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Abstract: In many urban settings across the globe, English for Academic

Purposes (EAP) classes are inherently multilingual and provide unique possibi-

lities to explore a wealth of languages and cultures as well as the interactions

among them. Although the field of applied linguistics has historically followed

monolingual ideologies, a plurilingual approach in EAP can provide insights

into language practices that are situated, creative and contextualized. Raising

students’ awareness of their own plurilingual and pluricultural repertoire is key

to preparing them to make mindful decisions about culture and language use in

real-life situations; plurilingual instruction incudes translanguaging, validating

plurilingual identities, as well as understanding pluriculturalism, all of which can

open up possibilities for creativity in culture and language use. While research

shows plurilingual-inspired pedagogies can benefit language learning, little is

known about the extent to which they can enhance creative representations of

language and culture. This article reports results from a study on the effects of

plurilingual instruction on creativity in an EAP program. Seven EAP instructors

delivered plurilingual tasks to adult students at a Canadian university. Data

from demographic questionnaires, Language Portraits, student diaries (N=28),

and classroom observations (N=21) were qualitatively analyzed and triangulated.

Results suggest that the use of plurilingual tasks afforded a heightened aware-

ness of plurilingual/pluricultural identity and validated the creative use of

linguistic and cultural resources, including translanguaging. Suggestions for

the inclusion of creative data collection instruments and plurilingual instruction

in applied linguistics classroom research are made.
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1 Introduction

The field of applied linguistics has witnessed a substantive shift in language

learning theory and instruction in recent years from monolingualism to multi/

plurilingualism (see overview in Conteh and Meier 2014; Kubota 2014). Because

of increases in mobility, migration, and globalization, landscapes have become

linguistically more diverse, which in turn has demanded that the field consider

theories that move away from assumptions about uniformity. Bilingualism

(Baker 2011), multilingualism (Cenoz 2013; Cummins 2009), translanguaging

(García and Wei 2014; Lewis et al. 2012) and plurilingualism (CoE 2001, CoE

2006, CoE 2007, and CoE 2018; Piccardo 2013) are only a few concepts that have

emerged in response to these increasingly diverse social landscapes and, while

they may differ from one another, they all hint at individuals’ creative use of two

or more languages for communication.

Among this array of terms, confusions and misconceptions have arisen and

clarifications have been proposed (Marshall and Moore 2018; Otheguy et al.

2015). For many decades, language theorists have argued that, since the world

has far more bilingual and plurilingual speakers than monolinguals (Auer and

Wei 2007; Baker and Prys-Jones 1998; Crystal 1987), it is paramount that lan-

guage instruction shift from its traditional monolingual orientation to a more

plurilingual one, particularly in English language classes (Cenoz and Gorter

2013), and include the broader repertoire of languages and cultures known by

the students. I will focus on two theories that explicitly argue that language

practices are fluid and dynamic, which align with linguistic practices of lan-

guage users in multilingual contexts such as Canada, where the study reported

in this article took place. These two theories are translanguaging and plurilin-

gualism, both of which have emerged in response to increasing multilingualism

in societies across the globe.

2 Translanguaging and plurilingualism

The term translanguaging derives from the concept of ‘languaging’, which refers

to language learners using language to engage in cognitive activity to make

meaning (Lado 1979; Hall 1996; Swain 2006, Swain 2010; Swain et al. 2009).

Through languaging, individuals use language to ‘talk through’ (Swain and

Lapkin 2002) new concepts or ideas, which is often done through the use of a

single language. The term ‘translanguaging’, however, applies the notion of

languaging to situations in which multiple linguistic resources are available to
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speakers. First introduced in the bilingual Welsh/English context by Cen

Williams (1994, 1996) (and referred to as trawsieithu) translanguaging was

used as a pedagogical practice in bilingual classrooms in which students

would use one language for input and another for output. For example, students

might read a text in Welsh and do a presentation about it in English (or vice

versa) as a strategy to develop both languages. The term continued to be

developed and reconceptualised over the years, as outlined by García and Lin

(2017), and has more recently come to represent the notion that multilingual

individuals do not ‘have’ or ‘know’ two or more separate languages, but rather

have at their disposal a complex linguistic repertoire where languages interact

and can be drawn upon fluidly (Otheguy et al. 2015; Wei 2018). This position

considers ‘named languages’ such as ‘English’ and ‘Spanish’ as social construc-

tions. In reality, it is argued, various linguistic resources come together in the

individual language users’ brain to constitute that individual’s idiolect or reper-

toire, which he or she can draw upon flexibly and creatively, mixing different

resources together and inventing new representations of language. This does

not mean these individuals are unaware of or do not think in terms of the

socially-constructed nature of the named languages (Wei 2018). What trans-

languaging focuses on, however, is not so much the way people think about

or report upon their own or others’ language use, as much as how they naturally

and intuitively use language in complex, multilingual and multicultural situa-

tions of contemporary life.

Translanguaging is both a theory of language and a pedagogical approach,

one that rejects monolingual ideologies. It has been applied in a range of

bilingual contexts (Creese and Blackledge 2010; Gort 2015; Gort and Sembiante

2015; Martínez et al. 2015; Palmer et al. 2014; Sayer 2013; Schwarts and Asli

2014), as well as in contexts where more languages are present in the classroom

(Canagarajah 2011; Cenoz and Gorter 2015). In bilingual education, translangua-

ging often, though not always, requires teachers and students to share the same

linguistic repertoire, or use the same two languages.

Similarly, plurilingualism is a theory that focuses on the linguistic practices

of individuals and offers a unique perspective to observe how language learners

use the languages, dialects and cultural knowledge they have available to them

(CoE 2018). As consistently discussed in the literature on plurilingualism (Cenoz

and Gorter 2013; CoE 2001, CoE 2006, and CoE 2007; Coste et al. 2009; Cummins

2017; Marshall and Moore 2018; Piccardo 2013, Piccardo 2017; Piccardo and

Puozzo Capron 2015), it encompasses the use of all languages and varieties/

dialects within an individual’s repertoire (including varieties which might be

considered to belong to the same named language). It is similar to translangua-

ging in the sense that it considers that individuals have their own repertoires or
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idiolects (Otheguy et al. 2015). However, there are three main distinctions: one is

that in addition to language use, plurilingualism includes the notion of plur-

iculturalism (Coste et al. 2009), which refers to cultural knowledge gained due to

life experiences and trajectories; a second is that partial competence, or unba-

lanced and uneven knowledge, in different languages, dialects and cultural

knowledge is seen as a natural phenomenon and even a driver of creative

language use (CoE 2001); and a third distinction is that plurilingual instruction

embraces students’ entire repertoire which may include extra-lingual knowledge

that is not shared by instructors or other students.

While past literature on translaguaging and plurilingualism suggest indivi-

duals naturally engage in creative representations of language (Bradley et al.

2018; Wei 2011, Wei 2018) and embody a wide variety of ideas and concepts

which enhances creativity (Piccardo 2016; Piccardo and Puozzo Capron 2013;

Skutnabb-Kangas 2002), little is known about the extent to which plurilingual

instruction, including translanguaging as a pedagogical practice, can encourage

students’ creative representations of language and cultural resources. This is the

overarching question that motivated this study.

3 Plurilingual repertoire: Languages and cultures

I chose plurilingual instruction as a broader framework as it is congruent with

the research site: multilingual English for Academic Purposes (EAP) class-

rooms in Toronto, which is also a multilingual city. The reasons for this choice

are threefold: 1) the focal point is on the individual, rather than society; 2)

individuals’ repertoires include the interconnection among both languages and

cultures; 3) individual’s agency in several languages—not only L1 and L2—is

emphasized. Given the pedagogical nature of this study, plurilingualism was

also chosen as it encompasses several classroom strategies, such as trans-

languaging, cross-cultural comparisons, and pluricultural awareness (CoE

2018). Following the theoretical underpinnings of plurilingualism posed by

the Common European Framework of Reference for Languages (CEFR, CoE

2001, CoE 2006, CoE 2007, and CoE 2018), plurilingualism focuses on the

knowledge of both languages and cultures individuals have acquired as a

result of their lived experiences, and their ability to flexibly move between

one language/culture and another for effective communication. As noted ear-

lier, languages and cultures are not seen as compartmentalized in one’s brain;

rather, individuals have a repertoire with both linguistic and cultural knowl-

edge accessible in it.
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Both translanguaging and plurilingualism advance the notion of linguistic

repertoire (see Blackledge and Creese 2010; Otsuji and Pennycook 2010;

Blommaert and Backus 2013). Busch (2012) suggests that linguistic repertoire

“can be seen as a space both of restrictions and potentialities” (p. 7), and further

expands the concept to include feelings of joy, shame, anger and fear experi-

enced through language use (Busch 2015). Linguistic repertoire encompasses

individuals’ past, present and future references, including social, historical and

biographical dimensions, both at the cognitive and emotional levels, and, there-

fore, it is inextricably related to people’s identities.

To understand identity presentations of plurilinguals requires analyses that

go beyond national boundaries, situating them in social practices where they

have agency (or lack thereof) over the way they use language and other cultural

resources. Their identities need to be taken into account not only in terms of

where they come from or where they live, but in terms of how their self-concepts

and self presentations develop over time and across spaces (Norton 2013). In

addition, the unique experiences plurilinguals engage in, both face-to-face and

online, often transcend national borders and contexts, and so often require a

multiplicity of self presentations (Darvin and Norton 2015; Norton 2016). Given

the experiences with languages and cultures due to transnational travel, migra-

tion, mobility within the same country, education and work, online gaming, art,

etc., individuals possess what I call a ‘plurilingual blueprint’ (Galante forth-

coming), which might be thought of as unique and exclusive, and a marker of

individual identity.

4 Plurilingualism and creativity

Creativity is a complex term that can be defined in many ways. Following a

definition largely used in research on language and creativity in applied linguis-

tics, creativity is “a property of all language use in that language users do not

simply reproduce but recreate, refashion, and recontextualize linguistic and

cultural resources in the act of communicating” (Swann and Maybin 2007:

491). While language use is a focus of this study, so are creative representations

of individuals’ repertoires, including both linguistic and cultural knowledge.

Accessing one’s entire repertoire and making decisions on which language

(s)/dialect(s) and cultural knowledge to use is a complex process often experi-

enced by plurilinguals. As linguistic and cultural knowledge are flexibly used,

this complexity is integral to the development of creativity (Piccardo 2016;

Piccardo 2017). One complex use of language is translanguaging, which engages
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the fluid language use, with no boundaries between languages. Although trans-

languaging researchers are careful to distinguish their approach from those

interested in ‘code-switching’ (since the idea of ‘code-switching’ reinforces the

notion of discrete ‘codes’ that are used exclusively at any given moment), some

observations from the code-switching literature can be helpful in understanding

the creative aspects of translanguaging. Research on code-switching has identi-

fied three different ways in which items from different languages might be used:

1) alternation is when there is language switch in a conversational turn; 2)

insertion is when words of another language are inserted in a sentence; and 3)

dense code-switching is when grammatical information/morphemes of another

language are used in the target language when communicating (Green and Wei

2014). For example, I have recently witnessed an exchange with people who

shared knowledge of two languages (English and Portuguese) who included

dense-code-switching and alternation between one language and another

when talking about social media networks: one said Vou fazer um post e você

vai likar a nossa selfiezinha and the other replied Só se você tag me in the post.

In the first sentence, the English noun post is flexibly inserted in the Portuguese

sentence, followed by dense code-switching with the words likar and selfiezinha,

which are created from a mix of English and Portuguese. The English verb like is

followed by the Portuguese morpheme ar (like + ar) indicating base form while

the noun selfiezinha has the English noun selfie followed by the Portuguese

morpheme zinha (selfie + zinha) indicating small or little. The first speaker

establishes a creative way to use language, which is followed by the interlocu-

tor. The response starts in Portuguese and the English verb tag is inserted,

triggering the speaker to continue the sentence in English. Socially, however—

and this is the point that scholars of translanguaging would emphasize—these

speakers do not make clear distinctions between Portuguese and English, that

is, both named languages are used flexibly and with no boundaries. In this

exchange, both language users accessed their complex linguistic repertoires and

used language flexibly.

Besides language and culture, plurilinguals possess a wide variety of ideas

and concepts, which in turn can enhance creativity and innovative thinking

(Skutnabb-Kangas 2002). Knowledge can be accessible in different languages

and/or dialects, contributing to different ideas and ways of thinking (Lüdi 2014).

In a multilingual class, it is common to witness students from diverse back-

grounds using their linguistic and cultural knowledge to solve problems and

provide alternate perspectives on a given issue. In the context of economic

globalization, plurilingualism and pluriculturalism can help to support what

have been considered the “two most valued assets of the twenty-first century

citizen, namely, human creativity and human relationships” (Furlong 2009:
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366). Diverse ways of thinking that are developed through the interaction with

texts or with people of different linguistic and cultural backgrounds also con-

tribute to creativity.

It follows that plurilingual instruction can offer unique opportunities for the

development of cognitive flexibility, linguistic and cultural transfer, and

enhanced creative thinking (Boeckmann et al. 2011). In a study with plurilin-

guals in a Canadian university, Marshall and Moore (2013) focused on students’

entire linguistic repertoire to examine their communication patterns. They found

that plurilingual students use their repertoire as a resource to communicate in

different languages based on the needs of the situation and/or interlocutor. This

flexibility to move between languages gives plurilinguals an agentive role,

which is both empowering and creative. Another study in two Canadian uni-

versities shows how plurilingual instruction can lead to critical understandings

of language and culture and shift students’ understandings of language from a

monolingual to a plurilingual perspective (Galante forthcoming). These studies

hint at the potential for using plurilingualism-inspired pedagogies in language

classrooms to ultimately benefit the language learner.

This study was designed in response to calls for the inclusion of plurilingual

approaches in language classrooms (Cenoz and Gorter 2013; Galante 2018;

Marshall and Moore 2013; Wilson and Davies 2017). It reports on the implemen-

tation of plurilingual instruction in EAP classes in a Canadian university and its

effects on students’ creativity. As previously stated, this study aims to explore

the creative potential of plurilingual EAP students when representing and using

knowledge of language(s), dialect(s), and culture(s).

5 The Canadian landscape

Canada has the official status of a bilingual country (English/French) but is

actually multilingual and multicultural, with over 200 languages spoken across

the country. This diversity is represented by immigrant (e.g. Tagalog, Mandarin,

Hindi, Arabic, among others) and Indigenous (e.g. Cree, Ojibway, Innu/

Montagnais, among others) languages, and is particularly prevalent in urban

settings. Toronto is the most multilingual and multicultural city in Canada, with

nearly half of the population speaking a language that is not official (Statistics

Canada 2016). Given its status of a vibrant multilingual city with several higher

educational institutions from which to choose, many international students

choose Toronto as place to study. Canada’s International Education Strategy

(2014) report notes that in 2012 alone, the country hosted 265,400 international
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students, with a forecast that by 2022 this number will nearly double. While

Canadian policies such as the Canadian Multicultural Act (Canada 1985) and the

Canadian Charter of Rights and Freedoms (Canada 1982) promote linguistic and

cultural diversity, this is only partially represented in college and university

policies that expect international students to perform monolingually.

The multilingual and multicultural character of social life in Toronto

stand in direct contrast to the ways students are expected to use language

in educational settings, including EAP programs. Students in these programs

were typically educated in their home countries and seek academic language

skills in English so they can join a university program. They often have

multilingual classes, with classmates who speak their own L1 and may

speak an L2 or an L3 that is not English. For example, in these classes it is

not uncommon for students to have English as an L4. Thus, monolingual

instruction seems to be incompatible with the multilingual reality of the

classroom and the Canadian context. This situation creates pressure for

international students to choose English as a means of communication even

in circumstances in which other languages in their repertoire could be used

more effectively. In EAP classrooms, plurilingual instruction has the potential

to raise awareness of and reinforce students’ status as plurilinguals so they

can make creative and mindful decisions about when, how and with whom to

use their rich repertoire.

6 The present study

This study is part of a larger research project that compared monolingual and

plurilingual instruction in an EAP program in a large university located in

Toronto, Canada. To investigate the effects of plurilingual tasks on creativity,

it made use of data previously collected and included representative sampling.

This technique, widely used in qualitative research, allows for the selection of

cases that provide rich information on a particular phenomenon of interest

(Patton 2015). For the purposes of this study, participants who took part in

three plurilingual tasks and completed all data collection process were selected.

That is, data from students who were absent when the plurilingual tasks were

applied or who did not complete one source of data collection were excluded

from the data analyses. In addition, care was taken to include a representative

sample of male and female participants from different countries. Data analyses

centered on the extent to which the three plurilingual tasks afforded EAP

students’ creative representations of both language and culture.
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7 Site and participants

Participants were adult EAP students (N=28) who took part in a 4-month inter-

vention that included the delivery of weekly plurilingual tasks in an EAP

program. At the time of data collection, seven instructors taught a course called

Academic Listening and Speaking (ALS) in an EAP program in a university in

Toronto, Canada. All of the instructors had a Master’s degree in either Applied

Linguistics or Education, one was a PhD candidate in Applied Linguistics and

one had a PhD in Second Language Education. All of the instructors had a

minimum experience of 10 years teaching both in Canada and abroad but

despite being highly experienced, none had received prior training in plurilin-

gual instruction.

Two male and two female participants in each classroom were selected to

provide a representation of the student population of the program (n=14 male and

n=14 female, total N=28). The sample includes participants from China (n=20),

Ecuador (n=5), Turkey (n=1), Japan (n=1) and Taiwan (n=1). Participants’ age

ranged from 18 to 21 years old (M=19.5). All participants had international student

status in Canada and a conditional offer for an undergraduate program in the

university. This offer is for students who have not met the English language

requirements of the university. All participants had an International English

Language Testing System (IELTS) score below 7 at the time of data collection.

While both instructors and students participated in the study, data was collected

from students only to answer the research question posed by this study.

8 Plurilingual instruction

Plurilingual instruction included weekly plurilingual and pluricultural tasks deliv-

ered over 10weeks in the EAP program. Following plurilingualism as a theoretical

framework (CoE 2001) and informed by plurilingual and pluricultural competence

descriptors (CoE 2018), I designed these tasks to fit into the curriculum of the EAP

program. These tasks were inspired by the new descriptors for plurilingual and

pluricultural competence in the CEFR Companion Volume (CoE 2018). In addition,

other CoE documents such as the Autobiography of Intercultural Encounters (avail-

able at http://www.coe.int/t/DG4/AUTOBIOGRAPHY/AutobiographyTool_en.asp),

and versions of the European Language Portfolio (available at http://www.coe.int/

en/web/portfolio) also served as references. Finally, Language Portraits, a multi-

modal autobiographic method (Krum & Jenkins 2001) also inspired the tasks in

this study and was used as source material for data collection. These portraits
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have been previously used in language classrooms in Canada with both children

(Prasad 2014) and adults (Lau 2016) in mapping learners’ linguistic and cultural

repertoires. Modifications to better represent the context and suit participants’ age

and interests were made. For example, given participants were residing in Canada

at the moment of data collection, tasks included awareness of the linguistic and

cultural diversity of the country, including immigrant and Indigenous languages.

In addition, a template of a body representation that is typically applied with

Language Portrait was not used in this study. This decision was made because a

template might have limited participants’ creative representations of themselves

and their repertoires. Each task took approximately 40–50minutes to complete.

This article reports on data gathered during the completion of three of the

ten tasks. The rationale for this decision was twofold: it would not be possible to

include all the data given the limitations of an article; and, since the focus of the

study is on creative representations of languages and cultures, the three most

representative tasks to explore the phenomenon were chosen. In addition, the

tasks chosen represent some of the main pillars of the concept of plurilingual-

ism, as shown in Figure 1.

The three tasks were: My Plurilingual Identity, Codeswitching and Intercultural

Encounters. My Plurilingual Identity invited participants to draw a self-portrait

and indicate their trajectories with the languages and cultures experienced in

their lives. They created self-representations and indicated how languages and

cultures contributed to the development of their identity. The process itself did not

specifically require professional drawing skills, and participants could represent

themselves, along with their linguistic and cultural repertoires, in a creative way.

Codeswitching invited participants to reflect on reasons why plurilinguals switch

from one language to another and use language in a creative way. While the task

was presented as ‘codeswitching’, it really focused on the fluid use of language, or

translanguaging. Students were invited to reflect on the flexible use of their

linguistic repertoire, in which students often engage without noticing the lan-

guage that is being used. First, participants watched a video with representations

of translanguaging. Second, they discussed some reasons why plurilinguals move

fluidly from one language to another and provided personal examples. Finally,

participants were asked to role-play, in groups of three, a possible situation in the

academic setting that represents authentic use of translanguaging. Intercultural

Encounters required participants to reflect on encounters, for example in univer-

sity classrooms, social gatherings and travels, with people from different linguistic

and cultural backgrounds and the knowledge gained from them. Then, they were

allowed a few minutes to reflect on a particular encounter they had experienced

and answer a few questions such as Can you describe where you met and what you

were doing?, What did you learn about their culture?, What did they learn about
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your culture? Finally, participants worked in groups of three or four to share their

encounters, listen and take notes on their peers’ contributions. The combined

tasks focused on the intersections of languages and cultures at the individual and

social levels. These and other tasks have been made available in the companion

website www.breakingtheinvisiblewall.com.

9 Data collection and analyses

Four methods of data collection were used to explore the extent to which

plurilingual tasks have an effect on EAP students’ creative representations of

language and culture. The methods were:

Figure 1: Main pillars of plurilingualism.

Plurilingual tasks 561

http://www.breakingtheinvisiblewall.com.


1) a demographic questionnaire: following typical demographic question-

naires used in Social Sciences, it asked students’ basic information such

as age, nationality, and years studying English. This questionnaire also

asked students to list the languages they had in their repertoire, profi-

ciency levels in each language and each skill (speaking, listening, reading

and writing), and how, when and with whom these are used (e.g. online,

school, family, etc.);

2) multimodal Language Portraits (Krumm and Jenkins 2001): these artifacts

were collected as part of the task My Plurilingual Identity. Students were

asked to reflect on their experiences, past, present, and future (Busch 2012,

Busch 2015), with both languages and cultures and include them in their

multimodal drawings;

3) student diaries: students wrote their general impressions, positive or nega-

tive, about the three tasks on their diaries. Three entries per student (N=28),

with a total of 84 entries were collected;

4) classroom observations: I observed students at three different times (week 1,

week 5, and week 8) while they completed plurilingual tasks. A total of 21

classes were observed. My main goal was to observe instances of creative

representations of languages and cultures during the completion of the

tasks.

To understand the phenomenon more fully, I used two analytical approaches to

triangulate results (Oliver-Hoyo and Allen 2006; Tucket 2005): content and

drawing analyses. For content analysis, I chose a cross-case analysis by group-

ing together answers from all participants (N= 28) into the common themes that

emerged, presenting the data through a rich description of what students wrote

in their diaries, keeping the interpretation as close to their original written text

as possible (Patton 2015). For drawing analysis, besides my own interpretation

of the students’ drawings, I included participants’ own interpretation of their

drawings; thus, students’ drawings were complemented by their written com-

mentaries to allow them to have a voice in how their drawings were understood

(Mitchell et al. 2011). In addition to the two analytical approaches, my own

observation notes of classroom practice were added to either support or refute

the phenomenon observed. The data were analyzed inductively and triangula-

tion was done through the inclusion of multiple data sources as a means of

improving the rigor of the analysis by assessing the integrity of the interpreta-

tions from more than one vantage point (Guba 1981; Leech and Onwuebbuzie

2007). First, I tallied all the demographic information in an Excel file and looked

for patterns related to students’ representations of languages. Second, I looked

into multimodal creative representations of students’ linguistic and cultural

562 Angelica Galante



repertoires in their Language Portraits and also looked for patterns. Third, I

manually transcribed the data from the student diaries into a Word file and

looked for patters of creative representations of language and culture, including

translanguaging. Finally, I read all classroom observation notes and highlighted

instances when students used creative representations of language and culture. I

used NVivo, version 11 (QSR International) to facilitate the analysis, focusing on

emergent themes related to creative use of linguistic and cultural resources.

In what follows, I discuss common themes that emerged from the data. To

provide more comprehensive information about the phenomenon under investi-

gation, in each theme, I triangulated the results by using at least two data

sources (Leech and Onwuegbuzie 2007). The discussion is interwoven with my

own interpretation, comments on what I observed, as well as quotes from

student diaries to illustrate creative instances under each theme.

10 Discussion of results

The results are organized into thee main themes: 1) recognizing plurilingual

identity: past, present and future; 2) validating translanguaging practices, and

3) building on pluricultural competence.

10.1 Recognizing plurilingual identity: Past, present and

future

The first theme that emerged from the data refers to the processes through which

participants came to recognize their own creative language use through enga-

ging with the Language Portraits. Interestingly, this awareness of the richness of

their plurilingual repertoires was not present in their responses to the initial

demographic questionnaire. That is, the information about languages they pro-

vided in the questionnaire did not to match the languages represented in

students’ portraits, and this was the case among all 28 participants. One section

of the questionnaire, for example, asked participants to indicate all languages

and dialects in their repertoires. Twenty-six participants indicated having only

two languages in their repertoire, their L1 and English as an L2, the latter being

the target language of the EAP program. Only two reported knowing one more

additional language (L3). During the completion of the task My Plurilingual

Identity, however, students were invited to reflect on their lived experiences

and identify how language and cultures played a role in shaping their identity,
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which was later creatively represented in their portraits. This creative process

helped students recognize language and cultural resources which were left

undocumented in the demographic questionnaire. For example, Sheila, a stu-

dent originally from China, indicated only two languages in her demographic

questionnaire: Chinese (L1) and English (L2). However, through the completion

and reflection processes, she was able to recognize two more linguistic

resources, as indicated in Figure 2.

Sheila adds both Yichang, a dialect from China, and Korean as linguistic

resources. Her use of these linguistic resources, of course, was context depen-

dent; Sheila uses Yichang with her family and people in her hometown while

Korean is used for entertainment, given her interest in Korean culture. In

Canada, she mainly uses English at university but flexibly switches to Chinese

when communicating with friends and members of the community. In her diary

entry, while Sheila indicates studying Korean for only 3months, she reports

having conversations in Korean with a classmate in her EAP class:

During the class, Tina and I have the same habits on Korean music and culture. Also, we love

the same male artistic group. Therefore, we talked a lot about the experiences about Korean

pop stuff, even trying to use Korean to communicate.

While Sheila has partial proficiency in Korean, she has positive attitudes towards

it, which aligns well with the idea advanced in the theory of plurilingualism that

partial proficiency in languages is normal and not a deficiency, and even lan-

guages that one ‘does not know well’ be claimed as part of their repertoire (CoE

2001, CoE 2018). Given Sheila’s experiences with languages and cultures due to

travel, social interactions, interests, and food, she came to understand her own

unique plurilingual blueprint (Galante forthcoming), as explained in her diary:

This task helps me understand monolingual and plurilingual people. I learned the language

connected with our interest, the food we eat and place we go. From my previous point of view,

I thought that plurilingual people is… someone who are really good at speaking multiple

languages and translate them with different languages.

Sheila’s reflection of her plurilingual identity goes beyond her own individual

plurilingualism to include an external reflection of the community at large:

I think that due to globalization of the world, we are all plurilingual people and can have

some knowledge and opportunities to know those cultures through the internet, you can

watch different languages movies, eat different foods without leaving the place you live.

Similar to Sheila, Sunshine, a student originally from Turkey, indicated having

only three languages in her repertoire in the demographic questionnaire—
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Turkish (L1), Italian (L2) and English (L3). In completing the task, however, she

includes future languages she wishes to learn, as can be seen in Figure 3.

Figure 2: Sheila’s language portrait.

Plurilingual tasks 565



Following Busch’s (2012, 2015) notion that one’s linguistic repertoire also

includes potentialities, Sunshine includes languages she has learned in the

past, the language she is currently learning, and languages she wishes to

learn in the future. Typically, demographic questionnaires only gather informa-

tion about past and present languages, particularly languages individuals have

Figure 3: Sunshine’s language portrait.
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high proficiency in, even when they are asked to enter languages in which they

have low proficiency levels, which was the case in this study. Sunshine’s portrait

goes beyond the languages she reported in the demographic questionnaire as

she includes Spanish, Russian, Arabic and Mandarin. In class, I observed her

justification for this selection: she consciously reflected on the power these

languages have on a global level and possibly the opportunities—communica-

tion, education, employment—she would have if these languages were included

in her repertoire. In her diary, Sunshine indicated her interest in learning other

languages, even if partially, which corresponds to a competence in plurilingual

theory (CoE 2001, CoE 2018):

This task reminded me of so many words from other languages. Learning words from

completely different languages like Korean made a bridge between me and my Korean friend

after doing this task.

This excerpt clearly shows that languages spoken by Sunshine’s colleague also

played an important role in her recognizing her entire repertoire. When lan-

guage instruction is delivered within a plurilingual framework, not only is the

linguistic repertoire validated but it goes beyond to include other languages

experienced, either in class (e.g. languages of their peers) or elsewhere (e.g.

online).

Students’ identities included their unique experiences which transcended

national borders and contexts (Darvin and Norton 2015; Norton 2016). As part of

these tasks, students engaged in reflections of how their linguistic and cultural

resources contributed to their identities in relation to the different contexts in

which they found themselves. For example, during the plurilingual tasks stu-

dents learned about the languages used in Canadian society, including immi-

grant and Indigenous languages, which might have encouraged them to reflect

on other contexts, including the countries where they were born. Zuco, a student

from Ecuador, for instance, recognized Quechua, an Indigenous language and

culture in his country, as part of his plurilingual and pluricultural identity, as

shown in Figure 4.

Languages that are part of individual’s linguistic and cultural heritage are

sometimes forgotten as a result of colonization. It could be that this task helped

revive his sense of identification with the Quechua language and people,

especially because this information was not included in his demographic

questionnaire. In addition, this task helped Zuco realize that he is, in fact,

plurilingual:

The main idea of this task was emphasize the role of languages in its manifestations such as

monolingual and plurilingual, where it was the moment I realized that I am a plurilingual
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person because I can speak two languages, English and Spanish, and due to the opportunity

of having Chinese friends, I am learning Mandarin a little bit.

Learning the languages of his peers also contributed to Zuco’s rich linguistic

repertoire. Obviously, Mandarin was not the target language of instruction but

Figure 4: Zuco’s language portrait.
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he indicated that “this will be the next language in the future.” In his diary, Zuco

also stated that he was “learning Mandarin a little bit,” which accords well with

the notion of valorizing partial competence in an additional language (Coste

et al. 2009).

All participants in this study were plurilingual and had more than two

languages in their repertoire, but this richness was not well captured by the

demographic questionnaire. After the implementation of the task My Plurilingual

Identity, however, participants explored all of the linguistic and cultural

resources that contributed to their identities, including languages learned in

the past, present and to be learned. This task was delivered at the start of the

program and, during my classroom observation, participants were quite open to

exploring their languages. Like Sheila, Sunshine and Zuco, other students had

positive attitudes towards their plurilingual repertoires, even when proficiency

was limited in some languages or dialects. In addition, I observed instructors

encourage students to make use of their entire linguistic repertoire in class,

including translanguaging practices. For example, instructors encouraged stu-

dents to discuss tasks in languages other than English, translanguage, and teach

others, including the instructor, a few words in languages they knew. In one

class I observed in week 1, the instructor asked students to name all the

languages and dialects in their repertoires and they responded in English. The

instructor then asked if they could repeat their answer but using other lan-

guages. Students were hesitant at first as this was not common practice in an

English-only classroom, but in a few seconds they started engaging in a plur-

ilingual conversation with languages and dialects, and not only their L1.

Taken together, data from students’ Language Portrait, student diaries and

classroom observations indicate that plurilingual tasks are effective for facilitat-

ing creative representations of language and culture as students are encouraged

to draw on linguistic and cultural resources from their entire repertoire, a

phenomenon that was not captured by the demographic questionnaire.

10.2 Validating translanguaging practices

The second theme that emerged from the data was the validation of students’

translanguaging practices, which was novel for students since in the EAP

program, an English-only environment typically prevailed. While all students

recognized themselves as plurilinguals through creative representations, their

creative language use had not been previously validated, at least not in the EAP

classroom, as academic settings in Canada typically require students to operate

in a monolingual way. Following plurilingual theory (CoE 2001, CoE 2018) and
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translanguaging practices (Otheguy et al. 2018; Wei 2018), the plurilingual tasks

were designed in a way that challenged instructors to think of students’ lan-

guages as one repertoire, which guided instructors to move from monolingual to

a plurilingual paradigm.

During the classroom observations, I noted that students were presently

surprised to be asked to use all their linguistic resources during the completion

of tasks. Over time, it became commonplace for students to engage in discus-

sions in other languages they shared, for example, two Chinese students fluidly

using Chinese and English to communicate. Students also had agency to use all

their linguistic resources and read content in other languages, write in their

notebooks using a mix of languages and translanguaging for meaning-making.

Allowing a plurilingual space in the classroom helped validate students’

translanguaging practices. In their diaries, most students recognized the benefits

of translanguaging and considered it a normal and usual practice among plur-

ilinguals in many contexts, including at university, as noted below:

As international students, we use our native language when we don’t know how to explain

something very difficult in English. (Melissa)

I often use mix language with my classmate and even family. It is normal for us use different

language to deliver our meaning, especially in school. (Apple)

It is important to note that the research site did not have an “English-only”

policy and all seven instructors allowed students to use the whole range of their

linguistic resources, at least during the plurilingual tasks. During the lessons, I

often observed participants translanguaging when a concept or a word in

English needed clarification. Because the classes were comprised of a large

proportion of Chinese speakers, Chinese was often heard in class. When parti-

cipants had other languages with no speakers of the same language in class,

they often made use of mobile phones or laptops to access information in

another language and also engaged in translanguaging for meaning-making.

For example, in a class about idioms, Luishino, a participant from Ecuador,

made use of his mobile phone to refer to an equivalent expression in Spanish for

“I have mixed feelings.” He reported in class that “Tengo sentimientos encon-

trados” has the same meaning as the English idiom but has slightly different

words. He then explained to other participants the meaning of the Spanish

words and even helped them learn the Spanish idiom by repeating it multiple

times and checking his peers’ pronunciation. This action gave Luishino agency

over his linguistic repertoire and I observed him smiling in satisfaction.

Translanguaging was also perceived to facilitate communication. When

participants shared the same languages, they reported using both languages

flexibly to aim for efficiency, as the following diary entries indicate:
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when we translanguage our conversation is more fluent and natural because that’s the words

we firstly think of. (Fall)

For example, “我明天有一个作业要完成”, it means that “tomorrow I have an assignment

needs to be done.” It is useful because we don’t need to translate the meaning into our own

language but other could understand. (Pipi Pig)

We talked about (in Chinese) that there was a cliché movie which has published recently. The

word cliché is a special word that cannot be fully explained in Chinese. Therefore, in this case, we

said, this movie is cliché instead of using several sentences to explain “cliché” in Chinese. (Momo)

During the classes I observed students translanguage for purposes other than

speeding up communication. They also used it to clarify and/or enhance meaning

of new concepts and for emotional connections. The emotional dimension of

translaguaging is an interesting result, which was also evident in students’ diaries:

I prefer to switch when I want to say Chinese poems or idioms which may lose the original

feelings. (Chen)

Switching can be humorous, which is essential for building connections with others. People

can feel closer to others because of proper jokes or feelings of familiarity. (Esther)

These accounts show that students sometimes made mindful decisions on one

language or another depending on what and with whom they were communicat-

ing. Using the L1 was reported to help establish emotional connections with

others who speak the same language, as well as for artistic representations using

language, such as poetic and humorous language.

Another important aspect of translanguaging recognized by students was

the inclusion of dialects in their flexible use of language, which is in line with

plurilingual theory (CoE 2001, CoE 2018):

We have lots of dialects in China. I prefer to speak Mandarin with my friends, however, when

I am talking to local friends I usually speak with some dialect to express. Dialect is something

that makes me can stress the words. (Wei)

I sometimes switch to my dialect if I am in the other city. (Vicky)

During the classroom observations, many Chinese participants reported the need

to use dialects of Chinese as a way to affirm their identities. They reported that

while standard Chinese is officially mandated in China, provinces are linguisti-

cally diverse and several dialects are present in the Chinese landscape. The use

of one dialect or another is a choice of the plurilingual speaker and depends on

context, topic and interlocutors.

Another interesting finding was the widespread practice of participants

learning the languages of their peers and including them in their linguistic

repertoire, as stated by two participants from China:
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Moving to this task, I was attracted by the topic when I saw it, because I speak three

languages, so that means I’m always codeswitching. When I talk to Isabella, she suddenly

speaks something I don’t know but I’ll ask her ‘what’s that mean?’ so I can learn something in

Spanish. (Sunny)

This task helps me to know some basic expression in other languages. For example, Japanese

and Korean. My colleagues said many words in other languages, and they discussed during

the class. I learned some Korean, Japanese and Turkish words during the class. (Andy)

Often, this phenomenon was present in the classes I observed. Participants

discussed academic topics in groups and often asked one another how to say

a certain word or expression in their languages. In addition, they exchanged

knowledge about concepts and whether these concepts were represented simi-

larly or differently in their countries of origin.

Overall, data from both classroom observations and student diaries indicate

translanguaging practices were validated as they serve unique purposes such as

meaning-making, emotional connections, and language learning.

10.3 Building on pluricultural competence

The third major theme that emerged from the data refers to building on students’

pluricultural competence. All participants reported that the plurilingual tasks

offered opportunities to learn about other people’s cultural backgrounds, which

is an important finding as this indicates that plurilingual tasks can also include

critical discussions of culture and intercultural understandings. One of the most

commonly reported themes was the need to understand and respect cultures.

This is represented by the diary entries below:

Learn others culture tell me how to communicate with them and respect them. (Apple)

It is important to learn different cultural background because sometimes your language or

action might hurt other people who come from different country and have different cultural

background. But actually you don’t mean to hurt them. (Pipi Pig)

Everyone shared some exciting experiences of cross-cultural encounters; it made me feel that

everyone should try to understand other’s culture more and respectfully. (Camille)

These accounts indicate that participants understand the importance of respect

for other cultures when having intercultural encounters. During class, I heard

several examples, one being discussions about the importance of knowing how

to greet a person from a different background when you meet. One Chinese

student reported that when greeting a Brazilian friend, she liked to kiss her on

the cheek as this is a sign of understanding and respect. Other examples

included values, beliefs and ideas that need to be respected. Respect for other
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cultures is an important dimension of pluricultural knowledge—which is part of

plurilingual theory— (Coste et al. 2009) and was rightly identified by these

participants.

Recognizing the importance of knowing different cultures, particularly in

multilingual settings such as Toronto, where participants lived at the moment of

data collection, was also frequently reported.

As a person in Toronto, it is important to know the different races as common sense. Diversity

can bring tons of benefits. (Baba)

Something common in your culture may be rude in other cultures, so learn different culture is

important, especially for people in Toronto. Toronto is a multicultural city, so we need to

communicate with people from different cultures. (Apple)

Toronto is a multicultural city. People can meet many students from other countries in the

university. We are in a globalization era, we have to adapt the differences. (Sheila)

While awareness of the multilingual and multicultural city landscape was not

necessarily required to complete Intercultural Encounters, it was often reported.

This is an important finding since many EAP programs in Canada focus on

teaching a local dominant culture, whereas, in this case, the reality that parti-

cipants’ reported as residents of Toronto was more complex. Complexity is not

negative; it is, in fact, natural for plurilinguals who use different languages and

cultural knowledge in context-specific situations (Piccardo 2016).

Criticality and knowledge development through cultural understandings

was present in many classes. Often, I observed participants work in groups and

discuss real-life social problems such as discrimination based on background,

race, and sex. During these discussions, participants’ biases emerged and

meaning was negotiated. For example, one participant from China recognized

that his bias against Japanese people was mainly because he had been raised

in a context where he had been taught to hate the Japanese. He emotionally

reported that this hate discourse had been repeated by his grandfather —who

had fought in a war against Japan— the media, and even in Chinese schools.

Plurilingual tasks such as Intercultural Encounters opened up possibilities for

participants to develop critical understandings of culture and how it influences

one’s biases. Understanding other viewpoints, which aligns with plurilingual

theory (CoE 2001, CoE 2018), was also reported by other participants:

The importance of learning about the different cultural background is that it helps me

understand… when others say something different from my perspective. People from the

different culture has different thinking method and lifestyle. It could be hard for me to

understand the reason why people did something differently with me because I will under-

stand their thinking and actions from my culture perspective (Mavis)
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Learning more cultures can expand our horizons, which benefit us a lot. I used to have no

ideas of other countries such as Iran. After coming here, I met Lara and I learnt that her

cultural background is totally different from ours. There are small wars in her homeland, so

she usually misses her family and friends. And her values about many things are different.

She is passionate about everything because she knows how precious life is. (Esther)

Reflecting on Intercultural Encounters allowed participants to broaden their

cultural perspectives. Diversity in values, behaviors and emotions are rightly

captured by participants as important dimensions of cultural understanding.

Results from classroom observations and student diaries indicate that stu-

dents engaged in discussions and opened up (inter)cultural understandings.

Plurilingual tasks helped participants “embody a wide variety of ideas and

concepts” (Skutnabb-Kangas 2002) as well as creative and critical thinking.

Knowledge was accessible through discussions with plurilingual participants

who had a wide range of different knowledge, contributing to different ways

of thinking and ideas, as noted by Lüdi (2014).

11 Conclusion

Research in applied linguistics has witnessed a shift from monolingual to multi/

plurilingual ideologies and has recognized the need to implement pedagogies

that are linguistically and culturally relevant to multilingual and multicultural

settings (Kubota 2014; Conteh and Meier 2014). This shift is congruent with the

multilingual realities of many urban contexts (Piccardo 2013), including Toronto,

where international students from diverse linguistic and cultural backgrounds

enrol in EAP programs. While these students’ main goal is to reach higher levels

of proficiency in English, instruction that values their linguistic and cultural

repertoire and encourages its creative and flexible use can be enormously

beneficial.

This article reported results from a qualitative study investigating the extent

to which plurilingual instruction in an EAP program in a university in Toronto,

Canada, has an effect on students’ ability to creatively represent their linguistic

practices. For the purposes of this study, creativity was regarded as flexibility in

the use of language and cultural resources (Swann and Maybin 2007), including

dialects. Altogether, results suggest that plurilingual instruction enhances EAP

students’ sense of their plurilingual identities, from the recognition of the multi-

ple languages and cultures within their repertoires to their creative representa-

tions of their linguistic and cultural resources. In addition, translanguaging

practices were seen as natural and effortless phenomena which participants
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creatively engaged for distinct purposes: meaning-making, clarification, learn-

ing new concepts, and emotional connections. It is important to note that

dialects were included in participants’ repertoire and language use, an observa-

tion that is sometimes ignored in the plurilingual literature. Finally, plurilingual

instruction afforded discussions that invited different cultural viewpoints, which

contributed new knowledge and enhanced pluricultural competence.

The fact that participants’ creative representations were helpful in the

recognition of their entire repertoires, a phenomenon not captured by the

demographic questionnaire, raises questions as to whether formal elicitation

methods such as questionnaires alone can capture plurilinguals’ entire linguistic

repertoires. Future research would benefit from the inclusion of creative meth-

ods of demographic data collection. From a pedagogical point of view, plurilin-

gual instruction can be particularly beneficial among international students in

university settings, as they will likely need to use their linguistic and cultural

resources to make meaning in a new language and interact with colleagues from

several cultural backgrounds in both academic and social settings. Future

research can make use of similar types of plurilingual instruction to investigate

its effects in other multilingual settings.

Admittedly, the study reported here has limitations: plurilingual instruction

was limited to 10 tasks rather than permeating the entire program; sampling

techniques, although carefully done, were limited; the sample size was small;

and analysis of creativity was limited to language use and cultural resources.

While results cannot be generalized to other language programs or populations,

this study provides evidence to suggest that plurilingual tasks can enhance

creativity and encourage participants to (re)claim their status as plurilinguals.

When EAP students “recreate, refashion, and recontextualize linguistic and

cultural resources” (Swann and Maybin 2007: 491) creativity can be enhanced

and possibly transferred to other contexts, outside of the classroom. In diverse

settings, such as Canada, creativity is a resource that should be highly valued

and promoted not only in EAP programs but in other classrooms.

Acknowledgements: Portions of this article were presented at the American

Association of Applied Linguistics conference, Portland, USA, March 20, 2017.

This study was made possible through an Ontario Graduate Scholarship, a

Doctoral grant from the Social Sciences and Humanities Research Council of

Canada (752-2016-1063), a Doctoral Dissertation grant from The International

Research Foundation (TIRF) for English Language Education, and a Senior

Doctoral fellowship from the International Foundation Program at New

College-University of Toronto.

Plurilingual tasks 575



References

Auer, P. & L. Wei. 2007. Handbook of multilingualism and multilingual communication. Berlin,

Germany: De Gruyter.

Baker, C. 2011. Foundations of bilingual education and bilingualism. 5th ed. Toronto, Canada:

Multilingual Matters.

Baker, C. & S. Prys Jones. 1998. Encyclopedia of bilingualism and bilingual education.

Clevedon: Multilingual Matters.

Blackledge, A. & A. Creese. 2010. Multilingualism: A critical perspective. New York: Continuum.

Blommaert, J. & A. Backus. 2013. Superdiverse repertoires and the individual. In I. Saint-

Georges & J. J. Weber (eds.), Multilingualism and Multimodality: Current challenges for

educational studies, 11–32. Rotterdam, The Netherlands: Sense Publishers.

Boeckmann, K.-B., A. Aalto, T. Atanasoska & T. Lamb. 2011. Promoting plurilingualism: Majority

language in multilingual settings. Strasbourg, France: Council of Europe Publishing.

Retrieved from http://www.ecml.at/tabid/277/PublicationID/75/Default.aspx.

Bradley, J., E. Moore, J. Simpson & L. Atkinson. 2018. Translanguaging space and creative

activity: Theorizing collaborative arts-based learning. Language and Intercultural

Communication 18(1). 54–73.

Busch, B. 2012. The linguistic repertoire revisited. Applied Linguistics 33(5). 503–523.

Busch, B. 2015. Expanding the notion of the linguistic repertoire: on the concept of

Spracherleben—the lived experience. Applied Linguistics 36(4). 1–20.

Canada. (1982). The Canadian charter of rights and freedoms. Retrieved from http://publica

tions.gc.ca/collections/Collection/CH37-4-3-2002E.pdf

Canada. (1985). Canadian multicultural act. Retrieved from http://laws-lois.justice.gc.ca/PDF/C-

18.7.pdf

Canada, Statistics. (2016). Census profile, 2016 Census: Toronto, city [census subdivision],

Ontario and Canada [Country]. Retrieved from http://www12.statcan.gc.ca/census-recen

sement/2016/dp-pd/prof/details/page.cfm?Lang=E&Geo1=CSD&Code1=3520005&Geo2=

PR&Code2=01&Data=Count&SearchText=3520005&SearchType=Begins&SearchPR=

01&B1=All&Custom=&TABID=3

Canada’s International Education Strategy. (2014). Harnessing our knowledge advantage to

drive innovation and prosperity. Retrieved from http://international.gc.ca/global-markets-

marchesmondiaux/education/strategy-strategie.aspx?lang=eng

Canagarajah, S. 2011. Translanguaging in the classroom: Emerging issues for research and

pedagogy. Applied Linguistics Review 2. 1–28.

Cenoz, J. 2013. Defining multilingualism. Annual Review of Applied Linguistics 33. 3–18.

Cenoz, J. & D. Gorter. 2013. Towards a plurilingual approach in English language teaching:

Softening the boundaries between languages. TESOL Quarterly 47(3). 591–599.

Cenoz, J. & D. Gorter. 2015. Multilingual education: Between language learning and trans-

languaging. Cambridge, UK: Cambridge University Press.

Conteh, J. & G. Meier. 2014. The multilingual turn: Opportunities and challenges. Bristol, UK:

Multilingual Matters.

Coste, D., D. Moore & G. Zarate. 2009. Plurilingual and pluricultural competence: Studies

towards a common European framework of reference for language learning and teaching.

Strasbourg, France: Council of Europe Publishing. Retrieved from https://www.coe.int/t/

dg4/linguistic/Source/SourcePublications/CompetencePlurilingue09web_en.pdf.

576 Angelica Galante

http://www.ecml.at/tabid/277/PublicationID/75/Default.aspx
http://publications.gc.ca/collections/Collection/CH37-4-3-2002E.pdf
http://publications.gc.ca/collections/Collection/CH37-4-3-2002E.pdf
http://laws-lois.justice.gc.ca/PDF/C-18.7.pdf
http://laws-lois.justice.gc.ca/PDF/C-18.7.pdf
http://www12.statcan.gc.ca/census-recensement/2016/dp-pd/prof/details/page.cfm?Lang=E&Geo1=CSD&Code1=3520005&Geo2=PR&Code2=01&Data=Count&SearchText=3520005&SearchType=Begins&SearchPR=01&B1=All&Custom=&TABID=3
http://www12.statcan.gc.ca/census-recensement/2016/dp-pd/prof/details/page.cfm?Lang=E&Geo1=CSD&Code1=3520005&Geo2=PR&Code2=01&Data=Count&SearchText=3520005&SearchType=Begins&SearchPR=01&B1=All&Custom=&TABID=3
http://www12.statcan.gc.ca/census-recensement/2016/dp-pd/prof/details/page.cfm?Lang=E&Geo1=CSD&Code1=3520005&Geo2=PR&Code2=01&Data=Count&SearchText=3520005&SearchType=Begins&SearchPR=01&B1=All&Custom=&TABID=3
http://www12.statcan.gc.ca/census-recensement/2016/dp-pd/prof/details/page.cfm?Lang=E&Geo1=CSD&Code1=3520005&Geo2=PR&Code2=01&Data=Count&SearchText=3520005&SearchType=Begins&SearchPR=01&B1=All&Custom=&TABID=3
http://international.gc.ca/global-markets-marchesmondiaux/education/strategy-strategie.aspx?lang=eng
http://international.gc.ca/global-markets-marchesmondiaux/education/strategy-strategie.aspx?lang=eng
https://www.coe.int/t/dg4/linguistic/Source/SourcePublications/CompetencePlurilingue09web_en.pdf
https://www.coe.int/t/dg4/linguistic/Source/SourcePublications/CompetencePlurilingue09web_en.pdf


Council of Europe. 2001. Common European framework of reference for languages. Strasbourg,

France: Council of Europe Publishing. Retrieved from http://www.coe.int/t/dg4/linguistic/

source/framework_en.pdf.

Council of Europe. 2006. Plurilingual education in Europe. Strasbourg, France: Language Policy

Division. Retrieved from http://www.coe.int/t/dg4/linguistic/Source/

PlurinlingalEducation_EN.pdf.

Council of Europe. 2007. Guide for the development of language education policies in Europe:

From linguistic diversity to plurilingual education. Strasbourg, France: Council of Europe

Publishing. Retrieved from http://www.coe.int/t/dg4/linguistic/Guide_niveau3_EN.asp-

TopOfPage.

Council of Europe. (2018). Common European framework of reference for languages: Learning,

teaching, assessment-Companion volume with new descriptors. Retrieved from https://rm.

coe.int/cefr-companion-volume-with-new-descriptors-2018/1680787989

Creese, A. & A. Blackledge. 2010. Translanguaging in the bilingual classroom: A pedagogy for

learning and teaching? Modern Language Journal 94(1). 103–115.

Crystal, D. 1987. The Cambridge encyclopedia of language. Cambridge: Cambridge University Press.

Cummins, J. 2009. Multilingualism in the English-language classroom: Pedagogical considera-

tions. TESOL Quarterly 43(2). 317–321.

Cummins, J. 2017. Teaching for transfer in multilingual school contexts. In O. García, A. Lin &

S. May (eds.), Bilingual and multilingual education, encyclopedia of language and

education, 103–115. New York, NY: Springer.

Darvin, N. & B. Norton. 2015. Identity and a model of investment in applied linguistics. Annual

Review of Applied Linguistics 35. 36–56.

Furlong, A. 2009. The relation of plurilingualism/culturalism to creativity: A matter of percep-

tion. International Journal of Multilingualism 6(4). 343–368.

Galante, A. 2018. Linguistic and cultural diversity in language education through plurilingual-

ism: linking the theory into practice. In P. P. Trifonas & T. Aravossitas (eds.), International

handbook on research and practice in heritage language education, 313–329. Toronto:

Springer.

Galante, A. forthcoming. Plurilingualism and TESOL in two Canadian post-secondary institu-

tions: Towards context-specific perspectives. In S. Lau & S. Stille (eds.), Plurilingual

pedagogies: Critical and creative endeavours for equitable language education. Toronto,

Canada: Springer.

García, O. & A. Lin. 2017. Translanguaging in bilingual education. In O. García, A. Lin & S. May

(eds.), Bilingual and multilingual education, encyclopedia of language and education,

117–130. New York, NY: Springer.

García, O. & L. Wei. 2014. Translanguaging: Language, bilingualism and education. New York,

NY: Palgrave Macmillan.

Gort, M. 2015. Transforming literacy learning and teaching through translanguaging and other

typical practices associated with “doing being bilingual.”. International Multilingual

Research Journal 9(1). 1–6.

Gort, M. & S. F. Sembiante. 2015. Navigating hybridized language learning spaces through

translanguaging pedagogy: Dual language preschool teachers’ languaging practices in

support of emergent bilingual children’s performance of academic discourse. International

Multilingual Research Journal 9(1). 7–25.

Green, D. & L. Wei. 2014. A control process model of code-switching. Language, Cognition and

Neuroscience 29(4). 499–511.

Plurilingual tasks 577

http://www.coe.int/t/dg4/linguistic/source/framework_en.pdf
http://www.coe.int/t/dg4/linguistic/source/framework_en.pdf
http://www.coe.int/t/dg4/linguistic/Source/PlurinlingalEducation_EN.pdf
http://www.coe.int/t/dg4/linguistic/Source/PlurinlingalEducation_EN.pdf
http://www.coe.int/t/dg4/linguistic/Guide_niveau3_EN.asp-TopOfPage
http://www.coe.int/t/dg4/linguistic/Guide_niveau3_EN.asp-TopOfPage
https://rm.coe.int/cefr-companion-volume-with-new-descriptors-2018/1680787989
https://rm.coe.int/cefr-companion-volume-with-new-descriptors-2018/1680787989


Guba, E.G. 1981. ERIC/ECTJ annual review paper: Criteria for assessing the trustworthiness of

naturalistic inquiries. Educational Communication and Technology: A Journal of Theory,

Research and Development 29. 75–91.

Hall, L. M. (1996). Languaging: the Linguistics of psychotherapy. How language works psycho-

therapeutically: An exploration into the art and science of “Therapeutic languaging” in four

psychotherapies using general semantic formulations. Unpublished Ph.D. Dissertation.

The Union Institute. Dissertation Abstracts International A, 57 (11) 4717.

Krumm, H.-J. & E.-M. Jenkins. 2001. Kinder und ihre Sprachen - lebendige Mehrsprachigkeit:

Sprachenportraits gesammelt und kommentiert von Hans-Jürgen Krumm [Children and

languages - living multilingualism: Language portraits collected and annotated by Hans-

Jürgen Krumm]. Vienna, Austria: Eviva.

Kubota, R. 2014. The multi/plural turn, postcolonial theory, and neoliberal multiculturalism:

Complicities and implications for applied linguistics. Applied Linguistics 37(4). 474–494.

Lado, R. 1979. Thinking and “Languaging”: A psycholinguistic model of performance and

learning. Sophia Linguistica 12. 3–24.

Lau, S. M. C. 2016. Language, identity and emotionality: Exploring the potential of language

portraits in preparing teachers for diverse learners. The New Educator 12(2). 147–170.

Leech, N. L. & A. J. Onwuegbuzie. 2007. An array of qualitative data analysis tools: A call for

data analysis triangulation. School Psychology Quarterly 22(4). 557–584.

Lewis, G., B. Jones & C. Baker. 2012. Translanguaging: Developing its conceptualisation and

contextualization. Educational Research and Evaluation 18(7). 655–670.

Lüdi, G. 2014. Dynamics and management of linguistic diversity in companies and institutes of

higher education: Results from the DYLAN project. In P. Grommes & H. Wu (eds.),

Plurilingual education: Policies – Practices – Language development, 113–138.

Philadelphia, PA: John Benjamins.

Marshall, S. & D. Moore. 2013. 2B or not 2B plurilingual: Navigating languages literacies, and

plurilingual competence in postsecondary education in Canada. TESOL Quarterly 47(3).

472–499.

Marshall, S. & D. Moore. 2018. Plurilingualism amid the panoply of lingualisms: Addressing

critiques and misconceptions in education. International Journal of Multilingualism 15(1).

19–34.

Martínez, R., M. Hikida & L. Durán. 2015. Unpacking ideologies of linguistic purism: How dual

language teachers make sense of everyday translanguaging. International Multilingual

Research Journal 9(1). 26–42.

Mitchell, C., L. Theron, J. Stuart, A. Smith & Z. Campbell. 2011. Drawings as research method. In

L. Theron, C. Mitchell, A. Smith & J. Stuart (eds.), Picturing research: Drawing as visual

methodology, 19–36. Rotterdam, Netherlands: Sense Publishers.

Norton, B. 2013. Identity and language learning: Extending the conversation. 2nd ed. Bristol,

UK: Multilingual Matters.

Norton, B. 2016. Identity and language learning: Back to the future. TESOL Quarterly 50(2). 475–479.

Oliver-Hoyo, M. & D. Allen. 2006. The use of triangulation methods in qualitative educational

research. Journal of College Science Teaching 35. 42–47.

Otheguy, R., O. García & W. Reid. 2015. Clarifying translaguaging and deconstructing named

languages: A perspective from linguistics. Applied Linguistics Review 6(3). 281–307.

Otheguy, R., O. García & W. Reid. 2018. A translanguaging view of the linguistic system

of bilinguals. Applied Linguistics Review. Advance online publication.

10.1515/applirev-2018-0020

578 Angelica Galante



Otsuji, E. & A. Pennycook. 2010. Metrolingualism: Fixity, fluidity and language in flux.

International Journal of Multilingualism 7(3). 240–254.

Palmer, D. K., R. A. Martínez, S. G. Mateus & K. Henderson. 2014. Reframing the debate on

language separation: Toward a vision for translanguaging pedagogies in dual language

classroom. The Modern Language Journal 98(3). 757–772.

Patton, M. Q. 2015. Qualitative research and evaluation methods. 4th ed. Thousand Oaks, CA:

Sage Publications.

Piccardo, E. 2013. Plurilingualism and curriculum design: Towards a synergic vision. TESOL

Quarterly 47(3). 600–614.

Piccardo, E. 2016. La diversité culturelle et linguistique comme ressource à la créativité. Voix

Plurielles 13(1). 57–75.

Piccardo, E. 2017. Plurilingualism as a catalyst for creativity in superdiverse societies:

A systemic analysis. Frontiers in Psychology 8. 1–13.

Piccardo, E. & I. Puozzo Capron. 2013. La créativité pour développer la compétence plurilingue

déséquilibrée. In G. Alao, M. Derivry, E. Suzuki & S. Yun-Roger (eds.), Didactique plur-

ilingue et pluriculturelle l’acteur en contexte mondialisé, 23–36. Paris, France: Edition des

Archives Contemporaines.

Piccardo, E. & I. Puozzo Capron. 2015. Introduction. From second language pedagogy to the

pedagogy of ‘plurilingualism’: A possible paradigm shift? / De la didactique des langues à

la didactique du plurilinguisme : un changement de paradigme possible? The Canadian

Modern Language Review / La revue canadienne des langues vivantes 71(4). 317–323.

Prasad, G. 2014. Children as co-ethnographers of their plurilingual literacy practices: An

exploratory case study. Language and Literacy 15(3). 4–30.

Sayer, P. 2013. Translanguaging, TexMex, and bilingual pedagogy: Emergent bilinguals learning

through the vernacular. TESOL Quarterly 47(1). 63–88.

Schwarts, M. & A. Asli. 2014. Bilingual teachers’ language strategies: The case of an Arabic-

Hebrew kindergarten in Israel. Teaching and Teacher Education 38. 22–32.

Skutnabb-Kangas, T. 2002. Why should linguistic diversity be maintained and supported in

Europe? Some arguments. In Guide for the development of language education policies

in Europe – From language diversity to plurilingual education. Strasbourg, FR: Council

of Europe.

Swain, M. 2006. Languaging, agency and collaboration in advanced language proficiency.

In H. Byrnes (ed.), Advanced language learning: The contribution of Halliday and Vygotsky,

95–108. London: Continuum.

Swain, M. 2010. Talking it through: languaging as a source of learning. In R. Batstone (ed.),

Sociolinguistic perspectives on second language learning and use, 112–130. Oxford:

Oxford University Press.

Swain, M. & S. Lapkin. 2002. Talking it through: Two French immersion learners’ response to

reformulation. International Journal of Educational Research 37. 285–304.

Swain, M., S. Lapkin, I. Knouzi, W. Suzuki & L. Brooks. 2009. Languaging: University students

learn the grammatical concept of voice in French. Modern Language Journal 93. 5–29.

Swann, J. & J. Maybin. 2007. Language creativity in everyday contexts. Applied Linguistics 28

(4). 491–496.

Tuckett, A. G. 2005. Rigour in qualitative research: Complexities and solutions. Nurse

Researcher 13. 29–42.

Wei, L. 2011. Moment analysis and translanguaging space: Discursive construction of identities

by multilingual Chinese youth in Britain. Journal of Pragmatics 43. 1222–1235.

Plurilingual tasks 579



Wei, L. 2018. Translanguaging as a practical theory of language. Applied Linguistics 39(1).

9–30.

Williams, C. (1994) Arfarniad o Ddulliau Dysgu ac Addysgu yng Nghyd-destun Addysg

Uwchradd Ddwyieithog, [An evaluation of teaching and learning methods in the context of

bilingual secondary education]. Unpublished Doctoral Thesis. Bangor: University of Wales.

Williams, C. 1996. Secondary education: Teaching in the bilingual situation. In C. Williams,

G. Lewis & C. Baker (eds.), The language policy: Taking stock, 39–78.

Llangefni, Wales: CAI.

Wilson, J. & M. G. Davies. 2017. Tackling the plurilingual/monolingual classroom phenomenon.

TESOL Quarterly 51(1). 207–219.

580 Angelica Galante


