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ABSTRACT
The place for the L1s (first languages) in the foreign language classroom has been a
common object of discussion, perhaps even more so with today’s growing linguistic and
cultural diversity, caused mainly by migration-related mobility. This final degree
project looks at the most relevant studies regarding the use of L1s in the ESL classroom
and discusses the plurilingual perspective proposed by García and Wei (2014). In
Catalonia, some scholars have argued that the bilingualism already present in most
students –with both Catalan and Spanish as mother tongues- can be positively used in
the English classroom in different ways (González-Davies, 2017). However, there has
been little research on the inclusion of other L1s, namely those related with migration
backgrounds. This thesis intends to analyze the outcomes of adopting a plurilingual
approach in which the ‘heritage languages’ of students, meaning those that are mainly
spoken in their home environments (Hornberger, 2005), are included in the classroom
activities. Through the planning and subsequent implementation of a plurilingual
proposal in a primary school classroom, discursive evidence is taken to analyze how
this approach can impact students’ motivation, self-confidence and language awareness.
Additionally, an interview with the teacher carrying out the lesson plan provides a
complementary perspective on the matter.
Keywords: migration, multilingualism, diversity, heritage language, inclusion, foreign
language classroom, integration

RESUM
El lloc de les L1 (primeres llengües) a l’aula de llengües estrangeres ha estat sovint
objecte de debat, potser encara més amb la creixent diversitat lingüística i cultural actual,
causada principalment per la mobilitat relacionada amb la migració. Aquest treball de
final de grau analitza els estudis més rellevants sobre l’ús de l’L1 a l’aula d’anglès i
analitza la perspectiva plurilingüe proposada per García i Wei (2014). A Catalunya,
alguns acadèmics i acadèmiques han argumentat que el bilingüisme ja present a la
majoria d’estudiants –tant amb el català com el castellà com a llengües maternes– es pot
utilitzar positivament a l’aula d’anglès de diferents maneres (González-Davies, 2017).
Tanmateix, hi ha hagut poca recerca sobre la inclusió d'altres L1s, concretament
aquelles relacionades amb antecedents migratoris. Aquesta tesi té la intenció d’analitzar
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els resultats de l’adopció d’un enfocament plurilingüe en què les ‘llengües patrimonials’
dels estudiants, és a dir, aquelles que es parlen principalment en el seu entorn domèstic
(Hornberger, 2005), s’inclouen a les activitats de l’aula. Mitjançant la planificació i
posterior implementació d’una proposta plurilingüe en una aula de primària, es prenen
proves discursives per analitzar com aquest enfocament pot afectar la motivació, la
confiança en un mateix i la consciència lingüística dels i les estudiants. Addicionalment,
una entrevista amb la professora que posa en pràctica la proposta proporciona una
perspectiva complementària sobre la qüestió.
Paraules clau: migració, multilingüisme, diversitat, llengües patrimonials, inclusió,
classe de llengua estrangera, integració

RESUMEN
El lugar de las L1s (primeras lenguas) en el aula de lenguas extranjeras ha sido a
menudo objeto de debate, quizás todavía más con la actual creciente diversidad
lingüística y cultural, causada principalmente por la movilidad relacionada con la
migración. Este trabajo de final de grado analiza los estudios más relevantes sobre el
uso de L1s en el aula de inglés y analiza la perspectiva plurilingüe propuesta por García
y Wei (2014). En Cataluña, algunos académicos y académicas han argumentado que el
bilingüismo ya presente en la mayoría de estudiantes –tanto con el catalán como el
castellano como lenguas maternas– se puede utilizar positivamente en el aula de inglés
(González-Davies, 2017). Aun así, ha habido poca investigación sobre la inclusión otras
L1s, concretamente aquellas relacionadas con antecedentes migratorios. Esta tesis tiene
la intención de analizar los resultados de la adopción de un enfoque plurilingüe en que
las ‘lenguas patrimoniales’ de los estudiantes, es decir, aquellas que se hablan
principalmente en su entorno doméstico (Hornberger, 2005), se incluyen en las
actividades del aula. Mediante la planificación y posterior implementación de una
propuesta plurilingüe en un aula de primaria, se toman pruebas discursivas para analizar
cómo este enfoque puede afectar la motivación, la confianza en uno mismo y la
conciencia lingüística de los y las estudiantes. Adicionalmente, una entrevista con la
profesora que pone en práctica la propuesta proporciona una perspectiva
complementaria sobre la cuestión.
Palabras clave: migración, multilingüismo, diversidad, lenguas patrimoniales,
inclusión, clase de lengua extranjera, integración
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INTRODUCTION
The growing mobility of people and transferability of ideas and cultural expressions has
turned many areas of the world into multicultural and multilingual settings. Amidst the
growing interconnectedness of people with very diverse linguistic backgrounds, English
has become the language of global communication, and with this, the need to teach and
learn this language has been increasingly relevant. Among the many aspects that have
generated discussion regarding the conditions to improve the learning of the language,
there is the role that the first language should have in the English language classroom,
with many teachers and teacher educators supporting the idea that the more English is
used, the better it is learned.
This is related to what Phillipson (1992) establishes as the “monolingual fallacy”, by
which it is held that English is best taught when the use of first languages (L1s) is
reduced. Even if the debate of whether to include the L1s as support remains open,
scholars have argued that a bilingual approach contributes to a more meaningful
learning (García and Wei, 2014), with many studies showing the benefits of the
inclusion of L1s as a link between students’ previous and new knowledge (Hall & Cook,
2012; González-Davies, 2017). However, little research has been done on the inclusion
of students’ languages that are not shared with the teacher, especially when the students
are first or second generation migrants. These languages that are used at home, which
are different from the national ones and often have very little social prestige in the local
community, have been given the label of ‘heritage languages’, given that they are
connected with students’ cultural and linguistic backgrounds. In Catalonia, these
students are one fourth of the total number of students enrolled in compulsory education
(Bayona-i-Carrasco, et al., 2020). These scholars also found that the academic failure
among these students is notably higher than that of autochthonous students, that is, with
parents originally from the same country.
Bearing this fact in mind, a possible strategy to improve the motivation and selfconfidence of this profile of students could be the inclusion of their cultural and
linguistic heritages, which are an important part of their identities, into the school
setting. A way to do so, in the context of the English classroom, could be through the
embracement of a plurilingual approach involving the students’ home languages, so that
these are recognized and valued. Furthermore, this approach could serve as a tool to
7

both contribute to the positive integration of migrant families in Catalonia and to
enhance the relation among national languages -Catalan and Spanish-, the heritage
languages of the students -Arabic, Chinese, Polish…-, and the additional languages
learnt at school -English-.
The purpose of this paper is, consequently, to examine the outcomes of taking a
plurilingual approach to additional language teaching, specifically in classroom groups
with very diverse linguistic backgrounds. The research questions that will be used to
guide the analysis are (1) whether the inclusion of students’ first languages in the
classroom contributes to more engaging and motivational language learning, (2) how
plurilingual approaches can help students’ self-confidence in their multilingual skills,
and (3) how they contribute to raising students’ language awareness and metalinguistic
competence. In order to analyze these possible outcomes, a class planning was first
created, following García and Wei’s (2014) guide on how to take a plurilingual
approach to language learning. Then, the plan was adapted to a highly multicultural
class of second year students in a primary school in Lleida. The pedagogic proposal was
then implemented by the teacher with two groups of students, which were recorded so
as to obtain the discursive evidence that serves as data for the research. Additionally, an
interview with the teacher was carried out afterwards to examine her opinions and
perceptions on the matter.
This paper is divided in two blocks: the first one consists of the theoretical framework
and the second block contains the qualitative research that has been carried out. The
first block is, in turn, divided in three sections. The first section contextualizes the topic
of the thesis by presenting the current situation regarding the mobility of people and the
consequent multilingualism. The second section introduces and discusses the role of
English amidst these highly multilingual and multicultural settings. Lastly, the third
section explores the most recurrent approaches that have been taken on the learning and
teaching of English as an additional language as regards the strategic use of students’
first languages. Following that, block two is structured in two other sections: the
methodology and the analysis and discussion of the results. Finally, the most relevant
findings and a final reflection are presented in the concluding section.
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BLOCK A. THEORETICAL FRAMEWORK
CHAPTER 1. CONTEXT

1.1. From monolingual to multilingual states
During the 19th and 20th centuries, European rulers became increasingly interested in
delimiting the boundaries of their countries both physically and mentally. In order to
achieve the latter, the need to unify the people belonging to a nation was created, so that
a sense of solidarity and national identity could be fostered in individuals. Language,
considered as an instrument to represent and make sense of reality, was a key element
for the construction of national identities. Consequently, as part of the nation-building
process, the ruling class ensured that a single common language was used throughout
the state. These efforts to unify states within the European territory led to the promotion
of monolingualism, perceived as a guarantee that communities belonging to the same
national group would develop a shared set of values, ideas and beliefs, which in turn,
would foster social and economic progress (Wright, 2004).
However, as a result of globalization, which facilitates the mobility of ideas, beliefs and
people in a global scale, this well-established idea of ‘one country-one language’ is
currently being challenged. Now, chances are that wherever one is in the world, they are
likely to hear many different languages coexisting. In recent times, the mobility of
people, mainly in relation to migration movements, has turned monolingual or bilingual
communities into plurilingual ones by adding many other languages in its language
ecosystem. This, on the one hand, makes people with different cultural backgrounds
adapt to new linguistic realities. On the other hand, it forces public institutions such as
schools, hospitals or administrative offices to be aware of and sensitive to the cultural
and linguistic diversities present among their users. One way in which this can be seen
is, for example, by the translation of essential information into different languages in
order to guarantee wider accessibility to important information.
In Spain, foreign population makes 11.4% of the total number of inhabitants, which
means that around 5.4 million people come from foreign countries. Owing to the
geographical situation of the Iberian Peninsula, migration flows from the North of
Africa are recurrent, especially from Morocco (see Table 2). In addition to that, Spanish
being a shared language with Latin American countries attracts migrants who may
9

consider knowing the national language as an asset for their adaptation and integration
in the new country. The following section will concentrate on the cultural and linguistic
background of inhabitants in the autonomous region of Catalonia.

1.2. Sociolinguistic context in Catalonia
Catalonia is an autonomous region in the North-East of Spain in which two main
official languages coexist, Spanish and Catalan, although Occitan is also spoken in the
North and recognized as an official language. This means that there is a situation of
social bilingualism, with Catalan and Spanish spoken or understood by most of the
population of the region (Corona et al., 2008). The arrival of both interregional and
international migrants since last century, however, has meant the addition of several
languages into the linguistic landscapes of the region, transforming it into a highly
multilingual one. These migration flows, as Garrido and Moore (2016) put it, “have
radically changed the social landscape and thereby questioned the cultural and linguistic
assumptions on which national identity was constructed” (Garrido and Moore, 2016,
p.35). From this perspective, Pujolar (2010) discusses that migrants who establish their
families and themselves in Catalonia may have to adjust to complex linguistic
ideologies that attribute different values to the two languages, Catalan and Spanish.
While these ideologies may treat Catalan as a minority language, strictly connected with
regional identity, and see Spanish as the working language, language policies state a
different reality. These establish Catalan as the prevalent public language and as the
language of social cohesion, which should be used as the medium of instruction in
education. This means that newly arrived students with diverse language backgrounds
are immersed in Catalan while going through the schooling process (Pujolar, 2010).
As it has been briefly mentioned before, many languages coexist in Catalonia today.
Specifically, as it can be seen in the table below (Table 1), more than 10% of people
living in Catalonia and who are older than 15 have a non-official language as their
mother tongue (IDESCAT, 2018). Arabic, followed by Romanian, is the most spoken
language in this region after Catalan and Spanish. After these, Galician is the mother
tongue of 0.8% of the residents in Catalonia, followed by French with 0.6%, and
Amazigh, Russian and Portuguese with 0.5. Amazigh is spoken in some regions of the
North of Africa, especially in Morocco and Algeria (Comellas et al., 2010). As for
Portuguese, the variety that is mostly spoken in Catalonia is Brazilian Portuguese, due
to the large amount of Brazilian migration in the region. Last in the list of the most
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common mother tongues in Catalonia, we find Chinese and English, being the L1 of 0.4%
of the population.
Mother tongue(s)

%

Catalan

31.5

Spanish

52.7

Catalan and Spanish

2.8

Arabic

2.2

Romanian

1.1

Galician

0.8

French

0.6

Amazich

0.5

Russian

0.5

Portuguese

0.5

Chinese

0.4

English

0.4

Others

6

Table 1. Mother Tongues in Population of +15 years old. Catalonia. (2018). Source: IDESCAT
(Statistical Institute of Catalonia)

Next, in order to better situate the sociolinguistic context of the practical case of this
research project, some aspects of the municipality of Lleida will be introduced. Located
in the West of Catalonia and with 140,000 inhabitants (IDESCAT, 2020), the city is the
capital of one of the four provinces that form the Catalan region. Agriculture is one of
its main economic sectors and a major source of labor. This fact can, to a certain extent,
account for the amount of migrants that have settled down in this area. In Table 2, the
number and country of origin of the foreign population that live in the city can be seen.
This data enables us to see the languages that may be spoken as mother tongues in the
city. The prevailing country of origin is Morocco, with almost six thousand people.
Given that the most widely spoken language in Morocco is Arabic, it can be seen that
this coincides with the information provided in Table 1, which indicates that Arabic is
the most spoken language in the region, after the national languages Catalan and
Spanish. Following that, the second country of origin with the highest number of
migrants established in Lleida is Romania, with over five thousand people. Following
Romania, we find Algeria, Senegal and China, all three places of origin with more than
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one thousand people residing in the Catalan city. In addition to that, it can be seen that
several Latin American countries are included in the list, namely Colombia, Bolivia, the
Dominican Republic, Venezuela, Honduras, Ecuador and Peru. Many of the people
coming from these countries has Spanish as their first language, although it is
noteworthy that they speak varieties of Spanish that are different to the one used in
Catalonia. As regards Mali, there are around 800 people originally from this African
country who are residing in Lleida, and the language(s) that they speak could be French,
Bambara, or another of the 80 languages that are spoken in the country (Ethnologue,
2021). Following Mali, Brazil is the next country from which more people have
migrated to Lleida, which can explain the presence of Portuguese among the most
recurrent mother tongues of the population in Catalonia. These statistics show the
highly diverse origin of the foreign population residing in the city of Lleida, which
serves to explain the multilingualism present in the area.
Peru
Italy
Ghana
Russia
Poland
Bolivia
Pakistan
Bulgaria
Ucraine
Mali
China
Algeria
Morocco
0

1000

2000

3000

4000

5000

6000

Table 2. Foreign Population by Country. Lleida. (2019). Source: IDESCAT (Statistical Institute of
Catalonia)
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CHAPTER 2. ENGLISH AS A GLOBAL LANGUAGE
In the previous chapter, we introduced the highly multilingual contexts that, mainly
because of migration-related mobility, can be found in many regions of today’s
contemporary world. As a consequence of these migratory flows, a high percentage of
the population speaks languages other than the national or regional ones as their mother
tongues, even if they may use the official ones to communicate with fellow inhabitants
of the area where they are settled. On top of the plurilingualism already present in most
societies, English comes as an additional language (for some) to be used for wider
communication with fellow inhabitants of the world. In order to understand this global
feature of the English language, the main causes for its spread and the implications that
this has on teachers, learners and speakers all around the globe will be discussed as
follows.

2.1. Reasons for the spread of English
To begin with, it should be noted that, traditionally, and still nowadays, foreign
languages are commonly studied taking the national culture of the country where the
language is spoken as the point of reference. This can include from knowledge of
specific local slang and accent to learning about common habits and customs of such
country. Nonetheless, as a result of colonization and globalization, many languages
have rapidly expanded and can now be found in more than one constructed nation,
becoming globally used. English is the clearest example of this linguistic expansion.
Crystal (1997) attributes the initial spread of this language to several historical,
geographical and sociocultural factors. Firstly, English was the language of the British
Empire, the biggest one during colonial times. This meant that whatever the territory
that the British colonizers occupied, English went with them and was used to colonize
the peoples in the different lands. Kenyan writer Ngugi wa Thiong’o (1986) argues that
the imposition and dominant status of English served as a powerful and harmful tool to
make the native peoples see themselves from the colonizers’ perspective and become
detached from their world and taken into the British one.
Besides the impact that colonialism had on the expansion of English, Crystal (1997)
claims that another reason for its rapid spread was Britain being the leading country
during the industrial revolution in the 18th and 19th centuries. In addition to this, English
is also the language of the United States of America, which since the late 19th century
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and beginning of the 20th has been one of the leading economic powers of the world. As
a result of this, Crystal states, “when new technologies brought new linguistic
opportunities, English emerged as a first-rank language in industries which affected all
aspects of society –the press, advertising, broadcasting, motion pictures, sound
recording, transport and communication” (Crystal, 1997, p.111).
English is nowadays the official or one of the official languages in 67 countries and 27
non-sovereign entities, like Hong Kong or Samoa. In relation to this, English is
currently the first language of around 350 million speakers. Only Chinese, with 1.3
billion native speakers, and Spanish, with 460 million speakers, are above English in
terms of first language users. (Ethnologue, 2021). The term ‘native speaker’ is one very
much contested, because there is not one exact definition and it can be controversial, for
example by leaving certain groups of speakers out. Regardless of the amount of native
speakers, English is learned as an additional language by far more individuals than there
are native speakers of it, as it will be seen later. This has made English become the
language of intercultural communication par excellence, of international business and
one of the working languages of institutions like the European Union, the United
Nations and the NATO, among others.

2.2. Characteristics of English as a Global Language
When we talk of the global character of English, several concepts are used to define the
traits of the language, such as English as a Lingua Franca (ELF), English as an
International

Language

(EIL)

or

English

as

a

Global

Language.

These

conceptualizations of the unique features of the language share some similarities but
pinpoint different aspects of the same. First, ELF refers to English as being the medium
of communication among speakers of different first languages. Other languages that are
spoken in highly multilingual areas are also given this denomination of lingua franca,
such as Spanish, when it is used between speakers of different Andean languages in
South America. Next, the term ‘international language’ emphasizes the language being
used for communication across nations, and, finally, in English as a Global Language,
the adjective ‘global’ refers to the language being universal and potentially used
anywhere in the world. English has been also defined as a ‘glocal’ language, because it
is used both in the global scale and in specific local contexts (Kubota, 2011).
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Mckay (2002) explains some of the features that define an international language taking
into account both this global and local sense in which English is used. She first points
out the duality of the language, being used in a global context for international
communication among people from different countries and in a local context “as a
language of wider communication within multilingual societies” (Mckay, 2002, p. 12).
Secondly, Mckay stresses the fact that, being an international language, the use of
English is detached from the cultures of the Inner Circle nations (see Figure 1). In line
with this, she claims that when it is used in a local sense, this international language
“becomes embedded in the culture of the country in which it is used” (Mckay, 2002, p.
12). Finally, she emphasizes the primary function of this global language, which is to
enable users to share their ideas, customs and beliefs with others (with whom there
would be a language barrier otherwise).
Expanding
Circle
(Europe, China)
>1000 million
Outer Circle
(India,
Singapore,
Nigeria)
150-300 million
Inner Circle
UK, Ireland,
USA,
Canada,
Australia
320-380
million

Figure 1. Kachru's model of English (McKay, 2002)

English is spoken by more non-native than native speakers. Chances are that English
learners will use ELF with other English users who have different mother tongues. This
can be seen in Kachru’s circles (Figure 1), which illustrate the countries in which
English is used in different extents. In the Inner Circle there are the norm providing
speech communities, which include the UK, the USA, Australia, Canada and Ireland.
These countries provide sets of linguistic norms and expectations on the use of English.
Next, in the Outer Circle, we find the countries in which English is developed and
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commonly used alongside other local languages. These countries, Kachru discusses, are
norm developing speech communities, which means that the norms produced by the
Inner Circle countries are reproduced and further developed in the Outer Circle. Finally,
the Expanding Circle represents the countries in which English is learned as a second
language, which constitute the norm dependent speech communities, those which fully
rely on the norms provided by the Inner Circle countries. This conceptualization,
although it is useful to categorize the use of English according to countries, has been
contested over the issue of ownership (Widdowson, 1994), because it assumes that
Expanding circle users have no ownership of English, despite the language being part of
their linguistic repertoires and their multilingual identities (Mckay, 2002).

2.3. English language learning and teaching
As Kachru’s model shows, English is used by speakers with diverse language and
cultural backgrounds. Consequently, in order to promote successful communication
among speakers who do not share their first language, scholars have stressed the
importance of developing the communicative competence of language learners.
Canagarajah (2007) claims that the ability to communicate effectively can be as
important as knowing the grammar and vocabulary of the language. This
communicative competence is not only about making oneself understood, but about
ensuring that the receiver is comprehending what the speaker is saying and vice versa.
“In addition to grammatical competence” Canagarajah concludes, “we have to give
equal importance to language awareness and communicative competence that enables
speakers to make instantaneous inferences about the norms and conventions of their
multilingual interlocutors” (Canagarajah, 2007, p. 982).
In a similar way, Seidlhofer and Widdowson (2018) claim that the international and
global component of English should have an impact in the way English is taught in
classrooms, owing to the need to approximate the students’ learning with the reality that
is found out in the world. They point out that one of the goals of teaching English as a
second language should be to enhance the students’ intercultural competence, because it
is likely that they will use this language with multilingual speakers from other countries.
Intercultural communication has been described as an interaction between people who
are members of different social groups. In this aspect, this membership is connected to
being native speakers of different languages when we talk about the use of English as a
Lingua Franca.
16

2.3.1. Non-native English teachers
The expansion and internationalization of English has also originated a rapid increase in
non-native speakers of English who teach the language. Because of the features of
English as a global language, non-native English teachers (NNESTs) have been argued
to be the perfect models for students, both as role models and as linguistic models
(Llurda, 2004). Knowing that English is not their first language and yet witnessing how
they are able to use it and even teach it to other people can be motivational for students,
in account of the possibility to see themselves in the teacher. This is one of the reasons
for considering NNESTs positively.
Another reason is that very frequently they share the same cultural background of the
students, which can facilitate learning. Empathy is as well positively valued in this
aspect because since non-native teachers have gone through a similar learning
experience to that of their students, they are able to relate and make language learning
more accessible for them. Furthermore, sharing a first language(s) makes it possible for
non-native teachers to see some aspects of the grammar or vocabulary of the language
in comparison with their mother tongue(s). This ability to reflect on the language that is
being learnt helps to develop the students’ metalinguistic competence and language
awareness. All in all, as Llurda (2004) claims, non-native teachers can more easily take
on the role of language mediators.

2.4. Positive and negative effects of the globalization of English
In spite of the positive effects that English has for the global community, one of the
drawbacks of such an expansion and current need to learn and master the language is
that it can result in local language loss. Some languages, commonly those that are
dominant in the world or that are connected to economic powers, are considered to be of
more value than other minority languages. This is known as language hierarchies, and
English can be found at the top of this hierarchy. This can result in local languages
being given less importance and in not enough resources being devoted to develop them
in individuals. In this aspect, Kirkpatrick (2018) reclaims the importance of preserving
local languages; according to him, children ought to start learning English once they
fully speak their local and national languages. In relation to this potential issue, some
scholars talk of subtractive bilingualism and additive bilingualism (Cummins, 2017).
While the former refers to learning an additional language at the expense of an
17

individual’s mother tongue, which leads to language loss, additive bilingualism, also
called active bilingualism, defends the importance of gaining linguistic competences in
additional languages alongside the development of their first language(s).
Finally, some of the advantages of taking an ELF or EIL approach when English is
taught as an additional language are the fostering of self-confidence in the students and
the realization that intelligibility, the ability to make oneself understood, is more
important than trying to imitate the linguistic practices of speakers in the Inner Circle.
The goals in this linguistic and pedagogic approach go beyond achieving native-like
competence and move further than the strictly linguistic competence. Instead, the
communicative competence, language awareness and intercultural competence of the
learners is fostered.
In line with this, Mckay (2002) concludes that “an international language is one that is
no longer linked to a single culture or nation but serves both global and local needs as a
language of wider communication”, and she continues to say that such a language
“develops alongside other languages” (Mckay, 2002, p.24). This aspect should be
reinforced in order to attempt to dismantle linguistic power structures. In the following
chapter, this latter idea will be more thoroughly discussed, and we will see the different
ways in which this parallel development of both English and other students’ languages
can coexist in a classroom to enhance the students’ language awareness and intercultural
competence.
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CHAPTER 3. MULTILINGUALISM IN LANGUAGE EDUCATION

3.1. From monolingual to plurilingual practices in the ESL
classroom
In this chapter, the uses and roles of the students’ L1(s) in the additional language
classrooms are discussed, looking at the leading ideologies regarding the value of
mother tongues in these contexts. Even if the arguments that will be reviewed can be
applied to most additional language learning environments, these mainly focus on
English as a Second Language, since as it was seen in the previous chapter, learning this
international language is increasingly becoming a need for anyone wishing to take part
in today’s globalized world. On account of this dimension of English, its learning
contexts are at the center of attention of scholars who study educational and linguistic
practices. Because the users of English as an additional language outnumber the
speakers who have it as their first language, English is mostly found in multilingual
contexts. This, as Corcoll and González-Davies claim, makes “[t]he English as a
Foreign Language classroom a plurilingual setting par excellence” (2016, p.67).
This existent plurilingualism in additional language learners, however, is on many
occasions left aside so that L1s do not interfere with the target language. English-only
monolingual lessons have too often been regarded as the ideal learning environment, on
account that they are widely believed to reproduce language learning as a naturally
occurring phenomenon. In these contexts, translation and code-switching are
discouraged from being used, with the argument that different languages –or codes- are
stored in different parts of the brain and thus the presence of more than one language
simultaneously may have negative effects on learners (Hall & Cook, 2012). However,
some scholars have argued that this monolingual approach equates learners to
monolingual speakers, which they are not, as they are in fact multilingual speakers with
different degrees of proficiency in the different languages that form their linguistic
repertoires (Rabbidge, 2019).
In line with this, and as regards the different degrees of the use of L1s in the additional
language classroom, Corcoll mentions three main approaches towards the use of the
mother tongue in the additional language classroom that enclose different linguistic and
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pedagogical discourses that have been held over time in language education (Corcoll,
2011, p. 4):
1. The virtual position: This approach sees L1s as having no pedagogical value and
aims at excluding it from the language classroom completely.
2. The maximal position: This approach still gives no value to L1s in additional
language learning but acknowledges teachers having to resort to the L1s when it
is unavoidable.
3. The optimal position: According to this approach, L1s can have pedagogical
value and can contribute to the learning of the target language.
Hall and Cook (2012) explain that the change from promoting strict monolingualism to
viewing own-language use in the second language classroom positively came with a
change in the conceptualization of learners, seen as multiple language users, and of the
classroom, seen as a multilingual speech community. After this change, attention was
brought onto the connections between language and speaker identity, particularly on the
links between identity, L1(s) use and the development of intercultural communication
competence, defined by Hall and Cook as “the ability of speakers to communicate in
culturally appropriate ways as they move between languages and cultural groups” (2012,
p. 279). What this entails is a shift from strict linguistic knowledge of the target
language as the aim of ESL to focusing on the command of the language, together with
language awareness, plurilingualism and interaction.
In relation to the conceptualization and classification of languages, García and Wei
(2014), claim that languages are ideological constructs that have traditionally been
regarded as isolated and autonomous systems in the practices of bilinguals, but that
according to their translanguaging approach, they are in reality interconnected in the
speaker’s linguistic repertoire. They stress the ‘trans’ part of language because this
enables them to move away from traditional understandings of language. One of the
fundamental objectives of translanguaging is the dismantling of these dominant
language ideologies. According to these scholars, applying a translanguaging lens in
educational contexts “has the potential to transform structures and practices of
educating multilingually, which would have implications to change society” (García &
Wei, 2014, p.2). With this aim, these scholars intend to question the strict separation of
languages that occurs in many education programs and to defend flexible and dynamic
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language interactions of multilingual students in the classroom. As Mazzaferro (2018)
argues, allowing and fostering these kinds of translanguaging interactions reflects the
everyday language practices that multilinguals engage in outside the school
environment. These communicative practices involve drawing on specific resources
from their linguistic repertoire depending on the activities that are carried out and the
people that they interact with. This translanguaging approach, when transferred to
educational contexts, mainly for language learning and teaching, presents advantages
for the cognitive competence of students on the one hand, and for their socio-cultural
competence on the other hand, promoting interaction and cooperation between home
and school (Mazzaferro, 2018).
Finally, Corcoll (2011) discusses that the use of L1(s) in the classroom can be informed
or spontaneous, but that informed and directed use of the students’ first languages has
more potential to have a positive effect in the students’ learning processes. She
highlights the development of the students’ language awareness and plurilingual
competence as one of the objectives of the second (or foreign) language classroom. Her
study, as well as Gonzalez-Davies’s (2018), uses code-switching and translation as
strategies for additional language learning using a plurilingual approach, as it will be
seen in the following section.

3.2. Review of practical cases
In this section we will introduce the state of research as regards studies of practical
cases using translanguaging and/or plurilingual approaches in language education. More
specifically, we will review studies located in Catalonia, Germany and South Korea that
we found relevant for the context of our own plurilingual proposal.
First of all the work by Corcoll (2011), located in Catalonia, will be discussed. She set
two control groups in an English classroom of a Catalan primary school, having one of
the groups learn through English-only activities and another group, in which a
plurilingual approach was taken, through activities that included English, Catalan and
Spanish. After observing the two groups and carrying out interviews, Corcoll found,
first, that the language development did not vary much from one group to the other.
Second, she noticed an improvement in socioaffective aspects of language learning in
the group that had the plurilingual activities, namely as regards their motivation, selfconfidence and classroom atmosphere. Moreover, she found an outcome that she had
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not included in her hypothesis regarding the development of the students’ metalinguistic
competence. The students in the group with the plurilingual approach showed a greater
awareness of their own learning processes and were able to discuss certain aspects of
the three languages that were involved in the activities.
In a similar way, Gonzalez-Davies (2018) introduces the Integrated Plurilingual
Approach (IPA) as a socio-constructivist pedagogical practice that takes translation and
code-switching as mediation strategies that promote interaction between languages and
cultures. These strategies facilitate the development of both plurilingual and
intercultural competences among students and challenge the belief that L1s interfere in
the students learning of additional languages. At the same time, working as a mediation
skill, translation moves away from its traditional use and becomes “a translanguaging
scaffolding activity” (Gonzalez-Davies, 2018, p. 6), favoring the connection between
new and previous knowledge, which is viewed as a sign of efficient learning.
Next, the study by Dlugaj and Fürstenau (2019), carried out in Germany, will be
reviewed. These two scholars investigated the spaces that migration-related minority
languages were given in a multicultural primary school in Germany, with the intention
of rising awareness of the growing need of developing multilingual-sensitive schools
and curriculums. Their starting point was the issue that students belonging to linguistic
minorities in Germany showed below-average school performances and that, as they
state, “multilingualism remains a factor that endangers educational success” (Dlugaj &
Fürstenau, 2019, p. 328). This is presented by the two scholars as a natural consequence
of the monolingual orientation of educational institutions in Germany, which sees
German as the ‘legitimate’ language and other languages, mostly migration-related, as
‘illegitimate’. The problem that they expose in this aspect is that students who come
from multilingual home environments are expected to fit into the school’s monolingual
norm. Dlugaj and Fürstenau discuss that this way of dealing with language diversity has
negative effects for multilingual students, who then may see their multilingual identities
as a burden to perform well academically. Working towards a reconsideration of
migration-related multilingualism, their study presents the findings from a primary
school that is constructing a ‘multilingualism-friendly school community’ (Dlugaj &
Fürstenau, 2019). They found that involving students’ minority languages in the
classroom had very positive effects on the motivation and participation of the students,
who were given the role of experts in their family languages. It was also seen that
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giving multilingualism a space within the classroom, when this practice had been
normally limited to other contexts like the playground or the school diner, gave students
agency both to express themselves more freely and to build on their confidence.
One aspect that is fundamental for the effective implementation of plurilingual
approaches in educational environments is that teachers need to be multilinguallysensitive. As regards this, Rabbidge (2019) stresses the importance of raising teachers’
awareness about the possibilities in using their full linguistic repertoire as well as
acknowledging and celebrating their students’ multilingualism. In his study based on
ethnographic interviews to several NNESTs in South Korea, Rabbidge studied the
pedagogical and linguistic ideologies behind their pedagogical practices, finding that the
teachers’ own language learning experiences influenced their teaching practices.
Through classroom observations, he identified covert uses of translanguaging both by
students and by teachers, who recognized that it was something that made them feel
guilty, worrying about not giving their students the maximum exposure to the target
language, in this case, English. Rabbidge (2019) concludes that there needs to be a
change in the way that teachers are trained to teach additional languages so that
translanguaging is viewed positively for the possibilities that it opens for language
learners and teachers. Moreover, he highlights the transformative effect that taking this
approach could have in building positive identities among multilingual students. Finally,
he urges the more traditional educational systems, such as the South Korean, to allow
students to use their full linguistic repertoires in their learning processes, so that “a more
inclusive learning environment that promotes equality and that allows students to
participate more effectively” can be built (Rabbidge, 2019, p.187).
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BLOCK B. A STUDY OF A PLURILINGUAL APPROACH IN THE
ENGLISH CLASSROOM
CHAPTER 4. METHODOLOGY
The aim of this study is to observe and discuss the outcomes of taking a plurilingual
approach in an additional language classroom where students have very diverse
linguistic backgrounds. In order to analyze these outcomes, we created the planning for
a session targeted at primary school students, together with the multilingual material to
work with. The dynamics planned for the session are based on the guidelines proposed
by Garcia and Wei (2014). Among other typology of activities, they suggest
“[l]anguage-inquiry tasks, like cross-linguistic comparisons that include cognateidentification, to build translanguaging capacities and extend metalinguistic awareness”
(Garcia & Wei, 2014, p. 122). According to these scholars, this type of classroom
activity enables students to connect words in different languages, to build on their
vocabulary and to improve spelling. This is achieved through the comparison and
reflection of how words that sound similar may be written differently and how those
that sound different are written similarly.
Following this, an activity was created in which students are asked to identify terms in
different languages that have the same meaning. One of the objectives of this dynamic,
a version of the game known as ‘I spy’ in English and ‘lince’ (lynx) in Spanish, is to
foster discussions about the different languages that students can speak, to practice and
learn the pronunciation of the words and to spot differences and similarities among
languages. Moreover, the activity is intended to encourage students to share their
experiences and their knowledge of their first languages in relation to the target
vocabulary. The material for this first activity was made based on the information
provided by the teacher on the first languages of the group of students in which the
sessions were to be carried out. Next, a drawing game was planned for the session. Each
student is given an individual whiteboard and the goal is that they guess the item that
their classmates have drawn, using any of the words previously seen in the lynx activity.
Finally, a multilingual memory game was created using the online tool Wordwall. For
this last activity, students take turns to find pairs of images and words in the various
languages included in the session. The specific objectives, as well as the procedure of
each activity can be read in table 4 (see p. 26).
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For the execution of these practical activities, we worked in collaboration with a public
primary school in the city of Lleida, in which the vast majority of the students’ parents
migrated to Spain from other countries. We could do this proposed activity with one of
their groups of students in order to collect discursive evidence of the outcomes of the
proposed activities, taken from the recording of interactions between teacher and
students and among students. To enable discussions between teacher and students, they
were divided in two groups so that there were fewer students in each session. After the
two practical sessions were done, an interview with the teacher who led the classroom
was done to include her thoughts about the translanguaging approach taken in the class.
The questions to guide the interview include, firstly, asking about her perspective on
how the students’ languages are represented in the school. Then, she was asked about
her perception of the students’ attitudes during the session, especially regarding their
engagement with the activities and their motivation, and about the degree of selfconfidence that she perceived in the students when sharing their mother tongues with
the rest of the class. Finally, she was asked to give her personal opinion on the session,
in relation to how she perceived taking such a plurilingual approach for her highly
multilingual students.

4.1. Participants
The translanguaging dynamics and the multilingual material were created taking into
account the first languages of a group of 22 second graders (7 or 8 years old). The
majority of the students that constitute the subjects of this study were born in Lleida, yet
in all the cases their parents were born in other countries and migrated to Spain.
The most recurrent place of origin is North-West Africa: nine of the students had their
parents been born in Morocco (see Table 3). Next, there are three students with
Senegalese origins, and five students with origins in Mali, Alger, Gambia, Nigeria and
Cote d’Ivorie, respectively. It is noteworthy that the first language in some students’
linguistic repertoires included bits and pieces of several languages. For instance, the
first language(s) of one of the students whose parents migrated from Senegal are Serer
and Wolof, but since the student has been schooled in Catalan and Spanish, he uses
these two languages to communicate with his friends and his parents. The main first
language among the students of the group is Arabic, followed by Polish, Chinese,
French and English. So, we are not dealing with students with a clearly established L1,
due to the fact that they have grown up in Lleida, but they certainly have what in the
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literature has been referred to as ‘heritage languages’ (Hornberger, 2005), which have a
strong presence in their home environments stand alongside Catalan and Spanish in
their day-to-day lives.

Morocco

Number of
students
9

Senegal

3

Poland

2

China

2

Mali

1

Alger

1

Côte d’Ivoire

1

Dominican Republic

1

Gambia

1

Nigeria

1

Total

22

Parents’ country of origin

Table 3. Students’ cultural background

4.2. Procedure
Once the group in which the experimental plurilingual approach could be carried out
was decided by the school, I could contact their teacher in order to explain the present
research project to her. She showed interest in the topic and we discussed how the
sessions could be carried out. Because of the COVID-19 measures that the school must
follow and the consequent establishment of ‘bubble groups’, I was unable to be present
during the session. For that reason I ensured that the teacher had all the necessary
information so that she could carry out the session according to the plan.
The procedure to collect the data was the following: first, the two sessions, carried out
on the 27th and 29th of April, were registered using three audio-recorders. One was
placed behind the digital board, the second was left next to one of the students’ tables
and the third was placed at the end of the classroom. It is noteworthy that the classroom
used to do the sessions was not too big, so the sound could be easily captured. As
regards the visual recording of the session, the teacher offered to take pictures of the
students’ activities while they were working independently. The recordings were then
transcribed and translated so that the discursive evidence could be analysed.
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On the other hand, as regards the interview with the teacher, it was carried out in the
same space where the students did the session, on the 29th of April. Despite not being
able to observe the lessons, the teacher could explain everything that had happened after
the second session was done, since the interview took place half an hour later, once the
students had left. The interview was recorded and then transcribed and translated into
English, since it was carried out in Spanish by preference of the teacher.

4.3. Class plan
Table 4 (below) shows the class plan that was designed for the English teacher to
implement. The topic of the activities was based on the information provided by the
teacher on the unit that the group was working on. Besides giving the teacher who
implemented these activities the following planning and the required material, I asked
her to encourage the students to share their experiences speaking or knowing about
various languages throughout the lesson. For the multilingual lynx I asked her to group
each half of the class in three groups so that they were mixed according to their heritage
languages (so that, for example, there was no group with Arabic speakers only). This
way, there was linguistic diversity within each group of students, which would allow for
them to learn from each other. Finally, since the teacher informed me about the
technological resources in their classroom –namely a digital whiteboard-, I created the
multilingual memory game so that the whole class could play together as a closing
activity.
Activity
Presentation

Procedure

Objectives

Teacher presents the topic of Introducing students to language
language diversity through a diversity
multilingual greeting song

Drawing

on

the

students’

Students are asked to share linguistic repertoire
other words they know to Reviewing and expanding the
greet someone

food vocabulary in the target

Teacher presents the target language
vocabulary in the English

Multilingual lynx/ Students are organized in Promoting reading and meaning
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I spy

groups of 3 and 4, each group association
sits at a separate table

Reviewing and expanding the

Teacher explains that they food vocabulary in the target
will play a game called lynx

language

Teacher gives one set of Reflecting on the similarities and
multilingual cards to each differences among the terms in
group and asks them to English
spread them on their tables

and

in

especially

in

their

L1s,

recognizing

Teacher says one piece of cognates and paying attention to
vocabulary in English and the differences in spelling
students must find all the Becoming

aware

of

their

cards that have the same item classmates’ different L1s
in several languages

Seeing diverse writing systems,

Teacher moves around the hearing

diverse

phonologic

tables asking students if they systems
can identify the languages in Promoting student collaboration
which words are written

and team work

Teacher encourages students
to compare all the cards of
each

item

and

look

for

similarities
Pictionary

Students in each group are Promoting creativity
given

an

individual Reviewing

the

items

that

whiteboard and a marker. In students have previously worked
turns, each student draws a with
piece of food that they have Promoting team work
worked with in the first
activity and the others have to
guess what it is, then together
they try to say it in as many
languages as possible
Multilingual

To close the session, students Promoting collaborative work

memory game

work

together

on
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a Promoting reading and word-

multilingual memory game meaning association
using the digital board

Reviewing

the

vocabulary

The pairs of cards are formed learned in English, Catalan and
by a word in English, Spanish Spanish
or Catalan and an image
Additionally, there is one pair
with the word in Arabic and
another one in Mandarin
Chinese
Table 4. Proposed plan for the session
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CHAPTER 5. ANALYSIS AND DISCUSSION
In this section the implementation of the class plan using a plurilingual approach will be
analyzed in order to explore its outcomes. As planned, the two sessions were carried out
by a teacher in the school and using the guidelines and the material provided. The
following analysis combines discursive evidence taken from the classroom audio
recordings and the content of the interview with the teacher, in which she described the
main events that occurred during the lessons in addition to her perception on several
related topics. This combination of interactions between students and teachers and
among students themselves, together with the teacher’s account of her experience, will
allow us to discuss the results of this qualitative research using a broader perspective.
There are four sections in the analysis: the three first are focused on the task carried out
with the students and the fourth one presents the findings from the interview with the
teacher.

5.1. Engagement and motivation.
The first possible outcome of using a plurilingual perspective that was contemplated for
the analysis is the extent to which this approach can improve students’ motivation and
engagement with the lessons. One way in which this engagement is seen in classroom
settings is by means of the active participation of students. As it can be taken from the
audio recordings of the two lessons and the explanation of the teacher, students’
engagement with the activities was overall positive.
On the one hand, the fact that the teacher asked about the children’s personal
experiences and their linguistic heritage showed that she was interested in learning
about them, perhaps as a way to know each student better, as well. The interaction in
excerpt 1, which took place at the beginning of one of the sessions, serves to illustrate
this. The teacher had first asked students to say as many languages that there are in the
world as they knew, and in lines 1 and 2, two students came up with Arabic and Fula, a
language spoken primarily in Senegal (Ethnologue, 2021). The teacher, who in the
interview stated that she was not aware of the student having this language at home,
asked him about the people in his family who could speak it. The student then engaged
in sharing that it is him and his father who speak the language, on account of his
grandparents teaching it to his father (line 5). In this and the following excerpts ‘T’
refers to teacher and ‘S’ refers to student.
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Excerpt 1
S1: Árabe (‘Arabic’)
S2: Fula
T: Molt bé, Àrab, Fula... Molt bé, és una altra llengua. Qui parla aquesta llengua a casa
teva? (‘Very good, Arabic, Fula… Very good, it is another language. Who speaks this
language at home?’)
S2: Yo hablo con mi padre, porque mis abuelos le enseñaron (‘I speak with my father
because my grandparents taught him’)
T: Tu parles Fula! Què bé! Què més? (‘You speak Fula! Great! What else?’)

1
2
3
4
5
6

On the other hand, the teacher’s invitation to use their knowledge in their first languages
motivated many of the students to contribute to the lesson. As the following excerpt
illustrates (Excerpt 2), the teacher repeated the phrase ‘there are apples’ both in Spanish
and English, after uttering an introductory sentence in Catalan (line 7). The use of these
three languages, which constitute part of the teacher’s linguistic repertoire, may have
inspired the students to use their different languages and share their knowledge with the
rest. As it can be read in lines 9 to 12, four students with Arabic as their heritage
language rapidly contributed with the Arabic word for apple after they saw their teacher
congratulating other students on their contributions. It may have been the fact of seeing
other Arabic-speaking classmates share the word that encouraged them to participate as
well:
Excerpt 2

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18

T: Ara… (‘Now’) sit down. Sit down, please. What’s this?
S1: Què és això? (‘What is this?’)
S1: Apple
T: Apple
S2: Manzana (‘Apple’)
T: Manzana (‘Apple’)
T: Són fruites, molt bé (‘They are fruits, very well’) Hay manzanas… (‘There are
apples’) There are apples…
S1: ‘( ت فاحApple’)
S3: ‘( ت فاحApple’)
S4: ‘( ت فاحApple’)
S5: ‘( ت فاحApple’)
T: Ai, no sé com dir-ho (‘I don’t know how to say it’)
S3: Esque es en árabe (‘It’s because it is in Arabic’)
T (to one student): I en la teva llengua que has dit abans? (‘And in the language that you
have mentioned before?’ )
S: Maki (‘Apple’)
T: Oh què bonic (‘Oh, it is so beautiful’) What else?
S: Poma (‘Apple’)

In addition to that, in line 15 it can be seen that the teacher asks to the student who had
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previously explained that he spoke Fula at home to say the word for ‘apple’ in his
language, and after the student’s participation she evaluated his contribution very
positively, possibly to express her interest on the students’ languages and to motivate
other students to participate.
An event that occurred during one of the lessons and that is worth mentioning as regards
the students’ engagement in the classroom occurred at the beginning of the multilingual
lynx game. One of the students (standing on the right in image 1) reacted so effusively
to seeing his mother tongue, Arabic, in the pieces of the game that he automatically
collected them and kept them with him, even before the teacher had finished explaining
the steps of the activity.

Image 1. Group of students during the multilingual lynx activity. Photo provided by the teacher

5.2. Students’ self-confidence
Regarding the influence of taking a plurilingual perspective on students’ self-confidence,
various examples of it could be taken from the classroom recordings. Most students
proudly shared their linguistic dynamics at home with the teacher and the rest of the
class. In excerpt 3, for instance, we can see, first, how the student corrects the teacher
on the pronunciation of her parents’ language, Mandinka. The student put emphasis on
the sound [k] to stress where the teacher mispronounced the name (line 3). After that,
the teacher asked her about the student’s relationship with this language, so the girl
explained her family and her experience with it.
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Excerpt 3

1
2
3
4
5
6
7
8
9
10

S: Mandinka
T: Mandinga
S: No, mandinKa
T: Ah, mandinka, es diu així. Que potser és una llengua que parles amb els teus pares?
(‘Ah, Mandinka, it’s like that. Is it maybe a language that you speak with your parents?’)
S: No, però és la llengua del país dels meus pares (‘No, but it is the language of my
parents’ country’)
T: I tu en saps una mica potser? (‘And do you know a bit, maybe?’)
S: Es que yo no lo hablo, yo hablo en castellano (‘I don’t speak it, I speak in Spanish’)
T: Ah
S: Me lo dicen pero yo lo entiendo (‘They talk to me but I understand it’)

Another example of the effect of the inclusion of first languages in the classroom on the
students’ self-confidence was shared by the teacher in the interview and captured in the
classroom recording (excerpt 4). This was during an interaction between the teacher and
a student whose mother tongue is Mandarin. She stated that this student is always
extremely timid, and that it is rare to hear him speak up. However, during the first part
of the implementation of the class plan, in which students were invited to share the
greeting words and phrases that they used in their daily lives, this student raised his
hand to participate without being asked. He explained to the rest of the class that ‘nǐ hǎo’
is how he says ‘hello’ in Mandarin. The teacher then repeated the word and asked the
student for feedback, to what he replied that she did not pronounce it correctly (lines 2
and 3). This response on his behalf, even if very brief, shows that he felt confident
enough to try to correct the tones of the two syllables in the teacher’s pronunciation of
the word.
Excerpt 4
1
2
3
4
5
6
7
8

S: 你好 (Nǐ hǎo)
T: Ni hao, ho dic bé? (‘I am saying it correctly?’)
S: No, 你好 (Nǐ hǎo)
T: Ni hao
S: Bueno una mica (‘Well, a bit’)
T: És que jo no en sé, però puc aprendre. Tu què creus? What do you think? Puc
aprendre? (‘It’s because I cannot speak it, but I can learn. What do you think? Can I
learn?’)
S: Sí (‘Yes’)

5.3. Language awareness and metalinguistic competence
As regards the impact on students’ language awareness and metalinguistic competence,
this research shows that taking a plurilingual approach in the additional language
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classroom can create interesting opportunities for reflection and discussion. To begin
with, language awareness refers to the students’ knowledge about language and their
sensitivity to linguistic diversity (Canagarajah, 2007).
During the multilingual lynx activity, students had cards with the vocabulary written in
the various languages that the members of each group spoke at home. Consequently,
some students encountered cards in languages that do not use the Latin alphabet, such as
Arabic or Mandarin. This inability to read the words made some students react with
blockage, such as the case in excerpt 5, in which a student told the teacher that the
activity was very difficult because she could not decipher what was written on the cards
(line 1). The teacher, nonetheless, did not respond, and another member of the group did
instead by showing her perspective. Since she speaks Arabic at home and is familiar
with the letters, she could read the cards, so she stated that the activity was ‘super easy’,
because it was in Arabic. Next, as line 3 shows, another Arabic-speaker member of the
group engaged in the interaction and added that he knew what the cards said. To this,
student 1 responded with the recognition that she does not speak the language, so that is
why she was unable to read its written form. Consequently, it can be argued that this
interaction reveals that young students are able to make inferences about linguistic
aspects when they are confronted with language diversity.
Excerpt 5
1
2
3
4

S1: Seño, esto es muy difícil (‘Teacher, this is very difficult’)
S2: No. Es super fácil, es en árabe (‘No, it’s very easy, it’s in Arabic’)
S3: Sí, jo sé què posa (‘Yes, I know what it says’)
S1: Ah, es que yo no hablo eso (‘Ah, I don’t speak that’)

Image 2. Students during the multilingual memory game. Photo provided by the teacher
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As it can be seen in Image 2, the multilingual memory game was played on the digital
whiteboard so that while each student tried to look for a pair, the others could contribute
as well. Each pair was either in English, Spanish or Catalan and two pairs were in
Arabic and Mandarin each. This was done with the objective of representing the various
languages as equally valuable. The word ‘orange’, however, could be read both in
English and in French, since the spelling is exactly the same.
While the student that can be seen in the picture was deciding what card to tap on,
another student read the word out loud in its French version, which is phonologically
transcribed as [ɔˈ

]. Because some students were thinking of the word’s

pronunciation in English, which is [ˈɔːr.ɪnd ], they automatically evaluated their
classmate’s reading as wrong, as it can be seen in lines 2 and 3. The teacher then
intervened and stated that the student who used the French pronunciation speaks this
language at home, and then confirmed this using the question tag ‘a que sí?’ (line 4).
She then went on to explain the cause of their misunderstanding: both words are written
in the same way but pronounced differently depending on the language.
Excerpt 6
1
2
3
4
5
6
7
8

S1: Orange (Pronounced [ɔˈ ])
S2: No, se dice orange (‘No, it is orange’ Pronounced [ˈɔːr.ɪnd ] )
S3: Se dice orange (‘It is orange’ Pronounced [ˈɔːr.ɪnd ] )
T: Saps què passa? Escolteu, el S1 també parla francès a casa amb els pares, a que sí?
(‘Do you know what? Listen. S1 also speaks French with his parents, don’t you?’)
S1: Sí (‘Yes’)
T: I ell ha dit taronja en francès, però s’escriu exactament igual (‘And he has said
orange in French, but it is written exactly the same’)
S1: Sí, orange (pronounced [ɔ ])
T: Per això us heu confós (‘That is why you got confused’)

These two examples illustrate the learning opportunities that involving the first
languages of students can generate. As it has been discussed, students train their
metalinguistic competence by consciously reflecting on the differences in the
pronunciation schemas and the writing systems of languages and with the assistance of
the teacher they are able to discover similarities and differences among their various
languages. As she commented on in the interview, students were surprised to see that
some pieces of vocabulary were almost the same in many languages, as it was the case
with lemon-limón-llimona-( ل يمونpronounced ‘laimun’).
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5.4. Teacher’s perceptions
In this last section of the analysis, the one-on-one interview with the teacher will be
discussed. The conversation, which took place in the same school, was carried out in
Spanish but has been translated into English.
Firstly, in relation to the interviewee’s perception of the inclusion or lack thereof of the
migration-related mother tongues of the students, she said that she feels there is a gap
between the theory that urges schools to value these languages and the practice, which
is that they are completely left out of the school environment. As she put it, “in my
whole professional experience I have never seen them being taken into account. It is
true that there is a lot of talk about interculturality and the acknowledgment of other
cultures, for instance by sharing about our different traditions or cuisines, but not
languages. They are not really included.” This explanation helps to comprehend the
enthusiastic reactions of some of the students to their minority languages being included
in the classroom activities. It should be here clarified that some of the students’
languages, like Mandarin or Arabic, are not minority in the territories were they are
more commonly spoken, like China or Morocco, but they are spoken by a minority of
the population of Spain.
As regards the current state of disregard of students’ migration-related mother tongues,
the interviewed teacher expressed that “there is a tendency to believe that the fact that
students manage a lot of languages is more of an obstacle or a difficulty rather than
something positive and very enriching”. She argued that this assumption ought to be
discarded, so that the community can view “this exchange of cultures, of languages, of
acceptance and recognition” as beneficial for everyone. According to the interviewee,
by including the languages she felt she was “taking an important part of students’ life
into the school”. It was also discussed that, to her, this is especially relevant when
children are very little, because there is otherwise a huge gap between their school and
family life. She then argued that the relation between school and home should be more
of a “continuum”, claiming that “in the same way that we ask parents to collaborate
with us by valuing everything that students do here so as to integrate it in the parentsschool relationship, the school should value their cultural practices at home as well, so
that it is more reciprocal”. Consequently, adopting a plurilingual approach in the second
language classroom can be an effective strategy to involve students’ cultural and

linguistic backgrounds into the school and to allow them to see them as potential
resources for learning additional languages.
When asked about her personal experience teaching the class and following the
proposed plan, the teacher commented that it had been very interesting and useful to get
to know this facet of the students. She recalled having carried out some occasional
activity with older students in which their linguistic backgrounds were discussed, but
their actual knowledge of the languages was not shared in the class. Her evaluation of
these kinds of activities, even if it was only opening up a conversation about their
families’ stories, is very positive, on account of students feeling seen when there is
recognition and an interest in their life experiences. According to her, “students are glad
to see the figure of the teacher showing curiosity for their languages, because to them
we [teachers] are completely alien to them; they know that none of us have been
children of migrants”. Perhaps because of this, she was certain that her students would
enjoy the proposed plurilingual activities: “I was sure they would like working with
these activities in which their languages appear, talking about them, sharing with their
classmates, learning that within their class group of only 22 students there are so many
languages”.
Moreover, the teacher explained that she was glad to hear all of her students engaging in
this moment of sharing their linguistic knowledge of their heritage languages and their
experiences. It also surprised her that some students were able to tell their family’s use
of a language tracing it back to their grandparents. According to the teacher, this part of
the students’ lives is not normally enquired about at school, so she was pleased that
even more timid students felt confident to speak up: “I was very surprised that all of the
students, even the ones that are normally shy, shared their experiences and words in
their languages”.
Another aspect that the teacher pinpointed during the interview is the exchange of roles
with the students that she was able to do. She described the moments in which the
students had to correct her as fun and entertaining, especially when they were trying to
teach her the pronunciation of certain words, as it is the case with the greeting in
Mandarin (excerpt 4). With this, students enjoyed seeing her teacher take on their role
as learners and were able to become the ‘experts’ in their heritage and first languages.
For the teacher, this was also helpful in that it allowed her to understand the difficulty of
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newly arrived students as they start learning the language(s) of the country. In addition
to that, and as regards the overall experience including students’ mother tongues in the
classroom, the teacher expressed that “any help or strategy that recognizes the
children’s cultures and languages is beneficial for them; I believe it makes them feel
valued and important”.
Following this, the perceptions of migrant parents on their children learning the
language of the country, in this case Spanish and Catalan, were also an aspect that was
discussed in the interview. The teacher recalled her many encounters with parents who,
even if they had not been living in the country for much time and did not have a high
command of these two national languages, spoke Spanish to the children instead of their
mother tongues. To her, this has to do with the parents believing that having these
different languages at home might be prejudicial for their children’s development of
Spanish and Catalan skills. She said in the interview that while parents are free to do as
they wish, as a teacher she always encourages them to try to speak to their children in
their mother tongues as much as possible, so that they do not lose their family’s
linguistic background.
In relation to this, the teacher explained that in order to know some of the heritage
languages that the students who participated in the research had at home, she had asked
some of the parents personally and received very positive reactions. As she puts it,
“when they saw that I was asking about their languages their faces changed, you could
see they were happy, and at the same time surprised that the teacher was interested in
that aspect of students, which might seem unimportant for the school”. Consequently,
including these migration-related languages in the school environment seems not only
beneficial for students and teachers, but also for parents, since it can contribute to their
cultural backgrounds being acknowledged and valued by the school community.
In spite of being aware of the languages that many students spoke at home, the teacher
claimed that during the proposed lesson she learned that there were more languages in
the students’ families than she thought, as it is the case with Fula and Mandinka. Having
to enquire about the linguistic practices of students and their relatives, she could see
how each family had a particular linguistic dynamic. In relation to this, she argued that
“in many cases these children are learning languages that are mainly oral; they don’t
have books in the language at home, so to me it is important that we value them at
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school”. In addition to this, she explained that learning about each other’s languages
could have very positive outcomes in that it allowed children to understand how
languages reflect their realities. Regarding the vocabulary that they discussed in the
proposed lesson, she said that students discovered that some of the fruits could not be
translated because they simply are not eaten in the place where the language is spoken.
Lastly, the current practice of asking for students’ linguistic knowledge during their
enrollment to school was critically discussed by the interviewee, who feels that this
information is solely used for statistics, but it does not lead to any form of action in the
school setting. She feels that for some students there is a clash between their school and
family environments, which sometimes is perceived as a “certain rejection from the
children towards their parents’ cultures and languages”. According to her, students who
are very receptive, as most children are, may be aware of this gap between home and
school and could feel that their identities are left out in the latter, which would account
for this rejection. The inclusion of minority heritage languages could, then, serve as a
plan of action to build better school-family relationships.
All things considered, the qualitative research carried out shows that including students’
home languages into the school environment, specifically within the setting of the ESL
classroom, has many positive outcomes. Firstly, students are motivated to participate
with their unique contributions, which helps to keep them engaged throughout the
lesson. Secondly, their self-esteem increases by their cultural and linguistic background,
which is part of their identities, being valued by teachers and classmates. Finally,
teachers can use the linguistic and cultural diversity in the group to promote curiosity
and the exchange of knowledge and stories while also fostering respect and tolerance.
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CONCLUSION
This thesis has looked at the outcomes of applying a plurilingual approach to English
language teaching as a way to include students’ migration-related linguistic repertoires
into the school setting. In order to analyze these outcomes, a class planning was created
taking into account the extremely diverse linguistic background of the group of students
with whom the session was carried out. Learning about the context of the group has
been crucial to create material and plan activities that are adapted to their needs and
knowledge.
As regards the first research question, which dealt with students’ motivation and
engagement, the data collected has shown that students were highly engaged in sharing
their knowledge in and about their heritage languages with the rest of the group.
Working with material in languages that only some of the students could read and
understand has helped to keep them motivated throughout the lesson and to promote
their sense of curiosity, by having students confront new writing systems, among other
aspects. The fact that students were in a position of possessing a linguistic knowledge
that the teacher did not have has contributed to a positive self-image through their being
regarded as experts of their heritage languages, which answers the second research
question. Regarding the third question concerning students’ language awareness and
metalinguistic competence, the analysis has shown that the involvement of students’
various languages has prompted the reflection on the pronunciation and writing of
different words on the one hand, and the exposure to new languages and writing
systems on the other.
Besides this, involving students’ migration-related mother tongues into the classroom
has shown benefits that go beyond the learning outcomes, since as discussed in the
interview with the teacher, it has contributed to a more reciprocal relationship between
the school and the family in which both parties learn from the other. The inclusion of
these minority languages in the classroom has been seen to contribute to the fostering of
an open, accepting and valuing environment in which students’ cultural and linguistic
background is made relevant. An aspect that had not been considered when formulating
the research questions is the impact that taking plurilingual approaches in education has
for the teachers who do not share their students’ linguistic repertoires. However, after
analyzing the classroom recording and carrying out the interview with the teacher
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involved, I have realized that this kind of approach is also engaging for teachers. On the
one hand, it gives them the opportunity to know their students on a more personal level,
by listening to their family stories and experiences and, on the other, it promotes
language awareness among the education professionals as well. Moreover, since many
of the languages that students speak are foreign to their teachers, they have the
opportunity to exchange roles with students and become learners themselves. Besides,
this thesis has focused on the outcomes of including these languages in the English
classroom, but this type of multilingual approach, even if especially relevant in the
additional language classroom, could be implemented in any school subject.
Following that, several limitations of the present thesis should be acknowledged. First,
the restrictions due to the pandemic have complicated the implementation of the class
plan and the observation to the extent that I was unable to be in direct contact with the
students. Next, this plurilingual approach has been applied in two sessions only, so a
more extensive implementation could help us to see whether the improvement in
motivation, self-confidence and language awareness has a positive impact on students’
school performance. Moreover, the group in which the implementation of the practical
experiment was carried out lacked autochthonous students, so the possible effect of
including these languages for them could not be explored.
Bearing this in mind, it can be concluded that despite having shown a strategy that can
help motivate and engage this profile of students, the task of integrating them into the
Catalan society should not rely on the teachers of the school solely. In this aspect, there
needs to be a change to guarantee that these students with foreign origins are not
segregated from students with parents born in the country. Finally, even if the
management of migration is a very complex issue which carries much controversy, I
hope that this thesis has shed some light on the richness that having students with
diverse linguistic backgrounds can bring to a language classroom.
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APPENDIX

1. Material for the multilingual lynx
These cards were printed, cut and plasticized. Since it was planned that the activity
would be carried out with students organized in small groups (3-4 students), each of the
groups had a set of cards in the first three languages –English, Catalan and Spanish-, in
Arabic, since there was at least one Arabic speaker in each group, and in either
Mandarin Chinese, Polish or French, depending on the languages known by the
members of each group. The information on the assigned groups and the languages of
each student was provided by the teacher so that the material could be planned
accordingly. The translations were done based on previous knowledge and through the
assistance of Arabic, Mandarin, Polish and French users.

Tomato

Lemon

Orange

Tomàquet

Llimona

Taronja

Tomate

Limón

Naranja

ط ماطم

ل يمون

西红柿

柠檬

橙子

xī hóng shi

níng méng

chéng zi

Pomidor

Cytrynowy

Pomarańcza

Tomate

Citron

Orange

Banana

Strawberry

Lettuce

قال ي

ال ربت
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Plàtan

Maduixa

Enciam

Plátano

Fresa

Lechuga

موز

ال ف راول ة

خس

香蕉

草莓

生菜

cǎo méi

shēng cài

xiāng jiāo

Banan

Truskawka

Sałata

Banane

Fraise

Laitue

Apple

Peach

Jabłko

Poma

Préssec

Pomme

Manzana

Melocotón

Brzoskwinia

ت فاحة

خوخ

Pêche

苹果

桃子

píng guǒ

Táo zi

2. Multilingual memory game
The multilingual memory game created using the tool Wordwall (https://wordwall.net/)
can be found in the following link: https://wordwall.net/resource/16800776
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