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Chapter 1 Introduction

This study explores the potential of visualisation created by learners to support their conceptual
knowledgeand language learningin language classrooms. Given the context is situated in English
language learning classrooms in China, the development of English language education in
international and national contexts (i.e., China) will be addressed first in this chapter. And in so
doing will consider current thinking and contextual variables including cultures, pedagogies, and
policies in terms of the quest for developing pluriliterate citizens (Coyle et al., 2018; Bower &

Cross, 2019) and realising a global culture of lifelong learning —

“A vision of lifelong learning needs to be framed within a broader understanding of the
future...this collective vision was organized around the idea of a culture of lifelong learning,
one that shapes how learning and knowledge production are understood and take place. The
vision focuses simultaneously on the learner (motivation, abilities, and ways of learning) and
on the social dimensions of learning (learning as a collective endeavour, strengthening a
sense of community)” (United Nations Educational, Scientific and Cultural Organisation

[UNESCO], 2020, p. 12).

Aligning with such global goals, supporting younger learners to take agentic roles to direct and
sustain their own learning, through promoting their confidence, motivation, and engagement in
school and beyond is one of the drivers of conducting this study. Moreover, the researcher’s
personal experience as an English language learner, teacher, and developing researcher also
drove the emergence of exploring learning through learners’ visuals, thereby working towards
identifying and potentially finding ways of addressing existing gaps in the Chinese education
system (this will be discussed further in 1.4). This interdisciplinary study from a broader sense
draws on the fields of art (i.e., visual creation), education (language learning), and applied
linguistics, which may crucially open dialogue about the potential of adopting and adapting

interdisciplinary visual strategies for scaffolding other language learning in wider contexts.

1.1  The International Positioning of English

It is well documented that English as a lingua franca (Kirkpatrick, 2020; Schreier et al., 2020;

EurydiceReport,2006) has beenincreasingly adopted by speakers of other languages for meeting
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their future needs in a rapidly moving and internationalised world. This in turn provides a
valuable contribution to the global Millennium goals including enabling all learners to access
equitable, quality education (United Nations General Assembly, 2000; UNESCO, 2000). Through
this lens, English can be seen not only as a linguistic medium of education rapidly expanding
during the last two decades in both Anglophone and other countries (Holliday, 1994) but is
globally accepted as linguistic capital (e.g., Sung-Yul Park & Wee, 2012). This sociolinguistic term
coined by Pierre Bourdieu has been used to describe multiple linguistic skills and sources
accumulated over learners’ lifetimes with values associated with different cultural, educational,
economic, and social purposes (Nyatuka, 2021; Farrelly & Fakhrutdinova, 2020). From this
perspective, English as a linguistic strength or asset plays an important role in mediating
interactions and relations at individual, institutional, governmental, and international levels, for
example, enhancing individuals’ life-long learning, supporting the economy in terms of business

and employment opportunities as well as societal shifts in travel and migration.

With the growing trends of current global communication and the movement of people, the
perceived future needs tobe underpinned by developingliteracy and proficiency inthe dominant
language of the migratory country or the world are increasing. English, therefore, is associated
with learners with multilingual or bilingual identities. Attention to cultivating multilingual and
multicultural citizens not only for social communication but also for developing academic
language proficiency for further study or employment in the increasingly changing global
marketplace has led to the promotion of language education through bilingual programmes
across compulsory education (Graz Group et al., 2013; Garcia, 2014; Cummins, 2000; 2008). In
this sense, students engaging in bilingual programmes are expected to learn more languages in
addition to their first languages which widens the potential for living, studying, or building a

career in a global landscape.

Moreover, as Lasagabaster and Sierra (2010) point out the aims of bilingual programmes offer
migrant learners not only opportunities to enhance their language competence but also to avoid
exclusion and foster their engagement in multilingual local communities. Indeed, students from

Asiawith firstlanguages including Chinese, Korean, or Japanese who migrateto English-dominant
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regions (e.g., Britain, Australasia, and North America) can benefit linguistically from experiencing
bilingual classes for adapting to the local life and involvement in communities including schools,
neighbourhoods, and online social platforms. In a similar vein, students from Europe or America
studying or working in Asia have led to increasing bilingual classes in Asian countries including
India (Anuradha & Viswanath, 2019), Korea (Lee, 2020), Japan (Tsuchiya, 2019), and other south

Asian regions (e.g., Tsang, 2020; Yang, 2015).

Owing to sociocultural changes of globalisation, English as a world language has been the most
widely implemented language in bilingual education across Europe from the 1990s onwards
alongside the rest of the world (Baratta, 2019; Graddol, 2006). As the paramount importance of
English in bilingual education becomes broadly recognised and valued on a global scale,
educators and researchers have been exploring the potential and developing the principles and
practices of integrating subject or content learning with language learning (Dalton-Puffer, 2011).
Increasing researchers in the field provide evidence to suggest that traditional approaches (e.g.,
didactic, grammatical, or exam-oriented) to both language and subject teaching and learning are
insufficient to equip learners with the necessary skills and knowledge fitting for near-future

employment and well-being (e.g., Coyle & Chopey-Paquet, 2020; Dale, 2020; Nikula et al., 2016).

Over the decades, this has led to a wide range of different models and pedagogic approaches
that bilingual education encompasses. According to Garcia (2009), bilingualism is not about
maintainingtwo languages or subtracting learners’ first languages, instead, it is a plural “involving
a much more dynamic cycle where language practices are multiple and ever adjusting to the
multilingual, multimodal terrain of the communicative act” (p. 53). One particular bilingual
learning model reflecting this dynamic concept of bilingualism is known as content and language
integrated learning, which has exponentially expanded globally over the last three decades in
response to the linguistic complexity, societal changes, and reforms of the 21 century. This
model will be further discussed in detail in chapter two. Having introduced generally the
positioning of English on the world stage, the next section will explore specific developments of

English as an additional language in China.
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1.2 Overview of English Language Developments in China

1.2.1 FromChinese Historical Perspectives
Situated in the Chinese context, it is necessary to succinctly contextualise how English learning
has evolved over history under different political, economic, and cultural developments in China
influenced by international trends and domestic priorities. The initial contact with the English
language was established for international trade in 1637. It wasn’t until the late 18" century of
the Chinese imperial era that English language teaching (ELT) was initiated in China’s last dynasty
—‘Qing’ (established from 1644 to 1911). It was introduced by western missionaries and Chinese
reformers through private missionary schools and government translator schools (Bolton &
Graddol,2012; Yang,2000). Thefounding of a government interpreters’ college - ‘Tongwen guan’
in Beijing in 1862 marked China’s own initiative in English language teaching in addition to
missionary schools, which offered a range of courses including English and other scientific
subjects, for example, physics, chemistry, anatomy, geology, and mineralogy (Adamson, 2002;

Lam, 2002).

However, after the overthrow of the Qing government in 1911, the role of English became a
controversial subject in the Republican era due to political and ideological uncertainty. For
example, by 1927, the political climate turned against missionary schools that were considered
manifestations of imperialism for westernising local Chinese people. Instead, English language
teaching in government-funded schools was advocated (Ross, 1993). From an ideological
perspective, social and philosophical theories were introduced to China by western educators
and philosophers during the early nineteenth century. For example, John Dewey’s (1973b)
democratic theory advocated child-centredness in education and emphasised language as core
to children’s personal and intellectual development. This theory influenced the teaching
objectives and teaching resources in China that placed English as one of the core subjects in
secondary school at that time. Meanwhile, most English textbooks had no Chinese explanations
and scientific subjects were taught in the medium of English by the missionaries (Fu, 1986). This
marked the initial trial of integrating other languages with subject-area knowledge learning in

mainland China.
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With the introduction of Marxism during the late nineteenth century as the China Communist
Party (CCP) took power from the Nationalist Party in 1949 with assistance from the Union of
Soviet Socialist Republics (USSR) (Adamson, 2004), the use of English was brought into question.
Most English-speaking countries refused to recognise the CCP government and English was
replaced by Russian as the mainforeign language for bilingual educationin Chinese schools (ibid.).
However, with the need for industrial and diplomaticexpansioninthelate 1950s, theimportance
of learning English increased after political struggles nationwide and worldwide involving Anti-
Rightist moves, the Cultural Revolution in China, and the Sino-Soviet split (i.e., the conflict
between the CCP government and the Soviet Union) (ibid.). It is against such a political and social
climatethat English officially became one of the formal subjects for the national college entrance
exam in 1962 and was subsequently considered a compulsory subject in formal schooling at all
levels (i.e., primary, secondary, and tertiary schools) in 1978. This change also conformed to the
first unified national syllabus for primary and secondary school English language teaching (ELT)
in China promulgated by the Chinese Ministry of Education (MOE) in 1978 (Hu, 2005). Since the
1980s, English language teaching and learning has received support from the government and
citizens for the purpose of commercial and social reconstruction to facilitate the modernisation

of China and promote personal enhancement of becoming government officials (Fu, 1986).

1.2.2 The Shift of Focus on English Language Learning in China
From the later stages of the 20" century, English learning in the school curricula has shifted the
focus from political ideologies to economic development and international knowledge and
technology transfer. For example, the first unified national syllabus for English language teaching
(ELT) at primary and secondary levels specified the curriculum content, requirements, and
pedagogies for developing students’ skills for reading and independent learning (Hu, 2005). it
focused on building English literacy through extensive reading in order to practice and master
the rules of translation, word formation, and phonology. The components of the curriculum
included conversations, English stories, folk songs, vocabulary, and syntax that were instructed
through major pedagogical approaches. Such methods included direct instruction and lecture-
based learning involving the adoption of worksheets, drills, and practice, and some western

modules of teaching methods predominant in the 1970s and 80s, for example, the translation
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method that emphasises memorisation and translation of linguistic representations between
English and Chinese; and the audiolingual method that focuses on the grammatical structure of
sentences via listening and speaking activities including drills in dialogical sentence patterns, yet

which limits meaning-making and social interaction (Asher, 2012).

However, it must be emphasised that such curricula and the corresponding pedagogies for
English learning were still implemented under Chinese academic rationalism — an ideology or
orientation to curriculum that focuses on teacher expositions and didactic teaching (Morris and
Adamson, 2010). That is to place teachers as the centre of teaching and encourage students to
memorise textbook content through a structural and grammatical translation approach
(Adamson, 2004) conforming to the syllabi of the curriculum produced by MOE. With the impact
of globalisation and China’s drive to modernisation, increasing exposure to English relating to
cultures beyond schooling — for example, western-style fast-food restaurants, traffic signs,
western social media, movies, and TV series — have been permeating Chinese people’s
acknowledgment and acceptance of English as being part of their life and culture (Adamson,

2004).

In recent years, the scale of English language learners including adult learners in China is
increasingly not only driven by social, economic, and political reasons as discussed above but also
their personal motivation. For example, in order to enter and graduate from prestigious
universities, obtain better positions in overseas companies, and read and communicate
international academic papers and technical materials (Jin & Cortazzi, 2002). Moreover,
researchers reported that children learning languages at a very young age is important for their
academicachievement and intellectual and cognitive development (Tekin,2015; Sunetal., 2015;
Martin-Rhee & Bialystok, 2008). Therefore, the now contested notion that the crucial period for
children to learn a second or foreign language (e.g., English) is in the age range of three to six

years (Adzija & Sindik, 2014; Brumen, 2011) still holds.

This is reflected in the beliefs of Chinese parents who have high expectations for their children in
building English competence. They continuously investin English learning that will support their
children’s academic and career achievement (Zhou, 2019). For example, due to the Chinese
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education system where Englishis not set up as a mandatory subject in publickindergartens (Ran
& Lu, 2020), some parents choose to send their children to private, for-profit Chinese-English
bilingual or English immersion kindergartens, preschools or language training schools that adopt
English as the only medium of instruction (EMI). In addition, some children also receive family
education for enhancing their interest and English proficiency through learning daily English
words and songs and doing English homework while being supported and tutored by their

parents.

With intercultural and parental influences, many children in China gradually build up their
motivation and curiosity to learn English, which has led to the exploration of learner-centred,
interest-based pedagogical approaches by researchers, teaching practitioners, and policymakers.
For example, given that the status of English learning has shifted over time from the ‘Qing’
dynasty to the founding of the CCP government and onwards as shown in Diagram 1, its
curriculum and pedagogies have changed accordingly to the political, economic, and social
changes in China. However, although the contemporary English curriculum in China is still
strongly oriented toward linguisticformsin orderto meet the requirements of the national exam
as the main pathway for entering universities, gradually teaching and assessment practices are
moving away from academic rationalism (Leung & Ruan, 2012). Instead, they are becoming more
aligned with social and economic efficiency such as combining listening and speaking tests for
communicative competence rather than simply focusing on the grammatical aspect of English

(MOE, 2001).

As China develops and becomes more modernised and internationalised, this social and
economic efficiency calls for embracing and adapting pedagogies from other countries into the
Chinese context, responding to the Belt and Road initiative (BRI) announced by the Chinese
government in 2013 (Xi, 2017a, 2017b; OECD Business and Finance Outlook, 2018). This initiative
also known as the New Silk Road aims to strengthen economic development and interregional
collaboration between China, other countries in Asia and beyond, which is summarised by

President Xi:
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“China will actively promote international co-operation through the Belt and Road Initiative.

In doing so, we hope to achieve policy, infrastructure, trade, financial, and people-to-people
connectivity and thus build a new platform for international co-operation to create new

drivers of shared development” (Xi, 2017b, p. 61)

The BRI in terms of its educational implications and possibilities can be captured from Xi’s
emphasis on “people-to-people connectivity” (Xi, 2017b, p. 61) that involves education, cultural
and scientific exchanges (Peters & Zhu, 2021). From this perspective, developing educational
strategies and practices in China for all school level learners to engage in quality learning has to
establish linkages with global emergent pedagogies. Forinstance, adapting content and language
integrated learning (CLIL) for Chinese younger learners' English learning (e.g., Wei & Feng, 2015),
investigating Chinese-English bilingual education for science courses in tertiary institutions (Tong
& Shi, 2012), exploring English immersion in Chinese primary schools (e.g., Knell et al., 2007) and
the Montessori approach in Chinese kindergartens (e.g., Yao, 2006), have led to the immense
popularity of learning English in China today. The following diagram succinctly reviews how the

English language gained its popularity through its ups and downsin Chinese history.

English as a school English transitioned
Initial contact with subject from the late into China’s education English became a
English for the ‘Qing’ and the system after the Sino- compulsory subject of
establishment of trade Republican erain China Soviet split. schooling at all levels

The late 1800s: English English was replaced English officially Immerse popularity of
language teaching was by Russian for became a formal learning English in
initiated in ‘Qing’ schooling when CCP subject for the national China impacted by the
dynasty (1644-1911) government was college entrance exam Belt and Road initiative
founded. —‘Gaokao’ (BRI) and globalisation

Diagram 1: A timeline of English language developments in China
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1.3 The Study

Having discussed English in the international and Chinese contexts, this study is driven by three

key factors —

e theneedtoinvestigatetheimpact of emergent pedagogies on youngerlearners’ learning.

e personal experiences which have influenced the researcher’s thinking.

e identified gaps a) in current teaching practices in China that are inadequate to build
learners’ agentic mindset for learning and b) in researching how learner-created visuals

might support learning.

1.3.1 Integrating Current Pedagogic Thinking in Language Classrooms
Given the historical background of English learning in China, this study investigates the
application of alternative approaches to language learning that are in line with contemporary
shifts in pedagogic trends. Such developments go beyond the more traditional interpretation of
language teaching that focuses on the enhancement of linguistic systems (de Saussure, 1959;
Chomsky, 2009). As Llinares, Morton, and Whittaker (2012) suggest, repositioning languages as
fundamental tools for complex meaning-making processes in and beyond schooling that value
both the importance of language forms/structures and language meaning is necessary for
meeting current global and societal demands. Building on their perspectives, interpreting
language as both linguistic systems and social practice (e.g., Van Lier & Walqui, 2012; Garcia,
2014) may offer new thinking for language teaching practices. This stance on the nature of

language will be further discussed in chapter two.

Moreover, given the impact of globalisation, the study identifies the need to explore language
classroom practices that not only value the structures of languageor linguisticforms (e.g., syntax,
lexis, grammar) but also consider the multiculturaland multilingual changesin the classroom and
society. For example, as indicated by the ‘multilingual’ and ‘literacies turn’ (ACARA, 2012),
developing learners’ literacies across languages beyond generic or traditional literacy skills (e.g.,

reading, writing, speaking, listening) is of paramount importance, extending to digital or visual
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literacies (Bower et al., 2020; Dale, 2020). Such new thinking stresses the essential role of cultures
inherent in languages for classroom teaching and suggests the integration of content, language,
and literacies from varied cultural contexts. For instance, interpreting content and language
integrated learning (CLIL) within the Chinese context, and rethinking how this might impact
English language learning (Wei & Feng, 2015). Also, the researcher’s reading of CLIL and
experience of working in a CLIL school in China led to exploring its potential and value to the

Chinese educational system.

China perhaps is not as advanced in CLIL as some European countries (e.g., Martyn, 2018;
Tsagkari, 2019), so exploring its relevance with the Chinese context and more precisely,
facilitating a context-sensitive (Kumaravadivelu, 2001) approach is necessary. Therefore, this
study acknowledges current pedagogical thinking and practices and further explores
complementary approaches from the cultural context of China for language teaching. That is, to
encourage learners to make use of cultural tools for thematic content learning in language
classrooms, from which their linguistic literacies and other literacies skills develop by using or
creating cultural tools. The following section will further address the emergence of this study
from another driver — personal experiences of learning and teaching, which brought visuals as a

cultural tool into the research inquiry.

1.3.2 Personal Experiences
As a developing researcher, the inspiration that generated the focus of this study was based on
her academicand professional background. Theresearcher studied animation andillustration for
her Bachelor’s and Master’s degrees which developed her skills and artistic intuitive ways of
creating visuals as an illustrator. She gained clarity and insight into visual interpretation and
representations by appreciating the expressive and evocative power of images. During her
studies, she created a series of watercolour paintings to illustrate a horror story — ‘The Black Cat’
by American writer Edgar Allen Poe, using distinctive dark tones of colours, shapes, and lines to
convey the main character’s radical emotions within the atmosphere of the story (e.g., fear and
despair). This later inspired the thematic design of the pilot study for this research. Moreover,

she made illustrations to raise awareness of global issues, for example, wild fur animals’
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protection, by depicting and celebrating their peaceful wildlife and habitats. As Sava and
Nuutinen (2003) suggest, pictures can function as “illustrations of the text”, as well as “text as
illustrator of the pictures” (p. 532), forming a hybrid or ‘third space’ where visuals and words
meet making art both a process of inquiry and creating meaningful forms. From this perspective,
when these words and meaningful forms cross languages, the spaces they create have the

potential to enrich meaning-making.

Furthermore, based on the researcher’s language teaching experiences in China with English
language learners, visuals are commonly used by teachers to illustrate the challenging content,
as well as to support explanations of inherent concepts to the learners (da Rocha, 2016). Yet
visual practices initiated by learners to explain their learning remain limited. Moreover, given the
fact that the Chinese education system prioritises passing the national examination as the main
learning goal and means of receiving higher education, teacher-centred didactic teaching,
therefore, remains dominantin many English language classroomsin China (Leung & Ruan, 2012).
It has been argued that such a rote-learning approach may influence learners’ affect, emotion
(Vermunt, 1996; Panksepp, 2005), and motivation (Fuster, 2017), which in turn may negatively
influence learning progression involving cognitive, behavioural, and physiological changes (Tyng
et al., 2017). Instead, as Fuster (2017) espouses, learning that connects with learners’ daily life
and interests can encourage and support the development of their civic knowledge and digital
literacy, echoing 21%*-century education that calls for a range of competencies or pluriliteracies
from younger learners beyond core subject literacies, such as digital literacy, life skills, and

learning skills.

Based on the issues rooted in the Chinese education system, personal learning, and teaching
experiences, the researcher is inspired to link the fields of language learning and visualisation to
explore the complementary possibilities for effective learning. It is acknowledged that
visualisation is not a new idea; what differentiates the visual strategy in this project from
visualisationisthatit provides aspace for cognitiveand linguisticdevelopment by using learners’
own visuals and words to express their thinking together as a scaffolded endeavour for learning

and teaching. This study, therefore, investigates a visual-based approach that is learner-driven
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and explores the affective roles of such learner-created visuals in fostering their interests,
motivation, and confidence in learning. This may have a significant influence on generating
learners’ agentic roles in terms of their commitment to develop and adapt their acquired
knowledge and skills in other learning contexts independently, which aligns with the conduits to

deeper learning (Coyle et al., 2018).

1.4  Research Gaps and Value

Taking into account global and national changes and developments in English language learning

and personal experience and research, the existing research gaps can be identified as:

e current English language teaching in China impacted by its exam-oriented education
system is not sufficient to develop learner agency for in-depth lifelong learning.
e practicesand studies thatinvestigatelearner-created visuals for conceptual and language

development usingthelens of pluriliteracies development have been hitherto unexplored.

These gaps raise the importance of creating alternative ways of enhancing learner agency,
thematic content, and language learning in language classrooms. The researcher positions the
context of this study in English language classrooms in China not only for complementing the
traditional pedagogies of the Chinese education system but also for investigating how younger

learners within that system use visuals for supporting their own learning.

Therefore, in this study, it is proposed that integration of visual creation processes into language
education may offer learners ways of building on their own unique ways to understand, represent
experiences, and make meanings. This linkage involves not only an understanding of visualising
learning from learners’ perspectives but also the need for both teachers and learners to use
visuals as a tool to foster student-centred learning — a first step focussing on learner agency
ultimately leading towards learner and teacher autonomy (Benson & Lamb, 2021). Moreover, it
enables the researcher to observe and analyse the data needed to create an initial pedagogic
strategy — visual languaging (see Figure 39 in chapter 6), delineating the alignment of a

pluriliteracies model with visualisation. This strategy can be informed and developed in, with,
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and through an expansive research agenda, exploring the potential contribution of visual arts to

language or subject education in wider learning contexts.

1.5 Thesis Outline

This chapter draws attention to the background of English teaching and learning from the
international context to the Chinese environment, from which the relations between different
key concepts are introduced and evaluated: traditional English pedagogies in China; globally
recognised alternative approaches, for example, CLIL despite its limited implementation in South
East Asia and China in particular (Martyn, 2018); alongside the emergence of pluriliteracies
development responding to global demands and reforms. In sum, it thus far has brought to the

fore three areas that underpin this study:

1) building on, and distilling existing and alternative knowledge and understanding of language
teaching and learning (e.g., CLIL, visualisation, literacies, and pluriliteracies, which will be

explained in chapter two),

2) being context-sensitive (i.e., Chinese cultural ways of learning and teaching in classrooms

experienced as a language student and teacher),

3) addressing the gaps and feeding forward to broader educational contexts (e.g., other cultural
contexts or subject-focused classes) as a researcher with visuals as cultural tools for learning
created by learners themselves. These drivers have led to the exploration of visual approaches

to deeper learning of content, language, and literacies.

Chaptertwo continues to elaborate on such sources associated with the proposed visual strategy
to learning from a broader picture by conceptualising language as both linguistic and social
practice (Flores & Garcia, 2013; Juffermans, 2011; Blommaert, 2010) in and beyond language
classrooms. This involves a process of languaging (Maturana & Varela, 1998; Becker, 2000) which
can be scaffolded by Learning Conversations (Harri-Augstein & Thomas, 1991; Norris & Bullock,
2017) and visualisation (Gorg et al., 2007) in language classrooms. Moreover, the pedagogical
potential of translanguaging (Rajendram, 2021; Li, 2018) for supporting learners in languaging or

articulating their learning will be discussed. Whilst this concept remains contentious, it was
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spontaneously practised by the younger participants during the data collection. Furthermore,
within the same chapter, a pluriliteracies approach that synergises with the above concepts to
deepen learning will be unravelled as an ecological growth model with its evolution (from Figures
2 to 3 in chapter 2) for deeper learning (Coyle & Meyer, 2021; Coyle et al., 2018). This serves as

a core theoretical underpinning of this visual-based study.

With a review of the literature in the field, the emergent research questions in chapter three
explore the value of visuals as a heuristic tool for languaging, focusing on linguistic and
conceptual development (Meyer et al, 2015), mentoring (Nikula et al., 2016), and learner agency
(Blaschke & Hase, 2019), all of which have guided the research design of this study. This includes
the chosen methodologies, methods of data collection and analysis,and their alternatives, which
will be subsequently discussed in detail. Furthermore, based on the nature of this study, the

research timetableincluding the Pilot Study will be addressed followed by ethical considerations.

Chapter four focuses on presentingand analysingthe Pilot Study datain order to provideinsights
for designing the Main Study, for example, designing the online experimental thematic English
language lessons that interested the younger respondents, encouraging them to make drawings
for languaging. Chapter five continues to analyse the Main Study data with emerging themes and
categories (Elo & Kyngds, 2008). Chapter six further discusses the Main Study data with
considerations of related literature from chapter two to answer the research questions,
respectively. These three chapters not only feedback to the former chapters but also feed
forward to the final chapter — chapter seven. It concludes the potential of the visual strategy —
visual languaging, emphasises the implications of the Main Study findings for all stakeholders
(e.g., teachers, learners, researchers), limitations of this study (e.g., the researcher’s subjectivity,
samplesize, research methods), and recommendations for future research in other educational
contexts (e.g., modern languages or subjects teaching in different educational levels,
underpinned by pedagogies focusing on agency and ultimately promoting learner and teacher

autonomy).
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Chapter 2 Literature Review

This chapter justifies the emergence of a pedagogical visual strategy — visual languaging by
interweaving linguistic, pedagogical, and visual strands to review and discuss relevant theoretical
perspectives and pedagogical strategies for content and language teaching and learning under
the ecological shifts. Given the complex nature of this study, this chapter will be divided into two

parts.

Part | focuses on language and language learning in different contexts. It first addresses the
linguistic strand. That is the nature of language, which will be addressed through the lens of
language forms and language meaning to explore approaches for supporting learners to use
appropriatediscourses (Dalton-Puffer,2013) when communicating and languaging (Swain, 2006)
in different learning or social settings. This will be followed by the pedagogical and visual strands
discussed as the integration of Learning Conversations (Norris & Bullock, 2017), visualisation

(Causey, 2017), translanguaging (Rajendram, 2021).

Part Il focuses on ecologies for pluriliteracies learning and suggests the alignment of the visual-
based strategy with a pluriliteracies model (Coyle & Meyer 2021) for deeper learning to enrich
ways for supporting learners in developing conceptual and linguistic understanding, visual and
digital literacies, and progressively work towards becoming agentic learners. Part | will now be

discussed as follows.
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PART |

2.1 Positioning Language

2.1.1 Language Interpretation- From Linguistic Systems to Social Practice

The concept of language itself is complex, multi-perspectival, and open to wide interpretations.
Van Lier and Walqui (2012), for example, define language as “an inseparable part of all human
action, intimately connected to all other forms of action, physical, social and symbolic” (p. 152).
For Saussure (1959), language is a system of signs that combines the signifier (i.e., the sound
associated with orimage of something) and the signified (i.e., the idea or concept of the thing).
His ‘langue’ and ‘parole’ binary represent language as a ‘langue’ or structural system (i.e., the
abstract, systematic rules of a language that are independent of individuals’ actions with others)
and ‘parole’ or utterance (i.e., the spoken words and phrases used in actual situations by
individuals) (Stawarska, 2020). Moreover, for Chomsky (2009), ‘langue’ can be conceptualised as
competence (the knowledge of the structural properties of a language, e.g., grammatical
sentences) whilst ‘parole’ is distinguished as performance (transformation of the linguistic

competence in everyday speech) (Barman, 2014).

Their interpretations of language emphasise how language as a linguistic system and as social
practice are very different yet interrelated phenomena embedded in broad fields of study
including linguistics, applied linguistics, sociolinguistics, psycholinguistics, and sociocultural
theories. With the rise of post-structural sociolinguistics influenced by the globalisation of
contemporary society since the late 20™" century, language is increasingly conceptualised as
mobile resources or actions that are reappropriated by language users in an ongoing process of
interactive meaning-making within social, cultural, and historical contexts (Blommaert, 2010;
Flores & Garcia, 2013). Garcia (2014) summarises this position by referring to language as ‘action

and practice’ rooted in the context in which language is used and uttered.

Acknowledging the pluralism of epistemologies for language learning and language use across
decades (The New London Group, 1996; Cope & Kalantzis, 2009), in this study, languageis broadly

positioned within social practice. These involve processes of ‘languaging’ — a concept that
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captures the constant reconstruction of language shaped and created within social contexts as
people interact with the world linguistically (Maturana & Varela, 1998; Becker, 2000). This
concept will be further discussed from Swain’s (2006) perspective in section 2.2.1. In this sense,
language is seen as more than a system of semiotic resources (as in Saussure’s langue) or a
product located universally in the mind of the speaker (as in Chomsky’s universal grammar) but,
as Juffermans (2011) argues, language is turning towards “a sociolinguistic system that is
constructed and inhabited by people” (p.165), which reflects the positionality of language in this
study as social practice.

2.1.2 The Roles of Language in Content and Language Learning Classrooms

Language as social practice (i.e., from a sociocultural and sociolinguistic perspective) impacts the
design of teaching approaches in classrooms and emphasises the distinction between language
learning as a linguistic system (e.g., grammar) and language using (i.e., ways in which individual
learners use the language for social communication and learning communication) (Garcia, 2014).
These strands of language use resonate with Gee's (1999) and Cummins’ (2000; 2008) positioning
of the differences between basic interpersonal language and subject-specific academic
discourses. From this perspective, language is not only for daily communication but also for
building knowledge through every day and academic discourses, respectively. As learning
becomes increasingly subject-focused throughout schooling, the language of mathematics,
science, or history requires the use of academic discourses related to the disciplines (Llinares et
al., 2012). In language learning classes, content is often embedded in themes or topics (e.g.,
sustainability, lifestyles, cuisine, art) which have the potential to support the development of
academic discourses with increasing appropriateness under scaffolding. One conceptualisation
of language for subject and language learning, which goes beyond focusing on the linguistic
system only, is content and language integrated learning (CLIL). It involves not only learning
through an additional language but also expanding understanding of thematic, cultural, and

language content (Dale et al., 2018a), and school subjects (Coyle, 2018).

This nature of CLIL compared to some other approaches to bilingual education, for example,

content-based instruction or task-based learning, and English as the medium of instruction is
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open to debate and wide interpretation since CLIL is not practised consistently across national
boundaries (Brown & Bradford, 2014; Dalton-Puffer et al., 2014). For example, in content-based
instruction classes, teachers often pay more attention to content development whilst language
is regarded as a medium for learning the subject content (Baker & Wright, 2017; Cenoz, 2015).
English as the medium of instruction, on the other hand, tends to focus on the proficiency of the
target language in teaching and learning academic subjects and according to some reports (e.g.,
Macaro, 2018) may discourage the use of first or home languages. In contrast, since CLIL focuses
on boththecontentandthe vehicularlanguage (Englishand other modern languages) in principle,
it promotes both subject learning and language learning simultaneously (Bower et al., 2020;
Coyle & Meyer 2021). Such distinctions suggest that CLIL can be described as “a dual-focused
educational approach” (Coyle et al., 2010, p. 6) that fuses both subject content and languages
includingthelearners’ first language (L1), which can be naturalistically acquiredinajointlearning
practice of topic and language (Smit & Dafouz, 2012; Marsh, 2008). From a holistic perspective,
CLIL is preparing learners to acquire additional languages to support learning and more
importantly enabling them to learn how to “function across cultures and worlds, that is beyond

the cultural borders in which traditional schooling often operates” (Garcia, 2009, p. 6).

This signifies the roles of language in CLIL used by learners that are not only for making sense of
the curricular subjects but alsofor developing the use of languages as both a communication tool
and a learning tool for meaning-making (of ideas, information, and concepts). In a similar vein,
drawing uponVygotsky’s (1978) sociocultural theory that demonstrates thecritical role language
plays in mediating learner’s cognitive processes and increasingly gained popularity, a dialogic
view of language characterises the practices of using language to construct communicative and
linguistic meaning in dialogues within various contexts and with a range of interlocutors (Linell,
1998). From this perspective, attention to more holistic, sociolinguistic, and sociocultural
interpretations of language has gained importance in bringing together cognitive processes and
concepts of language practices (Lantolf, 2018). This resonates with Li’s (2011b) rendition of the
focus of languaging, which is on the speaker’s critical use of linguistic resources “to gain

knowledge, to makesense, toarticulate one’s thought and tocommunicateabout using language”
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in cognitively complex activities or tasks (p. 1224). Derived from these perspectives, in order to
use specific discourses related to theme-based language learning - either for interactive social
communication or learning communication - learners need opportunities to language their
understanding and learning of new things (e.g., conceptual knowledge), thereby enhancing

knowledge building beyond the study of language per se.

Therefore, CLIL in this study is fundamentally positioned under the ‘umbrella term’ of bilingual
education. It refers to using language(s) to learn other curriculum subjects which also include
topics or thematic content and reciprocally learning to use that or those language(s) through the
development of content (Coyle et al., 2010). Topics or thematic content are considered part of a
subject or the subject itself. That is, as learners construct knowledge of thematic content that is
associated with a subject, the roles of language (first or additional languages) in use are not only
about communicating but also about mediating meaning-making of the content with subject-
specific discourses. These processes can simultaneously provide learners with experiences of the
language system including linguistic forms (e.g., lexis, grammar, cultures, and literacies) (Llinares
etal., 2012). Such roles of language can be supported when learners use their own language and
communicative resources to talk through their understanding and thinking of their learning with
peers and teachers (Swain & Lapkin, 2011). This process of comprehensible output can be
mediated through social interactions to further scaffold target languages (e.g., the languages
needed to demonstrate understanding), content learning, and promote cognitive development
and affective engagement.
2.2 Linguistic Demands for Meaning-making

The phases of learners using the language needed to output their learning of the content are
characterised by Hood and Tobutt (2015) as the 3Ms cycle — meeting language, manipulating
language and making language my own. Building on their approach to language learning in
schools, the language learning encountered in this study will be related to new thematic content
in English language classrooms. With appropriate scaffolding, learners can manipulate the
language (i.e., practising, expanding, and increasingly being able to discuss the content using

appropriate language forms) through meaning-making tasks involving thinking and challenges to
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develop higher-order thinking, which generates new language and content that is the learners’
own. Whilst there are many pedagogic ways of scaffolding learning, this study focuses on two
ways of supporting learners to use the language in ways that are meaningful for learners
themselves (i.e., meaning-making), namely through languaging (Swain, 2006) and using cognitive

discourse functions (Dalton-Puffer, 2013).

2.2.1 Languaging Learning
In order to make transparent an individual learner’s understanding of both content meaning and
language forms, Swain (2006) advocates a pedagogic strategy — languaging — to facilitate such
cognitive processes of producing meaning. She further highlights the interdependence of
language, communication, and cognition in dialogic classrooms as “the process of meaning-
making and shaping knowledge and experience through language” (Swain, 2006, p. 97). This can
be interpreted as using language as the means to linguistically externalise cognitive processes
through verbalising or visualising (e.g., drawing, writing) the new content in learners’ own words
or symbols either to others (i.e., social communication) or to themselves (i.e., private speech).
Moreover, Swain (2006) suggests that languaging is fundamental for meaning-making as it
demonstrates how learners articulate and negotiate meanings during class communication and
how they language the objects of learning (i.e., language or subject learning). In this sense, the
processesinvolvedin languaging link thinking processes and languages used by thelearners, from
which their linguistic skills in social or academic communication can be developed and

understanding of complex concepts can be deepened.

Such thinking processes are realised in specific linguistic forms needed to express or
communicate the content. More precisely, languaging as a form of communication in classrooms
involves cognitive or thinking operations including defining, evaluating, and explaining things.
These processes underpin the educational objectives planned by the teachers regarding the
school or national curriculum or teaching agenda. It is worth mentioning that these cognitive
operations have specific linguistic realisations through which the conceptual knowledge is
elaborated. From this perspective, languaging integrates the content, the cognitive functions,

and their linguistic realisations (i.e., the language needed to express the content learning
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objectives) that can be taught to learners. Reciprocally, the cognitive functions direct learners’
languaging in a specific linguistic way that links to the content, thereby reinforcing learners’

content learning.

2.2.2 Cognitive Discourse Functions
This cognitive-related communication resonates with the construct of ‘Cognitive Discourse
Functions’ (CDFs) formulated by Dalton-Puffer (2013). Based on her research, CDFs are viewed
as “verbal routines that have arisen in answer to recurring demands while dealing with curricular
content, knowledge, and abstract thought” (Dalton-Puffer 2016, p. 29). In this sense, CDFs can
act as an essential bridge linking subject-specific learning objectives with linguistic
representations to express thinking. Additionally, she identified the key uses of CDFs with
academiclanguageinto seventypes of communicative processes labelled as reporting, describing,
classifying, explaining, defining, exploring, and evaluating (Dalton-Puffer, 2016). In this study, the
learners were encouraged to focus on three of the most contextually relevant language functions
describing, explaining, and evaluating to express their understanding of the content in

increasingly sophisticated ways (to be discussed in Chapters 5 and 6).

Morton (2020) further broadens the focus of CDFs for teaching and assessment in content and

language integrated learning (CLIL) and postulates that -

“CDFs form a link between cognition and language or thinking and speaking/writing. Assuch,
they are a bridge between content learning objectives, the specific types of communication
(literacies) associated with academic subjects, and the language used to express knowledge

and thinking (p. 8).”

Based on Morton’s (2020) stance, the centrality of CDFs for CLIL is to achieve a deeper integration
of content, language, and literacy. He emphasises literacy (further discussed in section 2.5.1) as
a key component in CLIL as it represents the way learners think and communicate the different
subject-specific content (ibid.). Such ways can be taught and guided by teachers focusing on the
form of key genres (i.e., text types, e.g., description, explanation, narrative, argument) specific
to subject/discipline-based learning tasks (ibid.). For example, when learners are asked to write

up an experiment report in science, they will need specific language features (e.g., grammar or
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sentence patterns) to produce a scientific report. While learners are being taught and scaffolded
in their language uses pertaining to the ‘reporting’ cognitive task, the learning objective of
practising and assessing their academic language performance, content, and literacy (e.g., the
report text type) can be achieved. Since CDFs provide teachers with more focused and clarified
learning intentions, learners’ language and subject literacy may be better supported in tasks

developed from such learning objectives (Coyle & Meyer 2021).

CDFs can be seen as the language used in cognitive tasks which develop specific discourses for
expressing the content knowledge within academic subjects. Such academic discourses are
derived from the medium of instruction itself. According to Putra and Tang (2016), the
effectiveness of the medium of instruction is usually manifested through learners increasing
ability to use specialised academic discourses in practices (e.g., reading, investigating, speaking,
writing) to navigate, learn, and form complex content knowledge appropriate to a particular
subject or discipline, thereby nurturing their disciplinary literacy. In this sense, CDFs are key to
academic performance (inextricably linked to teaching and learning) not only for their close
relationship with expressing thinking related to subject-specific content viaappropriatelanguage
features but also because they consider the medium of instruction as the main learning tool in
the classroom. Based on this positioning, teachers need to develop and teach the linguistic forms
needed to express and communicate the content in a way that is acceptable, approachable, and
comprehensible for learners. Therefore, a fundamental factor in language learning is the
construction of meaning by using cognitive discourse functions in increasingly complex ways
through language or subject-related tasks which guide learners to elaborate their learning (Coyle

& Meyer, 2021).

In sum, CDFs operate at the interface between thinking, concept formation, and communication
by providing linguistic evidence of individual learners’ thinking as they language their
understanding. This allows both teachers and learners to reflect on their teaching and learning.
Simply put, CDFs linkand enhance concept and language learning by making thinking transparent
via audible languaging, affording evidence for teachers to adapt their scaffolding emphases or

strategies to meet individual learners’ needs — such as providing learners with specific linguistic
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forms necessary for communication with others about their understanding of the content (e.g.,

subject-specific concepts, facts).

By drawing on the above review and rethinking of language, languaging, and cognitive discourse
functions for communicating meaning with appropriate linguistic forms, the following diagram
emerged to visualise the dynamic synergies of these theoretical concepts (Diagram 2). More
specifically, it represents how the elements of language meaning and language form can be
integrated when learners use theirownlanguage to articulatetheir thinking processes. This leads
to the discussion of how to supportlearners’ languaging by adopting Learning Conversations and

visualisation, forming the integration of pedagogical and visual strands emphasised in this study.

Languaging

Language
> meaning

Language

PIEY ey sesessens
form Cognitive

discourse
functions

Visual
scaffolding

Verbal
scaffolding

Learning Visualisation
Conversations

(L1+12)

Diagram 2. Language and languaging
2.3 Scaffolding Languaging
2.3.1 Learning Conversations as Formative Feedback

If learners are to use their language for learning as well as learning to use language, then they

need to have opportunities to language their understanding at given points to demonstrate the
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depth of their understanding and provide teachers, peers, and self with ways of monitoring
progression in learning. As already discussed, to do this, they need linguistic tools including
explicit awareness of discourses (i.e., CDFs). Such linguistic tools can be provided and scaffolded
by their teachers or peers reflecting the sociocultural perspective that knowledge can be
acquired and internalised interpersonally (Vygotsky, 1978; Mutch, 2005). Learners need to be
linguistically scaffolded or supported by ‘knowledgeable others’ (e.g., teachers and/or peers) in
language learning contexts to increasingly use more nuanced and appropriate language for
languaging learning (Garcia, 2009, Swain & Lapkin, 2011). This can be facilitated by collaborative
dialogues (Swain & Watanabe, 2013) or dialogic (Alexander, 2017a), explanatory, cumulative,
disputational talks (Mercer, 2008) among teachers and peers acting as a source to produce,
question, refine, and correct language use. For example, teachers can engage learners in using
their linguistic resources through classroom conversations that focus on learners being made
aware of and supported in using specific language functions needed to construct meaning
according to the cognitive demands of learning tasks (e.g., expressing positive and negative

perspectives or cause and effect in topic-based discussions).

This dialogic scaffolding resonates with the notion of ‘Learning Conversations’ that use
explorative, empathic, collaborative discussions with respectful listening, shared between
interlocutorsincluding learners and teachersin classrooms (e.g., Harri-Augstein & Thomas, 1991,
Norris & Bullock, 2017). Therefore, Learning Conversations are underpinned by principles of
active learning and acute observationin positive and supportive learning climates. Drawing upon
their seminal stances, Learning Conversations are socially positioned in what Street (1984)
regards as a shared thinking space where teachers and learners work together in cognitively
challenging ways to solve a problem, evaluate an activity, and clarify a concept with both parties
contributing (Siraj-Blatchford et al., 2003). By observing and/or participating in Learning
Conversations, teachers can define learners’ needs and adapt dialogicstrategies. For instance, by
encouraging collaborative working and promoting more flexibility to probe questions (Boyd,
2014), thereby sustaining learners’ creative thinking demonstrated through languaging their

learning.
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Such teacher and peer conversations for learning can serve as a dialogic approach to formative
feedback. This involves strategies generated by teachers to encourage learners to constantly
reflect on their learning whilst continuously supporting them, for example, via both written and
spoken forms (Shute, 2008). It can be envisaged that when teachers purposefully guide Learning
Conversations to emphasise learners’ language use of cognitive discourse functions (CDFs) to
scaffold their languaging of conceptual understanding, the ongoing focused and explicit teacher
feedback on language or content can be naturally embedded in the conversations without direct
correction. During the Learning Conversations, teachers can also scaffold learners by encouraging
learners to reflect on their learning by describing what they learned or understood whilst
appropriate their language use of CDFs. This may trigger learners to rethink and consider what
else needs to be done to improve either their linguistic or conceptual knowledge. For example,
when learners are asked to explain a cause or define terminology, their language of explanation
or definition can be regarded as evidence of their understanding, in which relevant language and
literacy are needed for languaging the content. This resonates with Morton’s (2020) perspective
of CDFs that link language, content, and literacy (subject-specific ways of communication). Based
on what teachers have observed from such evidence, they can provide formative feedback on
learners’ linguisticforms or conceptual understanding and make decisions on revising scaffolding

strategies to promote learning (Black & Wiliam, 2009).

According to Black and Wiliam (2009), when formative feedback is mediated by Learning
Conversations, learners and teachers can jointly discuss, negotiate, and assess the results of
conceptually challenging tasks. Such feedback not only comprises ongoing guidance from the
teachers but also involves learners in directing their own learning. It is argued that if learners
collaboratively interact with teachers in such a dialogic way, they may realise what they could
have done better (Alexander, 2017a; Swain & Watanabe, 2013). For example, self-correcting
their linguistic form (e.g., spelling or grammatical errors) or clarifying conceptual uncertainties

by posing questions toteachers or peers, thereby facilitating future learning and class discussions.

Moreover, the potential of Learning Conversations may support teachers in carefully guiding

learners to identify problems that were overlooked or too difficult for them to solve
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independently. These problems could be misinterpretations of content captured from learners’
languaging at sentence level with specific language functions. In this case, teachers can point out
the key components of their utterances that are linguistically or conceptually inappropriatein a
cognitively comprehensible and conversational way, so learners can receive explicit feedback

that they need to build knowledge and confidence in learning (Juwah et al., 2004).

Therefore, one of the tenets of this thesis is that interactive episodes focusing on encouraging
and scaffolding learners’ language use of cognitive discourse functions for languaging can be
facilitated by Learning Conversations. During such conversations, learners may increase their
awareness of critical and reflective analysis of their own learning by doing conceptual- or

language-related tasks and foster their capabilities needed for becoming self-regulated learners.

Learning Conversations between teachers and learners can be regarded as a form of social
communication, which suggests language as the embodiment of social practice is essential for
scaffolding learning and supporting meaning-making. This also reflects Garcia’s (2014)

interpretation of language as rooted in the ‘action and practice’ in section 2.2.1.

Nevertheless, it is worth noting that scaffolding through Learning Conversations may become
more complex when learners are learning in a context where more than one language is needed
(e.g., in bilingual or multilingual classrooms). For example, some of the L1 learners may not have
the level in the language used as the medium (e.g., L2) necessary for languaging understanding
during Learning Conversations. This concern is also addressed in studies exploring and revising
the strategies that learners use for learning and using second languages (Macaro, 2021, Cohen &
Macaro, 2007; Lee & Oxford, 2008; Oxford, 1989). Based on their perspectives, one element of
scaffoldinginsecond languages classroomsistoenablelearnersto develop and deploy strategies
(e.g., metacognitive, social, affective strategies) that help them learn and use the additional
target languages, as in learning English as a second or foreign language (Cohen & Macaro, 2007;
Lee & Oxford, 2008). Such strategies brought by learners for language learning and/or language
use can be described as ‘language learner strategies’ (LLS) (Macaro, 2021; 2006), which are
interrelated with learner motivation, identity, and autonomy in the process of language learning
(Murray, Gao & Lamb, 2011).
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The extent to which learners effectively use the strategies not only varies based on individual
learner differences, and their prior knowledge of content and language, but is also affected by
appropriate instruction or training (Oxford, 1989; Macaro, 2006). Macaro’s studies (2006) found
that instructing learners on how to develop communicative strategies can improve their oral
interaction, and adopting interventions may enhance their vocabulary acquisition, reading, and
listening skills in the target languages. The pedagogies for eliciting learners’ strategic behaviours
and subsequently influencing their potential for promoting successful learning appear to be
effective despite criticisms regarding its lack of theoretical rigor (ibid.). Macaro (2006) suggests

such theoretical limitations can be resolved through time and metacognition-focused elicitation:

“the methodology for eliciting learner strategy use, although imperfect, is at an acceptable
level of validity and reliability...if it is carried out over lengthy periods of time and if it includes

a focus on metacognition” (p. 321).

This implies that eliciting learners should not only guide them to use strategies for additional
language learning but also support them to be knowingly and explicitly aware of their thinking in
the process of using such strategies. In a similar vein, Lamb purports an approach — ‘flexible
learning’ to develop such metacognitive awareness, featuring learner-centred practices, such as
learners determining their own objectives and methods to attain their goals as well as self-
monitoring and self-evaluating their own learning (Benson & Lamb, 2021). By encouraging
learner motivation and attainment whilst meeting their diverse learning needs, aptitudes, and
interests impacted by their multilingual and multicultural backgrounds, such flexible, learner-

directed practices can ultimately foster learner autonomy for enhancing learning (ibid.).

Building on research and practices into learner strategies, the researcher proposes visualisation
as a learner strategy for scaffolding English language learning as it can provide tangible evidence
that represents learner conceptual understanding and learners can be aware of their thinking in
the process of making visuals. This is crucial especially when learners’ linguistic level in English as
L2 is low, which makes describing or explaining their thinking with peers and teachers challenging.
Through visualisation, learners can complement their linguistic deficiency when languaging their

understanding via English and communicating their thinking with teachers and peers during
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Learning Conversations. Moreover, learner-created visuals can act as a catalyst that triggers
further discussion and providesinsights into more focused and personalised teacher mentoring.

This study thus far focuses on scaffolding learner languaging that uses cognitive discourse

functions in two specific processes:

e Learning Conversations building on the perspective of language as social
practice.
e Visualisation in contexts in which a language other than the learners' first

language is used as the medium of instruction.

The latter process will now be discussed in detail.

2.3.2 Visualisation
Visualisation is often adopted to record, analyse collected data, and transform information into
a visual form (Morris et al., 2003; Ingold, 2011; Taussig, 2011; Causey, 2017). It is considered
fundamental to meaning-making ranging from simple maps and schematic diagrams to
computer-generated 2D and 3D forms to convey information to the users (Gorg et al., 2007). In
classrooms, visualisation can be used by teachers as a scaffolding tool to support learners in
comprehendingand building knowledge, especially regarding more abstract conceptsand solving
related problems across all areas of the curriculum (e.g., Ben-Ari et al., 2002; Torley, 2014; Herga
et al., 2014). Furthermore, teachers can guide and encourage learners to use or make visuals in
different learning activities to gain evidence-based reflection on learners’ understanding of the
problem and to help them find a solution (e.g., Schwamborn et al., 2011; Chun et al., 2015). Such
visual evidence can support teachers to provide ongoing formative feedback and complement

learners’ verbal languaging facilitated in Learning Conversations.

This is the reason the researcher suggests the combination of visualisation and Learning
Conversation as scaffolds for supporting learners languaging as it takes account of multimodal
evidence that may create greater potential for teachers and learners to identify and reflect on
their teaching and learning effectively. This might include ways of approaching, orienting, and

evaluating what teachers have designed, instructed, or mentored and what learners have
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understood, clarified, or learned. Therefore, this process of reflection as supported by visual and
verbal evidence may act as a heuristictool for accelerating learning constructed by both teachers

and learners in classrooms.

Studies on using visuals for language and subject learning including English as a foreign language
(daRocha, 2016), cognitive science (Scheiteret al., 2017; Forbus & Ainsworth,2017), engineering
(Alias et al., 2002), biology (Sheredos & Bechtel, 2017), chemistry (Cooper et al., 2017; Ryan &
Stieff, 2019), all provide an increasingly robust foundation upon which pedagogic practices are
based. This raises attention to the potential of learners in designing and creating visuals for
supporting their own learning. According to Ainsworth et al. (2011), sketching or drawing made
by learners to represent scientific phenomena, for example, evaporation, photosynthesising can
not only provide visible evidence to facilitate learners’ communication and reflection on their
learning but also support teachers to observe individual learners’ thinking, understanding and

make adaptations to their teaching strategies.

The visuals themselves can be considered as a hybrid form with constituent parts including
drawing, writing, and notations, either on paper or on the screen. These illustrative marks can be
used in conjunction with multiple interactions around visualisation, involving annotating,
reflecting, and talking. In other words, visualisations can be used alongside other modes to
develop and demonstrate understanding. This integration for meaning-making resonates with
the multimodality theory (Kress, 2009; Tang et al., 2014) that advocates a combination of words,
visual, audio, spatial, and gestural modes to enrich, modify, and enliven meaning. Such
purposefully constructed visualisation provides a shared artefact or evidence that can be visually
examined, annotated, or discussed by learners and teachers, providing a means of grounding
communication, reinterpreting thinking, and generatinginsightsforlearning (Siemonetal., 2017;
Brewer et al., 2000; Grave 1994). Their studies confirm ways in which concepts, cognition, and
communication are involved in visualisation (e.g., sketching, drawing, painting, 2D/3D images,
etc.) across a range of domains or disciplines through using different multimodal resources or

texts.
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Though texts are traditionally interpreted as textual genres corresponding to thematic or subject
content, such as stories, topic-based essays, laboratory or experiments reports, it is essential to
clarify that texts in this study are conceptualisedin the widest senseincluding written, oral, visual,
digital, and kinaesthetic modes for communication, aiming to develop learners’ textual fluency
with a focus on the visual text. This aligns with Coyle and Meyer’s (2021) position of textual
fluency — “the ability to critically evaluateand produce a wide variety of plurimodal texts and text
types” (p. 163). Texts from this perspective encompass five semiotic modes: “spoken language,
written language, visual, audio, gestural and spatial” (ibid., p. 170). Building on this definition of
textual fluency, guiding learners to express their thinking and understand how meanings are
holistically produced through individual text or integration of texts is increasingly important for
deepening and developing their conceptual understanding and fluency in strategically using

multimodal texts for learning (Siefkes, 2015).

This study is built on the premise that the integration of visual text with verbal, written, and
digital texts for enhancing language use and language learning provides a means for
experimenting with ‘alternative’ approaches appropriate for the Chinese context. This
integration was experimented with by encouraging learners to create visuals (which may contain
written notes) and verbally languaging with their visuals for demonstrating conceptual
understanding whilst being dialogically scaffolded by teachers and peers via Learning

Conversations in an online learning environment.

Language use from the lenses of systemic functional linguistics (Halliday, 1975) and sociocultural
theory (Vygotsky, 1978) is interpreted as the expression of meaning made and developed
through interactions in social settings. In the same vein, language learning occurs when learners
understand how meanings are created by using and interacting in that language with others
(Mickan, 2013; Halbach, 2020). Therefore, language use in this study is the languaging activity
that encompasses dynamic ways that individual learners engage as they articulate their visuals
with the target language and language functions needed for meaning-making. As learners
experienced and acquired various personal lived-through life episodes, skills, and knowledge,

their ways or extent of using the target language for languaging may subsequently differ. This
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raises the importance of scaffolding to sustain their languaging, which can be learners’ visuals
and teachers’ dialogic support via Learning Conversations as previously mentioned. From this
perspective, language learning not only amounts to learning how meaningis made by using that

language but also to scaffolding language use towards increasingly appropriate discourses.

Drawing on the arguments of multimodal evidence for learning, the researcher was keen to
investigate the joint potential of visual, spoken, and written resources in supporting learners to
make meaning and gradually build an increasing capacity in using or creating different resources
or texts when their linguistic level is not sufficient for putting their thinking into words in L2. In
this sense, the broader concept of textual fluency in this study is conceptualised through the
visual lens to explore how the fluency of visual text can act as an alternative way to scaffold
languaging for enhancing learning. This positioning investigates how visual text can represent
learners’ thinking or act as the catalyst for articulating their conceptual understanding. This

hypothesis of visual fluency in this study can be explored through:

1) learners creating visuals to represent their understanding of thematic English
content,

2) learners articulating their thinking or conceptual understanding with their
visuals,

3) teachers supporting learners in the process of visualisation and languaging via

Learning Conversations.

In sum, this study uses visuals in learning contexts where more than one language is being used
and the language of instruction is both the object of learning and the medium. In contexts where
learners don’t have appropriate linguistic forms to articulate their understanding of concepts,
this research investigates the effects of learners’ visuals as a scaffold for meaning-making and
communication withteachers and peers in Learning Conversations. Moreover, it aims to find out
whether learners’ conceptual or linguistic learning can be enhanced and deepened when they
elaborate and communicate their thinking through increasingly nuanced and appropriated use

of language and language functions whilst being supported by teachers. Having made explicit
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visualisation as a scaffolding tool for learning, the next section explores its theoretical links with

languaging in additional language classrooms where the language itself is a focus of learning.

2.3.3 Visual Languaging in Additional Language Classrooms

Asstated previously, learners’ thinking during learningis not directly observable for both learners
and teachers to assess or reflect on. Language, or more precisely, languaging as the
externalisation of cognitive operations, is considered accessible evidence of learning (Mohan et
al., 2010). Inother words, languagingrealises learners' thinking processes through demonstrating
and communicatingtheir understanding of the specificcontent within social and cultural settings
(e.g., in or out of school). However, in language learning contexts, learners may not have the
linguistic tools to express their understanding via a second or third language. In this sense, as has
already been suggested in first language classrooms, scaffolded learning that encourages

learners to articulate their thinking in increasingly abstract and sophisticated ways needs specific

attention when using additional languages.

Accordingto Coyle et al. (2010), “whenlearners are encouraged to articulatetheir understanding,
then a deeper level of learning takes place” (p. 37). She argues that in second or other language
learning contexts, exploring effective ways to scaffold and develop learners’ abilities to
communicate thinking through which conceptual knowledge is constructed, plays a key role in
successful learning. Such abilities involve not only the appropriateness of language use
specifically related to the subject or thematic discourses but also the strategic adoption of other
communication means for making meaning of the content. In this study, visual is regarded as a
communication means or medium to complement learners’ existing linguistic competence for
languaging especially at moments when their second or other language capabilities are not

compatible with their level of cognition to sufficiently express their conceptual understanding.

As such, visualisation is proposed as a mechanism that not only stores conceptual understanding
but also ‘transforms’ thinking into a visual form to offset learners’ lack of verbal resources for
languaging and class communication. As emphasised by Bobek and Tversky (2016), visualisation
as a pedagogic strategy can enhance engagement and complement the language forms of
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languaging, thereby improving learning. In this sense, if learners are encouraged to use or create
visuals in the style they prefer (e.g., drawings, doodles, sketches, and photographs) to
complement their use of second or other languages for representing and communicating their
thinking, their engagement in learning may be enhanced. Moreover, if they articulate their
understanding with their own visuals and first languages while being linguistically and
conceptually supported by teachers, they may not feel as self-conscious or pressurised as in
scenarios where they can only use the second or other languages for learning and class
communication. For example, if they were expected to use the correct linguistic forms in
monolingual immersed classes, they may become afraid of making mistakes, which may

discourage their agentic roles in learning including class engagement, learning motivation, and

confidence (Ulbig, 2010).

Having laid out these hypotheses by drawing on studies advocating visual scaffolding for learning
(e.g., Park, 2022; Lestari & Misdi, 2018), it is worth exploring visualisation from the learners’
perspective of languaging and teachers’ mentoring in classrooms where a second language (L2)
isconsidered as the learning object and a language medium for conceptual and linguisticlearning.
The arguments presented position visualisation as potentially scaffolding learners to express
thinking and understanding of abstract content (e.g.,, Matusiak et al., 2019) whilst
complementing languaging in terms of speaking or writing in the target second language. Such a
combination of visuals and languaging for externalising and communicating learning is referred
to as visual languaging in this study. Thus, visualisation can be considered as tangible support
for learners to enhance their cognitive processes. That is, it provides learners with an alternative
means to express what they are in the process of understanding and suggests the next directional
move using non-linguistic multimodal texts (digital, written resources). Moreover, the visuals
may not only support languaging conceptual understanding but also provide evidence for
mentoring, thereby triggering more meaningful discussions as scaffolded by teachers with
adapted strategies during Learning Conversations for enhancing understanding and extending

learning.
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Diagram 3. Visualisation and Learning Conversation for languaging and mentoring learning

This study investigates how visualisation complements verbal languaging to enrich the language
needed including specific cognitive discourse functions required for task-related classroom
communication. As depicted in diagram 3, visualisation provides teachers visual evidence to

ascertain learners’ thinking and needs, which via Learning Conversations scaffolds learners’

languaging in comprehensible dialogic ways. This is crucial especially when learners
conceptualise the content through languaging in additional languages but lack the linguistic
capacity to articulate with fluency or appropriacy. In this way, visual languaging provides
opportunities for teachers and learners to generate an understanding of why developing such a
multimodal repertoire is necessary for effective knowledge building across cultures, languages,
and disciplines (Lantolf, Poehner, and Swain, 2018). In this study, such a strategy that describes
the role of visuals and languaging in supporting younger learners’ English language learning has
two emphases — to encourage learners to visualise conceptual understanding that they are
unable to express in words and to trigger explanation and discussion — all of which have

implications for the pedagogic strand of language learning and language use.
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2.4  Translanguaging

Given that languaging learning through the medium of a language that is not the learners’ first
is the essence of this study, then understanding the role of visuallanguaging and its relationship
with linguistic languaging (e.g., verbal or written form of languaging - articulating understanding
via speaking or writing) is fundamental. This combination of using multiple modes of languaging
aligns with the conceptualisation of translanguaging which considers meaning-making as being
processed through one coordinated and meaningful repertoire with multilingual, multisensory,
and multimodal resources (Garcia & Li, 2014). In other words, translanguaging not only focuses
on linguisticmeans of communication but also values non-linguistic resources including gestures,
postures, facial expressions, and visual resources like drawings to create meaning, resonating
with the aforementioned theory of multimodality (Kress, 2009; Kress & van Leeuwen 2001).Ina
similar vein, Lin’s (2015a) ‘trans-semiotising’ theory also espouses the coordination of language
with other semiotics (visual, physical movement) involved in the dynamic process of collective

meaning-making in speech or action events (e.g., classroom learning and teachingactivities) (Wu

& Lin, 2019).

Contrastingwithamonolingual viewpointof codeswitching, translanguagingor trans-semiotising
theory epistemologically builds upon a multilingual and multimodal foundation forming a
‘translanguaging space’ -
“a space created by and for translanguaging practices, a space where multilingual individuals
integrate social spaces...that have been formerly practised separately in different spaces by
‘bringing together different dimensions of their personal history, experience and

environment, their attitude, belief and ideology, their cognitive and physical capacity into

one coordinated and meaningful performance’ (Li, 2011, p. 1223)” (Zhu et al., 2015, p.9).

This space allows language users to integrate social spaces through interactions between the
societal and the individual, the social and the psychological with the capacity of “different
linguistic structures, cognitive and semiotic system and modalities” (Li, 2018, p.23). Given that

learners’ personal experiences, beliefs, ideologies, cognitiveand linguistic capacities are different
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impacting how they select and employ multimodal features to accomplish their learning
purposes, Li (2011; 2018) reminds us that the relationship between language, thinking, and
multimodal translanguaging is therefore dynamic. Learners’ translanguaging practices may move
among, break, or adjust theboundaries of socially constructed language categories (e.g., Spanish,
French, English, Chinese, Korean, and other languages). That is to say, learners may use a whole

range of their linguistic knowledge interchangeably (e.g., moving between L1 and L2 within

learners’ repertoire) for speaking, writing, communicating, or learning purposes.

This brings pedagogical insights into language learning contexts where the target language, the
language of instruction, or the school language is different from the learners’ first language(s).
According to Creese and Blackledge (2010), translanguaging practices adopted by teachers can
support learners to draw on all language resources for learning. For example, enabling learners
touse multimodal resources either provided, encouraged by teachers, orinvented by themselves
todemonstratetheirunderstanding (Garcia & Li,2014) and develop academic ways of languaging
(Garcia & Sylvan, 2011), reveals the potential of a translanguaging pedagogy. Based on such
perspectives, translanguaging can offer scaffolding opportunities for developing learners’ other
languages and subject-based conceptual knowledge in the academic context (e.g., in CLIL

classrooms) (Nikula & Moore, 2016).

In this study, a translanguaging space is interpreted as a teaching and learning space embodied
in online English language classrooms with younger learners in China. The translanguaging
pedagogical practices developed within the space involve the coordination of learners’ first
language (i.e., Mandarin), the target language (i.e., English), and visuals to scaffold languaging
and trigger more thematic content-related learning discussions for deepening learning. This
space involves the dynamicintegration of L1, L2, and visuals as a catalyst for representing and
languagingtheir thinking and conceptual understanding, thereby forminga process of knowledge
construction. In this sense, visual languaging aligns with translanguaging to support learners
using English in verbal, written, and colloquial circumstances for concept building and

communication, which can be grounded in learners creating visuals to complement their

Page | 42



43 |Page

languagingin L2 (English) while keeping their L1 (Mandarin) as an additional linguistic tool for

meaning-making and flow of communication in Learning Conversations.

Having set out the alignment of translanguaging with this study, three resources in relation to
translanguaging will be emphasised to promote linguistic and other semiotic modes for
facilitating English language learning. That is using learners’ L1, L2, and visuals to explore how
translanguaging support L2 learning with visuals. This involves analysing the potential and the
tension between learners’ language(s) use and their self-generated visuals. When both are
integrated into meaning-making in English language classrooms, insights into how visual
languaging triggers verbal and written forms of languaging as proposed at the beginning of this
section can be gained. Hence, further discussions of translanguaging as a theory, practice, and
pedagogy and its alignment with this study will be outlined to underpin its potential for visual

languaging.

2.4.1 ATranslanguaging Theory and Practice

With the impact of intensified globalisation, the dynamic and fluid nature of languages used by
bilingual learners in classrooms, for example, other languages learning including English as an
additional language (Turnbull, 2018) and CLIL (Nikula & Moore, 2019) have created growing
interest, attention, and debates between researchers on the study of translanguaging in
education (Canagarajah 2011; Hornberger & Link, 2012; Garcia & Li, 2014). The concept of
translanguaging was originally coined by Cen Williams in the Welsh term — trawsieithu in 1994,
offering an approach to language learning employed in bilingual Welsh and English classrooms
where learners are asked to alternate between both these two languages to make meaning
comprehensible for productive use (Garcia & Lin, 2017). Responding to this Welsh perspective
and reconceptualising the construct according to other contexts, researchers including Seals
(2021), Canagarajah (2011), and Otheguy et al. (2015) posit an alternative view of
translanguaging as a practice normalised in societies all over the world -
“the deployment of a speaker’s full linguistic repertoire without regard for watchful

adherence to the socially and politically defined boundaries of named (and usually national

and state) languages” (Otheguy et al., 2015, p. 283).
Page | 43



44 |Page

Derived from their stance, the language use of bi/multilingual individuals for meaning-making
appears to draw on one integrated linguistic repertoire rather than two or more autonomous
language systems. This refutes more traditional cognitive theories of bilingualism, for example,
the separate underlying proficiency (SUP) premise (Vogel & Garcia, 2017) which suggests that a
medium of instruction only leads to proficiency in that language rather than deepening learners’
first language awareness and use or a combination of L1 and L2 (Cummins, 1980a). Increasingly,
critique of the SUP raised attention to exploring the role of languages in constructing meanings
alongside non-linguistic repertoires, paving the way for an alternative model — common

underlying proficiency (CUP).

The CUP emphasises the shared and transferable competencies between L1 and L2 as two
interdependent language systems (Cummins, 2001). Conceptually, Cummins’ CUP idea, to some
extent resonates well with translanguaging as they both agree on the benefits of transfer
between different languages. Nonetheless, translanguaging also differentiates from and further
develops CUP by involving multimodal non-linguistic resources in learners’ repertoire. The
inclusiveness of such a repertoire integrates linguistic features (e.g., lexical, morphological, and
grammatical features) of two or more languages with other semiotic tools for communication
and learning. It supports speakers to choose certain appropriate resources to achieve their

learning goals, thereby enabling the transfer of languages, conceptual knowledge, and skills.

In addition, it is worth clarifying the nuances between translanguaging and code-switching as
they are often studied and compared by scholars (e.g., Baker & Jones, 1998; Coronel-Molina &
Samuelson, 2017). Based on their studies, code-switching builds upon a monolingual viewpoint
and is considered as the back-and-forth alternation between two or more languages depending
on the purpose and environment of the communication (e.g., in bilinguals' daily conversations or
email exchanges). In other words, it features the shift between languages at a given time while
maintaining the dependence on different language systems (Li, 2018), which to some extent
resonates with the SUP. However, translanguaging rejects the monolingual bias and holds that
all learners be they monolingual, bilingual, or multilingual, draw on a semiotic repertoire without

separating languages (Garcia & Li, 2014). More specifically, learners construct and develop this
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inclusive repertoire through linguistic and non-linguistic practices to enhance learning.
Furthermore, the multimodal feature of translanguaging suggests interactions through different
types of languaging (e.g., verbal languaging, visual languaging, or written languaging) in two or
more languages and other communicative means. Hence, as previously stated, translanguaging
is underpinned by a different epistemological foundation from codeswitching, yet according to
Seals (2021), “a translanguaging lens does not preclude the existence or use of codeswitching
and codemeshing” (p. 122) as they both provide opportunities for learners to improve their

communicative abilities for social or pedagogical aims.

As Baker (2011) suggests, multimodal ways of learning in classrooms may promote a deeper and
fuller understanding ofasubject, reinforcingtheimprovement of target and additional languages,
thereby increasinglearners’ confidence in speakinginthe target language(s) and developing their
literacies through multiple resources for learning (Lewis et al., 2013). This study concerns not
only how learners use their L1 and L2 but also how they create visuals for English language
learning, which may enrich their translanguaging practices and offer them more potential to
perform and appropriate these tools needed for learning.

2.4.2 Translanguaging as a Pedagogy

Translanguaging that facilitates learners’ multimodal interaction using different resources
requires appropriate pedagogical practices provided and guided by teachers (e.g., Rajendram,
2021; Conteh, 2018). As Rajendram (2021) notes, translanguaging not only focuses on the
semiotic repertoire for social communication but also on teachers’ pedagogical practices that
scaffold learners’ dynamic translanguaging practices for classroom communication and learning
purposes. In line with this perspective, researchers have been investigating and developing
teachers’ explicit strategic use of translanguaging, aiming to support learners’ use of linguistic
and nonlinguistic tools for doing challenging conceptual or language-related tasks. Such
translanguaging strategies in classrooms may include scaffolding the teaching of additional
languages (Garcia, 2009; Creese & Blackledge, 2010) and leveraging learners’ use of two or more

languages whilst focusing on one (Celic & Seltzer, 2013; Garcia & Sdnchez, 2015).
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In this study, translanguaging is considered a pedagogic approach that provides younger learners
with opportunities tousetheirlanguageresources appropriately.Such opportunities forexample
in English language classrooms, can be purposeful activities that increase understanding of
keywords or concepts by guiding learners to notice and discuss a topic with visuals (e.g., photos,
pictures, drawings) and encourage them to visualise and write their understanding in English
(Garcia & Lin, 2017). Meanwhile, learners’ first language can be used judiciously and
appropriately for discussion and explanation of complex information that requires a high level of
command of English. As specified by Garcia (2014), translanguaging as pedagogy buildsupon “the
ways in which [multi]lingual students and teachers engage in complex and fluid discursive
practices that include, at times, the home language practices of students in order to make sense
of teaching and learning, to communicate and appropriate subject knowledge, and to develop

academic language practices” (p. 112).

According to Garcia, Johnson, and Seltzer (2017), translanguaging can enhance learners’
experiences of using multimodal resources for language and conceptual development, especially
when teachers revise their pedagogical practices based on learners’ classroom interactions, to
identify their individual needs and provide appropriate scaffolding. This might involve focusing
on meaning-making tasks and problem-solving encounters using different sources including
visual, physical body movement, and learners’ first languages. Reciprocally, the process of
teachers designing, applying, adjusting, and reapplying their pedagogical strategies can develop
their professional knowledge and skills that fit the purpose of teaching and learning, as well as
enhance their teaching profile. Therefore, as Conteh (2018) suggests, translanguaging has the
potential to nurture mutual empowerment for both learners and teachers and construct
relationships that foster learning in classrooms.

2.4.3 Aligning Translanguaging with This Study

Whilst acknowledging the potential of translanguaging as proposed above, the acceptance of
using translanguaging in classrooms remains controversial. For example, the theoretical and
pedagogical foundations of translanguaging challenge traditional monolingual teaching methods

such as the ‘two solitudes’ approach to bilingual education (Cummins, 2008). It refers to the
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divide between French and English in curriculum and instruction in Canadian classrooms where
there are two official languages (ibid.). This approach disregards the contexts when learners feel
they are lacking particular words or phrases needed for learning and communication in a
monolingual environment (i.e., French, or English-only classrooms). Additionally, it overlooks the
full range of learners’ language repertoire that is inclusive of not only the prevailing languages in
Canada (i.e., French and English) but also the languages of immigrants or indigenous learners

(Prasad & Van Viegen, 2019).

In a similar vein, one distinctive feature of online English classes in China caught the researcher’s
attention.Thatisthe younger English language learners in Chinawho often purposely avoid using
Mandarin, which appeared striking even when they did not have the appropriate linguistic
resources to communicate in English unless they felt they were permitted to do so. Such
classroom behaviour might have been gradually cultivated by the socially and politically
regulated education system in China. This promotes constructing English language classrooms as
monolingual English-speaking environments believed to enhance learners’ English fluency
efficiently. However, taking into account more recent research (May, 2013), the medium of
instructioninonelanguage may not be sufficient for learners to masterusing the target language
in different contexts and develop multiple competencies or more precisely a semiotic repertoire
for successful language learning. Therefore, all participating younger learners in this study were
explicitly told that Mandarin was allowed given the possibility that their language choices for

English learning may be affected by their own schools’ language of instruction.

Researchers who partially embrace translanguaging also offered other terms that capture the
fluid, mobileresources of languages in different contexts, for example, polylingualism (Jgrgensen,
2008), translingual practices (Canagarajah, 2013), metrolingualism (Pennycook & Otsuji, 2015),
and theaforementioned languaging (e.g., Makoni & Pennycook, 2007; Swain, 2006). Toreiterate,
in this study, the uniqueness and potential of translanguaging will depend on how it aligns with
visual languaging to scaffold younger learners’ English learning development. In other words, as
the learners are experiencing the visual nature of learning, their integration of

linguistic languaging (e.g., verbal or written forms of languaging) in English and Mandarin with
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visualisation is proposed to help them reflect, refine, and deepen thematic content learning in

English language online classrooms.

Hence, encouraging learners to create improvised visuals for scaffolding their expressions of
thinking via both English and Mandarin is essential for them to experience translanguaging for
English learning.In thissense, the translanguaging practicein this study draws on threeresources
as previously articulated —learners’ L1 (i.e., Mandarin), L2 (i.e., English), and visual creations (e.g.,
drawings). The younger participants can use both languages and visuals to verbalise their ideas,
thinking, and understanding of concepts in the online English language classroom. Their visuals
then act as a non-linguistic tool to promote their conceptual understanding. Such a verbal and
visual combination also resonates with the dual-coding theory that explores the effects of verbal
and non-verbal codes on language learning (Sadoski & Paivio, 2001). For example, non-verbal
codes may convey pictorialinformation thatinspires learners to build mentalimagery addressing
abstract concepts and language for articulation and discussion (ibid.). Similarly, in this study,
learners are encouraged to create visuals with their own flow of ideas to address their own
learning and communicate with the class how their visuals represent conceptual understanding
via languaging to generate critical thinking and reflection, thereby deepening that learning.
Drawing on the discussion thus far, the alignment of translanguaging and visual languaging can

be succinctly depicted in the diagram below.
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Diagram 4. Aligning translanguaging with visual languaging

It is necessary to clarify that visuals in this study encompass two dimensions. The first concerns
the teacher-led visual resources (e.g., PowerPoint presentations) corresponding to the learning
objectives for facilitating learners’ understanding of the thematic content. The second is more
learner-led as they may draw on teacher-provided visual or linguistic resources to create their
own visuals for languaging their understanding of the content. The latter visual is the
embodiment of visualisation. In the process of visualisation, learners may also select and use
their own learning resources, such as referring to their prior knowledge and looking for relevant
information on the internet to support their visual creation for doing different learning tasks.
Such creative learner-led practices may trigger their engagement in class activities and
communication as they realise they can take control of ways to create visuals and articulate their

learning via either English or Mandarin or both.

Nonetheless, learners also need to be supported in the process of visualisation and languaging.
Teachers can guide learners with appropriate language use and enhance their conceptual
understanding through Learning Conversations that offer anatural dialogic scaffold in classrooms.

Individualised Learning Conversations integrate linguistic and non-linguistic means for meaning-
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making. The purpose of combining whole-class Learning Conversations and individualised
Learning Conversations is to provide more opportunities for learners to develop their multimodal
repertoire to exchange thoughts, ideas, and understanding for English language learning. The

latter activity will be further justified and elaborated on in section 4.4.2 in Chapter 4.

The next part focuses on the ecological shifts impacted by more holistic ideals in the digital era,
from which a pluriliteracies modelis developed for deeper learning, lending ecological coherence
to the emergent visual pedagogic strategy — visual languaging for conceptual, language, teacher,

and learner development.
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PART Il
2.5 Ecological Shifts

2.5.1 Fundamentals of Literacies

This multimodal repertoire theoretically draws upon the notions of multimodality, visualisation,
and translanguaging, integrating linguistic and non-linguistic resources for meaning-making. This
calls for a repositioning of literacies, given the rapid expansion of the term over the last two
decades. Impacted by digitalisation and globalisation, more recent concerns including the need
to shift our understanding of literacies are gaining momentum. With a growing range of
technologies for communication, attention to developing learners’ literacies beyond traditional
literacy skills (e.g., theability to read, write, speak, and listenin the first and additional languages)
is growing as learning is no longer limited to face-to-face mode (Bower et al., 2020; Dale, 2020;
Wolf & Gottwald, 2016; Tompkins et al., 2014). Simply put, learning spaces have expanded
exponentially in the digital era (Sharples, 2016).

This digital turn to language learning calls for the need to equip learners for multimodal
communication and learning, which requires a shift of focus from more conventional pedagogies
(i.e., grammar training, repetitive drills, and recitations) to more socially constructed models
mediated by digital technologies. This is the main reason that this study is designed to be
conducted online with younger learners in order to provide them opportunities to use online
sources and digital tools, enriching the traditional ways of teaching and learning in their own
schools.As Fuster (2017) states, thedemand for digital literacy (e.g., proficiency in digital reading,
assessing the credibility, evaluating the usefulness of online sources and information, producing,
and sharing appropriate digital content) has become increasingly important in response to the
rapid growth of the digital arena where learners use multimodal ways to communicate both
offline and online. It could be argued, therefore, that the affordance of technological
advancements not only enriches students’ online learning experiences but also draws attention
tothe necessity of promotingthetransition of face-to-face pedagogies to support online contexts
(Ko & Rossen, 2004) by merging technology into face-to-face teaching and learning (e.g., Frey et

al., 2010; Herrington, 2009; McVay Lych, 2002). Moreover, as Palloff and Pratt (2007) suggest,
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developing digital literacy in academic contexts needs to consider the demographic of learners,
for example, their informal language use (e.g., emoji, abbreviations, or internet language) for
social communication (e.g., chatting online, writing microblogs, posting on fan websites, sending

emails).

Therefore, the researcher posits it is now critical to rethink the language in use for effectively
communicating and critically analysing knowledge (Coyle & Meyer, 2021). That is integrating
language with dynamic, multimodal ways of communicationto develop various literacy skills for
learning corresponding to demands and shifts in education. As previously noted, the shifts
including May’s (2013) multilingual turn impact the dynamics of classroom practices that require
socially inclusive, linguistically and culturally diverse pedagogies for supporting all learners to
develop as pluriliterate citizens (Coyle et al., 2018; Bower, 2019; Cross & Gearon, 2013).In a
similar vein, the literacies turn in Western contexts is characterised by a shift from generic skills
(reading, writing, speaking, listening) to disciplinary literacies (subject-specific knowledge and
abilities) (ACARA, 2012) and from multiliteracies to pluriliteracies (Garcia et al., 2007; Cazden et
al., 1996).

Such a shifting landscape again suggests a repositioning of the very nature of literacies for in-
depth and lifelong learning across cultures, languages, and disciplines influenced and facilitated
by social, local, global, and technological changes. This is also in the quest for realising UNESCO'’s
(2020) vision of a global culture of lifelong learning, which draws increasing attention to how to
meet the demands of new literacies for lifelong learning (Coyle et al., 2018). As shown in figure
1 below, Shanahan and Shanahan (2008, 2012) suggest and outline the stages of learners
progressingthrough basicliteracy and intermediateto disciplinary literacy, promoting the fluidity
and variability of literacy practices in equipping learners with appropriate literacy skills within

and across subjects of schooling.
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Disciplinary
Literacy

Intermediate Literacy

Basic Literacy

Basic Literacy: Literacy skills such as decoding and knowledge of high-frequency words that
underlie virtually all reading tasks.

Intermediate Literacy: Literacy skills common to many tasks, including generic comprehension
strategies, common word meanings, and basic fluency.

Disciplinary Literacy: Literacy skills specialized to history, science, mathematics, literature, or
other subject matter.

Figure 1. The increasing specialization of literacy development (Shanahan & Shanahan, 2008)

The subject content in this study is thematic-based English lessons and the target language
needed for learning this content is English. English, therefore, is regarded as both the
subject/disciplineandthe languageitself. Derived from Shanahan and Shanahan’s (2008) literacy
model, an approach to learners’ development can be understood as the growing ability to listen,
speak, read and write in English (basic literacy), use appropriate cognitive discourse functions to
articulate the English thematic content (intermediate literacy), and to construct a conceptual

understanding of the content (disciplinary literacy).

This approach to language learning potentially paves the way for promoting transferable literacy
skills (e.g., higher-order thinking skills, study skills) to other disciplines beyond the English
language (Halbach, 2020; Beacco et al., 2015; Llinares & Morton, 2017b; Bloom, 1956). As
explicitly outlined by Beacco et al. (2015), six overarching dimensions of literacy skills need to be
substantiatedinordertoapply themto all disciplines. The following six dimensions represent the
process of knowledge building and application from the stages of understanding and

communicating knowledge to applying that knowledge in other learning or social settings.

1. Comprehending/understanding in depth;

Communicating and negotiating knowledge;

3. Reflecting on the acquisitional process, the learning outcomes and their personal as well as social
uses;

N
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4. Applying knowledge to and within other contexts;
5. Participating in the socio-scientific world;
6. Transferring generalisable knowledge, skills, and attitudes.

(Coyle & Meyer, 2021, p. 40)

Consideringboth Shanahan and Shanahan’s (2008) threeliteracy stages and Beacco et al.’s (2015)
six dimensions of literacy skills, the language used to construct and communicate knowledge in
various disciplines has to become increasingly sophisticated for learners to make progress in
learning. This raises challenges on how to develop subject or disciplinary literacy and the specific
use of language and language functions needed to appropriately demonstrate and communicate
that knowledge, especially in contexts where learners use more than one language or modein
their languaging or learning process. Therefore, this study aims to investigate how the
coordination of language and non-linguistic texts can be effective in enhancing younger learners’
cognitive and language learning through meaningful input (i.e., visuals integrated teaching
content; conceptual and linguistic scaffolding), interaction (i.e., Learning Conversations), and
output (e.g., visual creation and languaging understanding of the content). Whilst younger
learners communicate the thematic content using functional English complemented and
triggered by visuals within such learning activities, their general language use and content-

specific language may be improved.

2.5.2 Pluriliteracies Momentum
Taking into account the shifts as addressed before, literacies can be regarded as an inclusive
repertoire that encompasses traditional literacies, multiliteracies interrelated with semiotic
systems (audio, gestural, linguistic, spatial, and visual) afforded by new technologies (e.g., digital
literacies) (European Commissionetal.,2012),and competenciesin critical thinkingand complex
communication (Levy & Mundane, 2004). Learners develop such literacies when they are
“creating oral, print, visual and digital texts, using and modifyinglanguage” (ACARA, 2012, p. 16)
for different learning purposes in various sociocultural contexts involving knowledge
construction, application, and communication, social participation within and beyond schooling.
To emphasise such roles of literacies for learning when using more than language, Garcia and her

colleagues (2007) introduced the term — pluriliteracies to capture this dynamic and creative
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hybridity and interconnectedness of literacy practices. Coyle and Meyer (2021) maintain this
concept and further specify it toaccentuate theintegrated, dynamicnature of pluriliteracies with

multicultural, linguistic, and social contexts impacting learners' literacy practices:

1) disciplinary literacies within and across individual subjects of schooling, focusing on
subject-specific ways of co-constructing and communicating knowledge with peers and
teachers,
2) pluriliterateappropriatelanguage use for knowledge communication across languagesand
cultures,
3) plurimodal text types for communication afforded by digital technologies and semiotic

systems.

Based on their definition, pluriliteracies integrate content and language by focusing on
developing the appropriate use of language functions for languaging subject-specific content
across languages (plurilingual) and curricula themes (transdisciplinary), from which subject
literacies develop (Coyle & Meyer, 2021). Using language functions appropriately to support
increasingly sophisticated multimodal languaging alsoinvolves ashiftinteacher thinking for both

teachers and learners to work towards effective knowledge building and communication.

This study proposes that if learners can strategically use a range of modes or resources needed
for languaging, they can also gain mastery of the increasing complexity of language use. As
already discussed, this process requires teachers’ scaffolding that guides learners’ growth, which
in return develops teachers’ growth in professionalism and profile. Such teacher-learner
partnerships can be initiated when teachers rethink and adapt ways of teaching by takinginto
account learners’ needs that emerged and embodied from their application of different
resources (Fullan & Langworthy, 2014). In other words, learners’ adoption and adaption of modes
for languaging provide insight or tangible evidence for teachers to seek and develop new
pedagogical ways to support learning. This is the angle of teacher-learner partnerships that this

study takes.
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Adopting a pluriliteracies position, it is indicated that teachers can design learning tasks using
plurimodal texts to demonstrate how meaning can be made and encourage learners to select
and create their own texts or resources to assist their understanding and learning of the content.
This suggestion is also inspired by the increasingly hybrid nature of communication and semiotic
systems in our digitised world. Such co-occurrence of purposefully designed teaching and
pathways for both teachers’ and learners' growth are therefore non-linear and multidimensional.
As Coyle and Meyer (2021) point out, whilst learners manipulate plurilingual or other multimodal
tools for language and subject learning, their literacy skills are evolving into cross-
language/subject pluriliteracies with increasing awareness of the nuances of language functions.
Their work indicates that pluriliteracies not only underline the importance of adopting different
modes for learning and communicating via tools that are multimodal but also highlight the roles

of languaging with specific language functions.

As learners experience the integrated process of language and thinking needed to demonstrate
and communicate knowledge, they can also be supported in developing transferable
competencies and knowledge for life skills (Meyer et al., 2015), which aligns with Beacco et al.’s
(2015) six overarching dimensions of literacy skills. Such interdependent ways of transferring
knowledge and skills resonate with the notion of deeper learning supporting the depth and

breadth of learners’ literacy development across subjects, languages, and cultures.

2.6 Deeper Learning

2.6.1 Conceptualising Deeper Learning
Deeper learning can be defined as “the process through which an individual becomes capable of
taking what was learned in one situation and applying it to a new situation” (National Research
Council, 2012: SUM-4). Pellegrino and Hilton (2012) from the angle of subject discourses note
that deeper learning necessitates applying “intertwined knowledge and skills” to different
contexts through the development of subject-specific discourses rather than “disparate
superficial facts or procedures” (SUM-5).In a similar vein, Coyle and her colleagues (2018) further
specify deeper learning as “the successful internalisation of conceptual content knowledge and

the automatisation of subject-specific procedures, skills, and strategies” (p. 2). This definition
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emphasises two key mechanisms of deeper learning — internalisation of conceptual knowledge
and automatisation (i.e., acquisition) of procedural knowledge or skills. In this sense, knowledge
transfer concerns factual, conceptual, and procedural knowledge (i.e., subject-specific skills and

methods) and dispositions, which are requisites for deeper learning (di Sessa & Wagner, 2009).

Hence, attention drawn to how learners can successfully internalise and automatise conceptual
knowledge or skills is increasing. As Coyle et al. (2018) and Meyer et al. (2018) suggest in their
work concerning knowledge ecology and learnscapingfor pluriliteracies growth, learners need to
‘own’ conceptual content knowledge, subject-specific procedures, and skills before they can
transfer and apply their growing depth and breadth of understanding to other learning tasks or
contexts. This implies that the internalisation of conceptual understanding has to be controlled
and consolidated by learners themselves before they can reach the stage of automatisation that

supports them to transfer and use conceptual knowledge appropriately in creative ways.

Moreover, Lantolf and Poehner (2014) advocate four stages of knowledge construction: from
initial understanding (i.e., surface learning) to emerging patterns of abstraction to consolidation
to internalisation. The abstraction stage is supported by a fundamental verbal phase, that is
through learners communicating their growing understanding of concepts to gain mastery or
control over the concept and its use through language in different contexts (ibid.). Such process
of verbal phrase aligns with the conceptualisation of language as social practice (Garcia, 2014) in
this study — as learners articulate their understanding in creative ways with others, their
conceptual knowledge can be expanded, extended, and deepened, thereby enabling the next
stages of consolidation, internalisation, and possibly transfer. For example, when learners are
engaged in concept processing and internalising practices (e.g., languaging) in increasingly
abstract contexts including decision-making or problem-solving activities, they are encouraged
to connect new information and skills with prior knowledge and apply them in such activities.
Such expansion and extension of information and skills are therefore stored in their procedural

memory, thereby enabling procedural knowledge automatisation (ibid.).

Drawing on the definitions and ways of realising deeper learning as discussed thus far, the
paramount importance of languaging is raising as a key step in knowledge building and transfer,
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which resonates with how Swain (2006) defines languaging — “the process of meaning-making
and shaping knowledge and experience through knowledge” (p. 98). As learners language what
they have conceptuliased and understood in their own words, their thinking becomes visible and
accessible which allows teachers to mediate the conceptual structures of knowledge via
appropriate pedagogic scaffolding, thereby deepening academic knowledge and literacies,
developing cognitive patterns or mental models stored in long term memory (Christodoulou,
2017;0rmrod,2011)tofacilitatetheirtransfer (Coyle & Meyer, 2021). Therefore, this study aims
to highlight teaching that includes developing material (i.e., visual artefacts) and verbal (e.g.,
Learning Conversations) forms of practice to create opportunities for languaging and supporting
learners’ language use through comprehensible ways for their conceptual and linguistic

knowledge progression and transfer.

2.6.2 The Pluriliteracies Model for Deeper Learning — PTDL
With the implications of pluriliteracies and exigency for achieving deeper learning, an evolving
pedagogical model known as Pluriliteracies Teaching for Deeper Learning (PTDL) was developed
bythe Graz Group (i.e., atrans-European Group of researchers, academics, teachers, and teacher
educators contributing to learner growth and progression) (Coyle & Meyer, 2017). It postulates
that for learning to be successful, learners need to acquire competencies that not only enable

them to deal with learning in school but also life issues.

This model aims to support learners to develop a repertoire that reaches out to a much broader
agenda across subjects, languages, and cultures to foster learner progression beyond learning in
language classrooms or subject classrooms. This is in line with the notion of deeper learning that
is “situated within,and emerge from, the practices in different settings and communities [...] with
their own cultures, languages, tools, and modes of discourse” (National Research Council, 2012,
4-4). Its underlying tenet is to work towards the conditions needed for teachers and learners to
co-create inclusive contexts across cultures, languages, and modes of communication that take
into account the diversity and hybridity of learning environments and learners’ backgrounds

(Coyle & Meyer, 2017).
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Figure 2. A pluriliteracies approach to teaching for learning

In order to deepen learning, the model first builds upon the cognitive and language elements
focusing on using specific language functions to express learners’ thinking and understanding of
content knowledge. Figure 2 shows how conceptualising and communicating continua are
interconnected by cognitive discourse functions through four domains of subject-specific activity
— doing, organising, explaining, and arguing paving the knowledge pathway. On the left axes of
figure 2 — conceptualising continuum, knowledge is further specified as factual, conceptual,
procedural, and metacognitive/strategic knowledge upon which different types of thinking
intersect and act from simple to challenging complex taxonomy of cognition (i.e., remember,

understand, apply, analyse, evaluate, and create) (Anderson et al., 2001; Bloom, 1956).
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Scientific Genres Purposes
Processes
e Experiments & Protocols Instruct someone how to do things
doing things bo Provide a recount of the method, as well as
scientifically * Laboratory reports the results, discussions and conclusions.
e |nvestigations Set out the design and decisions behind
students’ attempts to behave scientifically
e Descriptions Describe multiple aspects/features of a
natural or physical phenomenon
describing & e Comparisons Compare features of two or more physical
organising phenomena
the world e Compositions Present (describe and or define) component
scientifically parts of a physical phenomenon
+ Classifications Present different types/classes of a
phenomenon
temporal explanations
e sequential explanations Explain physical ptjenomena by preser:ting
the events producing the phenomena in
explaining chronological order
phenomena non-temporal explanations
scientifically * factorial/consequential explanations  gypjain the multiple factors/consequences
that contribute to a particular event or
phenomenon
* theoretical explanations Define and illustrate a theoretical principle
e Arguments Persuade to agree with a particular point of
view on an issue and some exhort the
arguing reader/listener to take action
scientifically
+ Discussions Present the case for more than one point of
view

Table 1. Scientific processes, genres, and Modes (based on Polias, 2016)

(Meyer, Coyle, and Schuck, 2018, p. 23)
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These different types or levels of knowledge and cognition require different use of cognitive
discourse functions and language skills for exploring, constructing, and languaging learning,
which leads to the right axes of figure 2 — communicating continuum. It conflates everyday
language and academic language (i.e., generic and subject-specific language) in a non-linear way
depending on the activity domains and their specific genres, purposes, modes, and styles. This is
what learners need to do with languages for communicating learning, such as organising
information and resources (graphs, tables) in their schema or brain, explaining that thinking

process to others, and possibly leading to arguing or debating their thoughts or positions.

Language and content learning through these activity domains facilitated by cognitive discourse
functions (e.g., organising, explaining, arguing) are in line with Polias’ (2016) scientific processes
of constructing knowledge with corresponding genres and purposes (see Table 1 above), which
are considered common for all subject or discipline. For example, if learners are engaged in
scientific experiments (genre), they can use colloquial language (i.e., expressing meaning with
everyday personal language) and scientific language (subject-specific language) with experiment
formulas, tables, charts (modes) to describe, explain or discuss (cognitive discourse functions)
with peers about how and why they did the experiments in certain ways. This dynamic and
complex nature of using language with non-linguistic modes/texts also reveals learners’

preferred styles (e.g., auditory, visual, reading/writing, kinaesthetic) for learning.

Emanating from the complexity of a theoretical basis integrating content and language learning
through specific cognitive demanding activities usingdiscoursefunctions, theresearcheris drawn
to exploring further a visual approach to enrich traditional (verbal, physical) ways of English
language learning. More specifically, visual-verbal-digital integration may enrich and offer
younger learners flexible, alternative resources when languaging and dialoguing learning with
peers and teachersin Learning Conversations, potentially triggering more discussion and eliciting

thoughtful language output to improve their understanding of the English thematic content.

As learners operate in cognitive and language learning through the scientific processes (Polias,

2016), it is fundamental to consider ways to scaffold them to generate and sustain learning that
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can be situated in the broader context beyond the confines of language or subject (thematic
content) classrooms. In other words, cognitiveand language understanding and development for
deeper learning need to be supported by teachers who can guide learners in their learning
processes. In this case, the researcher explores how visuals provide guidance for mentoring
younger learners’ conceptual and language understanding to promote teacher-learner
partnerships and learners’ agentic roles in their own learning. As teacher-learner partnerships
play a key role in mentoring learning and supporting learners to promote sustainability,
commitment,andachievementinlearning,itis with this pedagogical stance that PTDL holistically
integrates four dimensions for deeper learning. As shown in figure 3, it involves conceptualising
knowledge, demonstrating understanding, teacher mentoring, and learner affect (motivation,
abilities, and ways of learning). Simply put, the model brings together the content, language,
teachers, and learners as one interactive ecological framework highlighting the inclusive nature
of learning. The latter two elements will now be discussed now given that conceptualising and

communicating knowledge are addressed already.

DEMONSTRATING UNDERSTANDING

LINIW3AIIHOY ANV INIWLIWNOD
ONINIVLSNS B ONILYYINID
MENTORING
LEARNING & PERSONAL GROWTH

BUILDING KNOWLEDGE & REFINING SKILLS

Figure 3: Pluriliteracies teaching for deeper learning (PTDL)

e Teacher-learner growth
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As specified by Lantolf and Poehner (2014), mentoring learning supports learners to develop for
example in terms of a growth mindset or affective conditions for learning, which from Detter’s
(2005) perspective is the growth in a range of domains (e.g., cognitive, affective, sensorimotor,
and social) needed for developing competencies in and beyond schooling. Therefore, mentoring
learning from the angle of learner growth is beyond academic progression but emphasises
scaffolding learners to develop complex and challenging types of thinking (e.g., apply, analyse,
evaluate, create) (Krathwohl, 2001) and the appropriacy of using language for both learning and

social purposes (knowledge construction and social interaction).

Mentoring learning as coined by Tillema et al. (2015) draws on a repertoire of teaching strategies
or approaches encompassing guiding, scaffolding, encouraging, and challenging learners in the
processes of building and communicating knowledge. As noted by Meyer and his colleagues
(2015), such mentoring learning requires both teachers and learners to co-construct learning
activities that focus on personalised process of learning by takinginto account individual learners’
differences (e.g., prior knowledge, interests, strengths, and vulnerabilities, learning needs and
goals through joint negotiations). For example, mentoring younger learners when they discuss
their learning with individual peers or groups of peers to explore ownership and agency.
According to You and Dérnyei (2016), co-constructing learning with individual learners according
to their feelings, interests, identities, and learning goals may offer more opportunities to take
ownership of theirlearningand strengthen motivation throughdifferent learning activities either

offline or online classes (Ubell, 2016).

In this sense, mentoring is not a unidirectional act in which only teachers provide guidance,
feedback, and assessment. Instead, it concerns the collaboration of teachers and learners
including working with peers to co-construct mutually reinforced learning partnerships that build
on “equity, transparency, reciprocal accountability, and mutual benefit” (Fullan & Langworthy,
2014, p. 12). Such partnerships thereby form a shared, safe, and inclusive learning climate that
allows learners to gradually take control of their learning while being scaffolded in ways that are
acceptable and comprehensible to them — using learners’ language or their preferred ways to

explain abstract content.
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According to Hattie and Timperley (2007), the collaboration of both learners and teachers can be
facilitated by the following feedback model (Figure 4), encapsulating the ways of feedback for
assessing, guiding, and enhancing learning. From their perspectives, feedback in the broadest
sense provides information for learning not only from the support of knowledgeable others (e.g.,
teachers, peers, parents) but also from learners themselves (e.g., reflecting or using their prior
learningor life experiences andrelevant learning resources).Such synergies of feedback can feed
up teacher-learner transparent defined learning goals, feed back learners’ current task

performance, and feed forward their desired performance levels or learning outcomes.

Purpose
To reduce discrepancies between current understandings /
performance and a desired goal

THE DISCREPANCY CAN BE REDUCED BY

Students
Increased effort and employment
of more effective strategies

Teachers
Providing appropriate challenging
and specific goals

OR OR
Assisting students to reach them Abandoning, blurring or lowering
through effective strategies the goals

EFFECTIVE FEEDBACK ANSWERS THREE QUESTIONS

Feed Up Feed Back Feed Forward
Where am | going? How am | going? Where to next?
(The Goals)

EACH FEEDBACK QUESTION WORKS AT FOUR LEVELS

Task Level Process Level || Self-Regulation Level Self Level

How well tasks
are understood/
performed

The main
process needed
to understand/

Self-monitoring,
directing, and
regulating of actions

Personal evaluations
and affect(usually
positive) about the

perform tasks learner

Figure 4. A model of feedback to enhance learning (Hattie & Timperley, 2007)

This teacher-learner joint feedback model facilitates learning partnerships as it involves learners
in reflecting on their performance while aligning with teachers’ or peers’ feedback. This offers

opportunities for self-evaluation, which is critical for increasing their self-efficacy and growth
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mindset to guide their own learning. In other words, learners are led towards more agentic
means for driving and making their learning efficient, for example, by setting personal learning
objectives, deciding how best to use their time, knowledge and actions for learning with support

and encouragement from teachers.

This draws attention to the development of teachers’ awareness and beliefs that play a key role
in building rapport with learners and fostering learners’ growth mindset to direct their own
learning (Brooks et al., 2012). Nikula et al. (2016) call for teachers to consider themselves as
mentors and learners as mentees for setting and achieving shared learning goals. Building and
sustaining such mentor-mentee relationships can be nurtured and sustained encouraging
learners to become responsible, independent learners while realising their self-value in making

achievements and owning their learning.

As learners become more engaged and confident to direct their own learning by reflecting on
their learning progress, teachers also need to correspondingly adapt their teaching to fit the
extent or level of their progression. For example, designing activities that are cognitively and
linguistically challenging as learners advance in their understanding of disciplinary knowledge
(concepts, facts) and command over subject-specific skills and strategies for demonstrating
understanding. This again raises the necessity of making learners’ thinking and learning visible
for teachers to provide appropriate scaffolding for individual learners to revise their work with
improved understanding. As previously mentioned, language is considered the main tool to
externalise thinking, however, considerations over non-linguistic tools chosen or created by
learners for learning can also be complementary in this respect, especially when they don’t have
the linguistic capacity for languaging understanding. This is proposed and discussed throughout

the previous sections, especially in section 2.3.3.

To conclude, Coyle and her colleagues (2018) summarise pluriliteracies learning ecologies using

the PTDL model as follows:
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a) learners learn how to apply subject-specific skills and strategies to solve complex tasks,
which enables them to develop and deepen their understanding of the content (factual,

conceptual, or procedural knowledge).

b) learners demonstrate mastery of skills and understanding of content by communicating with
critically extracted and evaluated information from multimodal texts in an appropriate style

fitting for subject-specific genres and purposes.

c) learners’ growth mindset (e.g., inter-and intra-personal affective factors — engagement,
mastery orientation, and reflection) need to be supported by teachers’ mentoring (scaffolding,

feedback, and assessment).

2.7 Aligning the Pluriliteracies Model with Visual Languaging

As previously discussed (section 2.6.2), the PTDL model integrates not only the conceptualising
and communicating dimensions but also explores the nature of mentoring learning to design
learning activities that learners need to experience as they move along the knowledge pathways

to deepen their understanding, in the quest to foster learner agency.

The synergies of these dimensions are in line with the ultimate purpose of this study, which is
realising deeper learning by exploring an alternative pedagogic classroom communication
strategy — visual languaging to build and deepen conceptual and language understanding and
offer insights into mentoring. The rationale of this strategy is derived from Learning
Conversations and visualisation that are advocated as scaffolds for languaging using specific
cognitive discourse functions (CDFs). The anticipated alignment of PTDL with visual languaging is
representedin diagram 5 below. It shows how visuallanguaging may complement conceptalising
and communicating knowledge with CDFs and supporting mentoring with visual evidence for
promotinglearneragency. This hypothesis will be experimented with by younger English learners

during data collection followed by meticulous analysis.
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Visual
languaging

& CDFs
Communicating Conceptualising

<+ Learning —> ---------------------- '-

----------

Learner agency Mentoring
Creative

visual
evidence

Diagram 5. Aligning PTDL with visual languaging

The integration of Learning Conversations and visualisation in this study focuses on dialogues
thatteachers havewith learnersin encouragingthem to do things (learning tasks) differently and
deepen their learning, for example, by supporting, and challenging them to articulate learning
through their unique styles of visualisation based on their own interpretations of the content. It
is envisaged that learners visualising their own understanding canlink their language and thinking,
provide opportunities for self-reflection, and enhance their language use and understanding of
the thematic content in sophisticated ways with appropriate scaffolding. Their visual creations,
in this sense, act as an indicator or trigger for learners to communicate their conceptual
understanding with teachers and peers in the class. Moreover, they can support teachers to
adequately or transparently evaluate, assess learners’ dynamic learning processes for meaning-

making, and identify whether they need scaffolding in content or language. Subsequently,
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teachers can rethink, and explore appropriate ways to adapt their pedagogic design fitting for

the learners’ needs and bothteacher-learner sharedlearning goals or desired learning outcomes.

Therefore, this study also considers the reciprocity and respect tenets of teacher-learner
partnerships that bring together teachers and learners for quality learning, which again resonates
with the pluriliteracies model. Learners’ visual creations that encourage both their reflection and
teachers’ reflexivity are therefore sustained by interactive, respectful learning partnerships or
rapport. Such visuals may enact the interchangeable roles between learners and teachers or
mentors and mentees as Brooks-Lewis suggests (2012) — everyone as a teacher, everyone as a
learner. Teachers becoming learners to enhance their teaching professionalism can be facilitated
if they can see “learning through the eyes of their students” (Fullan & Langworthy, 2014, p. 11).
This is the key affordance of learners’ visuals that in turn nurtures rapport, enabling both parties

to see and evaluate the effectiveness and suitability of their teaching and learning.

It is suggested that the integration of visual and verbal modes may trigger more meaningful
discussions among learners while being scaffolded in dialogic ways (Learning Conversations) and
providethem mutually respective and beneficial learning environments tocommunicate learning
using their own linguistic and non-linguistic repertoire. This repertoire can be enriched when
learners are encouraged to choose and create their preferred resources/texts/modes/tools for
expressing their thinking and demonstrating understanding, from which the rapport between
teachers and learners can be embodied. This rapport may play an essential role in activating
learner engagement and commitment to increasingly self-regulate their learning. As learners
increasingly articulate academic content with growing confidence and language appropriacy
guided and supported by teachers, they may acquire processed knowledge, linguistic tools, and
strategies that can be transferred to other situations (e.g., working independently on their own
projects). Learners may gradually become pluriliterate in such ways that advance their level and
sophistication of understanding, communicating, and using content and language from literacies

novices through intermediate to literacies experts.
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This study proposes such processes of mentoring learning and learner growth can be facilitated
by visual languaging. It is a visual strategy for constructing knowledge and deepening learning
through 1) encouraging and enriching other ways of communication (through verbal or written
modes); 2) developing cognitive levels by improving the appropriacy of learners’ language use
(e.g., familiarisation and adaptation of academic language and cognitive discourse functions) for

languaging mediated through Learning Conversations.

Whilst framing and designing this study, its synergies with the pluriliteracies model emerged
given both the study and the model focus on deeper learning and bring together the strands of
content, language, mentoring, and learner agency into a coherent whole. That is the cohesion of
conceptual, linguistic, pedagogical (e.g., languaging, cognitive discourse functions, Learning
Conversations, visualisation), and affective elements (e.g., motivation, confidence) (Swain, 2006;
Dalton-Puffer, 2013; Gee, 2018). These elements, therefore, form the theoretical strands
underpinning the emergence of visual languaging and the subsequent research activities with
participants to appraise its potential for deeper learning. This strategy draws attention to the
essentiality of learning visibility to reinforce the alignment of PTDL with this study, which can be

speculated through the following facets:

1) Aligning with dimensions of building knowledge and demonstrating understanding:
e Visual languaging acts as a heuristic tool for learners to articulate the thematic
content with cognitive discourse functions (CDFs) and trigger deeper discussions for

learning.

2) Aligning with dimensions of mentoring and learner agency:

e Visual languaging offers teachers and learners visual evidence to reflect teaching and
learning and support mentoring learning (e.g., accessing learners’ practice and
internalisation of appropriate language functions when they language the content
with visuals, thereby designing, adjusting, and updating specific tasks, teaching
strategies for purposeful scaffolding);

e Visuallanguaging provides flexibility for learners to visualise their thinking in creative

ways in order to foster their agentic roles in learning.
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Throughout this chapter, the researcher has brought together a wide range of theoretical
elements which reflect the complexities of EMI whilst focusing on possible ways of investigating
the affordances offered by adopting an ecological perspective. In particular, it prioritises visuals
used by younger learners in China challenging and complementing the traditional ways of
teaching in English language classrooms. It may offset the kind of cultural resistance or language
ego towards speaking out, making mistakes, thinking, and elaborating independently with
criticality in English. It is proposed that learners creating visuals may help their languaging with
languagefunctions and support teachers to guide and scaffold this process to acceleratelearners’
linguistic and conceptual learning. Supporting individual learners more explicitly and
appropriately in constructing and demonstratingimproved understanding and deeper learning
through visual evidence may promote their personal growth in terms of taking active roles
(confidence, beliefs of self-value) to direct their own English language learning. Through thislens,
creatingand languaging visuals can offer insights for deeper learning and inform further research

and classroom practice in terms of the role of visuals and languaging for pluriliteracies

development.

This study draws on insights from research exploring how learners might acquire a pluriliterate

repertoire in a specific context focusing on —

disciplinary-focused literacy skills (Shanahan & Shanahan, 2008, 2011),

e transferable literacies across subjects (Beacco et al., 2016),

e learner identities (i.e., languages and cultures),

e thedifferencesin thelanguage requiredin generatingand communicating various s ubject
knowledge (National Research Council, 2012),

e various modes of communication and semiotic systems in increasingly plurilingual

societies.

Investigating how visual languaging may inspire more approaches to transform the potential
offered by the PTDL model into classroom practices to equip learners with strategies for meaning-
making and problem-solving is at the core. The strategies involve but are not limited to critical
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thinkingand appropriatelanguage use, and purposeful selection or creation of texts or resources
for constructing and communicating knowledge and thinking in and out of school. Given the
elaborations on the purposes and potential of this study, the researcher has therefore chosen to

link visual languaging with the pluriliteracies model for deepening learning (Coyle et al., 2018).

2.8 Research Questions
The researcher planned to integrate an online learning context where learners may need to
develop certain digital literacies to operate and proceed with the visually permeated English
language course designed for the development of learners’ pluriliteracies. Such a hypothesis of
facilitating individual learners to practice using multiple literacies needed to construct and
communicate knowledge corresponds with the aim of the pluriliteracies approach. That is
empowering 21%-century learners to develop a complex range of competencies (e.g., digital,
visual literacies) across languages so that they are led toward deeper learning. This constructs
the first facet of the research arguments. The second facet draws together multimodalities (e.g.,
visualisation, Learning Conversations) and contexts (e.g., online English language classrooms in
China) for learning which have evolved rapidly in response to the advent of accessible digital
technologies. Taking account of developments not onlyin online learning environments but also
in the ways that multimodality can support the learning process in different ways, research is

increasingly focusing on how multimodalities may enhance learning.

This study focuses on visualisation as one component of multimodal practices and its potential
for deeper learning in online English language classrooms. It looks into ways in which visualising
learning can be used as a scaffolding and heuristic tool that offers learners opportunities to
articulate learning using specific CDFs and triggers more discussions as facilitated via Learning
Conversations. From the PTDL perspective, visualising and languaging learning with accessible
and appropriate use of cognitive discourse functions scaffolded by teachers via Learning
Conversations, may support bridging between conceptual understanding and communication,
thereby promoting deeper understanding. Therefore, an investigation into the dynamics of visual
languaging for enhancing individual learners’ conceptual and linguistic learning, appropriating

their language use of cognitive discourse functions, and offering insights into teacher mentoring
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and learner agency is essential for aligning the PTDL model with this study, from which the

following questions are developed to address such quests:

¢ Inwhat ways mightvisualisation serveas an intermediary learning tool (visual languaging)
that bridges conceptual knowledge construction and language learning in English
language classrooms?

e How can students develop their appropriate use of specific cognitive discourse functions
through visually scaffolded languaging?

e What are the necessary conditions for online learning experiences which encourage
interactive development of visual languaging for pluriliteracies growth in a digital
learning space?

a) Towhat extent can visual languaging support teachers in adapting mentoring online?

b) How might visual languaging foster learner agency?
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Chapter 3 Methodology

3.1 Introduction

This chapter opens by reviewing the ontological and epistemological orientations of quantitative
and qualitative research to clarify the philosophical stance of this study, thereby directing the
choices of methodology and methods for data collection and analysis. Subsequently, it clarifies
the research context, sampling process, and methods for data collection and analysis. Then the
chapter elaborates on the research timeline including the tentative design of the Pilot Study,
detailed in the next chapter, aiming to provide instrumental guidance for the substantive Main
Study (Malmqvist et al., 2019). Next, the chapter addresses ethical considerations by drawing on
Tracy’s (2010) eight quality markers in qualitative research to specify approaches taken to
mitigate bias and enhance the trustworthiness of the data, analysis, and findings. Finally, an
overview of the chapter will be succinctly presented. Therefore, the methodology chapter is

organised into six chronological parts:

e Setting the philosophical stance (3.2),

e Outlining the instrumental case study (3.3),

e C(Clarifying the research context (3.4), sampling (3.5), and methods for data collection and
analysis (3.6),

e Visualising theresearch timetable (3.7),

e Considering ethical issues (3.8),

e Asummary of the chapter (3.9).

Given the fact that learners’ personal voices and visual creations are valued as the key sources
for building theresearcher’s perceptions and understanding of the potential of visual languaging,
this study is in line with the qualitative philosophical stance. It views the world as socially
constructed entities and knowledge as mutually built through interpersonalinteractions (Denzin
& Lincoln, 2005; 2017) afforded by the connectedness of the digital era. This philosophical
thinking navigates the methodology and methods selected for addressing the research foci as

emphasised in the research questions:
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e Inwhat ways might visualisation serveas anintermediary learningtool (visual languaging)
that bridges conceptual knowledge construction and language learning in English
language classrooms?

e How can students develop their appropriate use of specific cognitive discourse functions
through visually scaffolded languaging?

e What are the necessary conditions for online learning experiences which encourage
interactive development of visual languaging for pluriliteracies growth in a digital
learning space?

a) Towhatextent can visuallanguaging support teachersinadapting mentoringonline?

b) How might visual languaging foster learner agency?

The first research question explores how visual languaging links concept development and
language by providing a visual form of languaging to support knowledge construction that may
lead to deeper learning. The second question focuses on the potential of visual languaging to
encourage learners to use cognitive discourse functions (CDFs) appropriately. That is their
appropriate language use including academic language when articulating thinking using their
visuals for completing cognitively demanding tasks. Such tasks were designed to challenge
learners to practice their language use for defining, describing, or explaining abstract concepts
related to the class content, thereby revealing and enhancing their understanding of conceptual
knowledge as they use their own words or visuals to verbally externalise their thinking process es.
This raised the importance of teachers’ mentoring for learners to sustain their learning as

emphasised in the third research question.

Hence, the research foci can be summarised as investigating:

i) the links of visual languaging with conceptual knowledge and language development
i) the role of CDFs in visual languaging;
iii) the role of visual languaging in adapting mentoring and developing learner agency,

which resonates with the four dimensions of the PTDL model (Figure 3 in Chapter 2).

Page | 74



75| Page

More specifically, the first focus positions visual languaging within the cognitive domain (i.e.,
building knowledge and skills, demonstrating understanding); the second links visual languaging
with the activity domain (doing, organising, explaining, arguing); the third one draws together
the affective domain of both learners and teachers (i.e., learner commitment and achievement,
mentoring learning and personal growth) with visual languaging. Regarding the visual tool
proposed for learners to create and use for languaging, it will be interchangeably termed as
visuals, visual creations, or visual artefacts in this paper. Now the philosophical underpinning of

this chapter will be clarified.

3.2 Philosophical Stance

3.2.1 Ontology
Researchers need to position themselves within theoretical paradigms to reflect philosophical
(ontological and epistemological) stances of different methodologies. For example, Tashakkori
and Teddlie (1998) assert that the design of the study should be ‘dictated’ by research questions.
Yin (2003) also suggests that empirical inquiries should conform to theoretical propositions. In a
similar vein, Holden and Lynch (2004) note that methodological choices should be related to the
philosophical position of the researcher and the analysed social science phenomenon. All their
perspectives accentuate the paramount importance of making clear the philosophical
underpinnings that inform research questions, methodologies, methods, and intentions in their
research design. Therefore, it’s fundamental to develop explicit ontological and epistemological
positions before the selection of methodologies and methods that are appropriate to the

research questions and foci.

A useful starting point is to briefly review and clarify the nuances of two predominant research
worldviews — the quantitative and qualitative paradigms encompass ontological, epistemological,
and methodological premises. Given that ontology focuses on the views or beliefs about the
nature of reality and epistemology is the theory of knowledge that explores the nature of how
knowledgeis sought and studied (Denzin & Lincoln, 2005), philosophical considerationson reality
and knowledge are inextricably linked with the methodology chosen for guiding the process of
data collection and analysis of this study. Furthermore, methodology as a research strategy is
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also determined by the researcher’s perceptual orientation in responding to fit-for-purposein

terms of enlightening the research problems, and the type of knowledge that can be produced

(Merriam, 1998; Creswell, 2013).

It is well documented that the quantitative positivist paradigm focuses on the nature of reality
as fixed, measurable, and empirical facts existing external to personal ideas or thoughts (Marczyk
et al.,, 2005; Neuman, 2007). The qualitative nature of inquiry portrays worlds as socially
constructed realities constructed by individuals interacting with their social worlds that develop
and changeover time (Schwandt 1994; Maxwell,2012; Merriam, 1998). This thinking implies that
the realities can be multipleand subjectively constructed based on people’s different perceptions
and understandings of theworld, whichis regarded as relativist ontology (Denzin & Lincoln, 2005).
From this perspective, realities are perceived as intersubjectively constructed through the
meanings and understandings developed experientially, socially, and collaboratively (ibid.). This
indicates that findings or knowledge can be generated by dialogically interacting with research
respondents, from which conflicting interpretations can be negotiated and reinterpreted by

researchers.

Moreover, considering the online context chosen for this study, it is worth addressing a
theoretical framework that complements relativism as socially constructed — connectivism,
whichis defined as “the integration of principles explored by chaos, network, and complexity and
self-organisation theories” (Siemens, 2005, p. 4). It implies learning may occur within the brain,
social, and online networks, from which people share diverse opinions and access information
sources among themselves and across the world in order to explore new ways of learning.
Connectivism promotes the constant connectedness between people afforded by new
technologies, which can promote collaborative discussions through social media or online
platforms for problem-solving, decision-making, and meaning-making, thereby forming
knowledge. It highlights theimpact of technologies changing the way people communicate, learn,

and make choices for continual learning.
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Such self-determined learning syngergising collective thinking facilitated by the dynamic
technologies in the digital era is also advocated in classroom learner-centred teaching. For
example, Cormier (2015) and Bissola et al. (2017) suggest a non-linear, unstructured rhizomatic
approach to learning that encourages learners to self-define their own learning path and goals
rather than only receive pre-determined inputs from experts. In a similar vein, Hase and Kenyon
(2000) echo this self-determined learning and promote its potential in cultivating learners to be
the primary agent of their own learning, for instance, making their own learning decisions with

reflective, critical thinking, and self-assessment (Blaschke & Hase, 2019).

In this sense, connectivism to some extent resonates with the intent of this study, which is
combining visuals and languaging to heuristically support learners’ creativity and belief in their
own capabilities to manage and sustain continuous learning in networked environments. More
specifically, as learners make meaning and communicate in the online classroom, they need to
be digitally literate to operate in such an online learning environment by traversing networks to
search, evaluate and adopt relevant information including online resources for doing learning

tasks.

3.2.2 Epistemology
Derived from relativism and connectivism, knowledge can be learned and gained from human-
constructed social processes or interactions (Mutch, 2005) across a network of connections that
are highly dynamic, open, emergent, and self-managed (Chatti et al, 2010). The social world is
subjective, and knowledge is constructed through interactions with other people and other
resources (e.g., digital and technological tools). Thus epistemology draws together social
constructivism(asocial learning theory developed by Vygotsky (1978) advocating learning occurs
through social interaction) and learning in a digital age. They both highlight the connectedness
of learning afforded by other people and technologies that give learners opportunities to make
choices for their own learning.In a similar vein, interpretivismembraces such knowledge building
stance and focuses on how individuals make choices and the meaning of the world (Siemens,
2005), whichfrom theangle of anacademic researcheris tointerpret participants’ views “filtered

through his or her own views” (Marriam, 1998, p. 22).
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Given learners’ experiences of creating and using visuals for languaging their conceptual
understanding is valued as the essential source for investigating the potential of visuals,
interpretivism can be understood from the learners' and the researcher’s angles. For learners,
such a dialogic-based learning process can help them to interpret the thematic content of the
lessons. Whist for the researcher, it can support the interpretation of the visual and verbal data
generated from data collection, thereby inductively building understanding to conclude findings
for answering the research questions. This dual way of interpretation resonates with the nature
of interpretivism to understand how the learners interpreted the content and how their visuals
scaffolded their learning. Therefore, interpretivismin this study is manifested through two lenses.

That is focusing on —

(1) how English younger learners interpret the content by making visuals for languaging learning
with their own improvisations and creativity, thereby providing tangible guidance for adapting

mentoring.

(2) how the researcher interprets the learners’ visuals and languaging (using specific cognitive
discourse functions) that reflect the extent of their content and language development, thereby

gaining insights into the potential of visual languaging for English learning.

These two interpretivist lenses — to a certain extent — are linked with the cognitive and affective
domains of the Pluriliteracies model from the angle of learners, the teacher, and the researcher.
In other words, they lend a means to identifying learner affective factors that are embodied in
their self-created visuals for complementing languaging, which interconnects the process of
conceptualising and communicating knowledge (cognitive domain). This reciprocally enables
effective mentoringinterms of designing teaching, providing feedback, and scaffolding (Renshaw,
2013), which from an academic research perspective, allows the researcher to gain a deeper

understanding of learners’ visual and verbal data for emerging meaningful findings.

Therefore, after reviewing the relevant philosophical orientations thus far, the researcher
believes that learning occurs when individuals engage in socially interactive processes that are

also impacted by digital networking and technology (e.g., web browsers, search engines, and
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social platforms). These provide learners with opportunities to make choices of different
resources for enhancing their learning. Such integrated thinking of philosophical stance is
inspired by Denzin’s (2012) ‘methodological triangulation’ to assure the validity of the
information collected and capture the researcher’s in-depth understanding of participants’
understanding of the phenomenon of interest. Hence, the philosophical stance that directs the
methodology and methods of this study integrates the ontology of relativism complemented by

connectivism and the epistemologies of social constructivism and interpretivism.

3.3  Research Design — Case Studies

3.3.1 Review of Mainstream Design Approaches

Diverse design approaches applied for conducting qualitativeresearchin different disciplines and
fields, for example, education, management, social work, and anthropology are adapted to fit
different contexts. Thus, mixed design approaches are often used by researchers to garner richer
data for a better understanding of the phenomena of inquiry. Amongvarious research strategies
and procedures classified and described by researchers including Denzin and Lincoln (2017),
Tesch (2013), and Creswell (2013), narrative research, phenomenology, ethnography, grounded
theory, and case studies are more commonly used in qualitative studies. The overall purpose of
these approaches to some extent is to understand how people make meaning of their lives and
experiences (Merriam et al., 2016) and how knowledge is interpreted and constructed by human
interactions in an inductive manner rather than deductively waiting to be discovered as in

quantitative studies.

Therefore, it is worth unravelling the nuanced characteristics of the above mainstream
qualitative design approaches, thereby indicating the appropriateness of using case studies for
this study. Narrative research analyses the stories narrated by the participants to understand the
revealed meaning of their experiences (Daiute, 2014). Phenomenology aims to describe the lived
experiences of the individuals being studied to understand the underlying structure of the
phenomenon (Van Manen, 2016). Ethnography seeks to understand the interaction of people

withthe culture ofthe society orthe community in which they live (Wolcott, 2008). The grounded
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theory approach focuses on building a substantive theory of the phenomenon of interest (Corbin

& Strauss, 2014).

3.3.2 The Nature of Case Studies

Case studies, according to seminal works for example, by Yin (2003; 2009), Simons (2009), and
Starman (2013), analyse and describe an individual case or cases with an in-depth exploration of
a bounded system, such as a person, a particular group (e.g., teaching staff, a group of students
with special needs, etc.), a context, or situation and time, a program or an event evolvingin its
real-life context. Seeing the participants from China learning English as an additional language in
a primary school as a bounded system, interpreting this specific group’s experience of learning

through visuals in-depth resonates with the nature of case studies.

Moreover, according to Merriam (2016), the choice of a particular research typeis tied to three
components — the precise purpose of the study, the gap identified in setting up the research
questions, and the overarching theoretical framework (i.e., relevant literature that frames the
study), which permeate the entire process of qualitative research. While acknowledging the
potential of the above methodological approaches that possess traction and insights for
conducting different research, case studies appear to provide a more specific lens to answer the
research inquiries as proposed in this study’s research questions. This can be justified by the

purposes, gaps, and theories of this study based on Marriam’s (2016) three components:

e The purpose of this study is to construct a visual-based learning tool (i.e., visual
languaging) for scaffolding learners to articulate their thinking or conceptual
understanding and enhancing learning in English language classrooms.

e The gaps concern limited research in learner-created visuals for language and more
importantly, in exploring the potential of visual languaging for enhancing learning from
the pluriliteracies perspective.

e Theories that underpin the emergence of the visual languaging strategy synergise
languaging (using specific cognitive discourse functions), multimodality (e.g., verbal and

visual modes for learning — Learning Conversations, visualisation), and the pluriliteracies
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model for deeper learning as unravelled in chapter two, which forms the theoretical

framework of this study.

By describing the rationale of this study, the purpose of gaining in-depth insights into learners
using visuals for learning English as an additional or second language resonates with the nature
of case studies. That is, case studies enable researchers to build up a rich picture of participants’
lived experiences using different kinds of data collectionto gather their perspectives, perceptions,
and/orideasrelatingto the case of interest (Hamilton, 2011). Ina similar vein, this study employs
different data collection tools to collect individual learners’ experiences and views on creating
visuals for languaging their understanding in English languaging classrooms, thereby providing
supplementary work to address the gaps as addressed above. The data collection tools will be

discussed in detail in section 3.6.

Having clarified the links between case studies with the research purposes and gaps, the next
section will explicitly demonstrate how the main theoretical underpinnings integrate with this

design approach to further clarify the kind of case study the researcher decides to undertake.

3.3.3 TheInstrumental Case Study

Based on the research questions — exploring the potential of visual languaging in conceptual
language development focusing on developing learners’ cognitive discourse functions and
learner agency within the pluriliteracies learning ecologies, it suggests incorporating a
pluriliteracies’ view of learning with the qualitative case study design. The learning ecologies as
discussed in chapter two emphasise the dynamic integration of four dimensions of the
pluriliteracies model (see Figure 4 in Chapter two) promoting the co-construction of teacher-
learner partnerships (Coyleetal, 2018). As Van Lier (2004) and Jackson (2016) postulate, learning
ecologies comprise multi-faceted factors, such as learners themselves, and their ability to
interact with their environment that “provides them with affordances, information, knowledge
and other resources for learning, developing and achieving something that they value” (Jackson,

2016, p. 1). Such ability is regarded as developing “increasingly effective and successful ways”

Page | 81



82 |Page

(Van Lier, 2004, p. 93) towards a “spirit of inquiry and reflection, a philosophy of seeing and
hearing for yourself, thinking for yourself, speaking with your voice and acting jointly within your
community” (p.99). Drawingontheir renditions, the pluriliteracies learning ecologies encompass
how learners move through the knowledge pathways and how teachers explore and adapt
teaching strategies to guide learners to progress and succeed in such trajectories for deeper

learning. Therefore, the way learners construct and communicate knowledge impacts the way

learning and teaching evolve in the classroom.

Hence, pluriliteracies learning ecologies put learners at the core to encourage them to be
responsible, confident, and motivated for their own learning. Such learner mindsets need to be
guided, supported, and challenged through teacher mentoring for generating and sustaining
learner commitment and achievement for deeper learning. (Coyle et al., 2018; Cinganotto &
Cuccurullo, 2019). This learner-centredness of PTDL aligns with the nature of case studies as they
both value individual learners’ or participants' mindsets as the main source for teachers or
researcherstoanalyseand make meaningfor enhancinglearningoraddressing researchinquiries
within a specific context. In this study, designing the case study through the pluriliteracies
learning model sought to encourage participants to engage and respond freely. The adoption of

this model can be clarified in two components of the case study:

e The teaching and learning activities — integrating visuals and Learning Conversations to
scaffold younger learners’ language use for languaging understanding of the content
introduced in the lessons (the specific design of the teaching content and learning tasks
in each lesson will be outlined in 4.1 and 5.2.3).

e Theresearch activities —negotiatingand communicating with learners to gainan in-depth
understanding of how visual languaging complements learning, mentoring, and learner

agency.

From this perspective, this case study is shaped by a particular focus. That is using the
pluriliteracies approach and a visual strategy to support learners who do not have linguistic
capacities in the additional language to articulate their learning and gain insights into the
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alignment of visuals with the PTDL model. This resonates with the notion of instrumental case
studies that also address specific foci and offer instrumental solutions to a problem, issue, or
dilemma rather than providing a broad inclusive picture within the bounded case (Stake, 1995).
Therefore, after explicitly considering the nature of case studies as described by Stake (1995), Yin
(2009), and Merriam (2016) and how it aligns with the purpose, gaps, and theoretical
underpinnings of this study, the methodological choice ofaninstrumental case study is employed
to explore the individual participants’ English learning trajectories through visual creation and

articulation, thereby expanding the linkage between visual arts and language education.

In line with the nature of a case study that considers preliminary stages of data analysis, a small
Pilot Study was carried out to gain insight into the Main Study design. Such conjecture-driven
design is characterised as an iterative design process (Cobb et al., 2003), featuring cycles of
invention and revision. That is as conjectures are generated or refuted, alternative conjectures
can be developed and subjected to tests. The implementation of a Pilot Study has the potential
to increase the research quality (van Teijlingen & Hundley, 2001), for example, by testing,
justifying, and identifying the necessity toadapt research methods or proceduresin orderto elicit
appropriate responses and obtain rich data (Malmqvistet al., 2019; Gudmundsdottir & Brock-
Utne, 2010; Kim, 2010). Therefore, this case study is comprised of a Pilot Study and the Main
Study.

3.4  Research Context
Having determined the choice of methodology, the next step is to identify where (the data
collection site) the case study was going to be conducted, who (the target group) would it be

conducted with, and how (methods) it was undertaken.

This section specifies the research site for data collection. This case study was carried out with
an English language school located in Wuhan city of China. The researcher used to work there as
an English teacher. Therefore, the school was selected using convenience sampling since the
researcher could also take on the role of the online teacher during this study — referred to as the

teacher-researcher (T/R). Another reason concerns the teaching objectives and agenda in this
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school in which the researcher was invited, observed, and learned how content and language
integrated learning (CLIL) was applied to school subject learning (e.g., math, physics) with English
as the medium of instruction in China. The students in this sample school begin specific learning
of the English language on entry until they are considered competent according to the school
examination levels to engage in cognitive and linguistic challenging CLIL subject learning. Though
the focus of this study was situated on English language lessons, working in this school in Wuhan
to some extent triggered the researcher’s thinking of incorporating thematic English lessons

instead of language form-oriented English lessons with visualisation and languaging.

Though the researcher has worked in this school before, the current students, their parents, and
teachers were unknown to her. The researcher positioned herself in students’ natural learning
setting (i.e., the school-assigned teaching application that the students normally use for taking
lessons online) to learn more about their values, worldviews, and viewpoints which according to
Dewalt and Dewalt (2011), can result in the production of thick, rich, and valid data. After
contactingand negotiating with the school district manager and two headteachers, approval was
given to enable the researcher’s access to the school's online teaching platform — DingTalk for
conducting this study. DingTalk is an application-based computer program that can also be used
on mobile phones. Next student volunteers were recruited for both the Pilot Study and the Main
Study. The students can choose to use either the platform’s desktop site on their computers or
the app versionviatheirmobile phones oriPads. Due totherestriction ofthe COVID-19 pandemic,
the sample school had to switch from face-to-face teaching to online teaching, therefore the
students are very familiar with the functions of the platform since they have been using it
frequently. Some screenshots of students using DingTalk in this case study were attached in

Appendix IV to present a general view of the platform’s layout and functions.

Forexample, through this platform, students wereableto sharetheir visualsinthelessons, which
allowed the teacher and students themselves to reflect and discuss their thinking expressed via
Learning Conversations. Students also spontaneously typed their understanding of the content
introduced in the case study English lessons through this platform. Other students preferred to

write down their thoughts about the content on paper, then take photos and send them to the
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platform where peers can access and view them. Therefore, this online platform to some extent
provided a spacefor studentsto curatetheirvisuals as created in each class, which triggered peer
discussions about each other’s visuals. Moreover, it facilitated self-reflection on their learning
process and possibly madethem realise what else they needed to doto enhance their conceptual
understanding. As the students shared, articulated, and discussed their visuals, the researcher
was able to develop a deeper and richer interpretation and analysis of the data to ensure its
reliability and trustworthiness especially in presenting student learning processes and outcomes

with visuals.

3.5  Purposeful Sampling

This case study was conducted with students from the previously specified school in China to
collect empirical data for an in-depth investigation (Dewalt & Dewalt, 2011) of their experiences
of learning with visuals in the online English classroom. Based on the research objectives,
volunteer students were selected through the purposeful sampling approach or more precisely,
homogeneous sampling. According to Campbell and his colleagues (2020), such a sampling

method in this study refers to the researcher deliberately selecting participants according to two

shared characteristics that are considered most useful for the research. These are:

(a) current primary school students,

(b) learning English as an additional, foreign, or second language.

Given the focus on learners aged between 8 to 10 years old studying in primary schools, they are
alsointerchangeably referred to as students inthis thesis. By considering and consulting students’
availability and willingness to participate, 17 students in China consented to participate in this

case study.

While communicating with their school teacher, it was noted that some of the volunteers were
English language beginners, and some were at an intermediate level and have been learning

English for approximately six months. The school teacher also shared with the researcher some
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English lessons the participants had already experienced and their English learning schedule. The
students usually have one English lesson a day in the sample school. Considering the information
collected from the sample school after negotiating with the school teacher, the topics of the
lessons designed concerned three aspects: 1) the topics that the students have not learned
before or have not learned in depth 2) participants’ interests 3) the researcher’s art background.
To reiterate, the specifics of topics and lesson plans for the Pilot Study and the Main Study are

discussed in sections 4.1 and 5.2.3, respectively.

3.6 Methods

3.6.1 Data Collection

There are five methods used for data collection: teaching and learning methods (pedagogic
focusing on visualisation, Learning Conversations). Research methods focusing on the visual-
based participatory method inspired by Leavy (2018, 2020); participant interviews; and
guestionnaires. In addition, the researcher’s reflective notes were used for creating English

lesson plans for teaching the students online.

e The teaching and learning methods — visualisation, Learning Conversations

The teachingand learning methods aimed to support theyounger learners in demonstrating their
understanding of the content. This was triggered by specific learning tasks and complemented
by learners creating and using their own visuals for languaging whilst being scaffolded via
Learning Conversations. By considering the possibility that what the learners intended to depict
through their visuals might not be fully or explicitly represented to others or themselves due to
less-refined artistic skills, verbalising their thinking appeared necessary to capture the missing
visual parts. As Frith and colleagues (2005) emphasise, the absence of what the participants
intend to produce requires equivalent attention as what is actually drawn on the page. In this
sense, Learning Conversations were chosen to provide learners with opportunities to talk about
their thinking accompanied by their visuals. By identifying learners’ thinking processes, the

teacher-researcher can provide the scaffolding that learners need by using this dialogic tool.
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Through visual-integrated Learning Conversations, learners’ thinking can be visually and verbally
defined supporting both themselves and the teacher-researcher to reflect on their learning and
teaching processes, thereby facilitating learning and mentoring. Therefore, both visualisation and
Learning Conversations are considered heuristic tools for learning, and by integrating these with
interviews and the visual participatory method, participants’ learning processes could be
holistically and genuinely revealed. This combination of data collection tools may offer the
teacher-researcher a deeper insight into the participants’ interpretations of creating visuals for
learning, whilst gaining an in-depth understanding of how visual languaging can support English

learning and teaching, and thereby addressing the research foci of this study.

Having elucidated the rationale of employing visualisation and Learning Conversations, the next
step is to clarify the choice of adopting the research methods — the visual participatory method,

interview, questionnaire, and the researcher’s reflective notes.

e The Visual Participatory Method

By handing over control to participants in image-making for languaging, the extent of their
understanding of the content and language can be evidenced as it emerges rather than being
told to researchers in an interview, survey, or focus group (Richards, 2011). Adopting this
approach is not only inspired by the pluriliteracies model for demonstration learning with
visualisation but also by Leavy’s (2020) participatory visual research methods. She described
them as a specific set of visual practices in academic research that involve “participants creating
art that ultimately serves both as data and may also represent data” (ibid., p. 242), such as
researching children’s self-expression and community engagement through their art creations
(Lee et al., 2020). Visual art forms can be paintings, drawings, photographs, sculpting, filming,
and so on. Moreover, Leavy (2020) suggests the aesthetic quality of the resulting visual art can
be less salient as participants cannot be expected to possess artistic ability or training. It was
anticipated that some students in this project might be art amateurs, therefore, they were
encouraged to produce data in any material visual form they prefer so long as their conceptual
and language understanding is explicitly conveyed and articulated. The specific forms of visuals

used by students in the Pilot Study and the Main Study will be elaborated on in Chapters 4 and 5.

Page | 87



88 |Page

e Semi-structured Interview

Similar to Learning Conversations, interviews are usually conducted through dialogues to
ascertain the participants’ perspectives on the focus of the research inquiry. Whilst there are
three broad categories of interview methods (structured, semi-structured, and unstructured
interviews), semi-structured interviews are organised with pre-determined open questions with
the flexibility to alter the order and number of questions with informed questions emerging
based on how the dialogues flow between the interviewers and the interviewees ( DiCicco-Bloom

& Crabtree, 2006).

Semi-structured interviews are comparatively more flexible “in which the person interviewed is
more a participant in meaning-making than a conduit from which information is retrieved”
(DiCicco-Bloom & Crabtree, 2006, p. 314). However, empirical data interpreted by interviews are
debated as impressionistic, unreliable, and subjective compared to quantitative methods (Denzin
& Lincoln, 2000). Therefore, conducting qualitative interviews requires careful attention to
enhance objectivity and reliability, for example, meticulous planning and adequate preparation,
intensiveandimmersivelisteningtotheinterview recordings for notetaking (Qu & Dumay, 2011).
Moreover, decisions on what type of interview will be conducted, who and how many
participants to interview, and how to analyse interview data need to be carefully considered

(Doyle, 2004).

Taking into account these concerns, the thinking of conducting individual semi-structured
interviews was elicited from the research foci that explore and value individual younger learners’
visual experiences in English language learning. Furthermore, by being part of the learners’
English learning process as a temporary teacher in the online lessons, Learning Conversations,
and aresearcherin theinterviews, theimportance of learners’ interests, voices, and perspectives
in trialing and adapting visual languaging for activating learner agency was noted. The
affordances of semi-structured interviews integrating open-ended questions with follow-up
questions that may be raised by the interviewees can trigger more engaged thinking and

discussions, thereby generatingmoreauthenticanswers forin-depth interpretation and analysis.
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e (Questionnaire

Questionnaires are highly structured with a list of set questions similarto structured interviews.
and can be used to collect quantitative and/or qualitative data (Krosnick, 2018; Patten, 2014;

Gillham, 2008). The researcher chose to combine it with the interview for two reasons:

1) concerning the mutually convenient time between the teacher-researcher and participants,
some participants may not be able to attend the interview. In order to gain information from as
many samples as possible, the questionnaire method as suggested by Gillham (2008) is an
alternative option for respondents to complete at their convenience with less pressure for an

immediate response;

2) compared to the interview, questionnaires are independently completed by respondents,
which to some extent lack interviewer bias, thereby may enhance the overall data

trustworthiness.

Nonetheless, the interview can supplement the questionnaire in ways of controlling over order
and context of answering questions, motivating respondents, explaining their uncertainty or

misunderstanding of the questions, and checking the seriousness or honesty of their answers
(ibid.).

e The Researcher’s Reflective Notes

Another method used in engaging with the problem of bias of ‘researcher as teacher’ and
research transparency is by keeping reflective notes. It is a common practice in qualitative
research to facilitate researchers’ reflexivity (Ortlipp, 2008), whereby researchers not only make
visible to the reader his or her choices, decisions, and actions undertaken during the research
process (Mruck & Breuer,2003) but also examine and clarify personal assumptions, subjectivities,

and beliefs (Russell & Kelly, 2002). By drawing on their claims, the act of note-keeping

incorporated into this case study process can be identified with three purposes:
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1) refining the teacher-researcher’s ideas and decisions for designing the lessons and learning

tasks,

2) clarifying and enhancing her understanding and interpretations of the participants’ data,

3) critically reflecting on her experiences of teaching the selected students with visuals during

the process of data collection and analysis.

The specific notes that represent these purposes were attached in Appendices | and Il.

In order to garner rich and authentic data, questionnaires, semi-structured interviews, and the
researcher’s reflective notes were proposed to be adopted in this case study. This combination
may encourage teacher/researcher-learner/participant communication for developing a richer,
deeper understanding of learners’ feedback on visuals for learning and their overall experience
with this online case study, subsequently impacting futurerelevant research design. Nonetheless,
the data collection tools are subject to change, especially reflecting on the implications of the
Pilot Study for designing and conducting the Main Study. In this sense, the use of the data
collection tools for addressing each research question as anticipated in the Pilot Study (Table 3)
differed from the Main Study (Tables 8 and 10). The specifics of the Pilot Study data analysis and

insights will be detailed in the next chapter (Chapter 4) followed by the Main Study data and

discussions of findings in Chapters5 and 6.

3.6.2 DataAnalysis
As indicated by the data collection tools, the data collected in the Pilot Study consists of video
recordings and transcriptionsof Learning Conversations, interviews, questionnaires, participants'
self-created visuals, and the researcher’s notes. The data collection and analysis for the Main
Study will be outlined in Chapter 5 with insights from the Pilot Study. The Pilot Study data
collection methods integrate three kinds of texts or modes, which are verbal (e.g., learners’
languaging and utterances during the online study), written (e.g., transcriptions, research notes,
students’ written notes on their visuals), and visual (e.g., learners’ visual artefacts). The

combination of such data resources to some extent resonates with the linguistic and non-
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linguistic resources of translanguaging (Garcia & Li, 2014; Li, 2018) and multimodality (Kress,
2000) as addressed in chapter 2 for exploring the potential of teaching, learning, and researching

with visuals.

The combination of verbal, written, and visual data may offer a holistic locus for analysing what
the learners are thinking, visualising, and languaging. Indeed, participants’ visuals and other
verbal data transcriptions can provide tangible evidence for mentoring learning and
corroborating the potential of visual languaging for teaching and learning. Therefore, the verbal
datawere transcribed and analysed based on the content of learners’ utterances, especially their
languaging and responses to the questions raised during Learning Conversations and interviews.
The visual data were analysed based on the figurative content, for example, lines, shapes, and
annotative texts that possibly be added by learners themselves. It is worth noting that the
figurative elements cannot be analysed separately from the thematic content introduced in the
lesson as the purpose of creating visuals is to support knowledge construction. Therefore, the
content for analysis focuses on the process of learners representing their conceptual and
language understanding through their verbal languaging and visual languaging. This suggests an
analytical method that is different from simply analysing the figurative elements of the image
itself (i.e., visual semiotic analysis) (Jewitt & Oyama, 2004). Instead, the method for analysing

data needs to focus on the verbal, written, and visual content of the data.

Inspired by relevant research analysing children’s visuals, for instance, drawings (e.g.,
Sendergaard & Reventlow, 2019; Merriman & Guerin, 2006), this case employs a content analysis
approach. The researchers underline the psychological value of using children’s drawings as data
in child-centred research and refer to the application of content analysisto interpret image data
(e.g., Silver, 2001; Franzosi, 2004) in addition to its typical use in the quantification of text (e.g.,
Berelson, 1954). Their analytical resources for analysing visual data emphasise not only a
qualitative exploration of drawings but also the consideration of quantitative factors (e.g.,

children's gender, age) influencing the frequency of certain themes or categories.

However, this study exclusively adopts content analysis that integrates the visual and verbal,
written resources: learners’ articulation of their visual artefacts (possibly with some additional
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written text or notes) and their responses during the Learning Conversations and interviews. In
other words, what the learners visualise and utter (e.g., languaging) that are linked with the
target language (English) and thematic content in the lessons, Learning Conversations, and
interviews will be the core data for analysis. To be specific, the content analysis focuses on

investigating —

e how students used English (whilst adopting some Mandarin for meaning-making and the
follow of communication) for demonstrating conceptual understanding with support
from their own visuals and the teacher-researcher via Learning Conversations.

e whether there was evidence of students enhanced conceptual understanding and
more appropriate use of the target language (i.e., English) compared to their prior

conceptual knowledge and English levels before participating in this case study.

Accordingto Andersonand Arsenault (1998), the qualitative content analysis starts with selecting
the texts (e.g., spoken, or written texts) for examination based on the research questions, then
breaks down the texts into units of analysis that frame the focus of the study. In addition,
Densombe (2014) echoes their description and sets out another two stages after the formation
of units of analysis. Initially, it focuses on developing appropriate codes or categories (i.e., a label
assignedto a piece of text) (Glaser & Laudel, 2013; Miles et al., 2020) tofitinto organised themes
or categories correlating with research questions. Second, it is necessary to select appropriate
coding rules, such as counting the number of times a particular word or phrase appears
(frequency) as in quantitative research or looking for the existence of a concept regardless of its

times of emergence as common in qualitative analysis.

Taking into account their suggestions for conducting content analysis, the analytical steps were
initiated from transcribing and interpreting all data sets tothe emergence and groupin g of codes
or categories into themes that revolve around the research questions. This suggests that the
process of analysing qualitative data is inductive and non-linear, from which revision and
refinement including recoding, removing irrelevant data, or relabeling categories are often
needed to generate trustworthy findings (Thomas, 2006). As Cohen and colleagues (2018) further

indicate that code-labelling has to be exhaustive, mutually exclusive, and independent. Based on
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their remarks, generating categories and themes in this study became more defined after
systematically re-reading all data types to gain a thorough understanding of the main ideas
embedded in the visual and verbal data. More precisely, the categories that naturally emerge
from scrutiny and interpretation of the transcriptions and the content of students’ visuals are
subsequently groupedintothemes. Thespecified categories, themes, and their links with the key

theoretical underpinnings will be identified and discussed in chapters 4, 5, and 6 with learners’

visual and written data in order to explicitly answer the research questions (Elo & Kyngdas, 2008).

3.7 Research Timetable

Given the important roles that pilot studies play as stated in section 3.3.2, this pluriliteracies-
featured case study was designed intwo stages — a Pilot Study and the Main Study. Due to limited
research timeand learner availability, sixstudents wererecruited for the Pilot Study participating
in two one-hour lessons. The Pilot Study data collection was completed within a month with one
lesson per week followed by a 15min individual semi-structured interview and a questionnaire

after lesson 2 using the online platform — DingTalk (Table 2).

The Pilot Study

Participants | Research activities Duration Platform
Group one | Two lessons with all group 1 hour DingTalk
— Six one student

students An interview with individual 15 minutes

students of group one

A questionnaire Depending on individual

(9 questions) with individual | students, it was expected to be

students of group one completed and returned in
three days.

Table 2. Specifics of the Pilot Study plan

The first iteration of the case study for answering the research questions through the Pilot Study
is represented in the following table, which was then open to being adapted for the Main Study
according to the Pilot Study analysis and findings. The Main Study data collection methods, data

sets (Table 8), and timeline (Table 9) will be further addressed in Chapter 5.

The Pilot Study
Research questions Methods Data sets
Interview Interview transcripts
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RQ1: In what ways might visualisation serve as an
intermediary learning tool (visual languaging) that
bridges conceptual knowledge construction and

language learning in English language classrooms?

In-class Learning
Conversations

In-class Learning
Conversations
transcripts

Questionnaire

Questionnaire
transcripts

The researcher’s
reflective notes

English lessons

RQ2: How can students develop their appropriate
use of specific cognitive discourse functions
through visually scaffolded languaging?

Visual participatory
method

Visual artefacts

In-class Learning
Conversations

In-class Learning
Conversations
transcripts

The researcher’s
reflective notes

English lessons

RQ3: What are the necessary conditions for online
learning experiences which encourage the
interactive development of visual languaging for
pluriliteracies growth in a digital learning space?
a) To what extent can visual languaging
support teachers in adapting
mentoring online?
b) How might visual languaging foster
learner agency?

Interview

Interview transcripts

Questionnaire

Questionnaire
transcripts

The researcher’s
reflective notes

English lessons

Visual participatory
method

Visual artefacts

Table 3. The original Pilot Study analytical framework

3.8 Ethical Considerations

This study was approved by the University of Edinburgh’s Ethics Committee using strictguidelines
(https://www.ed.ac.uk/health/research/ethics/committee). To ensure the reliability and authenticity
of the study, all data collection activities were automatically video recorded via the teaching
platform suggested by the sampling school. This involved the consent of students’ parents and
the sample school for educational and research development purposes in line with the ethics
policy. All personal data (e.g., students’ names, ages, ethnicity, verbal, and visual data) were
secured in a password-protected computer owned by the researcher for analysis only and on
completion of the research will be deleted. In sum, the procedural ethics practices encompass
the negotiation ofthe consent form to ensure privacy and confidentiality (Sales & Folkman, 2000),
and a parental informational sheet outlining the nature, benefits, and uses of their children’s

data.
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3.8.1 Researcheras Teacher
Socially constructed and interpreted knowledge from the research angle indicates the
subjectivity of qualitative analysis as it is unavoidable for researchers to remain impartial and
independent of their inquiry. Therefore, in order to optimise impartiality, Malmqvist and
colleagues (2019) advise qualitative researchers to be humble and reflective to “counteract
threats to trustworthiness” (p. 3) by finding ways of encouraging participants to freely express
their views through a variety of methods — for example, unobtrusive observations, in-depth
interviews, focus group discussions for gaining deeper insight or understanding of the research
problems in their unique contexts (Cohen et al, 2018). Major strategies for enhancing the
credibility andreliability of this research are considered based on Tracy’s (2010) ‘Big-Tent’ criteria

as detailed in section 3.8.2.

As both the researcher and the teacher, keeping notes triggered new thinking for designing and
teaching the English lessons and provided opportunities for reviewing and rethinking the
interpretation of the data in more depth. During data collection and analysis, the teacher-
researcher immersed herself in the context of a virtual learning space with English language
learners living in China to teach and research their language learning through visualisation and
languaging. The teacher-researcher sought to teach them visually facilitated English language
lessons in an online classroom that would allow her to gain an insider’s view of their experiences
of creating and using visuals for the elaboration of conceptual knowledge as introduced and
practised in lessons. By the end of the lessons, students’ learning processes, especially the

moments when they were using visuals for languaging their understanding during Learning

Conversations and interviews were researched with supplementary notes.

Such moments were highlighted as they offered opportunities for reflection not only for learners
to scrutinize their learning but also for the teacher-researcher to adapt her strategies for
mentoring learning. For example, given the participants are primary school students from China,
it was anticipated they might use Mandarin (their first language) in the process of English
language learning. This raised the importance of the teacher-researcher’s use of each language

for offering students the opportunities to practice their English language use. This does not deny
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the function of students’ use of Mandarin as it can support the teacher-researcher to monitor
their learning process by identifying possible problems in their conceptual understanding and
English language use. Admittedly, both the teacher-researcher and the students are fluent
Mandarin speakers, which requires the teacher-researcher to carefully use Mandarin especially
when somestudents can fully understand and explain the content when taughtin English.In case
when students can not quite make meaning of the content, using Mandarin to explain abstract
concepts can be more cognitively accessible and comprehensive for them to intake. More
considerations for using Mandarin in the Pilot Study and the Main Study will be revisited with

explicit datain Chapters 4 and 5.

These reflective processes were built on the premise that students’ different levels of conceptual
and linguisticimprovement (e.g., appropriate language use of cognitive discourse functions for
meaning-making) were revealed as they engaged in visualising and languaging their
understanding of the content in English and/or Mandarin. Therefore, recording learners’ visual
creations, languaging using specific language functions, and utterances in the Learning
Conversations and interviews was crucial for immersive observation, reliable transcription, and

in-depth analysis.

Though this is a ‘researcher as teacher’ study, participants’ own learning schedules in their
schools were not affected. This study was also agreed upon by the sample school as a means to
provide supplementary teaching sessions for enhancing students’ English learning by drawing
students' and teachers’ attention to visual languaging for English learning and teaching. It was
intended to use this small-scale case study as an experimental initiative providing insights for
relevant empirical studies focusing on visual-based approaches to otherlanguage education. This
study encourages wider groups of teaching practitioners, researchers, and learners to critique,
adopt and adapt based on their own specific settings and learning goals. Detailed implications
for future studies will be discussed in chapter 7. Next, the consideration of bias and the quality

of data analysis will be addressed.
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3.8.2 Biasand Trustworthiness

The issue of bias when analysing data was raised, for example, the subjectivity in perceiving,
translating, and coding the data. This will be guided by following Tracy’s (2010) ‘Big-Tent’ criteria
for qualitative studies (Table 4), from which credibility (i.e., the trustworthiness of research
findings) can be enhanced through practices including thick description (e.g., transcribing
interview data), multivocality and member reflection. Based on her description, multivocality
refers to voices sought from intense collaboration between the researcher and participants that
also facilitate friendship building (ibid.). Indeed, participants built a more trusted relationship
with the teacher-researcher and genuinely engaged in this online study. This was revealed from
theiractiveattendanceandinteractionin Learning Conversations andinterviews, leadingto more
credible data (Miles & Huberman, 1994). Moreover, member reflection focuses on participants
checking and recognising the validity of the researcher’s findings (ibid.). These credibility-aimed
practices emphasise the importance of participant voices and meticulous, concrete details of

interpreting and confirming the data with them to maintain research credibility.

Derived from Tracy and Hinrichs’ (2017) suggestions for mitigating the researcher’s bias,
researchers can confirm with participants whether the conceived views represent their meaning,
ideas, or beliefs. They also need to review objective data sources including audio or video
recordings to check for alternative implications from participants. The teacher-researcher
confirmed withthe students duringthe Learning Conversations and interviews to ensurethat her
interpretations of their visual articulation and responses to interview questions conform with
their thinking. Moreover, the objective source of data — Learning Conversation and interview
video recordings were rechecked and reviewed to ascertain her understanding of the data

collected from the students. These approaches were applied both in the Pilot and the Main

Studies.

As the data were organised into themes and categories using content analysis, therefore, coding
reliability was also considered by adopting intercoder reliability (ICR) (also termed ‘intercoder

agreement’) (Tinsley & Weiss, 2000). As a commonly adopted method by qualitative researchers
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for ensuring qualitative research reliability, it measures the extent to which independent judges
code the data by evaluating the characteristics of the given texts (e.g., messages, transcriptions,
artefacts), comparing the similarity of their codes or categories, labelling with the researchers’,
and reach the same conclusion (ibid.). This approach was only applied in the Main Study given
the Pilot Study was an informal trial. More specifically, the teacher-researcher invited another
colleague researcher from the University of Edinburgh who was unfamiliar with this study or its
coding process and decisions, to analyse and code the randomly chosen samples of the Main
Study data independently. For the data collected in the Main Study, there were four interview
transcriptions (two for each student group) and five Learning Conversation transcriptions (two
for group two and three for group three) randomly selected for the coder to check and make
decisions on codes or categories. The coder and the researcher’s categories of these data show

about 70% similarity after comparison.

Therefore, in addition to scrutinising the video recordings for research validity, the main feasible
approaches to assuring the research credibility, reliability, and mitigating potential bias are

member checking and intercoder checking by:

e confirming and communicating data interpretations with the participants, especially
regarding their visuals and languaging in Learning Conversations and learner feedback in
interviews.

e inviting a colleague researcher who was unfamiliar with this study or the coding decisions

to analyse the transcriptions independently.

More detailed descriptions of how the criteria for research quality are considered and reflected

meticulously in this study as shown in table 4 below.

Criteria for Quality Various Means, Practices and Methods Considerations for this study
(end goal) Through Which to Achieve
Worthy Topic The topic of the research is This research is relevant to the
- relevant pluriliteracies thinking for language
- timely education by integrating
- significant visualisations and Learning
- interesting Conversations as scaffolds for
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languaging, thereby promoting
learners’ interest and motivation to
sustain and deepen their learning.

Rich Rigour The study uses sufficient, abundant, The nature of adopting and adapting
appropriate and complex different methods including visual,
- theoretical constructs digital, and verbal tools (Learning
- data and time in the field Conversations, interviews) to
- sample(s) generate and analyse multiple data
- context(s) and perspectives from purposively
- data collection and analysis processes selected samples assures the rigour

of the study.

Sincerity The study is characterised by The researcher kept taking reflexive
- self-reflexivity about subjective values, | notes to ensure transparency and
biases and inclinations of the depth of thinking.
researcher(s)

- transparency about the methods and
challenges

Credibility The research is marked by The qualitative data are rich and
- thick description, concrete detail, varied with detailed descriptions of
explication of tacit (nontextual) the data collection and analysis
knowledge, and showing rather than process including using tables,
telling diagrams, and figures to robustly
- Triangulation or crystallisation answer the questions and adopting
- multivocality member checking, inter-coding to
- member reflections assure the credibility of the study.

- inter-coder reliability (when
collaborating on data-analysis)

Resonance The research influences, affects, or This research not only targets
moves particular readers or a variety of | students' visual learning experiences
audiences through but also teachers’ mentoring through
- aesthetic, evocative representation visuals for language education, all of
- naturalistic generalisations which are potentially transferable to
- transferable findings the learning and teaching of other

disciplines or subjects.

Significant The research provides a significant This study seeks to explore a new

contribution

contribution

- conceptually/theoretically
- practically
-methodologically

visual approach to learning additional
languages, which aims to practically
supplement traditional language
pedagogies and theoretically enrich
pluriliteracies teaching for deeper
learning.

Ethical

The research considers

- procedural ethics (such as human
subjects)

- situational and culturally specific ethics
- relational ethics

This study follows strict ethical
guidelines. All participants were
notified of information about this
research before voluntarily signing
the consent form.
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Meaningful The study The research design and methods of
coherence - achieves what it purports to be about data collection and analysis are ‘fit
- uses methods and procedures that fit for purpose’ with regard to the
with its stated goals research questions and aims that are
- meaningfully interconnects literature, generated from reviewing and
research questions/foci, findings, and discussing relevant literature.
interpretations with each other

Table 4. Considerations of Tracy’s ‘Big Tent’ criteria for this study

3.8.3 Participant Consent
The natureof this study including the specificactivities of participation and voluntary participants’
rights was outlined in detail as an information sheet for parents to review. For example,
participants were informed that all interview sessions and lessons would be pre-scheduled and
video-recorded for recursive ongoing analysis. After negotiating and confirming the interview
time with students, their parents, and teachers, the verbal data collected from Learning
Conversations and interviews were fully transcribed and learners’ visuals were saved as jpeg files

on a password-protected laptop.

Students had the right to withdraw from the case study anytime they wished. Those who wished
to volunteer signed a consent form by themselves as well as their parents or headteachers. Then
they were invitedtojoin the learning groups on the DingTalk platform voluntarilyand chose their
preferred digital device, such as a laptop, iPad, or iPhone to take the classes online. Three virtual
learning groups (one for the Pilot and two for the Main) were set up on this digital application
with both written and oral consent from the sample school and parents. As the participants were
recruited voluntarily, it was noted that most of them were highly motivated and engagedin class,

Learning Conversations, and interviews, which generated intuitive and authentic data. The

specifics of the parental information sheet and consent form are attached in Appendix .

3.84 Self-reflections
By keeping reflective notes, the teacher-researcher acknowledges her role as an English language
teacher in this online case study and the importance of taking reflective notes during the process
of data collection and analysis, especially the participants’ utterances and visuals emerged in the
lessons, Learning Conversations and interviews. Moreover, building a mutually respectful case
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environment is crucial for participants to actively engage and freely express their thinking for the
researcher to understand and develop deeper insights into the research inquiry. Therefore, all
their views, perspectives, feedback, or ideas were valued and encouraged by questioningin a
way that would facilitate open responses and trigger more teacher-learner or peer discussions in
whole-class or individual-based Learning Conversations and interviews whilst taking care of the

participant's feelings and emotions.

Moreover, building a positive relationship with the participants’ parents and teachers is essential
for granting the teacher-researcher’s access to teach the students and setting up learning groups
on the school’s online teaching platform, from which the data were synchronically recorded.
Parents and the teachers in the school also provided support throughout the case study, for
example, they reminded thestudentsto takethe lessons by enteringthe online platform ontime,
encouraged them to engage in the learning activities during lessons (e.g., visual and language-
related tasks, languagingin whole-class Learning Conversations) and participatein theindividual-
based Learning Conversations and final interviews. Therapport established between theteacher-
researcher and the school community (e.g., students, parents, and the sample school teachers)
as claimed by Siegel (2018) can enrich the data with empathy, reflexivity, and situatedness. In
return, this study is also available for the students, their parents, and the sample school teachers

to review and make suggestions upon their request.
3.9 Overview

This study is philosophically oriented from relativism, connectivism, social constructivism, and
interpretivism, informing the choice of methodology and methods for data collection and
analysis. By interweaving the pluriliteracies approach with this instrumental case study,
classroom teaching and learning activities for thematic content learning in English language
classrooms were specified. That is integrating visualisation with Learning Conversations to
scaffold learners to articulate their thinking or conceptual understanding to peers and the

teacher-researcher.
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The case study consists of two constituent studies — a Pilot Study and the Main Study. The
research tools for data collection including the participatory visual method, interviews, and
questionnaires will be experimented with in the Pilot Study and adapted according to its findings
and implications. Asindicated previously, three different groups of younger learners were invited
to participatein the teacher-researcher designed online lessons at separate times. One in the
Pilot Study with the other two in the Main Study. The data were analysed through content
analysis suggesting an inductive analytical process initiated by an understanding of the research
objectives and preparation of the raw data (e.g., selection of texts for analysis) followed by an
immersive reading, rereading, and reflection on their meanings to meticulously generate themes
and categories (Anderson & Arsenault, 1998; Miles et al., 2020). Chapter four will focus on
reporting and discussing the Pilot Study as set out in Table 3 section 3.7, considering the results
and implications, thereby offering insights into any adaptations required regarding research

methods, data sets, and English lessons for the Main Study as detailed in Chapter 5.
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Chapter 4 The Pilot Study

It is acknowledged that conducting a Pilot Study is considered necessary to gain insights for
designing the Main Study (Malmquist et al., 2019). To reiterate, the purpose of the Pilot Study in
this research is to understand the effectiveness of the particular research tools and data
collection processes in order to provide insights for designing the Main Study for answering the
research questions. Therefore, this chapter consists of five parts which are (1) the Pilot Study
English lesson plans, (2) the Pilot Study data with emerging themes, (3) the analysis of the data
(4) the implications of the Pilot Study findings, and (5) a chapter summary indicating any

adaptations to the Main Study data collection methods, which will be detailed in Chapter 5.

4.1  The Pilot Study English Lesson Plans

The Pilot Study considers the students’ current English levels ranging from entry to intermediate,
especially in lesson design. Six students referred to as group one participated in two Pilot Study
lessons, three of whom joined the individual-based interviews and two responded to the
questionnaire. The lesson topic — colours and emotions was chosen as a new topic after
communicating with the school teacher that potential links between colours and emotions had
not been previously taught. Also, impacted by the researcher’s art background, it is also within
the researcher’s interest to explore how younger learners respond to the meaning of colours in

terms of emotions.

Lesson one began with very basic words and expressions of colours and emotions, then gradually
shifted to complex concepts with nuanced emotions and their linking with colours. After lesson
one, the students had one week to make visuals for introducing themselves and representing
their understanding of how colours and emotions affect their lives. In lesson two, the students
were guided to review the content of lesson one. Linguistic support was provided for them to
articulate their learning with their visuals created after lesson one as an after-class task. They
were encouraged to describe their visual-making process, and explain how their visuals relate to

colours, emotions, and the links between these two concepts.
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4.2 The Pilot Study Data
The data were mainly generated from students’ visuals and languaging during whole-class
Learning Conversations, and their utterances in the interviews, which were analysed using the
following steps conforming to the procedures of content analysis. Through the following
analytical process, three themes were grouped based on seven categories generated from the

data (Diagram 6).

1) Reviewing the videos of the lessons and interviews, especially the teacher-learner
conversations when the students were languaging their visuals that reveal their understanding

of the content (e.g., links between colours and emotions),

2) Taking research notes (Appendix 1) whilst transcribingand translating the students’ responses

to the interview and questionnaires questions (see Tables 5 and 6 in Appendix|),

3) Labelling students’ utterances in Learning Conversations and interviews with categorises and

themes to address the foci of the research questions (see Table 7 in Appendix ).
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Describing and Explaining
/ Emetion
Concept and Language Language Scaffolding
— in the Lessons
Development \
Language Scaffolding
in the Interviews
Describing, Explaining,
) . / Evaluating Visuals
Languaging with
'\ Describing Learning
with Visuals

Visuals

Feedback for Teaching
/ with Visuals

Students’ Feedback Feedback for Learning
\ with Visuals

Diagram 6. The Pilot Study themes and categories

4.3  The Pilot Study Data Analysis

After defining the analytical steps, the following sections will elaborate on each theme and its

corresponding categories and extracts of the participants' data that emerged from the lessons

and interviews.

Theme 1:
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4.31 Conceptand Language Development

4.3.1.1 Describing and Explaining Emotions
During the first lesson, students were encouraged to introduce themselves in English by
describing their hobbies, hometowns, and favourite colours, which led to the thematic content
about colours and emotions. Some of them shared certain objects in the colours they like. They
also managed to recognise different shades of colours (e.g., light, dark, warm, and cold colours)
and described their relations with positive or negative emotions: “Angry is red and yellow is

happy” (G1S1- Group one Student one).

Furthermore, they were provided with languagetoolsto use cognitive discoursefunctionsin their
utterances in lessons, such as explaining their feelings by adopting the linguistic form —
‘l...because....”. As G1S3 mentioned: “I was happy today because | can watch TV”. G154 also
shared: “/ feel happy today because | have a holiday tomorrow”. It was unexpected that G1S2
used ‘grey’to represent his feeling before the teacher-researcher introduced the potential link
between colours and emotions as he articulated: “/ feel grey today...because after this class |
clean my room”. By the end of class, a small task was introduced regarding using any forms of
visuals they prefer to represent themselves and their perspectives of how colours and emotions

affect their lives.

The second lesson began with a short revision in English of the content in lesson one by
encouraging the students to describe their feelings regarding the past week as both lessons
occurred every Sunday. All students showed an awareness of integrating colours with their
emotions. As G1S2 said: “/ felt yellow because every day | am happy”. This colour was also
mentioned by G1S3 in lesson 2 whole-class Learning Conversation with the teacher-researcher

who used some prompting questions to support the student express his feelings with colours:

(Lesson 2 whole-class Learning Conversation)
G1S3: | felt happy because | watch TV.
T/R: What are your favourite TV programs?
G1S3: My favourite program is the news.
T/R: What colour would you use to describe your happiness?
G1S3: 1 can use yellow too.
T/R: Why?
G1S3: Because | am happy.
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T/R: Do you think yellow is a happy colour?
G1S3: Yes, | think.

4.3.1.2 Language Scaffoldingin the Lessons
Subsequently, all students managed to recall the colours on the colour palette (see Figure 5)
except the target word ‘beige’ as introduced in the first class. Instead, G1S3 metaphorically
described it as ‘ice cream’. G152 echoed G1S3 by specifying theice cream as ‘vanilla’ flavoured,
which resonated with his initial response “that’s cream”. Furthermore, he independently spelled
the target word though he was uncertain about its pronunciation. Based on their idea-exchanging
discussion as in the following excerpt, the teacher-researcher was able to scaffold their learning
according to their specific needs, which in this case is the phonetic difference between ‘bridge’

and ‘beige’ and enhance their understanding of this colour:

(Lesson 2 whole-class Learning Conversation)
T/R: What about the left bottom? !
G1S2: That’s cream. . i .
T/R: Yes, is there another way to say it?
G1S2: Let me think something... bridge, b-e-i-g-e. . | -
T/R: You are correct in spelling, but the — S
pronunciation is beige. ‘Bridge’ hasan ‘R’. w—— J

G1S3: It like, just like ice cream. — ey
G1S2: Vanilla.

T/R: Very similar, that’s why we call it cream as well.

Figure 5. The colour palette

Such conversational scaffolded learning permeated the entire lesson that triggered more
thinking and languaging using specific language functions. For example, the following teacher-
learner conversation depicts two students languaging their understanding of the links between
colours and emotions by describing possible meanings symbolised by colours with hints provided
in Figure 6. The students were able to express their thoughts and collaboratively answer the
teacher-researcher’s questions by adopting the keywords (e.g., envy, wealth, mystery, attention)

as well as some Mandarin to describe their understanding of the topic fully.

(Lesson 2 whole-class Learning Conversation)
G1S2: Black means evil, red | think romantic and love.
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G1S3: White means good, blue is sad.
T/R: What about the person in green?
G1S3: He feel BRIF (envy).

T/R: How to say it in English?

G1S2: 1 think that’s e-n-v-y, Envy.

T/R: Yes, what about purple?

G1S2: Purple means like | think purple
means wealth, mystery.

T/R: What about brown?

G1S3: Brown is...

G1S2: 1 think brown means strong.
T/R: And orange?

G1S2: 1 know how to spell a-t-t-e-n-t-i-
o-n.

T/R: Attention.

T/R: The last one - pink?

G1S2: Kindness.

Figure 6. Emotions and colours
Retrieved from:
https://www.verywellmind.com/color-psychology-
2795824

Learning Conversations as one of the mentoring strategies became increasingly important in
guiding students to communicate using theirown languages with increasing appropriacy instead
of directly giving students accuratelinguisticforms. Such conversations were constructed by both
the teacher-researcher and students as a means of dialogic scaffolding specifically facilitated with
content-related questions to encourage the students to build their utterances appropriately for
languaging. As the teacher-researcher asked thought-provoking questions in lessons to
encourage students todemonstrateand communicate understanding, their linguisticforms were
supported with explicit guidance. For example, the mispronunciation of ‘beige’ as’ bridge’ was

corrected through the visually elicited conversation.

4.3.1.3 Language Scaffolding in the Interviews
Furthermore, mentoringlearning through conversations occurred not onlyinthe lessons but also
during the interviews where students received language support. For example, G151 described
the representative meaning of ‘black’ and used a combination of English and Mandarin which

allowed the teacher-researcher to provide the specific lexical scaffolding:

(Interview with G1S1)
T/R: What is something new about emotions you learned?
G1S1:The black.
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T/R: What emotion does black represent?
G1S1: Black is so...JB & (evil).

T/R: FBE (evil) evil.
G1S2 described somenew words helearned from thelessons, from which theteacher-researcher
was able to provide him with the language support meeting his learning needs (e.g., the spelling

and pronunciation of beige and envy):

(Interview with G1S2)

T/R: Have you learned anything new from the lessons?

G1S2: 1 learned a new color brige that also called cream and...different colour in different people’s
eyes mean different feelings.

T/R: Beige.

G1S2: | learned some new words that’s like e..., kindness, wisdom.

T/R: Envy?

G1S2: Yes.

The above interview extracts were intended to encourage students to express their thinking of
the content, such as how the concepts of colours (e.g., black) and emotions (e.g., feeling black)
were integrated with their daily lives (e.g., wearing black clothes), thereby providing student
feedback to support their language use and conceptual understanding and gaining research
insights. In a similar vein, as the students articulated their conceptual understanding in the
lessons, the teacher-researcher was able to provide and embed explicit feedback such as

linguistic suggestions in Learning Conversations with the students as naturally as in daily talks.

The positioning of Learning Conversations in this study aligns with the concept of mentoring
learning developed by Tillema and his colleagues (2015). It focuses on personalised process of
learning by taking into account individual learners’ differences, which from the lens of Priniski et
al.’s (2018) relevance continuum is to increase learners’ personal relevance (e.g., personal
objects, memories, interests, goals) with the content. This requires teachers to plan the Learning
Conversations with the learners in ways that help them discover and explore meaningful
connections and usefulness to the content, thereby motivating their engagement with the

content as part of their identities (Figure 11).
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Relevance Continuum

Increasing Personal Meaningfulness

I
Personal Association | Personal Usefulnaaef | -
I : [

Figure 11. Relevance continuum (Priniski et al., 2018)

Learning Conversations scaffolded students' visual languaging and in return were triggered by
visually facilitated languaging. This was evidenced as students used increasingly appropriate
language forms to demonstrate and communicate their personal understanding of the content
with visuals as a heuristic tool to support languaging. Based on the verbal data collected in the
Pilot Study, students’ languaging was encouraged by the teacher-researcher to maximise
personal relevance with the content regarding colours, emotions, and their links to students’
personal life. For example, G1S3 greeted the class in lesson two by describing his mood as “/am
doing black” after the teacher-researcher asked him “how are you doing?”, then the teacher-
researcher hinted to him with proper expressions by rephrasing and responding: “oh, you felt
black, why did you feel so?”, which encouraged him to explain as “because today | wear the black

clothes”.

Theme 2:
4.3.2 Languaging with Visuals

4.32.1 Describing, Explaining, Evaluating Visuals

After reviewing the content of the first lesson, the next part of lesson two revolved around a
visual task. That is at the end of lesson one, students were asked to introduce themselves with
visuals that also depict how colours and emotions are linked to their lives and present their
visualsinlessontwo. Most students choseto take photos and were encouraged to articulate with

their photos while being prompted with the teacher-researcher’s questions in whole-class
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Learning Conversations including ‘what is in your photos?’, ‘why did you choose to take photos

of such objects or things?’, ‘did anyone help you to complete this task?’.

Three students completed this task and sent their visuals to the teacher-researcher via DingTalk
in different file formats (JPEG, PDF, PPT). They decided to use photos and online images to
describe themselves and how colours relate to their lives. To be specific, they described the
colours and objects in their photos as well as the process of doing the task with the support of
their parents. For example, G153 saved the photos in a PPT file while G152 decided to make it
into a PDF file with his parents’ help, which to some extent practised their digital skills. The role
of parental help was noted and will be discussed further in section 4.4.3.1. Students explained
why they selected certain online images and took photos of artefacts including books and toys to

represent their emotions, which revealed their preferences in playing, reading, and learning.

More importantly, it showed their conceptual understanding of colours and emotions as they
were articulating how these two concepts were embedded in the photos of their favourite
colours, books, and toys. This intentional action of employing external artefacts and investing
them with meanings to guidetheir behaviours (e.g., photo-taking) to some extent resonates with
Vygotsky’s (1987) double stimulation mechanism. This mechanism consists of two stages of
stimuli—theinitial problem situation (e.g., the visual creation task) and the mediating conceptual
tool(i.e., theartefacts chosen by the students for visual creation), which from Engestrém’s (2011)
perspective can “enhance performance in learning, problem-solving and build novel concepts,

agency and will” (p. 14).

Through such a visualising process, visuals as a heuristic tool seemed to trigger and support
students’ thinking and languaging during whole-class Learning Conversations. They managed to
visualise and verbalise how the content — colours and emotions are interconnected in their
everyday life. By integrating visuals with languaging, their conceptual and language
understanding was enhanced as they practised using specific cognitive discourse functions. For
instance, G1S3 described the photos of his favourite books in both light and dark colours on the

book cover, which not only revealed his understanding of colours with emotions but also
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encouraged G1S2 tojointhelLearning Conversationtofurther describe his knowledge of the book

content he read.

(Lesson 2 whole-class Learning Conversation)

T/R: I've noticed you uploaded some pictures of different books, what kind of books are these?
G1S3: These are what | like to read adventure.

T/R: Which one do you like to read the most?

G1S3: 1 like to read blue colour.

T/R: There are two blue colours, which one, dark, light?

G1S3: The both.
G1S2: I read the two blue one, | think they are good they are some graphic novels, the light blue one

tells us how to survive on the island and the blue one says what happens in the deep sea.

It was unexpected that both students read the samebooks and coincidentally collaborated inthe
process of describing the same object (i.e., G1S3’s book with a light blue cover) although they

took completely different photos (see Figures 7 and 8).

Figure 7. G1S3’s favourite books Figure 8. G1S2’s favourite books

In addition, G1S2 selected some online images of games and his favourite colour in conjunction

with photos taken by himself (Figures 9and 10). He described in detail the steps of doing the task:

(G1S2’s visual languaging in Lesson 2 whole-class Learning Conversation)

G1S2: First | put the stuff on that little sofa, then took the pictures of them, next | make it into a pdf
and next | give it to you. Well, two of them is that | found on my iPad that first one is Plants vs Zombie
and the second one is Minecraft cause | sure like those two games and then my favourite colour red
and my favourite drink soda...And | like history, science stuff, and science fiction books. | like to explore
the earth and the last picture you can see that, | like playing Lego.
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Figure 10. G1S2’s photos

Then he explained by drawing the contrast between dark and light colours although he had
limited linguistic capacities to express his thinking with appropriate language, which was

scaffolded by the teacher-researcher in the following Learning Conversation.
(Lesson 2 whole-class Learning Conversation)
G1S2: | use this comfortable grey because you can see like when you taking pictures, it’s all grey and
like those the stuff| am taking picture with is something that have light colour like yellow, white, and
those thing will make those stuff light coloured stuff more ..., you can see them in very quick time,
grey, dark colour, grey plus light color.

T/R: You mean there is a contrast of colours, the grey colour can make other colours stand out more?
G1S2: Yes.

By referring to G1S2’s visuals and explanation, the teacher-researcher identified the photo (the
one with a toy machine) he emphasised in the conversation and summarised his thinking by
paraphrasing his utterances, which also made sense to the other students and triggered their
evaluation of his visuals. As G1S3 succinctly evaluated: “/ think it’s good because he tell us his
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hobby and he also like to read books”. In return, G1S3’s visual articulation also received G152’s
feedback as he evaluated: “I think it’s good, well because that when you see it, you really know
he like reading adventure books and what are those, what adventure books”, which received an

immediate response from G1S3: “Any adventure books”.

Students’ appropriate use of cognitive discourse functions (CDFs) mainly focused on describing,
explaining, and evaluating their visuals for learning and communication in the class. They
described how they planned and carried out the visuals, explained why they decided to take
photos of certain colours or objects, and evaluated other peers’ visuals from their perspectives
with supportive reasoning. Student-led interactive languaging using these language functions
brought together content, language, and literacy (Morton, 2020) inadialogic way co-constructed
by themselves andthe teacher-researcher for conceptual knowledge buildingand demonstrating.
Simply put, the teacher-learner conversations facilitated students’ learning through their own
visual and verbal representations of emotions and colours, from which CDFs were applied to
practice their English language use (e.g., keywords). This also highlights the positioning of
literacies in this study that involve using visual and digital tools for thematic English learning. For
example, some students were able to use digital resources to convert digital file formats, and

deliberately searched and selected online images for completing the visual task in the lessons.

4.32.2 Describing Learning with Visuals
As they were linguistically and cognitively supported through respectful and supportive Learning
Conversations, some students became more confident and engaged to share their perspectives
in the subsequent research activities. For example, during the interview, the students were
responsive and creative when describing their previous learning experiences with visuals. For
example, G151 described how he represented his thinking of solving mathematic questions with
drawings. He responded mainly in Mandarin whilst G152 and G1S3 used English with a few
Mandarin characters and phrases to explicitly elaborate on their thinking. All Mandarin

utterances were translated into English as shown in Table 5 interview transcriptsin Appendix|.

(Interview with G1S1)
T/R: How might visuals help you in the future to learn?
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G1S1: =AM X LEE F _FE (I can know what’s in the visuals)..{¥ 2l & © (by carefully looking at
them), #ZEE FEBARFAIFIR(and researching the knowledge on the visuals that | don’t know),

TR 7RI Y BT 40E E 2 894038 (I may learn more whilst verifying the new knowledge).
T/R: R (Mm), BIRESASEFRIEANRE, METRRtbsA—LEAMERRFILR (Would you
use visuals to express your thinking when you don’t know how to put it into words in the future)?
G1S1: =M (Yes), IR Z A& ERS (often), ELAN (forexample) today, | S —AN= ¥ (learned about)
triangle, my father have a question, AMELMEARE, RERASARRME R X5 M #
Z AR X e E/EAEZE (1didn’tknow how to verbally explain, sol used visuals to answer
his question).
Two students sent their answers in English to a set of nine questionnaire questions (see Table 6
in Appendix|) to the teacher-researcher via DingTalk. Given their short and brief answers, the
qguestionnaire appeared not as informative as the interview. Interviewing individual students
throughvideo calls appeared to actively engage them to share their opinions regarding theopen-
ended questions, which has implications for the Main Study to retain whilst rejecting the

guestionnaire method.
Theme 3:

4.33 Student Feedback

4.33.1 Feedback for Teaching with Visuals
Given the study also concerns how visual languaging impacts teaching and learner’ mindset for
learning, students’ feedback regarding suggestions totheteacher-researcher and future learning
plans using visuals were emphasised and collected from the interviews. They shared their
perspectives on how teaching through visuals can be complemented by integrating with written
(G1S1), verbal (G1S2), and digital resources (G1S3):

(Interview with G1S1)

T/R: What suggestions could you give me? B AH—/E M, RTEIMBHALAEILE? (Do you have

any suggestions for me as a teacher?)

GISL: MRBANERR, XFhIEE. . EE—EXFREIMIEMEES (Ithink not just visuals,

words are also very... should write some words to enhance understanding).

T/R: XFEME K 454 (Combing words with visuals)?
G1S1: Yes, yes.

(Interview with G1S2)
T/R: What suggestions could you give me as a teacher using visuals to help you learn?
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G1S2: My gestion is like that we have mouths to say and the... to think, so we can do saying, we can
do writing, also write.

(Interview with G1S3)

T/R: Do you have any suggestions for me as a teacher to use visuals to help you learn?
G1S3: We can search pictures on internet.

T/R: You think teachers can give you some opportunities to search images on the internet?
G1S3: Yeah.

4.33.2 Feedback for Learning with Visuals
Regarding students’ feedback on their own learning through visuals, some emphasised their
interest in drawing for communication and learning (G151, G1S2) whilst G1S3 articulated his

interest in learning science and technology with visuals.

(Interview with G1S1)

T/R: XFEREEREEIES FI Y HiBFiE (Have you had such visualisation experience in
language learning)?

G1S1: =W, TS FKILBCHIEM (Yes, I'll express my opinions).

T/R: How will you explain your opinion?

G1S1: I'll say TNERIHAEEERYIE (if | can’t say it clearly), I'll draw EZ5h{1& (and show them), 1Lt
MEEFHECHEE (let them know my ideas). My father say T FRILBE SIAFT (1 am not good at
expressing myself), TL B2 HBE RPN, (1 often use drawings instead), E AFIETE =K E H
(because | love drawing).

(Interview with G1S2)

T/R: How might visuals help you in future learning?

G1S2:1 like to draw, and it may be help me to draw some pictures

T/R: How could drawing help with your learning?

G1S2: Well, I never give up my drawing, if my learning is not good, | cannot get much money, then |
can draw pictures (to make a living).

T/R: How could drawing help with your

language learning?

G1S2: When sometimes | talking about my friends with some game pictures and some friends like my
another English teacher in America, I'll show him my draw and we are talking about it and then we
have upper English learn.

(Interview with G1S3)

T/R: How might visuals be used in the future to help you learn?
G1S3: 1 think I want to learn about science.

T/R: How could visuals help you to learn science in your opinion?
G1S3: Visuals can help us learn something like technology.

Individual-based interviews showed the potential for strengthening students’ engagement and

interest in using visuals for learning. As students were provided with such an emotionally safe
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personalised space to communicate with the teacher-researcher as in daily conversations, they
were relaxed to share their thinking on using visuals for learning in this case study as well as their

past visual learning experience and provide feedback for teaching with visuals.

By reflecting on students’ feedback, an understanding of how to enhance learning was developed.
That is students need mentoring (through Learning Conversations) and accessible ways to
express their thinking for communicating with others (through visualisations) especially when
they lack the linguistic capacities to articulate in English. With these two supportive tools
combined, students appeared more engaged to construct and demonstrate their understanding
of the content and made suggestions for teaching with visuals, which accentuate the necessity
tointegrate the four dimensions of the PTDL model as addressed in chapter two. To reiterate, it
concerns the affective factors of learners when supporting them in conceptualising and
communicating knowledge for deeper learning, which in turn provides insights for mentoring
learning and promotes learners’ confidence, interest, or motivation to continuously direct and

sustain their learning.

4.4  Pilot Study Implications for the Main Study
The Pilot Study combined Learning Conversationsand visuallanguaging as scaffolds for students’
online English language learning, which also offered implications for the Main Study including
using L1 in visual-based English language classrooms, the importance of Learning Conversations
or more specifically after-class Learning Conversations with individual students, and the specific

form of learners’ visualisation (i.e., drawing). These will now be elaborated on.

4.41 Concernsabout UsingL1

Though the main medium for learning is English, Mandarin was also used. The combination of
students’ L1, L2, visual and digital tools for learning resonate with the notion of translanguaging.
As previously discussedin Chapter 2, translanguaging encompasses multilingual, multimodal, and
multisensory resources for meaning and sense-making (Li, 2018). The translanguaging practices
in the Pilot Study, therefore, include students using these resources to communicate in the

lessons and interviews, especially at students’ request or when the teacher-researcher sensed or
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noticed a need for L1 for meaning-making and communication. By reviewing thevideo recordings,
when students used Mandarin in the lessons, they had more control over their languaging when
communicating with peers and the teacher-researcher. This also strengthened their engagement
in different tasks, (i.e., identifying colours, emotions, and languaging with their visuals).
Furthermore, theirresponsestotheinterview questions demonstrated the effectiveness of using
Mandarin to express their thinking when they lacked the linguistic resources to do so in English.
In a similar vein, as Dalton-Puffer and her colleagues (2021) found in their recent study of
implementing CLILin an Austrian technology secondary college, the combination of English and
German enacted by all participating teachers and students can alleviate students’ cognitive and
linguistic difficulties, support respective content teaching and learning experience and increase
students’ confidence in using English for subject-specific purposes (Sandberg, 2019). This dual-
language approach enabled clarifying complex concepts, which created more opportunities for

learners to convey their perspectives.

Nonetheless, this study adds another lens of non-linguistic tools to complement students using
Englishand Mandarinforlearninginthe online English classroom.As studentsmadetheselection
and employment of languages, visual and digital tools (e.g., online images) in the lessons and
interviews, the teacher-researcher was then able to scaffold their linguistic and conceptual
understanding with more focus and precision during whole-class Learning Conversations.
Moreover, students using both languages for communicationin the interviews also provided rich
dataindicating the potential of visuals for learning. Therefore, Mandarin was judiciously used in

the Main Study to facilitate understanding and communication.

Although using Mandarin facilitated understanding and classroom conversations, the extent of
using it in the lessons may need to be carefully guided in order to leverage the learning of English
as a second language (Yang et al., 2017). As an English teacher and learner, the teacher-
researcher was concerned about students resorting to Mandarin whenever they encounter
cognitively challenging tasks, which counteract the purpose of practising and developing their
English language skills and knowledge. This raised the importance of strategic linguistic

scaffolding for supporting students’ articulation of self-created visuals in English, which can bein
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various forms. For example, moving continuously between English and Mandarin to promote
confidenceand interaction, guiding the specificlanguage use for different cognitive-related tasks.
Such linguistic scaffolding also needs to take into account students’ different kinds of language
use in English, which can derive from their own school textbooks, the pre-designed teaching
materials of this study, the internet, or the linguistic repertoire that they have already own
including the language they invented. These language sources from the pluriliteracies lens of
mentoring are inclusive and spontaneous that integrate multimodal resources to support
learners in communicating and constructing English knowledge and language.

4.42 The Importance of Individual-based Learning Conversations

Languaging during whole-class Learning Conversations was intended to develop student
conceptual knowledge with increasingly appropriate English linguistic forms. The purpose of the
interviews was to gain a deeper understanding of students’ knowledge construction and
communication in English using visuals as a scaffold. Both were mediated by a conversational
approach to learning and research. It was noted that students’ emphasis in the lesson
conversations was on learning whereas in interviews was on communication. In general, what
students uttered for the purpose of communication is what they were thinking at that particular

moment and much of that thinking or cognition was in advance of their English levels.

It is anticipated that the levels of learner conceptual understanding and appropriateness of
English language use after taking the lessons may develop differently. Therefore, the
development of their verbal languaging with visuals as a supplementary resource to convey
meaning and understanding requires personalised scaffolding. That is the purpose of adopting
after-class Learning Conversations with individual students in order to provide the kind of
scaffolding that meets each student’s learning needs. This was especially noted after reviewing
the lesson video recordings, a couple of students were hesitant in speaking in English or became
completely silent especially when other more linguistically capable students raised their hands
to join the conversation. This raised a concern about the potential limit of conducting the study
online as the teacher-researcher may not immediately notice every student’s feelings and body

language that indicate their learning needs and provide necessary support in time. It was
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acknowledged that the online platform provided students with opportunities to develop their
multiliteracies (e.g., search, select and share online sources for learning the content and making
drawings) and afforded the convenience and efficiency of data collection during the pandemic.
However, only holding the whole-class conversations online to some extent affected the
opportunity for each student’s speaking time to practice English and receive specific feedback
and scaffolding fitting for personal learning needs, especially the ‘shy’ ones though such

conversations showed signs of active engagement of most students.

Therefore, in order to better provide equal opportunities for all students to practice the target
language and develop conceptual knowledge, personalised mentoring in a ‘safe’ environment
(Fullan & Langworthy, 2014) that takes care of individual students’ feelings and learning needs
appeared essential. This environment was embodied as a 10 to 15 minutes conversation with
each student in order to provide them time and opportunity for addressing their emerging
learning questions or concerns and receive learning feedback or suggestions. It was then held
after every two English lessons in the Main Study, therefore termed ‘after-class Learning
Conversations’, which also complemented students’ language useand contentlearningin whole-
class Learning Conversations that triggered more peer conversations. Since this study explores
individual learners’ growth and progression by using visual languaging, Learning Conversations
that occurred within the lessons with all students were emphasised and analysed on the
moments when students were languaging with their visuals. The data collected from after-class
Learning Conversations were more personal-driven and hence were fully transcribed and coded
in addition to interviews and students’ drawings.

4.43 Learners’ Visual Output

4.43.1 Learners’ Ownership
The potential of students’ created visuals for scaffolding languaging and triggering Learning
Conversations was noted and discussed, however, the ownership of visuals was overlooked
which may influence the extent of visuals supporting students’ learning. This concern was raised

after reviewing the recordings when students were languaging during the lessons and

communicating in the interviews as shown in the following excerpts. G1S2 completed the visual

Page | 120



121 |Page

taskindependently with his father’s mobile phone whilst the other two students disclosed during

theinterviews that some of their photos were taken by their parents.

(Lesson 2 whole-class Learning Conversation)

G1S2: 1 got help that borrow iPhone from somebody.
T/R: From whom?

G152: My dad.

T/R: Anyone helped you?

G1S1: My mom.

T/R: Where did you take these pictures?

G1S1: My home. | find my home...toy, my toy is black and my book s black...the book talking about sky
and talking about the sun, the earth, the moon, and ahh UFO.

(Interview with G1S1)

TR: RICBLEBRIREALEZIMENNIEHE (I remember last class you showed me your photos)

photos, your mother helped you take them?
G1S1: Yes, my mother help me.

G1S3: First, | plan some picture, then I..we make a plan and like the first page will have two picture
and the second page will have one picture. We put the pictures into the ppt and finally we write the
heading.

T/R: You talked about we, did someone help you to do the homework?

G1S3: My mom help me.

T/R: She helped to take pictures of you?

G1S3: And helps to make the pptand I'll put the pictures in the ppt.

(Interview with G1S3)

G1S3: Some pictures like my book and when | read is my mom take for me, and others is | take it in
our... in my mom’s phone.

Though parental support, for example, providing digital tools (e.g., iPhone) was helpful, it is
necessary to ensure the visuals were intrinsically created by students themselves in order to
reflect their genuine thinking processes instead of their parents as learners are the target sample
for analysis. Simply put, learners’ ownership of visuals especially regarding their decision-making
on thecontent of their visualsis key to revealing their genuine extent of conceptual and language

understanding.

Only by confirming this ownership can visuals act as authentic visible evidence of learners’
thinking processes for reflecting on learning and adapting teaching. In other words, learners
themselves can use their visuals to retrospectively review and reflect on their learning and the

teacher-researcher can adapt teaching for more appropriate scaffolding. Given such potential
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importance, designing visual tasks that explicitly require learners’ ownership in visualisation was
applied in the Main Study data collection. To be specific, creating visuals by learners themselves
was reiterated and agreed upon at the commerce of the Main Study to ensure both groups two
and three participants owned the process of visual creation for knowledge construction.

4.4.3.2 Drawing

An accessible unified form of visuals emerged from the interview data as all three students
emphasised their interest in drawing for communication and learning. As G1S1 mentioned he

often uses drawing to express himself — “My father say FZFiXBE 77477 (I am not good at

expressing myself), #5218 EHZ T (1 often use drawings instead), & 27 JE & =55 1E
/& (because I love drawing)”. Similarly, G1S2 elaborated how he adopts drawing to communicate

with others for English learning — “/ like to draw and... when sometimes | talking about my friends
with some game pictures and some friends like my another English teacher in America, I'll show
him mydrawand we aretalking about it and then we have upperEnglishlearn”. In addition, G1S3

linked the class topic colours with his hobby of drawing:

(Interview with G1S3)

G1S3: 1 know colours, we can use colours to draw pictures.
T/R: Do you like drawing?

G1S3: Yes.

T/R: What do you usually draw?

G1S3: 1 draw anythings.

Taking into account students’ elaborations of their interest in drawing for learning, the
importance of using drawing as a form of visual creation for the Main Study was also raised by
reviewing relevant works of literature. According to Silver (2001) and Cicalo (2020), integrating
drawing with cognition enables children to have the ability to use drawing as an alternative way
to activate their thinking and seeing by creating inner images onto an external surface even
before they can write and communicate with language. In a similar vein, Van Sommers (1984)
maintains their positionand further remarks that visualising thinking through drawings can clarify
and evoke specific memory, which as Glaser (2008) indicates, can record and represent visually
recorded perception. Derived from their perspectives, most children can draw to an extent that
communicates their thoughts and ideas even though their drawings may be less recognisable.
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Moreover, drawing implies the control of gestures and movement of hands or body that can

affect and stimulate kinaestheticintelligence (Wammes et al., 2016).

Based on their rendition of the potential of drawings especially the accessible nature of drawings
for young learners to create and make meaning inspired the teacher-researcher to choose this
visual form for the Main Study. As the Main Study proceeded with students making drawings, it
appeared that this visual form to some extent allowed students to create with ease and
encouraged them to own that process of creation for learning and communication. Reciprocally,
drawing offered the teacher-researcher visible evidence to access and scaffold the students’
thinkingand learningin the onlineclassroom. Considering the possibility that some students may
be less competent or confident in artmaking, therefore, the aesthetic skills or quality of creating

drawings were not considered for analysis.

4.5 Chapter Summary

To succinctly reiterate, three major changes to the research design of the Main Study were made
in light of the Pilot Study.

e Conducting Learning Conversations with individual students after the lessons emerged
as an important scaffold for addressing each student's learning needs (e.g., clarifying
some complex concepts or linguistic forms) and constructing personal emotionally ‘safe’
spaces, especially for shy students.

e The Pilot Study participants showed a lack of interest in the questionnaire which
resulted in less data compared to dialogue in the interviews.

e Drawings appear to have the potential to gain students' interest and offer them easy

access to independently creating visuals compared to photos.

Therefore, the Main Study employed after-class Learning Conversations with individual
students for personalised scaffolding and drawings as the visual form for learners to create and
use for languaging and learning whilst the questionnaire was not considered. The next chapter

will detail more on the Main Study design in terms of data collection tools, lesson plans, and

research findings.
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Chapter 5 The Main Study

PART 1. Introduction to the Main study

5.1 Chapter Introduction
This chapter consists of five parts. The first part transfers the implications of the Pilot Study to
the Main Study by outlining the revised thinking of methods, data sets, their links with the
research questions, and the lesson plans for data collection and analysis. The second to fourth
parts present how themes and categories that emerged from the Main Study data using content
analysis can address the potential of visual languaging in supporting students’ conceptual and
language understanding, language use with cognitive discourse functions (CDFs), and
implications for mentoringand learner agency. The fifth part succinctly summarises the findings

of the Main Study.

5.2  The Main Study Design

5.2.1 The Main Study Methods
As enlightened by the Pilot Study, the following table depicts the methods and data sets for
addressing each research question, which was updated after analysing and discussing the Main
Study data. The methods chosen for the Main Study are similar to the Pilot Study, however, the
questionnaire tool was not employed as justified in the last chapter. The Main Study data
collection tools are Learning Conversations, interviews, the visual participatory method
(drawings), and the researcher’s reflective notes. The following table illustrates the explicit link
between the research questions, the Main Study methods, and the data sets, which will be more

developed and refined with the discussion of the findings as shown in Part 5 Table 20.

The Main Study

Research questions Methods Data sets
RQ1: In what ways might visualisation serve as an Learning Learning
intermediary learning tool (visual languaging) that Conversations Conversation
bridges conceptual knowledge construction and Transcripts
language learning in English language classrooms? The researcher’s | English lessons
reflective notes
Interviews Interview transcripts
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RQ2: How can students develop their appropriate
use of specific cognitive discourse functions through
visually scaffolded languaging?

Learning
Conversations

Learning
Conversation
Transcripts

The researcher’s
reflective notes

English lessons

Visual Visual artefacts

participatory (drawings)

method

Interviews Interview transcripts
RQ3: What are the necessary conditions for online Interviews Interview transcripts

learning experiences which encourage the interactive
application of visual languaging for pluriliteracies
development in a digital learning space?

Table 8. Adaptation of Pilot Study to the Main study

5.2.2 The Main Study Data Collection Plan
Through the same platform as the Pilot Study, the Main Study recruited 11 student volunteers
who were divided into the second group (five students) and the third group (six students). The
students participated in five lessons on the topic of habitats and ecosystems, followed by two
follow-up Learning Conversations that occurred after every two lessons. Subsequently, the
individual semi-structured interviews were conducted after the fifth lesson. The after-class
Learning Conversations acted as a locus for exchanging summative feedback between the
participants and the researcher. The lessons lasted one hour, and the after-class Learning
Conversations and interviews lasted around 15 minutes, respectively. The implications of after-

class interaction with students will be subsequently discussed.

Data collection for the Main Study took place over two months with one lesson each Sunday, two
biweekly Learning Conversations, and an interview. The following grid outlines the number of

participants, research activities, duration, and platform planned for the Main Study.

The Main Study

Participants Research activities Duration Platform
The second Five Lessons Two months DingTalk
group: five (1 hour each): (Onelesson each
students; Two after-class Sunday, two

Learning biweekly after-class

Conversations (15min | Learning

each)
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The third Interviews (15min) Conversations, and
group: six an interview)
students

Table 9. Specifics of the Main Study plan

Having presented the new set of methods and data collection plan, the Main Study lessons design

will now be described in detail.

5.2.3 The Main Study Lesson Plans
By considering students’ learning needs and interests reflected in the Pilot Study, attention to
adopting a different topic for the Main Study focused on the content interests that motivate
students. The aim was to start with content that students may have a basic understanding of but
not yet fully mastered in terms of deeper conceptual understanding or linguistic skills to
communicate with proficiency and appropriacy in order to generate richer data. Therefore, in
developing learning episodes that not only consider students’ learning needs and interests but
also facilitate setting mutually agreed challenging goals that are understood and accessible, the
teacher-researcher decided todiscuss thetopicandrelevant tasks with the headteacher. Shewas
more familiar with each student's current learning levels, teaching agenda, and progress in the
school. There were greater opportunities to negotiate with the students about their expectations
for participating in this project. It was anticipated that as the project was initiated, the
communication between the teacher-researcher and the students would become more

intensified.

Therefore, the Main Study adopts a developmental continuum building on the Pilot Study. That
is gradually shifting from easy tasks (e.g., self-introduction, naming colours, and emotions) to
cognitively demanding ones (e.g., linking colours and emotions in their daily lives). Such
understanding of designing learning tasks was applied during the selection of the overarching
topic (i.e., habitats and ecosystems) in the Main Study. This topic was chosen as the student’s
English teacher in the sample school has not taught both concepts as well as their interrelation
or differences. Though some students had met the spelling and the Mandarin translation of the
English word (e.g., habitat), they were not quite confidentin describingits concept fully in English
with appropriate language use. Also, the teacher-researcher informally communicated with the
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participants before conducting the Main Study on DingTalk. Most students showed interest in
this as a topic for English lessons. Therefore, after confirming the topic, each lesson’s content
was designed as follows with consideration of content and language development and the ethos

of cultivating global citizens from the pluriliteracies lens.
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5 Lessons learning objectives and tasks

Pluriliteracies development

Lesson 1 — Nature of habitats

T/R input to facilitate student talk
about habitats and ecosystems
drawing on prior knowledge

Visual languaging (students draw
habitats and articulate their drawings)

Students construct conceptual
knowledge by visualising and
communicating their
understanding of habitats with
T/R and peers in lesson 1 Learning
Conversations (whole class
conversations).

Both contentand
language development
through visual
languaging habitats
mediated through
Learning Conversations.
Using prior knowledge
in new ways.

Lesson 2 — Nature of ecosystems

T/R input focusing on language needed
for academically constructing the
meaning of habitats and ecosystems.
Visual languaging (students draw
ecosystems and articulate their
drawings)

T/R guides students to
reconstruct and use language
(meaning making) for describing
and explaining habitats and
ecosystems and to enhance their
understanding by drawing and
verbal languaging.

Scaffolding students’
language use of CDFs
complemented by visual
languaging. Encourage
student spontaneity to
actively engage in
making theirown
meaning.

Lesson 3 —Relationship between
habitats and ecosystems

T/R guides students to notice the
differences and similarities between
ecosystems and habitats through
visual and verbal prompts in the lesson
Visual languaging (students draw an
ecosystem with multiple habitats and
articulate their drawings)

Students use more nuanced
descriptions/explanations of
habitats and ecosystems using
images on the lesson slides and
verbal scaffolding through
Learning Conversations. Through
drawing/articulating their visuals
scaffolded (T/R and peers)
towards deeper understanding

Peer and T/R scaffolding
for meaning making
(differentiating habitats
and ecosystems)
through visual
languaging and Learning
Conversations.

Lessons 4 & 5 — Protecting habitats
and ecosystems

T/R reminds students of challenges to
habitats through images on the slides;
encourages students to brainstorm
ways to protect the environment
Visual languaging (students explore
habitat challenges/problems they
noticed in life and make suggestions,
then articulate their drawings)

T/R encourages students to notice
dangers to habitats and discuss
the origins of problems, then
share their opinions on how to
mitigate such problems and
protect the environment.

Student reflection/analysis of
their drawings focusing on
dangers and possible solutions.

Fostering learner
agentic roles in
reflecting, thinking and
implementing waysto
protect habitat and
ecosystems. Encourage
students to use prior
knowledge and find new
knowledge from own
research inside/outside
the classroom.

After-class Learning Conversations

T/R encourages individual student
analysis of their learning, after lesson 2
and after lesson 4.

T/R review of thematic content
and language use with individual
students. Each student
encouraged to elaborate more on
their drawings and ask relevant
conceptual or linguistic questions
to facilitate their understanding.

Teacher-learner co-
constructing learning by
offering more
opportunities for
individual learners to
express their thinking
and providing
personalised scaffolding.
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Student/teacherinterviews
(After lesson 5)

T/R interviews individual students
to collect their feedback for

Use learner feedback to
guide T/R mentoring

teaching online with visuals. learning.

Encourage students to reflect on Learners spontaneously
their learning to trigger students’ | settinglearning goals
own future learning plans. can facilitate their
agency in learning.

Table 10. Lesson tasks for pluriliteracies development

Lesson one focused on defining concepts of habitats and classifying different types of
habitats, followed by a guided visual task to iterate these concepts.

Lesson two started with student articulation of their visuals created in lesson one
including describing their compositional processes and explaining the conceptual
underpinnings. Then the lesson proceeded to the introduction of the concept of an
ecosystem.

Lesson three aimed to explore the relationships between habitats and ecosystems
followed by students visualising their understanding of such content of their visuals at the
end of the class.

Lessons four and five combined the concepts introduced in the former three lessons and
encouraged students to evaluate and explore feasible, effective ways to protect animal
habitats in their daily lives, thereby raising their sense of responsibility in protecting the

environment as global citizens.

Each lesson had at least one drawing task to facilitate student languaging of abstract concepts

with specific language functions, which integrates the content with the target language. This

process was supported by the teacher-researcher through Learning Conversations for student

knowledge enhancement. Their evolving conceptual understanding was guided by learning tasks

to encourage them to describe habitats, ecosystems and their interrelationship and protection

corresponding to the pluriliteracies model for deeper learning (Table 10). The explicit design of

the lesson tasks was annotated in the researcher’s notes and represented as PowerPoint

presentations available for scrutiny in Appendix Il.

Although the two groups of students in the Main Study shared the same lesson content, their

personal lived-through experiences and learning outcomes were different which were revealed
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in the way they handled the drawing tasks. These differences will be discussed in Parts 2 to 4
which correspond to the pluriliteracies dynamic learning ecologies that value individual learners'
differences. Moreover, the dynamic nature of this case study was also revealed by the adaptive
methods and data sets implicated in the developments accrued during the Pilot Study. The
following section will concisely outline the themes and categories that emerged from the Main
Study data analysis for answering the research questions respectively.
5.3  The Main Study Data - Themes and Categories

Regardingresearch question one, three overarchingthemes were elicited from both participants’
drawings, the researcher’s transcriptions of interviews, and after-class Learning Conversations
through interpreting video recordings. To be specific, these three themes are concept
construction, concept enhancement, language learning derived from thedrawings photographed

and sent via DingTalk by the students themselves.

Thoughtheintricateintegration of conceptual and language learning is well documented (Lantolf,
et al., 2018; Dalton-Puffer, 2016; Mohan, 2014), in this study, in order to scrutinise the nuanced
potential of visual languaging in bridging both content and language development, these two
elements were analysed with separate data themes for addressing research question one (see
part 1 in chapter 5). This was also essential for understanding how their integration brought

together by visual languaging can inform the second and third research questions.

Based on the same data resources, another set of two themes was generated around research
qguestion two, namely, visualisation and students’ feedback on tasks. Subsequently, the themes
— students’ course evaluation, their future learning plans, and visual narrative with creativity

apply to research question three from the learners’ perspectives for learning with visuals.

Each theme and its corresponding categories are extracted from the researcher’s interpretation
of the verbal, visual, and written data aiming to explicitly answer the research questions. This is
summarised and illustrated into three diagrams (7, 8, 9) to navigate the subsequent sections of
presenting and discussing the research results in accordance with each research question. The
intricacy of themes and categories with research questions will be critically discussed by

interweaving data excerpts and relevant literature resources from section 5.4 onwards.
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PART 2. Research Question 1

This part focuses on the themes and categories for addressing the first research question as

shown in Diagram 7 as follows.

n

CConcept Descriptio
Concept Review
\ 3

Concept Construction

AN

eepening Understanding

\&/

L

/ Gtural Representations
\ ( Mindmaps

Concept Enhancement

Building Linguistic

/ ( Forms
Language Learning < » [ Applying Thematic Language
in Another Context

Language Strategies)

S

Diagram 7. RQ1 themes and categories

5.4  Concept Construction
This theme encompasses categories of concept description, concept review, and deepening

understanding, which will be discussed with supporting data respectively.
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Concept Description

/

Concept Construction —

™~

Concept Review

Deepening Understanding

Diagram 7_1.RQ1 theme 1

5.4.1 Concept Description

This theme emerged from student interviews and Learning Conversations, especially when
responding to the teacher-researcher’s concept-checking questions — ‘what have you learned
from all the lessons and what can you remember after every pair of lessons?’. Such questions
were intended to elicit student reflections on their own learning as guided by Hattie and
Timperley’s (2007) feedback model. It concerns learner feedback by retrospectively asking
themselves — ‘how am | going?’. The following extract demonstrated how three students

described their conceptual understanding of habitats and ecosystems with dialogic guidance.

(Interview with G2S1)

T/R: How was your day?

G2S1: Today | am fine.

T/R: What did you do? Did you just come back from school?

G2S1: No, today | came back from school, and do my homework and ride my bicycle.

T/R: Okay, so you did some exercise. We are just going to have a short interview, just ask you a few
questions, you can either answer in English or Chinese, both are alright.

G2S1: Ok.

T/R: So, my first question is what have you learned or remembered from all the lessons?

G2S1: G1S1: Mm, | remembered whatis habitat, what is ecosystem. Habitat are are are the animal are

the places that animal live. And ecosystem is some of the habitat and they have some have some have
many habitat.

(Interview with G3S6)

T/R: What have you learned from our lessons?

G3S6: | think from the last lesson | learned about protect animals, and from the second class, |
learned about 2 75%% (ecological chain).
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T/R: Ecosystem, food chain?
G3S6: Yes.

(After lesson 2 Learning Conversation with G2S5)
T/R: How about the lessons, do you have questions?
G3S5: Oh, oh, oh, I think I I  don’t have any question.

T/R: Okay, then | have some questions for you, could you please tell me what are habitats and
ecosystems?

G3S5: Uh, habitats is the place animal live.
T/R: And ecosystems?
G3S5: | forget it. | try to think. | think ecosystem is a place that have more habitats.

T/R: Yeah, and ecosystems would have diverse, many kinds of species.
G3S5: Oh.

Student descriptions of the content are used to relay the facts or main points of their process of
understanding or learning the concepts, which were constructed in the lessons with specific
learning tasks. For example, lesson one task 1 led to the thematic topic of habitats by asking
students about animals they knew and places they inhabit, which was mediated in the whole
class Learning Conversation. The following tables demonstrate how students moved toward
pluriliteracies development corresponding to table 10in section 5.2.3 using selected lesson tasks

with extracts of Learning Conversations and interviews further analysed with commentaries.

lesson 1.pptx

o + 3 2010

Task 1.
Share the animals you know

* What animals do you know?
* Where did you first see them?
* Why did you remember them?

647 8 O m < P
N

Lesson 1 slide —task 1

Page | 133



134 |Page

Lesson 1 whole class Learning Conversation

Commentary

T/R: Could you please tell us what animals you know?

G2S5: | always can see some bugs and | can see them maybe in the
gardens and maybe in the grassland.

T/R: Why did you remember them?

G2S5: Because they are small, they can fly or move very quick.

T/R: Ah, so that drew your attention. And G251, you raised up your
hand?

G2S1: Yea. | see owls and a blue bird in the zoo, maybe the blue bird
we can see on the tree.

T/R: Why did you remember them?

G2S1: Because | remember in S2 there is a article that is about owl and
blue bird.

T/R: So, it’s from your class book?

G2S1:1t’siin ... (name of the school).

Thematic language used by
students:

Bugs, gardens, grassland, owls,
a blue bird, zoo, tree.

G255, G251 provided simple
description of habitats
(location) of animals they
already knew and explained
why.

Table 11. Lesson 1 Task 1 Learning Conversation extract

lesson 1.pptx

t+ 3 3 of 10

Vs

Task 2. Introducing habitats

* Can you think of other places
where animals live?

Lesson 1 slide —task 2

Lesson 1 whole class Leaming Conversation Commentary
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T/R: Can you think of some place that your favourite animals live? | T/R scaffolded G251 by enabling
G2S1: My favourite animal peacock lives in...|I think it’s live in fo | her to notice and talk about
forest. images of different habitats in
T/R: Ok, forest, so what are those places in the picture? task 2.

G2S1: 1 think it’s swamp.
T/R: Which one is swamp?
G2S1: The second.

T/R: The one with a lot of grass? Thematic language used by
G2S1: Maybe it’s grassland. students:

T/R: So, which one is swamp? Peacock, forest, swamp,

G2S1: The fourth. grassland, penguin, Arctic, jungle,
T/R: What about the first one? dessert, mountain, ocean.

G2S1: The first one maybe is forest.
T/R: You said your favourite animal peacock lives in forests?

G2S1: Yes.

T/R: Ok, and G2S5 | saw you raised up your hand? Would you like | Peer scaffolding encouraged G255
to talk about the animals you like? to use the chat function of the
G2S5: Penguin live, the penguins live in the Arctics. platform to write other habitats in

T/R: Arctic..| saw you wrote something (on the DingTalk chat | English to complement what were
window). You said jungle, grassland, dessert, swamp, mountain, | not fully covered by G251.
ocean. Thank you.

Table 12. Lesson 1 Task 2 Learning Conversation extract

This conversation revolved around different habitats by encouraging students to talk about
places where their favouriteanimals live, thereby expanding to other habitats and engaging them

to think about the concept of habitats as hinted on the following teaching slide.

lesson 1.pptx

m + 3 4 of 10

Task 3. What are habitats?

Lesson 1 slide - task 3
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Lesson 1 whole class Learning Conversation

Commentary

T/R: You all talked about some animals you like and where they
live and this is what we can call a habitat, such as the place, we
talked about jungle, forest, ocean, grassland, different places,
and you also talked about different animals like penguins,
dolphins, tigers, peacocks. Now can any of you tell me what a
habitat is?

T/R indirectly reviewed the discussion
about students’ favourite animals,
different habitats to enable
definitions of habitats including food
in task 3.

G2S1: | think habitat is the place that different kind of animals
live. Like tiger in forest because it can hide and hunt other
animals for food.

G2S5: | think maybe like grassland, lions live in the grassland
because there have food maybe cows or sheeps that lived here
can provide food and cows and sheeps lived there because the
grassland can provide(them) food.

Examples of students’language use
to describe and explain:

| think...is...+ definition

Because...+ reason

Tiger, hide, hunt, grassland, lions,
cows, sheep

G251, G255 described habitats,
explained why animals live in certain
habitats.

T/R: Sheep. Based on what you described and explained, a
habitat is where animals live and find food to survive.

T/R modelled a synthesis of students’
definitions to confirm appropriate
conceptual, language understanding.

Table 13. Lesson 1 Task 3 Learning Conversation extract

This conversation guided students to consider key elements of a habitat, which triggered their

thinking of constructing and expanding the meaning in their own words.

The data demonstrate how a deeper understanding of the content was triggered through tasks

that gradually engaged students to talk more about habitats using their prior knowledge. For

example, encouraging students to talk about what animals they know, where they live (Task 1),

their favourite animals, and different places of habitats (Task 2) to draw students’ attention and

engagement in class conversation about the topic. As they developed descriptions of the content

in their own language with language tools provided by the teacher-researcher (Task 3), the

drawing task took place to further enhance their understanding as a way of output. This will be

further addressed in section 5.5.
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5.4.2 Concept Review
Students were also offered opportunities to have individual Learning Conversations with the
teacher-researcher after lesson 2 and lesson 4 to express their thinking freely, receive

personalised scaffolding, and reflect on their thematic English language learning in this case study.

After-class Learning Conversation with G251 Commentary

T/R: Can you tell me what you have learned from these two classes? T/R directly scaffolded G251
G2S1: 1 learned from these two classes is what is habitat and what is language form - pronunciation
e... of ‘diverse’.

T/R: E...

G2S1: E...eco, um, ecosystems.

T/R: Yes, ecosystems, anymore? Anything else you have learned?
G2S1: 1 know ecosystems are the places that have deverse habitats.
T/R: Diverse, diverse.

G2S1: Diverse.

T/R: Mm.

G2S1: And, and habitat is a a place that full of animal and plant T/R directly explained the
species. conceptual nuances of habitats
T/R: Ecosystems # (and) habitats B3 R MY Z R A 1% 2B & ecosystems and

(relations are not limited to what you just described that) ecosystems | demonstrated how to

have diverse habitats, ecosystem X8 E £ (also have) more construct the language of
animals and plants A EBE 7 FMAREEKEH (because it describing concepts.

encompasses many different kinds of) habitats, F {1 B & a90T
f&BL (We can holistically describe it in this way), ecosystems are the
places that have diverse habitats and more animals and plants (&

+&(or) and more species than habitats.
G2S1: Oh, okay.

Table 14. Individual-based Learning Conversation with G251

Learning Conversations with individual students clarifies their conceptual understanding and
scaffold their appropriate language use. Meanwhile, students were also encouraged to ask
conceptual or linguistic questions relevant to the lessons. Some students who did not feel they
had adequate cognitive or linguistic means to describe the concept thoroughly took the initiative
to direct the conversation toward their personal emerging learning concerns. For example, G254
raised questions about new words (e.g., species) and concepts (e.g., ecosystems). She used some

Mandarin to explicitly express herself and received the teacher-researcher’s feedback. Similarly,
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G3S2 demonstrated uncertainty in concepts as she elaborated on her understanding of habitats

and ecosystems.

(After lesson 2 Learning Conversation with G254)

G2S4: What is speechit?

T/R: What is species #)Fh-21E{T] (species are any kinds of) animals and plants.

GS4: HHARELSRE? AFIEE AR (What is ecosystem? How to define it in English?)

T/R: Ok, an ecosystem is a place with different habitats and has diverse organisms & & (or) diverse
species.

(After lesson 2 Learning Conversation with G3S2)

G3S2: 1 am still don’t know what is habitat and what is ecosystem. | think habitat is a little place and it
live one kind of animals, and ecosystems is one place and have many kinds of animals.

T/R: Ok, for example, habitat let’s see a tree is a habitat for squirrels, also for birds, maybe also for
some plants like mushrooms, so a habitat is not just a place with one kind of animal, it’s a place where
specific animals live, versus an ecosystem has multiple habitats, so it will have diverse animals living
there.

G2S2: Ok, | think like worm or some bug, bird will eat them, so what are they doing when they on life?
T/R: What do you mean?

G2S2: | mean what do they do some good things about humans?

T/R: Maybe worms can feed the birds and worms can help loose the earth.

G2S2: Okay, so they are not all bad.

T/R: No, they are not all bad, like earthworm, some people would put earthworm in their field to make
the soil loose for growing plants.

G2S2: Ok.

Based on their purposeful questioning during the Learning Conversations, theteacher-researcher
was able to provide content and language scaffolding to meet individual learning needs. In this
sense, Learning Conversations can act as a locus for formative feedback where the teacher-
researcher promptly supported the students with personalised guidance as the interactive
conversations proceeded. This potential link between Learning Conversations and formative
feedback theoretically resonates with the positions of Black and Wiliam (2009) and Shute (2008)
asreviewed insection 2.3.1 of Chapter 2. They advocate scaffolding learners with specific support

through a spoken form that provides teachers with evidence for explicit formative feedback.

Similarto Learning Conversations, semi-structured interviews also focused on checking students’
conceptual and language development by asking them to review the content whilst scaffolding
them to reinforce their learning. For example, G2S1 constructed an increasingly deeper
understanding of the concepts during the whole class Learning Conversation as discussed in
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section5.4.1. During supplementary the after-class Learning Conversation and interview, she was
provided with more explicit explanations about the relationship between different habitats and

ecosystems and ways to protect them alongside opportunities to reuse and practice English used

in the lessons.

Interview with G251

Commentary

T/R: Can you talk about the relationships between habitats and
ecosystems or their differences?

G2S1: Um, habitats is a small place that animal can live, but
ecosystem is a place, it’s a big place that so many animals can
live, like birds, it is an ecosystem.

T/R prompted G251 to review and
describe the relationships between
habitats and ecosystems.

T/R: Anything else you have learned?

G2S1: And | learned...six habitats in our earth, there are
grassland, uh, glacier, ar, umm, | think it’s seven, grassland,
glacier, Arctic, forest, swamp, and umm and ocean, and this is
umm...

G251 recalled different habitats by
using

I'learned...there are...with keywords -
diverse, species, habitats,
ecosystems, grassland, glacier, Arctic,
forest, swamp, ocean.

T/R: Yea, there is the Arctic, there’s the Antarctic. Antarctic
means the south pole continent, and Arctic means the north

T/R directly explained the conceptual
nuances of the Arctic & Antarctic.

pole continent.
G2S1: 0Oh, ok...I learned how to protect the ecosystem and
what is the eco-friendly transportation.

Table 15. Interview extracts with G251

Interviews were conducted in a supportive dialogic way to provide opportunities for both the
teacher-researcher and students to summatively review, reflect, and evaluate holistically the
learning and teaching process with visuals. Moreover, interviews were used to collect student
feedback on their learning experiences including suggestions for online teaching and learning
with visuals. This offered insights into the potential of visual languaging for mentoring and
learners' agentic roles for learning. This will be detailed in Part 4.
5.4.3 Deepening Understanding

Student conceptual- and linguistic-oriented questions as presented in the above Learning
Conversation andinterview extracts werenot only supported by the teacher-researcher but were

also triggered by their intrinsic learning interests and curiosity about the topic. This stimulated
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them to raise other questions emerging from the topic to support a deeper understanding of the

content from different angles. For example, G2S3 questioned theaveragelength of animals’ lives.

(After lesson 4 Learning Conversation with G2S3)

G2S3: SN EF a2 2 /DI? (What is the average lifespan of animals?)

T/R: SIYEITEN Fr, XBEENY), EMARMNNY, ENEFEFEHA—F, LLiisF, ek —
ZELIE T, one summer, BRIGEE S, © O BESIEEI+JLE (Itdepends on the animals. For example,
most mosquitos usually die after a summer, like cats and dogs can live more than 10 years).

Students were also triggered to think and discuss the content to deepen their conceptual

understanding, such as how to protect the environmentin after-class Learning Conversations.

(After lesson 4 Learning Conversation with G35S2)

T/R: What are some types of garbage or trash we discussed today?

G3S2: Oil and some plastic, and some air, maybe?

T/R: Air is not a type of pf trash.

G3S2: Oh, oh, yes trash and maybe some glass and some so many metal, uh, yes, maybe.

T/R: Maybe paper?

G3S2: Oh, yes, paper, and some also we like stone, oh, no, no, no, no, no. Maybe we eat something
that we eat, like fish boon.

T/R: Fish bone, fish bone.

G3S2: Mm!

T/R: We don’t eat fish bone, so we will throw them away.

G3S2: And some old clothes.

T/R: Oh, yea, used clothes. Can used clothes be recycled?

G3S2: Yes, we also have some bin that is about old clothes, we can putold clothes in that bin and some
people will took it away to help that people that no clothes.

T/R: Yes, to help people who need clothes to wear, people who maybe are too poor to buy new clothes.
And what are some transportation modes we discussed today?

G3S2: Mm, maybe transportation, um, that...

T/R: | remember you talked about underground train; do you remember?

G3S2: Oh, yes, and bus, and taxi, and we ride bike and we can maybe go some place on foot.

T/R: So those are some ways we can do to protect the environment, to reduce air pollution.

G3S2: Mm.

T/R: So, in your daily life, how do you protect our environment, the habitat, or the ecosystem?

G3S2: On life, | just put trash in the correct trash bin, and | also go to school or go home by bike, and
sometime, | will plant some trees in some place, yes, that place is need me to plant tree.

T/R: Oh, yes, just as you said places with a lot of sand, they need trees.

G3S2: Yes!

(After lesson 4 Learning Conversation with G35S6)

T/R: In your daily life, how do you protect the habitats or ecosystems?

G3S6: Um, uh, well, when | am, like um when there’s like a bottle, water bottles, like plastic bottles,
water bottles, and we will take it to our school and there’s a bag, they put all of the plastic bottles that
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we don’twant to a bag and on Friday, there will be the people and they will get it together and take it
| don’t know take it to somewhere and they will, yes like recycle them.

In this sense, Learning Conversations facilitated not only discussions of concepts introduced in
the lessons but also extended to other relevant conceptual knowledge that interested the
students, which to some extent encouraged their engagement in this study. This was evidenced
by students actively describing their thematic content and language learning developed from the
online lessons compared to what they knew before this study and their prior visual experiences
(section 5.8.3). Regarding language development, group three students enhanced their lexical
use (e.g., G3S3, G3S5) for content learning, and their conceptual misinterpretation of habitats
was clarified (e.g., G352, G3S6), which substantiated the process of deepening learning. This was
also revealed via their language use for describing the content in the interviews by comparing it

to their prior understanding.

(Interview with G3S3)

T/R: Do you know anything about habitats, ecosystems or their protection before our classes?
G3S3: | don’t know anything about habitats in my science class., | hear it in my English class.
T/R: How about ecosystems, have you heard of them before?

G3S3: 1 never heard this English word before, but | know the Chinese meaning of this before.

(Interview with G3S5)

T/R: Do you know anything about habitats and ecosystems before?

G3S5: Before | think the habitats is like the food wheel, food chain, like the animals and plants have a
place...and before | don’t know ecosystem this words.

T/R: Ah, ok, so you learned something new about ecosystems and you also learned what is a habitat,
it’s not just a food chain.

G3S5: Yea.

(Interview with G3S2)

T/R: What did you know about habitats, ecosystems, or their protection before?

G3S2: Before, at before, | think habitat is just a place, and no animal, just a place, like forest and
wetland, it’s just a place have no animal. And now | know about it, habitat is a place and have least
animal in it.

T/R: Have least?

G3S2:Um, no, just that animal is small than ecosystem.

(Interview with G3S6)

T/R: Do you know anything about habitats, ecosystems, and their protection before our class?

G3S6: Maybe a little, but not very well, maybe | only know a little like how to protect the animals, we
can take out, when we go to the park, we can take out our trash, and the ecosystem | think it’s like a
food chain, like the bird eat the bug and the bug eat the grass. Only a little bit, not very well.

T/R: Did our class help you in your own school?
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G3S6: Like the ecosystem, our school maybe sometimes 2%| 7 — T & (mentioned a little bit), R/F

XMEFEIE T ABANENE (then this class deepened my impression).
This finding also applies to group two students who highlighted the differences between what
they learned regarding the thematic content and what they knew before participatinginthis case
study during the interviews:

(Interview with G2S3)

T/R: What have you learned or remembered from all the lessons?

G2S3: And | learn many —2£37%, —ERZFIABABPMNANFEAEABEAMIE N — LRI

=¥ F0 (some | didn’t, some | didn’t quite know about animals’ protection and) help the habitat.

T: Ok, so what do you think has helped you learn?

S3: PPT.

T: Oh, the ppt.

S3: Mm..EEREELZHIHE (or more content extension).

(Interview with G254)

T/R: What have you learned or remembered from our lessons?

G2S4: IRIFIBEF F B T AL THERBITE, EB AT, FELERIR (I learned some ways of
protecting the environment, such as walking, riding a bike, don’t cut down trees, don’t throw trash
anywhere).

While the students articulated their ideas and understanding of the content to the teacher-
researcher, it was noticed that they combined Mandarin with English in their utterances for the
flow of communication. Although Mandarin was accepted during the conversations, the teacher-
researcher provided specific linguistic support to meet individuals’ needs for meaning-making
using the target language — English. This is triggered by the drawing tasks as follows and will be

further discussed in section 5.6.

5.5  Concept Enhancement

This theme comprises pictural representations and mindmaps. It was generated from the visuals
including images adopted by the teacher-researcher for designing the online lessons but also
drawings created by the students in doing the visual languaging tasks related to conceptual

understanding.
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Pictural Representations

\ Mindmaps

Concept Enhancement

Diagram 7_2.RQ1 theme 2
These two types of visuals played different roles in this case study:

e The images (pictures) in the teaching presentations were designed for facilitating
understanding of the content and stimulating students’ creativity in making their own
drawings.

e Students’ drawings were encouraged to language and deepen their conceptual and

language learning.

Collected through the participatory visual method, students’ drawings were regarded as the key
artefact for analysis. Both types of visuals were discussed in the Learning Conversations and
interviews with both groups of students, from which two categories appeared addressing the
different ways students chose to visualise their interpretations of concepts. Some students
decided to use pictural representations and others preferred mindmaps to support their
languaging, using specific language functions (e.g., describing different habitats, explaining the

differences between habitats and ecosystems and ways to protect them).

5.5.1 Pictural Representations
Drawing task 1 in lesson 1 was first introduced by the teacher-researcher to enhance students’
conceptual understanding by depicting the habitats of their favourite animals. Moreover, this
task was intended to familiarise students with the drawing practices and for the teacher-
researcher to estimate their prior knowledge of the content. As the students were completely
new to theteacher-researcher, therefore, it was anticipated that gaining a deeper understanding
of their current language and cognitive level is important for adapting subsequent teaching

practices or content possibly with changes in terms of conceptual or linguistic complexity.
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Task 4. Drawing practice 1

What'’s your favourite

animal? live in?

Which habitat does it

=

Can you draw the
animal in its habitat?

Lesson 1 slide —drawing task 1

Lesson 1 whole class Learning Conversations

Commentary

T/R: Now you can prepare a pen and a piece of paper and draw
your favourite animals in their habitats.
(After 5to 10 minutes)

T/R directly introduced the drawing
task to enhance students’ conceptual
understanding.

G2S1: 1 finished.

T/R: Yes, can you describe your drawing?

G2S1: I draw a peacock in the forest. Because the peacock its
tail is beautiful, it’s a..a male. It will dance and...uh attract the
female peacock. (Figure 12)

This extract demonstrates individual
learner interpretation of survival
beyond food that includes the
sustainability of species.

This led to her second drawing (Figure
15) which also included her
spontaneous labelling of the peacocks
with their young, (which had not been
explicitly taught by T/R).

G2S5: | draw two penguin is catching fish in the South Pole,
when the winter is coming, they can get together and warm
themselves, and | draw a penguin and an egg, it means they
can take care their eggs ad babies in the Arctic, uh, inthe South
Pole. (Figure 13)

Visual languaging by G251 became
transformed into peer scaffolding as
G255 then indicated the survival of
penguins and their eggs in extreme
conditions.

T/R: Why did you draw three little drawings on one piece of
paper?

G2S5: Because | want to show that the South Pole can
provide food for the penguin, and they live together because
when the winter coming they can warm themselves.

G255 engaged in meaning-making
through visual languaging.

Table 16. Lesson 1 Task 4 Learning Conversation extracts
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Figure 12. G2S1’s first drawing

It was notedthat G2S1integrated drawing with written text (e.g., words and phrases for labelling
or annotating the visual content) to demonstrate and communicate conceptual understanding.
Aligning with the potential of multimodality theory (Kress, 2009), the visual and written modes
for languaging G2S1’s thinking were signified by her unique drawing style with explanatory
annotations. Similar visual and verbal integration was also employed by G2S5 to reveal his
understanding of habitats as highlighted through thevisual languaging of his first drawing (Figure
13).
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Figure 13. G2S5’s first drawing

These drawings suggest that visuallanguaging creates opportunities for students to demonstrate
their understanding and trigger new thinking shared in Learning Conversations. This not only
enabled the teacher-researcher to monitor students’ learning progression but also for students
themselves to reflect on and deepen their own learning. This is the embodiment of ‘“visual
languaging’. In this sense, students constructed conceptual understanding by describing and

explaining their thinking complemented by their drawings.

Both students managed to visually represent their thinking of what a habitat is even though their
artistic ways of representing this concept were different. It was made clear that the quality of
students’ drawings was not the focus of data analysis. However, there was a tendency that, due
to this being an unfamiliar way of representing learning, some students considered the level of
their artistic skills as a barrier to creating drawings. This concern was raised when G351 finished
his drawing and explained why he chose to draw a hog rather than his favourite animal — lion
(Figure 14). He explained that drawing a lion properly was challenging and therefore, he drew a
hog instead. Later in the interview, he indicated a lack of confidence in drawing and the limited

help that drawings can offer to support his learning:

(Interview with G3S1):

T/R: What did your drawing help you to learn?

G3S1: “My first drawing draw a pig, and BIFSE 2 H 24— S = H (mydrawing is still a little bit ugly).
TR: BNXMRBOARERREMNFAFE, FrRURAAIEL (Don’t worry, we won't test
whether you are good at drawing or not in this course).

G3S1: Ok.

T/R: MR REMRENEEZI AR IR E T AT B (Do you think your drawings can help you
learn)?

G3S1: | think don’t hav IS4
study), A A EE A~ Z
expectations).

T/R: YRE] PUBIT B BIFE TR (You can try to write), maybe write next to your drawing.
G3S1: Write some words on the image and my drawing, | think yeah it’s great.

EXNFF SR A FEE) (I feel drawing doesn’t help much with my
BILF MR (because my drawings always don’t meet my

&
#®
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Figure 14.G3S1’s first drawing

The student felt frustrated that he couldn’t draw in a style to visualise his thinking. His
explanation raised concern about other alternative ways supplementary to visualisation.
Therefore, considering learner affect, the teacher-researcher reassured the student that
combining pictural representations with written texts such as annotations could supplement the
representation of his learning. This negotiation was based on mutual respect and shared goals
for enhancing learning. Both parties had the goal of realising the process of languaging thinking
with visuals. In order to achieve the goal and sustain learning, scaffolding learners to develop a
mindset of facing and overcoming challenges with strategies is necessary for them to
demonstrate and communicate conceptual understanding. For the case with G3S1, taking into
account his worries and suggesting an alternative approach to picturising through respectful
conversations highlighted the importance of scaffolding for facilitating languaging with visuals.
This finding aligns with the interconnected dimensions of mentoring and learner growth in the

PTDL model (Coyle, et al., 2018).

Consequently, G351 used speech bubbles to supplement his drawing in subsequent drawing tasks
(e.g., task 5 about protecting habitats and ecosystems). This is illustrated in Figure 25 in section
5.7.2.Inthis sense, the captions, annotations, or in a broader sense, the written text were acting

as a complementing tool for visualising and languaging students’ understanding of the content.
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Many other students intuitively used this tool in their drawings for articulating and

communicating their perspectives on protecting habitats and ecosystemsin section 5.7.2.

To further enhance students’ conceptual understanding of habitats, a complementary drawing
task (see slide below) encouraged students to extend their drawings with co-existing animals and

plants in the habitats that they depicted in their first drawings.

Drawing practice 2

e

Think plants and animals that co-exist in the habitat you drew
\g
/ Draw them on your Task 3 drawing

ﬂ Share your ideas in lesson 2

Lesson 1 slide — drawing task 2

As shown in figure 15, G251 refined her first drawing (Figure 12) by adding the food element
(worms and peacocks) with colours in different tones, indicating creativity and cognitive
processing of the concept of habitats. Similar improvised application of colours representing
individual learner creativity when visualising their conceptual understanding was also noticed

and analysed from theangle of students’ sensory expressions. This will be detailed in section 5.11.
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Figure 15. G2S1’s second drawing

This second drawing task aimed to deepen students’ understanding, such as by clarifying their
misinterpretations as captured in the interviews in section 5.4.3 that habitats have diverse
species. Similar conceptual misinterpretation was also identified in lesson 2 drawing task 3. As

shown in the following slide, this task was about depicting the relationship between habitats and

ecosystems.
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In G3S2’s (Figure 16) and G3S4’s drawings (Figure 17), habitats and ecosystems were
differentiated by drawing habitats (e.g., forests, mountains, sandhills) without any animals whilst
ecosystems were depicted with animals. This differentiation was also made clear as they

described their drawings in lesson two Learning Conversations, which reflected their conceptual

Drawing practice 3. Draw in pairs

Search Search for the relationship between habitats and ecosystems
Draw Draw down your ideas
Send Send to your teammate
Add Add comments on each other’s drawing

Share Share in lesson 3 as a pair

Lesson 2 slide — drawing task 3

misunderstanding.

(Lesson 2 whole-class Learning Conversation with group 3 students):

G3S2: 1 think habitat is just a place that animals can live, and ecosystem that are lot of animal live here,

maybe the bug eat plant and bird eat bug like this.

G3S4: | think habitats is just a place, it’s like mountains, forest and desert and | think ecosystems is a
place and there is many animals, the difference of my drawing is in habitats, this mountain, there’s no
animals and this is just a place that animal can live, and ecosystems there is a place and there is many

animals, animals are in there and in habitats, | don’t draw some animals in there.
T/R: | can see a camel.
G3S4: Because | think it’s like a mountain, so | drew a camel and | crossed it.
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Figure 16. G3S2’s third drawing Figure 17.G354’s third drawing

In contrast to G3S4’s articulation of her drawing, other students visualised both habitats and
ecosystems with animals. As showninthefollowing drawings, G3S5 depicted a small habitat with
seaweed and somefishin contrasttothevast ocean ecosystem with various sea creatures (Figure
18),G3S6 drewa beaver den and multiplesimilar beaver dens as one ecosystem (Figure 19). They

both visualised how an ecosystem consists of multiple habitats with various or the same species.

Figure 18. G3S5’s third drawing Figure 19. G3S6’s third drawing

To support their positioning, G3S1 further described his conceptual understanding during the
whole-class conversation: “I think the habitat also have animal but ecosystem have more animal
more than habitat”, which challenged G3S4’s elaboration of habitats and ecosystems. Such
divergent thinking triggered peer discussion complementing teacher-student Learning
Conversations whereboth parties jointly constructed knowledge and clarified misinterpretations.

By drawing together all students’ thinking of the thematic content, the teacher-researcher then
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discussed with the whole class to explicitly address whether habitats have animals or not and
received desired learning outcomes. This finding was collected from the interviews as students

described what they have learned in the lessons (section 5.4.3).

As students interacted in the class Learning Conversations through visualisation and languaging,
(e.g., describing conceptual understanding with their drawings and discussing each other’s
drawings and thinking), the teacher-researcher was able to identify individual students’ needs
and provide specific scaffolding to enhance learning. Meanwhile, the students were encouraged
to make meaning and construct knowledge by discussing and scrutinising the content through

dialogic peer scaffolding. The latter will be further addressed in section 5.9.3.

In other words, both students and the teacher-researcher mutually collaborated in the Learning
Conversations especially when there were different opinions, voices, or interpretations of the
content derived from students’ drawings and languaging. Thus, students’ convergent or
divergent thinking acted as the foundation for mentoring learning as they offered in-class
Learning Conversations with specific purposes or goals shared by both the teacher-researcher
and students, which in this case was to clarify the concepts and nuances of habitats and
ecosystems.Such shared learning goals not only engaged students in further discussionsbut also,
from a more ecological perspective reflected in the pluriliteracies model, nurtured teacher-
learner resilient partnerships based on learners’ needs (Coyle et al., 2018; Nikula et al., 2016).
This was also substantiated in questions spontaneously raised by students for addressing their
learning concerns (sections 5.4.2 and 5.6.3) and the advice or feedback from the teacher-
researcher for enhancing their learning. In return, students offered advice for teaching online
with visuals (section 5.9.4). This partnership to some extent also facilitated the building of trust

and respect in the teacher-learner relationship.

5.5.2 Mindmaps
It is worth mentioningthat students’ drawings differed eventhoughthe underpinning conceptual
understanding was the same. For example, in addition to pictural representations, G252 created

a map (Figure 20) to demonstrate his thinking of the earth as an ecosystem encompassing
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multiple habitats including the Arctic, Antarctic, forest, and river as well as other abiotic factors

(e.g., air, rain, and wind).

— T R

Figure 20. G2S2’s third drawing

Moreover, the following visuals created by G2S1 and G2S3 distinctively structured how they
perceived ecosystems and habitats, which stood out from other students’ drawings that were
commonly delineated with flows of lines, shapes, and colours. Instead, they used mindmaps

(Figures 21, 22) to succinctly visualise the relationship between habitats and ecosystems.

Figure 21.G2S1’s third drawing Figure 22.G2S3’s third drawing
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Whilst the students were taking the online classes separately in different locations (e.g., either
at home or somewhere outside), it might seem that their drawings for each learning task were
less likely to be affected by each other. However, the extent of similarity between G2S1 and
G2S3’s drawings drew the teacher-researcher’s attention to the impact of the online learning
platform (i.e., DingTalk). It enabled all students simultaneously participating in the lessons to
sendinstant messages and share each other’s drawings for languaging and peer discussions. After
reviewing the lesson 2 video, G251 finished her drawing before G2S3, then took and uploaded a
photo of her drawing (Figure 21) to the online learning group. It was anticipated that G253 may
have seen it and adopted the same style for his drawing (Figure 22). This interestingly raised the
necessity of their languaging in order to distinguish and identify how their thinking was
embedded in their drawings that shared a high similarity. The following extract shows how they
explained during lesson 2 whole class Learning Conversation and received peer feedback whilst

the teacher-researcher mediated the conversation with prompting questions:

(Lesson 2 whole-class Learning Conversations with group 2 students):

T/R: G2S1 {REIFYE AFET ? (How is it going with your drawing?)

G2S1: 1 send a picture to our chat group.

T/R: Oh, ok, G2S5, RN 1% o] IXFEZF] G2S1 E Y (you should be able to see G2S5’s drawing), ¥RT] |1
(can you) add your comments?

G2S5: Mm...I think he can draw a picture that can showswhat’s the difference between them. Because
pictures can show what do you thinking.

T/R: Pictures can show what your thinking are like. G251, can you talk about your drawing? Why did
you just write those words?

G2S1: | used the mindmap because | don’t know how to draw a picture of a very big ecosystem, so |
write words.

T/R: I saw you drew some lines, Bt E—Ffh# o FiA B9 H (it's also a type of visualisation). G2S2,
PRI A —T (can you evaluate) G2S3’s drawing?

G2S2: Ithink it’s very easy, | think he can add some pictures to show whatis ecosystem, whatis habitat.
T/R: T BfhE AT (1think his drawing) It’s a bit similar to G2S1’s.

G2S2: Yes.

T/R: G2S2, can you talk about it?

G2S3: AT EEXFHFEE T AEEE—L, FELH—LAf[E (Because | think it can be easier
to draw like this and it won’t take much time).

T/R: So, you want to save time, you think it’s quicker, simpler.

Based on their explanations of the reasons why they chose mindmaps, G251 (from group 2) had

a similar concern as G3S1 (from group 3) who drew a hog instead of a lion. They both thought
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that depicting a specific concept or ananimal was challenging. From a different perspective, G2S3
was concerned with thelimited timeand considered the convenience of usinga mind maprather
than a pictural representation. Therefore, they decided to simplify visualising the links between
habitats and ecosystems with written notes highlighting their understanding that an ecosystem
has multiple habitats. This understanding retrospectively reconciled with students who used

pictural representations as previously discussed in section 5.5.1.

Even though students had different visualisation skills or styles, their conceptual understanding
embedded in their drawings was key for the teacher-researcher to support them to make
meaning. In addition, as their collective understanding of linking drawings and learning
developed, students’ drawings facilitated students themselves to articulate their understanding
as well as for their peers to scaffold each other’s learning by providing formative feedback during
whole class Learning Conversations. As G2S5 constructively evaluated and suggested on G251’s
mindmap (Figure 21): “I think she can make draw a image that can shows what’s the difference
between them, | think she can make her work better because image can shows what do you
thinking.” This dialogic peer scaffolding was facilitated by drawings, which practised students'
use of language functions (e.g., describing, explaining, and evaluating) for communicating in

Learning Conversations.

Whilst students discussing drawings might seem a very initial stage in learning, however, it is
fundamental because by discussing the nature of the drawings, this in effect centres around the
concepts and languaging the concepts in alternative ways. The students don’t necessarily realise
they are learning. This is the key point of using and discussing drawings, which is also at the very

core of the visual languaging approach.

Another potential of visuals was revealed from their autonomous choice of using different
visualising styles. Students who preferred to use mindmaps explained why simplifying the
process of visualising content was better. They claimed certain content, for instance drawing a
lion or an ecosystem was complicated and time-consuming, so they found compatible

alternatives (e.g., the hog, the mindmaps) to complete the learning task, which also
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demonstrated their conceptual understanding or provided a purpose for meaningful
conversations. Their resilient ways of coping with unexpected challenges that emerged from
doing tasks engaged them in practising problem-solving skills for future learning. This potential
of visuals resonates with the focus of the third research question - learner agency, which will be

revisited in section Part 4.

Therefore, the findings identify three potentially beneficial pedagogic uses of visuals —with some
provisos (e.g., languaging with visuals through Learning Conversations) to corroborate the

hypothesis about the use of visuals for-

e languaging thinking and understanding of conceptual content
e facilitating mentoring including teacher and peer scaffolding for both conceptual and
language development.

e developinglearner agency (further detailed in Part 4)

5.6 Language Learning
This third theme emerged from learners building linguistic forms, applying thematic language to

other contexts, and developing language strategies.

Building Linguistic

/ Forms

Language Learning ¢ » [ Applying Thematic Language

™~

in Another Context

Language Strategies

Diagram 7_3.RQ1 theme 3

5.6.1 Building Linguistic Forms
It was anticipated that the students would require language support given that in the regular
classes of theirown schools, they are more used to answering questions from their teachers than
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articulating their learning in their own words. This draws attention to the necessity of language
teaching and scaffolding. To be specific, the students need to be taught the language that would
support them to communicate their learning. For example, in order to support students in using
language needed for increasingly academic-relevant discourse by constructing the meaning of
habitats and ecosystems. The following task was introduced to engage students to appropriate

their academic discourse.

lesson 2.pptx

in} t+ 3 5 of 10

_—

Lyt
Task 3. The o ol g
definition of pecies:

« Organisms: alive animals or plants
ecosystems g e

different types of animals orplants

Lesson 2 slide -task 3 (1)
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lesson 2.pptx

o t 3

6 of 10

Task 3. The definition of ecosystems

Nouns: species, organisms

Adjectives: specific, diverse

Verb: inhabit = live in...
Rephrasing concepts:

Habitats are...1

Ecosystems are...

Lesson 2 slide—task 3 (2)

Lesson 2 whole class Learning Conversation

Commentary

T/R: The animals and plants in your drawing can be
called ‘species’. They are all alive, so we can call them

‘organisms.” X2 B WA (In Mandarin, it’s called
‘Youijiti’). And you all talked about different types of
animals and plants in your drawings. iXFh-R[E KA AN
B O] UFR{E(those different kinds of animals or plants
can be termed as) ‘species’” HI 2 #F’ (in Mandarin,
it's ‘Wuzhong’).

T/R directly taught thematic language by
explaining their meaning, describing their
language forms in Mandarin whilst writing
down notes on slides 5&6.

T/R: Now let’s try to use these two concepts to describe
what is a habitat and an ecosystem. K2 Z BIIZF(As

you mentioned that) habitats are different animals’
homes that provide food for them to live, F{[ 188 ABE

A FEAEEXREI—T (can we use the language

above to rephrase it)?

T/R started with students' own conceptual
descriptions to encourage them to use
alternative terms to reconstruct concepts.

G1S2: 1 think different can change to diverse. Animals
can change to orgni...

T/R: Organisms.

G1S2: Yes. And ‘live’ can change to inhabit.

T/R: Let’s put them in one sentence.
G1S1: 1 think habitat is part of an ecosystem. Habitats
are the place that full of animal and plant species.

Peer scaffolding emerged as

G1S2 initiated the process of changing
language elements (different-diverse,
animals-organisms, live-inhabit) for
describing habitats.
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Ecosystems are the place that organisms inhabit and This triggered G151 to interweave them into
have deverse habitats. completed sentences describing the
relationships of habitats and ecosystems in
an academic way involving using species,
diverse, organisms, inhabit.

Table 17. Lesson 2 Task 3 Learning Conversation extract

After confirming students' conceptual understanding through Learning Conversation, lesson 2
aimed to deepen this understanding by introducing the academic language needed for
descriptions. This conversation reveals how students were guided to use English language
resources provided in the teachingslides to construct their definitions of concepts with academic
appropriacy. By guiding students with alternatives to the colloquial language used in lesson 1
(Tables 11-13), they started to focus on using cognitive discourse functions (CDFs) (further
discussed in Part 3) to rephrase and express their understanding of the concepts more
appropriately when using English. More data on students using specific CDFs for languaging their

drawings and conceptual understanding will be discussed in sections 5.7.1 and 5.7.2.

Moreover, after-class Learning Conversations with individual students offered opportunities for
personalised language scaffolding. For example, G252 was encouraged to use or say the

keywords (e.g., inhabit, ecofriendly) introduced in the class to describe his conceptual learning.

(After lessons 2 and 4 Learning Conversations with G2S2)

T/R: Could you please tell me what you have learned from our classes?
G2S2:Today | learned ecosystems and habitat...and some words.

T/R: Words, for example?

G2S2: Like inhabit...uh, ecofriendly.

T/R: XA eco R AMF? (What does eco stand for?)

G2S2: Ecosystems fY4E 5. (It’s the abbreviation of ecosystems.)

In addition, individual conversations enabled the teacher-researcher to provide feedback to
address students’ learning concerns. For example, explaining the meaning of certain words to
G2S5, translating Mandarin characters into English for G351, and clarifying G354’s pronunciation
to enhance their conceptual understanding.

(After lesson 4 Learning Conversation with G2S5)

T/R: Hello, FAI1 LM 4 TIRBABFIE (Do you have any questions about the four classes we

had)?
G2S5: XTRE —EABFEER S AIE (There are some words in this class | don’t quite understand.)
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T/R: WRLE BT /R & 1FE H? (What words? You can tell me.)

G2S5: Transportation.

T/R: EFRZIBIT A (It means different tools for traveling). i~ BFLEEFIF (Any other words)?
G2S5: Protecting and what?

T/R: Environment IR1&E en-vi-ron-ment.

G2S5: Environment.

T/R: fR3IREE (protect environment) protect environment.

(After lesson 4 Learning Conversation with G3S1)

T/R: About today’s class, what are some trash types we discussed today?

G3S1: People throw the, throw the, mm... | don’t remember &4 (cigarette), KRk (cigarette buds).
T/R: Cigarette, cigarette buds.

G3S1: Throw the cigarette in the forest they can make the forest fire.

T/R: So, these are some problems caused by people.

G3S1: Yea.

T/R: And what are some different types of trash we talked about today?

G3S1: Like the paper, glass, and B8} (plastic).

T/R: Plastic.

G3S1: Plastic and | remember have another one.

T/R: Yea, how about some food we don’t eat, such as fish bone?

G3S1: Yes, food, food, fish bone like food.

T/R: Yeah, these are kitchen waste, | sent it to you, can you see it?

G3S1: Um, yeah, kitchen waste.

T/R: What are some transportation modes we discussed?

G3S1: Transportation?

T/R: Transportations 3Z3@ T & (transportations/vehicles).

G3S1: Ride a bike and on the foot to walk and | think take some... because now there have some car
can use the H (electricity) How to say?

T/R: Electric powered car.

G3S1: Electric powers, um, | think we also can ride this kind of the car.

T/R: Mm! 88 & E1E935 B T Bt o] Y0 (Vehicles powered by electricity can also be called) electric
vehicle.

G3S1: Electric vehicle.

(After lesson 2 Learning Conversation with G354)

T/R: Do you have any questions for me?

G3S4: How to read this word, it’s o-r-g-a-n-i-s-m-s?

T/R: aw-guh-ni-zmz, organisms.

G3S4: Organisms.

T/R: Do you have any other questions?

G3S4: No.

T/R: Ok, then | have some questions for you. Can you tell me what are organisms?
G3S4: Uh, let me think, organisms is a life thing and it can be fire.
T/R: It can be fire?

G3S4: | think the organisms can, the fire can fire them.

T/R: You mean the fire can burn the organisms?
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G3S4: It’s like some plants can be fire and they are organisms.
T/R: Some plants can be burnt by fire, so the plants are organisms?
G3S4: Yeah.

Further, the individualised conversations enabled the teacher-researcher to observe and
anticipate what the students intended to say, for instance reconfirming keywords with students
(e.g., G351, G3S3), thereby scaffolding their speaking in English with appropriate linguistic use
(e.g., spelling for G3S2 and listening for G3S3). Excerpts from the following Learning

Conversations demonstrate how individual students were linguistically scaffolded.

(After lesson 2 Learning Conversation with G3S1)
T/R: Can you tell me what is habitat?
G3S1: The habitat is mm...I think are the species inha...
T/R: Go ahead, habitats are the species?
G3S1:Inhab...
T/R: Inhabit, do you mean this word?
G3S1: Inhabit, yes.
T/R: And how about ecosystems?
G3S1: | think ecosystem is making the..um...I don’t know how to said.
T/R: Say it in English?
G3S1: Yea.
T/R: Do you know how to say it in Chinese?
G3S1: Yea, mm, LB IEE TN IX P HTT (there are many animals here), XM HIEE L 0
(it has many) many habitats, T2 T — & (that form a balance).
T/R: 4 E#? (What balance)?
G3S1: £ 7SR %% (Ecosystem balance).
T/R: Oh, ok, so in your opinion, you can say ecosystems have multiple Z“/Mg9(multiple) many habitats
G3S1: Multiple habitats.
T/R: Yeah and have more or diverse animals or 3% {149 X 5%l (like what we learned today) diverse
species or organisms inhabit.
G3S1: Yes.
T/R: Okay, and what are species and organisms?
G3S1: I think species is the animal um, is the animals, species means the animals and there mm, can |
say it in the Chinese?
T/R: Yeah.
G3S1: #Fh (species).
T/R: Yea, can you explain what is species in English?
G3S1: The species is the animals, and it means... | think it’s the kind of animals.
T/R: Mm, how about plants?
G3S1: The plant also can, also can... | think species is the kind of the...
T/R: Do you think plants can also be a kind of species?
G3S1: Also, can.
T/R: So, can you sum up?
G3S1: 1 think the species is the kind of animals and plant.
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T/R: Species means the kind of animals and plants, ok, and how about organisms?

G3S1: Organism means every every um the things have have the life, there can called mm organism.
T/R: Ok, organisms are any living things.

G3S1: Yes.

In this Learning Conversation, G356 was provided with necessary language resources (e.g., lexis

and phrases) to elaborate more on the content regarding ways to protect the environment.

(After lesson 2 Learning Conversation with G3S6)

T/R: What are some garbage types we discussed today?

G3S6: Um, | think there’s recycle like there are trash that can recycle. And something aboutthe kitchen,
um...

T/R: Uh, kitchen waste.

G3S6: Yes, and something like the things are bad to the nature, like the plastic and other human waste,
like electric bins.

T/R: Electric things, such as?

G3S6: Such as like our phone that we don’t want anymore, and like Pied, and also our, like the light.
T/R: The lights, did you say pied? What did you say before the lights?

G3S6: A Pied, | Pied.

T/R: Oh, iPad, okay. So, we call these - electronics B, 1% (electronics).

G3S6: Okay, electronics.

T/R: And what are transposition types we talked about today?

G3S6: Umm, can you say that again, please?

T/R: Yeah, what are some transportation types, transportation modes?

G3S6: Oh, transportation types, | think like riding a bike, and walking on foot, go by a skateboard, we
can also use the... I don’t how to say it in English, | think that is, but | am not so sure, that the electric
little bike.

T/R: Do you mean electric bike, B &ZE (electric bike)?

G3S6: Yes.

T/R: Okay, electric bike.

G3S6: Yes, | think that's it.

(After lesson 2 Learning Conversation with G3S3)

T/R: Can you remember some other new words we learned today?

G3S3: First, it’s ecosystem. And what’s that? Species?

T/R: Yea, as you just described their meanings.

G3S3: And org-zam-ni-zation?

T/R: Organisms.

G3S3: Organisms.

T/R: Pay attention the pronunciation, or-ga-nisms. Any other new words?
G3S3: | can’t remember any other, sorry.

T/R: How about ‘inhabit’?

G3S3: Alright, | remember it.

T/R: Oh, what does it mean?

G3S3: Is this similar to habitat?

T/R: It looks similar, it's a verb, it means live in someplace. How about this one: diverse?
G2S3: Deverse.
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T/R: Di-verse.

G3S3: Let me think, wait a minute, diverse, | knew, it’s just like there are so many, right?
T/R: Right.

T/R: How about ‘specific’?

G3S3: The Pacific Ocean? Is that?

T/R: Not Pacific.

G3S3: Oh, this one, this one | knew it, it’s just like this specials, someone say it’s him, he or she must
to do it, just like this.

T/R: He or she must do it? Specific means a certain type of something.

G3S3: A certain type of something, yes, | just mean this.

T/R: Can you describe it again, ‘specific’?

G3S3: It’s a certain tain type of something.

T/R: Yea, certain type $FEM—FPZEEAY (certain types).

G3S3: Yes, | knew it in Chinese, | just don’t knew how to describe in English.

Aligning with the above Learning Conversations with individual students, linguistic support or
scaffolding through the process of encouraging students to express their thinking, anticipating
what they intend to say, and providing feedback for their learning was also necessary for the
interviews. During the interviews, students raised questions about their emerging learning
concerns. For example, both G2S5 and G352 needed linguistic support about the same keyword

(organism).

(Interview with G2S5)

T/R: What have you learned or remembered from all the lessons?

G2S5: 1 learn, | learn some, | learn what is biotic what is abiotic.

T/R: Anymore?

G2S5: And, and, and | know what is a habitat.

T/R: That’s all?

G2S5: And what is an organ... how to say this word?

T/R: Organisms.

G2S5: Organism.

T/R: Organism & & (is the original form), 17 (add) s E ENEEFLE (isits plural form).

(Interview with G3S2)

T/R: What have you learned or remembered from our lessons?

G3S2: First, | think | know what is habitat, what is ecosystem, and | also learned about lots of habitat,
| also learned about food chain and I also...I learned about some some words like species, orga...
organ... organise.

T/R: Organisms.

G3S2: Organisms, | also learned about ecosystem and habitat definition. And | learned about like
today how can save our FR3Ej5: (Environment pollution).

T/R: Environment pollution.

G3S2: Environment pollution.
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T/R: Do you mean how can we stop or prevent pollution?

G3S2: Yes, just save this problem, but | think we can’t save, but we can make this problem to be
better.

T/R: Do you mean solve s-o-I-v-e &R (solve) this problem?

G3S2: Yes, solve.

Students also had questions about using Mandarin during the interviews. Both G3S2 and G3S3
were concerned about the choice of language for communication purposes, which triggered
morediscussions about improving English speaking (G35S2) and thelinguistic differences between

Mandarin and English (G3S3).

(Interview with G3S2)

G3S2: Mm...I think my English have big problem, that my...can | speak Chinese?

T/R: Yes, sure.

G3S2: MEHKEEBHMBSAKNAY, MERNIELCETEAAK, MERKAMEBEIIZ O
AR ME I FRIZ 3K (1 think my speaking is not very fluent and my vocabulary is not enough
that I don’t know how to express a Chinese word in English).

T/R: That’s ok, you need more practice in speaking.

(Interview with G3S3)

T/R: Did our class help you learn some other things?

G3S3: 1 think only the ecosystem and the food chain.

T/R: Helped you...?

G3S3:In science class.

T/R: How did it help in your science class?

G3S3: It’s just there has something | don’t know and | can’t write it, but after the learning, | knew
how to write it.

T/R: Write what?

G3S3:Some...can | say in Chinese?

T/R: Of course.

G3S3: #H (exam, textbook, or practice book questions).

T/R: Some questions.

G3S3:1 can just say it in questions? | believe it’s (questions mean) just £[a] (queries), not & H
(exam, textbook, or practice book questions).

T/R: BT A (‘B1 B’ can also be translated as) questions, AX-Z{/R[a Ay [a) & (it’s not just the
questions you ask), o] I BiXEH BA L E (butalso the questions on test papers or
textbooks).

G3S3: Alright.

Either in Learning Conversations or interviews, students all received instant replies from the
teacher-researcher intending to support them recall the content introduced in the lessons and

solve their learning problems (e.g., language concerns - spelling and pronunciation). While
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students described what new knowledge they have learned from this online course, it was noted
that they showed an increasing ability to independently language their concept learning. A few
needed linguistic scaffolding from the teacher-researcher. As shown in the following interview
extracts, G2S2 described the diversity of habitats using the keywords (e.g., diverse, wetland) and
habitat problems (oil leak) with little external support. G3S5 also, to some extent, showed
competency in describing his learning using the target language (e.g., habitat, ecosystem, biotic)

relating to the thematic content.

(Interview with G252)

T/R: {RIEZ] T (You mentioned) spelling HfE#AYER 1T (spelling new words), IX 37 BIE{RIE A2
BRLE (what are those new words)?

G2S2:1 know the new words.

T/R: ELANBREERE (for example)?

G2S2: Diverse, um, wetland, uh, o, organisms, and uh, oil leak.

T/R: QOil leak, ok.

(Interview with G3S5)

T/R: Can talk about what have you learned from the first three classes?

G3S5: Uh, let me think, | think the ecosystem and habitats.

T/R: Mm!

G3S5: And let me... and the biotic, right?

T/R: Yeah, anymore?

G3S5: And how to how to say it, bioctic.

T/R: Yea, biotic.
These data suggest both Learning Conversations and interviews provided more opportunities for
students to build their language use for languaging learning. Students were scaffolded with
appropriate linguistic forms to develop their use of language functions (e.g., describing and
explaining). According to McConachie (2010), increasing language appropriacy can prepare
learners to acquire not only basic literacy (reading, writing, and speaking) but also movein the
direction of disciplinary literacy (e.g., reasoning, investigating). As he posits, disciplinary literacy
involves using “reading, reasoning, investigating, speaking and writing required to learn and form
complex content knowledge appropriate to a particular discipline” (ibid., p. 16). This also aligns
with Shanahan and Shanahan’s (2008) model of literacy development (Figure 1) by moving from

basic literacy to intermediate literacy towards disciplinary literacy (i.e., skills specialised to

construct and communicate different subjects). Based on their renditions of literacy
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development, nurturing students to build increasingly appropriate cognitive discourse functions

is essential for their future disciplinary development beyond this case study.

Given this study is more language-oriented (English as L2) focusing on communicating and
constructing English thematic knowledge, the English language is regarded as a discipline taught
through using multimodal texts including verbal, visual, and digital. These modes were embodied
in the way the students used their L1 (Mandarin) and L2 to verbally articulate their learning
triggered by their drawings via the digital platform (i.e., DingTalk). The enhancement of this
discipline learning was not only evidenced by their appropriacy of linguistic forms in this online

context but also in their own school settings, which will now be explicitly addressed as follows.

5.6.2 Applying Thematic Language in Another Context
When students were building their deeper understanding of linguistic forms while being
scaffolded by the teacher-researcher, their ability to transfer such knowledge to another context
was revealed especially when they were questioned in the interviews, for example, whether this
course helped them study more generally in their own schools. The interview extract below
demonstrates G2S1 explaining how she employed what was learned in the lessons for her own

school projects.

(Interview with G251)

T/R: What do you think has helped you learn?

G2S1: Um, it helped me um about, our ... (name of the school), it has a PBL (project-based learning)
lesson, it is about protect animal. And this lesson help um um do the project... whenin ... (name of the
school) class, the teacher just say some of the ecosystem and habitat, we learned in our class | can
understand better... We learned what is habitat and ecosystem in ... (name of the school), that’s one,
and now we learned how to protect the animals and their habitats | think it is deeply.

T/R: Itis... what did you say? Did you say deeply?

G2S1: Yea.

T/R: Oh, you mean you learned how to protect habitats and ecosystems deeper.

G2S1: Yea.

Students also used keywords (e.g., biotic and abiotic) learned from this project in their school
classes (G2S5). It was worth noting that group 3 students indicated a prominent application of
the target language practised and gained from this course to their school’s learning tasks —

English essay writing (G3S2), reading comprehension (G3S5), and a science test (G3S3).
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(Interview with G2S5):

T/R: What do you think has helped you learn?
G2S5: A lot.

T/R: For example?

G2S5: Can uh help me during the school class.
T/R: What helped you during the class?

G2S5: Uh, biotic and abiotic.

(Interview with G3S2):

T/R: Did you use what you learned in our class in some other schools or classes?

G3S2: Yes.

T/R: Can you give me an example?

G3S2: Yes, | will also use some new word new thing in my school class and that will help me to learn
about some things in school, like XZHEFKATH EITIY (a learning unit of this semester is called)
Arctic.

T/R: Ah, did you learn something from our class and use that in the class about Arctic?

G3S2: Yes, | just do my {EXC (essay), | use in my £ (essay).

(Interview with G3S5):

T/R: Did you use some of what you learned here in your school?

G3S5: | think it let me learn many new words and what’s meaning

T/R: Did you use those words in your school?

G3S5: Yeah, yes.

T/R: Can you give me one example? What did you use in your school’s English class?

G3S5: My English class have some...like the article, it is about habitats, it is about the forest and some
words and | know, but some like difficult words, | doesn’t understand, but | know this article is all about
the habitats, so | used the habitats to put it in the article, | can know the all article meaning.

(Interview with G3S3):

T/R: Did our class help you with your own English study in your school?

G3S3: Help a little bit with my science.

T/R: How?

G3S3: | just have my science finish test about 6 day ago, in that test, there have some questions we
don’t learn in the class that the science teacher teach us, but we learn it in your class, so | knew how
to write it.

T/R: Like what questions?
G3S3: Some food chain and some habitats.

Students spontaneously applying what they have learned to other learning circumstances
demonstrated increasing conceptual understanding and processing in the lessons that enabled
them to engage in knowledge transfer, which also highlighted the potential of this study for
deeper learning. As Pellegrino and Hilton (2012), Coyle and Meyer (2021) suggest, deeper
learning requires learners to internalise knowledge and automatically transfer the knowledge to
other learning contexts. To realise such a process of knowledge internalisation and

automatisation for deeper learning, learners need to be mentored to facilitate their growth
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mindset in directing and sustaining their own learning (Coyle & Meyer, 2017). Moreover, as
Ormrod (2011) suggests, for learning to be successful, learners must enrich their repertoire by
storing new knowledge and skills in their long-term memory and purposefully selecting and
transferring the information and strategies needed from the repertoire for future learning

challenges.

Drawing together their perspectives, Christodoulou (2017) suggests successful knowledge
transfer requires both “rich and detailed structures of knowledge” (p. 34) from learners’ long-
term memory and mentoring for learners to solve problems independently. This aligns with the
integration of the four-dimensional PTDL model (Coyle & Meyer, 2017) that ultimately aims to
increase learners’ confidence, motivation, and beliefs of self-value for in-depth lifelong learning.
With this growth mindset, learners are more likely to engage themselves in new knowledge
construction and collaboration with the teachers for achieving their learning goals, which
reciprocally allows teacherstoadapt and develop new teachingand mentoring strategies to meet
learners’ needs as they progress through the pluriliteracies knowledge pathways. This
understanding also directed the teacher-researcher’s teaching belief and practice in this case
study.Thatis usingdialogicand visual heuristic ways of scaffolding to mutually construct learning

with learners as they create and use visuals to externalise their understanding.

5.6.3 Language Strategies
The questions raised by studentsin the interviews and Learning Conversations as discussed thus
far were both conceptual-and linguistic-based. As they become more engaged in communicating
with the teacher-researcher, they also asked additional questions that were linked with their
individual English language learning concerns after the lessons. This self-level-directed reflection
to some extent resonates with Hattie and Timperley’s (2007) feedback model that delineates
how students respectively feedback on their learning by asking themselves questions (e.g., ‘how
am | going?’, ‘where to next?’). Through a similar vein, the students were encouraged to reflect
on their learning in this case study by asking themselves such questions (i.e., private speech).
Based on their awareness and attempt to make improvements in their English learning, data

revealed how they evaluated their own learning outcomes from the lessons and raised relevant
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qguestions to address learning difficulties. This provided the teacher-researcher with

opportunities to offer feedback specific to students’ learning needs.

The following extracts outline students’ questions that emerged from their self-evaluations of
learninginthe onlinelessons and their own school English classes. It appeared that students were
more concerned with their linguistic forms and strategies for using English. During the after-class
Learning conversations, some of them raised problems in spelling (G2S2) and vocabulary (G3S5)
whilst others drew more attention to grammar (G3S3) and speaking fluency (as raised by G3S2 in

section 5.6.1).

(After lesson 4 Learning Conversation with G252)

T/R: Do you have any questions about all those four classes we have had? ttaNF {14 KiZAY— L
18 (such as the new words we talked about today)

G2S2: Uh, yes, | have. uh, BRICBEEMNHNEER, EAMEEMNAHE (I can remember their
meanings, but not spelling.) ZLEMBIEEHTAREF T X NHEMRKRERAIDLIFEAE (I
can’t remember the word about modes of travel that is good for forest environment protection.)

T/R: BT ARES BN FLIREERN (modes of travelling, yeah, that’s a bit long) trans-por-ta-tion,
transportation.

(After lesson 2 Learning Conversation with G3S5)

T/R: Do you have any questions for me? It can be about our lessons; it can be about your English study.
G3S5: Can | speak Chinese?

T/R: Sure.

G3S5: We how (1B EFRHESHMNEZE/E 4IEWR? (How do we do the exercise of filling in the
missing initial letters?) B HHEARFNIEE AFFIE, (sometimes | don’t know how) Bt 2= T A2 IE
AHSE (1 just feel like | can’t fill it out.)

T/R: RT3 Z B HEIFTTIE. (You can try the method of syllables to fill in the blanks.)

G3S5: gt bt (Justlike), EbaMii... (for example...)

T/R: EE AN E 1S RZE B organisms, B EHFDFF, 595 &F T HITT . (For example, the word
‘organisms’ we learned today can be split by syllables.)

G3S5: FL—T—THIE. (Justwrite one by one.)

T/R: Xt, (Yes,) — T —TAYE, (just write one syllable by one syllable,) X4 ‘o Rt E—NF 9, (‘or'is
a syllable) ga 22—, (‘ga’ is one), nism’Z— . (‘nism’ is another one.) {RE] IUZFHEIA KL £
18. (You can memorise words by their syllables.) X#F{RAA S AL, FINEHMIFBSHN M IEH A
SREE—NFE. (Through this way, you may not mispronounce or misspell words.)

G3S5: Oh, #1i& 7T, (understood,) 5T Ufi. (Thanks, teacher.)

(After lesson 2 Learning Conversation with G3S3)

T/R: Do you have any other questions for me?

G3S3: Yes, so can | ask some question that is not about the class, but it’s about English learn?
T/R: Yes, of course.
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G3S3: The first question is in my another English class, the teacher tell me to have 16 tenses, so what’s
the 16 tenses?

T/R: | can summarise for you, there are simple present, simple past, simple future, simple past future
and current continuous tense, past tense, future tense, past future tense, and past future perfect
tense. I'll send them to you all, that would be better.

As students’ learning foci were articulated through self-evaluation or reflection, their desire and
drive to overcome linguistic barriers (e.g., lexis, syntax, speaking fluency) in their English learning
were revealed and enhanced. This process of realising their existing learning problems, seeking
the teacher-researcher’s feedback and suggestions to solve problems and improve learning, to
some extent represents their growth mindset in learning. This mindset from the lens of the PTDL
affective domain can be interpreted as learners’ enhanced motivation, confidence, and agency

in directing and sustaining their own learning and problem-solving skills (Coyle & Meyer, 2017).

In this sense, the above students’ questions manifested their drive and trust in themselves to
develop their current language strategies for achieving their learning goals. Moreover, as they
were asking for the teacher-researcher’s feedback, their trust in the teacher-researcher for
supporting their learning was implicated. Indeed, over two months, they gradually built a
respectful and trustworthy relationship with the researcher as their teacher and became
increasingly more open when expressing their thinking, views, and ideas on the online platform
(i.e., DingTalk). Therefore, the teacher-researcher positioned herself as their supportive learning
‘buddy’ and voluntarily offered ongoing feedback on their school English learning even after they

completed the participation in this case study.

RQ1: In what ways might visualisation serve as an intermediary learning tool (visual
languaging) that bridges conceptual knowledge construction and language learning in

English language classrooms?

The data suggest ways in which conceptual development and language progression can be
bridged by visuals created by learners to scaffold their languaging when they lacked the linguistic

capacities to articulate their thinking in English lessons.
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The potential of how visual languaging linked concept and language was discussed from the
angle of concept enhancement and will be further elaborated on from student use of specific

cognitive discourse functions as below.
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PART 3. Research Question 2

Asindicated by the dataand discussionsofar, visual languaging needs to integrate with cognitive
discourse functions and mentoring facilitated by Learning Conversations to optimise its potential
in bridging and enhancing students’ concept construction and language progression. Through
specific visual practices — creating and articulating with visuals, these two crucial components —
cognitive discourse functions and mentoring, as respectively emphasised in research questions
two and three, can be explicitly answered (see sections 6.3 and 6.4). Next, the data regarding the
nuanced connections between visual languaging and cognitive discourse functions will be
discussed based on the themes and categories summarised in diagram 8, which offers

implications for the second research question.

Visual Understanding

/

Visualisation — Visual Languaging

™~

Prior Visual Experience

Facilitating Conceptual

/ Understanding

Students Feedback on Tasks
y Visual Approach

Other Learning Resources

Diagram 8. RQ2 themes and categories
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5.7  Visualisation

The second research question builds on and deepens the focus of the first question. It explores
learners’ use of language functions in representing their thinking alongside visuals as a

complementary tool in assisting the process of communication.

RQ2: How can students develop their appropriate use of specific cognitive discourse

functions through visually scaffolded languaging?

The research set out to understand how focusing on combining two forms of languaging — verbal
and visual — may develop greater developing the appropriacy of learners’ language use in
different visual-based tasks that require them to articulate their drawings after interpreting the

content in the lessons.

Students learned the academic language (e.g., keywords and phrases) needed to describe their
understanding of the content during whole-class conversations with the assistance of the images
and keynotesintheteaching presentations. Asshowninthefollowingslides, everylesson’s target
language was summarised for review in order to reinforce their content and language learning.
These slides were intended to provide students with the language needed for articulating their
conceptual understanding to the teacher-researcher and peers. A full version of all the lessons’

slides is available in Appendix Il.

Key words and expressions
from Lesson 1.

L ]
* Types of habitats: mountain, forest, = -’ s -

grassland, wetland, desert, y . ¥,

. -

marine

» Habitats: animals’ home where food
can be found for living

\2
) \:;_
N

\

* Ecosystems: diverse animals and
plants

Lesson 1 slide - lesson 1 target language
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Key words and
expressions

* Species: all kinds of animals or plants with
the same features

+ Organisms: all living things, such as anin
and plants

* Inhabit: live in someplace

« Specific: a certain type/kind of something

Key words and expressions

* Biotic: any living things, such as animals
and plants

« Abiotic: any non-living things, such as
water, air, rock, ice, sand

« Co-exist: live together in one environment
 Contain: have something inside of it
* Multiple: more than one

e.g., An ecosystem contains multiple
habitats.

Lesson 3 slide — lesson 3 target language
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Key words and
expressions

- Reduce: lessen
- Pollution: unclean, dirty
+ Destruction: damage, ruin

+ Eco-friendly: environment
friendly

- Transportation: ways or
tools to travel

Lesson 4 slide — lesson 4 target language

The visuals in this study consist of students’ drawings and images selected for teaching for
supporting conceptual understanding. The following theme further analyses the intricacy of
cognitive discourse functions with these two forms of visuals with data from students’ Learning
Conversations andinterviews. Thesefocused on how students perceived thevisual-related tasks,
how they created or used visuals for learning, and what their prior visual learning experiences
were in order to gain a deeper understanding of the potential of visual languaging in
appropriating cognitive discourse functions. Hence, this theme draws together three categories

(Diagram 8_1):

isual Understanding

CV
( Visualisation > Visual Languaging )
\ CIOI’ Visual Experlen9

Diagram 8_1.RQ2 theme 4

e Visual understanding (5.7.1) — derived from how students understood the content via the

images used for teaching.
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e Visuallanguaging (5.7.2) with students’ drawings.
e Priorvisual experiences (5.7.3) — describing how students created visuals for learningin
their own school. (This resonates with the previous finding of applying thematic language

in another context (5.6.2)).

5.7.1 Visual Understanding

The images in the lessons were intended to demonstrate and facilitate understanding of the
contentand motivatestudentstodraw. Interview and Learning Conversation questions collected
data regarding student feedback on images for teaching and drawings they created for
languaging. Student drawings will be discussed in the next section (5.7.2). As shown in the
following extracts, students evaluated the images used in the lessons from the angles of concept
and language comprehension (G2S1, G3S1, G3S2), interest and engagement in classroom

learning (G3S5), and problem-solving (G3S6).

Concept and language comprehension:

(Interview with G2S1):

T/R: How do you think about the images, pictures we used in the lessons?

G2S1: | think picture in our lesson is um, it is, it is, some of it’s the photos and some of it’s just like
picture, | think it reflect the problems.

T/R: What problems?

G2S1: Uh, like lesson 5, there is some image about the problems, about animals their habitat is, some
of the people, they are destroying their habitat, and animal will didn’t have place to live, so they will
be extinct.

(Interview with G3S1)

T/R: How do you think about the pictures we used in the lessons?

G3S1: Images in the lessons is beautiful and can tell us some many things of the classes.

T/R: Many things of the classes, for example?

G3S1: Like habitats images, | see in the image that forest, desert, snow mountains, | know they are
habitats, the habitats is the animals live.

(Interview with G3S2)

T/R: How do you think about the visuals we used in the class?

G3S2: Uh, visual?

T/R: Visuals could be images, pictures we used in the class.

G3S2: | think that images good for my learning, sometimes | don’t what is this word means and | will
look at images, and that images is also example, so that images good for me.

T/R: So, the pictures help to understand the meaning of the words?

G3S2: Yes.

T/R: Did it help you in any other parts of learning?
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G3S2: | think it also help me to learn this class better.

Interest or engagement in classroom learning:

(Interview with G3S5)

T/R: How do you think about the pictures in the class?

G3S5: It made the class be more interesting, | think have the images and some words, it let me like to
listen and learn this ppt.

Problem-solving:

(Interview with G3S6)

T/R: How do you think about the images, pictures we used in the class?

G3S6: | think it’s fun.

T/R: Why do you think it’s fun?

G3S6: Because | think there’s some questions and there will some pictures for us, when we look at the
pictures and there’s questions, we can think more like FLEEFEBIFRATTEZ A al@ (help us to think
about the question).

T/R: Ah, help you to think about the questions.

G3S6: Yes.

Based on their languaging of the images used for teaching, the potential of this type of visual was
revealed when students were 1) describing conceptual understanding from observing theimages
(e.g., different habitats and habitat problems), 2) explaining how they made meaning of the new
words throughtheimages (G3S2), 3) evaluatinghowtheimages engaged them inthe class (G3S5)

and supported them to think about questions for learning (G3S6).

The images in the lessons were also used after class with students during individualised Learning
Conversations. For example, G2S3 was absent in lesson 4, therefore his conversation focused on
reviewing the content of that lesson. The student was guided to review the content and express
his thinking about the images for conceptual learning. As outlined in the following excerpt, the
student discussed possible ways to protect the environment, classified garbage types, and
identified different habitats to review and reinforce lesson 4 content that he missed. This after-
class conversation co-constructed by the teacher-researcher and the student formed a learning
partnership aiming to support the student’s language use of cognitive discourse functions and

enhance his conceptual understanding of habitats and ecosystems.

(After lesson 4 Learning Conversation with G2S3):
Discussing possible ways to protect ecosystems:
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T/R: XLEEEIFFHIM PO BEST/HARN? (What are the consequences caused by the problems as
shown in these pictures?) consequences?

T/R: Mm, yea, maybe become extinct, that’s why we need to protect habitats and ecosystems. So,
what you can do to protect it?

G2S3: We can give the ecosystem money to help these animal.

G2S3: Say to anyone don’t use don’t ¥R E B E M (throw garbage into the ocean) S{E 2 7b 7
| (oronthe beach), EA#AE T th o] NG ARLE I IR 255 7E (because the tide may also sweep away
the garbage into the ocean).

T/R: Mm, Xf(yes) so, we should tell us not to throw garbage anywhere.
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After lesson 4 Learning Conversation with G2S3 screenshot_1

Classifying garbage types:

T/R: ARERATE A Y R MU BT B WRLEL IR AF? (What garbage types can you see in the pictures?)
G2S3: Ok, book, newspaper and...

T/R: EIEPRAEKAIXSAIT (they are all paper, right)?

S3: Yea.

T/R: BREALZKAINY (all paper types can be called) paper.
G2S3: Paper.

T/R: ZHAIE =/ (whatabout the next to it)?

G2S3: B (Um) | don’t know.

T/R: XEIIEHN (they are glass bottles), glass IEIFKAY (glass).

G2S3: 0Oh glass...and then it’s food.

TR: SFIXNEEFRMNATEHNEY (Yes, they are the food we don’t need), FF &1tk (kitchen

waste).
G2S3: Yes.. kitchen waste.
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T/R: %F, HE—UE (Yes, what about the last one)?

G2S3: Mm... 288l (plastic)

T/R: XTEBR] (Yes, plastic) plastic,

G2S3: 1 don’t know how to say in English.

T/R: Plastic, ZIHE T (Il wrote it down).

G2S3: Plastic.

T/R: B GX PO Fhsy iR B e @ BR )L ME (so which bins above should we throw these four types
of garbage into)? 5 — N E BN T (For example, the first yellow bin has) newspaper, B I4t N
IZEBFZEIXER (so the paper should be thrown here).

G2S3: Yes. And number two is glass, number three is food, number four is plastic.
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After lesson 4 Learning Conversation with G253 screenshot_2

Reviewing different habitats:

T/R: BXEE JL habitat (See how many habitats there are in the picture).
S3: Let me see. One, two, three, four, five.

T/R: What are they?

G2S3: | know number two, number two is ice, ice, ice...

T/R: XEANE L (this is a snow mountain), NE KB (not an iceberg), 7KL (Bingshan) & (is)
iceberg, EF L (Xueshan) &(is) snow mountain.

G2S3: Oh, snow mountain. Number three is uh...o...0...

T/R: Ocean.

G2S3: Ocean, number fouris desert.

T/R: X (Yes)!

G2S3: Number five | don’t know. Number six is mountain.

T/R: Number five is JZ il wetland.
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G2S3: Wetland.

? Shared by Doreen n QA ® aQa o ¢ [

Homework: Language practice 1

* What is a habitat?
* Name the habitats in the pictures

After lesson 4 Learning Conversation with G2S3 screenshot_3

Data suggest thatinterviews and/or Learning Conversations offered means for students to reflect
on their learning with visual prompts and for the teacher-researcher to scaffold students when
they were expressing their thinking. According to Fullan and Langworthy (2014), Learning
Conversations that are co-constructed by the learner-teacher are built on mutual respect and
learning goals. By taking into account learner interests, preferences, or learning needs when
designing, scaffolding, or adapting mentoring strategies, both parties’ teachingand learning goals
can be achieved. Therefore, each Learning Conversation in this study was based on individual
student emerging learning concerns identified from their utterances in response to the teacher-
researcher’s concept or language checking questions. Even though most students positively
commented on the effect of images embedded in the teaching material, one student’s
preference for using the written text for learning compared to the images was noted, which also
triggered both written and visual resources. This is evidenced in the next section which explores

the potential of students’ drawings and languaging as a combined heuristic tool for learning.
Page | 180



181 |Page

(Interview with G3S3)

T/R: How do you think about the pictures we used in class?

G3S3: | can use it to know about the meaning of the word sometime, | don’t think the using of the
picture is not very big.

T/R: What did you use a lot when you learned in class?

G3S3: The text.

5.7.2 Visual Languaging

This category was derived from the data of students’ elaborating understanding with drawings
created by themselves and peers in the interviews and Learning Conversations. Both groups of
students described their drawings especially when they could not sufficiently communicate with
the new content in English. Meanwhile, they also expressed their interpretations of other
students’ drawings and offered feedback. For example, G2S3 described what he perceived from
group two students’ drawings: “Z & 71 TEHT— LA ZEFRLFHITSR, FOEL T 1H07E
s

some habitats).

LL habitat” (Isaw them drew some bad phenomena caused by humans, lalso saw then drew

Through the combination of visualisation and languaging, students externalisd their thinking
process. Meanwhile, the teacher-researcher scaffolded students based on their verbal
languaging with their drawings including what they intended to visually represent. To be specific,
the process of visualisation involved students using visual and written tools to complement their
articulation of conceptual understanding. By listening to their languaging and observing their
drawings, the teacher-researcher was able to precisely identify the absent part of student
drawings that links to their conceptual learning (Frith et al., 2005). This absence refers to the
inconsistencies between what students intend to visualise and what they actually depicted on
the page. For example, in G2S5’s drawing (Figure 23) for the third learning task (i.e., visualising
the relationship between habitats and ecosystems), the student described what actually drew
and what she intended to draw in lesson 2 whole-class Learning Conversation: “I think this park

will be more beautiful... 52 250 7 tree _F B (some birds will nest on the tree).
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?(’ 4t (=

bambod

Figure 23.G2S5’s third drawing

After comparing the visual content of her drawing notated with the word “bamboo” with her
verbal languaging, the teacher-researcher was then able to interpret the student’s conceptual
understanding that the park was depicted as an ecosystem, within which the bamboos and trees
were the habitats for birds to inhabit. Though certain visual elements (e.g., birds, park) were not
fully represented in her drawing, her verbal languaging during in-class Learning Conversations
encouraged elaboration and demonstrated her understanding of habitats and ecosystems more

fully.

Another group 2 student’s languaging with drawings and written text also described what he

(G2S3) intended to represent in the fourth learning task.

Drawing practice 4.
1. Draw an ecosystem O
2. Then draw habitats of your —
favourite animals or plants onto
the ecosystem
]
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Lesson 3 slide - drawing task 4

(After lesson 4 Learning Conversation with G2S3)

T/R: What are in your drawing?

G2S3: MR~ NMNETUBERSZEMERZMIERENEIY. (Itis an ecosystem with many
endangered animals.)

T/R: B WRLEHAIIE K LB AR ? (What endangered animals?)

G2S3: BEF IR E H Sk (some | didn’t draw), B (which are) monkey, bird, f (deer), panda, dolphin,
whale.

G2S3: Deer... and have the turtle.

T/R: Turtle ZEBFEERF (Where's the turtle)? F ;% B EZIEF (1 don’t see it).

G2S3: Turtle is in the water.

T/R: Oh, in the water, FBYROT L T —>X3E (then next time you can draw the) turtle B7E7/KE (inthe
water).

G2S3: Ok no problem.

T/R: AR IXEEE WRLER (In your drawing, which ones are) biotic, BRLER (what are abiotic?

G2S3: The..water, ¥ (bamboo).

T/R: Bamboo 7+ (bamboo)

G2S3: And ¥ (bamboo), HhEERE R £ 45y (the rest are biotic), Bt EFEGH (the fishis
biotic).

T/R: Bamboo y%H & 4505 (is abiotic)?

G2S3: 1% 8 H£ 45 (bamboo is abiotic), B (oh)! 1% (bamboo is biotic) |1 FH& (Bamboo is
biotic)!

Figure 24. G2S3’s fourth drawing

G2S3 used some Mandarin to communicate his interpretation of endangered animals as one of
the potential habitat problems as illustrated in his drawing (Figure 24). Based on his description,

the teacher-researcher was able to confirm that the student fully understood an ecosystem has
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multiple habitats with different species, which made sense to the absent visual elements (e.g.,
dolphin, whale, and turtle). His use of Mandarin usefully indicates the language needed to

progress communication in English.

In a similar vein, group 3 students also created and described their drawings with written text in
lesson 4 when doing the fifth learning task. That is representing existing habitat problems whilst

providing feasible solutions as required in the following slide.

+ Draw the potential habitat problems on lesson
1 homework drawing

{ « Then draw down your ideas of possible
solutions

 Share with us on lesson 5

Drawing practice 5

Lesson 4 slide — drawing task 5
Students managed to demonstrate what was depicted in their drawings (e.g.,, G3S1) and
explained why they decided to draw in certain ways (e.g., G352, G3S6) to reveal their thinking

about protecting ecosystems and habitats.

(After lesson 4 Learning Conversation with G3S1):

T/R: Can you talk about whatis in your drawing?

G3S1: This people cut tree, but a policeman use the gun to stop him.

T/R: So, you think the solution is to ask policemen to stop illegal lumbering?

G3S1: Yes.

T/R: Do you have any other solutions to help protect the trees?

G3S1: Also, | think we can use some paper we can use it in more than one time.

T/R: How do you use paper more than one time?

G3S1: A paper have two, one side can write, have two sides can write the words, and on my drawing,
there have some, there is white, we can use this kind to write the word and to do some other things.
T/R: So, you mean a piece of paper has two sides, and we write or draw on one side, you can use the
other side, and in your drawing, there are some white parts left on this side of the paper, so you can
write on it or draw something extra on it.

G3S1: Yeah.

T/R: How do you protect the habitats or environment in your daily life?
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G3S1: | think grow some plants and don’t throw the trash in the habitat and use the electric power.

T/R: Do you mean electric-powered vehicle?

G3S1: Yea, electric vehicle and ride the bike or on foot to go to the school.

Figure 25. G3S1’s fifth drawing

After lesson 4 Learning Conversation with G3S2

Commentary

T/R: Let’s have a look at what you just drew, I'd love to hear how you are
gonna describe it to me.

G3S2: Ok, | drew about a forest and that trees all be cutting, and | also drew
a bird, that bird lost it home, and | think solution is protect those trees or
forest, don’t cut them.

T/R: | can see there are some tears on the bird’s face.

G3S2: Yes.

G352 used the language
of description to add
details of the impact of
deforestation with the
suggestion of protection.

T/R: Ok, so that’s one solution to protect those trees, don’t cut, c-u-t, not
cute, c-u-t-e. Can you see it?
G3S2: 0Oh, oh, ok, | fix it.

T/R directly corrected
G352 language form -
spelling of ‘cut’.

T/R: Why do you choose to draw this scene, this problem?

G3S2: Because | think this problem is so hard to fix it, because people need
words, we need paper and we also need maybe sofa or bed or table, yes we
need wood, but maybe we don’t want to hurt that trees, but we need, so |
draw about this problem, | think this problem is so hard to fix it.

G3S2 explained the
problem of human needs
versus protecting the
environment.

T/R: Yea, we have to useit, but we also need to protect it, so your
suggestion to fix this problem is protect those trees, don’t cut them, do you
have any other suggestions?

G3S2: Okay, and now in China we have, we can plant trees on app.

T/R: Yea, what app?

T/R confirmed her
suggestion and
encouraged G352 to
elaborate more on her
thinking of the habitat’s
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G3S2: That is in X ff= (Alipay) Ant Forest.

T/R: Yes, Alipay X ff= (Alipay). So, did you plant trees in Alipay Ant
Forest?

G3S2: Yes, | think maybe this is also a solution of this problem.

T/R: So everyone can participate, can you talk about how it works, this app?
How does it work?

problem focusing on the
use of a digital app
game.

G3S2: Ok, you will choose a kind of trees you want to plant and you plant
this trees, you will...If you plant this trees online and also will have people
help you to plant a real tree, and some... if we use that is... if we use 3 ft
=F, that will be made the...made that trees to be grow up and we will also
to help other people to plant trees and other people will also plant trees for
us.

T/R: So, you mean you cooperate to plant trees together like with your
friends, can you plant trees with other people who are strangers?

G3S2: No, but we can plant trees together, like two friend can plant a trees
that both they can, and can water this plant every day, and you two plant
the same trees and this tree will grow up. If this trees grow up, you can
plant another trees.

T/R: Mm, do you mean if one tree has been grown up by you or your
friends or together, there will be some people in real life to help you plant a
tree somewhere in China?

G3S2: Yes, it’s in the place that have some many sand, and we can plant
trees. First plant trees can protects our our maybe place and also that trees
can make sand to be leese.

T/R: Less.

G3S2: Yea.

T/R: That’s a very good suggestion.

G3S2 described how to
use a digital tool for
protecting habitats
through engaging in
spontaneous/scaffolded
conversation with T/R.

G352 was prompted to
develop her description
involving explanations
and further suggestions.

Table 18. After-class Learning Conversation extracts with G352

@
1
@ Soqu"ms :,)roted"’g {/Mje trees.,

don't cute tham.

Figure 26. G3S2’s fifth drawing
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Through visual languaging her drawing, G3S2 demonstrated a deeper understanding of
environmental protection by suggestingand describing a digital game, which also expressed her
empathy for animals whose habitats are destroyed. G3S6 also described her drawing regarding

the challenge to habitats and animals with suggestions of feasible solutions.

(After lesson 4 Learning Conversation with G3S6)

T/R: Can you describe what is in your drawing, why did you draw those things?

G3S6: Um, well, first, | draw drew a forest, and then there’s a fox that eat trash, maybe it will sick or
even die.

T/R: Yea, why, why the fox feels sick?

G3S6: Because it eat trash and plastic.

T/R: Oh, plastic trash, why would it eat plastic trash? | think foxes eat small animals, rodents.

G3S6: Yes, the people throw the trash in the forest and sometimes the fox eat it when um... T g A7)\
IIZEY (maybe eat it by accident), | think the fox did eat it in accident.

T/R: Oh, eat it accidentally. What can we do to stop animals from eating trash?

G3S6: When we go to the forest to have a trip and when we are going home, and we can pick our own
trash to leave the forest and not just throw it in the forest and to protect the animals.

Figure 27. G3S6’s fifth drawing

As seen in their drawings created for drawing task five, written text was frequently used by the
students, such as the speech bubble in Figure 25, the thought bubble regarding over-lumbering
in Figure 26, and descriptive notes of trash pollution in Figure 27. Similarly, other drawing tasks
were also completed by students using written text (e.g., G3S3’s notes of co-existing Arctic
animals with a hunter in Figure 28 for drawing task two, and G254’s conceptual descriptions of

habitats and ecosystems in Figure 29 for drawing task three).
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Figure 28.G3S53’s second drawing Figure 29.G2S4’s third drawing

The combination of visual and written modes for languaging conceptual understanding was also
advocated by students in the interviews (e.g., G3S6), which further allowed the teacher-
researcher to identify more precisely students thinking and to what extent they were able to
understand and articulate the content. Students were also provided with the language needed

to express their conceptual understanding in the lessons (see the slides in section 5.7.1).

(Interview with G356):

T/R: What has helped you learn the topic, such as habitat, ecosystem?

G3S6: | learned ecosystem, draw a food chain, and get a better understanding.

T/R: You mean drawing?

G3S6: Yes, and writing.

T/R: What kind of writing?

G3S6: Writing the ways like how to protect the nature and writing what’s this ecosystem about like
there is what and E{[JRIX R 21T 4 (what their relations are).

T/R: Ah, their relation, do you think the drawing and writing helped you to learn habitats and
ecosystems?

G3S6: Yeah, yeah.

T/R: Is it the drawing and writing in our class?

G3S6: Yes.
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Students adopting and integrating the written text with their drawings for languaging reinforced
the connectivity between visualisation and the use of cognitive discourse functions. As such
theirthinking was not only verbally expressed but also visually represented as written text on
their drawings. These two forms of representations are addressed as verbal languaging and

written languaging in this study to differentiate from visual languaging.

Drawing on the data thus far, students’ utterances in interviews and Learning Conversations
offered the locus for boththe students and teachertoidentify gaps or misrepresentationsin their
drawings. Moreover, they also created opportunities for students to fully express their thinking
and offered the teacher-researcher a more holistic view of students’ learning according to
individual student needs, thereby providing conceptual and linguistic scaffolding or learning
advice. As such, the integration of visual languaging and language functions naturally emerged
in Learning Conversations as students articulated their learning with drawings whilst supported
by others (e.g., peers and the teacher-researcher). To further understand and capture individual

students’ thinking, combiningand comparing the following two types of data was necessary.

e The visual data - students’ drawings and written text created in learning tasks pertaining
to the content in the lessons.
e The verbal data - students’ verbal languaging using specific cognitive discourse functions

to express their thinking with the visual data in Learning Conversations.

It was noted that a few students integrated Mandarin with English in the interviews and in-class
Learning Conversations to sustain the flow of communication. For the teacher-researcher, using
students’ first language (i.e., Mandarin) was also necessary after-class Learning Conversations,
especially in supporting students with appropriate linguistic forms (such as the language of
describingand thelanguage of explaining) to demonstratetheir conceptual understanding. It was
noted that 8 students (5 in group two and 3 in group three) used both Mandarin and English to
communicate in after-class Learning Conversations. Moreover, students were provided with the
language necessary to describe or explain their learning in class (see slides in section 5.7.1).
Therefore, by takinginto account Mandarin for English learning, the holistic resources adopted

in this case study consist of:
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e Non-linguistic resources: the visual data - images in the lessons and students’
drawings with written text.
e Bilingual resources: the verbal data — students’ use of translanguaging when

describing, explaining, and evaluating learning in English and Mandarin.

Students using such dual resources for demonstrating and communicating their understanding
of the content resonates with the notion of multimodality (Kress, 2009; Tang et al., 2014) that
values the potential of combining multiple modes, tools, or resources for learning (e.g., words,
visual, audio, spatial, and gestural modes). Moreover, it aligns with the positioning of
translanguaging (Garcia & Li, 2014). As reviewed in Chapter 2, translanguaging practices are built
on the multilingual and multimodal foundation that brings together different linguistic,
multimodal, semiotic, and cognitive capacities for learning and teaching (Li, 2018). The
translanguaging practicesin this study consist of two visual types (i.e., images and drawings) and
two languages (i.e., Mandarin and English) that students purposely deployed from their
repertoire for completing thedrawingtasks. Thisraised theimportance of guidingand supporting
students to usesuch sources for enhancing their English learning. As inspired by Rajendram (2021)
and Conteh’s (2018) advocacy of translanguaging as a pedagogy and its strategic approaches to
teaching additional languages (Celic & Seltzer, 2013; Garcia & Sanchez, 2015), the teacher-

researcher’s translanguaging practice for teaching English in this project concerns two

dimensions:

e Scaffolding students’ visual use for languaging by providing them feedback, advice, and
encouragement in the process of drawing.
e Leveraging their verbal use of Mandarin and English whilst focusing on their English

development.

This translanguaging lens of teaching for learning from Shanahan and Shanahan’s (2008)
specification of literacy development aims to practice students’ basic literacy in English reading,
writing, or speaking to construct their language for articulating and communicating their

understanding of the content (e.g., habitats, ecosystems). Moreover, it intends to develop
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students’ multiliteracy skills including visual literacy for overcoming challenges that emerged in
different learning tasks (e.g., a lack of artistic skills or linguistic form needed for visualisaton and
languaging). Such challenges require the teacher-researcher to support students to build their
confidence in doing tasks whilst enhancing their interests and engagement for sustainable
learning. For example, suggesting and supporting some students’ preference for combining the
written text with drawing when they lacked the confidence or artistic skills to draw the complex
concepts (5.8.1), teaching the content with images to elicit their interest in drawing, providing
linguistic support when they were languaging in English, and clarifying conceptual

misunderstanding (5.6.1).

As students visualised their thinking through drawing, they gradually comprehended the notion
of visual languaging as proposed in this study, which was unanticipated by the teacher-
researcher. For example, G2S1 succinctly described how she interpreted and practised this visual
approach for learning in the interview: “We finish the drawing homework and on lesson we talk
about it and we share our ideas”. Apparently, she understood the process of using visual
languaging for doing the learning tasks. That is creating drawings relating to the content, then
articulating their drawings and communicating with peers. These activity phases integrated
conceptualization and visualisation (Herga et al., 2014; Ainsworth et al., 2011) with languaging
(Swain, 2006; Dalton-Puffer, 2013) facilitated in Learning Conversations (Norris & Bullock, 2017)

for mentoring learning and in interviews for research purposes.

Therefore, in the process of doing tasks for achieving optimal learning results, students’
purposeful multimodal use of their repertoire provided evidence for mentoring. In return, the
teacher-researcher offered and adapted scaffolding to support the process of drawing and using
cognitivediscoursefunctions —especially describing, explaining, and evaluating to articulate their

conceptual and language learning.

Students completed five drawing tasks with both pictural and written elements to scaffold their
articulation of conceptual understanding revealing their thinking and English learning trajectories
in this study. Such a combination of visual elements for languaging from Saussure’s semiology
theory (Meisel & Saussy, 2011) can metaphorically regard students’ drawings as the signifier and
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the meanings transmitted through the drawings as the signified. In other words, the students’
thinking and understanding of the content were signified in their different styles of drawing (5.6)
with creatively writtentext (e.g., speech, thought bubbles, annotations, notes of defining objects
and concepts in their drawings), which to some extent encouraged learner creativity (5.11).
Similar creative practices that students adopted beyond this case were also shared and described

by them in the interviews as follows.

5.7.3 Prior Visual Experiences
Individual students’ creativity drawing on prior experiences was revealed when they were
describing their previous visual experiences. G352 indicated a lower frequency of regular visual
practices in her school which instead focuses on skills and knowledge for passing English tests.
The school advocated students use visuals as a tool for learning different English thematic
content such as designing logos and posters about wilderness survival. However, it may be that
an exam-oriented approach focused on learning results via summative assessment can be
complemented by creative visual practices with formative feedback promoting learner agency in

sustaining learning.

(Interview with G3S2):

T/R: Have you had similar drawing experiences before?

G3S2: Maybe no, | think it’s so least because other teacher they just need we to do some test paper,
drawing is so least, some teacher will also let we draw, but it’s just one ortwo.

T/R: One or two drawings?

G3S2: Yes.

T/R: What did you draw for these one and two pieces of drawing?

G3S2: You mean in here or other place?

T/R: In other classes, not with me.

G3S2: Oh, ok, one teacher let us to draw sign that you know. And another teacher let we draw some

things, that teacher isin...(name of the sample school), in her class, we will draw lots of things.

T/R: What signs or things, road signs?

FHERE CIRIT—FERIE (it's to design your own logo).

T/R: Design, you design a sign. iIX/MEITAIPRIR B FR (] L IRAIA B XL ?

G3S2: Yes ...(name of the sample school) &2 & EEFR (often has posters drawing activities), ttali%
AR & (such as drawing items carried for lifesaving), HI{EAREAIITFE (the process of making
a raft), BF oMk & B9 BRFH L A1+ 4 B9 (the experience of survival in the wild or something).

T/R: Wow, that’s interesting, did you like it?

G3S2: Yes, | like drawing this things, but | think I am not good at drawing.

T/R: It’s ok, so long as you can demonstrate what you want to say on a picture or a piece of paper.
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Some visual practices had been adopted for project-based learning (G3S3) and subject-specific
learning in the sample school. The ways students described how drawings were used for learning
math (G3S5) and science (G3S6) resonate with relevant research on integrating drawing with
academic subject learning including science (Forbus & Ainsworth, 2017), biography (Sheredos &

Bechtel, 2017), and chemistry (Ryan & Stieff, 2019).

(Interview with G3S3)

T/R: Have you had similar drawing experiences before?

G3S3: Yes, Arctic, once time in... (name of the sample school), | draw Arctic.

T/R: Was it in ... (name of the sample school) English class, science class, or geography class?
G3S3: It’s a PBL class about the nature.

(Interview with G3S5)

T/R: Have you had similar drawing experiences before?

G3S5: Yea.

T/R: Can you give me an example?

G3S5: It is math class and we learned like...how to say 9 #13ER % (multiply and divide fractions) this
words?

T/R: £ TR 3% - multiply and divide fractions. How did you understand this method through drawing?
G3S5: | draw a square and the first one is a half and | will draw line let the square have two same

rectangle, |don’t know how to say it. | think | can draw it, like this picture (see the image on the right).

T/R: Okay, let me see, B PUXZ{REH (you drew this)?

G3S5: I& (Yes)

T/R: FrAXANE 2 RE D ERBREX G ?

G3s5: W, bW FEEXN—Hz—MER AL e X M EARERAE
LoRRY, BRAREEXNRE BR=/0x= HEELEXo
“oz—MERIK=N, AEBRAEFHNRMAZRERE, X
FERY. (Well, for example, the above half was divided by the blue line from
the red square, then painted yellow and multiplied by two-thirds, that is the
above half area that is divided into three parts, two of which were painted
green, and that’s it.)

T/R: Oh, | got it, that’s interesting.

Figure 30. G3S5’s drawing in the interview

(Interview with G3S6)

T/R: Have you had similar drawing experiences before?

G3S6: In our own class, like in the science class, there is one about the nature, the teacher let us draw
some picture like draw the animals that you think can live on the grassland or something like that, it’s
only one class, but | think it’s gonna be a little be about ecosystem.

T/R: So only one class you did a drawing?

G3S6: Yes.

T/R: Would you like to draw more of that topic, about science?

G3S6: | think yes, and we will have more classes in our school about it, many people say our science
class is about like the nature and a lot of things...I don’t remember that much, but I still can think about
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it..sometimes we draw and sometimes we write, but | think more it’s about writing and sometimes

we draw too.
During the interview, only G3S6 mentioned that he learned a bit about ecosystems in his science
class via Mandarin, not in English class. This study was not only changing the language (from
Mandarin to English) but also teaching students new knowledge by building on their prior
knowledge. Based on their prior learning experiences, students creating visuals for language or
subject learning needed to be guided and encouraged by teachers. In this study, students were
supported whilst creating drawings and languaging their understanding which may have
enhanced their interest in using drawing for learning. For example, G3S5 demonstrated initiative
in drafting a digital drawing (Figure 30) to explain a math question to the teacher-researcher,

which was not anticipatedintheinterview.Then he articulated with the digital drawingto explain
how he solved a question of multiplying and dividing fractions: % X z This corroborated the

potential of visual languaging in cultivating students’ interest in creating visuals (either

traditional or digital drawings) for learning.

Group 2 studentsin after-class Learning Conversations further emphasised their prior experience
of combining visuals with oral presentations for learning, for instance, drawing and retelling an

article (G2S1), and designing and articulating posters as a team (G2S2).

(After lesson 2 Learning Conversation with G251)

T/R: Have you done some similar drawing practices before?

G2S1:Um, yeah.

T/R: For example?

G2S1: Um, for example, um, in this week, our... (name of the sample school) homework that has one
is to um write um draw some image that um and tell the article.

T/R: Tell the article, can you be clearer? Tell what article?

G2S1:The article that is called ‘Slip of the tongue’

T/R: What did you draw for this topic, for this article?

G2S1: For this article, | draw six picture because there have six um six signs
T/R: Six pictures for six signs?

G2S1: Umm because it is a reader centre.

T/R: Itis reader centre?

G2S1: Theatre, um...it is a kind of play.

(After lesson 2 Learning Conversation with G252)
T/R: How do you think about this drawing practice? Have you had similar experiences before?
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G252: Umm, yes. 2R Lol UE R, AEREEME B CKET. (I'sabout drawing posters

and talking about it in class.)

TR: BREONBZEEZEFEZIMAREE T AR ZA? (Is the content of the posters assigned by the

teacher?) M E2{R{1B C HHEXIE? (or depends on you?)

G2S2: Z M E (Assigned by the teacher).

TR: ZIMENAE, REREBBREEMT A, ARELZEED. (The teacher specifies the content

or topic of the posters, then you can draw anything within this range and talk about it in front of the

class.)

G2S2: XF. (Yes.)

T/R: B R— M AEME? (Did you draw alone?) iF 2 F1H M [EZF—# (Or with other classmates?)

G2S3: RN AN HENNA, AEEMNABCEERER (We were divided into groups and

each group drew the posters together.)
These practices echo the process of visuallanguaging for communicating and facilitating learning
in this study as iterated in section 5.7.2. Nevertheless, what differentiates this study from their
prior visual experiences is the learner-teacher partnership that was gradually constructed as
students participated in the lessons and after-class Learning Conversations, and interviews with
increasing interest and engagement. Not only the content of their learning was being discussed
in those activities but also how best they could learn, the strategies, the thinking, and then
practices which they ‘owned’ were revealed through thoseactivities. These processes need to be
sustained requiring learner agency which was noted with students increasing motivation to
enhance their English learning. For example, some students spontaneously raised questions
about improving linguistic skills for doing English practices (section 5.6.3), and some students
intuitively employed written text with pictural representations (e.g., Figures 25 to 27) for
demonstrating their thinking. Therefore, this study suggests ways in which learner agency (e.g.,
creativity and motivation) can be facilitated by learners creating visuals as a demonstrating
strategy complementing their process of languaging conceptual understanding whilst being

scaffolded. This stance aligns with the four-dimensional PTDL model for deeper learning (Coyle

& Meyer, 2017).

Nonetheless, it is anticipated that more discussions with students regarding how their school
integrated visuals in teaching may offer deeper insights into extending ways drawings can be

used to support regular learning. This can be a research direction for future relevant studies. The
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next section will focus on discussing student feedback on drawing-related learning tasks designed

in this study for enhancing their English learning.

5.8  Student Feedback on Tasks
With students’ drawings analysed and discussed from the researcher’s perspective so far, it is
also essential to explore visuals from students’ perspectives to feed-forward visual-based
teaching for learning. Therefore, this theme focuses on students’ evaluations of tasks designed
for this online case, which can be summarisedinto three categories: i) the extent of learning tasks
in facilitating concept understanding; ii) visual approach; iii) the application of other learning

resources (Diagram 8_2).

Facilitating Conceptual

/ Understanding

A —

Students Feedback on Tasks
Visual Approach

Other Learning Resources

Diagram 8 _2.RQ2 theme 5

5.8.1 Facilitating Concept Understanding
Both groups shared a convergence on the effect of visuals in facilitating their conceptual
understanding during the interviews, for example, G356 evaluated the potential of drawings and
writing for enhancing learning. In a similar vein, G3S2 stressed the impact of drawings on both
conceptual and language understanding. G252 maintained their perspectives and specified

learning the concepts (e.g., habitats and ecosystems) via visuals.

(Interview with G3S6)

T/R: How do you think about the drawing and the writing practices we did in the class?

G3S6: | think like the drawing and writing helps us to understand like what we learned, like there’s a
sentence like the definition, like we learned a definition, and sometimes we need draw our own
thinking and it can help us to understand more about the knowledge that we learned.
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(Interview with G3S2)

T/R: What did you learn by doing those drawings in the class?

G3S2: First, | think my drawing is not good, but | think | can use my drawing to know about things for
this class, like | will draw a habitat, and | know what is habitat, also.

T/R: Do you mean you learned the definition of a habitat by drawing?

G3S2: Yes, and | will know this word clearly.

(Interview with G2S2)

T/R: How do you think about the drawing and writing homework?

G2S2: 1 think it’s great. Because it can let me, uh, uh, it good for me to learn today, it can good for me

to learn the knowledge.

T/R: What knowledge?

G2S2: Uh, like habitat and ecosystem:s.
As students express their thinking, it emerged that they were not only using specific cognitive
discourse functions (e.g., describing or explaining how and what they drew and learned) but also
triggered their agentic roles in process of completing the drawing tasks, posing conceptual or
language questions on their own to address their learning concerns. The integration of visual
languaging with cognitive discourse functions that promoted learning and learner agency was
facilitated by learner-teacher conversations which arealso referred to as Learning Conversations.
This finding highlights the importance of Learning Conversations in mediating and sustaining

students creating visuals for languaging learning using specific language functions whilst

receiving scaffolding on their conceptual understanding and linguistic use.

5.8.2 Visual Approach
The drawings in this study were proposed as a heuristic learning tool to support students
languaging their conceptual knowledge, hence visual languaging was considered the analytical
focus. However, it is also worth noting the impact of images that were selected and applied by
the teacher-researcher to illustrate the content. Using images that were more comprehensible
to students whilst maintaining the cognitive and linguistic complexity of the content was
necessary. Therefore, drawing tasks were embeddedin the lessons to check students’ conceptual
and language learning. As students were encouraged to share their drawings and discuss their
thinkingand opinions, they were naturally offered more dialogicopportunities and scaffolding to

shift from memorising to internalizing, thereby enhancing their language use in English. The
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drawing tasks also received most students’ positive feedback. For example, G251 advocated the

effect of languaging with drawings for learning and suggested how drawing can be combined

withwritinginorder toassist students to express their thinking explicitly asinthe following table.

Interview with G251

Commentary

T/R: How about questions for our homework?

G2S1: The drawing homework and the writing homework help us to
understand better of the class.

T/R: Oh, why do you think they helped you understand better?

G1S1: Uh, when we practise, when we do the homework, we just know the,
what’s we don’t understand because we didn’t know like these questions
how to answer, and, um, we finish the drawing homework and on lesson we
talk about it and we share our ideas.

G251 provided positive
feedback about
visualising and
articulating her thinking
with drawings, which
supported her to realise
and clarify what she did
not quite understand in
lessons.

T/R: | see, so when you finish the drawing homework, we share the drawing
homework in our lessons and talk about your ideas, is that what you mean?
G2S1:Yeah, | think the drawing homework we can just let student they
write the ideas under the picture...Because like you draw this picture and
you write your idea and in the lesson we share the idea, some of the
students they forget what the idea of them.

T/R: | see, okay, so these ideas they wrote down can help them remind
themselves of what they were thinking...

G2S51: Yea.

G251 suggested
combining visual and
written tools in students
drawings can support
them and encourage
reflection and further
thinking.

1

Table 19. Interview extracts with G2S1

Other students also positively evaluated the potential of combining writing with drawings, such

as fostering interest in classroom learning (G3S2), facilitating the meaning-making of peers

’

drawings (G2S3), and supporting longer memorisation of the content (G3S5). This resonates with

Glaser’s (2008) positioning of drawing in representing visually recorded perceptions and

clarifying and evoking specific memory, which in this case, is long-term memory (Christodoulou,

2017; Ormrod, 2011).

(Interview with G3S2)
T/R: How about the drawing and writing practices we did?

G3S2: Ithink that is also good, because some teacher in China will do some practice, some test to learn,

| think drawing is better than that way.
T/R: Why do you think it’s better?

G3S2: Because | don’t like to write some test, | think drawing it’s a good way to learn in class.

(Interview with G2S3)
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T/R: How do you think about the visual and written homework? {REERTIHNENVBERRARIEE
2 F? (How do you think about the homework with visual representations?)

G2S3: B MIIEENRT . MEMNEMNRMAE, FihthHXFARE (Ithink they drew quite
well...they also drew in detail with annotations aside).

(Interview with G3S5)
T/R: What helped you to learn those new things?
G3S5: | think this new thing can let me have more let me know the more of the world.

T/R: BHAFEBTRFRIXLEFHAIZRENE? (What helped you these new things?), F{ITIRE 4

HALBERFEH AR ecosystem, T4 E habitats (like what helped you learn habitats and ecosystem

in our class)?

G3S5: Drawing, drawing.

T/R: Anymore?

G3S5: And class, the meaning of the words.

T/R: Do you mean the words in the ppt?

G3S5: Yeah.

T/R: How do you think about our drawing and writing homework, practice?

G3S5: | think it can let me remember it and | think | remember for a long time.

T/R: Remember what for a long time?

G3S5: Like some keywords, some interesting drawing for a long time.
The data indicates the combination of drawing with written text can not only complement
students articulatingthinkingbut also make up for their lack of confidence in drawing. The quality
of student drawings was not the focus of this study. Moreover, strategies for supporting
individual students who lack drawing skills were not adequately considered before conducting
this research. As the lessons proceeded, it emerged that adding written text to drawings can
make students’ thinking more explicit and the process of drawing less challenging or stressful.
For example, as addressed in 5.5.1, G3S1 lacked confidence in drawing and expressed his
uncertainty in continuously using drawing for learning thelessons. Thisissue was resolved during
Learning Conversations by suggesting trying writing. He then became more engaged in
subsequent lessons and drawing tasks as revealed in the way he drew (Figure 25) and described

his drawing during in-class Learning Conversations (5.7.2).

Another concern was raised by G353 who pointed out the similarity of drawings students made
for completing the tasks. Without written text, it would be ambiguous to confirm the difference
in individual students’ thinking and understanding of the content, which explains why he

preferred writing more than drawing.
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(Interview with G3S3)

T/R: How do you think about the drawing and writing practices we did in the class?

G3S3: | like these two also and | like writing more...I think the drawing is a little bit of same very time.
T/R: Do you mean you drew a bit similar every time?

G3S3: Yes, a bit of similar

T/R: Would you make it different, how?

G3S3: 1 think what | can dois every time draw different animals and different habitats.

Drawing alone or combined with writing are both approaches of visualisation, which were
intended to develop learner awareness of metacognitive (i.e., knowledge and regulation of
cognition) strategies for meaning-making. As students creatively used written text in their
drawing for languaging, there were also reflecting on their own thinking, thereby motivating
themselves to pose more questions to develop their learning. Therefore, students’ preference
for using written text (i.e., words and phrases for labelling the visual content) in drawings was
advocated as an alternative way to support creativity, which may counterbalance and
complement more traditional teacher-controlled practices, all in the quest for motivating and

engaging them in learning.

5.8.3 Other Learning Resources
Drawing is one of several tools used by students for learning. Thus, other factors affecting the
depth of their conceptual understanding and the sophistication of English language use were
considered. For example, the influence of their families and schools on constructing a learning
environment, offering available learning resources created and supported by their parents or
teachers. During the interview, G3S2 shared multiple resources for learning including reading
books, looking at illustrative images, and listening to the English audio transcript of the content.
Regarding using digital resources, she recommended a mobile phone application — Alipay and
described how habitats and ecosystems can be protected by playing an online game called ‘Ant
Forest’ on this app. With a few clicks on her phone, trees can be planted and grown in sandy and
stormy regions in China (Table 18). In a similar vein, G3S6 described digital-mediated learning
from the angle of online self-learning courses (e.g., documentary videos of world geography). She
watches them regularly with both English and Mandarin subtitles to scaffold conceptual
understanding and language development. Another digital application — DingTalk was
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recommended and evaluated by students for its convenience in online learning during the
pandemic (G2S1) with good sound quality (G2S3), which was also adopted for this study data

collection.

(Interview with G3S6)

TR RECEBIREEARSIRM writing SF X T EZL nature f§ knowledge? (How do you
usually improve your writing or learn more knowledge of nature after class?)

G3S6: FIBEM ELAF KT —EHFTMIENIR, £ REFA nature programme, — 5 40 44,
—#+JL%, RAEE—KHEEX, TEHARXFE, FAENETUERXFE RAEmRY
MUFIEZEIERE, XTHHRARBUERER, BRARTUERSH T ERMXT nature #Y,
N4, Hh7T, LEINiL cave, whatis the biggest cave, KWW EIR L X THIRM KA, HH—
22% 5 (My mom bought me a set of world geography lessons online which is an English dubbed

programme about nature with over 10 episodes in total. Each episode is 40min dubbed in English with
Chinese subtitles, then | can learn more English words. | quite like this way of learning, because | can
watch the word nature including animals, places, such as caves, what the biggest cave in the world is.
It covers a lot about geography, like a documentary).

(Interview with G251)

T/R: What support or help you have received form our classes?

G2S1: | think | support from our learning machine, our school there is in 2012 there is an epidemic,
our school all use QQ to have lesson, but now we use DingDing (DingTalk) to have lesson.

T/R: Ah, you think it’s the app helped you to learn the class.

G2S51: Yea.

(After lesson 2 Learning Conversation with G2S3)
TR R EBX/MREEHITHEAFE? (How do you think about the class?)

G2S3: W FEXMREFHITHEFIEN, R, FEHELEAMAMWIR. (I think the class went

well with very little...unlike other online classes)

T/R: 4R /> (What's very little)?

G2S3: 183 (noise).
Student experiences in employing digital tools for learning both online and in person resonate
with the need for digital literacy in 21%-century civic education that aims to develop a range of
competencies beyond basic literacy (Sharples, 2016; Fuster, 2017). With the backdrop of the
increasingly multilingual and multiliteracy society, such competencies were highlighted by Garcia
and her colleagues (2007) as pluriliteracies to capture the dynamic and creative nature of
literacies development in the plurilingual and sociocultural digital era. From a broader

perspective of literacy development, thisis the rationale for integrating the PTDL model with the

visual languaging strategy in this study.
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In addition to digital resources, students also described how other relevant resources supported
their current learning. In the following interview excerpts, G3S1 evaluated the effect of
combining learning in the lessons with his own book about ecosystems. G3S3 drew attention to
his prior knowledge about nature which supported him in learning the topic of habitats and
ecosystems along with the images used in the lesson to facilitate understanding. G2S2

summarised learning through both teaching presentations and drawing practices.

(Interview with G3S1)

T/R: What helped you learn these things?

G3S1: My some book have the habitat and ecosystems, and books can help me to learn these thing,
and our class also can learn many thing of the habitat and ecosystem.

T/R: Is it the book in your own school or the book you bought?

G3S1: Books | bought.

T/R: What is the name of the book?

G3S1: 1 don’t know how to say it in English, | can use Chinese?

T/R: Yea, you can tell me in Chinese.

G3S1: EAFEHEEM (The importance of ecosystem), ZERMN — AR FLEBWN—I X E
(from one of the articles in my science magazine).

T/R: The importance of ecosystem balance.

G3S1: Yea.

(Interview with G3S3)

T/R: What has helped you to learn in our class?

G3S3: Maybe the knowledge about this nature before | learn, and the image help me to know and to
write. Pictures and the text.

(Interview with G2S2)

T/R: What do you think has helped you learn?

G2S2: The ppt helps me to learn.

T/R: Okay, and what do you think about the images or pictures we used in the class?
G2S2: 1 think it’s good.

T/R: Why do you it’s good?

G2S2: Because | think it can tell me this class is tell me today | will learn what.

T/R: How do you feel about the lessons overall?

G2S2:Uh, uh, | feel the, | feel very good.

T/R: Okay, you said you felt good, {ReBEB—AEILIRIX 4TS (which aspect of the lessons
made you think so)?

G2S2: LB X P AR (It'sthe content).

T/R: Oh, the content, X H g (anymore)?

G2S2: BF/ A, EHNLEAI{EN (And the drawing homework).

T/R: Ah, the drawing homework. £ 15 Anymore?

G2S2: Ah, | think thatis.
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The integration of students’ own resources (book, prior knowledge) with the multimodal
resources (teaching materials, drawing practices) provided in this project may enrich their

existing repertoire. This is substantiated by their use of-

e translanguagingincluding bilingual languages (i.e., Mandarin and English) and plurimodal
adoption of visuals (drawing, images in teaching presentations) for languaging;

e digital (Ant Forest, geography videos, DingTalk) and other relevant resources (the
ecosystem book, prior knowledge of nature) for deepening their understanding of

content (e.g., habitats and ecosystems).

These data suggest that their learning was enriched and deepened partially through drawing
tasks and with the support of other relevant resources, individual learners in meaning-making
and conceptual understanding can be enhanced. Moreover, the synergy of their drawings (either
hand or digitally made) and supplementary resources that students described offered insights
into how students usually learn on their own and how teaching with visuals can be designed to
integrate those resources that students prefer or often use for learning. Such insights can be
embodied in future classroom activities or tasks to further support the articulation of learning in

English and foster the development of multi or pluri-literacies.

As students visualising and languaging their understanding of the content in Learning
Conversations or interviews, their pluriliterate skills (e.g., linguistic, and non-linguistic literacies)
were practised whilst being scaffolded by the teacher-researcher via the digital space (DingTalk)
advocated by themselves. This suggests that through mentoring, student motivation and
engagement in learning are sustained, which represents the foci of the third research question

as addressed in the following part.
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PART 4. Research Question 3

This part focuses on exploring students' personal feedback on their overall learning experience
in this study, thereby gaining a holistic understanding of mentoring learning and learner agency.
Derived from the data relevant to mentoring and learner agency, themes and categories

specifically addressing the third research question are refined and summarised in Diagram 9.

Concept Development

/ Language Progression

Students Course Evaluation

Peer Scaffolding

Mentoring Learning

Deeper Learning
Students Future Learning Plans

Language Practice

Learners’ Cognitive and Affective
Representations
Visual Narrative with Creativity

—
\
/
\
/
\

Connectivity of Life Experiences

Diagram 9. RQ3 themes and categories
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5.9  Student Course Evaluation
Based on the interview data, students’ feedback for participating in this online visual learning

project was analysed from their evaluations of —

e The learning results regarding their conceptual knowledge and language development

(5.9.1,5.9.2)
e The effect of peer scaffolding (5.9.3)

e Mentoring learning (5.9.4)

These three categories are outlined in Diagram 9_1.

Concept Development

/ Language Progression

\ Peer ScaffOIding

~~

Students Course Evaluation

Mentoring Learning

Diagram 9_1.RQ3 theme 6

5.9.1 Conceptual Development
Echoing sections 5.4 and 5.8.1, the data informing this category also demonstrated the depth of
conceptual knowledge building via visual languaging with a focus on gaining insights for
enhancing the quality of online teaching from students’ perspectives. Based on the following
interview extracts, students described what and how they transferred their knowledge built in
this study to other learning contexts, such as to the sample school projects (G2S3) and science

tests (as G3S3 described in the interview in 5.6.2).

(Interview with G2S3)

Page | 205



206 |Page

T/R: How do you feel about the lessons overall? Z{& F R EBHK(1IXMEE AFEVE? (What do you
think of our lessons overall?)

G2S3: IO U, BBE— N AET — DAL, Bie#EmIa, 3. (name of the sample school)
B9 PBL L {RB FB. (It's pretty good, like someone carrying a big sack loaded with stuff back home,
it’s also very helpful to our PBL course in... (name of the sample school)).

T/R: 1+ PBL BF (What is the PBL about)?

G2S3: PBL Bi e BN — LB/ X TR, REHNE —EBHSFENARN, —LERE
BT (PBLis about animal protection, helping the poor and poster presentation).

T/R: Oh, FR I TR B CERIIEFEB FEE) (so it’s helpful for the courses in your own school).

G2S3: Yes.
Students also described meaning-making that was ambiguous or unknown to them before. For
example, G3S5 evaluated the effect of using drawings and class interaction for enhancing
understanding of the content (ecosystems and they relate to habitats) highlighting the potential
of peer scaffolding in doing tasks. Such impact of peers co-constructing learning will be further

discussed in section 5.9.3.

(Interview with G3S5)

T/R: BBFATHIRIRIA B E BB T4 (what help did you receive from our class)?

G3S5: Bt L BINRE T —EAREAMNAE, REATHNEELEFAEH, BEELd a5k
BEM T BLEL, bR E— IR TTEE habitat, ecosystem TRANE, habitat IXFTFITEIR 2
B RPAE, RJE ecosystem BLEEER B, HAEAIER, XA MIBURTHEEETES
PER, ERRIXIDIRMNER, ErF—EEENRE, BBREaEk T, MEh(i)
X EREMEBET (It made me realise some different aspects. The interaction made some words clear

to me, for example, |wasn’t very familiar with habitat though | have learned it before, and I have never
heard of ecosystems nor thought about their connections, however, through the drawings and
interactions, | know their meanings and relationships.

T/R: Ok, fRIZEI B EIE (youmentioned interaction) what kind of interaction?

G3S5: Lkl Z Bi B N 2BEYESN (such as the group task before).
The data above demonstrates that this research was not simply repeating what the students had
already done in a different language (i.e., English) but encouraging them to independently
transfer their knowledge to other settings. This finding aligns with the conduit of deeper learning

as the embodiment of knowledge automatisation (Pellegrino & Hilton, 2012).

5.9.2 Language Progression
As students languaged their conceptual development with drawings, their language use in English

was also supported through Learning Conversations aiming to enable a meaningful flow of
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communication and enhance their linguistic knowledge. The impact of such scaffolding was
corroborated in the interviews when students reflected on and described their learning results
of specific linguistic development. For example, G2S2 and G3S2 emphasised language

progression in terms of spelling, the syntax for sentence construction, and lexis in English.

(Interview with G2S2)

T/R: Can you give some examples of what help you received in the class?

G2S2: Like some like some how to spell the words, | learned many more new words, uh, and how to
spell sentence.

T/R: Oh, how to say a sentence, spell —f%$53f 5 #15 (usually refers to words spelling), ¥R spell
a sentence {RIEMET 4 X (whatdo you mean by spelling a sentence)?

G2S2: ...

TR: IR BREE—AFG, 2HZ—a)F? (Doyou mean to write or construct a sentence?)
G2S2: Um, B BE1E% (Ithink grammar).

T/R: Oh, i&3% (grammar), A+ E fJiE 3% (syntax) the grammar of the sentence.

(Interview with G3S2)

T/R: Do you think you practised your speaking and learned some new words from our class?

G3S2: Yes, | think this class is use English to tell me something, it's good, and also that word habitat

and ecosystem and food chain | heard it before, and biotic, abiotic and other two | don’t heard about

before.

T/R: So that’s something new you learned?

G3S2: Yes, new word.

T/R: How do you feel about our course overall?

G3S2: | feel, mm... sometimes | feel great, because it’s long time...| think | mean this class lots of time

using English, | think this is great, it’s good at my English.

T/R: Mm, it’s good for your English.
The way that students use language for learning and communication not only encompassed an
increase of lexis or enhanced understanding of grammar and syntax but also revealed the extent
of theirlinguisticregisters. For example, as students articulate their thinking (e.g., describing how
their drawings link to the concepts) with written notes on their drawing margins, different
registers were used. By reviewing the recordings of the lessons, it was noted that when students
were talking to each other about their drawings or conceptual understanding in the lessons, they
tended to usean informal register to define concepts with theirintuitive expressions of language.
Whereas during the interviews and after-class Learning Conversations when they were talking
with the teacher-researcher about their learning and perspectives on tasks that were drawing

and languaging related, they tended to make their language use more formalised.
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Their intention to use English formally revealed their individual language learning needs which
offered specific foci for scaffolding. Their informal use of English during whole-class
conversations triggered more peer discussions and engagement in online class learning. The
extent of student awareness of registers used in these two settings inspired new thinking about
how to design teaching to appropriate their language use for adequately expressing and
enhancing conceptual understanding. First, there is a need to be aware of when students
communicate with peers, it is natural for them to use informal registers. Second, designing tasks
could integrate students’ informal peer discussions with content learning to complement their
formal language use when they communicate with teachers to express their thinking. Scaffolding
informal language in peer discussions can focus on facilitating communication whilst formal
language in learner-teacher conversations emphasises supporting learners’ languaging to
describe, explain, and evaluate learning for meaning-making. As guided by Polias’ (2016)
scientific processes of constructing knowledge with corresponding genres and purposes (Table
1), tasks that enable learners to identify purposeful and genre-based cognitive discourse
functions that explicitly scaffold their formal language use are essential. Such nuances between
informal and formal registers scaffolding may guide teachers to support learners’ language
progression with more precision. In this sense, supporting students’ informal and formal
language use with appropriate linguistic forms is of equivalent importance for conceptual
knowledge teaching and learning. By drawing attention to the supplementary role of students’
informal language use in peer communication for their formal language use in meaning-making,

the potential of peer scaffolding raised its importance for learning, which will now be discussed.

5.9.3 Peer Scaffolding
According to Swain and Lapkin (2011), the process of learners developing appropriate language
and conceptual understanding when they communicate their thinking with others can be
scaffolded by both teachers and peers. Based on the interviews, their feedback (especially in
response to: “how do you think about the help you received in our class?”) emphasised the
potential of peer scaffolding. The importance of peer scaffolding was also revealed through
students’ plans for future learning in section 5.10, which provided further insights for adapting

mentoring for learning.
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The following extracts demonstrate how students receive help from peers. For example, G3S3
and G356 described how other students’ languaging and drawings support their expression in
English and expanded their thinking of the content. Moreover, it is worth noticing that G3S1 and
G3S6 both emphasised learning through questions raised by other students that they originally
did not think about or know how to answer. This enabled the teacher-researcher to scaffold all
students to holistically enhance their content learning by answering such questions exp licitly
during whole-class Learning Conversations. Such data suggest peer scaffolding also

complemented teacher mentoring.

(Interview with G3S3)

T/R: How do you think about the help you received in our class?

G3S3:Um, help from you and also from our classmate. Some time they give me some good evidence.
T/R: What evidence?

G3S3: Just like ...(name of a student), once a time | said about Arctic and | forget what animal, she
helped me say it.

T/R: And how do you feel about our classes overall, do you have any suggestions?

G3S3: | think it’s great now.

(Interview with G3S6)

T/R: How do you think about the help you received in the class?

G3S6: It's maybe about the other students, they can send the picture (drawing) and they are sending
to the group, | can understand more, for example, | think the animal on the grassland is elephants, but
the other will write other animals like the lion, deer, the things | didn’t think of, and | can know more,
like the shark in the sea. | think | learned a lot from other, yes.

T/R: From other students when they are talking about the drawings?

G3S6: Yes, and when they are asking questions maybe | don’t know the answer, like ...(name of a
student) | think, he is a small boy, | learned about him, | can know the answers from him, | think it’s
great.

T/R: If other students answer or ask some questions.

G3S6: Yeah.

T/R: How do you feel about the lessons overall, do you have suggestions?

G3S6: Not really, | think it’s really great already.

(Interview with G3S1)

T/R: What help did you receive in the class?

G3S1:Um, | get many help from the teacher and other children.

T/R: How did you get help from other children?

G3S1: Other children ask some question, | also can learn something in that.
T/R: How do you feel about our class overall?

G3S1: B ZFE| TIREZHRA, EwiEE WAL (Ifelt good thatllearned alot.)
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Peer scaffolding through the means of providing language resources, sharing drawings, and
raising conceptual-relevant questions was triggered by drawing tasks. These tasks were designed
to encourage students to articulate and exchange ideas and perspectives regarding their
drawings and the content in whole-class Learning Conversations. This was also emphasised by
G3S5in section 5.9.1 that when working in pairs in the third drawing task (i.e., illustrating the
relationship between habitats and ecosystems), his conceptual understanding became more
clarified in terms of the concept of ecosystems and their relationship with habitats. Students
evaluating each other drawings also provided opportunities to practise their language use of
describing and explaining their thinking. As mentioned in section 5.5.2, G2S5 evaluated G251’s
drawing by suggesting using pictural representations, which triggered G251 to explain why she
chose to draw a mindmap (Figure 21). In this sense, in-class Learning Conversations and drawing

tasks promoted the effect of collective thinking in peer scaffolding for learning.

In sum, as students articulated their thinking specifically describing, explaining, and evaluating
each other's drawings during whole-class Learning Conversations, the potential of peer
scaffoldingemerged. Holding such conversations with their pairsinthegroup not only scaffolded
students' content and language learning, but also supported the teacher-researcher to
understand individual student needs. It was noted through their visual languaging, some
students needed conceptual clarification whilst some needed guidance in using appropriate
linguistic forms. In return, students also provided feedback to the teacher-researcher for

mentoring learning online as addressed below.

5.94 Mentoring Learning
Mentoring refers to the feedback, support, or scaffolding, which students received for learning
in this project. For instance, G251 evaluated the classroom teaching in Mandarin: “-~AZ 54 k5

18 RIEHIEPEREIEH— T ELLD” (It’s not so casual, and the teacher did not just talk about

the content casually and move on to the next part without clear explanation). Students also
offered explicit advice for enhancing the quality of teaching and learning. As G3S5 suggested,

every student's camera should be turned on to assure they stay focused and engaged in the
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online lessons. In addition, G251 and G254 both emphasised the importance of questions for

assisting learning.

(Interview with G3S5)

T/R: How do you feel about the classes overall, R AZILTE (Do you have any suggestions)?
G3S5: A NMEWIEH BRI L IREIFHE IR LFTFF (1 suggest you turn on camera in
class).

T/R: 81 F F1REFTFF 7 (1 turned on mine every time in class).

G3S5: NEFIF (notthe teacher’s), 2R (it’s the students’), Lt a4 78 T KL E b = a9 B
& (for example when students bow their heads to do other things), ZIMo] IXE&Z (the teacher will
be able to notice).

TR: BABBIMREIZAMEEF, FRURE EFH, EXNEWNIETFE, iLFERASRKX,
REE EMIRSFT IR LT (Considering students’ privacy, so | didn’t turn on their cameras, your
suggestion is very good as it can engage students more, do you usually turn on your camera when
taking online classes)?

G3S5: —fRABALMIR, B—RB/ILTA—ELME ZWEESALEE BFALEIFK (1 usually
don’t take online classes, there was once | had an online class with thousands of students, and the
teacher didn’t see me or ask me questions).

T/R: BBOTREYR OIBEFRIE IV S FL LA 2> (Then probably you had less chance to practice your
speaking).

G3S5: X, mEERIXF/NIARELFH (Yes, classes like this with a small number of students are
pretty good).

(Interview with G2S1)

T/R: BBE A FEN{REZFWE (What helped you learn this project)?

G2S1: We have some questions and it help us to learn, we find the answer of the questions and we we
learn from this...uh, | think we can add more questions.

T/R: May | ask what questions? Is it questions in our class or questions from somewhere else?

G2S1: Question in our class.

(Interview with G254)
TR: B R e B EXZITEEEHATEEEIRS (What aspects of your learning do you think need
improving)?
G2S4: FEIRE M O & a @ % — & (Answer more questions during the class).
By taking a holistic view and analysis of students’ feedback for this case study, four key

considerations for mentoringlearning online emerged.
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1. Task Design: consider learners’ prior knowledge (including their informal language use)
related to the content when designing learning tasks that are not only cognitively accessible
to them but also deepen their current knowledge. The drawing tasks integrating visualisation
and languaging were designed to enhance students’ understanding of the thematic content

combining drawing (possibly with written notes) and articulation.

2. Teacher scaffolding: provide opportunities for learners to articulate their conceptual
understanding by focusing on purposeful functional language. In this study emphasis on
English language forms for describing, explaining their own drawings and evaluating peers’
drawings, were experimented with to develop learner conceptual understanding and

language use.

3. Peer scaffolding: create tasks to facilitate peer scaffolding. As indicated in 5.9.3, students
gained more understanding of the content by informally discussing their drawings and

communicating their thinking during in-class Learning Conversations.

4. Learner feedback: value learner feedback for adapting mentoring learning. As this case
study was conducted in an online setting, therefore, online scenarios, such as turning on
students’ cameras to keep their engagement and posing more questions to check their
understanding need to be considered for future teaching with visuals online. Moreover, as
guided by Hattie and Timperley’s (2007) feedback model aiming to shift from task processing
to self-regulating, students' feedback in this study encouraged their reflection and self-
directed learning. They reflected on their learning processes across different tasks (section
5.8) and set appropriate plans for their future English learning, this latter embodiment of

learner agency will be discussed in section 5.10 as follows.

5.10 Student Future Learning Plans
This theme including deeper learning and language practice (Diagram 9_2) explores the potential
of visual languaging for fostering learner agency by discussing students’ future learning plans.

Data emphasised student desire for developing their conceptual and linguistic knowledge by
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setting learning objectives and employing feasible methods to attain them (Benson & Lamb,

2021).

Deeper Learning

Students Future Learning Plans

\

Language Practice

Diagram 9_2.RQ3 theme 7

5.10.1 Deeper Learning
As students spontaneously came up with their own learning plans, they gradually became more
engaged and self-directed in learning when they were describing approaches to achieve their
learning goals. For example, G356 showed a strong interest in learning more about nature

through participating in learning activities beyond schooling.

(Interview with G3S6)

T/R: How about improving your ability in event planning and learning nature?

G356: Maybe like our #+ X 2 EI—LETE AT (some activities organised by the community) and | can
improve something of the nature.

T/R: Your community, where you live?

G3S6: Yes where | live.

T/R: What kind of activities have they planned before?

G3S6: About the nature like 7 &S] (salon activities), they will give you some sand and you can build
a place and you put your favourite animals in it, and you can talk about the animals, the second part
you build a food chain, and you talk about it, the third part, you build a place that you like.

G3S3 planned to learn more about fiction and history by reading even though history is not a
compulsory subject in his primary school. Whereas G2S1 described her desire to deepen her

understanding of ecosystems beyond what she learned from this study (e.g., biotic and abiotic

factors, species, and habitats) whilst improving her ability to fully express herself in English.

(Interview with G3S3)

T/R: Is there something you want to learn in the future?

G3S3:In the future, | want to learn some about the fiction and some book that other write.
T/R: Books about what?

G3S3: About stories and about the history.
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T/R: How are you going to improve your knowledge about history?
G3S3: Maybe in the class | can say something more.

T/R: In your history class?

G3S3: | don’t have a history class; | learn history by book.

(Interview with G2S1)

T/R: What areas of learning do you want to improve?

G2S1: | want to improve about just | think like the like the the ecosystems there are expects animal
and some water, mountain, they are abiotic and what else it is in.

T/R: And what else itis...?

G2S1: What in the ecosystem.

T/R: So how do you think what is going to help you learn this part of learning?

G2S1: This part of learning, | just | improve my mm... ex...

T/R: Improve your what?

G2S1: Express of English.

5.10.2 Language Practice
In addition to deepening conceptual understanding, students described what and how they plan
to improve their English language forms (e.g., writing, speaking, spelling, pronunciation, and
vocabulary). For example, G352 demonstrated her motivationin enhancing writing in English by
spontaneously doing more dictation practices (teachers dictate words, sentences, or passages
for students towritedown). Whilst G356 expressed interest in taking additional lessons in English

writing.

(Interview with G3S2)

T/R: Which parts of your learning do you want to improve?

G3S2: Writing because | think drawing is a good way to learn English, but we also need to writing,
because my word, sometimes | cannot write in the correct way.

T/R: How are you going to improve?

G3S2: | think | will do lot of B E (dictation), yes, maybe.

T/R: So, some listening and writing?

G2S2: Yes.

(Interview with G3S6)

T/R: What areas of learning do you want to improve in the future?

G3S6: For myown, | like the things about the nature, and when ... (name of the school) have the special
event about a charity group, | like doing the plants, | like learning about how to make a charity group
and do you do a special event and | like learning about the nature.

T/R: So, more knowledge about nature and how to plan an event such as a charity group are something
you’d like to improve or know more about?

G3S6: Yes.

T/R: How about English learning?
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G3S6: Writing, | like writing, in our... (name of the sample school) class, we will write a little school,
one about the adventure, we can write our own story, | like writing for my own.

T/R: So, you want to improve more of your writing?

G3S6: Yes.

T/R: How are you going to improve these things you just talked about, like your writing, your event
planning?

G3S6: My... (name of the sample school) class is finish and | think maybe on the English class at the
other places, maybe there are writing so | can practice more over there.

Moreover,both G355 and G3S1 agreed that reading can enhance lexical foundations though they
had different foci for linguistic progression. Based on their interview data, G3S5 was overall
confident with his grammar and pronunciation but lacked understanding of words even though
he knew how to pronounce and spell them. Whereas G351 lacked confidence in English speaking
and pronunciation. Their feedback and reflection to some extent offered insights into mentoring
in terms of guiding them with consideration of their specific learning needs. For example, after
teaching the content, encouraging G3S5 to use new words in doing concept-checking tasks (e.g.,
the visual languaging task) and answering concept-checking questions can support him to make
meaning of the words and deepen his conceptual understanding. In the case of mentoring G3S1’s
learning, creating opportunities for him to express thinking adequately in both English and
Mandarin, from which scaffolding his speaking and pronunciation by offering English language
resources such as via directing teaching and modeling in sentence construction and lexical

pronunciation.

(Interview with G3S5)

TR: S FHEIFREAHLERSME? (What would you like to improve for your learning in the
future?)

G3S5: mBEEEIENLEATS (I think | don’t have enough vocabulary), iIE3XAT] Y (my grammar is
ok), IEHRBHAKRKIEB (so is my pronunciation), FLEEEXMISHESRER S FFHIE
2 Z B (Idon’t know the meanings of the words though | can spell and pronounce them).

T/R: How are you going to improve your vocabulary?

G3S5: AMMEFBIE—T3IE, B FiE—T (Sometimes | read in English like in the mornings).

(Interview with G3S1)

T/R: Any parts of learning do you want to improve in the future?

G3S1: A BERMEERILGE HIEAERIF (Ithink my ability in English expression is not very good).
T/R: How are you going to improve your English speaking?

G3S1: R 2 2 e (Just read more).

T/R: Read what?

G3S1: Some English book.
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T/R: BT IEF BRI E 4IRS OB (How are you going to improve your speaking by reading)?
G3s1: FEEIR S ECE (mainly to improve my vocabulary), A EZHAEREA (and my
pronunciation is not very standard).

T/R: Oh, reading some English books can improve your vocabulary and pronunciation ?
G3S1: Yes.

Similarto group 3 students, group 2 also expressed similarlanguage concerns (e.g., grammarand
spelling), however, with different strategies for improving their linguistic skills. They suggested
an integration of self-learningand support from knowledgeable others, which resonates with the
constructivist sociocultural theory that foregrounding the importance of social interactions for
scaffolding and enhancing learning. According to the following interview excerpts, group 2
students highlighted the potential of parental involvement and peer scaffolding. For example,
G2S5 suggested asking classmates or teachers to check her spelling. G2S2 revealed her learning
plan about practising English speaking with parents and watching English videos to enhance her

capacity in using English language forms with appropriacy.

(Interview with G2S5)

T/R: What areas of your learning do you want to improve?

G2S5: LR HIFMHFE (Vocabulary spelling).

T/R: What is going to help you improve spelling?

G2S5: FEAMBIAMFHHENL1E, SXBEETLULAIARE R ELFH XEH
(I can find others to check my spelling after | finish writing the words that are easy to be misspelled).
TR: fRIEMFIAREN, EFEIMEEESEEI (Who are the others, your classmates, teachers,
or parents)?

G255: F5MEAFRAIN, BIASTEBMRAIAF, tbanZIHel IXFZ] (I mean people who can help
you, like teachers).

T/R: Mg EFH NHEF{RZEZEN (Do your classmates sometimes check foryou)?

G2S5: O] [} (Yes).

(Interview with G2S2)

T/R: What areas of learning do you want to improve?
G2S2: FEE A MEE (It'sgrammar).

T/R: What is going to help you improve grammar?

G2S2: Grammar book. And some grammars questions.
T/R: Oh, BB H AT AR EN{RIZFHEAID (Any other ways that can help you improve grammar)?
G2S2: Use English to talk with my parents.

T/R: Oh, use English to talk with them, 3% %4 (anymore)?
G2S2: Look some video.

T/R: Oh, watch some videos. What kind of videos?

G2S2: Grammar.
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After students reflected on their learning experiences in this study as discussed in 5.9, they came
up with personalised plans for their future English language learning with defined aims and
strategies. This echoes Heemsoth and Heinze’s (2016) position of self-regulated learners who
knowingly set learning goals, select,and adapt strategies to monitorand guide their own progress
after reflecting on their learning processes, which also resonates with learner autonomy
purported by Benson and Lamb (2021). In this sense, if the students can experiment with their
own learning strategies that they believe to be useful for their English learning and possibly make
progress, they may become more confident, committed, and agentic in directing and sustaining
their learning. Nonetheless, if trialing with such approaches (e.g., peers checking lexical spelling,
watching grammatical videos, and taking English training classes) as mentioned in the above
interview data appeared less effective for learning, students can continue to make adaptations
with guidance from teachers who can provide personalised feedback based on their current
learning conditions, results, and progress. That is, students can further refine and construct new

approaches to achieve their personal learning goals with teachers’ support and guidance.

This process of implementing and testing students’ own learning strategies and making
adaptations for realising their learning goals can prepare them to become and be self-regulated
learners through developing cognitive and metacognitive awareness (Heemsoth & Heinze, 2016;
Winne, 2021). To be specific, when students reflect on their own ways of thinking, evaluating,
and adapting their strategies for learning including problem-solving and decision-making, they
may develop an awareness of their learning processes and actively control them for
accomplishing future learning goals. This process of learning progression and mindset growth
requires teacher mentoring. According to Fullan and Langworthy (2014), teachers need to have
“sophisticated pedagogical capabilities” or more precisely “expertise across a repertoire of
different teaching strategies” to design classroom learning and continuously evaluate “where
students are in their learning progressions” (p. 8). This highlights the importance of teachers’
pedagogical capabilities for providing appropriate mentoring. In this sense, the integration of
students’ reflection, cognition, metacognition, and teachers’ professionalism can enhance

learning and promote learner growth.
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As guided by the PTDL model, this integration also aligns with the pluriliteracies teacher-learner
partnership for deeper learning. Accordingto Coyleand Meyer(2021), as learners reflect on their
strategies for constructing different types of knowledge (conceptual, procedural, and strategicor
metacognitive) with teachers’ mentoring, they can develop the mindset of sustaining and
directing their own learning, thereby facilitating the process of applying what they have learned
to other novel and challenging situations. Such a mindset enables learners to know and believe
they have the capabilities to learn and gain personal insight from all learning experiences and
produce initiatives for realizing knowledge automatisation (transfer), which is crucial for deeper
learning (Pellegrino & Hilton, 2012). Having discussed students’ directive roles in their future
learning, other considerations of learner agency as emerged from the data will be delineated as

follows.

5.11 Visual Narrative with Creativity
Based on students’ languaging, the emergence of learner agency was also interconnected with
their cognitiveand affective representations and life experiences (Diagram 9_3)asrevealed from

their drawings. Such interconnection was derived from students —

e usingtheir preferred drawing styles and written text to demonstrate their thinking and
conceptual understanding (sections5.5,5.7,and 5.11.1),

e recalling prior visual learning practices (section 5.7.3),
e redirecting their future English learning with purposeful goals and actions (section 5.10),

e relating their personal life experiences with the drawings they created (section 5.11.2).

Learners’ Cognitive and Affective
Representations
Visual Narrative with Creativity

Connectivity of Life Experiences

Diagram 9_3.RQ3 theme 8
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These four phases of student activities for learning arein line with Huang's (2017) five categories

of reflection (5Rs) including:

e recalling (e.g., recalling an event or learning episode),
e recapturing (e.g., capturing challenges, accomplishments),
e relating (relating to previous personal experience),

e rationalising (e.g., understanding and creating meaning from all experiences)

e redirecting (e.g., directing future learning with purposeful thinking and actions).

Resonating with Huang’s (2017) ‘5Rs’, the way each student reflected on their thinking and
learning in this study is interdependent with how they recalled their previous visual learning
experiences, redirected their future English learning, and related visuals to their life. These
elements of reflection can vary based on each student’s different life and learning experiences

affecting how they feel, think, draw, and learn, which will be detailed below.

5.11.1 Learner Affective and Cognitive Representations
Resonating with Huang’s (2017) ‘5Rs’, students reflected on their prior visual learning
experiences and future English learning plans by relating visuals to their learning. The visuals
students created in this case study also revealed how they felt, thought, and learned. Moreover,
as Ni (2012) espouses, emotions, feelings, mood, and so on are affective factors crucially
impacting second language acquisition. This also raised the importance of addressing students’
affective factors in order to understand how they learned English as a second or additional

language, which can provide insight into English teaching.

Students' affective factors were identified by the way they visually represented their thinking.
Some students spontaneously combined written text with their drawings to demonstrate their
understanding of the content, from which their different emotions were identified. As discussed
in section 5.7.2, existing habitat problems and ways of protecting the environment as depicted
in G3S2’s drawing (Figure 26) infused her empathy for the bird losing its habitat due to over-
lumbering as accentuated by the tree stumps and human intervention. This feeling was made

visible in the action of drawing. In a similar vein, G252 drew a dolphin inhabiting the ocean with
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a diver riding on its back (Figure 31). The way he depicted his favorite animal and habitat for the
first drawing task to some extent represented his wish for harmonious co-existence between
humans and ocean creatures. As he further described in lesson 1 whole-class Learning

Conversation: ‘The dolphin is catch the fish and this man is on the dolphin to play, they is living in

ocean, he can catch the fish to eat. ”

Figure 31. G2S2’s first drawing

Giventhe teacher-researcher comes from an art background, unfolding student thinking through
drawings was also taken into account. It was anticipated that by nuancing the way students
visualise their conceptual understanding, their unique perceptions, memory, and experiences
relevant to the content can also be revealed and used for mentoring learning. As indicated by
Silver (2001), Cicalo (2020), and Glaser (2008), children’s thinking or cognition can be revealed
from and recorded by their drawings when they create inner images on an external surface.
Students’improvised use of colours and lines for drawing was also a representation of theirinner
selves. As shown in the following figures, G2S5 and G3S5’s thinking of coexisting species withina
habitat was revealed with their creative use of lines and colours. They both decided to draw the
ocean as the habitat with co-existing sea creatures, however with different visual content. It was

noted that G2S5 used more subtle lines to depict some fish, a crab, and a jellyfish whereas G3S5
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used more bold and random lines to highlight the intense atmosphere of a shark hovering over
some fish and seaweed. Another compelling difference is the nuanced receding purplish colours
of the ocean in G2S5’s drawing (Figure 32) compared to the typical blue as rendered in G3S5’s

drawing (Figure 33).

Figure 32. G2S5’s second drawing Figure 33. G3S5’s first drawing

These visual differences represent individual students’ perceptions of the world (ocean, sea
creatures), from which their creative visual representations emerged. It was acknowledged that
the quality of the drawings was not important since their function is to trigger languaging
opportunities. Instead, students’ intrinsic visualisations through drawings were essential and
encouraged because their function is to demonstrate conceptual understanding or express their
unique thinking. As G3S5 articulated in Lesson 1 whole class Learning Conversation: “/ think it is
socool, I draw a shark and it is in ocean and | draw small fish swim, also in the ocean, I think this
sharkdidn’t see these fish because Ilwant to draw a people was run butthetimeis up andldoesn’t
draw.” Interestingly, he also gave an alternative explanation that the person was swimming and
trying to escape from the shark and therefore clarifying why he did not draw the person in his
drawing (Figure 33), which led to discussion triggered by a perceived limitation of the medium.
Whilst G2S5 emphasised describing other sea creatures in lesson 2 Learning Conversation: “/

think crab can eat and the crab is delicious... eat by me...because | think the jellyfish is cute, that

Page | 221



222 |Page

two fish is goldfish because I think goldfish live in the sea.” Based on G2S5's visual languaging as
triggered by her drawing (Figure 32), the teacher-researcher was able to clarify G2S5's

understanding that goldfish inhabit freshwater rather than saltwater.

Thisis one of thescenarios where visual languaging supported theteacher-researcherto capture
students thinking and offer defined scaffolding to deepen their conceptual understanding. Other
scenarios where mentoring was supported by visual languaging were discussed in sections 5.5
and 5.7.2. For example, as students languaged their drawings (Figures 12, 16, and 17), their
conceptual understanding was monitored and guided by the teacher-researcher that habitats
involvethe elements of different animals and food for survival. Meanwhile, student language use
was appropriated by the teacher-researcher during Learning Conversations triggered by student
drawings (e.g., sections 5.4.2 and 5.6.1). Therefore, drawing as an alternative way to activate

students’ thinking or cognition provided visual evidence for mentoring learning.

Students’ creativity in drawings was also triggered by different requirements of the drawing tasks
designedto encourage their practice and communication of the content. For example, Figures 34
and 32 created by G2S5 appeared different in styles, content, and levels of detail for drawing
tasks 1and 2. Toreiterate, drawingtask one was to visually represent students’ favourite animals
in their corresponding habitats while drawing task two required them to depict coexisting
animals in the habitats they drew for task one. Students creating drawings for different tasks
enabled the teacher-researcher to learn more about each student's unique ways of thinking and
representing conceptual understanding, which was encouraged and supported via Learning

Conversations to enhance their content and language learning.
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Figure 34.G2S5’s first drawing Figure 32.G2S5’s second drawing

Moreover, students’ shared understanding using visual representation was also noted.
Considering the affordance of the DingTalk platform, students were able to share their drawings
with peers and theteacher-researcher in or after lessons. Some students’ process of visualisation
might have been influenced by others who posted their drawings on the platform during the
lessons where all students could see and discuss upon. This probably explains the similarity
between figures 33 and 34 below though they were drawn by two students. However, their
thinking was different based on G2S5’s visual languaging in lesson 1 whole-class Learning

Conversation, which instantly made sense to the teacher-researcher and peers.
(Lesson one whole class Learning Conversation)
G2S5: | thought draw a jellyfish fly in the sea and this jellyfish is...is white,

T/R: Why did you draw the jellfish white and fly in the sea?
G2S5: Because | just like jellyfish, because jellyfish fly in the sea that is very beautiful.
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Figure 33. G3S5’s first drawing Figure 34. G2S5’s first drawing

This corroborated the importance of integrating visuals with languaging for meaning-making as
students' visuals are not always explicit and their underpinning thoughts may be different even
though their visuals appear to be similar. Moreover, this combination gave the teacher-
researcher clear direction or focus on scaffolding individual students. For example, some
students needed more guidance in conceptual understanding (5.5) whilst some needed linguistic

scaffolding in terms of using appropriate language forms in their academic discourses (5.6).

In sum, the processes of students creating and languaging their own drawings provided them
with opportunities to express their unique thinking, perceptions, or experiences. Some drawings
sharedvisual similarities (e.g., Figures 21,22 for the third drawing task, Figures 33, 34 for the first
drawing task), however, their conceptual understanding and the ways of verbally describing,
explaining, and evaluating their drawings were different. Such differences revealed from visual
languaging offered evidence and insights for specific scaffolding which was provided via whole-
class and after-class Learning Conversations (e.g., Tables 17 and 14). Learner affective and
cognitive factors as represented so far concern their emotions, creativity, and conceptual
understanding identified through drawing and languaging using specific language functions. This
will be revisited for the third research question in section 6.3. Next, the links between student

life experiences and their drawings will be detailed.

5.11.2 Connectivity of Life Experiences
The data suggest that student drawings related toindividual life experiences as set outin Huang’s

(2017) ‘5Rs’ — recalling and relating memories of personal life with new learning. For example,
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figure 35 demonstrated a link between the concept of habitats and the cat in G3S6’s daily life.
Based on lesson 1 whole-class Learning Conversation, she related her understanding of habitat
to real life: “The first drawing is my cat and it lives in her cat house and probably sometimes on
my bed, | think its habitat sometimes is in cat house playing and sometimes on my bed sleeping”.
Asshedescribed that her cat has two habitats (i.e., her bed andits house), theteacher-researcher
was able to naturally draw attention to the whole class that onekind of animal can livein multiple

habitats.

Figure 35. G3S6’s first drawing

In a similar vein, G354 drew a house cat and a wild cat (Figure 36) and explained in lesson 1
Learning Conversation: “/ draw the four cats, the two is in the grassland and another two is a
house that we build, my friends have two cats, these mice is food for the cat and that bird is the
food for cat too, because it’s in the grassland and | think there might be birds so | draw a bird and

cats also eat birds too”.
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Figure 36. G3S4’s first drawing

Both students illustrated feline habitats yet their languaging differed due to life experiences (i.e.,
G356 focused on the multiplicity of habitats while G354 expressed how habitats provide food for
animals to survive). This demonstrated individual student learning foci and progression. As they
were encouraged and scaffolded to articulate their understanding of key concepts (e.g., habitats)
with an emphasis on using appropriate language forms in describing, explaining, and evaluating,
their language skills for deepening conceptual development were honed and enhanced (e.g.,

section 5.6.1,5.9.2).

Moreover, the process of students languaging with personal experience resonates with Priniski
et al.’s (2018) ‘relevance continuum’ (Figure 11), where ‘personal association’ was embodied as
students associated their personal life with the content and made practical plans to enhancetheir
English language learning, from which ‘personal usefulness’ was revealed. That is students
gradually realised the usefulness of doing visual languaging practices for conceptual and
language learning whilst being scaffolded through Learning Conversations. For instance, as
indicated by their feedback, students evaluated how drawing tasks enhanced their conceptual
understanding and triggered their use of other resources (e.g., visual or digital) for future English
learning (5.10). Therefore, the increasing personal meaningfulness of practising English was

constructed when students were supported in drawing and languaging their learning in this case
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study and can be continuously promoted and supported as students put their future learning

plans into practice.

Relevance Continuum

Increasing Personal Meaningfulness

I
Personal Association | Personal Usefulness I | -
| |

Figure 11. Relevance Continuum (Priniski et al., 2018)
The extent of visual languaging fostering learners owning and directing their learning was
investigated through the lens of affective and cognitive factors. These factors include student
feelings, creativity, conceptual understanding, and life experiences depicted in their drawings
and verbalised by languaging during Learning Conversations. The data suggest that visual
languaging made transparent the process of student conceptual and languaging learning as it
represented how students interpreted the new content, which also offered insights into adapting
mentoring. For example, the teacher-researcher can scaffold students to engage in the drawing
tasks by integrating the written text to express their thinking regardless of the quality of the
drawing (e.g., Figure 14), and deepen student conceptual understanding and language of
constructing description and explanation of the content via direct teaching and modelling

academic discourses through Learning Conversations (e.g., Table 17).

To conclude, the combination of visualisation and languaging in this study concerns drawing and
language practices, which involved materialising abstract concepts through visualisation,
languaging the artefacts (i.e., drawings) in Learning Conversations, and demonstrating
understanding using specific language functions with appropriate language forms. This process
alsoinvolved scaffolding from theteacher-researcher and peers through Learning Conversations.
Therefore, as guided by the PTDL model, the learner-teacher partnership as mediated via
Learning Conversations sustained the potential of visual languaging for enhancing learning and

teaching with the ultimate goal of realising deeper learning (Coyle & Meyer, 2021).
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PART 5. Chapter Summary

This chapter discussed findings that emerged from the Main Study to explore the potential of
visual languaging for online English learning drawing on the Pluriliteracies model. It addressed
how visual languaging can interweave with content and language, cognitive discourse functions,
mentoring, and learner agency as emphasised in the research questions. Each research question
was addressed with corresponding themes and categories, derived from the visual and verbal
data including participants' drawings and their utterances in Learning Conversations and
interviews. By reflecting on the data as presented in the eight themes, key findings emerged

below:

e Students’ content and language (language needed for describing and explaining the
content) development were enhanced by visual languaging mediated through Learning
Conversations.

e Students’ feedback provided insights for mentoringlearning with visuals online, such as
combing drawing with writing, designing tasks to facilitate peer scaffolding, encouraging
students’ individuality in terms of their unique ways of feeling, thinking, and visualising
their conceptual understanding as revealed from their drawings.

e Students' future learning plans to some extent demonstrated their agentic roles in

learning.

Asshown below, Table 20is adapted from Table 8 after analysing the Main Study data. It explicitly
illustrates the methods adopted for generating the themes and categories from Groups 2 and 3
students’dataintheright column, which arelinked with the research questions intheleft column,

respectively.

The first research question proposes visual languaging as a learning tool bridging conceptual and
language development, which was investigated from the angles of concept construction (5.4),

concept enhancement (5.5), and language learning (5.6).

The second research question explores the role of visual languaging in the appropriacy of

developing learner understanding of the use of cognitive discourse functions, which was
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scrutinised through the lens of visualisation (5.8), and students’ feedback for the learning tasks

(5.9).

The third research question links visual languaging with the teacher-learner affective domain
analysed from students’ course evaluation (5.11), future learning plans (5.10), and visual

narrative with creativity (5.11).

Research ) Group 2 Group 3
. Data sets Themes Categories P | P
guestions Methods
Interviews, Interviews,
Concept . ]
o Learning Learning
description . .
RQ1.In Conversations | Conversations
Concept . Learnin Learnin
what ways P . Concept review & . & .
might construction Conversations | Conversations
visualisation . Interviews, Interviews,
Deepening . .
serve as an e ) Learning Learning
, i Transcriptions understanding . .
intermediar . . Conversations | Conversations
, of interviews , -
y learning - Interviews, Interviews,
. and Building . :
tool (visual . U Learning Learning
) Learning linguistic forms ) .
languaging) . Conversations | Conversations
- Conversations -
that bridges Applying
knowledge Language thematic . .
; . . Interviews Interviews
constructio learning language in
n and another context
language . Interviews,
8 . 8 . Language Learning ;
learning in tratei c . Learning
strategies onversations :
EFL & Conversations
classrooms? Pictural
Learner-created | Concept . . .
_ representations | Visual participatory method
drawings enhancement ;
Mindmaps
RQ2. How ) Interviews, .
can Visual Learnin Interviews
students Transcriptions understanding g .
of interviews Conversations
develop q
their an | Visual Interviews, Interviews,
. Learnin Visualisation : :
appropriate c g . languaging Learning Learning
use of onversations, Conversations, | Conversations,
specific Learner-created drawings drawings
o drawings N— y
cognitive Prior visual Learning Interviews
discourse experiences Conversations
functions Student Facilitating Interviews,
through . feedback on concept Learning Interviews
isuall Transcriptions . i
visually tasks understanding Conversations
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scaffolded of interviews Interviews,
languaging? | and Visual approach | Learning Interviews
Learning Conversations
Conversations Other learning Interviews, Interviews,
resources (e.g., Learning Learning
digital tools) Conversations | Conversations
Interviews,
RQ3.2a) To Conceptual . .
Learning Interviews
what extent development ,
} | Conversations
can visua
) Language ) .
languaging . Interviews Interviews
support Student course | progression
teachers in evaluation Interviews,
daptin Peer scaffolding | Learning Interviews
menptoriig Conversations
. Mentoring . .
online? . Interviews Interviews
learning
Student future Deeper learning | Interviews Interviews
. Language . .
b) How learning plans rafticeg Interviews Interviews
might visual P
languaging Learngrs
foster Visual affective and
| Learner-created ) ) cognitive ) .
earner drawi narrative with cati Visual participatory method
agency? rawings creativity representations

Connectivity of
life experiences

Table 20. The updated themes, categories, methods of the Main Study for RQs

After finalising the themes and methods for each research question, the next chapter will discuss

how such themes answer the research questions, from which the alignment between visual
languaging and the PTDL model forms. This alignment will also be visually represented as a

rotating 3D mechanism depicting how the pedagogic strategy — visual languaging critically

complements the PTDL model for deeper learning.
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Chapter 6. Discussion of the Research Findings

6.1 Chapter Introduction
This chapter focuses on discussing the findings as presented in Chapter 5 in order to answer the
research questions. To reiterate, visual languaging describes learners elaborating their thinking
and understanding of knowledge through self-created visuals in Learning Conversations,
especially in situations when learners do not have the appropriate linguistic means to articulate
learning in the target languages. Taking this study as an example, drawings were created and
used as a heuristic tool supplementary to the oral expression of students’ conceptual content
understanding. When it was challenging for students to articulatein English or draw their thinking
fully, multimodal text (i.e., words and phrases for labelling or annotating the visual content) was
suggested and used by students in various styles. With visual, oral, and written data analysed in
Chapter 5, the following sections will delineate how visual languaging when integrated with
Learning Conversations can address the research foci about conceptual and language learning,

cognitive discourse functions, mentoring, and learner agency.

6.2 Discussing Research Question One
Both students’ pictural representations (section 5.5.1) and mindmaps (5.5.2) demonstrated their
understanding of the content by representing how they used visuals to explore the content (e.g,
habitats, ecosystems, and their relationships) and articulating their thinking by using specific
language functions during in-class Learning Conversations. For example, some students
described how their learning progresses, some explained their understanding of the content, and
others asked the teacher-researcher questions to further improve their learning. These two
categories of concept enhancement (5.5) provided insight for the teacher-researcher to
investigate the potential of visual languaging in linking and supporting learners’ conceptual and
linguistic development. This theme complements students’ concept construction (5.4) and
language learning (5.5), which are mediated in Learning Conversations with supplementary

images used for teaching.

Findings suggest that Learning Conversations enabled studentsto articulate their drawings whilst

receivingongoing conceptual and linguisticscaffolding from theteacher-researcher. As Black and
Page | 231



232 |Page

Wiliam (2009) note, scaffolding learners using dialogic strategies can provide teachers with
evidence for explicit formative feedback. Moreover, students’ drawings provided visual evidence
that triggered peer conversations where peer scaffolding emerged (Swain & Lapkin, 2011).
During the whole-class Learning Conversations, students constructed conceptual knowledge by
visualising and communicating their understanding of the content with peers and the teacher-
researcher using language(s) (i.e., English and or Mandarin) mediated through Learning
Conversations and using their prior knowledge in new ways — visualing and verbalising self-made
drawings. By drawing on three themes as discussed thus far, the potential of visual languaging
bridging the development of concepts and language can be addressed in three stages scaffolded

by peers and the teacher-researcher to answer the first research question:

RQ1: In what ways might visualisation serve as an intermediary learning tool (visual

languaging) that bridges knowledge construction and languagelearningin EFL classrooms?

Stage one: Visualisation — students create drawings to represent their conceptual

understanding, I

Teacher-researcher + peer scaffolding

Stage two: Languaging — students verbally /anguage their drawings and conceptual

understanding using their prior language, I Teacher-researcher + peer scaffolding

Stage three: Cognitive discourse functions — students were guided to use specific CDFs to
enhance their conceptual understanding and academic use of language in the process of

visual and verbal languaging.

It was noted that students had some conceptual misunderstandings, linguistic form mistakes, or
lack of confidence when they were drawing and languaging. This raised the importance of the
teacher-researcher’s scaffolding. Take examples of G3S1 (Figure 14 in Chapter 5) and G2S1
(Figure 21 in Chapter 5), mentoring their process of visualising and languaging the conceptual
content (e.g., ecosystem) by supporting them to use alternative approaches (i.e., written notes)
to represent their thinking when they lacked the willingness or perceived artisticskills to visualise
(a lion or an ecosystem) appeared necessary and effective in building their confidence and

engagement to continuously depict and communicate what they intended to represent.
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Through these three stages, individual students’ needs can be identified for the teacher-
researcher to offer support focusing on scaffolding their conceptual understanding and
appropriate language use, thereby facilitating their self-agency and self-belief mindset building.
For example, supporting students to use appropriate linguistic forms in their languaging,
designing learning tasks that trigger peer conversations or scaffolding, and challenging and
encouraging students to practice using language functions (e.g., describing and explaining the
process, meaning, or reasons for their visual compositions, evaluating peers’ drawings with

constructive feedback).

Therefore, the nature of the teacher-researcher’s scaffolding is essential in facilitating the
successful operation of these three stages to integrate knowledge construction and
communication through visually and verbally articulating the content. This integration that
requires the teacher-researcher’s role in guiding students to enhancelearning resonates with the
pluriliteracies view of teacher-learner partnerships (Coyle et al, 2018). According to Fullan and
Langworthy (2014), learning is co-constructed by both learners and teachers building on
respectful, transparent, mutual learning goals or benefits. Such rapport in this study was built on
mutual respect and trust aiming for promoting students’ English language learning, which was

realised and reinforced from two angles:

e The teacher-researcher needed to consider, identify, and feedback on students’ voices,
interests, and specific learning needs in designing the lesson content and providing
conceptual and linguistic support throughout the research activities.

e The students constantly communicated with the teacher-researcher and asked for
feedback on how to solve their existing English learning problems (5.6.3), reciprocally,
they also offered the teacher-researcher feedback on how to improve teaching with

visuals during the interviews (see section 5.9 in Chapter 5).

To holistically answer the first research question, the supportive role of the teacher-researcher
in realisingthe potential of visuallanguaging inthe previously mentioned three stages, appeared

to be essential. This also echoes the focus of the third research question which explores how
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mentoring can be adapted based on visual languaging, which will be further discussed in section

6.4.

6.3 Discussing Research Question Two

To reiterate, the theme — visualisation (5.7 in Chapter 5) encompasses two forms of visuals:

e Images that were chosen by the teacher-researcher to visualise the thematic content for
facilitating students’ conceptual understanding (5.7.1).
e Drawings that were created by students to visualise their conceptual understanding and

articulate their understanding using cognitive discourse functions (5.7.2).

As students experienced these two stages of the visualisation process, they were able to evaluate
how visuals facilitated conceptual understanding (5.8.1), offer feedback on the complexity of the
conceptual content and the integration of visuals with written text (5.8.2), and other learning
resources (5.8.3). Hence, the theme — students’ feedback on tasks (5.8 in Chapter 5) emerged
from their evaluations providing insights for integrating the pluriliteracies model with this study

as discussed in the previous section.

Derived from the way students visualised and verbalised their thinking and conceptual
understanding, they constructed and enhanced knowledge of the content via visual languaging
by using three types of cognitive discourse functions (CDFs) — describing, explaining, and
evaluating based on Dalton-Puffer’s (2016) seven categories of CDFs as reviewed in Chapter two.
In this sense, through specific teacher support, students' language use of CDFs was triggered and

complemented by visual languaging, which aligns with the key components of the second

research question:

RQ2: How can students develop their use of specific cognitive discourse functions through

visually scaffolded languaging?

RQ2 intends to explore how languaging learning with self-created drawings can develop students’
appropriatelanguage use of cognitivediscoursefunctions. Asilluminated by theverbal and visual

data collected and analysed so far, it was noted that the language students used to evaluate
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peers’ drawings and their learning experience with this case study was based on their prior
linguistic knowledge, which was not directly taught by the teacher-researcher. Nonetheless, the
evaluation constructed by students triggered their reflection on learning, providing feedback for
their own future learning plans and online teaching with visuals. Whilst encouraging student
spontaneity to actively engage in making their own meaning using prior knowledge, the teacher-
researcher directly taught them to construct and use academic language to describe and explain
their conceptual understanding in order to deepen their learning. Therefore, students’

articulations of their own drawings mainly revolved around two CDFs —

e Describing (and when mentored explaining) the content of their drawings involving what
they planned to depict when they were cognitively processing the drawing tasks.
» Explaining their conceptual understanding that underpins their drawings through

Learning Conversations to further deepen their learning.

Describing is used to relay the main points of concepts that students learned in the lessons with
the guidance of contentand language input by the teacher-researcher (e.g., 5.4.1,5.6.1).To build
learning on this surface practice, describing is then deepened into explaining students’
conceptual understanding through drawing tasks as learner output. That is students showcase
and articulate their drawings whilst being scaffolded via Learning Conversations. In other words,
students demonstrated some conceptual understanding when describing the concepts, providing
a foundation upon which their explanation was built. For example, explaining how they engaged
in meaning-making (e.g., the meaning made via the images used for teaching), and the rationale

of their drawings (e.g., why thought or perceived the content and draw in certain ways).

In this sense, explaining was not only intended to answer the teacher-researcher or peers’
guestions that emerged during Learning Conversations but also provided opportunities for
articulating their thinking and deepening conceptual understanding. It functions as a practice for
learning progression that students experienced from describing to explaining. Simply put,

describing is the first stage in demonstrating some understanding but that deeper understanding
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requires explanation triggered by their drawing and languaging mediated in Learning

Conversations. This is the link between describing and explaining as found in this study.

It was worth noting that the ways students used describing, explaining, and evaluating for
languaging their drawings resonate with the pluriliteracies knowledge pathways — doing,
organising, explaining, and arguing (Meyer et al., 2015). The purpose of students’ using these
three CDFs also became evident when they were languaging in Learning Conversations. That was
to make meaning of the content and develop conceptual and linguistic knowledge, which in this
study was usually triggered by describing their drawings, explaining their thinking revolving
around the content, and evaluating peers’ drawings and this case study's visual learning
experience. Hence, describing, explaining, and evaluating were frequently used by students with
describing and explaining emerging as critical discourse functions for deepening students'

content and language learning.

This can be evidenced by student language use in describing and explaining what was taught in
the lessons (5.6.1) whilst being scaffolded via whole-class or individual-based Learning
Conversations when they were languaging with their drawings. The drawings made visible
student thinking and complemented their language capacity to fully express themselves in
English with Mandarin as linguistic aid for meaning-making. This allowed the teacher-researcher
to provide scaffolding for personalised learning concerns, such as clarifying conceptual
misunderstandings and supporting their use of appropriate language forms and academic
discourses. Students increasing language appropriacy and complexity were corroborated when
they were asked to writetheir understanding of the key conceptsin English with their own words
as an after-class language and concept-checking practice. For example, G2S5 wrote and
photographed her understanding of habitats and ecosystems after the first two lessons (Figures
37 and 38). It is worth noting the increasing sophistication and appropriacy of her English
language in describing concepts of habitats and ecosystems in lesson two compared to lesson

one, which to some extent demonstrated her enhanced conceptual understanding.
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Figure 37. G2S5’s concept explanations after lesson 1

Figure 38.G2S5’s concept explanations after lesson 2

By considering individual students’ drawings and languaging, the teacher-researcher was able to
identify the extent of each student’s conceptual understanding and support communication with
increasing complexity. It became possible to map learner development by using cognitive
discourse functions with increasing appropriateness. This underscores the importance of task
design and scaffolding. As guided by Swain (2006), Dalton-Puffer et al. (2014),and Morton (2020),
cognitive discourse functions are needed for learners to express higher-order thinking (Bloom,

1956; Anderson et al., 2001) and gain a deeper understanding of knowledge with the increasing
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sophistication of language use. The drawing tasks that involved drawing, writing, and languaging
were intended to practice and reveal students’ levels of conceptual understanding and language
use (e.g., Table 17, Figures 37 and 38). This process of languaging informed the teacher-
researcher of individual learning needs that emerged in or after the lessons necessary for
personalised scaffolding. For example, some students lacked a full understanding of the key
concepts (Figures 16, 17) and some students’ language use of cognitive discourse functions
lacked appropriate linguistic forms (spelling, pronunciation of the keywords, or grammatical
structures) (5.6.3). In these cases, the teacher-researcher was able to provide more personalised

scaffolding via whole-class or individual-based Learning Conversations.

Hence, purposeful task design and scaffolding such as the integration of visualisation and
languaging mediated via Learning Conversations appeared to be the key to developing learners’
increasing use of appropriate language functions in this study, from which the visual languaging
pedagogical strategy was constructed. This development process can be summarised in the

following steps:

Step 1: Students can articulate their conceptual understanding by describing at the surface

level, using their prior conceptual or linguistic knowledge,

Step 2: Students can createvisuals to complement theverbal demonstration of their thinking

or conceptual understanding more fully.

Step 3: As students engage in meaning-making by visual languaging, teachers can provide
specific scaffolding to meet individual student learning needs emphasising increasingly more
appropriate cognitive discourse functions (academic discourse), thereby enhancing their

conceptual understanding.

Adding visualisation as a complementary strategy to languaging can provide learners with an
emotionally safe or supportive space (Fullan & Langworthy, 2014) created by themselves where
a fuller elaboration of their thinking can be triggered. These visual and verbal representations of
thinking can enable learners to receive scaffolding from knowledgeable others when

communicating with them (Vygotsky, 1978; Lantolf & Poehner, 2014), which in this case is
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facilitated in Learning Conversations with the teacher-researcher and peers (Swain & Lapkin,
2011). For example, G3S2’sand G3S4’s drawings (Figures 16 and 17 in Chapter 5) and languaging
during whole-class Learning Conversations were challenged by G3S1, from which they were able

to clarify and enhance their conceptual understanding of habitats.

As indicated by the Pluriliteracies model (Coyle et al, 2018), the role of mentoring learning
starting with learners’ perspectives for supporting their in-depth knowledge-building and
communicationisimportantfor deeperlearning. Visuallanguaging demonstrated students' prior
knowledge, intrinsic thoughts, perceptions, and understanding of the content, upon which
mentoring was built. Whilst building on students existing knowledge to develop new knowledge,
students spontaneously used such new knowledge in other contexts, such as applying linguistic
knowledge to their school lessons (5.6.2) and using digital resources for learning English on their
own (5.8.3). According to Pellegrino and Hilton (2012), developing and transferring knowledge
and skills is the conduit to deeper learning. Therefore, the potential of visual languaging in
developing student content and language learning for deeper learning consists of four aspects,

which need to be scaffolded via Learning Conversations:

1) language appropriacy of students’ specific cognitive discourse functions,
2) meaning-making (i.e., construction of conceptual knowledge),
3) development of pluriliterate skills (basic, visual, and digital literacy skills),

4) thepossible transfer of knowledge and skills acquired from the prior three aspects.

6.4  Discussing Research Question Three
The potential of visual languaging for mentoring was noted not only from students’ feedback
(5.9) and learning reflection (5.10) but also from their drawings embedded in their different
individuality in terms of affective and cognitive factors (5.11). This resonates with the foci of the

third research question — mentoring and learner agency:

RQ3: What are the necessary conditions for online learning experiences which encourage
the interactive development of visual languaging for pluriliteracies growth in a digital

learning space?
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a) To what extent can visual languaging support teachers in adapting mentoring
online?

b) How might visual languaging foster learner agency?

RQ3 specifically investigates the two continua of the Pluriliteracies model - adapting mentoring
(subquestion a) and promoting learner agency (subquestion b) through visual languaging
practised by learners and scaffolded by the teacher-researcher in the networked learning
environment- online English classrooms afforded by a digital application (i.e., DingTalk). Drawing
on the discussion thus far especially from sections 5.10 to 5.11 in Chapter 5, conditions for
encouraging students to use visual languaging as a scaffolding tool for developing pluriliteracies

awareness, skills, and understanding in online settings depend on the following factors:

Factor one: Construct safe learning spaces owned by students themselves where drawing is

normalized whilst being supported via Learning Conversations.

Factor two: Identify students’ prior knowledge and experiences of using visuals for learning,
thereby supporting the teacher-researcher to design teaching and adapt mentoring to meet

individual learner needs.
Factor one:

Fundamental spaces that emerged from this study include the online platform commonly agreed
with the sample school, student self-created drawings, and Learning Conversations constructed
by the teacher-researcher and students. Aligning with Siemens’ (2005) connectivism, these
spaces constructed learning by traversing personal (i.e., drawings, individual-based Learning
Conversations); social (i.e., whole-class Learning Conversations); and online (i.e., DingTalk
platform) networks. According to Bozkurt and Hilbelink’s (2019) perspective on networked
learning derived from connectivism (Siemens, 2005), online networks create evolving, collective,
transitional learning ecologies that comprise learners’ physical and digital worlds together
including real-life classrooms, onlinelearning environments, and those where learners study, live

and play. Such network-supported learning can provide informal learning opportunities to
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challenge and shape formal classroom teaching including instructional practices (Ko & Rossen,

2004; Frey et al., 2010).

The affordances of the online platform — DingTalk as used in this case study enabled the teacher-
researcher to create virtual learning groups for group communication and online classrooms for
teaching. Students can also send instant online messages, upload, and share drawings for
languaging and communication either in the online classroom or learning group with the whole
class, or privately with the teacher-researcher for their own learning concerns. This networked
space, therefore facilitated online teaching, learning, and scaffolding by supporting students in
demonstrating and communicating their thinking and understanding through creative drawing
and languaging practices whilst being scaffolded by teacher-researcher via Learning

Conversations.

Learning Conversations that occurred during the lessons via DingTalk were constructed by the
whole class for individual students to describe and explain their drawings and conceptual
understanding, and for peers to discuss and evaluate each other’s drawings to provoke new
thoughts and enhance learning. As students articulated and communicated their drawings and
thinking, they spontaneouslysent relevant messages to each otherinthe DingTalk learning group
including photos of their drawings, and English language expressions with emojis. Such active
online interactions facilitated by the platform supported their enhancement of conceptual
understanding and language needed to express their thinking using specific cognitive discourse
functions, which were also guided by the teacher-researcher and supported by their peers.
Regarding Learning Conversations that occurred after lessons 2 and 4, they were constructed by
the teacher-researcher with individual students focusing on scaffolding personalised learning
needs as each student had different learning questions and goals, which also provided a space
for students whowere quiet and shyin thelessonsto further express their thinking freely without

worries.

The drawings were solely owned by students to create their inner image or visualise their
understanding of the content (e.g., habitats and ecosystems) in their preferred visual styles. The
process of languaging drawings was also student-led while the teacher-researcher acted as a
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guide to facilitate their sense/meaning-making for peer discussions in whole-class Learning
conversations. Integrating students’ drawings with conceptual and linguistic knowledge in this
online setting not only practised students’ literacies in writing and speaking with English as
practised when they were languaging, but also their visual and digital literacies that were
enhanced when they were making drawings, searching, selecting, and sharing relevant online
resources (e.g., onlineimages, the AntForest mobile phone game for environmental protection)

for internalising the English thematic content.
Factor two:

Such conditions required the teacher-researcher to design and conduct learning tasks with
students in ways that can encourage learner engagement (Fullan & Langworthy, 2014). For
example, discussing with students’ own teachers in the sample school helped confirm the online
platform for this case study and understand students’ current English learning schedule and
levels, which were insightful for designing learning tasks with visuals. As students participated in
the lesson tasks, the teacher-researcher was able to adapt mentoring to meet individual learner
needs that emerged in the process of students visualising and verbalising their understanding,
thereby promoting their engagement in this study. Mentoring learning for learner engagement
ultimately aims to realise the deeper learning goal, which aligns with the Puriliteracies model
(Coyle & Meyer, 2021; Meyer, et al., 2015) for supporting students to internalise and automatise
conceptual and language knowledge for future learning and life contexts. As discussed in 5.10 of
Chapter 5, students shared their learning goals and anticipated methods to achieve them), which

to a certain extent revealed their increasing learner autonomy (Benson & Lamb, 2021),

Drawing on the previous two factors, learning through visual languaging can be feasible if
teaching and learning are implemented in emotionally ‘safe’ spaces that are ‘owned’ by learners
and supported by teachers. The data suggest such teacher support includes assisting learners to
make meaning when they demonstrate and communicate their ‘at the moment’ conceptual
understanding to others during Learning Conversations. Scaffolding in such a natural, respectful,
and dialogic way may be essential for nurturing learners' mindset of self-value and self-belief. It
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is suggested that teachers can dialogically provide feedback and encouragement to support
learners to gradually value and trust themselves in developing the capabilities, skills, and
knowledge needed for solving future learning challenges or problems. For example, the teacher-
students Learning Conversations data in section 5.6.3 reveals students’ drive and motivation to
solve their questions about using English in linguistic-related practices after they reflected and

evaluated their learning in this project.

Such growth of learner mindset according to the Pluriliteracies model is crucial for learners
playing agentic roles in learning. According to Mercer (2012) and Blaschke et al. (2021), learner
agentic roles encompass their engagement, motivation, and sustainability for progressing
learning. This agency can foster learner reflection and self-regulation encouraging them to
independently apply pre-acquired strategies and knowledgeto other novel contexts. In this study,
learner agency was transparently linked with students’ affective and cognitive factors such as
reflection, motivation, emotion, creativity, and thinking as discussed in sections 5.6.3,5.10, and
5.11. Therefore, necessary conditions for enhancing learning using visual languaging can be

succinctly specified as -

e ‘Safe’ learning environments — encouraging students to try out digital resources and
engage in meaning-making using their prior knowledge and visuals in spaces that are
supportive and positive.

o Teacher and peer scaffolding — supporting students to use the language of CDFs for
meaning-making, and to listen to their peers and teacher for feedback.

e Learner growth mindset — fostering learner agentic roles in thinking, reflecting, and
making plans for their learning.

e Teacher-learner partnership — co-constructing learning by offering opportunities for
individual learners to express thinking and providing personalised scaffolding, which

reciprocally offers insights for mentoring.

Havingidentified the necessary conditions for learning with visualisation and languaging, the next

step unravels the specifics of how visual languaging affects mentoring and learner agency to
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address the following subquestions [a), b)] of the third research question whilst echoing the

above four conditions.
a) Towhat extent can visual languaging support teachersin adapting mentoring online?

As illuminated by students’ feedback, mentoringlearning through visual languaging can become

feasible by:

e Designing learning activities while considering their existing knowledge of the
thematic content,

e Encouraging them to visually represent their conceptual understanding,

e Scaffolding their languaging when they lack the necessary target language to verbally
demonstrate and communicate their thinking,

e Building progression through guiding learners from describing to explaining their
learning,

e Facilitating peer discussion and peer scaffolding by integrating their informal and
formal language use in Learning Conversations,

e Providing formative feedback (e.g., clarifying any misconceptions) after explicitly

capturing students’ thinking as revealed by visual languaging,

" e Valuingstudents’ feedback for adapting mentoring learning online.

By providing scaffoldingto meet individual students learning needs, engaging them to participate
in doing learning tasks, and stimulating them to set future learning goals, their agentic roles in

learning may be nurtured. This relates to the next subquestion:
b) How might visual languaging foster learner agency?

By constructing ‘safe’ spaces as discussed above, students were encouraged to process learning
tasks by creating drawings in any style they preferred for languaging their conceptual
understanding. Their agentic roles were captured in such a visual languaging process as they

spontaneously -
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e combined written text in their drawings to explicitly communicate their thinking with
peers and the teacher-researcher (see datain sections 5.5,5.7,5.8.2),

e set personal English learning goals with feasible ways to realise them after reflecting on
their learning in this case study (section 5.10),

e created drawings with relevance to their prior knowledge, visual learning experiences

(5.7.3), emotions (Figures 26, 31), and life experiences (Figures 35,36) (5.11).

Students making future learning plans represented their motivation for accepting responsibility
for managing their own learning and achievements. It is anticipated that if they can make
progress or achievement in learning by utilising their self-planned learning strategies in different
conceptually or linguistically challenging tasks, their confidence, motivation, and engagement in
learning may be enhanced. To facilitate this anticipation, the data in section 5.11 indicates
learner agency refers to student agenticroles revealed in their affective and cognitive domains
after they reflected on learning constructed in this case study. This revealing process can be

summaries as:

Affective domain — drawings with relevance to individual students’ emotions, creativity
(5.11.1), and personal life experiences (5.11.2).
Cognitive domain — drawings with relevance to individual students’ understanding of the

content (5.7.2,5.11).

Both domains were identified through visual languaging and mentored via Learning
Conversations. In this thesis, visual languaging as a holistic concept includes not only drawing
and language but also integrating with Learning Conversations to support mentoring, feedback,
and reflections. Therefore, findings suggest that learner agency can be facilitated by visual
languaging — in this case focusing on scaffolding learners through Learning Conversations,
thereby encouraging learners to take more control of and own their learning. The data indicates
this can be realised through three phases, which also resonate with the steps of adapting

mentoring learning via visuallanguaging (subquestion a):
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e Phaseone- Introducing and engaging learners to create visuals of the content in creative
ways depending on their personal preferences and relevance with the content.

e Phasetwo - Encouraging them to articulate and communicate their visuals with the class
in their own words.

e Phase three — Scaffolding them to use appropriate linguistic forms to demonstrate their
conceptual understanding with their own visuals.

e Phase four — Scaffolding them to explain in more depth their conceptual understanding

using their drawing as a stimulus for enhancing learning.

Each phase is learner-centred with the teacher-researcher acting as a mentor or facilitator co-
constructing learning with students. It is prospective that learners may progress to a level that
allows them to independently solve problems in different settings and become self-regulated
learners, thereby generating and sustaining theircommitment to lifelonglearning. From a holistic
view, subquestions a) and b) have to integrate to fulfill the aforementioned four necessary
conditions for pluriliteracies growth via visual languaging - safe learning environments, teacher
and peer scaffolding, learner growth mindset, teacher-learner partnership. By drawing on the
findings and discussions revolving around each research question, visual languaging can be seen
as being a potential stimulus for forging links between visualisation, languaging, knowledge
construction (RQs 1 and 2), teacher mentoring, and learner agency (RQ3). From this ecological
perspective, learner agency is interconnected with increasingly progressing capabilities in
languaging their visuals and thinking. It involves attention to appropriate language use of
content-specific cognitive discourse functions (e.g., describing, explaining) to demonstrate and

communicate their conceptual understanding.

6.5 Chapter Summary
As guided by the Pluriliteracies model (PTDL), this study explicitly investigates the impact of
combiningvisual creation with languaging as a heuristictool forappropriating students’ language
use of cognitive discourse functions, developing mentoring and learner agency for constructing

and communicating knowledge. After finalising the investigation into such research foci, the
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alignment of this proposed pedagogical strategy - visuallanguaging with the PTDL model will be

summarised.

6.5.1 Visuallanguaging with Conceptualising and Communicating Dimensions
In the lessons, students were introduced to the content that they had some understanding of
based on their descriptions of prior knowledge in 5.4.3. Due to their conceptual ambiguity and
linguistic uncertainty, they lacked sufficient understanding of the content and appropriate
linguistic forms to communicate it with peers and the teacher-researcher before participating in
the lessons. It was in such circumstances that they were encouraged to create visuals
complementing verbal languaging for demonstrating conceptual understanding whilst receiving
scaffolding from the teacher-researcher via Learning Conversations. Therefore, their conceptual
learning was deepened and expanded as well as the language needed for articulatingthe content

was appropriated.

Students visually supported languaging used specific cognitive discourse functions thatembodied
the alignment of visual languaging with the conceptualising and communicating dimensions of

the PTDL model, which include —

e describing and explaining conceptual understanding,
e evaluating peers’ drawings, the drawings tasks, and their overall learning experience with

this case study

6.5.2 Visual languaging with Mentoring Dimension
By encouraging students to create drawings to support their languaging in English, visual
languaging also offered insights into mentoring by providing both visual and verbal evidence for
the teacher-researcher to identify individual students’ learning needs. For example, some
students lacked the specific lexis and phrases to language (as discussed in 5.5), and some were
uncertain about the conceptual differences and relations between habitats and ecosystems (see
section 5.6). As students visually represented and verbally articulated their interpretations of the
content, the teacher-researcher was able to provide scaffolding and feedback by comparing the

visual elementsintheir drawings and their utterances when they were languaging with drawings.
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In this sense, visual languaging integrates with the mentoring dimension of the PTDL model as it

offers a means to identify learner thinking through observing the inconsistencies between —

e what students uttered with their drawings, and

e what they actually drew.

Such inconsistencies revealed individual students’ thinking processes, especially the extent of
their conceptual understanding and the appropriateness of their language use, which offered
insights for personalised mentoring. Therefore, the teacher-researcher was more precise in
supporting learners with appropriate linguistic forms for languaging conceptual understanding
using specific language functions (explaining, describing, evaluating) during whole-class and

individual-based Learning Conversations.

6.5.3 Visuallanguaging with Learner Agency
Learner agency according to the Pluriliteracies model requires teachers’ mentoring. That is
supporting learners in the process of constructing, communicating knowledge for academic
progression, and fostering their roles as primary agents of their own learning. In this study,

student agentic roles were revealed in their:

e creativity — creating drawings (pictural representations, mindmaps) with spontaneously
written text (e.g., thought or speech bubbles, annotations),
o reflection — reflecting on their learning, thereby forming personalised future English

learning plans with feasible approaches for achieving them.

Learner agency also requires an enabling classroom ethos, where attention paid to task design,
learner-led activities, and careful reflection is part of everyday classroom practices. Expectations
that students will take on increasing responsibility for their learning guides teacher and learning
behaviours. Students learning plans can provide them opportunities to practicallyimplementand
test their learning strategies in real-life settings and make adaptations for enhancing learning if
such strategies resulted in less effectiveness for realising their learning goals. It is anticipated that

as students move along the pathway of setting, applying, and reflecting on their learning plans
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and strategies, their mindset of independently solving problems and autonomously regulating

learning as self-reflective learners will be developed.

By respecting students’ improvisational ways of drawing, an emotionally safe space was
constructed in the process of creating drawings and was controlled and owned by students
themselves, within which they articulated, discussed, and reflected their conceptual learning
with the teacher-researcher. This space to some extent reinforced the partnership of co-
constructing learning between the teacher-researcher and the students (Fullan & Langworthy,
2014). This was corroborated as student reflection on learning with drawings also provided
insights for online mentoring with visuals (section 5.9) and stimulated their thinking of future
learning plans (5.10). Therefore, visual languaging integrated with learner agency by promoting

learner creativity and reflection, which echo the learner affective dimension of the PTDL model.

6.5.4 lllustrating Visual Languaging
Having addressed the potential interplay of visual languaging with the pluriliteracies model’s four
dimensions for learning, teaching, and growth mindset, an emerging 3D pedagogic strategy was
created to illustrate such complementary interplay, which can be coined as ‘Visual Languaging

for Deeper Learning’ (Figure 39).

Page | 249



250 |Page

Visual Languaging
caCain= o
. ~
! A
Deeper
Learning A
el “Lealner~ - = \

-

\4‘ " ‘\‘ Agmcy "'-' e

-~

o P - - \)'
« gonceptualisinig 4. - ~ Mentoring®,

-~

LC. - - M

~

<, _ -Communicating~ _ _’
~A\ \4—, - 5
\ - e - - - /
A"
Y

Figure 39. Visual languaging for deeper learning

This visual strategy was designed as a 3D rotating mechanism to resemble the ecological nature
of the pluriliteracies model for deeper learning. It explicitly depicts the dynamicintegration of

visual languaging with PTDL through:

e visualising and languaging conceptual understanding using CDFs for the conceptualising
and communicating dimensions,

e providing visual evidence for mentoring,

e promoting creativity and reflection for learner agency.

In conclusion, data suggest that visual languaging can be considered complementary to verbal
languaging for its value in learning and teaching from both learners’ and teachers' angles. It
encourages learners to creatively makevisuals when they lack the linguisticmeans for languaging,

whichin turnprovides tangible evidence for learners’ reflection and teachers to adapt mentoring
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learning. These features differentiate visual languaging from other visual-related studies of

language or other subject education.

Another crucial feature of visual languaging is the exigencies of partnering with Learning
Conversations which supports the ecological alignment of visual languaging with the
pluriliteracies model. This addresses the growing trust, mindsets, and co-construction of learning
and teaching between learners and teachers, or mentees and mentors. These can be promoted
through mutually respected, emotionally safe Learning Conversationswhere learners’ visuals and
languaging of the content using specificlanguage functions can be communicated and scaffolded.
In this study, for visual languaging to work and embed in the pluriliteracies ecological ethos for

deeper learning, Learning Conversation became part of that process.

It is also worth underlining that though the data provided insights and evidence about visual
languaging for supporting learning, mentoring, and learner agency that appeared adequate for
answering the research questions, the potential of developing students’ sustainable self-
regulation for generating and maintaining achievements in learning via visual languaging is yet
to be found. This is one of the limitations of this study and will be further addressed in Chapter
7. Moreover, the 3D pedagogic strategy has yet to be adopted and experimented with in other
research or contexts (e.g., combining with other digital technologies or platforms, learners
creating other forms of visuals rather than drawings) to fully corroborate its potential for deeper
learning. Therefore, more empirical studies are needed for further refinement and adaptation of
this heuristic learning tool for deeper learning in order to fit and fulfill the learning purposes of
potential stakeholders in different learning contexts beyond English language learning in the

digital era.
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Chapter 7 Conclusion

7.1 Summary and Implications of Findings
By discussing and synergising the answers to the research questions, the potential of visual
languaging for learning was substantiated through two activities — visual creation and visual
articulation. Astheyoungerlearners created and articulated drawings correlating to the thematic
content introduced in the English lessons of the Main study, they also practised their
understanding of the content and language needed to verbalise their conceptual understanding
to peers and the teacher-researcher. More precisely, students’ conceptual and language
development was demonstrated by their utterances in using specific cognitive discourse
functions (e.g., describing, explaining, and evaluating) to communicate their conceptual
understanding during in/after-class Learning Conversations and interviews. Their language
including the use of discourse functions for articulating conceptual understanding was triggered

by their own drawings and appropriated by scaffolding from the teacher-researcher and peers.

The explicit process of students receiving input of the thematic content from the teacher-
researcher and creating output in visual and verbal forms for learning with scaffolding is clarified
and discussed throughout Chapters 5 and 6, which is also succinctly summarised in sections 6.2,
6.3, and 6.4. This process encompasses four components that are essential for enhancing and

sustaining learning through visual languaging facilitated by Learning Conversations:

e visual evidence — visualising thinking via the drawing tasks,

e verbal evidence — languaging thinking using cognitive discourse functions (CDFs) in
Learning Conversations,

e mentoring — scaffolding conceptual understanding and language use via Learning
Conversations whilst adapting mentoring by referring to the visual and verbal evidence,

e |earner agency — encouraging learner creativity and reflection.

These four components mediated through Learning Conversations demonstrate how visual
languaging can be aligned with the four-dimensional pluriliteracies teaching for deeper learning

(PTDL) model. The interplay of visual languaging with the PTDL model is therefore captured and
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represented in a 3D rotating figure (see Figure 39 in Chapter 6) intending to complement the
dynamic growth of conceptualising, communication, mentoring, and learner agentic mindset for

ultimately realising deeper learning.

Based on the above review of findings, implications for applying and adapting visual languaging
for English thematic content and language learning can be perceived from how teachers design
learning tasks and support students to do such tasks. At the core, this involves the integration of
visualising and languaging for developing conceptual and language understanding, literacies, and
learner agency in conjunction with the quests of the Pluriliteracies Model. Moreover, it is crucial
to highlight the importance of Learning Conversations as the vehicle for enabling this deeper
awareness of how students can learn and be supported whilst they languaging their learning.

These elements of implication will be unravelled as follows.

7.1.1 Designing Visual Creation and Articulation Tasks
Communicating with learners about specific English thematic content is suggested so as to
develop a holistic understanding of their current English levels for designing teaching. Since the
researcher did not have the access to contact all participants before conducting the online case
study, consulting with their teachers appeared to be the only option to gain insights into
participants’ learning progressin the sample school. As indicated by the data in Chapter 5, some
students had some experiences of learning through creating visuals whilst a few showed less
interest in visualising and were therefore encouraged to combine drawings with writing for
demonstrating their thinking. This highlights the necessity for teachers to discuss learning with
individual learners to explicitly take into account their interests, prior knowledge, and learning
experiences in order to develop the pedagogic approaches or strategies that learners can relate
to, with a starting point of content that may be familiar at the surface level to be developed to
an in-depth level. Such practices support learners in deepening specific aspects of content with

which they may have some or limited understanding.

This raised the concern of designing content-related tasks to challenge and enhance learners’

current language and cognitive capabilities. As visual languaging is experimented with to support
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learning in this research, tasks were, therefore, designed to integrate the target concepts of the
content with students’ visuals. The choice of using drawing as students’ visual form to output
their understanding of the content was discussed and confirmed in the Pilot Study implications
in Chapter 4. According to student evaluation, visualisation was also evidenced as a preferable
and interesting tool for learning by most students in the Main Study with strategies explored for
those more reluctant to engage. Encouraging students to create drawings as sup plementary to
the oral expression of their conceptual content understanding implies a natural lead-in with (i)

explicit guidance, (ii) infusion of the content and the drawing activity, and (iii) strategic scaffolding

and feedback.

These three factors are derived from the researcher’s experience of teaching and researching
with the participants to sustain their process of comprehending the thematic content by
supporting them in using and communicating such content in the English language with linguistic
appropriacy. A natural lead-in refers to the teacher-researcher ensuring the input is accessible
using a careful selection of relevant images to facilitate students’ understanding and encourage
to create their own visuals to externalise their thinking of the content during Learning
Conversations. The infusion of the content with drawings was realised as students articulated
their thinking with drawings in English with encouragement to use specific language functions to
develop both their conceptual and language understanding. The scaffolding and feedback were
strategically integrated into Learning Conversations with students as natural daily talks to trigger
more thinking, engagement, reflection, and peer discussions. This leads to the next implication

about the essential nature of Learning Conversations.

7.1.2 Supporting Studentsvia Learning Conversations
The concept of Learning Conversations in this research is key to activating and facilitating the
potential of visual languaging for learning, mentoring, and fostering learner agency. It
encompasses dialogictalks that naturally occurred between students and theteacher-researcher
when students articulated and communicated their drawings and conceptual understanding in
the lessons. In addition, follow-up conversations with individual students were scheduled after

every two lessons, which offered a safe space where individuals’ thinking was expressed freely
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without interference from other students. Within such a space, every student also received
personalised feedback on their specific learning concerns or needs. In-class Learning
Conversations with all students facilitated peer discussions and scaffolding with peer collective
thinking of the content. This combination of in and after-class conversations provided students
with more learningtime and opportunities to practiceand appropriate their English language use

for languaging their conceptual understanding.

Moreover, such a dialogic combination not only intended to explore the effect and potential of
Learning Conversations but also suggests changes to the current practices for teaching and
learning across a range of contexts. For example, depending on cultural contexts, it is
acknowledged that school teachers may not have time to offer ‘additional conversations’ with
individual students after class. This indicates the need for teachers to redesign tasks in ways that
factor in time for Learning Conversations. In other words, when teachers themselves redesign
some of the in-class learning tasks so that Learning Conversations are embedded as part of
regular practice, then the need to position Learning Conversations as additional or after-class

‘burdens’ will be removed.

Alternatively, such a challenge might also be overcome through greater home-school
collaboration since teachers can design tasks where students can work more independently at
home given a diversity of resources, conditions, or environments supported by parents. For
example, giving students options (e.g., Dropbox, online resources links) to access learning
materials for preparing in-class activities, so that teachers can plan for further Learning
Conversations within the allocated hours for teaching. Such conversations can be designed to
reintroduce the learning materials in the form of problem-solvingindividual tasks or group work
whilst scaffolding students via whole-class Learning Conversations or can be transformed into

individual-based Learning Conversations to check how each student’s work is done at home.

In essence, this is similar to working on a ‘Flipped Classroom’ model — which may be a future
consideration. It is a blended learning approach where learners cooperate with their teachers to
construct their insight and knowledge based on engaging and effective learning experiences,
progressive networking learning activities afforded by flexible, learner-centred environments,
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and diversified learning platforms of flipped teaching (Yousufi, 2020). Therefore, this study has
identified the need for developing teachers’ use of technology and pedagogical approaches when
transforming their classroom practices. Such teacher development may encourage students to
participate in pre, in, or after-class activities for language and content learning and to
independently link and apply the new learning to broader life issues. This leads to another future

consideration —teachers’ cognition of the PTDL model as suggested below.

7.1.3 Fostering Learner Agency
Given the ultimate goal of deeper learning by integrating Learning Conversations with visual
languaging to promote learner thinking, discussion, and reflection on their learning, learner
agency as one of the key conduits is emphasised in this study. By retrospectively reviewing
participant-initiated plans for their future English learning in Chapter 5, it is possible that more
agentic roles may have been triggered by this case study. However, the impact of plans or
strategies for improving their English language capability requires longitudinal research to
conduct follow-up interviews with the same groups of participants to collect data on their
learning progress or status. This can allow the teacher-researcher to gain insights into the
effectiveness of their learning strategies and offer them feedback to make changes to further

promote and sustain their English learning.

Fostering learner agency requires a stable teacher-learner partnership to encourage learners to
reflect on the learning process and make learning plans, facilitate the implementation of their
plans, and provide feedback for making adaptations of their learning strategies for enhancing
learning. This partnership that synergises teacher-learner mindsets for knowledge construction
also needs more research to further investigate learner affective factors through the lens of
reflection, metacognition, and teachers’ mentoring. Taking this study as an example, it would be
necessary to work with the Main Study participants for a longer period of time to collect and
interpret data on how they reflect and make changes to the plans proposed to attain their
learning goals (e.g., advancing their English learning). To achieve such demanding ambitions
involves further investigation into growth mindsets and learner resilience, teacher beliefs and

confidence to take risks which bring into question traditional expected pedagogies whilst
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adapting teaching to encourage learner confidence, motivation and resilience to sustain their
learning. This therefore would also enable greater insights into teacher cognition and design

processes in collaboration with learners as co-researchers.

This process of motivating and supporting students to design, reflect and redesign for their own
learning aligns with the PTDL model. It implies the need for teachers’ professional learning in
terms of their cognition of PTDL — what the model is, how its four dimensions can facilitate
learning, and especially understanding the importance of mentoring learning, learner-teacher
partnerships, and task design. It requires practice in how dialogic communication works best in
the classroom — how to ask questions that lead to further discussion and how to encourage
learners to ask their own questions and take agentic action. Developing such teacher cognition,
and innovative pedagogies and practices for motivating students in language learning and
language use, require time for teachers to reflect, experiment, and take risks. This also
underscores the necessity to rethink some pedagogic approaches or strategies in contextually-
aware ways and how these might be adopted by teachers, given the constraints of national
priorities (e.g., exam-oriented education in China) in order to develop more appropriate
classroom ethos, task design, and ways of promoting learners’ thinking and agency. Given the
demands on teachers and the policy and practice priorities, this is indeed a challenge and one for

future consideration.

7.2 Limitations
After reflecting on the research findings and implications accentuating task design, Learning
Conversations, and learner agency, three limitations were identified — researcher identity,

research time, and research design regarding sample size as elaborated below.

7.2.1 Researcher Identity
The first concern focuses on the teacher-researcher and the potential bias or subjectivity of data
analysis. In addition to the researcher’s scrutiny of video recordings, approaches including
member checking, and comparing codes with an intercoder were applied to mitigate the
subjective interpretation and analysis of data. As guided by Tracy’s (2010) ‘Big-Tent’ criteria,

these approaches were explicitly elaborated in section 3.8.2 of Chapter 3. However, whilst the
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focus of this study has been on learning, a more critical perspective on the researcher as the
teacher takes into account cultural exigencies and expectations. A related concern is the possible
lack of holistic understanding of individual participants' current English learning progress and
levels in their own schools. The teacher-researcher was not their usual school teacher, and the
learners were engaged in this study voluntarily. This may have impacted the appropriateness of
teaching presentation design in terms of the complexity of the target language and its thematic
content. As has already been noted, it may also have influenced the learning behaviours of
participants (e.g., their willingness to contribute out of lesson time, parental involvement, and
positive attitudes towards learning) though most of them appeared motivated and engaged
during data collection. This raises issues to be resolved around the sustainability of such a

pedagogic innovation without more diverse applications for embeddingacross the curriculum.

An alternative scenario to work with these concerns in the first instance would be for the
researcher to develop alternative teaching materials or work with the participants’ teachers to
co-design and observe teaching. In this sense, the researcher plays the role of a co-designer and
an observer whilst the teachers deliver the English classes in the classroom. A recommendation
for future research would be for the researcher to have frequent and in-depth discussions with
the teachers regarding the overall research design and objectives (i.e., integrating visual creation
and visual articulation in English learning) for co-constructing the learning tasks together to bring
about sustainable change. In essence, the teachers then become co-researchers and engage

intuitively in professionallearning.

However, collaborating, determining, and finalising the specifics of the teaching sessions can be
time demanding. For instance, the selection of topics, the requirements and assessment criteria
of in-class visual tasks, and after-class practices need to be considered and confirmed before
proceeding with the formal teaching phase for data collection. This also requires attention to the
cultural expectations and contexts with regard to teachers’ availability for extracurricular
teaching activities in addition to their schools’ teaching agendas. In this study, it was not possible

due to contextual reasons and COVID-19.
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7.2.2 Research Time
The duration for collecting data was mutually agreed upon between the researcher, the school,
and the participants with consideration of their availability beyond their own school schedule
and the given time for the researcher to conduct this Ph.D. study. It was noted that most
participants take extracurricular classes in addition to their primary school teaching agenda,
which possibly explains their absence in a couple of lessons. As clarified in Chapter 3, the Pilot
Study and the Main Study took three months to complete data collection followed by ongoing
and retrospective analysis. In order to gain a more trustworthy and deeper understanding of the
data for answering the research questions, checking and rechecking underlying information that
was possibly overlooked and nuances between different times of scrutiny continued even during
the process of writing this thesis. The analysis completed and reflected thus far as discussed in
Chapters 5 and 6, therefore, indicated the previously articulated implications (section 7.1),
provide the potential for enhancing the overall quality and credibility of t he data and results with

further research and adaptions.

If conditions allow, for example, the availability of the participants, their teachers, and the
researcher conducting this study longitudinally could comprise the researcher designing and
adapting teaching with the teachers, observing and interacting with the participants, scaffolding
and providing feedback to their learning, and especially supporting them in experimenting and
adjusting their own future learning strategies to nurture learner agency for lifelong learning. This
later stage was derived from students’ future learning plans, which is also what the teacher-
researcher intends to explore in future phases of this study. Moreover, engaging more than the
sample school to allow for cross-school collaboration and comparison would also lead to a
realistic assessment of the impact of such studies to contribute to curriculum reformsin China or

elsewhere.

7.2.3 SampleSize
The third limitation concerns the limited number of students in the case study. This research is
based on a small sample from one school — limited partially due to the COVID pandemic. There

was a total of 11 primary school students who voluntarily signed the consent form for the Main
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Study and five for the Pilot Study. During data collection, 10 students fully participated in the
Main Study and three in the Pilot Study. This study was presented to participants as exploring a
‘new’ approach to learning English. In emphasising that the study did not take into account the
quality of the drawings from an artistic perspective but focused on student drawings for
languaging and communication in whole-class and individual-based Learning Conversations and
interviews, which to some extent supported the proposal of visual languaging as beneficial for
enhancing their English learning. It also highlighted language and content understanding and
more importantly, their initiative and motivation to plan and direct their future learning.
However, such a relatively small samplesize evidently cannotberepresentative of primary school
students across different regions of China. Hence, the potential of visual languaging emerging
from their data must be seen as a small, first step toward refining and testing its heuristic

potential for learning in the Chinese context and beyond.

Recruiting more participants and experimenting with the potential of visual languaging for
primary students with varied learning needs is now necessary.To broaden the scope of designing
and exploring teaching and learning with visual languaging, future studies can explore the
applicability of visual languaging for different education levels in contexts with different

educational policies and learners from varied educational, cultural, and social backgrounds.

In addition, the limited sample size determined the use of data collection tools. Qualitative semi-
structured interviews as the main research tool for data collection in this study triggered more
discussions regarding students’ learning through visual languaging, especially while being
supplemented by scaffolding tools — Learning Conversations and drawings for the researcher to
interpret and analyse the data. Given the importance of Learning Conversations and the time
needed to ensure these become regular practices, it requires a rethink in classroom task design.
Moreover, carrying out future relevant studies with larger groups of samples through using some
quantitative data collection methods may potentially enhance data triangulation. As guided by
Denzin (2012) and Hastings (2010), a mixed method that integrates qualitative and quantitative
methods could lead to more rigorous data triangulation. This term refers to using multiple data

sources as emerged from a combination of research methods (e.g., individual or focus group
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interview, observation, questionnaire, or survey) to garner richer data for in-depth scrutiny and
analysis with increasing validity and reliability of the results, which to some extent can also

mitigate the prior limitation regarding the researcher’s subjectivity.

7.3 Future Recommendations
As set out in Figure 39 in Chapter 6, visual languaging as a pedagogic strategy that emerged from
this case study suggests more empirical research focusing on classroom teaching and learning to
usethis strategy toactivatefurtherelements ofthe PTDL model. Such changes require systematic
planning for teachers' professional learning. For example, practices of visual languaging could be
further enhanced by drawing on specific elements of the PTDL model that highlight the
importance of scaffolding learning with Learning Conversations. In other words, learning
mediated by Learning Conversations needs to be understood more fully not only in further
research but also supported by classroom evidence in order to provide further input on shaping
and adapting the visual languaging strategy for different learning contexts, especially for

collecting more in-depth data from learners and teachers.

Such contexts may encompass modern languages or subjects teaching for different educational
levels (e.g., secondary and tertiary education) in regions or countries with varied educational
policies and systems, and sociocultural and socioeconomic conditions. This study used one small
sample of primary-aged learners in China to create visuals for English language learning with
specific political and cultural contextual variables. This led to the initiative of the visual
languaging strategy that intended to contribute to changes to the educational climate and
methods by motivating learners to take ownership of their learning and develop pluriliteracies
beyond basic literacy in one language. However, as already discussed, due to its limitations, the
explicitness of designing more holistic learning episodes integrating visualising, languaging, and
Learning Conversations for pluriliteracies development, requires more participants and a lengthy
time to explore, reflect, and strategically adapt this strategy for supporting and encouraging all
learners to enhance and direct their learning. In short, this visual-based strategy now needs to
be further researched with larger groups of learners and teachers to test out its feasibility for

sustainable pedagogic changes.
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Another recommendation on exploring how visual languaging strategy applies in other learning
contexts requires synergies from all potential stakeholders’ perspectives. As both the researcher
and the teacher, this strategy was formed mainly based on the researcher’s interpretation and
analysis of the primary students’ data, which to some extent alsointegrated learner perspectives
(e.g., student feedback on using visuals to learn). However, students during data collection were
not asked questions or engaged in discussions which might inform more rigorously the research
on the alignment of visual languaging with the PTDL model for their English learning given the

limited time and the complexity of explaining the alignment to them.

Given the 3D visual languaging strategy is still in the process of development, it is anticipated
that feedback from researchers, educational practitioners, learners, and their parents can trigger
more discussions, research, and classroom implementations to enhance its applicability and
effectiveness for teaching and learning. Therefore, it is recommended that the next phase in this
development can focus on teachers enhancing their professional learning by critiquing and
developing the PTDL model to understand and use visual languaging with other alternative
strategies in their own classroom teaching for deeper learning. If learners are introduced to and
practise alternative pedagogic strategies in schools, they might spontaneously consider adapting
the strategies to fit their extracurricular learning with initiatives. In return, researchers of
relevant studies can receive feedback from both teachers and learners on how to develop visual

languaging to better facilitate learning.

As this study proposes the complementary effect of combining visuals with Learning
Conversations for facilitating learner languaging, therefore, it is recommended that teachers can
run trials of this combination whilst considering the possibility of integrating visual languaging
with other pedagogies. For instance, content and language integrated learning (CLIL), Learning
Conversations, translanguaging as addressed in Chapters 2, 5, and 6, or other strategies that
teachers use or exclusively design for their own classroom teaching. This underlines the
importance of considering contextual factors including teacher cognition and pedagogic
understanding, student learning needs and progress, and schools' teaching agendas and policies

when applying and customising visual languaging to specific contexts. The need for a focus on
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teacher professional learning as well as student learning is crucial for classroom dialogue and
teacher strategies as well as learner strategies to support deeper learning. For instance, teachers
may encourage their students to create other visual forms (e.g., digital drawings, paintings)
instead of hand drawings if students are more interested in digital technology -assisted learning

and if the teaching objectives also emphasise developing their digital literacies.

In conclusion, as an emerging researcher coining visual languaging, it is important to witness the
development ofthe alignment of visuallanguaging with the pluriliteracies model. This pedagogic
visual strategy is built upon the notions of visualisationand languaging. The use of visuals (e.g.,
drawings) or languaging to support learning is not itself a new idea, but the conceptualisation of
integrating these two learning tools as visual languaging in the contexts of PTDL which
incorporates Learning Conversations is not yet fully explored, and worth further attention and
exploration. Therefore, what makes the visual languaging strategy different throughout this
thesis is its potential in constructing an ecological ‘safe’ space for students to make their thinking
visible and own that process of visualisation. This became accessible by scaffolding students
through Learning Conversations that offer individual students personalised feedback and
confidence, given some are shy to meaningfully communicate with the teacher-researcher about
their learning needs when they were in a whole class discussion. Inthis sense, students’ cognitive
andlinguisticdevelopment is mediated by bringing together visualand languaging as a scaffolded
endeavour facilitated in Learning Conversations, thereby providing potential for pluriliteracies

growth and deeper learning.

The findings in this study are not a panacea. Understanding visuallanguaging is still in an early
stage starting by initialising, experimenting, and reflecting on the idea of using visuals for
languaging in English learning as proposed in this project. How to make transitions to a more
refined stage requires more empirical studies to further critique, adapt, and refine the strategy
for other contexts of learning. It is believed that the endeavors and collaboration of teachers and
researchers who share and utilise their teaching and academic expertise and repertoire can

optimise the potential of visual languaging across diverse learning contexts and ultimately shape
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itinto a channel for all learners to use with ease for directing and deepening their own learning

as pluriliterate life-long learners.
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Appendices

Appendix |: The Pilot Study Data

The Pilot Study Class PowerPoint Presentations

Lesson 1

E" 'I“ 0‘ f“f‘;‘*.l R
w w

A bit about me
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Your turn

* Your hometown

« hobby

 favorite colour

Can you recognise these colours?
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Language scaffold

* | can see
| can see white, beige, green.

Do you agree?

Green Yellow
Red
Blue
Brown
Pink
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Language scaffold

* | agree/ disagree, | think ‘  should be in
colour.

| think ‘Green’ should be in green colour.

Let’s check

Green
Red Black
Blue

Brown Purple
Grey
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GREEN
GREEN

DARK
GREEN
DARK
GREEN

PURPLE
PURPLE

YELLOW

GREY
GREY

BROWN
BROWN

CREAM /
WHITE BEIGE

Page | 296



297 |Page

Language scaffold

* | felt today, because |
| feel excited today, because | got a gift.

* | was today, because |
| was sad today because | failed a test.

Pick one face to match your feelings
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Language scaffold

o | feel when |
| feel calm when | read a book.

z 2 0
X/ 0
1 2
Can you
colour = <=7
— ~
them?
3 4
< S = o
~ <
S o}

Page | 298



299 |Page

Language scaffold

* | choosenumber |, It'sa face and |
colourit

| choose number 5, It’s a sad face and | colour it
blue.

How about these colours?

Colorful
Emotions
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Language scaffold

| think means/represents in
culture.

| think red means luck in Chinese culture.
| think blue means sad in western culture.

Which colours are positive or
negative?

O
&
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Language scaffold

* | think is negative/positive, because it
means

| think red colour is negative, because it means
angry.

Positive Negative
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Can you name their emotions?

o) (6o .

Language scaffold

* The face is
The yellow face is glad.
The red face is furious.
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Do you agree?

Happy Calm ~Angry  Sad
Curious Surprlsed Afraid Disgusted
30)
o
\ 0
Language scaffold
* | agree/ disagree, because | think means/
represents

| disagree because | think red means luck in
Chinese culture.
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Positive and negative emotions
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Language scaffold

* | think the personin is

| think the person in orange is cheerful.
| think the person in white is peaceful.

There you go! Now let’s compare!

: s
“:i||i[” ‘lll. ]l'i

Black White Red Blue Green

evil, unhappiness  purity, innocence love, excitement calmness, sadness envy
.Ah ° A
'Mj k ‘ :
- S\ s =

g 2

Yellow Purple Brown Orange Pink
warmth, energy wealth, mystery, reliability, enthusiasm, romance, kindness

wisdom strength attention
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Theme 1
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Which one do you prefer, why?

Language scaffold

* | prefer the left/right one, because | like
| prefer the right one, because | like rabbits.
| prefer the right one, because | like the story.
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Homework

1. Prepare a visual slide about yourself

2. Present visuals to describe a colour topic you
like in a slide

Good work
&
Thank you!
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Lesson 2

lours in my life

Visual presentation

" He'y’ hOW

was yOU.r
Week?“
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Language scaffold

* | was/felt . because

Review
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Review

y
r—9

¢

Review

<4

Black White Red
evil, unhappiness  purity, innocence love, excitement

NS
§ ¢
Yellow Purple Brown
warmth, energy wealth, mystery, reliability,

wisdom strength
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Review

Should, Shouldn’t, Positive, Negative, Prefer

Visual presentation

‘Me and colours’ by G1S3
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Introduction

* Asyou can see, there is/are
(colour/objects)

Process description

First,
Second/Then,
After that,
Last/Finally,
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Discussion

| think
* In my perspective,

* In my opinion,

My ideas were

Any comments?

* The reason | is because
* | did because
* | don’t think so, because
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Visual presentation

‘My favourite stuff’ by G152
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Introduction

* Asyou can see, there is/are
(colour/objects)

Process description

First,
Second/Then,
After that,
Last/Finally,
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Discussion

| think
* In my perspective,

* |n my opinion,

My ideas were

Any comments?

* The reason | is because
e | did because
* | don’t think so, because
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Visual presentation

‘Colours in my life’ by G1S1
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Introduction

* Asyou can see, there is/are
(colour/objects)

Process description

* First,
Second/Then,
After that,
Last/Finally,
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Discussion

| think
In my perspective,

* |n my opinion,

My ideas were

Any comments?

* The reason | is because
* | did because

* | don’t think so, because
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Questionnaire

How did you plan your visual homework?

What research did you do to inform your work?
Who or where did you get the most help from?
What was the most difficult part?

How did you feel about using visuals for learning?
What ideas or facts remain memorable after this study?
What things did you most enjoy about this study?
Would you like to take similar visual studies again?
What would you like to do or learn with visuals next
time?

10. Do you have any other comments?

000 DS U B

Thank you ;)
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The Pilot Study Researcher Notes
Lesson1

Date: 17/04/2020 @5pm Beijing time (10 am UK time)
Participants: Six students attended lesson one: G151, G152, G1S3, G154, G1S5, and G1S6.

Participation: G1S6 had some sound problems, and | couldn’t hear her for the entire class. G1S1
was a bit late and had some sound problems at the beginning of the class. G156 didn’t stay till
the end of the class. G1S5 had an internet problem in the middle of the class. Other than that,
the rest students fully participated and actively interacted with each other.

All thetasks went well as planned as they all talked about their favourite colours, objectsin these
coloursandtheirhometown. They also recognised different coloursin regardto light, dark, warm,
cold, colours and comprehended different emotions in terms of positive and negative ones.
What’s more, they were able to express feelings with sentences like ‘I felt...because....”

G1S2: | feel happy, because after this class | clean my room and then play.
G1S1: | was happy today, because | can watch TV.
Julie: | feel happy today, because | have a holiday tomorrow.

Also, they were able tosharetheir preferences and ideas by using ‘I prefer, because..., | think...can
mean..., ...should be..., etc.

What surprised me was the way G152 described his feelings of the day: “I feel grey today because
I finished my homework.” before | proceed to the task about relations between colours and
emotions. They also came up with new ideas of emotions that are related to different colours,
for example, G1S2 said the orange face can also mean ‘doubt’.

At last, they all understood the requirements of their homework with visual presentations.

| think theirgrammar of verb tense needs tobe improved; Interms of interaction, | need to make
sure every student has a chance to speak without disturbance by others’ voices by turning on
one microphone at a time to avoid overlapping voices. Maybe trying to use individual-based
conversations after the lesson can allow each student to express their thinking fully and freely.

Lesson 2
Date: 24/04/2020 @5pm Beijing time (10 am UK time)
Participants: four students participated in lesson 2: G151, G1S2, G1S3, and G154

Participation: G156 was absent, G1S5 asked for leave as he had school classes to take, G1S1 was
late, G1S4’s microphone wasn’t functioning, so | couldn’t communicate with her, the rest
students engaged fully and actively.

The first part was a review of lesson 1:
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First, they used colours to describe their feelings about the past week;

G1S2: | felt yellow because | am happy every day.
G1S3: I felt yellow too because | watch TV.

Then we reviewed some keywords of colours and emotions as well as some verbs and adjectives,
such as prefer, should, shouldn’t, positive and negative, G1S2 was able to remember the colour
cream/beige.

G1S2 and G1S3 managed to distinguish warm, cold, dark, light colours and positive and negative
emotions. They also managed to share their ideas of linking colours and emotions as follows;

G1S2: Black means evil, red | think romantic and love...green.. &% (envy)...purple means like | think

purple means wealth, mystery.,... orange... | know how to spell a-t-t-e-n-t-i-o-n... pink...kindness.
G1S3: white means good, blue means sad, | think brown means strong.

They need to practice more on the pronunciations of some nouns, such as beige, mystery, envy,
attention.

The second part was a homework discussion. | received homework from G1S1 in jpg form and
G1S2 in pdf form through the DingTalk app and G1S3 in ppt form through the WeChat app.

They took some photos to introduce themselves and describe colours in their lives by presenting
their favorite colours, drinks, books, and toys. They also described the content of the photos,
how they planned their photos in terms of why they chose the objects in the photos to explain
how colours permeate their lives during the discussion as follows;

T/R: I've noticed you uploaded some pictures of different books, what kind of books are these?
G1S3: These are what | like to read adventure.

T/R: Which one do you like to read the most?

G1S3: | like to read blue colour.

T/R: There are two blue colours, which one, dark, light?

G1S3: The both.

G1S2: Iread the two blue one, | think they are good they are some graphic novels, the light blue
one tells us how to survive on the island and the blue one says what happens in the deep sea.

G1S2: First | put the stuff on that little sofa, then took the pictures of them, next | make it into a pdf
and next | give it to you. Well, two of them is that | found on my iPad that first one is Plants vs Zombie
and the second one is Minecraft cause | sure like those two games and then my favourite colour red
and my favourite drink soda...And | like history, science stuff, and science fiction books. | like to
explore the earth and the last picture you can see that, | like playing Lego.

(G1S3 and G1S3 evaluate each other’s pictures)
G1S3: I think it’s good because he tell us his hobby and he also like to read books.

(Then G151 joined the class)
G1S1: My mother help me, | find them in my home, my toy is black, purple, white and my book is
black, the book talk about the sky, sun, earth, moon, and UFO.
G1S2: I think it’s good, well because that when you see it, you really know he like reading adventure
books and what are those, what adventure books”
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G1S3: Any adventure books.

We learned some new words such as funeral, visible, sci-fi (science fiction), wall, Milky Way,
efficient.

Students need to pay attention to grammar in terms of verb tense.
I need to give students more time to speak (waiting time).

Give clear directions on ppt visuals to help them do tasks. For example, in lesson 1 ppt, for the
task of ‘choose a face that matches your feelings, | should have given students the slide of faces
marked with numbers first instead of the slide with random faces which brought difficulties for
them to label and talk about the chosen ones.

Interview
Date:
26/04/2020: G1S1@ 6 pm Beijing time (11 am UK time)

27/04/2020: G1S2 @ 5 pm Beijing time (10 am UK time), G1S3 @ 5:30 pm Beijing time (10:30
am UK time)

Interviewees: G1S1,G1S2, and G1S3 are 8 to 10-year-old ESL pupils in Wuhan, China.
Language: G1S1 responded mainlyin Mandarin, G152 and G1S3 responded in English.

Transcriptions: their responses in Mandarin were translated into English in the brackets by the
researcher.

Remark:

All three students were able to employ external cultural artifacts (the books they like to read, the
toys they like to play with) that were invested with meaning and became mediating signs that
enabled them to control their behavior from the outside (i.e., enable themselves to use those
books and toys for supporting their understanding of visualisation and visual production).

This agentive (intentional) action is the mechanism of Vygotsky’s double stimulation (Vygotsky,
1987) that consists of two stages of stimuli: the initial problem situation (first stimulus) and the
mediating conceptual tool (second stimulus). His principle of double stimulation is not only away
to enhance performance in learning and problem-solving tasks, but also is “essentially a
mechanism of building novel concepts, agency and will” (Engestrom, 2011, p. 14).
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Table 5. The Pilot Study Interview Extracts

1.

Haveyou learned anything new from these two lessons?

1.1 If yes,whatnewknowledge or language haveyoulearned?
1.2 If not, how doyou feel you did in these lessons?

Page |

G1S1 G1S1:llearned the colour and expression.
T/R: What expressions?
G1S1:Angry, happy, smileand scared.
T/R:So, you learned some emotions and colours, didyou learnany sentences?
G1S1: What colour is what expression. Angry is red and yellow is happy.
G1S2 G1S2:llearned anew color brigethat also called cream and...different colour in different people’s eyes mean different feelings.
T/R: Beige.
G1S2:1learned some new words that’s like evin, kindness, wisdom.
T/R:Envy?
G1S2:Yes.

G1S3 Coloursto stand for our feelings.

2. Howmuch did you know about the topic (colours and emotions) before the lessons?

G1S1 G1S1:Eightcolourexpression.

T/R: What is something new about emotions youlearned?
G1S1:Theblack.

T/R:What does black represent emotion?
G1S1:Blackisso...FBE (evil).

T/R: FBE (evil) evil.

G1S2 G1S2:You know that the emoticon pack, theangrypartalwaysthered stuff and the scary part use blue, green and plus yellow andalso some yuck
things they usegreento do it.

G1S3 G1S3: Not many things.

T/R:Can you tell me the things you know before the class?
G1S3:1know colours, we can use colours to draw pictures.
3.  Whatvisualsdid you usefor your homework? Where did they come from?

G151 T/R:FKICE L EIRRBLEZMENMEE F (Iremember last class youshowed me your photos) photos, your mother helped youtake them?
G1S1:Yes, my mother help me.

G1S2 G1S2:lusethiscomfortable grey, becauseyoucan seelike when you taking pictures, it's all grey and like th ose the stuff lam taking picture with is
somethingthat havelight colourlike yellow, white, and those thing will make those stuff light coloured stuffmore ... you cansee themin very quick
time, grey dark colourgrey plus light color.

T/R:You mean thereis a contrast of colours, the grey colour can make other colours stand out more.
(G1S2:Yes.

G1S3 G1S3:Some pictures like my book and when | read is my mom take for me, and othersis | takeit in our...in my mom’s phone.

T/R: Which ones were taken by you? | remember you sent me three pictures.
G1S3: My book is taken by me.
325




326 |Page

4. Didvisuals/images helpyou to understand new knowledge or come up with newideas? 4.1If yes, how? 4.2 If not, why?

G151 G1S1: EbanE QQ FREERHE A2 EBIRIFGEL, PN RIEFEA/LF M EENRE, BAARMMNREHEBETEEN. A
BREMENRIEERERENEIE (lused to think thatall emotions arein yellow since the emojisin QQ and WeChat arein yellow, then after the
lessons, I realised thatemotions can bein different colours). EE 03k R 159 (As | just mentioned) red angry and whiteis good means.

T/R:Good meanings.

G1S1: &R kind-hearted. FBZNRHE G, BARMSHE —L8E MERBXEERZAT REBFER
=REE, EXRAMSELEREMER, HFQAE’JM%ETE%DIJ#J:EE’]#HH ﬁﬂ%ﬁﬁ%lﬁﬁ’hﬁ ?*/:wt/x‘?;—ﬁj\ﬂ, E=WEE, AE

KRAEW EEREFRZEEIZXN—HME, RRRBXMNEFREFRN, REFHSHXNHNR (After | saw thevisualsin the ppt, |was a bit

uncertain about suchmatches of coloursand emotions, so | searched online about this topicand learned this type of knowledge).

T/R:Okay, Fr I\ —FHBIRE 12 LG FX L R BURHREIRE A RE TR TAE, ZBIRBECHEETR LR, AN EELER—LHR, RE

iELLIE So you were uncertain aboutthevisualsl showed in classes, then yousearched online to verify). H ST B FlERRILZEE —MAER

£, FREREIem—ERRESR, detPEXFRRFEE, KRTBEB=K(Infact, thereisno standard match between colours and

emotions, red not necessarily means anger, in Chinese culture, it is a holiday colour that also means luck).

G1S1: I B IR FRZ1EMR (Red also represents love)!

G1S2 G1S2: My learnisthedark colour willset off the white colour, the white will set up the dark colour.

T/R: White and black are opposite colours.

G1S2:Yes, opposite will set up each other.

G1S3 G1S3:Yes, | think we can learn some like colours new colours...use colour to stand for something like our feelings...I thinkit’s different colours can

stand for different feelings and different things.

T/R:What different things?

G1S3:Justlearn something about science, like some experiments.

T/R:How did thosevisuals help you learn English?

G1S3:Ithinkitcan tell some about like when two person is talking use English, it can make videoand it can write something about they talk.
5. How mightvisuals beusedinthefutureto help youlearn?

G1s1 GISLESHMEXEER FE. FALEE, HERTLERRMOIIR, THRSERIEMNERESE ZAENR ('l know what'sin the visuals
and look atit carefully, searchthe knowledge that I don’t know, probably I'll learnmore when | search and corroborate that knowledge).

T/R:IB, FMREARSERIENME, MUETEDSE—EE A AFIEIBANE (Um, whatif you don’tknow howto verbally express yourself,
would you possibly use visuals)?

G1S1: £ 1R 2 B & ER<S (Yes, many times). Eb 20 today, | 52 5] —/N= fJ triangle (Forexample, | learned about triangle today), my father havea
question, FAFE LM EARE, RERMS AERMER AL MEE, iLthBEXAE8EE AR (1didnt know how to verbally
explaln so | used visuals to answer his question).

T/R: XFE R B R B EIE=Z S Y FiB i (Have you had such experiencein language learning)?

G1S1: £, FESFEEC =M (Yes, I'll express my opinions).

T/R:How will you explain your opinion?

G1S1:I'll say SN RIFATEZE NG (if | can’tarticulateclearly), I'll draw B 25111 (and show them), 1Lt 1EHE F B C Y48 (letthem know my
ideas). My father say It FRIABE J1A1T(lam notgood at expressing myself), F B 2% FBE BAIFER (| often usedrawings instead), & A I IEE

¥ E B (becausellovedrawing).

G1S2 | liketo draw and it may be help meto draw some pictures...when sometimes | talking about my friends with some game pictures and some friends
like my another English teacher in America, I'll show him my drawand we are talking about itand then we have up per Englishlearn.
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G1S3

G1S3:Ithink Iwantto learn aboutscience.
T/R:How could visuals helpyou to learn sciencein youropinion?
G1S3:Visuals can help uslearn something like technology.

What suggestion could yougive me as a teacher about using visuals to help you learn?

G1s1

GIS1: A B MY ERF, XFMHIEE. BES L= /AEIBRIBFEEES (Ithink notjust visuals, words are also very...should write some words
to enhance understanding).

T/R: X FHFE K 454 (Combing words with visuals)?

G1S1:Yes, yes.

G1S2

G1S2: My gestion is like that we have mouths to say and the... to think, so we can do saying, we can do writing, also write.
T/R:Uh-huh, we can say and write.

G1S3

G1S3:Wecan search pictures on internet.

T/R:You think teachers can give you some opportunities to search images on the internet?
G1S3:Yeah.

Table 5. Three students’ interview responses

Table 6. The Pilot Study Questionnaire

Whatresearch did you do to inform yourwork? (It could be consulting with teachers or peers, searchingvisuals online, self-creation like makinga drawing,
painting, etc.)

G1S2

| don't.

G1S3

| take some pictures about my hobbies and my books.

Who or where did you get the most help from?

G1S2

No, | don’t.

G1S3

| get help from my mom.

What was the most difficult part?

G1S2

Write homework

G1S3

The most difficult part was making power point.

How did you feel about using visuals forlearning? (I felt confident, not confident, easy, difficult, etc., because...)

G1S2

Good.

G1S3

| think using visualsfor learningis very good.

Whatideas or facts remain memorable after this study?

G1S2

A new color.

G1S3

| know we can use colors to stand for our feelings.

What things did you most enjoy about this study (lesson 1+2)?(Group work/ discussion, learning to use visuals, etc.)
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G1S2

The pictures.

G1S3

| most enjoy using colors to introducing us.

Would you like to take similar visual studies again?

G1S2

Yes, | do.

G1S3

Yes, | want to take similar visual studies again.

Whatwould you

liketo do or learn with visuals next time?

G1S2

Yes.

G1S3

| wantto learn science with visuals next time.

Doyou haveany

other comments?

G1S2

No.

G1S3

No.

Table 6. Two students’ questionnaire answers

Table 7. The Pilot Study Analytical Framework

In what ways might
visualisation serve as
an intermediary
learning tool (visual
languaging) that
bridges conceptual
knowledge
constructionand
languagelearningin
English language
classrooms?

transcripts,

English lessons

development

RQs Data sets Themes Categories Excerpts (the brackets are English translations)
RQ1: In-class Learning | Conceptand | Describingand G1S1:Whatcolour is what expression. Angry is red and yellow is happy.
Conversations language explaining emotions G1S3:1was happy today because | can watch TV.

G1S4:“Ifeel happy today because | have a holiday tomorrow G1S2: | feel grey
today...because after this class | clean my room”.

G1S2:Ifelt yellow because every day | am happy.
G1S3:Ifelt happy because | watch TV.

T/R: What areyour favourite TV programs?

G1S3: My favourite programis the news.

T/R: What colour wouldyou use to describe your happiness?
G1S3:Icanuseyellow too.

T/R: Why?

G1S3:Becauselamhappy.

T/R: Do you think yellow is a happy colour?

G1S3:Yes, | think.
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Interview
transcripts

Language scaffolding
inthe lessons

T/R: What about the left bottom?

G1S2:That’scream.

T/R:Yes, is there another way to say it?

G1S2: Let me think something...bridge, b-e-i-g-e.

T/R:You arecorrectin spelling, butthe pronunciationis beige. ‘Bridge” hasan ‘R’.
G1S3:ltlike, justlike ice cream.

G1S2:Vanilla.

T/R:Very similar, that's why we call it cream as well.

G1S2:Black means evil, red | think romantic andlove.
G1S3: White means good, blueis sad.

T/R: What aboutthe personin green?

G1S3: Hefeel HEIF (envy).

T/R:How to say itin English?

G1S2:1think that’s e-n-v-y, Envy.

T/R:Yes, whatabout purple?
G1S2:Purplemeanslikelthink purple means wealth, mystery.
T/R: What about brown?

G1S3:Browniis...

G1S2:1think brown means strong.

T/R:And orange?

G1S2:1know how to spell a-t-t-e-n-t-i-o-n.

T/R: Attention.

T/R:The lastone - pink?

G1S2:Kindness.

Language scaffolding
inthe interviews

T/R: What is something new about emotions youlearned?
G1S1:Theblack.

T/R: What emotion does black represent?
G1S1:Blackisso...FBE (evil).

T/R: FBE (evil) evil.

T/R:Haveyou learned anything new from the lessons?

G1S2:llearned anew color brige that also called cream and...different colour in
different people’s eyes mean different feelings.

T/R: Beige.

G1S2:llearned some new words that’s like evin, kindness, wisdom.

T/R:Envy?

G1S2:Yes.

RQ2:How can students
develop their
appropriate use of
specific cognitive

In-class Learning
Conversations,

English lessons

Languaging
with visuals

Describing, explaining,
evaluating visuals

T/R:I've noticed you uploaded some pictures of different books, what kind of books
arethese?

G1S3:Thesearewhat | liketo read adventure.

T/R:Which onedo you like to read the most?

G1S3:lliketo read blue colour.
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discourse functions
through visually
scaffolded languaging?

Visual artefacts
(Photos, online
images)

RQ3:

What are the necessary
conditions for online
learning experiences
which encourage

Interview
transcripts

T/R:Thereare two blue colours, which one, dark, light?

G1S3:Theboth.

G1S2: Iread thetwo blueone, | think they are good they are some graphicnovels,
the lightblue onetells us how to survive on theisland and the blue one says what
happensin the deep sea.

G1S2: “Firstl putthe stuff on that little sofa, then took the pictures of them, next |
makeit into a pdf and next| give it to you. Well, two of them is that | found on my
iPad thatfirstoneis Plants vs Zombie and the second oneis Minecraft cause I sure
like those two games and then my favourite colourred and my favourite drink
soda...And | like history, science stuff, and science fiction books. | like to explore the
earth and thelast picture you can see that, | like playing Lego.”

G1S2:lusethiscomfortable grey because youcan see like when you taking
pictures, it’s all grey and like those the stuff | am taking picture with is something
thathavelight colour like yellow, white, and those thing will make those stufflight
coloured stuffmore... you canseethemin very quicktime, grey, dark colour, grey
pluslightcolor.

T/R:You mean thereis a contrast of colours, the grey colour can make other colours
stand out more?

G1S2:VYes.

G1S2:1thinkit’'s good, well because that when you seeit, you really know he like
reading adventure books and what are those, what adventure books.
G1S3:Any adventure books.

Describing learning
with visuals

T/R:How mightvisuals help you in the futureto learn?

G1S1: B & FNIE X L& T (1 can knowwhat's in the visuals). {F 4L EE (by
carefully looking at them), ¥ & & _F EFAR FHY &R (and researching the
knowledge on thevisuals that | don’t know), T B &7 LaiF B35 A 58 £ 59240
1R (I may learn more whilst verifying the new knowledge).

T/R: B (Mm), BMR S A S ERIEANE, IOt thes A— Ll A ke
1L (Would you usevisualsto express yourthlnkmg whenyou don'tknowhow to
putitintowordsinthefuture)?

G1S1: £ M (Yes), 1R 2 B {&ER<(often), EL 40 (for example) today, | 3 — 1=
J(learned about) triangle, my father have a question, I RN EIE & fth/E 4 fRE
RERHS AER AL G MR, 1LBIARXMaBE A RS ( |didn't

know how to verballyexplain, so | used visuals to answer his question).

Student
feedback

Feedback for teaching
with visuals

T/R: What suggestions could yougive me? F i A — N IH, R E ImE 4 BN
M5 ? (Do you have any suggestionsfor me as a teacher?)

GISLERB/NMER R, XFHi R . E5—EXFREINRIEFELE

think not justvisuals, words are also very... should write some words to enhance
understanding).

T/R: XCEFE F 454 (Combing words with visuals)?
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interactive G1S1:VYes, yes.
development of visual
languaging for

T/R: What suggestions could yougive me as a teacher using visuals to help you
learn?

G1S2: My gestion is like that we have mouths to say and the... to think, so we can do
saying, we can do writing, also write.

T/R:Uh-huh, we can say and write.

pluriliteracies growth in
a digital learning
space?

To whatextent can

visual languagin
guaging T/R: Do you have any suggestions for me as a teacher to use visuals to help you

supportteachersto | 5

adaptmentoring earn: ) )

online? G1S3:Wecan search pictures on internet.

How mightvisual T/R:You?thlnkteachers can give yousome opportunities to search images on the

languaging foster Internet:

learner agency? - GlS?i:\Yeah.‘ S — == —
Feedback for learning | T/R: :XFE R G % B EIE= )Y 18 i (Have you had such visualisation
with visuals experiencein language learning)?

G1S1: £, Fr=FIE B CaIEI (Yes, I'll express my opinions).

T/R:How will you explain your opinion?

G1S1:I'll say SN RIFATEZEEIE (if | can’tsay itclearly), I'll draw B 25t 1& (and
show them), 1L f{{1E0E Tk B C A998 3% (let them know my ideas). My father say
K FILBE N1 AT (lamnotgood at expressing myself), 2 25 FAE BRI (1
often usedrawingsinstead), & A FKIE E=XkE E (because | love drawing).

T/R:How might visuals help you in future learning?

G1S2:lliketo draw, and it may be help me to draw some pictures

T/R:How could drawing help with yourlearning?

G1S2: Well, I never give up my drawing, if my learning is not good, | cannot get
much money, then | can draw pictures (to make aliving).

T/R:How could drawing help with your

language learning?

G1S2: When sometimes | talking about my friends with some game pictures and
somefriends like my another Englishteacher in America, I'll show him my draw and
we aretalking aboutitand then we have upper English learn.

T/R: How mightvisuals be used in the future to help you learn?
G1S3:Ithink Iwantto learn aboutscience.

T/R:How could visuals helpyou to learn science in your opinion?
G1S3:Visuals can help us learn something like technology.

Table 7. The Pilot Study analytical framework
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Appendix Il: The Main Study Data

The Main Study Class PowerPoint Presentations
Lesson 1

Task 1.
Share the animals you know

* What animals do you know?
* Where did you first see them?
* Why did you remember them?
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Task 2. Introducing habitats

* Can you think of other places
where animals live?

Task 3. What are habitats?

ﬁ Places:

J Animals:

v Food:
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Task 4. Drawing practice 1

What'’s your favourite Which habitat do
animal? live in?

* Plants:

I Task 5. Ecosystem * Species:
* Habitats:
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Task 6. ¢
Comparison (1)

* What are the
differences between
the top images and
the bottom ones?

Draw them on your Task 3 drawing

Share your ideas in lesson 2
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Homework: Language practice 1

* What is a habitat?
* Name the habitats in the pictures

— __9
Key words and
expressions

* Animals: sealion, fox, polar bear,
seagull, sea star, jellyfish, crane, turtle

* Habitats: the home for animals where
they can live comfortably.

* Types of habitats: mountain, forest,
grassland, wetland, desert, ocean

* Ecosystems: have more diverse animals
and plants
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Lesson 2

Animal habitats &
Ecosystems

L’ﬂ Recall different habitats:

TaSk 1 . Q What are habitats?

Review

ﬁ Differences between habitats

and ecosystems
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Key words and expressions
from Lesson 1.

* Types of habitats: mountain, forest,
grassland, wetland, desert,
marine

» Habitats: animals’ home where food
can be found for living

* Ecosystems: diverse animals and
plants

Task 2. Share your drawing

* What are in your drawing?

* Why did you draw them?
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Task 3. The definition * Species:

of ecosystems « Organisms:

Task 3. The definition of ecosystems

Nouns: species, organisms
Adjectives: specific, diverse
Verb: inhabit = live in...

Rephrasing concepts:

Habitats are...

Ecosystems are...
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Drawing practice 3. Draw in pairs

Search Search for the relationship between habitats and ecosystems
Draw Draw down your ideas
Send Send to your teammate
Add Add comments on each other’s drawing

Share Share in lesson 3 as a pair

I Homework: Language practice 2

What are species?

What are organisms?

What are ecosystems?

(Please write down your understanding of their meanings in
English)

Key words and
expressions

* Species: all kinds of animals or plants
the same features

« Organisms: all living things, such as ani
and plants

* Inhabit: live in someplace

* Specific: a certain type/kind of something
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Lesson 3

Animal habitats &
Ecosystems

Lesson 3. The relationships

of habitats and ecosystems

Task 1. Share group drawing

,P What did you find?
® We found...

T What are in your drawings?

L | drew...

/ What are your ideas?
» My ideas are...
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Task 2. Comparison (2)

* Species diversity

* Size

Task 3. Similarities Things you see in those images:
of habitats and Biotic:
ecosystems Abiotic:
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Task 4. Review
* Biotic & Abiotic:
* Habitats:

* The relationships of habitats
and ecosystems:

Drawing practice 4.

1. Draw an ecosystem

2. Then draw habitats of your
favourite animals or plants onto
the ecosystem
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Homework: Language practice 3

Classify the following words,
which ones are biotic?
which ones are abiotic?

animals, plants, water, ice, climate, soil,
rock, sand

Key words and expressions

* Biotic: any living things, such as animals
and plants

* Abiotic: any non-living things, such as
water, air, rock, ice, sand

* Co-exist: live together in one environment
* Contain: have something inside of it
* Multiple: more than one

e.g., An ecosystem contains multiple
habitats.
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Lesson 4

Habitats and Lesson 4.

Eco systems Protecting habitats and
ecosystems I

TaSk 1 Share Ecosystem: Habitat:
your drawing

Biotic: Abiotic:
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Task 2. Habitat
destruction (1)

/) Existing problems:

7 Possible causes:

| 1 ian
2 RN
Consequences: i Ll

Task 2. Habitat destruction (2)

Existing problems:
Possible causes:

Consequences:
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TaSk 3 PI‘OteCting - Brainstorm ways of protection
habitats and - Share your thoughts
ecosystems I - What can you do?

Reducing
pollution

\

» Reducing garbage pollution
» Reducing air pollution
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» Reducing garbage pollution

- - Recycling garbage
)
vﬂ -~ '

e
() r'd L)

- Separating
garbage

Please throw the garbage into the
correct bins: :
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- Eco-friendly transportation

» Reducing air pollution St

Page | 349



350 |Page

- Plants

- What else can we do?

1 homework drawing

v « Draw the potential habitat problems on lesson

solutions

u » Share with us on lesson 5

Drawing practice 5

v « Then draw down your ideas of possible
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Homework
Language practice 4

- Whare are some garbage types?
- What are some transportation modes?

- What is your way of dealing with
garbage and taking transportation that
protects the environment?

Key words and
expressions

- Reduce: lessen
+ Pollution: unclean, dirty
* Destruction: damage, ruin

- Eco-friendly: environment
friendly

- Transportation: ways or
tools to travel
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Lesson 5

Animal habitats and
Ecosystems

Lesson 5 Review &
protecting habitats and
ecosystems Il

Task 1. Match the words with
the images

forest, ocean, wetland, desert,
mountain, grassland
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Task 3. What is an
ecosystem?

* Biotic

* Abiotic

* Species

* Organisms
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Task 2. What is
a habitat?

* Home
* Animal
* Food

* Live...
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Task 4. Comparing
habitats and

ecosystems

* Species variety
* Biotic and abiotic factors
* Size

Task 5. e of Ve ;ﬁ‘:%
Protecting a — .

habitats and
ecosystems Il {@ g . ;
. -

oo

i
A
* Environmental problems:

TR IRTY 1 (TN
W 2 W
* Ways to protect habitats and : > N

ecosystems:

Task 6. Share
your drawings

* Habitat problems:

* Your actions?
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The Main Study Researcher’s Notes — Lesson plan

Lesson plan of habitats and ecosystems
Design rationales thatarein line with the

Participants: 2 groups of Chinese pupils Genres of science discourse Corresponding with

with up to 8 students per group Pluriliteracies model needed the research
questions
Duration:3 months, 10classes Conceptualising: Organise scientific Cognition
(fivelessons each group, two classamonth e  Constructknowledge by learning informationabout habits, development:
with one week in between for homework) facts, concepts of habitatsand ecosystems regarding their Be ableto

understand the
definitions of
habitats and
ecosystems, their
differences, and
relationships, and
havethe awareness

Theme: Habitats and ecosystems ecosystems.

Teaching Aims: Citizenship:

To enablelearnersto understanddifferent e  Preservinghabitats and ecosystems
animals’ habitats; to develop learner’ by adopting proper procedures
knowledge of the link between a habitat
and an ecosystem; to raise learners’
awareness of sustainable procedures to

different physical features.

Describe different types of
habitats and animals that live
within

Explain the multiple factors

preserve ecosystems. that causedisruption of of conserving
habits. habitats with
empathy.
Language Objectives: In linewith cognitive discourse functions that | Discuss their point of views Linguistic
Different types of habitats: links language and cognition: about preservation of habitats [ progression:
General nouns:land (forest, desert, e  Classifying types of habitats Know the names of
grassland, mountain, polar), water (ocean, e Describing habitats for different different habitats.
lake, river) animals with third personsingular Be abletouse
Technical vocabulary: form appropriate
Organisms (e.g., animals, plants), species, e Defining habitats and ecosystems language to classify,
biotic abiotic (e.g., water, climate, soil), e  Explainingdifferences and describeand define
Present tenseverbs:lives, inhabits. relationshipsof habitats and habitatsand
Third person singular form: ... (animal) lives ecosystems ecosystems.
in.. e  Exploring ways of preserving
Define habitatand ecosystem: habitats
A habitatis an animal’shome.
An ecosystemis the environment
surrounding an animal’s home.
Cognition: Cognition
e Concepts of habitatsand development:
ecosystems Be awareofa

habitatis within an
ecosystemand they
affect each other.
The realisation of
habitat
conservation

e Differenttypes of habitats

e  Therelationships and differences
of habitats and ecosystems

e Waysof habitats preservation

Pedagogies: Mentoring learning: Visual languaging
e  learningconversations (verbal e Use learning conversations to usevisual
stimuli) scaffold, guide and facilitate representations to

aid languaging that
reflect their
understanding

understanding.
Demonstrating/Communicating
understanding:
Mode: usevisuals to represent understanding
when students have language barriers to
articulatedirectly.

e Guidingthrough visuals (visual
perception)
e Visuallanguaging
a) Visual representation(learner
generated drawings)
b) Visual communication (drawing
articulation)
Assessment:
Teacher checks on students’ understanding

Online EFL
classrooms as

Mentoringlearning:
Formative Assessment

by answering the following questions:
Can students...

digital shared
learning spaces that
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e namedifferenthabitats?

e identify theconcepts of habitat
and ecosystem?

e recognisethedifferencesand
relationshipsbetween them?

e  Teacher provides on-goingfeedback
and revises teaching strategies
during teaching and interviews.

e Nogradesorscoresaregiven

Teaching materials and tools:

Lessons with images of animals, habitats,
and ecosystems as visual promptand
elicitation; written texts for image

annotations to support understanding and
articulation; laptop andiPhone as teaching
and communicationtool

Context:
e onlineclassrooms
Modes of communication:
e  Visual and written texts
Verbal learning conversations

integrate multiple
communication
modes for meaning
making

WEEK 1— LESSON 1: The definition of habitats and comparison between habitats and ecosystems

Lesson 1 procedures:

Task design rationales

Language scaffolding

Stagesand Time

Learning activities

Justification for learning activities

Sciencelanguage

Driving questions to

input guide
comprehension

Task 1: Students brainstorm The purpose of this activity isto lead in the Describing: Whatanimals do
Warm-up 5min | and namedifferent topic of the lesson by activating students’ Based on what| haveseenin know?
Wholeclass animalsthey know. prior knowledge about animals. books/TV, I realised that there

are...
Task 2: Visual Teacher presents Cognition via visual aids: Hypothesizingandexplaining: | Herearesome
prompt & images of habitats and The purpose of this activity is to facilitate | expectthat... places for animals
Matching ask students to match understanding of the concept of habitats by (animal) livesin...(habitat), tolive,
10min the animals they named | linking with animals viaimages. because... canyou find homes
Teacher and to these habitats. for thoseanimals?
individual
students
Task 3: Teacher guides students | Cognition: Describing: Let’'s sumup the
Summary to summarisethe The purpose of this activity istointroduce key | Based on thevisual data places, animals, and
10min conceptofhabitatsand | wordsand concepts of theacademiccontent. | showed before, there food wediscussed.
Wholeclass differenttypes of are...(habitats), they are How about using

habitats based on the
former discussion.

animals” home.

To be more specific: Habitats
areanimals’ home where
food can befound forliving.

“A/an.... (animal)
livesin... (place)” to
describetheir
homes?

This placeis called a
habitat, so can you
tell me whata
habitatis?

How many habitats
did we mention?

Whatare they?
Task 4: Drawing | Studentsdraw the Visual languaging: Describing: Canvyoudraw out
practice 1- habitats of their The purpose of this activity is to deepen the The ideas lused in my your favourite
visual favouriteanimals and concept of habitats by articulating their drawingare... animal and its
presentation articulate their understanding of habitats through drawings habitat?
15 min drawings. Whatis inyour
Individual drawing? Whatis
students theideainthe
drawing?
Task 5: Teacher presentingthe | The purpose of this activity is to raise Describing: What can you see

Visual prompt-
visual

images of ecosystems
where habitats are

perception depicted within and ask
10min students to talk about
Whole class what they can see.

students’ awareness on the concept of
ecosystems which prepares them for the
contentoflesson 2.

| observed thatthereare
trees, rivers, sky, different
animals, which areall
included in the ecosystem.

inthese images?
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Task6:

Visual prompt-
visual
perception &
Comparison
10min
Wholeclass

Teacher addsthe
images of habitats from
task 2 and ask students
tocomparethe
differences between
them

The purpose of this activity is to deepen
students understanding by articulating the
differences of habitats and ecosystems.

Comparing:
The differences between
habitatand ecosystemare...

Canyou noticeany
changes between
these images?
Whatare the
differences?

WEEK 2 —LESSON 1 HOMEWORK

Homework:
Drawing
practice2 and
language
practicel
Individual
students

Students draw factors
of ecosystems and add
themto the drawings
fromtask 4 and answer
the language related
questions.

The purpose of this activity is to evaluate
students’ understanding on the relationships
and differences between habitatsand
ecosystems.

Also, the drawings can act as a trigger for next
lesson’s languaging.

Canyou add someanimals and plants on your last

piece of drawing?
For next lesson articulation:

Canyou tell ushowyou madeit? Why?

By using corresponding English vocabularyto
namethe habitatsin the pictures, learners’
understanding of habitats in different forms
acting asthe homefor certain animals can be
reinforced with appropriate language use.
Also, their answers may show a different
angle of portraying the pictures that differ
fromthegiven wordsin the nextslide. For
example, they may be more descriptive by
using ‘snow mountain’ instead of ‘mountain’
or ‘coral reef’ instead of ‘ocean’ to namethe
habitats, which to some extent encourage
their thinking and learningwith more
individuality and creativity in a self-directed
way.

. Whatis a habitat?

*  Name thehabitatsin the pictures

WEEK 3 — LESSON 2: The definition of ecosystems

Lesson 2 procedures:

Task design rationales

Language scaffolding

Stagesand Time

Learning activities

Justification for learning activities

Sciencelanguage

Driving questions to

input guide
comprehension
Task 1: Teacher guides students | The purpose of this activity is to prepare Describing: Whatdid we learn
Review lesson 1 | torecall concepts of students to articulate the content of their Based onlesson 1, lcan inlesson1?

Smin

habitats and

drawings with the necessarylanguage and

concludethatahabitatisa

How many habitats

Wholeclass ecosystems and concepts. type of animals” home. doyou know?
differenttypes of Comparing: Canyoutellme
habitats. Ecosystems have more whatis a habitat?

diverseanimals and plants What differentiate
than habitats. habitats from
ecosystems?

Task2: Teacher asks each The purpose of this activity isto access Describing: Canyoutellus

Drawing studentto describe whether students can understand the My drawing shows thatthere [ whatareinyour

articulation- his/her drawing concepts of habitats and ecosystems, identify | are... drawing?

visual regardingthe process of | their differences, classify different habitats The animal/ Why did you draw

representation
30min
Teacher and

making, the links with
the content of lesson 1
and offers formative

through visuallanguaging.

habitat | used was based on...

them?

individual feedback if necessary.

students

Task3: Based on their drawings | The purpose of this activity is to facilitate Defining: Let ustryto

The definition of | from Task 2, teacher studentsto useappropriate science language | Anecosystemreferstoan summarize what we
ecosystems scaffolds studentsto to build concepts habitats and ecosystems. environment where learnedinlesson 1,
15 min link the content of organisms living together.
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lesson 1 with
appropriate science
language (e.g., species
and organisms).

Wholeclass

A habitatis where a specific
speciesinhabits.

canyou giveme
someideas?

The animalsand
plantsinyour
drawingare called
‘species’.

They areall alive, so
we can call them
‘organisms.’

WEEK 4 — LESSON 2 HOMEWORK

The purpose of this activity is to activate
students’ ability of searching and organising
informationabouttherelationships of
habitats and ecosystems by working as a

group.

Now we know the differences between habitats and
ecosystems, but do they have any relationships?
Canyou search foritand drawdownwhatyou will
find?

Homework: Teacher asks students
Drawing to brainstormthe
practice 3 relationshipsof habitats
Groups and ecosystems in pairs
and language and draw out their
practice 2 ideas, then answer the
individual language related
students guestions.

The learners can either review this class ppt
or video recording to help them summarise
the concepts of species and organisms or
search onlineforrelevant sources and
describethemin their own way. The purpose
of these alternativesisto encourage learners
to search and gather useful informationand
synthesise themin their own language,
thereby practising their linguistic skills and
deepeningtheir understandingofthe
concepts.

Whatare species?

Whatare organisms?

What are ecosystems?

(Please write down your understanding of their
meanings in English)

WEEK 5 — LESSON 3: The relationships of hab

itats and ecosystems

Lesson 3 procedures

Task design rationales

Language scaffolding

Stagesand Time | Learningactivities

Justification forlearning activities

Sciencelanguage Driving questions to

needed guide
comprehension
Task 1: Teacher asks each The purpose of this activity isto lead in the Describing and explaining: Canyouintroduce
Groupdrawing | grouptotalkabout contentviastudents’ oral presentation of Based on my drawing, | the thingsinyour
articulation their findings basingon | their drawings. added...because... /I designed | drawings?
10min their drawings. itinaway that... Why do you draw
Whole class them?
Task 2: Teacher showsimages | The purpose of this activity is to raise Evaluating: Which is bigger in
Visual lead-in of habitats and students’ awareness that a habitatis smaller Based on theimages, one size? A habitator
10min ecosystemsfromtask 6 | thananecosystemand itiswithinan difference between habitat an ecosystem?
Wholeclass of lesson 1 and ask ecosystem. and ecosystemis thesize,
students to rank each another isthevariety of
accordingto their animals and plants.
relative size.
Task 3: Teacher asksthe The purpose of this activity is to guide Classifying: What can you see
Visual prompt students to describe studentsto useappropriate language to Living things such as animals inthe ecosystem?
20min things they can seein classify livingand non-living things in the and plants arebiotic. Whataboutthe
Wholeclass both images, thereby habitatand the ecosystem, thereby Non-living things suchas thingsinthe
guiding studentstouse | deepeningtheir understandingofthe water, climate and soil are habitat?
‘biotic’ and ‘abiotic’ to similarities between a habitatand an abiotic. They all co-exist Is the habitat within
classify livingandnon- ecosystem. within ahabitand an the ecosystem?
living things. ecosystem.
Task 4: Teacher asksthe The purpose of this activity is to enable Describing: Based on the
Review studentsto nameother | studentsto review differenttypesof habitats | | observed thatthe beeslive images, what things
15min habitatsthey canseein | andlink them with the ecosystem by realising | inthe flower field, the spider | canyouseeare
Wholeclass the ecosystem as thatan ecosystem contains multiple habitats. | lives ontheweb, the biotic and abiotic?
depicted in theimages. | Also, students can practise using new words: mushrooms live on the tree Wheredo they
biotic, abiotic. bark, the cow live by theriver. | usually live?
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Therearefour different
habits that co-existin one
ecosystem.

Can they sharethe
same ecosystem?

WEEK 6 — LESSON 3 HOMEWORK

Homework: Students make a similar
Drawing drawingthat depicts
practice4 and different habitats within
language oneecosystemand
practice3 answer the language
Individual related questions.
students

The purpose of this activity is to practiceand
deepen students’ understanding about the
relationshipsof a habitatand an ecosystem.

Can you makeasimilar drawing to the lastimage we

saw?

How about drawing an ecosystem and add habitats

of your favourite animals?

The purpose of this activity to reinforce
learners’ understanding of the conceptsof
biotic and abioticwhich canbe linked to the
relationship between habitats and ecosystems
thatthey both comprise bioticand abiotic
factorsand extended to thefactthatan
ecosystem can support multiple habitats.

Classify the following words,
which ones are biotic?
which ones are abiotic?

animals, plants, water, ice, climate, soil, rock, sand

WEEK 7 — LESSON 4: Protecting habitats and

ecosystems |

Lesson 4 procedures

Task design rationales

Language scaffolding

Stagesand Time | Learningactivities

Justification for learning activities

Sciencelanguageinput

Driving questions to

guide

comprehension
Task 1: Each studenttalks The purpose of this activity is to check Classifying: Canyoutellus
Drawing abouthis/her drawing students’ understanding of bioticand abiotic Based on my drawing, the whatisyour
articulation regarding the habitat, factorsin a habitatand provide linguistic habitat | depictedisa... (e.g., drawing?
15min biotic and abiotic scaffoldingduring theirlanguagingprocesses. | river) with...(animal)living, Whatthings are
Teacher and factors depicted in the the... (e.g., river) is abiotic, biotic and abiotic?
individual drawing. the...(animal) is biotic How many habitats
students arethere? What

arethey?
Task 2: Basing on the habitats The purpose of this activity is to raise Describing, explaining, What can you see
Introduction that students depicted students’ awareness of preserving habitats evaluating: inthe images?
15min in their drawings, thatare under threatand guide them to Existing problems: Based on What happened to
Wholeclass teacher introducesthe | evaluatethepossiblereasons of habitats the images, | observed... (e.g., | the habitatsand

conceptof preserving
habitats by showing
themimages of habitats
thatare endangered.

destruction, such as human consumption and
industrial development.

forestfire, deforestation,
drought)

Possible causes: I think it may
be caused by (e.g., over-
lumbering, dryair, global
warming)
Consequences: The animals
may lose their habitats or be
hurtand possiblydieand
becomeextinct (i.e., die out);
the ecosystemin this region
will beinterrupted and
destructed.

animals? What
might have caused
these problems?
How may it affect
the animals living
there?

Existing problems:
According to theimages, |
observed that (e.g., the
meltingice; the garbagein
the ocean and the beach; oil
leakingin the ocean)
Possible causes:

The problems may be caused
by (e.g., raisingtemperature
in the North Pole/Arctic;
garbage mishandling;

How aboutthe
problemsinthese
images? What
mightbethe
causes?
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disoperation of offshore oil
shipping)

Consequences:

Marine environment will be
polluted, and sea creatures
may hurtor die.

Task 3: Teacher asks students The purpose of this activity is to enable Exploring: Canyou think of
Brainstorm to brainstorm ways to students to explore ways of preserving Preserving habitatsis notonly | someways to
10min preserve habitats and habitats from their perspectives and the the government’s obligation preservethese
Wholeclass guidethem to discuss accessible ways they can do to contribute, butalso each citizens’ animals?
whatthey candoto thereby cultivating their environmental responsibility. What can you do to
contribute. responsibility forbecoming good global We can ... (e.g., providea preservetheir living
citizens. clean water source). places?
Besides, we can... (use eco-
friendly products).
In addition, we should... (e.g.,
plant moretrees, keep pets
indoors).
Reducing The teacher presents The purpose of this activity is to bring Classifying: How shall we
pollution some examples of environment protection to students’ daily We can sperate garbage by recyclegarbage
15min protecting habitatsand | livesand encouragethemto takeactionsin their categories, such as... properly?
Wholeclass ecosystems, such as their lives. (e.g., metal, plastic, paper,

reducing pollution
includingair and
garbage pollutionto
inspirestudents to
come up with their
ways of reducing such
pollution and other
environmental
problems.

electronics, kitchenwaste,
etc.) should be placed in
different garbage bins.

Classifying different kinds of
garbage:

Paper

Glass

Organic

Plastic

Exploring: The... (paper)
garbage should be thrown
into the.... (yellow) bin

Canyouthrow the
garbageinto the
rightbin?

Exploring:

In my perspective, we can...
(e.g., plantmoretrees).

| think wecan... (e.g., use eco-
friendly transportation).

How to reduce air
pollution?

Describing andexploring:

By observing theimages,
riding a bike, or walking can
reduce air pollution.
Moreover, we can take public
transportation like bus,
subway, and train to reduce
individualair pollution.

Whatare some
environmental-
friendly ways to
travel fromthe
images? Arethere
any other ways of
transportation that
can helpreduceair
pollution?

We can... (plantmore trees
and avoid cutting down too
many trees at once).

What else can we
do?

WEEK 8 — LESSON 4

HOMEWORK

Homework:
Drawing
practice5 and
language
practice4

Students draw the
problems of habits onto

the drawings of Lesson

3 homework and depict

their ideas of solution

The purpose of this activity is to enable
students realise the existing problems of
habitats with the ones they know or care of
and explorethe possible ways that they are
able to do for habitats protection.

Based on your lesson 3 homework, are thereany

habitat problems?

Whatcan you do to help solvethe problem?
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Individual
students

by drawing, then
answer the language
related questions.

The purpose of this practice is to test learners’
lexical ability in describingdifferent types of
garbage and transportation which prepares
them to answer the third question aiming on
encouraging learners to use garbage
classification and eco-friendly transportation
in their daily lives.

* Whatare somegarbagetypes?

* Whatare sometransportation modes?

+ Whatis your way of dealing with garbage
and taking transportation that protects the

environment?

WEEK 9 — LESSON 5: Review & protecting habitats and ecosystems ||

Lesson 5 procedu

res

Task design rationales

Language scaffolding

Stagesand Time

Learning activities

Justificationsfor learningactivities

Sciencelanguageinput

Driving questions to
guide

comprehension
Task 1. Review Teachers divides The purpose of this activity is to review and Classifying: Herearesome
different maximum 8 student evaluate students understanding of different | The top images of different
habitats. into 3 groups and asks habitats asintroduced in lesson 1. first/second/third /fourth habitats, can you
10min each group to match Moreover, studentscan practice describing pictureis... match them with
Teachersand two images with the the positions of images with ordinal numbers | The bottom left/right picture | the correctwords?
groups given words and discuss | and locative adjectives, such astop and is...

the animalsthatlivein
the habitats of their
images and explain why
intheir own words.

bottom, leftand right.

In addition, students need to discuss and
explain whatanimals may livein these
habitatsand why in order to lead in task 2 —
review the concept of habitats.

Totally, there aresix habitats
which are... (ocean, mountain,
forest, grassland, desert, and
wetland) Explaining:

I think ... (animal) lives in the...
(habitat). Because... (this
place provides themtheliving
conditions like the food they
need to survive/live.)

What animals may
livein these
habitats? Why do
they livethere?

Task 2. Review
conceptof
habitats

5min
Wholeclass

Based on the discussion
of task 1, teacher first
guidesthestudentsto
summarise the key
factors of a habitat
(home, animal food,
live), then reinforces
these factors with the
imageofafrogina
pond to elicit students
to define habitatsin
their own words.

The purpose of this activity is to scaffold
studentsto understand what a habitat means
to certain animals, thereby enabling them to
define habitats by themselves.

Teacher can evaluate the extent of students
understanding of habitats based on their own
definitions and guide them to differentiate
habitats from the concept of ecosystemsin
task 3.

Describing andexplaining:
e.g., The froglivesinapond.
Because frogs prefer still
water to lay their eggs to
avoid being washed away.
Also, they need to keep their
skin wet/moisturised,
otherwise, they will

die, becausethey soak the
moistureinto their body
through their skininstead of
drinking water.

Defining:

A habitatis ... (e.g., the home
for animals where they can
find food, breed and live.)

Look at thisimage,

whatis this animal?
Where doesit live?
Why?

Canyoutryto
definewhata
habitatis? You can
usethe wordson
the slide.

Task 3. Review
the conceptof
ecosystems.
5min
Wholeclass

Teachers asks students
to describe the habitats
thatthey canseeinthe
giveimage.

The purpose of this activity is to review some
new words that wereintroduced in lesson 2
and 3 (species, organisms, biotic, abiotic),
thereby linguistically scaffold students to
definethe concepts of an ecosystemand a
habitat with appropriate science language.

Describing:

From my observation, there
are... (meadows, bushes,
mountains.)

Defining:

Plantsand animals are biotic.
Air, water, and sunlightare
abiotic.

Species means different
plants and animals whichare
organisms. Light, air or water
isnotalive, sothey arenot
organisms.

Whatare some
habitats near the
pondin theimage?
The animals living in
these habitatsare
sharing the same
environment, such
as sunlight, air,
water, climate, soil.
Suchinclusive
environmentis the
ecosystem. Among
animals, plants, air,
water sunlight,
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An ecosystemis where
diverse organisms/species

which arebiotic?
Which are abiotic?

inhabit. Which are
A habitatis where a specific organisms? Whatis
species inhabits. species?

Task 4. Review Based on the giving The purpose of this activity is to review the Describing: Whatare the

the relationship

images, teacher guides

relationship between habitats and ecosystems

1.Species diversity:

differences

between studentsto summarize | andenablestudentsto realisethe factthat An ecosystem has diverse between a habitat
habitats and the differences protecting habitats is also protecting plantsand animals living and an ecosystem?
ecosystems. between a habitatand ecosystems. together. Do they haveany
5 min an ecosystem, thereby 2. Biotic and abiotic factors: relation?
Wholeclass raising their awareness An ecosystem encompasses
of the factthatan both biotic and abiotic
ecosystemisinclusive factors, such as sunlight, air,
with multiple habitats. water, climate, soil.
Whereas a habitatis specific
to species or organisms.
3.Size:
An ecosystem may contain
multiple habitats, so itis
larger than a habitat.
Task 5. Teacher asks students The purpose of this activity is to review lesson | Describing: Whatare some
Protecting to describethe 4 and enablestudents to reflect on the | observed some problems problems shownin
habitats and problemsthey can see accessible ways that they can do to protect suchas... the image?
ecosystems || inthe image, then guide | habitats by languaging theirown drawings of | The possiblewaysto ....
5 min themto review some lesson 4. (reduce pollutionincluding How can wesolve
Wholeclass ways to protect habitats garbage and air pollution) these problems?

and ecosystems as
discussed lesson 4.

are... (e.g., separatingand
recyclinggarbage, planting
moretrees, taking eco-
friendly transportation, etc.)

Task 6. Drawing
articulation
20min

Teacher and
individual
students

Individual students
describetheir drawings
regarding the habitat
problemsthatthey
visually depictedand
explain why their ideas
of protecting habitats
may help reducing the
harmto the minimum
or preventsuch
problemsfrom
happening.

The purpose of this activity is to encourage
and enable students to combinetheir own
after-class research of habitat problems and
protective ways with the content of lesson 4.
By verbally languaging their own drawings
regarding their perspectives and
understanding of this world issue, the
awareness of preserving habitats as part of
the responsibilities of global citizens may be
raised and realised in their everydaylife.

Exploring and explaining:
Based on my research from...
(differentresources, e.g., the
internet, books, teachers,
classes, etc.), |
found/noticed/observed that
the... (the possible or existing
problems) may
threaten/harm...(the name of
a specific habitat), because...
Exploring and describing:

| can...(e.g., classify and
recyclethegarbage, grow
plants, such as trees and
flowers, use environmental-
friendly transportation, such
as electric bike, etc.)

Whatare problems
thatmay harmthe
habitatyou drewin
lesson 1? Why?
What can you do to
solvethe problem
or protectthe
habitat?

WEEK9 —WEEK 11: INTERVIEW

Semi-structured
interview with
visual elicitation
20-30min
Teacher and
individual
students

Teacher holds informal
learning conversations
with students and asks
open-ended questions
basing on the content
of all the lessons and
their drawings.

The purpose of this activity is to assess
students’ understanding of habitats and
ecosystems regarding their concepts,
differences, relationshipsand preservation
through learning conservationsand
visualisations, offering an overall review and
feedback on their learning and revising
teaching strategies.

e Whatcanyouremember after all the

lessons?

e  Whatare ahabitatand an ecosystem?
e  Canyousummarizetheir differences and

relationships?

e Whatcanwe doto protect habitats?
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The Main Study Analytical Frameworks (see the forms of group 2 and group 3 below)
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Group 2
Themes Categories Quotations (the texts in brackets are translations)
Interview Learning Conversation
Conceptlearning | Concept T/R:So how asyour day? G2S1:And, and habitatis a a place that full of animal and plant species.
description G2S1:Today lamfine. T/R:Can you tell me whatdo you think you have learned from these two classes?

T/R: What did you do? Did you just come backfrom school?
G2S1:No, today I came back from school, anddo my homeworkand
ride my bicycle.

T/R:Okay, so you did some exercise. We are just going to have a short
interview, just ask you a few questions, you caneither answerin
English or Chinese, both arealright.

G2S1:Ok.

T/R:So, my firstquestion is what have you learned or remembered
fromall thelessons?

G2S1:Mm, Iremembered what is habitat, what is ecosystem. Habitat
areareare theanimal arethe placesthatanimal live. And ecosystemis

some of the habitatand they have some have some have many habitat.

Um, habitatsis a small place thatanimal can live, but ecosystemis a
place, it’s a big place that so many animals can live, like birds, itis an
ecosystem.

G2S1:llearned fromthesetwo classesis whatis habitatand whatise...
T/R:E...

S1:E...eco, um, ecosystems.

T: Yes, ecosystems, anymore? Anything else you have learned?
G2S1:1know ecosystems are the places that have deverse habitats.
T/R: Diverse, diverse.

G2S5:1learn, | learn some, | learn whatis biotic whatis abiotic.
G2S5:And, and, and | know whatis a habitat.

G2S3:Animal lives plan... place. E— T FIR B52 7, (waita second lam almost
donewriting it) Habitat, habitatis animal lives place.

T/R: Ok, A habitatis animals’ living place. ¥ =X MEEFIA (be carefulwith
the grammar.)

G2S4:Habitats is... Z1#) F9AE S23b. (animals’ living place.)

Conceptreview

T/R: Human misbehaviour A ZaJ—=LE

RFE947 4 (some bad behavioursof

human), B3H & H HAhEE? (Any

other causes?)

G2S3: =F 5. (Air pollution.)

T/R: =S5 E NI B IXEESSEM. (Air pollution is the consequence.)
G2S3: iR W EXNIZEL AR SEE AATSERAIR SELIK

(Oh Ithinkit’s global warming, some people litter in the ocean or wasted water.)

G2S4:Whatis speechit?

T/R:What is species #Fh2F{d (species are any kindsof) animalsand plants.
G2S4: H A BESESL? FFEE L #EIF (Whatis ecosystem? How to defineit
in English?)

T/R: Ok, an ecosystemis a place with

different habitats and has diverse

organisms B & & (or) diverse species.
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Deepening
understanding

T/R:What haveyou learned or remembered from all the lessons?
G253:And llearn many —¥0H%, —EFHZ FIRNEAINRNERE
RIERELFEH —LERIP S F (some | didn’t, some | didn’t
quiteknow aboutanimals’ protectionand) help the habitat.

T: Ok, so whatdo you think has helped youlearn?

S3:PPT.

T: Oh, the ppt.

S3:Mm.. B E B E Z 1 & (or more content extension).

T/R:What haveyou learned or remembered from our lessons?
G254 {RIFIRFEF FE T BPTRERBITE, B8 MW, RELE
33K, (1learned some ways of protecting the environment, suchas

walking, riding a bike, don't cut downtrees, don’tthrowtrash
anywhere.)

G2S3: .. MK EGm =

animals?)
TR NN ESG, XEEDY, SRR, ©HEGEHA—
LRI, EYRE—ZRIL T, onesummer, RIEHET, EURESEZ

—+JLZE. (Itdepends on the animals. For example, most mosquitosusually die
after a summer, like cats and dogs can live more than 10years.)

/DIRT? (Mm, what is the average life span of

Languagelearning

Building linguistic
forms

T/R: Anything else you have learned?

G2S1:And llearned...sixhabitatsin ourearth, therearegrassland, uh,
glacier, ar, umm, I think it’s seven, grassland, glacier, Arctic, forest,
swamp, and ummand ocean, and thisisumm...

T/R:Yea, thereis the Arctic, there’s the Antarctic. Antarcticmeans the
south pole continent, and Arctic means the north pole continent.
G2S1:0h, ok...Ilearned how to protect the ecosystem and whatis the
eco-friendlytransportation.

G2S1:llearned fromthesetwo classesis whatis habitatand whatise...
T/R:E...

G2S1:E...eco,um, ecosystems.

G2S1:llearned therearesixhabitatsin our earth, therearegrassland, uh,
glacier, ar, umm, I think it’s seven, grassland, glacier, artic, forest, swamp, and
ummand ocean.

T/R:Yea, thereis Arctic.

T/R:ARIEE] T (You mentioned)spelling 35 #9281 (spelling new
words), 1X £b#f EF{RFS AYZ WRLE (what are those new words)?
G2S2:lknowthe new words.

T/R: EL 2N BHRLENR (for example)?

G1S2:Diverse, um, wetland, uh, o, organisms, and uh, oil leak.

T/R: Oil leak, ok.

T/R:Could you please tell me what you have learned from our classes?
G2S2:Today | learned ecosystems and habitat...and some words.

T/R: Words, for example?

G2S2: Likeinhabit .uh, ecofriendly.

T/R:3XA eco T4 F? (What does eco standfor?)
G2S2:Ecosystems A48 5. (It's the abbreviation of ecosystems.)

T/R:Hello, A1 LK 4 HIRBH4
the four classes we had?)
G2S5: X T iRA — LRI Z
don’tquiteunderstand.)

T/R: BREE B iR & /FZIH? (What words? You cantell me.)
G2S5: Transportation.

T/R: B8 T A (Itmeans different tools fortraveling). 1
(Any other words?)

G2S5: Protecting and what?

T/R: Environment ZR1E en-vi-ron-ment.

G2S5: Environment.

T/R: 4R 3P EREE (protect environment) protect environment.

o) NG ? (Doyou have any questions about

H S A& (Thereare some words in this class |

5 7 WP B3R
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T/R:What haveyou learned or remembered from all the lessons?
G2S5:1learn, | learn some, | learn whatis biotic whatis abiotic.
T/R:Anymore?

G2S5:And, and, and | know whatis a habitat.

T/R:That's all?

S5:And whatisan organ... how to say this word?

T/R:Organisms.

G2S5:0rganism.

T/R:Organism 2R & (is the original form), il 7 (add)s 2 E M E %L
7S (isits plural form).

G2S1:Transportation...bus, bicycle, &£ F (and) metro, &£ F (and).. 18 (mm)...H

(oh), plane, BB (mm).. X BARNEEL? (andhigh-speed train)
T/R: &%k ves, high-speed train.
G2S1: High-speed train.

G2S2:0rganyesms.

T/R:Organisms.

G2S2:Divers.

T/R: Diverse.

G2S3:1think I know... 4K =] eco...
T/R:Ecosystem.

G2S3:Rideabike, &8 Hh ¥k,

T/R: A 5K /& 4158 ? (How to say itin English?)
G2S3:ldon’tknow.

T/R:Take subway 5{ & =(or) metro

G2S3:Take subway, take subway, me...and walk walk.
G2S3:Make moretrees.

T/R:Make F {15 3F F (it would be better to use)
plant.

T/R: 3%, &E—WE? (Yes, how about thelastone?)
G2S3:Mm.. 8%}

T/R: SHEBRY (Yes, it's) plastic.

G2S3:l1don’tknow how to say in English.

T/R:Plastic, ZIfE 7. (Ilwroteitdown.)

G2S3: Plastic.

Applying thematic
languagein
another context

T/R:What do you think has helped you learn?

G2S1:Um, it helped meumabout, our ... (name of the school), ithas a
PBL (project-basedlearning) lesson, itis about protect animal. And this
lesson help umum do the project... whenin ... (name of the school)
class, theteacher just say some of the ecosystem and habitat, we
learned in our class | can understand better... We learned what is
habitatand ecosystemin ... (name of the school), that'sone, and now
we learned how to protect the animals and their habitats | think itis
deeply.

T/R:Itis... whatdid you say? Did you say deeply?

G2S1:Yea.

T/R:0h, you mean you learned how to protect habitats and
ecosystems deeper.

G2S1:Yea.

T/R: What do you think has helped you learn?

Page | 366




367 |Page

S5:A lot.
T/R:For example?

G2S5:Can uh help meduring the school class.

T/R: What helped you during the class?
G2S5:Uh, biotic and abiotic.

Language T/R: Do you haveany questions about all those four classes we have had? tb &l
strategies 1S RIEE—L#n5 (such as the new words we talked about today)
G2S2:Uh, yes, | have.
G252:Uh, FIZBEENMERE, TAEENMNHE. (Icanremembertheir
meanings, but not spelling.) B2 AN HIT TR EF FIXNHRMIRAIAD
NEEIE AME. (Ican’t remember the word about modes of travel thatis good
for forest environment protection.)
T/R: B 1777 B X BB LR 2 A9 (modes of travelling, yeah, that’s a bit
long) trans-por-ta-tion, transportation.
Concept Pictural G2S1:Idrawapeacock thatis male, it will dance and attract the female peacock.
exploration representations
Mindmaps G2S1:1used a mindmap becauseldon’t know how to drawa picture of avery

big ecosystem.

G2S3: A A B EE T U EEE—LL, = EHL—LHE" (Becausel
thinkitcan be easier to draw like this and it won’t take much time).
G2S5:1think she (G2S1) can make drawa picture that can shows what’s the
difference between them, I think she can make her work better because picture
can shows whatdo you thinking.
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Visualisation

Visual
understanding

G2S1:1think picturein ourlessonisum,itis, itis, some of it's the
photosand some of it’s just like picture, | think it reflect the problems.
G2S1:Uh, likelesson 5, thereis some picture about the problems,
aboutanimals their habitatis, some of the people, they are destroying
their habitat, and animal will didn’t have placeto live, so they will be
extinct.

G2S3: BN T @ A — LA RAFIR, HBLT Mf1E

A9—LE habitat. (I saw them drew some bad phenomena caused by
humans, lalso saw them drew some habitats.)

T/R: X L& Bl B B )3 7F 4 &40 ? (What are the consequences caused
by the problems as shown in these pictures?) consequences?
G2S3:Theanimal will be extincts.

T/R:Mm, yea, maybe become extinct, that's why we need to protect habitats
and ecosystems. So, whatyou can do to protectit?

G2S3:Wecan give the ecosystem money to help these animal.

T/R: Give ecosystems money? {/RE A8 254 7SEME{R A LD ?

G2S3:VYes.

T/R: R B 2477 (anyother ways)?

G253:Say toanyonedon’t use don’t &3k 7% /8B H (throw garbage into the
ocean) (& =) L (oronthebeach), El 1 #8sk 7 th BT s B ABLEL IR 4R B E
(becausethetide may also sweep away the garbageinto the ocean).

T/R: Mm, 3F(yes) so, we should tell us notto throw garbage anywhere.

T/R: ARERATTEL v 25 /R T] UE 278 WRLE L3R I ? (What garbage types can you
see in the pictures?)

G2S3:0k, book, newspaperand...

G2S3:Yes. And number two is glass, number threeis food, number fouris plastic.
T/R: E{1EBE AR K AKX (they are all paper, right)?

S3:Yea.

T/R: BPE 4L (all papertypes can be called) paper.

G2S3: Paper.

T/R: A HIE Z 4 (whatabout the next to it)?

G2S3: & (Um) I don’tknow.

T/R: X2 IETEAR (they areglass bottles), glass T TR (glass).
G2S3:0hglass...and then it's food.

T/R: SX PN EBE KA AEEN Y (Yes, they arethe food wedon’t need), [&f
173K (kitchen waste).

G2S3:Yes...kitchenwaste.

T/R: 3%, EE—UE (Yes, whataboutthelastone)?

G2S3:Mm... 2B (plastic)

T/R: X EBHL (Yes, plastic) plastic,

G2S3:Idon’tknow how to say in English.

T/R:Plastic, ZJfE T (Iwroteitdown).

G2S3:Plastic.

T/R: B A3X PO Aty 3% B4 £e_E MR J 1M (so which bins above should we
throw these four types of garbage into)? {& 58 — MNE& 4L 1 (For example, the
firstyellow bin has) newspaper, Fff I 2R 1%2 {817 3X B #Y (so the paper should
bethrown here).
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G2S3:Yes. And number two is glass, number threeis food, number fouris plastic.

G2S3:1know number two, numbertwo isice, ice, ice...

T/R:IXENE L (thisisasnow mountain), N2 7K LM (notan iceberg), 7KL
(Bingshan)=2(is) iceberg, F L] (Xueshan) &(is) snow mountain.

G2S53:0h, snow mountain. Numberthreeis uh...o...o...

T/R:Ocean.

G2S3:0cean, numberfouris desert.

T/R: %7 (Yes)!

G2S3:Number five | don’t know. Number sixis mountain.

T/R: Number fiveis J2 i wetland.

G2S3: Wetland.
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Visual languaging

G2S1:Uh, when we practise, when we do the homework, we just know
the, what's wedon’tunderstand because we didn’t know like these
questions how to answer, and, um, we finish the drawing homework
and on lesson we talk aboutitand we shareour ideas.

T/R:What arein your drawing?

G2S3: R — MESRERSE|ME RS Hlm KL=, (tisan
ecosystem with many endangeredanimals.)

T/R: 45 MR L At IMg 7K 48 9 =h W0 ? (What endangered animals?)

G2S3: LT % E 3k (someldidn’tdraw), 5 (which are)monkey, bird, &
(deer), panda, dolphin, whale.

G2S3:Deer...and havetheturtle.

T/R: Turtle ZEMREERF (Where's theturtle)? F;% B EZIHB (Idon’t seeit).
G2S3:Turtleisin the water.

T/R:Oh, in the water, B{/R O] [}{ R —>K3E (then next timeyou can draw the)
turtle E7E7K EE (in the water).

G2S3:0k no problem.

T/R: AR AIX BB EH HRLE R (In your drawing whichones are) biotic, BFEEZ (what
areabiotic?

G2S3:The...water, ¥+ (bamboo).

T/R:Bamboo 4 F(bamboo).

G2S3:And 7 F(bamboo), HfhAIEREH 445 A3 (therestare biotic), Bt EFH
A 45| (thefish is biotic).

T/R:Bamboo %8 445G (is abiotic)?

G2S3: 1 F % & 1 (bamboo is abiotic), Bk (oh)! ¥1F & (bamboois biotic) 14
F74 (Bamboois biotic)!

Prior visual
experiences

T/R:Haveyou done somesimilar drawing practices before?

G2S1:Um, yeah.

T/R:For example?

G2S1:Um, for example, um, in this week, our...(name of the sample school)
homework thathas oneisto umwrite um draw someimage that umand tell the
article.

T/R:Tell thearticle, can you beclearer? Tell what article?
G2S1:Thearticlethatis called ‘Slip of the tongue’

G2S1:Whatdid you draw forthis topic, for this article?
G2S1:Forthisarticle, | draw six picture because there have sixum six signs
T/R:Six pictures for sixsigns?

G2S1:Ummbecauseitisa reader centre.

T/R: It is reader centre?

G2S1:Theatre, um...itisakind of play.

T/R: How do you think about this drawing practice? Have you had similar
experiences before?
G252:Umm, yes. 2 7E R £ Ol X EE IR AEREEHE BCREW. (I's

aboutdrawing posters and talking aboutitin class.)

Page | 370




371 |Page

T/RIBROABRHREZ TR EB +ARB? (Isthecontent of the posters
assigned by theteacher?) X 2 {R{ 18 C B 4 #&? (or dependsonyou?)
G2S2: Z T E (Assigned by the teacher).

TR ZWMENNE, AEREHEEB A, AfF LEXEH (Theteacher
specifies the content or topicof the posters, then you candrawanything within
thisrangeand talk aboutitin frontof theclass.)

G252: %t (Yes.)

T/R: 2YF— AEMB? (Didyoudraw alone?) i £ FIE th[E] F—#2? (Or with
other classmates?)

G2S3: RENMADHEMNMNA REEMNAB CETERER. (Wewere

divided into groups and each group drew the posters together.)

Student feedback
on tasks

G2S1:Yeah, the drawing homework andthe writing homework help us
to understand better of the class.

T/R:How do you think about the drawing and writinghomework?
G2S2:1thinkit’s great. Becauseit can let me, uh, uh, itgood for meto
learn today, itcan good for meto learn the knowledge.

T/R: What knowledge?

G2S2:Uh, like habitatand ecosystems.

T/R: 0k, so how do you think about the images, pictures used in class?
G2S5:1t'svery good.

T/R: Why you thinkit's good?

G2S5:Because can help melearn.

G2S2: My pictures helpmeto learn the habitatand ecosystems.
T/R:Your pictures, do youmean the pictures you drew?
G2S1:Yes.

Visual approach

T/R: What has helped you learn about our project?

G2S1:thedrawing homeworkand the writing homeworkhelp us to
understand better of the class.

T/R:0h, why do you think they helped you understand better?
G1S1:Uh, when we practise, when we do the homework, we just know
the, what's we don’tunderstand because we didn’t know like these
questions how to answer, and, um, we finish the drawing homework
and on lesson wetalk aboutitand we shareour ideas.

T/R:1 see, so when you finish the drawing homework, we share the
drawing homeworkin our lessons and talk about your ideas, is that
whatyou mean?

G2S1:Yeah, Ithink the drawing homework we can just let student they
writethe ideas under the picture...Because like you draw this picture
and you writeyour ideaand in the lesson we share the idea some of
the students they forget whattheidea of them.

T/R:| see, okay, so these ideas they wrote down can help them remind
themselves of what they were thinking...

G2S1:Yea.

T/R: 0k, so what helped you learn these things?
G2S1:Umm, we...,umm, | think it's the practice.
T/R:Yeah, what practice?

G2S1:Thedrawing practice and the writing practice.

T/R:Dovyou likedrawing?
G2S1:Mm, Yea.
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T/R:How do you think about the visual and written homework? {R 55

BN B FIFRIAE AFE? (Howdo youthink about the
homework with visual representations?)

G2S3: H i F M 2E R R MMNENRAR, FiLthEX
FFr3E (1think they drew quite well...they also drew in details with
annotations aside.)

Other learning
resources

T/R:What supportor helphaveyou receivedform our classes?
G2S1:Ithink I'supportfromourlearningmachine, ourschool thereis
in 2012 thereis an epidemic, ourschoolall use QQ to have lesson, but
now we use DingDing (DingTalk) to havelesson.

T/R:Ah, you think it'sthe app helped you to learn the class.
G2S1:Yea.

T/R:What do you think has helped you learn?

G2S2:Theppthelps meto learn.

T/R:Okay, and what do you think about the images or pictures we used
inthe class?

G2S2:1thinkit'sgood.

T/R: Why do youit's good?

G2S2:Becausel think it can tell me this classis tell me today | will learn
what.

T/R:How do you feel about the lessons overall?

G2S2:Uh, uh, Ifeel the, | feel very good.

T/R: Okay, you said you feltgood, R 5152 B— AT LHRIX A 515?
(which aspect of the lessons made you think so?)
G2S2: LB IXNHR A (IU's the content).

T/R:Oh, the content, X 15 (anymore)?

G2S2: R H AN, EE N2 EAIEN (Andthe drawing homework).
T/R: Ah, thedrawing homework. 3£ & 15 Anymore?

G2S2:Ah, | think thatis.

T/R: AR5 153X MR & FH{TAY/E AFE? (How do youthink about the class?)
G2S3: B/ XMREHITIHEINER, . LR, FMRBLHMAIRIR (1
think the class went well with very little...unlike other online classes)

T/R: +41R 2> (What's very little)?

G2S3: 1% (noise).

G2S3:PPT.

G2S4: ek, 1244 (The homeworkand ppt.)

G2S2: & BB _E1RAY ppt. (And theclass ppt.)

Student Course
evaluation

Conceptual
development

G2S1:Ithinkithelps mejust like mm...whenin ...(name of the school)
class, theteacher just say some of the ecosystem and habitat, we
learned in our class | can understand better.

G2S1:Mm...Ithink it help melearn aboutthe habitatand ecosystem, it
help me do theprojectin Rise. Our Rise, ithasaPBLlesson, itisabout
protectanimal. And this lesson help umumdo the project.
G2S1:Welearned whatis habitatand ecosystemin Rise, that’s one,
and now we learned how to protect the animals and their habitats |
think itis deeply.

T/R: Ok, ARAR 5B A 11X P EIRFHFTAYE AFEM (Then how do you thinkour
two classes went?)

G2S2: R B TR HF 2 TR ZHTAYANIR. (I think the classes went
well; I learned a lot of new knowledge.)

T/R:Okay.

G2S2: &P 5% (Andlcan understandall.)
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T/R:How do you feel about the lessons overall? Z&{&k_F{/R B 11X
MREAFEIR? (What do youthinkof our lessons overall?)

G283:3 ] P, LR — D AE T —IARRER, BB T )E, XFAT]..

(name of the sampleschool) B PBL B {REZEES. (It's pretty good, like
someone carrying a big sack loaded with stuff back home, it’s also very
helpfulto our PBLcoursein... (name of the sample school)).

T/R: f+4 PBLBF? (Whatis the PBLabout?)

G2S3:PBL LA H A TH— B X TahRN, AfEr0E —&
HHHENARN, —EEHRFRI. (PBLIsaboutanimal
protection, helping the poorand poster presentation.)

T/R:Oh, BT XX TR B C AR ANRIZE FBI. (so, it's helpful for
the coursesin yourownschool).

G2S3:VYes.

Language
progression

T/R:Canyou give some examples of what help you received in the
class?

G2S2: Like some like some how to spell the words, | learned many
more new words, uh, and how to spell sentence.

T/R:0h, how to say a sentence, spell —f%$5$f 5215 (usually refers
towordsspelling), {RiiHY spell asentence {RISEBHTAENX?
(what do you mean by spelling a sentence?)

G2S2:......

T/RAREF/REE—NEFB, HLA—EF? (Doyou mean to write
or constructasentence?)

G2S2:Um, A B R1E % (1think grammar.)

T/R:0h, 1E3% (grammar), ‘o] ¥ A1 ;% (syntax) the grammar of the
sentence.

G2S2:Um, i B RiE., (Ithinkit'sgrammar.)

G2S2:1know the new words.
G2S5: FEEARFhEF T ', (It'saboutvocabulary.)

Peer scaffolding

G2S5:1think she can make draw a picture that can shows what’s the difference
between them, | think she can make her work better because picture can shows
what do you thinking.

Mentoring
learning

G2S1: AEAABEIE, AEMIERSREEH—Td” (s notso
casual, and then theteacher just doesn’t talk about the content
casually and move on to the next part without clear explanation).

T/R: ARE 4 FEI{REZE? (What helped you learnthis project?)
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G2S1:Wehavesome questionsand it help usto learn, we find the
answer of the questions and we we learn from this...uh, I think we can
add more questions.

T/R:May | ask what questions? Is it questions in our class or questions
from somewhereelse?

G2S1:Questionin ourclass.

T/R: MR BEZEIFERFHATTEHERIRS ? (Whataspects of
your learningdo you think need improving?)

G2S4: FE1R & 24 A O] [a)f £ — . (Answer more questions during
the class.)

Studentfuture
recommendations

Deeper learning

T/R:What areas of learning do you want to improve?
G2S1:lwantto improveaboutjustthink like the like the the
ecosystems there are expects animal and some water, mountain, they
areabiotic and whatelseitisin.

T/R:And whatelse itis...?

G2S1:Whatin the ecosystem

T/R:So how do you think whatis going to help you learnthis part of
learning?

G2S1:This partoflearning, I justlimprove my mm... ex.
T/R:Improveyour what?

G2S1:Express of English.

Language practice

T/R: What areas of your learning do youwant to improve?

G2S5: g2 5 S (Vocabularyspelling).

T/R: What is going to help you improve spelling?

G2S5: HL 2 AR FIE DAY ARFRHHEEAVER1E, B 5e B 1afE oI AR AR
R E BT 75 B4t (1 can find others to check my spelling
after | finish writing the words that are easy to be misspelled).
T/RARFERIAI AR, FEFEZHEESESIHE? (Whoarethe
others, your classmates, teachers, or parents?)
G2S5: MR FMAIN, BIASEERAAF, tbang i) XS]
(I mean people who can help you, like teachers).

T/R: BME B FH I HEFRREFN (Doyourclassmates sometimes
check for you)?

G2S5: 0] [} (Yes).

T/R:What areas of learning do you want to improve?

G2S2: FLE B MEE. (It's grammar.)

T/R:What is going to help you improve grammar?

G2S2:Grammar book. And some grammars questions.

T/R: Oh, IE B A T IAFBE{RIR FHE RN ? (Any other waysthat can
help you improve grammar?)
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G2S2:Use English to talk with my parents.

T/R:0h, use English to talk with them, 3£ /4 (anymore)?
G2S2:Look somevideo.

T/R: Oh, watch somevideos. Whatkind of videos?
G2S2:Grammar.

Visual Narrative
with Creativity

Learners' Affective
and Cognitive
Representations

G2S2:Thedolphinis catchthe fish and this manis on the dolphin to play, they is
livingin ocean, he can catchthefish to eat.

G2S5:1think crab can eatand thecrabisdelicious... eat by me...because | think
the jellyfishis cute, that two fish is goldfish because I think goldfishlivein the
sea.

G2S5:1thoughtdraw ajellyfish fly in the sea and this jellyfish is...is white,

T/R: Why did you draw the jellyfish white and flyin the sea?

G2S5: Because ljustlike jellyfish, because jellyfish flyin the sea thatis very
beautiful.

Connectivity of
Life Experiences
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Group 3

Categories Quotations (thetextsin brackets are translations)
Themes Interviews (after lesson 5) Learning conversations (after lessons 2 and 4)
Conceptlearning Concept G3S5: | think the ecosystem is like the place of the habitats and | T/R:Canyou tell me whatis habitat?

description animals, plants, and the habitats is like a little place that only one or | G3S1:Thehabitatis mm...Ithink arethe speciesinha...

two animals, plants make the habitat.

T/R:So, whathaveyou learned fromourlessons?

G3S6:Ithink fromthelastlesson I learned about protect animals, and
fromthe second class, | learned about 4 754 (ecological chain).
T/R:Ecosystem, food chain?

(G3S6:Yes.

G3S1:Thehabitatis a places animals live, the habitats um, animal can
find food, and ecosystems maybe many habitats umlike...and in a
ecosystem have many animals to make the...

T/R:Go ahead, habitats are the species?

G3S1:Inhab...

T/R:Inhabit, do you mean this word?

G3S1:Inhabit, yes.

T/R:And how about ecosystems?

G3S1:1 think ecosystem is making the...um...I don’t know
how to said.

T/R:Say it in English?

G3S1:Yea.

T/R:Doyou know how to say itin Chinese?

G3S1:Yea, mm, BLZH IFE LSNP X HTT (there
are many animals here), IX/NH IEE £ B (it has many)
many habitats, FE i 7 —> 34 (that form a balance).
T/R: A+ 4 %7 (What balance)?

G3S1: £ 7SR G 1. (Ecosystem balance.)

T/R:0h, ok, soin youropinion, you cansay ecosystems have
multiple Z/MAY(multiple) many habitats

G3S1: Multiple habitats.

T/R:Yeah and have more or diverse animals or &3{ 145K
= | (like what we learned today) diverse species or
organismsinhabit.

G3S1:VYes.

T/R:Okay, and what are species and organisms?
G3S1:Ithink speciesis the animalum, is the animals, species
means the animals and there mm, can | say itinthe Chinese?
T/R:Yeah.

G3S1: 47 (species).

T/R:Yea, can you explain whatis species in English?
G3S1:The species is the animals, and it means... | think it's
the kind of animals.

T/R:Mm, how about plants?

G3S1:Theplantalso can,also can...l thinkspecies is the kind
of the...

T/R: Do you think plants can also be a kind of species?
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G3S1:Also, can.

T/R:So, canyousumup?

G3S1:Ithink the speciesis the kind of animals and plant.
T/R: Species means the kind of animals and plants, ok, and
how about organisms?

G3S1:0rganism means every every um the things have have
the life, there can called mmorganism.

T/R: Ok, organisms are any living things.

G3S1:VYes.

G3S3:Habitatsisajust placethat peopleand plantsand animals are
living, the ecosystem also have the people, or the plants and animal.

G3S3:Understanding, uh, I think habits are just where, it’s
justa placethatanimalslive, livein, but ecosystemis that
place, inthe placethere haveliving things.
G3S3:Speciesin my understand | think just living things,
justlike plants, animals and human.

T/R:Canyou describeitagain, ‘specific’?

G3S3:It's a certain tain type of something.

T/R:Yea, certain type 4% B9 —FHK B (a certaintype).
G3S3:Yes, | knewitin Chinese, | justdon’tknew how to
describein English.

G3S4:0rganismsis alifethingand it can befire.

T/R: It can befire?

G3S4:1think the organisms can, the fire can fire them.
T/R:You mean the fire can burn the organisms?

G3S4:1t's like some plants can befireand they are
organisms.

T/R:Some plants can be burntby fire, so the plants are
organisms?

G3S4:Yeah.

G3S4:Theecosystemsis a placeand thereis many animals,
it'’s also likeafood chain, and the habitats is justa place
and animals can livein there.

G3S4:Speciesisakind of animals, it’s like a catis a species.
It's a kind of animal.

T/R:Mm, it's a kind of animal with the same features, like
cats have pointears, big eyes, tail, fur, some cats don’t
have fur.

G3S4:Mm.

G3S4:Inhabitislikeuh Ilivein somewhere and inhabitis
mean live.
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G3S4:Specificis like thefish itcan swimin the sea, thisisa
specific thatit can swim, butthecatcan’t, catcan climb on
atree.

T/R:Mm, soyou aretalking about the specificfeature of
fish and cats. I think cats can swim as well, but fish can’t
climb trees, that's for sure, so specificmeans a certain type
of something.

G3S4:Mm.

T/R:How aboutthelessons, do you have questions?
G3S5:0h, oh, oh, Ithink I 11 don’t have any question.
T/R:Okay, then I have some questions for you, couldyou
pleasetell me what are habitats and ecosystems?

G3S5: Uh, habitatsis the place animal live.

T/R:And ecosystems?

G3S5:Iforgetit. | try to think. I think ecosystemis a place
that have more habitats.

T/R:Yeah, and ecosystems would have diverse, many kinds
of species.

G3S5:0h.

G3S6:1think species and organisms the same thing of them
isthat they areall living things, like the species animal, it is
a livingthingand organisms is the meaning of living things.
And | think habitat is that where species and organismslive,
and ecosystem are places that many species of animalslive.

Conceptreview

G3S2:lam stilldon’tknow whatis habitatand whatis
ecosystem. I think habitis alittle place and it live one kind
of animals, and ecosystems is one place and have many
kinds of animals.

T/R: Ok, for example, habitat let’s see a treeis a habitat for
squirrels, also for birds, maybe also for some plants like
mushrooms, so a habitatis notjusta place with onekind of
animal, it’s a place where specificanimals live, versus an
ecosystem has multiple habitats, so it will have diverse
animalsliving there.

G2S2:0k, I'think like worm or some bug, bird will eat them,
sowhatarethey doingwhen they on life?

T/R:What do you mean?

G2S2:1mean what do they do some good things about
humans?

T/R: Maybe worms can feed the birds and worms can help
loose the earth.
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G2S2:0kay, sothey arenotall bad.

T/R:No, they arenotall bad, like earthworm, some people
would put earthwormin their field to make the soil loose
for growing plants.

G2S2:0k.

T/R:Mm, habitats also haveliving things, right?
G3S3:So0, what's the different of these two?

T/R:Okay, yea, let’s talk about the difference, habitats as
you said, it's a place where some animals liveand an
ecosystem has morethan one habitats, ecosystems include
many habitats. That's one relation.

G353: Alright.

T/R:And within these multiple habitats there are more
animalslivein, diverse animals, diverse species and
organisms livein one ecosystem. For example, earth could
bean ecosystem where there are so many different
habitats, like ocean habitat, like arctic, the arctichabitat
you drew and forest habitat. That's their difference.
G3S3:Alright, understanded.

G3S3:0rganisms | think it’s similar to habitats.
T/R:Similar to habitats?

G3S3: Habitats.

T/R:Organismsis nota place.

G3S3:It’snota place, so what?

T/R:Organisms mean any living things.

G3S3: Alright, any living things.

T/R:Are there any differences between ecosystems and
habitats?

G3S4:Yes, habitats is justa place thatanimals can liveand
ecosystems thereisaplace, thereis many animals and
thereis afood chain.

T/R:Okay, habitats may have a small food chain, for
example, maybein a pond,inariver, thereare some fish
and snakes, the snakes may eat those fish, and people who
live near can huntthefish and the snake. Butan ecosystem
isa bigenvironment with manyhabitats, so it has a bigger
food chain.

G3S4:0kay.

T/R: How about specific, it's an adjective we learned today.
G3S5: | forget, uh...

Page | 379




380 |Page

T/R: It means certain kinds, certaintypes. E{& 3 (specific)
specific.

Deepening
understanding
(with prior
knowledge)

T/R: What did you know about habitats, ecosystems, or their
protection before?

G3S2:Before, at before, I think habitatis justa place, and no animal,
justa place, likeforestand wetland, it’s just a place have no animal.
And now | know aboutit, habitatis a place and haveleastanimal in it.
T/R:Have least?

G3S2:Um, no, justthatanimal is small than ecosystem.

T/R:Ah, you mean the amountof animalsin a habitatis smaller than
inan ecosystem.

G3S2:Mm!

T/R:Do you know anything about habitats and ecosystems before?
G3S5:Beforelthink the habitats is like the food wheel, food chain,
likethe animals and plants havea place, butnow...and beforel don’t
know ecosystem this words.

T/R:Ah, ok, so you learned somethingnew about ecosystems and
you also learned whatis a habitat, it’s not justa food chain.
G3S5:Yea.

T/R: Do you know anything about habitats, ecosystems, and their
protection before ourclass?

G3S6: Maybeallittle, but not very well, maybe lonly know a little like
how to protect the animals, we can take out, when we go to the park,
we can take out our trash, and the ecosystem I think it’s like a food
chain, likethe bird eat the bug and the bug eat the grass. Only a little
bit, notvery well.

T/R:Did our class help you in your ownschool?

G356: Like the ecosystem, our school maybe sometimes 122 7 — T
= (mentioned alittle bit), A /F X MRELZ IR T IAEDR (then
this class deepened my impression).

T/R:What are sometypes of garbage or trash we discussed
today?

G3S2:0iland some plastic, and some air, maybe?
T/R:Airis notatype of pftrash.

G3S2:0h, oh, yes trash and maybe some glass and some so
many metal, uh, yes, maybe.

T/R:Maybe paper?

G3S2:0h, yes, paper, and some also we like stone, oh, no,
no, no, no, no. Maybe we eat something that we eat, like
fish boon.

T/R:Fish bone, fish bone.

G3S2:Mm!

T/R:We don’t eat fish bone, so we will throw them away.
G3S2:And someold clothes.

T/R:0h, yea, used clothes. Can used clothes berecycled?
G3S2:Yes, we also have somebin thatis aboutold clothes,
we can putold clothesin that bin and some people will
took itaway to help that people that no clothes.

T/R:Yes, to help people who need clothes to wear, people
who maybearetoo poor to buy new clothes. And whatare
sometransportation modes we discussed today?
G3S2:Mm, maybetransportation, um, that...
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T/R: | remember you talked about underground train; do
you remember?

G3S2:0h, yes, and bus, and taxi, and weride bikeand we
can maybe go some placeon foot.

T/R:Sothoseare some ways we can do to protect the
environment, to reduce air pollution.

G3S2: Mm.

T/R:So, in your daily life, how do you protect our
environment, the habitat, or the ecosystem?
G3S2:0nlife, ljustputtrash in the correcttrash bin,and |
also go to school or go home by bike, and sometime, | will
plantsometreesin some place, yes, that placeis need me
to planttree.

T/R:0h, yes, just as you said places with a lot of sand, they
need trees.

G3S2:Yes!

T/R: Do you know anything about habitats, ecosystems or their
protection before ourclasses?

G3S3:1don’tknow anything about habitats in my scienceclass., |
hear itin my English class.

T/R: How about ecosystems, have you heard of them before?
G3S3:Inever heard this English word before, but I know the Chinese
meaning of this before.

T/R:How about protecting habitats and ecosystems, didyou learn
something aboutitbefore?

G3S3:Yes, | learned. Just some habitatis just protectit very well, like
desert, desertis grassland before, because we don’t protectitvery
well, so it changeinto sand and become desert.

T/R:What are some new things you learned in our classes?
G3S3:Thereareso many plants, animals, living things in different
habitats, we should protect the habitat, so we can protect them,
protectthemisalso protect us.

T/R:In your daily life, how doyou protect the habitats or
ecosystems?

G3S6:Um, uh, well, when | am, like um when there’s like a
bottle, water bottles, like plastic bottles, water bottles, and
we will take it to our school andthere’s a bag, they putall
of the plastic bottles that we don’t want to a bagand on
Friday, there will be the people and they will get it together
and takeit | don’tknow take it to somewhere and they will,
yes likerecycle them.

Language learning

Building
language form

T/R:What haveyou learned or remembered from our lessons?
G3S2:First, Ithink  know what is habitat, whatis ecosystem, and |
also learned aboutlots of habitat, | also learned about food chainand
| also...Ilearned about some some words like species, orga...organ...
organise.

T/R:Organisms.

G3S2:0rganisms, | also learned about ecosystem and habitat
definition. And | learned about like today howcan save our IR1E 75 22
(environmental pollution.)

G3S1:Thehabitatis mm...Ithink arethe speciesinha...
T/R:Go ahead, habitats are the species?
G3S1:Inhab...

T/R:Inhabit, do you mean this word?

G3S1:Inhabit, yes.
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T/R:Environment pollution.

G3S2:Environment pollution.

T/R:Environment pollution.

G3S2:Environment pollution.

T/R: Do you mean how can we stop or prevent pollution?
G3S2:Yes, justsave this problem, but I think we can’t save, but we
can makethis problemto be better.

T/R: Do you mean solve s-o-l-v-e f £ (solve) this problem?
G3S2:Yes, solve.

T/R:Can talk about what have you learned fromthefirst three
classes?

G3S5: Uh, let me think, Ithink the ecosystem and habitats.
T/R:Mm!

G3S5:And let me... and the biotic, right?

T/R:Yeah, anymore?

G3S5:And how to how to say it, bioctic.

T/R:Yea, biotic.

G3S2:Yes, it's inthe place that have some many sand, and
we can planttrees. First plant trees can protects ourour
maybe place and also that trees can make sand to beleese.
T/R: Less.

T/R:That’s avery good suggestion, maybe we can play
Alipay ant forest. % {5 = (Alipay) Alipay, | sentitto your
chatwindow, can youseeit?

G3S2:0kay, yes I can seeit, Alipay.

G3S2:Maybe we eat something that we eat, like fish boon.
T/R:Fish bone, fish bone.

T/R:You talked aboutit helped with your science test, anything else?
G3S3:1think only the ecosystem and the food chain.

T/R:Helped you in what class?

G3S3:Inscienceclass.

T/R:Howdid ithelpinyour scienceclass?

G3S3:It'sjustthere has something ldon’tknow and I can’t writeit,
butafter the learning, | knew how to writeiit.

T/R: Write what?

G3S3:Some...can Isayin Chinese?

T/R: Of course.

G3S3: /@ H (exam, textbook, or practice book questions).

T/R:Some questions.

G3S3:lcanjustsayitin questions? | believeit's (questions mean) just
£%1a] (queries), not # B (exam, textbook, or practice book
questions).

T/R: BB LA (‘B B’ can alsobetranslated as) questions, /~{X
ERE] Y [a) /A (it's not just the questions you ask), #1,0] IAE IR
PR AT E (butalsothe questions ontest papers or textbooks).
G3S3:Alright.

T/R:Can you remember some other new words we learned
today?

G3S3:First, it's ecosystem. And what's that? Species?
T/R:Yea, as you just described their meanings.

G3S3:And org-zam-ni-zation?

T/R:Organisms.

G3S3:Organisms.

T/R:Pay attention the pronunciation, aw-guh-ni-zmz. Any
other new words?

G2S3:lcan’tremember any other, sorry.

T/R: How about ‘inhabit’?

G3S3: Alright, I remember it.

T/R:Oh, whatdoes it mean?

G3S3:Isthissimilar to habitat?

T/R: It looks similar, it's a verb, it means live

in someplace.

T/R: How aboutthis one: ‘diverse’?

G3S3:Deverse.

T/R: Di-verse.

G3S3: Let me think, waita minute, diverse, | knew, it’s just
likethereareso many, right?

T/R:Right.
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T/R:How about ‘specific’?

G3S3:ThePacific Ocean? Is that?

T/R: Not Pacific.

G3S3:0h, thisone, thisonelknewit, it’s justlike this
specials, someonesay it’s him, he or she mustto doiit, just
like this.

T/R:He or she mustdo it? Specific means a certaintype of
something.

G3S3:Acertain type of something, yes, | just mean this.
T/R:Canyou describe it again, ‘specific’?

G2S3:It's a certain tain type of something.

T/R: Yea, certain type 43 & fy—FhE HY.

G2S3:Yes, | knewitin Chinese, | justdon’tknew how to
describein English.

G3S2: Mm...I think my English have big problem, that my...can | speak
Chinese?

T/R:Yes, sure.

G3S2: R R EHNIES ANRS, M EKAECE TR
K, BERRAHIBEIRIZNEHE A MEARCFRIA H3kK (1 think
my speakingis notvery fluentand my vocabulary is notenoughthat |
don’tknow how to express a Chinese word in English).

T/R:That's ok, you need more practicein speaking.

T/R:Doyou have any questions forme?

G3S4:How to read thisword, it’s o-r-g-a-n-i-s-m-s?
T/R:aw-guh-ni-zmz, organisms.

G3S4:Organisms.

T/R:Doyou have any other questions?

G2S4: No.

T/R: Ok, then | have some questions for you. Can you tell
me whatare organisms?

G2S4:Uh, let me think, organismsis alifethingand it can
befire.

T/R: It can befire?

G2S4:1think the organisms can, the fire can fire them.
T/R:You mean the fire can burn the organisms?
G2S4:1t's likesome plants can befireand they are
organisms.

T/R:Some plants can be burntby fire, so the plants are
organisms?

G2S4:Yeah.

T/R:What are some garbage types we discussed today?
G3S6:Um, | think there’s recycle, like there aretrash that
canrecycle. And something about the kitchen, um...
T/R:Uh, kitchen waste, like some food that’s not eatable,
like fish bone.

G3S6:Yes, and something likethe things are bad to the
nature, like the plastic and other humanwaste, like electric
things.

T/R:Electric things, such as?
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G3S6:Such aslike our phone that we don’t wantanymore,
and like Pied, and also our, like the light.

T/R:The lights, did you say pied? What did yousay before
the lights?

G3S6:APied, | Pied.

T/R:Oh, iPad, okay. So, we call these - electronics B 15
£ (electronics).

G3S6: Okay, electronics.

T/R:What are transposition types we talked about today?
G3S6:0h, transportation types, | think like riding a bike,
and walking on foot, go by a skateboard, we can also use
the...| don’thowto sayitin English, I think thatis, butl am
notso sure, that the electric little bike.

T/R: Do you mean electric bike, BB 1% (electric bike)?
G3S6: Yes.

T/R: Okay, electric bike.

G3S6: Yes, | think that's it.
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G3S1:And someonethrowtrashin the forest, people
throw the, throw the, mm... |don’t remember Z&4#
(cigarette), HH 3k (cigarette buds).

T/R: Cigarette, cigarette buds.
G3S1:Throwthecigarettein theforestthey can make the
forestfire.

T/R:And what are some different types of trash we talked
abouttoday?

G3S1:Likethe paper, glass, and Z8Hl (plastic).

T/R: Plastic.

G3S1:Plasticand I remember have another one.
T/R:Yea, how about somefood we don’t eat, such as fish
bone?

G3S1:VYes, food, food, fish bonelike food.

G3S1:Rideabikeand onthefootto walk and | think take
some... because now there have some car can use the Ef,

(electricity). How to say?
T/R: Electric powered car.
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Applying
thematic lexisin
another context

T/R:Did you use whatyou learned in our class in some other schools
or classes?

G3S2:Yes.

T/R:Canyou give me an example?

G3S2:Yes, | will also use some new word new thing in my school class
and that will help me to learn about some things in schooal, like iX 5
HAFR 1B B0 (a learningunit of this semester is called) Arctic.
T/R:Ah, did you learn something from our class and use thatin the
classaboutArctic?

G3S2:Yes, | justdo my £ (essay), | usein my {E3 (essay).

T/R:Did you use some of whatyou learned herein your school?
G3S5:Ithinkitlet me learn many new words and what’s meaning.
T/R:Did you use those words in your school?

G3S5:Yeah, yes.

T/R:Canyou give me one example? What did you usein your school’s
English class?

G3S5: My English class have some...like the article, itis about
habitats, itis abouttheforestand somewords and | know, butsome
like difficult words, | doesn’t understand, but | know this articleis all
aboutthe habitats, so | used the habitats to putitin the article and |
also don’tthatwords, | can know the all article meaning.

T/R:Did our class helpyouwith your own English studyin your school?
G3S3: Help alittle bit with my science.

T/R: How?

G3S3: | just have my science finish test about 6 day ago, in that test,
there have some questions we don’tlearn in the classthat the science
teacher teach us, butwe learn it in your class, so I knew how to write
it.

T/R:Like what questions?

G3S3:Somefood chainand some habitats.

Page | 386




387 |Page

Language
strategies

G3S2:Mm...Ithink my English have big problem, that my...can | speak
Chinese?

T/R:Yes, sure.

G3S2: MR EEBRMIBS AN, M ERMECETEARK
K, BEEURAHIEFIZ N EHE A ME AT CERIA E SR (1 think
my speakingis notvery fluentand my vocabularyis notenough that|
don’tknow how to express a Chinese word in English).

T/R:That’s ok, you need more practicein speaking.

T/R: Do you have any questions forme? It can be about our
lessons; it can beaboutyour English study.

G3S5:Can | speak Chinese?

T/R:Sure.

G3S5: We how ZEH (15 BF HESHEEEARIE?
(How do we do the exercise of filling in the missing initial
letters?) B BY BV 1& RSB E AFEIE, (sometimes | don't
know how) Bt 2% e 2 EIE A 3K (1just feel like | can’t il
it out.)

T/R: RO IR Z A9 TIE. (You can try the method of
syllables tofillin the blanks.)

G3S5: b @i, (Justlike,) EE 7M. (forexample...)
T/R: ELENFAS RZEH] organisms, IBEHFAFH, HFIE
TEIF . (For example, the word ‘organisms’ we learned
today can besplit by syllables.)

G3S5: Ft—T— T ME. (Justwriteone by one.)

T/R: 3, (Yes,) — T —T589 5, (just write one syllable by one
syllable,) IXA™ ‘or Bt E—/NS T, (‘or’isasyllable) ga B—
N, (‘ga’ isone), ‘nism’ B —. (‘nism’is another one.) R T
I B9 77 SR 245 (You can memorise words by their
syllables.) XFRALXEFASHE, AIMEMBH SRR
AL RIEE —PFEE. (Through this way, you may not
mispronounce or misspellwords.)

G3S5: Oh, &13& 7T, (understood,) {5 & M. (Thanks,
teacher.)

T/R:Doyou have any other questions for me?

G3S3:Yes, so can | ask some question thatis notaboutthe
class, butit’'sabout English learn?

T/R:Yes, of course.

G3S3: The first question is in my another English class, the
teacher tell me to have 16 tenses, so what’s the 16 tenses?
T/R: | can summarise for you, there are simple present,
simple past, simple future, simple past future and current
continuous tense, past tense, future tense, past future
tense, and past future perfect tense. I'll send them to you
all, that would be better.
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Concept exploration

Pictural
representations

T/R:What did your drawinghelp youto learn?

G3S1: My firstdrawingdraw a pig, and B A2 B 4A— S5 H(my
drawingis still alittle bit ugly).

T/R: BATEX MR A ERRE NG FFE, FTURRAEELL
(Don’tworry, we won’t test whether youare goodat drawing or notin
thiscourse).

G3S1:0k.

T/R: IR F IR ERE EF S TENRE A BTG (Do you
think your drawings can helpyou learn)?

G3S1: | think don’t have. B¢ %t @ B8 X 3 3 3% 4 &5 B (1 feel
drawing doesn’t help much with my study), B A& 2EAZFHE
EE AR
expectations).
T/R:ART] U@ S B9FZE, (Youcan tryto write), maybe write next to
your drawing.

G3S1:Writesome words on the pictureand my drawing, | think yeah
it's great.

(because my drawings always don’t meet my

G3S2:1think habitatis justa placethatanimals canlive, and
ecosystem that are lot of animal live here, maybe the bug
eat plantand bird eat bug like this.

G3S4: | think habitats is just a place, it's like mountains,
forestand desertand I thinkecosystemsis a place andthere
is many animals, the difference of my drawingis in habitats,
this mountain, there’s no animalsand thisis just a place that
animal can live, and ecosystems thereis a place and thereis
many animals, animals are in there and in habitats, | don't
draw someanimalsin there.

T/R:1 can see acamel.

G3S4:Because | thinkit’s likea mountain, so | drew a camel
and | crossed it.

Mindmaps

Visualisation

Visual
understanding

T/R:How do you think about the pictures we used in the lessons?
G3S1:Picturesinthelessonsis beautiful andcan tell us some many
things of the classes.

T/R:Many things of the classes, for example?

G3S1:Like habitats pictures, | seein the picture that forest, desert,
snow mountains, | know they are habitats, the habitatsis the animals
live.

T/R:How do you think about the visualswe used in the class?
G3S2:Uh, visual?

T/R:Visuals could beimages, pictures we used in the class.
G3S2:0h, Ithink that pictures goodfor my learning, sometimes |
don’t whatis this word means and | will look at pictures, and that
picturesisalso example, so that pictures goodfor me.

T/R:So, the pictures help to understandthe meaning of the words?
G3S2:Yes.

T/R:Did it help you in any other parts of learning?
G3S2:1thinkitalso help meto learn this class better.

T/R:How do you think about the pictures in the class?
G3S5: It made theclass be moreinteresting, I think have the pictures
and somewords, itlet me like to listen and learn this ppt.
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T/R:How do you think about theimages, pictures we used in the
class?

G3S6: Ithinkit'sfun.

T/R:Why do you think it's fun?

G3S6:Becausel think there’s some questions andthere will some
pictures for us, when we look at the pictures and there’s questions,
we can think more like it 88 £ BIF (1B ZEFR/Nal & (can help us
think about the question).

T/R:Ah, help you to think about the questions.

G3S6: Yes.

T/R:How do you think about the pictures we used in class?
G3S3:lcanuseit to know about the meaning of the word sometime,
| don’tthink the using of the pictureis notverybig.

T/R:What did you usealotwhen you learned in class?
G3S3:Thetext.

Visual
languaging

T/R:What has helped you to learn the topic, such as habitat,
ecosystem?

G3S6:1learned ecosystem, draw a food chain, and get a better
understanding.

T/R:You mean drawing?

G3S6:Yes, and writing.

T/R: What kind of writing?

G3S6: Writing the ways like how to protect the nature and writing
what’s this ecosystem about like thereis whatand E{ 1 X RZEH
Z (whattheir relations are).

T/R:Ah, their relation, do you think the drawing and writing helped
you to learn habitats and ecosystems?

G3S6:Yeah, yeah.

T/R:lIs it thedrawing and writingin our class?

G3S6: Yes.

T/R:Let’s havealook atwhatyou justdrew, I'd love to hear
howyou aregonnadescribeitto me.

G3S2:0k, I drew aboutaforestand thattrees all be
cutting, and lalso drew a bird, that bird lostit home, and |
think solution is protect those trees or forest, don’t cut
them.

T/R: | can see thereare sometears on the bird’s face.
G3S2:Yes.

T/R: 0k, so that’s one solution to protect those trees, don’t
cut, c-u-t, not cute, c-u-t-e. Can you seeit?

G3S2:0h, oh, ok, I fixit.

T/R: Why do you chooseto draw this scene, this problem?
G3S2:Because | think this problemis so hard to fixit,
because people need words, we need paper and we also
need maybe sofaor bed or table, yes we need wood, but
maybe we don’twantto hurtthattrees, but we need, so |
draw about this problem, I think this problemis so hardto
fix it.

T/R:Yea, we haveto use it, but we also need to protectit,
soyour suggestion to fix this problemis protect those
trees, don’tcutthem, do you have any other suggestions?
G3S2:0kay, and now in China we have, we can plant trees
onapp.

T/R:Yea, whatapp?

G3S2:Thatisin X} = (Alipay) Ant Forest.
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T/R:Yes, Alipay X f}= (Alipay). So, did youplant trees in
Alipay Ant Forest?

G3S2:Yes, | think maybethisis also a solution of this
problem.

T/R:So everyone can participate, canyou talk about how it
works, thisapp? How does it work?

G3S2: 0k, you will choose a kind of trees you want to plant
and you plantthis trees, you will...If youplant this trees
onlineand also will have people help you to plantareal
tree, and some... if we usethat is... if we use S fif =, that
will be made the...madethattreesto be grow up and we
will also to help other people to plant trees and other
peoplewill also planttrees for us.

T/R:So, you mean you cooperate to plant trees together
like with your friends, can you plant trees with other
peoplewho arestrangers?

G3S2:No, but we can planttrees together, like two friend
can plantatrees that both they can, and can water this
plantevery day, and you two plant the same trees and this
tree will grow up. If this trees grow up, you can plant
another trees.

T/R:Mm, do you mean if onetree has been grown up by
you or your friendsor together, there will be some people
in real lifeto help you plantatree somewherein China?
G3S2:Yes, it's inthe place that have some many sand, and
we can planttrees. First planttrees can protects ourour
maybe place and also that trees can make sand to beleese.
T/R: Less.

G3S2:Yea.

T/R:That’s a very good suggestion.

T/R:Canyou describe whatisin yourdrawing, why did you
drawthosethings?

G3S6:Um, well, first, | draw drew a forest, and then there’s
a foxthateat trash, maybeit will sick or even die.

T/R:Yea, why, why the fox feels sick?
G3S6:Becauseiteattrash and plastic.

T/R:Oh, plastic trash, why would it eat plastic trash? | think
foxes eat small animals, rodents.

G3S6:Yes, the peoplethrow thetrash in the forest and
sometimes the fox eat it when um... T] BE A~/ )V MZHY
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(maybe eatit by accident), I think the fox did eatitin
accident.

T/R:Oh, eat it accidentally. What can we do to stop animals
fromeating trash?

G3S6: When we go to theforestto havea trip and when
we aregoing home, and we can pick ourown trashto leave
the forestand notjustthrowitin theforestand to protect
the animals.

T/R:Canyou talk aboutwhatisin your drawing?
G3S1:Thispeoplecuttree, butapoliceman usethegunto
stop him.

T/R:So, you think the solution is to ask policemento stop
illegal lumbering?

G3S1:VYes.

T/R:Doyou haveany other solutions to help protect the
trees?

G3S1:Also, Ithink we can use some paper we can useit in
morethan onetime.

T/R:How do you use paper morethan onetime?
G3S1:Apaper havetwo, oneside can write, have two sides
can writethewords,and on my drawing, there have some,
thereis white, we can usethis kind to write the word and
to do some other things.

T/R:So, you mean a piece of paper has two sides, and we
write or draw on oneside, you can use the other side, and
inyour drawing, there are some white parts left on this side
of the paper, soyou can writeonitor drawsomething
extra onit.

G3S1:Yeah.

T/R:How do you protect the habitats or environmentin
your daily life?

G3S1:Ithink grow some plants and don’'t throw the trash in
the habitatand usetheelectric power.

T/R:Do you mean electric-powered vehicle?

G3S1:Yea, electric vehicleand ride the bike or on foot to
go to theschool.

Prior visual
experiences

T/R:Haveyou had similar drawing experiences before?
G3S2:Maybeno, I thinkit's so least because other teacher they just
need we to do sometest paper, drawingis so least, some teacher will
alsolet wedraw, butit’s justoneor two.

T/R:Oneor two drawings?
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G3S2:Yes.

T/R: What did you draw forthese one and two pieces of drawing?
G3S2:You meanin hereor other place?

T/R:In other classes, not with me.

G3S2:0h, ok, oneteacher let us to draw sign that you know. And
another teacher let we draw some things, thatteacher isin...(name of
the sampleschool), in her class, we will draw lots of things.

T/R: What signs or things, road signs?

MERE IR —FP#RiE (it's to design your own logo).

T/R: Design, you design a sign. iXPM& i FIFRIREF R LR AIA
BHEXG?

G3S2:Yes.... (name of the sample school) &2 E & /8R (oftenhas
posters drawing activities), Lt #1158 4 ¥ A% & (such as drawing
items carried forlifesaving), HI{EARERYITEE (the process of making
a raft), BP9k 4 B9 FRFN 2B {1 489 (the experience of survival in
the wild or something).

T/R: Wow, that's interesting, did you like it?

G3S2:Yes, | likedrawing thisthings, butlthink lam notgood at
drawing.

T/R:It's ok, so long as you can demonstrate what you want to say on
a pictureor a piece of paper.

T/R:Haveyou had similar drawing experiences before?
G3S3:Yes, Arctic, oncetimein Rise, | draw Arctic. It'sa PBLclass
aboutthenature. (PBL: project-based learning)

T/R:Haveyou had similar drawing experiences before?

G3S5:Yea.

T/R:Canyou give me an example?

G3S5:Itis math classand welearned like...howto say 43 1T iRk ik
(multiply and divide fractions) this words?

T/R: D #13E & 3% - multiply and divide fractions. Howdid you
understand this methodthrough drawing?
G3S5:Idrawasquareand thefirstoneisahalfand I will draw line let
the square have two samerectangle, | don’t know howto say it. |
think I can draw it, like this picture (see theimage on theright).
T/R:Okay, let me see, A LUX 2R EAY (you drew this)?

G3S5: & (Yes)

T/R: PR AU B R 2 R M ERER A G

G3S5: M8, tbin FEXAN"— 0z —m WAL BN IETTRE
REZSRRAY, BRARIEXNRE BR=02", ®Heil
FTEEXN Zoz—NERDE=0, RAEFRETHNROBEEE
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FE, BIXFERY (Well, for example, the above half was divided by
the bluelinefromthered square, then painted yellow and multiplied
by two-thirds, thatis theabove half area thatis divided into three
parts, two of which were painted green, and thats it).

T/R:0h, | gotit, that'sinteresting.

T/R:Haveyou had similar drawing experiences before?

G3S6:Inour own class, likein the scienceclass, thereis one about
the nature, theteacher let us draw some picture like drawthe
animals thatyou think can live on the grassland or something like
that, it’s only oneclass, butlthink it's gonna beallittle be about
ecosystem.

T/R:So only oneclass you did a drawing?

G3S6: Yes.

T/R:Would you like to draw more of that topic, about science?
G3S6:Ithink yes, and we will have more classes in our school about
it, many peoplesay our science classis about like the natureand alot
of things...Idon’t remember that much, but I still can think about
it...sometimes we draw and sometimes we write, but | think moreit’s
aboutwriting and sometimes we draw too.

Student feedback on
tasks

Facilitating
concept
building

T/R:What did you learn by doing those drawings in class?
G3S2:First, Ithink my drawingis not good, but I think | can use my
drawingto know about things for this class, like | will draw a habitat,
and | know whatis habitat, also.

T/R: Do you mean you learned the definition of a habitat by drawing?
G3S2:Yes, and | will know this word clearly.

T/R:How do you think about the drawing and the writing practices
we did in theclass?

G3S6: Ithink like the drawing and writing helps us to understand like
what we learned, like there’s a sentence like the definition, like we
learned a definition, and sometimes we need draw our own thinking
and itcan help usto understand more about the knowledge that we
learned.

Visual approach

T/R:How aboutthe drawing and writing practices we did?
G3S2:1think thatis also good, because someteacher in China will do
some practice, sometestto learn, | think drawing is better than that
way.

T/R:Why do you think it's better?

G3S2:Becauseldon’tliketo write sometest, | think drawingit’sa
good way to learnin class.

T/R:How do you think aboutthe drawing, do youlike to draw?
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G3S3:Yea, | like, but | think the drawingis a little bit of same very
time.

T/R: Do you mean you drew a bitsimilar every time?

G3S3:Yes, a bitof similar.

T/R: Would you makeit different, how?

G3S3:Ithink whatIcandois every timedraw differentanimals and
different habitats.

T/R:What helped you to learn those new things?

G3S5:1think this new thing can let me have more let me know the
more of the world.

T/R: B AFE B AR FE XL HHY IR I (What helped youthese
new things), AR E & P AR EWRFEH AR ecosystem, T4
+& habitats (like what helped you learn habitats and ecosystem in our
class)?

G3S5:Drawing, drawing.

T/R: Anymore?

G3S5:And class, the meaning of the words.

T/R: Do you mean the words in the ppt?

G3S5:Yeah.

T/R:How do you think about our drawing and writing homework,
practice?

G3S5:1thinkitcan letme rememberitand | think | remember for a
longtime.

T/R:Remember what for along time?
G3S5: Like some keywords, someinteresting drawing foralong time.

T/R: BMRSEBRE B BITEF S TR SR BT A BN (Doyou
think your drawings can helpyou learn)?

G3S1:1think don'thave. /& 5 B 18 X3 2 31 %+ AR B (1 feel
drawing doesn’t help much with my study), B 32 28 A28
1A B FIRT R (because my drawings always don’t meet my
expectations)”.

T/R:ART] PUEIE S B9 (Youcan try to write), maybe write next
toyour drawing.

G3S1:Writesomewords on the pictureand my drawing, | think yeah
it’s great.

T/R:How do you think about the drawing and writingpractices we did
inthe class?

G3S3:1likethese two also and | like writing more ... I think the
drawingis a little bit of same very time.

T/R: Do you mean you drew a bit similar every time?
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G3S3:Yes, a bitof similar

T/R: Would you makeit different, how?

G3S3:1think what I can dois every time draw differentanimals and
different habitats.

Other learning
resources (e.g.,
digital tool)

T/R: Do you think anythingelse helped you learnlike how to protect
habitatand ecosystem, or helped youlearn some new words like
species and organisms?

G3S2:Ithinklcan usebookor I can useiPhoneto checkthis word
and | will also learn it by myself, | justlook at that pictures and also
listen to definition, | will learn this word.

T/RARE CEEIREEARS{RA writing FXFE % nature
#9 knowledge? (How do you usuallyimprove your writing or learn
more knowledge of nature after class?)

G356 LM _EAHF KT —EHFHIEAR, SIEZH
natureprogramme, —5 40 73, —H+JUE, RAEE—FE2
BX, THERXFE, TENETUEFXFRE, REHITU
FIEZIOERE, XMAGRAKBLRER, FEAETUER
ZH R ERFET nature By, AW, T, ELANIE cave,
whatis the biggest cave, & IR £ X THIER KA, HE—1L
FH o

(My mombought me a set of world geography lessons online which is
an English dubbed programme about nature with over 10 episodesin
total. Each episodeis 40min dubbed in English with Chinese subtitles,
then | canlearn more English words. | quite like this way of learning,
because | can watch the word natureincluding animals, places, such
as caves, what the biggest cavein theworld is. It covers alotabout
geography, likea documentary).

T/R:What helped you learn these things?

G3S1: My somebook havethe habitatand ecosystems, and books
can help meto learn thesething, and our class also canlearnmany
thing of the habitat and ecosystem.

T/R:ls it the book in your own school or the bookyou bought?
G3S1:Books I bought.

T/R: What is the name of the book?

G3S1:l1don’tknow howto sayitin English, | can use Chinese?
T/R:Yea, you can tell me in Chinese.

G3S1: 4 75T #AYEE M (Theimportance of ecosystem), ZEFR B9 —
AR ZeE B — A E (fromoneof thearticles in my science
magazine).

T/R:The importance of ecosystem balance.

Page | 395




3% |Page

(G3S1:Yea.

T/R:What has helped you to learn in our class?
G3S3: Maybetheknowledge about this nature before I learn, and the
picture help meto know and to write. Pictures and the text.

Studentcourse
evaluation

Conceptual
development

T/R:Did our class help you learnsome other things?

G3S3:Ithink only the ecosystem and the food chain.

T/R:Helped you...?

T/R:Howdid ithelpinyour scienceclass?

G3S3:It'sjustthere has something ldon’tknow and | can’t writeit,
butafter the learning, | knew how to writeiit.

T/R: Write what?

G3S3:Some...can Isayin Chinese?

T/R: Of course.

G3S3: @ H (questions).

T/R:Some questions.

G3S3:lcanjustsayitin questions? | believeit's (questions mean) just
£% 18] (queries), not # B (exam, textbook, or practice book
guestions).

T/R: BB AR (‘B B’ can alsobetranslated as) questions, /~{X
E R8I A9 (8] 8] (it's not just the questions you ask), 11 8] IME K&K
PA YT E (butalsothe questions ontest papers or textbooks).
G353: Alright.

Language
progression

T/R: Do you think you practiced your speakingand learned some new
words fromourclass?

G3S2:Yes, | think this classis use English to tell me something, it’s
good, and also that word habitatand ecosystem andfoodchain|
heard it before, and biotic, abiotic and other two | don’t heard about
before.

T/R:So that’s something new you learned?

G3S2:Yes, new word.

T/R:How do you feel about our course overall?

G3S2:Ifeel, mm... sometimes | feel great, becauseit’slongtime...|
think I mean this class lots of time using English, | think thisis great,
it's good at my English.

T/R:Mm, it's good for your English.

T/R:Did our class helped you learn some other things in your school?
G3S1:Yeah, ZEiE% 77 T (with my grammar).

Peer scaffolding

T/R: What help did you receivein theclass?
G3S1:Um, | get many help from the teacher and other children.
T/R:How did you get help from other children?

Page | 396




397 |Page

G3S1:0ther children ask some question, | also can learn something in
that.

T/R:How do you feel about our class overall?

G3S1: B FE| TIRZ KA, BEIEIEFAIARE. (I felt good that |
learned alot.)

T/R:How do you think aboutthe help you receivedin the class?
G3S6: It's maybe about the other students, they can send the picture
(drawing) and they are sending to the group, | can understand more,
for example, | think the animal on the grassland is elephants, but the
other will write other animals like the lion, deer, the things | didn’t
think of, and I can know more, like the shark in the sea. | think |
learned a lot from others, yes.

T/R:From other students when they are talking about the drawings?
G3S6: Yes, and when they are asking questions maybe | don’t know
the answer, like...(name of a student) | think, heis a small boy, |
learned about him, | can know the answers from him, | think it’s
great.

T/R:If other students answer or ask some questions.

G3S6:Yeah.

T/R:How do you feel about the lessons overall, do you have
suggestions?

G3S6: Notreally, Ithinkit'sreally greatalready.

T/R:How do you think about the help you receivedin our class?
G3S3:Um, help fromyou and also from our classmate. Some time
they give me some good evidence.

T/R: What evidence?

G3S3:Justlike... (name of a student), onceatime | said about Arctic
and | forget what animal, she helped me say it.

T/R: And how do you feel about our classes overall, do you have any
suggestions?

G3S3:Ithinkit's great now.

T/R: ARFATBNRIRIRFHIFBI B 1 A? (whathelp didyou receive
fromour class?)

G3S5: B FEILFINRR T — AR AE, RAHNEIEER
=0 SE, ERATEMIIEE T RERE, LhiniEE—
123X o] € habitat, ecosystem NEJE, habitat | BT ER 28 =
PEE, SRJG ecosystem B EX BUTIE, TAZBAREIER, X
JFIEMNEMR AR E S PBR, EEREX/IDIRNERE, B
MEF—LEBOER, Rk ER Lk T, ME AR

ZE T (Itmademe realise somedifferent aspects. The interaction
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made some words clear to me, for example, | wasn’t very familiar
with habitat though I have learned it before, and | have never heard
of ecosystem nor thought about their connections, but throughthe
drawings and interactions, | know their meanings andrelationships.
T/R: Ok, {R1% B9 B 5 & (you mentioned interaction) what kind of
interaction?

G3S5: Ltz BB M ZHHY7ESN (suchas the group task before).

Mentoring
learning

T/R: How do you feel abouttheclasses overall, {8 4N ?
(Do you have any suggestions?)

G3S5: F A MR WIEH BB IR A I EIRA RHEICR L FTH
(I suggestyou turn on camerain class).

T/R: X5 F EIRERFTHT (Iturnedon mine every timein class).
G3S5: A= Ef (nottheteacher’s), &% 5 (it's the students’), Lk 40
S N ER S E A =AY BHE (for example when students bow
their heads to do other things), ZZ i o] &% (the teacher will be
ableto notice).

T/R: A AR OIRE LB, FrbUSE EHFTH, B E
WAEEE, IEFERAGER, IMREE LRSI THRGRLE?
(considering students’ privacy, so I didn’tturnon their cameras, your
suggestion isvery good as it can engage students more, do you
usually turn on your camera whentaking online classes?)

G355 —RAEALWIR, H—XRJITA—ELMIR, ZIFE
BEAREF, BAZIE. (lusuallydon’ttake online classes, there
wasonce | had an onlineclass with thousands of students, and the
teacher didn’t see me or ask me questions.)

T/R: AT B4R 0 IERILMIM S HEELE D (Then probably youhad
less chanceto practice yourspeaking).

G3S5: X, Tt BRI T/ N HIAYIRET GFAY. (Yes, classes like this with a
small number of studentsis pretty good.)

Studentfuture
recommendations

Deeper learning

T/R:What areas of learning do you want to improve in the future?
G3S6:For my own, | likethe things aboutthe nature, and when Rise
havethespecial eventabouta charity group, | likedoing the plans, |
likelearning about how to make a charitygroup anddoyou doa
special eventand | like learning aboutthe nature.

T/R:So, more knowledge about natureand how to plan an event,
such asacharity groupare something you’dlike to improve or know
moreabout?

G3S6:Yes.

T/R:How aboutimproving your ability in event planning and learning
nature?
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G3S6: Maybe like our #t X 243 F9—LE5E B (some activities
organised by the community)and | can improve something of the
nature.

T/R: What kind of activities have they planned before?

G3S6:About the nature like 70 77 5E 5] (Salon activities), they will give
you somesand and you can build a place and you put your favorite
animalsinit,and you can talk about the animals, the second partyou
build afood chain, andyou talk aboutit, the third part, youbuilda
placethatyou like.

T/R:Is there something you wantto learn in the future?
G3S3:Inthefuture, | wantto learn some about thefiction and some
book that other write.

T/R: Books about what?

G3S3:Aboutstories and about the history.

T/R:How areyou going to improve your knowledge about history?
G3S3:Maybein theclass | can say something more.

T/R:In your history class?

G3S3:ldon’thavea history class; I learn history by book.

Language
practice

T/R:Which parts of your learning do youwantto improve?

G3S2: Writing because I think drawing is a good way to learn English,
butwe also need to writing, because my word, sometimes | cannot
writein the correct way.

T/R:So, you wantto improve writingin English?

G3S2:Yes.

T/R:How areyou goingto improve?

G3S2:Ithink I will do lot of Bf 5 (dictation), yes, maybe.
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T/R:What areas of learning do you wantto improve in the future?
G3S6: For my own, | like the things about the nature, and when ...
(name of the school) have the special event about a charity group, |
likedoingtheplants, | like learning about howto make a charity group
and do you do a special eventand I like learning about the nature.
T/R:So, more knowledge about nature and how to planan event such
as a charity groupare something you’d like to improve or know more
about?

G3S6: Yes.

T/R:How about English learning?

G3S6: Writing, | like writing, in our Rise class, we will write a little
school, one about the adventure, we can write our own story, | like
writing for my own.

T/R:So, you wantto improve more of your writing?

G3S6: Yes.

T/R:How areyou going to improve these things you just talked about,
likeyour writing, your event planning?

G3S6: My Rise class is finish and | think maybe on the English class at
the other places, maybetherearewritingso | can practise more over
there.

TR BESEZIFRETLERSHE (What would like to
improveinyourlearningin thefuture)?

G3S5: mBEEECEAYZ (Ithink Idon’t have enoughvocabulary),
TEERIETTIA (my grammar is ok), #EH % H AR KB (so is my
pronunciation), FEFZXMISHSZEMR S MEHARER
(I don’t know the meanings of the words though | can spell and
pronouncethem).

T/R:How areyou going to improve your vocabulary?

G3S5: BHIFHMEMAE— T8, F_E1E—T (Sometimes | read
in English likein the mornings).

T/R:Any parts of learning do you want to improve in the future?
G3S1: MW FHMTIERIABE NIERZIRYF (1 think my ability in
English expression is notvery good).

T/R:Your English speaking?

G3S1:Mm!

T/R:How areyou going to improve your English speaking?
G3S1: T 2 %% (Justread more).

T/R:Read what?

G3S1:SomeEnglish book.
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T/R: Bt R X B IR UE 4R S A1BWE (How are you going to
improveyourspeaking by reading)?

G3S1: FE 2R 5i8;C2 (mainly to improve my vocabulary), ZAIFiE
ZthAEIRERA (and my pronunciation is not verystandard).
T/R:0h, reading some English books canimprove yourvocabulary and
pronunciation?

G3S1:VYes.

Visual Narrative with
Creativity

Learners'
Affectiveand
Cognitive
Representations

G3S5:1thinkitisso cool, ldrawashark anditisin ocean
and | draw small fish swim, also in the ocean, | think this
shark didn’t see these fish because | wantto draw a people
wasrun butthetime isup and | doesn’tdraw.

Connectivity of
Life Experiences

G3S6:Thefirstdrawingis my catand itlivesin her cat
house and probably sometimes on my bed, | think its
habitat sometimesisin cathouse playing and sometimes
on my bed sleeping.

G3S4:1drawthefour cats, thetwoisin the grassland and
another two is a house that we build, my friendshave two
cats, these miceis food for the catand that bird is the food
for cattoo, becauseit’sin thegrassland and I think there
mightbebirdsso I draw a bird and cats also eat birds too.
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Appendix llI: Ethics

Parental Information Sheet

Information sheet for parents

Project title: Visual Languaging: Exploring Visualisation in Language and Cognitive through a
Pluriliteracies Model in Online EFL Classrooms

Invitation to participate. Your child is invited to participate in a research study in the Dingtalk app study
group assigned by their own English school (Rise Subject English) on how children learn English with
visualisation. This document explains this study, what your rights are, and what will be done with the
data | collect. You should keep this page for your records.

What is the study about? When children learn English as an additional language, they may encounter
circumstances when they lack certain appropriate words or expressions to articulate their
understanding of concepts introduced in EFL classrooms. There seem to be potential benefits of using
visual presentation to support their English verbal communication. This study aims to explore how
children learn through visualisation as one main mode of representation that bridges oral and written
languaging to deepen their linguistic understanding and enhance their cognitive progression.

What will happen? If you agree for your child to participate, | will deliver five English lessons to your child
with simple images in ppts and guide them to articulate their understanding and learning with visuals.
Each lesson will last between 45-60 minutes. Afterward, your child will be invited to take part in two 15min
learning conversations afterthe second and the fourth lessons and a 15min interview afterthe fifth lesson
via the Dingtalk app with me. These will be video recorded. So, the data | will retain are video recordings
of the lessons, after-class learning conversations and interviews, and the digital photos of children’s visual
work taken by themselves, which will be sent to me via the Dingtalk app. | will work with your child to
make sure they enjoy these tasks.

Risks and benefits. There are no known risks to participate in this study. There are no tangible benefits
to you or your child. However, after all the data collection phases of this study are ended, your child will
receive a certificate of completion in EFL visual languaging as a thank you for participation. Moreover,
your child will be contributing to our knowledge about language and how it is learned through visual
languaging.

Confidentiality and use of data. All data collected during this main study will be processed in
accordance with Data Protection Law. In order to safeguard your own and your child’s privacy, only | will
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have the access to the data and your child’s personal information will not be shared with anyone else.
Your child’s data will be referred to by their non-legal English first names (i.e., pseudonyms) rather than
their legal Chinese names. The research data (e.g., video recordings) and the personal data (e.g., signed
forms) will be stored in separate password-protected archives (.rar). The data will only be used for my
Ph.D. and with your permission, it can be used for my publications and presentations (e.g., online
conference) arising from this work.

What are my data protection rights? The University of Edinburgh is a Data Controller for the information
you provide. You have the right to access information held about you. Your right of access can be
exercisedin accordance with Data Protection Law. You also have other rights including rights of correction,
erasure, and objection. For more details, including the right to lodge a complaint with the Information
Commissioner’s Office, please contact the Moray House Ethics Lead — Fiona at O’Hanlon@ed.ac.uk or the
Moray House email: MHSES-Ethics@ed.ac.uk. Alternatively, you can

visit www.ico.org.uk. Questions, comments, and requests about your personal data can also be sent to
the University Data Protection Officer at dpo@ed.ac.uk.

Voluntary participation and right to withdraw. | will ask your child’s permission before we begin the study,
and | will make sure they understand that they can stop the study at any point. You may also choose to
withdraw your child from the study at any time. Any data supplied up to that point will be deleted.

This project has been approved by the MHSES Research Ethics Committee. If you have any questions
about what you have just read, please feel free to ask, or contact me by email at s1236615@ed.ac.uk.

Thank you for your help! Now please complete the consent form on the next page.

Dandan Chen
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Consent Form

Parental consent and agreement to data usage

Project title: Visual Languaging: Exploring Visualisation in Language and Cognitive Development through
a Pluriliteracies Model in Online EFL Classrooms

Please tick the boxes beside the statements you agree with, and sign and date the bottom of the
page.

| confirm that | have read and understood the Information Sheet and consent to my child
taking part in the above study, including recording my child’s voice/face.

| agree that the data generated by my child can be used for future publications or
presentations arising from this study by the researcher.

| understand that | am free to withdraw my consent for involvement with this research
project at any time.

Caregiver’s name Child’s name Caregiver’s relationship to
the child
Caregiver’s signature Child’s signature Today’s date
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Appendix IV

DingTalk Screenshots

-

( Species means diverse animals and plants.
Ecosystems are the places that have diverse habitat.
Organisms that are the things in the Earth that have life.

L habitats are places that species live. ) @ [+

k.
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==n 3]DING : Doreen remind you vi...

(1) kitchen waste . Glass , plastic, paper
(2) like bus &5 car & bike g% motorcycle O
(3) we can use bicycle 4 and bus
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