes involved in writing, such as planning and revision. Additionally, having a limited 

knowledge of the semantic and morphosyntactic components of the L2 limits the 

possibilities of expressing ideas and communicating. Consequently, the learner has to 

restructure the writing abilities developed through the L1 so that they fit the new conditions 

that are implied when applying the writing skills in an L2, which the learner does not 

master well. Another important element that plays a role in the influence of the L1 in L2 

writing is the similarities or differences in the languages systems (structural differences), as 

well as the cultural worlds of the two languages. This involves the educational systems 

each culture has adopted and the emphasis given by that system and culture to writing. 

In addition, research has shown that L2 students have different organizational preferences 

and approaches to argument structuring and material incorporation as well as different uses 

of cohesion markers and linguistic features such as passivization and noun modification, 



 

14 
 

among others (due to the L1 sociocultural context and structure), (Silva, 1992). Therefore, 

at times, students may be having linguistic issues rather than writing difficulties. That is 

why providing students with a set of workable learning strategies for the writing context 

along with the language instruction is advisable (Leki, 1992). 

3.3 Translanguaging and second language writing or biliteracy 

Some researchers have suggested that an appropriate strategy to develop students’ 

biliteracy is translanguaging. Learners’ ability to appeal to all their existing skills and 

knowledge in L2 and L1 during a writing task (process and outcome) has proved to be very 

effective and useful according to a paper by Hornberger and Link (2012) and also in 

research conducted by Fu (2003). They reported that making use of the students’ total 

linguistic repertoire in writing, even if it was in only one language, enabled them to develop 

thinking skills that helped improve writing skills, later on. Both Hornberger & Link and Fu 

argue that making use of translanguaging and transnational literacies in classes is a 

necessary educational practice in USA schools for the development of bilingualism and 

biliteracy, given the large number of children of immigrants in this country.    

All in all, these studies show that there are specific linguistic and metalinguistic strategies 

that bilingual writers use that are not used by monolinguals. Translanguaging can aid 

learners to solve writing problems at the word, sentence and text level. As a matter of fact, 

coherence and cohesion seem to have a positive impact when translanguaging is 

implemented in a L2 class, as can be seen in a quantitative study carried out by López 

(2015) in a Colombian university in which he implemented code switching as a strategy to 
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tackle beginner students’ writing difficulties. Results showed that coherence and cohesion 

improved in these learners’ compositions thanks to the translanguaging strategy.  

Finally, there is a study by Michael-Luna and Canagarajah (2007) in a US elementary 

school which describes the implementation of some translanguaging strategies by the 

teacher in order to develop students’ biliteracy. Some of the strategies used in this project 

are:  

1. Valuing multilingual code meshing in which answers that reflected understanding 

were accepted in either language (Spanish or English). 

2. Modeling written code-meshing like when students used translanguaging and the 

teacher wrote the ideas on the board in order to model the strategy. 

In brief, translanguaging is something that naturally happens in the language classroom, but 

also needs to be taught or properly used, and researched so that we can take the most out of 

it for the benefit of L2 students. Therefore, the purpose of the findings and conclusions of 

this study is to provide some ideas on the positive impact of translanguaging in L2 learning 

and development of biliteracy. 

CHAPTER 4 FINDINGS 

The qualitative data were analyzed by means of the Thematic Analysis method, as proposed 

by Boyatzis (1998); a theoretical thematic analysis. I found this method appropriate for my 

study as it seeks to identify, analyze, and report patterns (themes) within data, and aids to 

interpret different aspects of the research topic. Additionally, it is suitable for both 

reflecting reality (essentialist/realist epistemology) and interpreting reality (constructionist 

epistemology. 
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The process started by coding the data collected in the interviews, class observations, 

questionnaire, and written samples. Once the codes were identified in each data set, themes 

were identified in order to answer the research question.  The first two themes were pre-

established from theory as can be seen in the previous chapter and the description of the 

categories below, and the third strategy emerged from the data since there were some 

themes that were connected to the research question and objectives, but were not common 

in theory; it seemed appropriate to join all these themes into one single theme. The first 

theme I will present is the results of the data analysis relating to translanguaging as a 

teaching and learning strategy, the second will be translanguaging as a strategy in writing 

and biliteracy, and the third theme is translanguaging as a psycholinguistic and 

sociolinguistic strategy. 

4.1 Translanguaging as a learning and teaching strategy 

In all the data collection tools used -questionnaire, semi-structured interview, class 

observations, and written samples- I found significant evidence about the translanguaging 

phenomenon taking place in the English classes, by both the students and the teacher as a 

learning and teaching strategy. In the following extracts from the class observations 

transcripts, it is possible to identify how translanguaging is used by students as a 

compensatory strategy for conveying and negotiating meaning and by the teacher as a 

pedagogical strategy to keep the task moving and to engage students in the classroom 

discussion.  
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In class observation 1, the teacher introduced the writing process to students; she started the 

lesson with a question about writing routines in Spanish in order to explore her students’ 

background knowledge on the writing process: 

T asks Ss to brainstorm ideas on how to write a text. T: “What do you usually do 

before writing a text in Spanish?” T pairs up ss and gives them 3 min. to discuss. T 

elicits ideas from ss. 

S1: “ You have (to) select ideas you need because no(t) all ideas “sirven”.[work]” 

T: Right. Not all ideas work. Then, we have to brainstorm and choose the best for 

the composition “This is me”. So, what are we going to do?” 

S2, “Do a rain of ideas of your information personal: name, student o(r) no(t), age, 

family, favorite food, music, yes teacher?” 

T: “Perfect. Let’s brainstorm. Lluvia de ideas [Brainstorming], first.” 

At the beginning of the above interaction, the teacher does not specifically use Spanish, but 

she does refer to students’ Spanish funds of knowledge about writing, in order to construct 

concepts and ideas about the writing process she was about to introduce. Afterwards, the 

students start sharing what they know from their previous educational background in 

Spanish and even make use of some words in Spanish as well as some Spanish sentence 

structure to convey meaning. They resort to what they have and know in their L1 in order to 

get the message across:  

S2, “Do a rain of ideas of your information personal: name, student o no, age, 

family, favorite food, music, yes teacher?” 
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Here, it is evident that the student knows what the first step of the writing process is 

(brainstorming) and what he is expected to do, even though the student is translanguaging 

because he does not know the word in English (the student uses the expression “rain of 

ideas” – a literal translation of brainstorming from Spanish into English.). In the following 

lines, the student knows what a paragraph is from his funds of knowledge in Spanish and 

tries to express the concept using both languages: 

S1: A paragraph is ideas juntas [together], no separate.  

T: Yeah. Similar ideas that go together (hand gesture). 

As Sayer (2013) states, translanguaging facilitates access to background knowledge 

learners may have in their first language(s), and thus teachers should be aware of that so 

that they take advantage of what students already know  about the second language or other  

topics. As a matter of fact, translanguaging can become a pedagogical strategy as well 

(Creese & Blackledge, 2010), that language teachers may have at their disposal to enhance 

the learning process.  

In the English classroom I visited, the teacher never penalized students for using their L1 

but rather made students feel at ease when expressing their ideas even when there was some 

Spanish. Translanguaging became a strategy to engage students in the activity and create a 

more relaxed and familiar learning environment for learners.  

S1: A paragraph is ideas juntas [together], no separate.  

T: Yeah. Similar ideas that go together (hand gesture). 
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 Moreover, the teacher at the end of the interaction uses Spanish too, in order to check for 

understanding and make sure all of her students are on track: 

S2, “Do a rain of ideas of your information personal: name, student o no, age, 

family, favorite food, music, yes teacher?” 

T: “Perfect. Let’s brainstorm. Lluvia de ideas [brainstorming], first.” 

When being asked about their opinion on the use of Spanish in class, 16 out of the 20 

students who took the survey reported that using Spanish in class was beneficial at this 

early learning stage in which they find themselves,  for several reasons that previous studies 

on translanguaging have reported. Below are some opinions from students about the use of 

Spanish : 

S2: “Cuando algunos temas no están claros, se puede utilizar el español porque de 

lo contrario la clase se hace más lenta” [Spanish can be used whenever a topic 

isn’t clear. Otherwise, the class would not actually flow.].S7: “En momentos es 

importante ya que las expresiones o modismos que no se pueden explicar en inglés 

o no quedan claros, se pueden expresar en español” [At times, Spanish is important 

as there are some expressions or idioms that cannot be explained in English or 

might not be clear with the English equivalent, and thus can be explained in 

Spanish] 

From the statements above, we can see other important benefits translangauging brings to 

students’ learning processes. They think that  translanguaging is a useful strategy to acquire 

new vocabulary when the explanation in English does not seem to be clear enough for 

them. This is an  advantage proposed by Cunningham & Graham (2000) in their study. 
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Additionally, learners find that translanguaging is an appropriate approach to deal with 

complicated linguistic or learning situations they encounter in class. In a way, it can be seen 

that translanguaging helps students develop their proficiencies as strategic users of 

language (Canagarajah, 2013).One last important comment regarding the use of  Spanish  is 

related to the understanding of features of English by using translangugaing. When students 

use Spanish in class, in grammar-oriented activities, some metalinguistic awareness is 

reinforced or even raised (Jiménez et al., 2015). In the English class in  this study, it was 

when students used Spanish to contrast structures with English that they noticed some 

mistakes they had made in their oral and written production. Students reported in the 

interview: 

S18: “Por medio de la gramática del español podemos armar frases en inglés” [By 

using Spanish grammar, we can construct sentences in English].S7: “Es que yo no 

entendía porque siempre la teacher me decía que el subject no estaba en las 

oraciones, y cuando la profe explicó que en español no se usaba y nos dio el 

ejemplo en español y en inglés, yo entendí que en inglés toca ponerlo todo el 

tiempo. Entonces si la profe no hubiera comparado con español, yo no hubiera 

entendido.” [I just never understood why the teacher always told me the “subject” 

was missing in my sentences. And then when the teacher explained that the subject 

is implicit in Spanish and she gave us some examples in Spanish and in English, I 

understood that the subject has to explicit all the time in English. Then, if the 

teacher had not made the comparison with the Spanish equivalent, I wouldn’t have 

understood.] 
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Interestingly, in this last excerpt from S7’s interview, translanguaging was a strategy the 

student was using to learn and use English grammar. Despite the effectiveness it may have 

in many situations, transferring knowledge from Spanish grammar to English grammar did 

not work well this time. However, translanguaging was evident once again when there was 

this comparison between a specific feature of English and a corresponding characteristic in 

Spanish. Therefore, it can be seen that linguistic and metalinguistic awareness are fostered 

by using translanguaging.   

Despite all the positive opinions these 16 students had about translanguaging in the English 

class, the other 4 students had opposite opinions in regard to Spanish use in class when the 

survey was carried out; in fact, they saw it as a hindrance in their L2 learning process: 

S5: “Es más un obstáculo porque uno todo el tiempo quiere traducir mentalmente 

al español y ahí se confunde mucho. También cuando uno escribe en inglés, 

organiza las ideas como lo haría en español.” [Spanish is mainly an obstacle 

because you always want to translate everything into Spanish in your mind, then 

you get confused. Also, when you write in English, you tend to structure ideas 

following some Spanish-like order.] 

S11: “No ayuda porque uno en ocasiones trata de pasar todo al español y se 

confunde. Si se prohíbe el español, estaremos más atentos y obligados a entender en 

inglés”. [Spanish doesn’t help much since, at times, you try to translate everything 

into Spanish and you get confused. If Spanish were banned in class, we would be 

more attentive and compelled to understand English]. 
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Nevertheless, what was not expected is that two students (out of the 4) changed their 

negative perspective about the use of Spanish in class once the course was about to finish 

and when the interview was carried out, as can be seen in the extract below:  

“Pues, yo pensé que al comienzo era malo (el uso del español en clase), pero no… 

Porque, por ejemplo, cuando no entendíamos algo, la profe a veces usaba algunas 

palabras en español o a veces nos dejaba explicar cosas en español y eso era 

bueno. Yo pensaba que no, porque iba a traducir todo el tiempo y no… es como una 

herramienta, algo con lo que uno cuenta y le sirve para aprender inglés, como más 

fácil, a veces, si.” [Well, at the beginning, I thought Spanish – the use of Spanish – 

was wrong, but it wasn´t. Because, for instance, when we did not understand 

something, the teacher sometimes used some words in Spanish or sometimes she 

allowed us to use Spanish to explain things, and that was good. I thought it was 

wrong because I was going to translate all the time, but I didn’t… It’s like a tool 

instead; something you have at hand that helps you learn English. It’s like easier, 

sometimes, yeah.] 

Although translanguanging was mainly evident as a general teaching and learning strategy 

in the A1 level English class where the study was conducted, significant data show that it is 

also a strategy learners used in their second language writing or biliteracy development, as 

will be discussed in the following section. 

4.2 Translanguaging as a strategy in writing or biliteracy  

Since the teacher was introducing the writing skill and process in the L2 for the first time in 

the course, making use of students’ funds of knowledge in Spanish and transferring that 
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knowledge into the new L2 context seemed to be the most appropriate approach to prepare 

students for this learning experience. Hornberger and Link (2012) found in their study that 

“individuals’ biliteracy development is enhanced when they have recourse to all their 

existing skills (and not only those in the second language)” (p. 245).  

In the classes observed and the writing samples analyzed, it was clear students were aware 

of the text structure and paragraph structure because they are the same in Spanish for 

descriptive compositions. However, despite this awareness, students struggled somewhat in 

the organization of their paragraphs and texts because, in their opinion, writing instruction 

in Spanish in their schools had not been very solid or significant. In the following sample 

written by student 3, we can see that although the paragraphs are not well-structured, the 

text does have three different sections that are each connected to a single topic. This shows 

that the student was resorting to his/her funds of knowledge in Spanish about writing. 

 

Sample 1 

All in all, students used varied translanguaging strategies in the writing task, both in the 

process and in the outcome. To illustrate this, analysis of the data evidenced that 
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postponing was a frequently used strategy during the drafting stage. Students wrote words 

in their L1 and did not stop the writing process; at the end, they came back to these words 

and tried to find the equivalent in English, as can be seen in the extract below, 

 

Sample 2 

 

Sample 3 

In regard to mechanics (capitalization, punctuation, abbreviations, spelling) students also 

made use of what they knew in Spanish in order to cope with the writing task; for instance, 

when it came to punctuation. At times, rehearsing proved to be effective when they were 

working with punctuation. The student used periods and commas the same way they are 

used in Spanish, as can be seen in the previous sample (3), and it worked sometimes. When 

it did not work, the students became more aware of the mistakes they were making, after 
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comparing rules for punctuation in English and Spanish, as can be seen in the following 

excerpt of a class observation: 

 S1: “ Teacher, when finish the paragraph, I put a point, yes?” 

T: “Right. There’s a period – your point- when you finish your paragraph. But are 

there any situations when we use periods? In your compositions?” 

S3: “Yes. When finish a a a idea, a oración [sentence]” 

T: “Perfect. That’s one important use of periods; at the end of a sentence – 

oración” 

Not only was translanguaging useful in the drafting and writing stages, but it was also 

effective during the planning stage. In sample 4, the student was organizing his text in an 

outline; he jotted down some key words about each one of the topics he would develop in 

every paragraph, and when he did not have the English word at hand, he would use 

Spanish. However, what seems to be more interesting is that Spanish was mostly used in 

ideas related to the writing planning itself. 



 

26 
 

 

Sample 4 

The student´s ability to translanguage enables him to plan a difficult task such as writing; 

he knows English is the language he is expected to use to write his text, but he also 

understands that when it comes to planning and inner talk, Spanish is an option, and it is 

quite a helpful one.  

4.3 Translanguaging as a psycholinguistic and sociolinguistic strategy  

Beyond the evident linguistic uses the students discovered in translanguaging, I found 

relevant information regarding aspects connected to language but not fully language- 

related. The first use relates to translanguaging as a strategy to cope with some affective 

issues that arise in the English class, such as frustration, demotivation, and a high affective 

filter. Given that this is an elementary English class (A1), and English is the officially 

approved means of instruction, when students start the course, they believe Spanish is not 

an option in the class and just thinking about using it for an unknown word might be 

considered a huge mistake that might lead to a severe punishment. Although reality is not 
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that harsh at the institute, it is openly known by teachers that Spanish should not be 

encouraged in the lessons nor widely used. This belief is transmitted to students; they are 

aware of the fact that Spanish is not allowed. Nonetheless, when they struggle to perform in 

English, Spanish use may be considered an option, so that frustration or demotivation does 

not become an obstacle in the learning process.  It seems that this is what students believe, 

as we can observe in the following interview extracts: 

S2, “Cuando uno definitivamente no encuentra la manera de hacerse entender en 

inglés, creo que si sería necesario usar español en ese momento porque de lo 

contrario uno se empieza a frustrar y con el tiempo le pierde interés al inglés, 

porque uno no lo ve como algo para disfrutar sino como un problema, una carga” 

[When you can’t  definitely find the way to make yourself clear in English, I think it 

is necessary to use Spanish because otherwise, you can feel frustrated and with the 

time, you start losing interest in English. You don’t see it as an enjoyable activity, 

but rather as a burden]. 

S6, “Me parece que cuando nos podemos expresar en español, nos sentimos más, 

como, tranquilos y relajados. Porque cuando queremos decir algo en inglés y no 

podemos, y si la profe no nos da permiso para usar español, intentamos e 

intentamos y nada, y que pereza porque uno se frustra y ya después no quiere 

hablar más en inglés.” [It seems to me that when can get the message across in 

Spanish, we feel more like … at ease, relaxed. Because when we want to express 

ourselves in English and we can’t, and then the teacher doesn’t allow us to do so, 

and we try hard and it doesn’t work, it’s discouraging because you get frustrated 

and so you don’t want to talk in English anymore]. 
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In fact, the teacher in the class I observed was open to translanguaging, and so students 

were able to use Spanish at certain moments of the class; her openness to translanguaging 

had the purpose of not preventing students freely and confidently communicating their 

ideas in discussions. Both teacher and students knew translanguaging was chosen when 

they wanted to avoid frustration and demotivation and a breakdown in the communicative 

exchange, as in the following example:  

T: “…O.K. Tell me about other steps your follow when writing a text; that is, you 

brainstorm ideas, remember? Lluvia de ideas, right? Then, what do you do? 

S8: “ Select ideas for writing the text, and organize.” 

T: “Good. You organize the ideas you chose, you selected. But how do you organize 

them?” 

S3: “En un dia… Ayy. Sorry, teacher” 

T: “That’s ok. What’s your idea, S3? Go ahead. 

S3: “In a diagram o estrutura [structure]. And you write your borrador [draft], or 

eraser”. 

T: “Right. You organize ideas in an outline, and then you write a draft, un 

borrador; the first version of your text. Let’s organize our ideas in an outline…” 

Besides the evident use of translanguaging by teacher and students to deal with affective 

factors such as frustration, it seems translanguaging is a means by which the student can 

regulate their communicative or writing tasks and goals, planning what to say or write, 
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despite the linguistic constraints they may have, and actually executing the task using what 

they have at hand is a metacognitive and affective strategy that translanguaging promotes. 

The second use of translanguaging deals with identity construction and negotiation. The 

fact that students are aware of their coming to the classroom with so much information 

about what they are going to learn makes them feel that, on the one hand, their funds of 

knowledge in Spanish are valuable - from the language itself to their educational 

background at school or university, to their culture as Spanish speakers, Colombians, and 

inhabitants of Bogotá.  On the other hand, they are aware that they do not have to leave 

aside their identity as Spanish speakers once they get into the English classroom. Student 1, 

who was interviewed, exemplifies the aforementioned ideas: 

S1, “Siento que cuando la profesora hace una pregunta y uno sabe la información, 

pero en español y no en inglés, y ella lo deja a uno expresarse en español, uno 

siente que sabe muchas cosas y que puede aportar a la clase. Si solo pudiera 

expresarme en inglés, me sentiría muy mal, como un niño pequeño que no tiene 

mucho conocimiento. Pues, a veces, me siento así. Pero la profesora dice que es 

normal; que somos como niños tratando de aprender a hablar en un nuevo idioma. 

Pero otras veces, pareciera que puedo combinar lo que sé en español con lo que sé 

o estoy aprendiendo en inglés, y me siento más segura.” [I feel that when the 

teacher asks a question and I know the answer but in Spanish, not in English, and 

she allows me to use Spanish, I feel I know a lot of things and I can actually 

contribute to the class discussion. If I could just use English to express my ideas, I 

would feel bad, like a little child who doesn’t know much. Well, sometimes I feel 

that way. However, the teacher says it’s normal; she says we like little kids trying to 
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learn how to speak a new language. But sometimes, it seems that I can use what I 

know in Spanish in what I know or I’m learning in English, and then I feel more 

confident.] 

What can be seen in this student’s words about her language learning experience goes 

beyond the linguistic world and the communicative exchange of information in the 

classroom; it reflects her view on how she sees herself as a native Spanish speaker and as 

an English learner. She reflects upon the fact that she might be one person in Spanish, with 

a clear and defined identity because of her linguistic, cultural, and social knowledge and 

experience; however, as a language learner, she identifies herself as, based on what the 

teacher has said as well, a young kid with little or no knowledge of  English. If she just 

thought of herself as two different people with two separate linguistic systems and 

identities, it would harder for her to have a pleasant and enriching learning experience. 

Nevertheless, because of the translanguaging practices she and her teacher carry out, the 

student is able to see that she can move back and forth between an understanding of who 

she is and what she has in her “Spanish world” and who she is and what she has in her 

“English world”. Both worlds help her to feel empowered and confident about her learning. 

Norton (1997) asserts that learners are always in the process of “organizing and 

reorganizing a sense of who they are and how they relate to the social world. They are, in 

other words, engaged in identity construction and negotiation (p.410). There is no fixed 

identity, then, and what happens in the classroom aids in the construction and negotiation 

of this. 

Therefore, the fact that the teacher in this class allows translanguaging is key in the 

negotiation and construction of students’ identities. If the teacher had not been open to the 
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students’ using Spanish and their funds of knowledge in Spanish (linguistic, academic, 

cultural), an imposed power relation would have been established in the classroom, and the 

learners would not have been able to be active members in their learning process and, by 

extension, to negotiate and construct their language identities.  

Another example of how students reaffirm their identities by means of translanguaging can 

be observed in the extract from student 7. Using the Spanish word for his nickname and 

making some reference to Colombian culture suggests that a language learner cannot 

separate who he or she is in Spanish and in English to perform a task in the classroom. We 

can also see how the student uses emoticons and Spanish spelling for the laughter 

onomatopoeia in English because this is what he has at hand and what he is familiar with. 

Velasco & García (2014) state that “using a pedagogy that values the students’ cultures and 

background to write in an additional language has been consistently found to be helpful” 

(p.10) because of some cognitive benefits, such as memory recall, and  linguistic 

advantages, such as  the production of   better written products (Lay, 1982).  There are also 

sociocultural benefits, such as recognition of how students´ emotional, cultural, and 

personality characteristics play a relevant role in language learning and identity 

construction (Cummins, 2006). 
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Sample 5 

In brief, results describe and exemplify three uses of translanguaging in this A1 adult 

English class: T as a teaching and learning strategy, T as a strategy in writing or biliteracy, 

and T as psycholinguistic and socilinguistic strategy. In the following chapter, I will present 

conclusions and implications relating to these findings. 

CHAPTER 5   CONCLUSIONS AND IMPLICATIONS 

Translanguaging is a phenomenon that has gained increasing recognition in worldwide 

language learning contexts (Williams, 1996; García, 2009; Blackledge and Creese, 2010; 

Canagarajah, 2011; Hornberger and Link, 2012; Li, 2011; and Lewis, Jones, and Baker, 

2012a; 2012b). However, most studies have been carried out in bilingual contexts in which 

immigrants have to learn the language spoken in their new homeland. Colombia is in a 

different situation, since English is generally learnt as a foreign language, and 

translanguaging has not been much studied in such contexts or in adult learners’ writing. 

Therefore, the results presented in this study provide some insightful information about 

how translanguaging happens in the foreign language writing process and instruction of 
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adult A1 English students in a Colombian language institute. I will first briefly describe 

these results, and afterwards I will present the conclusions drawn in the study, as well as the 

pedagogical implications. 

To begin with, I found that translanguaging can be used as a teaching and learning strategy 

by both students and teachers. García (2016) states that this phenomenon can be seen from 

two different perspectives: from a sociolinguistic viewpoint where it is understood as the 

dynamic language practices that bilinguals carry out, and from a pedagogical standpoint, 

which has to do with   an instructional and assessment framework that teachers can use in 

class. We can observe in the findings of this study that the learner participants made use of 

translanguaging to convey and negotiate meaning, to get access to background knowledge, 

to acquire new vocabulary and grammar, and to deal with difficult situations they 

encountered in their language learning process. The teacher, for her part, found in 

translanguaging a way to connect with the students and make them feel comfortable, 

confident, and engaged when participating. Through translanguaging, she was also able to 

explore students’ funds of knowledge, and to check for understanding of instructions and 

information taught. 

The second use of translanguaging I identified in the study was specifically connected to 

how this enhances students’ second language writing or biliteracy development. Learners 

being able to appeal to all their existing skills and knowledge in L2 and L1 during the 

writing task (process and outcome) proved to be very effective and useful (Hornberger and 

Link, 2012). Strategies such as rehearsing and postponing were frequently used during the 

drafting stage, and in the planning stage, translanguaging seemed to be the main strategy 

used to keep the process going and to carry out the planning of their text.  Furthermore, 
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Spanish became the language of students´ inner talk when making decisions about the 

writing task, which in return gave them more control and autonomy over their biliteracy 

development. In brief, and as Velasco & García (2014) argue, “TL entails deliberate action 

to solve writing problems at the word, sentence, and whole-text level. Reverting to the 

entire language repertoire serves as a yardstick to measure the quality and precision of how 

ideas are conveyed in writing” (p. 10).  

The last use of translanguaging evidenced in this study is very much related to 

psycholinguistic and sociolinguistic issues characteristic of foreign language learning 

contexts. First of all, translanguaging was used by students as a strategy to deal with 

affective issues such as frustration, demotivation, and a high affective filter. When students 

felt that there was something they were struggling with because of its complexity, usually, 

they had the option of using translanguaging to get help or regulate their own learning 

process and feelings or emotions. The second use of translanguaging deals with identity 

construction and negotiation. Not only does translanguaging consider the learner has one 

single linguistic repertoire that can be used in either L1 or L2 contexts, but it also suggests 

that a bilingual’s identity or identities cannot be separate from each other in L1 and L2. 

These emerge when the learner communicates or uses any of the languages in his or her 

linguistic repertoire, and thus, there is always identity construction and negotiation (Norton, 

1997). 

All in all, translanguaging is a very common phenomenon that takes place in a bilingual 

context or in an EFL or ESL context, as it is unreasonable to ask students to leave aside 

who they are and what they know and make reference to as L1 speakers when they are in 

the process of a L2 learning experience. As a matter of fact, it is impossible for this 
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separation of identities, linguistic systems, and repertoire to happen as previously described 

in the results of this study and other studies (García, 2007; Creese & Blackledge, 2010). 

Therefore, more awareness and understanding of this phenomenon by teachers is 

recommended, so that the benefits it brings to the L2 teaching and learning process are 

considered and taken into account when planning and delivering classes. As a pedagogical 

and learning strategy, being a little more flexible when it comes to using students’ first 

language seems to be an advisable approach  in contexts where English is a foreign 

language, students’ language knowledge is basic, and learners are just starting the learning 

process and adapting to the new experience. It is very likely things will get easier when 

what they know can be used as a bridge to new learning. 

However, it is not only teachers who have to be aware of what translanguaging entails and 

promotes in SLL context. The fact that some students in the study, because of their 

previous English learning experiences, believe Spanish use in class is inappropriate since it 

might be a hindrance in learning the new language (interference, fewer chances to practice 

the target language, permanent dependence) makes it difficult for those learners to see 

translanguaging in a positive way. Nevertheless, another reason for this situation may be 

some lack of awareness about this phenomenon.  It seems students do not realize the value 

of using Spanish in metacognitive tasks, such as the planning stage in the writing process, 

in which they actually devise the process they will follow by using some Spanish in their 

inner talk. Making them aware of this behavior can probably help students identify some 

advantages translanguaging has in their learning, as seen in the results. In the survey carried 

out at the beginning of the course, a few students reported that they felt that the use of 

Spanish in class was a useless and even unfavorable action. Nonetheless, when the 
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interview was over, by the end of the course, two of these students changed their mind 

about this matter. Because of their exposure to translanguaging and due to the awareness 

raised by the teacher about it, the learners’ perspective became positive. This change of 

opinion was not something I expected when starting this research project, but it was worth 

analyzing.  

In regard to second language writing and translanguaging, it can be concluded that the 

learner’s discursive, linguistic, and writing-related resources in both languages are used 

throughout the writing process. However, evidence of translanguaging is more recurrent in 

the pre-writing and drafting stages, in which more cognitive and linguistic effort is needed. 

In addition,  I would suggest that instruction about writing (stages, paragraph structure) can  

benefit from translanguaging, as students’ funds of knowledge make a significant starting 

point to build on for such a complex challenge  as writing in a second language 

(Hornberger & Link, 2012; Dworin, 2006). However, it is also advisable to carefully 

explore students’ background knowledge and experience about writing in their L1 as   poor 

first language literacy development may have a negative impact on students’ L2 biliteracy 

development. 

Another important idea related to translanguaging in L2 writing has to do with the fact that 

translanguaging goes beyond the alternation of languages to interact with others or 

construct knowledge. It also involves a wide array of multiple discursive practices in 

spatial, visual, and spoken or written modes (García, 2014).Indeed, using other symbol 

systems such as emoticons can be a clear example of translanguaging in writing. Not only 

does this show how the student moves from one system to another to communicate, but it 

also reflects what is behind this decision; a strategy to solve a problem, perhaps, and a way 
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to express his or her identity (who he or she is  as an individual in a specific context and as 

a teenager). Being open to these strategies used by students is a relevant requirement for 

teachers if they wish to implement or validate translanguaging in the bilingual classroom. 

As a matter of fact, I would recommend as an outcome of this research that our pedagogical 

approaches and practices should be based on the strategies SL students use in class, so that 

the learning process is more personalized and therefore, more effective. Besides, I would 

suggest that when planning to use translanguaging in class, the teacher should aim at not 

imposing any idea or strategy on students, as what is useful for one learner might not be for 

another, and the fact that one student does not use translanguaging for a certain language 

activity does not mean they are not developing a skill or technique or not doing things the 

“right way”. In short, valuing what every student does and taking it into consideration in 

the class can make a difference in their individual learning process.  

One more suggestion I would provide for using translanguaging in the classroom, based on 

results found in this study, is that modeling and scaffolding should be part of its 

implementation as it is very important  for students to feel confident and at ease when 

translanguaging. On the one hand, it is important the teacher should be clear about the use 

of translanguaging in class from the very beginning and be able to explain how this 

pedagogical strategy works or will work for his/her class.  If students see their teacher 

translanguages in class for specific L2 teaching or learning purposes, they will know that 

using their L1 or another communicative system is not wrong or a mistake. On the other 

hand, providing students with the proper context and tools for using translanguaging,  as 

well as written samples in which translanguaging is evident, will enable learners to become 

more conscious about its meaning and  use.  
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Likewise, even if the teacher is interested in translanguaging and convinced about its 

benefits for the students’ learning process, if the institution does not support the notion of 

using the students´L1 in the classroom, this may lead to a negative experience. 

Consequently, the institution where this study was carried out has been advised to find out 

more about what translanguaging involves and the advantages it could potentially bring to 

the English teaching and learning process of the students, as a more positive vision of the 

use of the L1 in the L2 learning process may give everyone the chance to experience a 

pedagogical, linguistic, sociocultural, and affective strategy that has been generally 

underestimated in SLL.  

CHAPTER 6 LIMITATIONS AND FUTURE DIRECTIONS 

Despite the insightful findings I identified in this study about translanguaging  in adult 

English students’ learning and specifically in writing, there were a few moments in which 

deciding when some Spanish use was actually translanguaging or possibly a mistake was 

confusing. I would say this could be due to inappropriate methods to collect the data in the 

observations.  I found that note taking was quite useful, but at times, it might not be totally 

reliable, as the researcher may miss some relevant information. For instance, in the study, I 

mainly focused on what was said by the teacher and students and disregarded he contextual 

aspects.  If I had jotted down some ideas about this, it might have been easier to identify 

whether some Spanish evidence was translanguaging or a possible mistake. For anyone 

interested in this topic, I suggest that it is important to be very systematic and attentive 

when collecting data and having a thorough analysis of data in order to avoid 

misinterpretations. 
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Similarly, it would have been a good idea to learn about the teacher’s opinion and 

experience in regards to her own and her students’ translanguaging. Most studies 

mentioned in this project focus on the use of the second language or bilingual learners, and 

most data come from them. Potentially, studies that include the teacher’s view could be 

very informative about translanguaging as a pedagogical and learning strategy and could 

provide a different perspective on the matter that might expand our understanding of this 

phenomenon along with its implementation in the classroom. 

Finally, I believe I would have loved to have more time so that I could have researched in 

more depth translanguaging in writing, both product-oriented and process-oriented. The 

results found are totally satisfying and interesting, but what I realized while conducting this 

research project is that first, translanguaging in writing has not received as much attention 

as it has in speaking and second, there are not many studies about translanguaging in adult 

English learners at an institute and obviously, not many connected with writing. 

Consequently, there is a lot to be researched and discussed about this issue, especially in 

our country where English is a second language and most teachers, and adult learners are 

Spanish speakers.  

CHAPTER 7 REFLECTION 

Thinking about this process for becoming a graduate from the Master in Education program 

takes me back to the moment when I started, and what comes to mind is the motivation I 

had for beginning this endeavor. Perhaps it has gotten lost at some moments, but this is 

what has kept me going through this experience: becoming a better teacher and educator for 

my students and contributing to the field of SLL with a study on an interesting topic to me.  
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To start, I want to highlight the knowledge I have acquired both in the subjects I took as 

well as during my research project. Having had the chance to refresh and learn information 

about education and SLL theories is something which is valuable in my teaching practice 

and my professional development. I can say now that updating yourself and what you know 

is a vital requirement for any professional and especially, for a teacher. What I realized is 

that what I always tell my students is something that I need to always keep in mind: 

“Learning is a life-long process”. You never stop learning, formally or informally, and 

adapting and being open to new things (not just because they are recent but because they 

are something you did not know) seems to be what makes this world go around.  

However, it was not merely some cognitive or academic knowledge that I acquired from 

this experience. There is huge personal growth throughout the process; the opportunity of 

sharing with partners and professors from varied academic fields and teaching contexts and 

with different personalities is always an enriching activity. Not only did I get to see that 

there are hundreds of teaching styles and pedagogical approaches but also I became aware 

of the fact that every educational context is different and requires different skills, strategies, 

and tools, and a one-size-fits-all idea does not usually work. Thus, pointing out the pitfalls 

or difficulties in some schools, universities, or institutes and trying to solve them with what 

is “standard” or popular worldwide will not necessarily make any significant and positive 

difference. Being more understanding of what happens in our country about education and 

being willing to take action to help from what you do on a regular basis with your students 

is what can actually help  us implement favorable changes. 

Lastly, I would like to reflect upon the research experience. This was a completely new task 

for me as I had not done something like this during my undergraduate studies, but I could 
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not be happier about and more satisfied with the results I have obtained. And these results 

are not just the findings of my research project as such, but also the knowledge and skills as 

a researcher. To name a few of these skills, I can say that I am now more critical about 

what read and learn; I am more systematic with what I do in class and in fact, I now think 

that most of my teaching practices and ideas are potential topics for research or a very 

rough “mini-research” project with the possibility of becoming an actual study.  I am also 

more selective when it comes to reading about a certain subject, so that reading does not get 

so time-consuming. In addition, I believe I have improved my academic writing in English 

and I am more familiarized with the structure of journal articles about SLL. 

All in all, I feel that despite the difficult moments I have gone  through in  the process – as 

it was a long journey with ups and downs, I tried, with the help of my advisors and 

participants, mainly, to stick to my goal and my motivation and do my best to successfully 

complete this project. 
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APPENDIXES 

Appendix A 

Common European Framework of Reference – Common Reference Levels 
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Appendix B 

Class observation format 

TEACHER`S NAME: Ammi Vásquez      CLASS: Bs4  TIME:10-12   DATE: Oct. 3rd  

 

WRITING ACTIVITY STUDENTS’ 

ACTIONS/REACTIONS 

POSSIBLE               

TRANSLAGUAGING 

STRATEGIES/USES/IMPLICATIONS 
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Appendix C 

Writing samples 
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Appendix D 

Questionnaire and answers 

UNIVERSIDAD DE LOS ANDES 

CENTRO DE INVESTIGACIÓN Y FORMACIÓN EN EDUCACIÓN 

MAESTRÍA EN EDUCACIÓN 

PROYECTO DE INVESTIGACIÓN – TRANSLAGUAGING IN SECOND 

LANGUAGE LEARNING AND BILITERACY 

1. ¿Qué es lo más difícil de aprender a escribir en inglés? 

2. ¿Crees que el español es un obstáculo o una herramienta para aprender inglés? 

¿Por qué? 

3. Cuando utilizas el español en clase o en las actividades de escritura, ¿sientes q 

estás haciendo algo beneficioso o no para tu proceso de aprendizaje del inglés? 

4. ¿Estás de acuerdo con que el profesor/la profesora prohíba el uso del español en 

clase? ¿Por qué? 

 

5. ¿Cuándo, si existiera algún momento,  crees que es una buena idea usar el español 

en clase? ¿Por qué? 
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Answers to questions by categories 

Spanish as a linguistic tool 

“Es una herramienta porque logramos entender la mayoría de las cosas” 

“A veces las definiciones de algunas palabras inglesas quedan mucho más claras si uno 

sabe el significado apropiado de ellas en español”. 

“Es beneficioso en caso de que se tenga que emplear como ejemplo de diferenciación 

gramatical”. 

“cuando algunos temas no están claros, se puede utilizar el español porque de lo contrario 

la clase se hace más lenta” 

“Uno asocia los conceptos de inglés con algunas palabras en español”. 

“Por medio de la gramática del español podemos armar frases en inglés”. 

“En momentos es importante ya que las expresiones o modismos que nos e pueden explicar 

en inglés o no queda claros, se pueden expresar en español” 

 

Spanish as a strategy to deal with frustration and demotivation 

“Cuando uno definitivamente no encuentra la manera de hacerse entender en inglés, creo 

que si sería necesario usar español en ese momento porque de lo contrario uno se empieza a 

frustra y con el tiempo le pierde interés al inglés, porque uno no lo ve como algo para 

disfrutar sino como un problema”. 
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“Cuando la persona no entiende y necesita ayuda, sería bueno el uso del español” 

 

Spanish for adults 

“A edad más avanzada puede ser necesario (el español), pues su estructura mental (del 

estudiante) se fundamenta en su idioma materno. Es una herramienta a usar en 

determinadas ocasiones”. 

 

Spanish as a teaching or learning strategy 

“A veces es necesario para tener más claro lo que debemos hacer en clase, es decir, las 

actividades”. 

“Puede ser una estrategia de aprendizaje” 

“Es apropiado en la medida en que se utiliza para aclarar errores gramaticales” 

“No considero el español un obstáculo, más bien el obstáculo es seguir pensando bajo las 

estructuras del español para aprender inglés” 

“Cuando la persona empieza a aprender inglés, es una buena idea usar el español en 

ocasiones como cuando se explica un tema nuevo o hay algo que no está claro, para aclarar 

dudas” 
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Spanish as a hindrance in the learning process 

“Si uno usa español, la memoria se acostumbra a ver palabras en español y la idea es 

aprender inglés” 

“Es más un obstáculo porque uno todo el tiempo quiere traducir mentalmente al español y 

ahí se confunde mucho. También cuando uno escribe en inglés, organiza las ideas como lo 

haría en español” 

“Es algo malo porque no se le hace un buen uso a lo aprendido en inglés” 

“No ayuda porque uno en ocasiones trata de pasar todo al español y se confunde” 

Spanish should be banned in class 

“Si se prohíbe el español, estaremos más atentos y obligados a entender en inglés” 
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Appendix E 

Semi-structured interview 

1. ¿Por qué crees que el español parece ser al comienzo un obstáculo en tu proceso de 

aprendizaje del inglés y luego resulta siendo algo positivo? 

 

2. ¿Consideras que en el desarrollo de la habilidad de escritura en inglés, en este curso, 

es conveniente o no utilizar el español? ¿Por qué? ¿Por qué no? 

 

3. ¿Cuándo la profesora fue más flexible en cuanto al uso del español, sentiste más 

confianza, libertad, motivación para expresar tus ideas, para participar? 

 

4. ¿Sientes que es importante que se tenga en cuenta el hecho de que eres un hablante 

nativo del español y que tienes mucho conocimiento adquirido en español que 

podría ser útil en tu proceso de aprendizaje del inglés? ¿Por qué? 

 

 

5. ¿Si estudiaras en un lugar en el que el profesor no hablara tu lengua nativa, el 

español, qué tan diferente sería tu proceso de aprendizaje de inglés? ¿Qué aspectos 

específicos harían tu proceso diferente? 
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Appendix F 

Consent form 

CONSENTIMIENTO INFORMADO 

Estimado participante: 

Usted ha sido invitado a participar en un proyecto de investigación para una tesis de grado 

de la Maestría en Educación de la Universidad de Los Andes. El objetivo de esta carta es 

informarle acerca del estudio antes de que usted confirme su disposición a colaborar en la 

investigación.  

El propósito de este estudio es identificar cómo sucede el fenómeno de translanguaging en 

la escritura en la segunda lengua –inglés- de los estudiantes de una clase A2 de este centro 

educativo, específicamente identificar las estrategias de translanguaging utilizadas por los 

estudiantes en la escritura en inglés así como describir las identidades emergentes de los 

estudiantes en el uso de translaguaging en los escritos en inglés. 

 

Ser participante en este estudio requiere realizar las siguientes actividades (durante las 

horas de clase): hacer tres composiciones escritas en inglés, una entrevista corta en español 

y ser parte de tres observaciones de clase. Todos los datos recolectados así como su 

identidad serán anónimos y confidenciales. 

 

La participación en este estudio es totalmente voluntaria, por lo que si desea retirarse del 

proyecto en cualquier momento, podrá hacerlo sin que esto genere algún perjuicio para 

usted. 
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Si tiene alguna duda, se puede comunicar con Lilia Fernanda Rocha Pinto al correo 

lf.rocha10@uniandes.edu.co o con las asesoras de tesis Anne-Marie Truscott de Mejía, 

atruscot@uniandes.edu.co  y Paula Bibiana García, pb.garcia@uniandes.edu.co. 

 

 

Acepto participar voluntariamente en esta investigación conducida por Lilia Fernanda 

Rocha pinto, estudiante de la Maestría en Educación del Centro de Investigación y 

Formación en Educación – CIFE, de la Universidad de los Andes. 

 

 

_____________________________________ 

 ______________________________ 

Nombre del Participante     Fecha  

 

 

 

   ________________________________________________ 

      Firma 

mailto:lf.rocha10@uniandes.edu.co
mailto:atruscot@uniandes.edu.co
mailto:pb.garcia@uniandes.edu.co

