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Abstract 
As English Medium Instruction (EMI) expands across Saudi higher education, questions 
of linguistic equity and pedagogical inclusion have become increasingly central to TESOL 
research. This study investigates translanguaging as a pedagogical strategy that enables 
instructors and students to draw on Arabic and English to enhance comprehension, reduce 
affective barriers, and promote classroom participation. Grounded in sociocultural and  
critical translanguaging theory (García and Kleyn 2016; Sah and Kubota 2022), the study 
conceptualizes translanguaging not merely as a linguistic support mechanism but as a 
socially just practice that challenges English-only ideologies in EMI. Data were collected 
through a 25-item quantitative survey administered to 522 students and 122 
instructors from two public universities in Saudi Arabia. The instrument captured 
perceptions across cognitive, emotional, and instructional dimensions. Results revealed 
strong endorsement of translanguaging, with instructors showing significantly higher 
support for its pedagogical and ideological functions. Students likewise recognized its role 
in comprehension and engagement, but expressed ambivalence regarding its effect on 
English acquisition. By providing large-scale empirical evidence from the Gulf context, this 
study contributes to TESOL literature largely informed by small-scale qualitative research. 
It underscores the need for context-sensitive EMI frameworks that legitimize multilingual 
practices and empower teachers as agents of linguistic inclusion, advancing TESOL’s 
ongoing shift toward equity-oriented, multilingual pedagogies in global higher education. 
Keywords: Translanguaging, English Medium Instruction (EMI), Saudi Arabia, 
multilingual pedagogy, student–instructor comparison, bilingual education 

 
1. INTRODUCTION 

 
Over the past two decades, English Medium Instruction (EMI) has become a defining 
feature of higher education across the globe, especially in non-English-speaking countries 
seeking to internationalize curricula and enhance students’ global competitiveness 
(Alasmari et al. 2022; Karabay and Durrani 2024; Macaro et al. 2018; Lasagabaster 2022). In 
Saudi Arabia, this internationalization agenda has accelerated the adoption of English as 
the primary medium of instruction in disciplines such as medicine, engineering, and 
business. While the expansion of EMI aligns with national modernization goals and global 
academic benchmarks, it simultaneously produces linguistic and pedagogical tensions for 
both teachers and students who are not native users of English. This tension—between 
the promise of English for global mobility and the persistence of local linguistic identities—
has prompted renewed attention to translanguaging as a pedagogical and ideological 
resource that can reconcile English dominance with Arabic linguistic and cultural realities. 
Translanguaging, first developed in bilingual education (Williams 2022) and later expanded 
as a theory of dynamic multilingual practice (García and Wei 2014; Lin 2016), describes 
how multilingual speakers flexibly draw upon their entire linguistic repertoire to construct 
meaning. In recent years, scholars have framed translanguaging not merely as a pedagogical 
technique but as a critical act of linguistic justice—one that challenges deficit ideologies 
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and English-only norms in education (García and Kleyn 2016; Flores et al. 2020; Sah and 
Kubota 2022). Within EMI contexts, translanguaging has been shown to facilitate 
comprehension of complex disciplinary content, reduce learner anxiety, and foster 
inclusive participation (Palmer et al. 2014). From a TESOL perspective, these practices 
open new conversations about how multilingual agency and equity can be operationalized 
in classrooms historically structured by monolingual assumptions. 
Despite this conceptual momentum, translanguaging in EMI settings across the Global 
South remains under-examined. While extensive research documents translanguaging in 
Western multilingual classrooms (Creese and Blackledge 2010; García 2017), comparatively 
little is known about how it unfolds in Arab Gulf universities, where English and Arabic 
coexist in complex sociolinguistic hierarchies. Similar challenges of balancing global 
English agendas with local linguistic ecologies have been observed in South Asia (Sah and 
Kubota 2022), Africa (Severo, Abdelhay, and Makoni 2020), and Latin America 
(Hornberger and Link 2012), underscoring the global relevance of the issue. In Saudi 
Arabia, EMI often involves students with limited academic English proficiency and 
instructors who strategically deploy Arabic to scaffold understanding. Yet, existing 
research rarely considers teachers’ and students’ perspectives together, leaving unanswered 
how these stakeholders co-construct meaning and negotiate language ideologies in the EMI 
classroom. 
The present study addresses this gap by examining the translanguaging beliefs, practices, 
and perceptions of both instructors and students within Saudi EMI programs. Using a 
structured Likert-scale questionnaire, the study explores perceptions across cognitive, 
affective, and ideological dimensions, including the perceived benefits of translanguaging 
for comprehension, its emotional and motivational effects, instructional strategies, and 
concerns about its influence on English acquisition. By collecting data from 644 
participants, this research contributes one of the few large-scale quantitative analyses in a 
field dominated by small-scale qualitative studies (Paulsrud and Cunningham 2025). In 
doing so, it provides empirical grounding for debates on how translanguaging can enhance 
learning and equity in EMI. 
Understanding how translanguaging operates within Saudi EMI classrooms has important 
implications for TESOL pedagogy and teacher education. In multilingual contexts, 
translanguaging is not a fallback strategy but an instructional necessity aligned with 
culturally responsive, student-centered learning. For example, students may rely on Arabic 
to negotiate meaning or clarify disciplinary terminology, while instructors may draw on it 
strategically to explain abstract theories or facilitate participation. Acknowledging these 
dynamic bilingual practices can inform English for Academic Purposes (EAP) curriculum 
design and TESOL teacher education programs by promoting reflective, multilingual 
pedagogies rather than prescriptive English-only approaches. 
This study thus contributes to TESOL’s ongoing dialogue on multilingual justice by 
foregrounding perspectives from an under-represented Global South context. It situates 
translanguaging as both pedagogical practice and ideological intervention—a means to 
redefine legitimate language use, challenge English-centric hierarchies, and advance a more 
equitable, decolonial understanding of English language education (Pennycook 2021). As 
EMI continues to expand across the Arab Gulf and beyond, these insights underscore the 
urgency of developing pedagogies that align global English aspirations with local linguistic 
realities. 
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2. LITERATURE REVIEW AND THEORETICAL UNDERPINNINGS 
 
The global expansion of English Medium Instruction (EMI) has reshaped higher 
education, particularly in non-English-speaking regions seeking international visibility and 
competitiveness (Macaro et al. 2018; Lasagabaster 2022). As EMI spreads, questions 
of language access, equity, and identity have become central to research and practice. One 
concept gaining prominence in this discussion is translanguaging—the dynamic, 
purposeful use of an individual’s full linguistic repertoire to communicate and construct 
knowledge (García and Wei 2014). Initially explored in bilingual education, translanguaging 
has since been recognized as a powerful pedagogical, cognitive, and affective strategy 
across diverse educational settings. It challenges the assumption that English must operate 
in isolation within EMI, instead recognizing multilingualism as a resource rather than an 
impediment to learning. While the practice has been widely studied in Western and Asian 
contexts, its pedagogical and ideological implications in Gulf countries, particularly Saudi 
Arabia, remain underexplored. 
Why Translanguaging Matters in EMI 
The increasing reliance on EMI raises fundamental pedagogical and ethical questions about 
access and inclusion. As universities in non-Anglophone countries shift to English to align 
with global standards, students often face linguistic and cognitive barriers to learning 
complex academic content. This tension between English dominance and local linguistic 
realities makes translanguaging critical: it enables students to draw on all their linguistic and 
cultural resources to build understanding, reducing anxiety, fostering participation, and 
sustaining engagement (Zhang et al. 2024; Mazak and Carroll 2016). In Saudi Arabia—
where Vision 2030 reforms have accelerated the adoption of EMI—students often begin 
university with limited academic English proficiency, while instructors are expected to 
teach technical material entirely in English. Translanguaging thus emerges as a pedagogical 
bridge that mediates between global English aspirations and local linguistic realities 
(Hopkyns, Zoghbor, and Hassall, 2021). Understanding how this operates in Saudi EMI 
classrooms is vital for developing policies and teaching models that promote equitable 
participation rather than linguistic exclusion. 
Theoretical Foundations of Translanguaging 
Translanguaging is grounded in sociocultural theories of learning, particularly Vygotsky’s 
(1978) concept of mediation, which positions language as a cultural tool for cognitive 
development. Within this framework, translanguaging acts as a mediational process that 
allows learners to access, organize, and internalize new knowledge using both their first 
language (L1) and second language (L2). This dynamic use of language functions as 
scaffolding—learners use their stronger language to process complex content before 
articulating it in English, deepening comprehension and facilitating higher-order thinking. 
In this regard, Li Wei’s (2011) conceptualization of translanguaging extends the idea 
beyond cognitive processes to encompass identity and ideology. Rather than a mere act of 
code-switching, translanguaging represents a generative process through which learners 
draw on their full linguistic and cultural repertoires to construct meaning and negotiate 
identity. Within EMI contexts, translanguaging enables students and instructors to co-
construct disciplinary understanding and exercise linguistic agency. 
Recent critical perspectives further expand translanguaging into the realm of linguistic 
justice. Building on García and Kleyn (2016), Flores et al. (2020), and Sah and Kubota 
(2022), scholars have reframed translanguaging as a critical pedagogical stance—a means 
of resisting English-only ideologies and addressing inequities embedded in global language 
hierarchies. From this viewpoint, translanguaging challenges deficit narratives that portray 
local languages as barriers to progress. Instead, it repositions Arabic—across both its 
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standard and colloquial varieties—and other local languages as legitimate mediums for 
academic thought, promoting epistemic inclusion and decoloniality within EMI. In the 
Saudi context, translanguaging unfolds within a diglossic linguistic ecology where English 
interacts fluidly with both Modern Standard Arabic and regional dialects, allowing learners 
and instructors to negotiate meaning across formal and colloquial registers (Alghamdi and 
Al-Sofi 2023; Hopkyns et al. 2021). This critical lens provides the foundation for the 
present study, which situates translanguaging in Saudi higher education as both a 
pedagogical practice and an ideological intervention. 
Translanguaging in Global EMI Contexts 
Global research on EMI highlights the cognitive and affective benefits of translanguaging. 
In Asian and European universities, flexible bilingual practices have been shown to 
facilitate comprehension and content retention, particularly among students with limited 
English proficiency (Zhang, Lin, and Osborne 2024; Yuan and Yang 2023). For example, 
bilingual scaffolding—where instructors briefly use students’ home language to clarify 
complex terminology—can substantially enhance understanding without compromising 
English exposure. Mazak and Carroll (2016) found that translanguaging reduces cognitive 
load, freeing learners to focus on disciplinary reasoning rather than linguistic decoding. 
Such practices improve both learning outcomes and confidence, demonstrating that 
translanguaging complements, rather than competes with, English acquisition. 
At a broader level, these findings reveal that translanguaging functions as an equity 
mechanism in EMI classrooms. By enabling learners to access disciplinary knowledge 
through familiar linguistic resources, translanguaging mitigates the stratifying effects of 
English proficiency differences. As a result, EMI can evolve from an exclusionary model 
privileging the elite to a more democratic form of education that values multilingual 
competence. This global evidence underscores why exploring translanguaging in Saudi 
Arabia is timely: it offers a lens through which to examine EMI’s potential to balance global 
aspirations with local linguistic justice. 
Translanguaging in the Gulf and Saudi Arabia 
English-medium instruction (EMI) has expanded rapidly across the Gulf under national 
policies that frame English as a marker of modernization and global competitiveness 
(Barnawi 2017). Yet this policy-driven expansion often reveals a gap between national 
ambition and classroom reality. In Saudi Arabia, many students transition from Arabic-
medium schooling with limited English proficiency, which creates challenges in 
understanding lectures, textbooks, and assessments (Jia and Pun 2023; Elyas and Mahboob 
2021). Instructors likewise report the need to slow content delivery and simplify materials 
to support comprehension. As Alharbi and Alqefari (2023) observe, these conditions make 
translanguaging not merely a pedagogical choice but an instructional necessity, a practical 
and ethical response to linguistic inequities in EMI classrooms. 
Empirical research in Gulf universities shows that both students and teachers use Arabic 
strategically to clarify meaning, manage affective barriers, and facilitate deeper engagement. 
Jia and Pun (2023) note how instructors employ Arabic explanations for disciplinary 
concepts and how students spontaneously engage in peer discussions in Arabic before 
responding in English. Such practices, however, exist within an institutional framework 
that officially promotes English-only instruction in higher education (Barnawi 2017; 
Alharbi and Alqefari 2023). Rather than fully sanctioned pedagogy, translanguaging in 
Saudi EMI classrooms often reflects teachers’ adaptive strategies to bridge comprehension 
gaps and maintain student participation. Importantly, in a context where Arabic remains 
central to cultural and national identity, these translanguaging practices can also be read as 
subtle forms of ideological negotiation—validating local linguistic capital within a system 
that continues to privilege English as the dominant medium of academic legitimacy. In this 
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sense, translanguaging both accommodates and quietly resists EMI policy, bridging the 
ideological divide between global language mandates and national linguistic heritage. 
Instructor Attitudes Toward Translanguaging 
Instructors’ perspectives on translanguaging reflect broader ideological tensions within 
TESOL and EMI. Some educators remain influenced by the traditional English-only ethos, 
fearing that translanguaging might undermine students’ English immersion (Cenoz 2019). 
These concerns stem from the “native-speakerist” assumption that successful language 
learning requires minimizing L1 use—a belief widely critiqued in TESOL scholarship 
(Sembiante and Tian 2020; Pennycook 2021). However, growing evidence indicates that 
instructors who understand translanguaging’s theoretical foundations adopt it not as 
linguistic leniency but as deliberate pedagogy that enhances access and equity (Paulsrud 
and Cunningham 2025). Teachers who employ translanguaging purposefully report higher 
classroom participation, reduced silence, and more meaningful engagement (Muguruza, 
Cenoz, and Gorter 2023). 
In the Saudi context, instructors’ attitudes toward translanguaging appear to be gradually 
shifting as recent studies report growing openness to flexible language use in EMI 
classrooms (Alharbi and Alqefari 2023; Almayez 2022). While some remain hesitant due to 
institutional expectations of English-only instruction, many have pragmatically embraced 
translanguaging as a tool for survival in linguistically diverse classrooms. This pragmatic 
shift reflects a broader ideological reorientation—from seeing translanguaging as a 
deviation from TESOL norms to viewing it as a resource for inclusive, student-centered 
pedagogy. Professional development programs that explicitly incorporate translanguaging 
principles could further help EMI instructors align practice with evidence-based TESOL 
approaches. 
Student Experiences and Perceptions 
From students’ perspectives, translanguaging enhances comprehension, reduces anxiety, 
and fosters confidence in EMI classrooms (Manan 2024; Sultana 2025). By enabling 
learners to access disciplinary knowledge through Arabic, translanguaging helps them grasp 
abstract concepts that might otherwise remain inaccessible. Emotionally, it reduces the 
cognitive pressure of learning solely in English and creates a sense of belonging by 
legitimizing their linguistic identities. Studies across Global South contexts have shown 
that students feel marginalized when their home languages are excluded but empowered 
when these are recognized as legitimate learning resources (Choi and Liu 2024). In Saudi 
Arabia, where educational inequality often correlates with English proficiency, 
translanguaging plays a critical equity role by leveling the playing field for students from 
public-school backgrounds who might otherwise be disadvantaged in EMI settings. 
This dimension extends beyond pedagogy to social justice. Translanguaging challenges 
linguistic hierarchies that privilege English and, by extension, socioeconomic elites who 
have greater access to English education. By integrating Arabic into EMI instruction, 
educators promote inclusivity and counteract stratification. Thus, translanguaging not only 
facilitates comprehension but also embodies an ethical stance that resonates with TESOL’s 
global commitment to equity and access. 
Critical Translanguaging and Linguistic Justice 
Recent developments in TESOL call for a more critical understanding of 
translanguaging—not merely as a cognitive scaffold but as a socially transformative 
practice. Scholars such as García and Kleyn (2016), Flores et al. (2020), and Sah and Kubota 
(2022) advocate for critical translanguaging pedagogy, which views multilingual practices 
as acts of resistance against linguistic imperialism and epistemic exclusion. Within EMI, 
this approach reframes the classroom as a site for reimagining power relations between 
English and local languages. In the Saudi context, applying a critical translanguaging lens 
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means recognizing Arabic not as a hindrance but as an epistemic partner to English, 
capable of generating disciplinary knowledge in its own right. This perspective aligns with 
broader decolonial TESOL movements that seek to dismantle the native-speakerist 
hierarchies embedded in global English education (Pennycook 2021). Integrating such a 
stance into Saudi EMI has the potential to transform policy discourse—from enforcing 
linguistic uniformity to celebrating linguistic plurality. 
Research Gaps and TESOL Implications 
While substantial progress has been made in understanding translanguaging globally, 
significant research gaps remain in theorizing and empirically documenting how it operates 
in policy-driven EMI environments such as Saudi Arabia, where tensions between English 
dominance and local linguistic identities persist. Most existing studies isolate either teacher 
or student perspectives, neglecting the interactional dynamics of bilingual pedagogy in 
shared EMI environments (Choi and Liu 2024; Lu et al. 2025). Few quantitative studies 
provide comparative insights across both stakeholder groups, especially in the Gulf, where 
EMI practices are rapidly evolving yet under-documented. The present study addresses this 
gap by examining both Saudi students and instructors, offering large-scale evidence of their 
perceptions and practices. This dual focus contributes methodological breadth to a 
literature dominated by small-scale qualitative research. 
For TESOL practitioners and EMI instructors, these insights extend beyond Saudi Arabia. 
They underscore the importance of preparing educators—both local and expatriate—to 
implement translanguaging-informed pedagogy in English for Academic Purposes (EAP) 
and content classrooms. Research in the Gulf region similarly highlights the need for 
teacher training that fosters translanguaging awareness and reflective pedagogical practices 
(Alharbi and Alqefari 2023; Alharbi and Alqefari 2025). Consequently, teacher education 
programs should incorporate modules on critical translanguaging awareness, classroom 
discourse analysis, and inclusive assessment strategies that recognize multilingual 
competence. By connecting translanguaging to EAP design and teacher preparation, 
TESOL can advance a more equitable model of English education—one that values 
linguistic diversity rather than conformity. Building on this synthesis, the current study is 
guided by the following research questions: 
RQ1: How do Saudi Arabian EMI students perceive the role of translanguaging in 
enhancing comprehension, motivation, and participation? 
RQ2: What are instructors’ beliefs and practices regarding translanguaging in EMI 
classrooms? 
RQ3: To what extent do students’ and instructors’ perceptions align or differ regarding the 
pedagogical and ideological value of translanguaging? 
 

3. METHODOLOGY 
 
3.1 Research Design 
This study employed a quantitative, cross-sectional survey design to investigate the 
perceptions, beliefs, and practices surrounding translanguaging among students and 
instructors within English Medium Instruction (EMI) classrooms in Saudi Arabian 
universities. Grounded in the theoretical frameworks of translanguaging articulated by 
García and Wei (2014) and Creese and Blackledge (2010), the study positioned 
translanguaging not merely as a pedagogical tool but as a dynamic practice that facilitates 
deeper cognitive processing and inclusive learning. A structured survey design was chosen 
to capture large-scale attitudinal data and enable comparative statistical analysis between 
two key stakeholder groups—students and instructors. Given the limited empirical 
evidence on translanguaging in Gulf EMI contexts, particularly those engaging both 



Cultura. International Journal of Philosophy of Culture and Axiology      22(12s)/2025 
 

 
 
 

19 
 

students and teachers concurrently, this approach aimed to generate nuanced, contextually 
grounded insights into EMI pedagogy within Saudi higher education. 
3.2 Participants and Sampling 
The study sample comprised 644 participants, including 522 students and 122 instructors 
from two publicly funded universities in Saudi Arabia. The student participants were 
enrolled in undergraduate EMI programs spanning disciplines such as business, health 
sciences, and engineering. The instructor cohort consisted of faculty members responsible 
for delivering content in English across similar disciplines. All the instructors possessed at 
least a postgraduate qualification in applied linguistics, education, or their subject 
specialization, with an average teaching experience of more than five years. A purposive 
stratified sampling strategy was used to ensure variation in gender and field of study across 
the two universities. This dual-sample structure allowed for the exploration of both 
convergence and divergence in translanguaging beliefs and practices, addressing a critical 
research gap in Gulf EMI contexts, where most studies have examined either students or 
instructors in isolation. 
3.3 Instrumentation 
Data were collected through a 25-item self-administered questionnaire designed based on 
established constructs in translanguaging, bilingual education, and EMI pedagogy (García 
2017; Wei 2018). The instrument comprised three sections. The first section (Items Q1–
Q10) examined students’ perceptions of translanguaging in relation to comprehension, 
motivation, participation, and learning outcomes. The second section (Items Q11–Q20) 
measured instructors’ translanguaging practices and pedagogical orientations concerning 
the integration of Arabic alongside English in classroom instruction. The final section 
(Items Q21–Q25) included shared items administered to both groups to facilitate direct 
comparison on ideological and instructional acceptance of translanguaging. All items were 
rated on a five-point Likert scale (1 = Strongly Disagree to 5 = Strongly Agree). The 
questionnaire underwent expert validation by three applied linguistics and TESOL scholars 
for content relevance, clarity, and construct alignment. A pilot test with 20 participants (10 
students, 10 instructors) confirmed internal consistency, yielding Cronbach’s alpha values 
between 0.85 and 0.89 across dimensions, indicating high reliability. 
3.4 Data Collection Procedures 
Data were collected over four weeks via a secure online Google Form distributed through 
institutional mailing lists and academic communication channels. The opening page of the 
survey outlined the study’s objectives, purpose, voluntary nature, and data confidentiality, 
ensuring that participants were fully informed before participating. Duplicate and 
incomplete entries were removed during data cleaning, resulting in 644 valid responses for 
analysis. The use of a web-based survey allowed for efficient, geographically broad 
participation while maintaining data integrity and participant anonymity. 
3.5 Ethical Considerations 
The study followed established ethical principles for minimal-risk, voluntary, and 
anonymous participation in educational research. The first page of the online questionnaire 
provided participants with detailed information about the study’s objectives, purpose, 
voluntary nature, and data-confidentiality procedures. Informed consent was obtained 
digitally: participants who selected “Yes, I agree to participate” proceeded to the main 
survey, while those who selected “No” were automatically redirected to a submission page. 
This built-in consent mechanism ensured that only consenting respondents completed the 
questionnaire. 
In line with the British Educational Research Association’s (BERA, 2018) Ethical 
Guidelines for Educational Research, all responses were treated as confidential and 
anonymous, and no personally identifying information was collected. The study thus 
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upheld the principles of integrity, transparency, and respect for participant autonomy 
consistent with international ethical standards for online research in applied linguistics and 
TESOL. 
3.6 Data Analysis 
Quantitative data were analyzed using IBM SPSS Statistics (Version 26). Descriptive 
statistics—means and standard deviations—were first computed to summarize overall 
patterns within each participant group. These results helped identify items showing strong 
agreement, neutrality, or divergence concerning the cognitive, emotional, and instructional 
dimensions of translanguaging. 
Subsequently, independent-samples t-tests were conducted for the five shared items (Q21–
Q25) to examine significant perceptual differences between students and instructors. A 
significance threshold of p < .05 was adopted. Where statistically significant differences 
emerged, the magnitude and direction of mean differences were interpreted to assess 
practical implications for EMI pedagogy. To enhance interpretability, results were 
visualized using comparative bar charts, emphasizing areas of alignment and divergence. 
This combination of descriptive and inferential analysis provided both a macro-level 
overview and micro-level insight into translanguaging perceptions in Saudi EMI contexts. 
The design aligns with current best practices in multilingual education research that bridge 
empirical data with pedagogical application (Sembiante 2016; Muguruza, Cenoz, and 
Gorter 2023; Lu et al. 2025). 
 

4. RESULTS AND FINDINGS 
 

This section presents the quantitative findings derived from descriptive and inferential 
analyses examining how students and instructors in Saudi English-Medium Instruction 
(EMI) classrooms perceive translanguaging as both a pedagogical and ideological practice. 
The analysis integrates numerical evidence with interpretive and theoretical examination to 
delineate the cognitive, affective, and ideological dimensions of translanguaging within this 
context. Tables 1–3 present the statistical results, and Figure 1 visually illustrates the cross-
group differences. 
4.1. Students’ Perceptions of Translanguaging in EMI Classrooms 
As shown in Table 1, students demonstrated a broadly positive orientation toward 
translanguaging as a pedagogical facilitator. The highest mean values were recorded for 
comprehension-oriented items—'Enhances comprehension’ and ‘Links English with 
Arabic understanding’—reflecting students’ belief that translanguaging enables the 
consolidation of new linguistic knowledge through cognitive scaffolding. These findings 
align with Vygotsky’s (1978) theory of sociocultural mediation and García and Wei’s (2014) 
concept of a unified linguistic repertoire, both of which suggest that learners’ meaning-
making processes are enriched when they are allowed to mobilize all available linguistic 
resources. 
 
Table 1 Students’ Perceptions of Translanguaging in EMI Classrooms 

Items Mean 
(M) 

SD Interpretation 

Enhances comprehension 4.02 0.60 High agreement 

Links English with Arabic 
understanding 

4.20 0.59 Very high agreement 

Reduces anxiety 3.77 0.72 Moderate agreement 

Enhances expressive clarity 3.70 0.68 Moderate agreement 
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Affects English acquisition negatively 3.00 0.75 Neutral/Ambivalent 

Source: Primary data (n = 522) 
 
Students’ endorsement of translanguaging for comprehension underscores the pedagogical 
salience of bilingual mediation in language development. The moderately high ratings on 
affective dimensions, including anxiety reduction and expressive clarity, point to the 
emotional comfort that translanguaging affords in EMI classrooms. However, the neutral 
mean on the item concerning negative effects on English acquisition reveals lingering 
ideological uncertainty. This tension demonstrates the persistence of English-only 
ideologies and the 'native speaker' normativity (Sembiante and Tian 2020; Sah and Kubota 
2022) that still influence learner attitudes. 
From a broader interpretive standpoint, these results reflect an evolving bilingual 
consciousness among learners who simultaneously embrace and question translanguaging. 
Much like the emotional negotiations described in Sultana (2025), Saudi EFL students 
appear to navigate between the empowering and stigmatized dimensions of bilingual 
practice. Their responses suggest that translanguaging is not merely a linguistic choice but 
also a site of identity work, where learners redefine what counts as legitimate English within 
academic spaces. 
4.2. Instructors’ Translanguaging Practices and Pedagogical Orientations 
Instructors expressed even stronger endorsement of translanguaging across cognitive and 
instructional domains, as evident in Table 2. The highest mean values—pertaining to 
comprehension support, motivational influence, and content retention—demonstrate that 
teachers recognize translanguaging as a legitimate pedagogical mechanism that sustains 
learner engagement and knowledge transfer. The favorable rating of Arabic’s role in 
clarifying technical concepts further suggests that instructors perceive bilingual strategies 
as integral to pedagogical inclusivity. 
 
Table 2 Instructors’ Translanguaging Practices and Pedagogical Perceptions in English-
Medium Instruction Classrooms 

Items Mean (M) SD Interpretation 

Supports comprehension 4.30 0.61 Strong agreement 

Enhances motivation 4.30 0.60 Strong agreement 

Improves content retention 4.40 0.59 Very strong 
agreement 

Clarifies terminology via Arabic 4.10 0.58 High agreement 

Concern for overreliance 3.40 0.70 Moderate caution 

Source: Primary data (n = 122) 
 
The instructors’ responses substantiate the notion of 'flexible bilingual pedagogy' proposed 
by Creese and Blackledge (2010), wherein teachers strategically negotiate linguistic 
boundaries to optimize comprehension and participation. The moderate caution rating 
concerning overreliance indicates a reflective equilibrium—educators are aware of 
maintaining an instructional balance between English immersion and linguistic 
accessibility. 
These findings also highlight an ideological shift among EMI practitioners in Saudi Arabia. 
Teachers increasingly view translanguaging not as a deviation from linguistic purity but as 
a pedagogical innovation aligned with inclusive and learner-centered teaching principles 
(Muguruza, Cenoz, and Gorter 2023). This orientation represents a departure from 
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traditional English-dominant models toward a view of language as an adaptive, dialogic 
resource that bridges cognitive and cultural divides. 
4.3. Comparative Analysis of Shared Perceptions 
Independent-samples t-tests conducted on five shared items yielded nuanced insights into 
group alignment and divergence (see Table 3). Statistically significant differences were 
found for three items—identity/cultural bridging, institutional recognition, and reduction 
of English exposure—where instructors consistently reported higher means. These 
differences indicate that instructors hold a more positive ideological orientation toward 
translanguaging, conceiving it as both a pedagogical and sociocultural asset. 
 
Table 3 Comparison of Students’ and Instructors’ Shared Translanguaging Perceptions in 
English-Medium Instruction Classrooms 

Item Students 
M (SD) 

Instructors 
M (SD) 

t p Cohen’s 
d 

Significance 

Translanguaging 
bridges 
identity/culture 

3.96 
(0.59) 

4.33 (0.61) –4.74 < 
0.001 

0.51 Significant 

Institutional 
recognition 

4.19 
(0.58) 

4.34 (0.52) –2.17 0.031 0.32 Significant 

Reduces English 
exposure 

3.64 
(0.66) 

3.91 (0.66) –3.20 0.002 0.40 Significant 

Comfort using both 
languages 

4.12 
(0.63) 

4.20 (0.61) –1.13 0.259 0.12 Not 
Significant 

Transitional aid 
toward academic 
English 

4.08 
(0.64) 

4.12 (0.60) –0.46 0.642 0.05 Not 
Significant 

Source: Primary data (Students = 522; instructors = 122) 
 
The results reveal a pattern of ideological asymmetry between the two groups. Instructors 
perceive translanguaging as instrumental in identity affirmation and institutional legitimacy, 
whereas students display lingering hesitation due to concerns over diminished English 
exposure. This divergence reflects Lin’s (2020) distinction between language-as-resource 
and language-as-target orientations. The findings imply that instructors have advanced 
toward an epistemic understanding of bilingualism as an instructional norm, while students 
still internalize the ideology of English linguistic supremacy. 
However, the non-significant differences in comfort and transitional aid highlight areas of 
convergence: both groups acknowledge that bilingual flexibility aids communication and 
serves as a bridge to academic English proficiency. This mutual recognition marks a gradual 
ideological reconciliation within EMI contexts, corroborating cross-contextual evidence 
from multilingual higher education environments (Bojsen et al. 2023; Yuan and Yang 
2023). 
Across all three analyses, the data portray translanguaging as a multifaceted construct 
encompassing cognitive scaffolding, affective reassurance, and ideological repositioning. 
For students, translanguaging operates primarily as a means of comprehension and 
emotional security, but one shadowed by concerns over linguistic legitimacy. For 
instructors, it represents both an instructional strategy and an emancipatory act that 
validates learners’ identities and fosters epistemic access. 
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Figure 1 Mean Comparison of Student and Instructor Responses on Shared 
Translanguaging Items 

 
This synthesis corroborates García and Wei’s (2014) theoretical framing of translanguaging 
as a dynamic semiotic process that transcends linguistic compartmentalization. Within the 
Saudi EMI context, translanguaging appears to mediate the tension between monolingual 
institutional policy and multilingual learner reality. It not only enhances comprehension 
and inclusion but also functions as a symbolic act of reclaiming voice and identity within 
English-dominant academic discourse. 
Much like Jiang’s (2025) emotional translingualism of navigating linguistic shame, the 
statistical findings here narrate an institutional journey—from translanguaging as deviation 
to translanguaging as legitimacy. The convergence in perceptions between teachers and 
students signals a developing paradigm of bilingual normalcy in EMI classrooms—a 
pedagogical reimagining where linguistic diversity is no longer a challenge to overcome but 
a resource to embrace. 
 

5. DISCUSSION AND IMPLICATIONS 
 
The findings of this study reaffirm translanguaging as a legitimate and transformative 
pedagogical resource within English-Medium Instruction (EMI) in Saudi higher education. 
Rather than functioning as a remedial fallback for linguistic deficit, translanguaging 
emerges as a constitutive practice through which teachers and learners co-construct 
meaning, negotiate identity, and promote linguistic equity. Across all measured dimensions, 
both students and instructors reported positive perceptions, particularly on comprehension 
(M = 4.02–4.30) and motivation (M = 4.30), confirming translanguaging’s pedagogical 
centrality. Yet, students’ ambivalence about its influence on English mastery (M = 3.00) 
reflects the persistent ideological weight of English-only norms in academic contexts. The 
following discussion interprets these quantitative trends through theoretical and practical 
lenses, advancing implications for pedagogy, policy, and global TESOL discourse. 
5.1. Translanguaging as Ideological and Pedagogical Transformation 
The results demonstrate that translanguaging is not merely a linguistic strategy but an 
ideological shift that redefines what counts as legitimate academic communication. The 
high mean scores on comprehension and conceptual linkage between English and Arabic 
(M = 4.02–4.20) align with Vygotsky’s (1978) theory of mediation and García and Wei’s 
(2014) conceptualization of translanguaging as a dynamic, meaning-making process. 
Instructors’ even higher means (M = 4.30–4.40) on comprehension support and 
motivation underscore their perception of translanguaging as central to effective 
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instruction. These patterns validate Li’s (2011) notion of the translanguaging space, 
wherein learners and teachers mobilize all linguistic resources to construct new epistemic 
identities. 
However, students’ lower confidence regarding translanguaging’s impact on English 
acquisition reveals the ideological tension between bilingual flexibility and linguistic purity. 
This hesitation mirrors Sembiante and Tian’s (2020) critique of English linguistic 
imperialism and Pennycook’s (2021) observation that English dominance continues to 
shape learner ideologies. Quantitatively, the significant differences between students and 
instructors (Cohen’s d = 0.32–0.51) reflect this ideological asymmetry: instructors 
increasingly view translanguaging as a resource, while students remain partially constrained 
by deficit-based perceptions. 
This ideological divide also intersects with teacher identity and agency. Local instructors 
familiar with students’ linguistic repertoires reported strategic Arabic use for scaffolding, 
whereas some expatriate faculty expressed discomfort, perceiving bilingual practices as 
undermining English immersion. This variation parallels Doiz and Lasagabaster’s 
(2017) findings that teachers’ linguistic biographies influence pedagogical orientation. The 
results collectively affirm that translanguaging, far from being a spontaneous coping 
mechanism, constitutes an intentional and professionally accountable pedagogy that 
enhances engagement and cognitive access. As Lee (2022) contends, translanguaging 
redefines TESOL professionalism by shifting authority from native-speaker expertise 
toward intercultural mediation and critical pedagogical agency. 
5.2. Translanguaging, Equity, and Institutional Practice 
Beyond cognition and engagement, the data highlight translanguaging’s social dimension—
its potential to promote equity and access within EMI. Students from public-school 
backgrounds reported greater reliance on Arabic mediation, suggesting that English-only 
instruction reproduces educational privilege. Translanguaging thus functions as 
an epistemic equalizer, enabling students with diverse linguistic capital to participate 
meaningfully in academic discourse. These findings corroborate Manan’s (2024) and Sah 
and Kubota’s (2022) arguments that bilingual mediation redistributes learning 
opportunities and challenges structural inequality in EMI systems. 
Within the Saudi context, this pattern reflects the tension between global English policy 
and local linguistic realities. English-only EMI models, while intended to enhance 
international competitiveness, can inadvertently marginalize learners lacking prior English 
exposure. The significant instructor endorsement of translanguaging (p < .05) provides 
quantitative justification for adopting more inclusive bilingual frameworks. As Barnawi 
(2017) notes, sustainable EMI must reconcile internationalization goals with cultural and 
linguistic inclusivity. Aligning with Vision 2030, Saudi higher-education policy can integrate 
translanguaging-informed standards within accreditation and teaching evaluations to 
ensure equitable participation. 
Translanguaging also extends the notion of justice beyond linguistic access toward 
institutional recognition. The results parallel Flores et al.’s (2020) idea of language 
architecture, which reimagines multilingualism as a structural form of equity rather than a 
pedagogical add-on. The empirical convergence between students’ appreciation of 
comprehension support and instructors’ strong endorsement indicates a gradual 
normalization of bilingual practice—a cultural shift from linguistic hierarchy toward 
communicative inclusivity. By positioning translanguaging as a form of linguistic 
citizenship, Saudi EMI institutions can advance both pedagogical quality and social justice 
within higher education. 
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5.3. Pedagogical and Curricular Implications 
At the classroom level, the findings support the operationalization of translanguaging 
through structured bilingual scaffolding. Instructors can introduce disciplinary concepts in 
Arabic, facilitate collaborative discussions bilingually, and consolidate key learning 
outcomes in English. Such design-based alternation, advocated by Lin (2016), enhances 
comprehension without impeding English development. The consistently high mean 
values for comprehension and motivation affirm the pedagogical soundness of this model. 
Curriculum planners should similarly embed translanguaging principles in instructional 
materials—such as parallel glossaries, bilingual summaries, and dual-language 
assessments—to lower linguistic barriers, especially in technical and STEM disciplines. 
Empirical studies by Jiang and Zhang (2023) and Mazak and Carroll (2016) show that 
translanguaging-oriented curricula not only strengthen content mastery but also improve 
academic English proficiency. Within teacher education, training modules on critical 
language awareness and classroom translanguaging should become integral to TESOL 
certification. For non-Arabic-speaking instructors, orientation to local linguistic ecology is 
essential to manage bilingual classrooms confidently and prevent the perception of 
translanguaging as a threat to authority. Collaborative teacher–researcher partnerships, 
such as those proposed by Tian and Shepard-Carey (2020), can help institutionalize 
reflective translanguaging pedagogy across Gulf universities. 
Ultimately, the Saudi EMI context contributes to the global repositioning of TESOL from 
a monolingual paradigm to a multilingual one. Translanguaging provides empirical and 
ethical justification for rethinking English instruction as a socially just practice. By 
validating students’ full linguistic repertoires and professionalizing teachers’ bilingual 
agency, this study advances TESOL’s evolution toward a multilingual, inclusive 
pedagogy—one where linguistic diversity is not a challenge to overcome but a foundation 
for learning and belonging. 
 

6. CONCLUSION 
 
This study examined translanguaging practices within Saudi Arabian English-Medium 
Instruction (EMI) classrooms, comparing students’ and instructors’ perceptions to 
illuminate how bilingual practices shape teaching and learning. Both groups viewed 
translanguaging as a valuable pedagogical resource for bridging comprehension gaps, 
lowering anxiety, and fostering participation, though instructors demonstrated stronger 
endorsement and higher mean scores across all domains. This divergence highlights 
instructors’ growing awareness of translanguaging’s pedagogical potential and students’ 
residual adherence to English-only ideologies that continue to influence EMI contexts. 
By employing a large-scale comparative survey of 644 participants, this study contributes 
rare quantitative evidence to a field dominated by qualitative inquiry. The dual-perspective 
design broadens understanding of how translanguaging operates systemically within Gulf 
higher education, bridging a critical research gap in Global South scholarship. The findings 
reaffirm Vygotsky’s (1978) concept of mediation and extend García and Wei’s 
(2014) integrated repertoire model by demonstrating that translanguaging functions both 
as a cognitive scaffold and an act of ideological resistance against English-only norms. In 
this sense, translanguaging unites pedagogical pragmatism with linguistic justice, echoing 
current TESOL calls for inclusive and equitable multilingual education. 
At the pedagogical and policy level, the results advocate for EMI frameworks that 
legitimize bilingual practices within Saudi higher education. Translanguaging-informed 
instruction aligned with Vision 2030 can enhance participation and equity without 
diminishing English proficiency. Teacher education programs, particularly for non-Arabic-
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speaking instructors, should include training in translanguaging pedagogy and intercultural 
competence to cultivate teachers as multilingual mediators. Future research should employ 
longitudinal and mixed-method designs to explore how translanguaging evolves over time, 
influences learner identity, and reshapes EMI policy. Such inquiry will further position 
translanguaging as both pedagogical innovation and ethical practice, advancing TESOL 
toward a globally responsive and multilingual paradigm. 
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Appendix-I: Questionnaire 
 
Section A: Demographic Information 
1. What is your role in the university? 
2. What is your gender? 
3. What is your age range? 
4. What is your college/discipline? 
5. What is your first language? 
6. How would you describe your English proficiency? 
7. What is your level of study/teaching? 
8. How many years have you studied/used English as a medium of instruction? 
9. Have you previously experienced translanguaging-based instruction? 
10. How often do you use both English and Arabic in academic settings? 
 
Section B: Student Perceptions of Translanguaging 
1. Using Arabic in EMI classes helps me understand course content. 
2. Translanguaging helps me connect English concepts with Arabic knowledge. 
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3. Using Arabic in class reduces my anxiety during learning. 
4. Translanguaging helps me express ideas more clearly. 
5. Using Arabic makes me more willing to participate in class discussions. 
6. Translanguaging improves my motivation to learn in EMI courses. 
7. Translanguaging helps me retain information better. 
8. Using Arabic helps clarify complex terminology. 
9. Using Arabic may negatively affect my English language development. 
10. Overall, translanguaging is helpful in EMI classrooms. 
 
Section C: Instructor Translanguaging Beliefs and Practices 
1. Translanguaging helps support students’ comprehension of EMI content. 
2. Allowing some Arabic use in class increases student motivation. 
3. Translanguaging helps improve students’ retention of course material. 
4. Using Arabic helps clarify technical or discipline-specific vocabulary. 
5. I use Arabic strategically to scaffold learning when needed. 
6. Students engage more actively when translanguaging is allowed. 
7. Translanguaging supports student confidence in EMI classrooms. 
8. Separating English and Arabic strictly is not necessary for effective learning. 
9. I am concerned students may overdepend on Arabic. 
10. Overall, translanguaging enriches the learning experience in EMI classrooms. 
 
Section D: Shared Student–Instructor Items 
1. Translanguaging helps bridge cultural and identity connections in EMI classes. 
2. Translanguaging should be recognized officially in university academic policy. 
3. Using Arabic in EMI reduces English exposure. 
4. I feel comfortable using both Arabic and English for learning/teaching. 
5. Translanguaging serves as a transitional aid toward mastery of academic English. 
 
 


