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Although recent translanguaging studies have emphasized the pedagogical potential of 
translanguaging in various educational contexts, pedagogical translanguaging in 
multilingual writing at US universities remains little examined. This practitioner 
research investigated how pedagogical translanguaging in a multilingual writing class, 
comprising sixteen sophomores at a US research university, helped learners challenge 
monolingual ideologies and cultivate a critical awareness of linguistic rights and justice. 
The study used the Multimodalities/Entextualization Cycle framework during 
intervention. The data collected for this study include students’ reflections and critical 
discussions on CANVAS. This study coded the data with NVivo Plus and analyzed them 
thematically based on research questions about learners’ changing monolingual 
ideologies and their awareness of linguistic justice and rights. The data analysis shows 
that pedagogical translanguaging helped learners overcome their preconceived 
monolingual ideologies by fostering rhetorical sensibility and enhancing their critical 
awareness of linguistic justice. The results suggest that pedagogical translanguaging can 
be welcomed in multilingual writing classes when appropriate translanguaging materials 
are incorporated into pedagogical practices that educate learners about the practical 
values of translanguaging. The study contributes to the current scholarship that focuses 
on teachers’ pedagogical intervention designed to help multilingual learners challenge 
self-effacing attitudes toward and celebrate their linguistic and cultural resources. 
 

Contribution/ Originality: The study explores how translanguaging as a pedagogical intervention shatters 

multilingual writers’ preconceived prejudices that valorize the linguistic supremacy of English in a multilingual 

writing class. It specifically highlights how pedagogical translanguaging helps multilingual writers reclaim their 

linguistic and cultural identity and build their sense of belonging. 

 

1. INTRODUCTION 

In recent years, university writing scholarship in the USA has critiqued the prevalence of English-only ideologies 

that marginalize multilingual students. Although approximately 25% of US students come from immigrant 

backgrounds, these ideologies continue to influence academic policies and practices (National Center for Education 

Statistics, 2025). Existing pedagogical approaches treat writing classrooms as linguistically homogenous spaces, 

privileging Standard English and disregarding multilingual learners’ rich linguistic experiences (Horner, NeCamp, 

& Donahue, 2011). Grounded in monolingual and deficit-model ideologies, these approaches see linguistic differences 

as a problem rather than a resource, thus depriving multilingual students of their right to use their entire linguistic 

resources in academic discourse (Ponzio & Deroo, 2023). Language ideologies transcend language and connect with 
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questions of power and identities in social contexts. Monolingual ideological practices continue to uphold Standard 

English as the normative ideal, while modern linguists value all language varieties equally. The purpose of 

monolingual ideologies is to suppress different language varieties and promote an abstracted homogeneous language 

that a hegemonic institution maintains by having both the dominating and dominated groups misrecognize the 

standard language as superior to other varieties and believe that linguistic heterogeneity obstructs academic success. 

The US academia promotes monolingual ideology, stipulating that its learners master and use only the standard 

English language. As a result, while discrimination based on racial identity is illegal, penalizing students for using 

racialized language varieties remains a common practice. Raciolinguistic perspectives expose this contradiction and 

demand that these ideologies be overtly debunked in academic rhetorical choices (Ayash, 2020; Flores & Rosa, 2015; 

Inoue, 2019). Scholars suggest pedagogical translanguaging to dismantle students’ and instructors’ linguistic 

ideologies by recognizing non-normative linguistic features as resources (Fields, 2021; Horner et al., 2011).  

Writing scholars have challenged the monolingual ideology of English since perceptions about languages and 

language differences underwent changes and emphasized the pedagogical potential of translanguaging in multilingual 

writing (Jordan, 2012; Lu & Horner, 2013; Matsuda, 2006; McBride & Jiménez, 2021). Unlike spontaneous 

translanguaging, which occurs naturally in any multilingual setting, pedagogical translanguaging is a deliberate 

instructional strategy that creates space for learners to draw on their entire linguistic repertoires (Cenoz & Gorter, 

2020; Uddin, 2024). Pedagogical translanguaging not only breaks the ideological and artificial divides between 

languages but also transforms power relations by providing learners with the agency to use their multilingual 

repertoires (Creese & Blackledge, 2015; Fang & Lopez, 2021). Translanguaging considers language as fluid and 

integrated, engages learners in the meaning-making process and identity construction, and helps learners use their 

whole linguistic resources. While monolingual ideology does not allow multilingual writers to use their entire 

linguistic repertoire, translanguaging pedagogy helps learners develop a critical understanding of language as a 

dynamic and emergent practice and allows them to use their whole linguistic repertoire to attain and retain their 

voice in writing (Guerra, 2016; Horner et al., 2011). Translanguaging pedagogy welcomes multilingual learners' prior 

experiences they bring into the writing classroom and encourages them to exploit their whole multilingual resources 

for meaningful writing (Matsuda, 2006). While growing scholarship has advocated for translanguaging practices in 

multilingual writing classes (Matsuda, 2006; McBride & Jiménez, 2021), more research is needed to explore how 

translanguaging practices can be pedagogically incorporated into multilingual writing curricula, especially to disrupt 

multilingual writers’ preconceived monolingual ideologies and heighten critical awareness of linguistic justice and 

rights. This paper addresses that gap by investigating how pedagogical translanguaging in a multilingual writing 

class at a US university helps learners challenge dominant monolingual ideologies, affirm their multilingual identities, 

and become critically aware of their linguistic rights and justice. 

 

2. LITERATURE REVIEW 

2.1. Monolingualism as the Norm in American College Writing 

Although English composition classes in US universities have increasingly become multilingual over the years, 

academic institutions still uphold monolingual ideologies that privilege Standard English and disadvantage non-

native multilingual students. Ever since the Conference on College Composition and Communication (CCCC) passed 

its resolution Students’ Rights to Their Own Language in 1974, educators have grappled with institutional 

monolingual policies that privilege Standard English, often at the cost of students’ rights to their language varieties 

(Davila, 2016). While Matsuda (2014) was critical of the indiscreet use of the term “translingual writing,” and he 

questioned the English writing programs’ unfair expectations of English-only practices in college composition 

classes. He emphasized the need for more heuristic support for multilingual writers by creating spaces for translingual 

practices. Matsuda (2006) argued that academia’s monolingual ideology, as manifested in their Standard English 

curriculum, derives from their assumption that all writing students are L1 English speakers. This assumption and 
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monolingual pedagogies in writing classrooms affect multilingual students’ education. In response to monolingual 

ideologies and pedagogical approaches stemming from those ideologies, contemporary researchers have called for a 

translanguaging approach that recognizes and integrates writers’ entire linguistic experiences into the learning 

process (Kaufhold, 2018; Malcolm, 2021; McBride & Jiménez, 2021).  

 

2.2. The Theoretical Framework: Conceptualizing Translanguaging  

Scholars define translanguaging by their conceptualization of language itself. For example, from a structuralist 

perspective, language is viewed as a discrete sign system (signifiers and signifieds). This view posits that languages 

are separate and bounded entities to be acquired, which we designate as L1, L2, L3, etc. Williams (1994) initiated the 

concept of translanguaging in his doctoral thesis, referring to learners’ switching between Welsh and English to 

develop the target language, English. This language distinction is evident in the translanguaging studies of scholars 

who receive the structuralist conceptualization of language. For them, translanguaging means simply recognizing 

the use of the first languages in the multilingual classroom. For example, Pujol-Ferran, DiSanto, Rodríguez, and 

Morales (2016) and Adamson and Coulson (2015) recognize the distinction between the L1 and L2 in their 

translanguaging pedagogies that they proposed to develop learners’ academic writing. Adamson and Coulson (2015) 

students struggling with cognitively demanding academic writing tasks should maximize the potential of L1 use in 

developing their writing skills. Doiz, Lasagabaster, and Sierra (2014) define translanguaging as bilingual learners' 

language-switching practices, scaffolding meaningful communication. Adamson and Coulson (2015) extended this 

concept of translanguaging and emphasized multilingual learners’ L1 involvement in developing L2 writing. In the 

same vein, Pujol-Ferran et al. (2016) defined translanguaging as switching between languages to serve 

communicative goals and underscored the role of L1 in developing L2 literacy. Uddin (2021) defined translanguaging 

as switching between two languages and investigated how heritage language learners switched between Arabic and 

English during classroom corrective feedback interactions to learn Arabic as a heritage language. Their 

understanding of translanguaging resulted from the structuralist perspective, which defines languages as separate 

entities between which interlocutors mix and switch. Thus, for this set of scholars, translanguaging seeks to develop 

learners’ bi/multilingualism that still endorses language distinction and hierarchy. 

However, the current uptick in translanguaging studies on US university writing showcases a poststructuralist 

conceptualization of language espoused with a sociocultural perspective, viewing languaging as a dynamic and ever-

evolving act without boundary distinctions where learners translanguage for meaningful communication in social 

interactions (Horner et al., 2011). For contemporary scholars who share (García, 2009) view of translanguaging as a 

dynamic discursive practice, translanguaging transcends discreet language boundaries politically and socially 

ascribed, thus contributing to the awareness of social and linguistic justice (McBride & Jiménez, 2021; Wang & Li, 

2022). For Wei (2011), translanguaging as a transformative act creates a space for multilingual users to bring their 

individual experiences into a unified, fluid reality. Bradlaw (2019) extended the concept of translanguaging from 

leveraging the whole linguistic repertoire to the unitary person using linguistic, semiotic, social, and other relevant 

meaning-making tools and modes such as visuals, words, images, sounds, gestures, etc. Li (2018) takes up Swain 

(2006) sociocultural perspective of languaging as a cognitive developmental skill within the literacy continuum, 

extending the meaning of translanguaging to encompass a multilingual's dynamic language practices. 

 

2.3. Pedagogical Translanguaging 

Pedagogical translanguaging recognizes multilingual learners’ right to use their entire linguistic repertoire by 

creating a translanguaging space in the multilingual classroom without adherence to any socially or politically 

designated languages, as they are a colonial legacy used to sustain racial, gender, and class hierarchies in the 

multilingual world (Flores & Rosa, 2015). Pedagogical translanguaging liberates linguistically minoritized people's 

voices by providing an arrangement for sustaining bilingualism without drawing linguistic boundaries. Pedagogical 
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translanguaging promotes positionality by enabling students to see themselves and their identities reflected in the 

classroom. It also increases investment by helping them feel part of their language and culture. García, Johnson, and 

Seltzer's (2016) pedagogical translanguaging framework comprises three components: stance, design, and shift. 

Stance refers to instructors’ embracing attitude toward learners’ linguistic and cultural resources and a critical 

attitude toward monolingual biases. Design pertains to instructors’ selection of translanguaging curricular materials 

and classroom practices. Shift includes the instructor’s openness in responding to learners’ practices. For teachers in 

content-based education settings, Lin (2016) presented a three-stage translanguaging framework that includes 

creating a translingual context with multimodal opportunities, engaging students in multilingual reading and note-

taking, and representing their experience in texts. 

 

2.4. Studies of Pedagogical Translanguaging 

Horner et al. (2011) Language difference in writing: Toward a translingual turn ignited significant research 

interest in translanguaging in US university writing studies (Fang & Lopez, 2021; Zhang-Wu & Jones, 2024), seeking 

a democratic environment for linguistically, culturally, and racially diverse students in writing classrooms. These 

translanguaging studies focus on how multilingual writers’ translanguaging practices manifest their literacy 

continuum, revealing their identities based on linguistic context changes. For example, Marshall, Hayashi, and Yeung 

(2012) and Marshall and Moore (2013) found that learners’ interactions with local discourses were characterized by 

their global multilingual literacies, which shaped their linguistic identities. The participants’ discursive languaging 

practices reflected the linguistic landscapes from which they drew their multilingual resources. Some studies 

emphasize the role of language policies enacted in the classroom in creating translingual spaces for learners to unlock 

their unitary linguistic domain at their disposal (Canagarajah, 2011; Parmegiani, 2014). For Canagarajah (2011), 

multilingual learners should have secure spaces for discursive language practices and be confronted with 

translanguaging contexts and genres that facilitate translanguaging as a “rhetorical choice” through their awareness 

of rhetorical situations and genre conventions (p.404). In line with Canagarajah (2011) appeal for a translanguaging 

space, Parmegiani (2014) also called for a translanguaging space in college writing, where learners are invited to use 

their dominant linguistic features in academic writing discourse to bridge the gap between the US academia’s 

rhetorical expectations and learners’ previous languaging practices at home and schools. Likewise, Wei (2011) argues 

for a translanguaging space in the multilingual writing classroom, allowing learners to exploit complete sociocultural 

and linguistic resources and develop a sense of inclusion. Norah, Bonnie, and Dan (2021) argue that multilingual 

learners should be provided with a space to recognize their identities and explore the dynamics of their discursive 

language practices in revealing the intersectionality of language, emotion, and identity. Existing literature 

highlighting the accommodation of translanguaging spaces recognizes the significant role of classroom instructors 

in creating these spaces within the framework of institutional language policies, where instructors enact bottom-up 

language policies challenging existing monolingual policies and endorsing translanguaging practices (Carroll & 

Sambolín Morales, 2016).  

However, a significant challenge for writing instructors in implementing a translanguaging policy in the 

multilingual writing classroom is students’ preexisting monolingual ideology, which causes them to view writing 

literacy through the lens of Standard American English and impedes the acceptance of translanguaging practices as 

ideal rhetorical choices (Sharma, 2021). Students coming to US university writing classes from different cultural, 

linguistic, and national backgrounds find it difficult to erase their preconceived monolingual beliefs about academic 

writing because monolingual practices and discourses shape their beliefs about academic writing conventions. 

Multilingual writing classes must eradicate monolingual ideology to ensure a democratic space for learners, 

irrespective of their intersectional identities. Acknowledging the complexity of language, identity, and culture in the 

current US university writing classroom contributes to creating a more welcoming, egalitarian, and intellectually 

challenging atmosphere that benefits all multilingual and monolingual students. Sharma (2021) introduced 
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translanguaging pedagogy in her first-year writing classes at Stony Brook University, addressing the dilemma of the 

monolingual psyche resulting from the promotion of translanguaging literacy. She suggested that instructors educate 

students about the practical benefits of translanguaging skills alongside monolingual standards in attaining 

educational goals through agency and power. Rather than just vilifying monolingual beliefs as biased, teachers should 

demonstrate to students how developing a translingual disposition can help them become more proficient in the target 

language and exercise their agency and power. She emphasizes convincing multilingual writers that maximizing the 

affordances of translanguaging practices and mastering standard English are not mutually exclusive. Norah et al. 

(2021) action research on pedagogical translanguaging designed for multilingual learners in their first-year 

composition classes at the University of Washington, Seattle, shows that the pedagogy helped learners develop a 

positive attitude toward their multilingual identities and consider multilingual resources as assets that open greater 

opportunities in the current multilingual world. The study also indicates that the pedagogy created a translanguaging 

space for translingual negotiation, influencing their rhetorical choices in accomplishing their translingual work, such 

as autobiographical writing and research projects. Fields (2021) Integrative Translingual Pedagogy for international 

students in a first-year writing class affirms learners’ linguistic identities and encourages them to validate their 

linguistic and cultural resources. Combining whole-learner and differentiated instruction approaches, this pedagogy 

adopts (Suresh Canagarajah, 2011) negotiation model to identify how learners reappraise their linguistic resources 

and integrate their knowledge, life experiences, and language identities without compartmentalizing them. Likewise, 

Fang and Lopez (2021) report how three instructors redesigned instructional approaches, teaching materials, and 

assignments, aligning with translingual orientation for first-year writing and challenging the fallacy of linguistic 

uniformity at a research university. The study shows that the enactment of the pedagogy promotes multilingual 

voices in writing rather than suppressing them and helps learners validate their previous linguistic and cultural 

experiences in rhetorical choices. The students’ discourse projects helped them negotiate conversations, incorporate 

their multiple perspectives, and challenge existing rhetorical practices. 

To sum up, previous studies emphasized how educators implemented pedagogical translanguaging and how 

learners responded to that through translanguaging practices such as translanguaging negotiation, translanguaging 

work, and translanguaging rhetoric. Some studies also examined how pedagogical translanguaging helped learners 

reappraise multilingual resources and their intersectional experiences. However, inadequate empirical research exists 

on how translanguaging pedagogy eradicates learners’ preconceived monolingual ideology and develops a critical 

awareness of linguistic rights and multilingual strengths. Taking learner perspectives, this study examines how a 

translanguaging orientation in an advanced multilingual writing classroom at a research university eradicates 

learners’ preconceived notions of linguistic homogeneity, helps them recognize translanguaging practices as possible 

rhetorical choices, and develops learners’ critical understanding of linguistic justice. This current study addresses the 

following research questions: 

1. How did the translanguaging pedagogy contribute to challenging multilingual writers’ monolingual 

ideologies? 

2. What critical understanding of linguistic justice and rights did learners develop through translanguaging 

orientation in their writing class? 

 

3. METHODOLOGY 

3.1. Context and Participants 

This study took place in an advanced writing class offered for multilingual international students in the writing 

program at Emory University, a highly selective research university in the USA. As a global leader, this university 

houses international research scholars and admits aspiring international students from more than one hundred 

countries, constituting 18 percent of the student population. The writing program offers more than twenty-five 

writing courses at various levels each semester to equip students with rhetorical and technical writing tools to succeed 
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in academic and professional writing. The primary goal of the course is to refine multilingual writers’ academic and 

professional writing through critically engaging them in a variety of tasks, such as in-class writing, class discussions, 

pair/group work, reflections, peer review workshops, and assignments, including literacy narratives, research 

projects in multilingual discourse communities, multimodal compositions, and portfolio cover letters. This course 

takes a translanguaging approach to critically reading and discussing a variety of texts and scholarly articles about 

how multilingual learners engage in discursive communicative practices from a unitary fluid linguistic repertoire and 

make meaning of their multilingual world, and how the denial of emergent multilingual learners’ use of full linguistic 

capacities negatively impacts their academic success. This course aims to create multilingual learners’ awareness of 

the strengths of linguistic resources, the inequalities and discriminations based on languages and cultures, and their 

social, cultural, and linguistic rights. 

The class comprises sixteen international students: eight Chinese students speaking Mandarin, six South Korean 

students speaking Korean, and two Taiwanese students speaking Taiwanese as their first language. The students’ 

stay in the USA ranges from two to four years. Regarding English language proficiency, all the students have a 

minimum IELTS overall band score of 7.5 or an internet-based TOEFL score of one hundred, including an average 

ACT score of 34. The students in this class are science majors and have already taken at least two prior writing 

courses before enrolling in this advanced-level writing class, aiming to develop various kinds of media and 

professional writing. As such, all students are sophomores or upperclassmen with prior class project writing 

experiences. 

The principal investigator and the co-investigator each earned a PhD in applied linguistics from a US R1 research 

university and two MA degrees: an MA in TESOL from a US university and an MA in English language and 

literature from abroad. Both investigators had over ten years of academic and multilingual writing teaching 

experience at various US universities. The principal investigator employed translanguaging pedagogy at the 

Advanced Writing Workshop class to identify the role of pedagogical translanguaging in challenging multilingual 

writers’ monolingual ideologies, affirming linguistic justice, and developing academic and professional writing. The 

co-investigator collaborated on the research plan, teaching materials, lesson plans, and coding, and analyzed the 

research data. 

 

3.2. Pedagogical Framework 

This research employed Lin's (2016) systematic tripartite pedagogical framework, the 

Multimodalities/Entextualization Cycle (MEC), which aims to identify how translanguaging strategies leverage 

learners’ multilingual repertoire for developing academic literacies and awareness of their multilingual strengths 

through eradicating monolingual ideologies. The three steps of this cyclic framework include: 1. Creating a rich 

experiential context, 2. Engaging students in reading and note-taking, and 3. Engaging students in extextualizing 

the experience. None of these steps is an endpoint; they are part of a reiterative cycle with equal emphasis. For 

example, engaging learners in exemplifying their multilingual experiences through academic genres is as important 

as creating a translanguaging environment through multimodal activities and engaging them in translingual reading. 

Although the MEC was primarily designed for Content and Language Integrated Learning (CLIL) settings, our 

instructional design drew on this framework in lesson plans, teaching materials, and tasks. The following table 

outlines the pedagogical framework used in this research. 

The Multimodalities-Entextualization Cycle (MEC) (from Lin (2016)). 

 

 

 

 

 



International Journal of English Language and Literature Studies, 2026, 15(1): 67-82 

 

 
73 

© 2026 AESS Publications. All Rights Reserved. 

Table 1. Translanguaging pedagogy outline based on the MEC framework. 

MEC stages Translingual activities 

Create a rich experiential 
context 

• Discussing language policies and practices in second language learning. 

• Pair activities, group activities, collaborative projects, and peer review 
workshops. 

• Multimodal presentation of discourse community research projects. 

• Watching video clips on translanguaging practices in writing. 
Engage students in reading 
and note-taking. 

• Reading texts and articles on translanguaging practices in multilingual 
writing classes. 

• Identifying the structure of primary research articles. 

• Sharing specific points about translingual writing in the class. 

• Responding to CANVAS discussion board prompts. 
Engage students in 
extextualizing the 
experience 

• Writing a literacy narrative recalling translingual practices in L2 language 
learning 

• Writing a research paper on translanguaging practices in a discourse 
community. 

• Transforming the research project into a multimodal composition 

• Writing reflections on changing beliefs about translingual experiences 

 

Table 1 presents the translanguaging framework used in this study, which guided participating students through 

three developmental stages. In the first stage, "Create a rich experiential context," translingual activities included 

discussions about language policies and practices in second-language learning; pair and group work; collaborative 

projects; peer-review workshops; multimodal presentations of participants’ discourse-community research projects; 

and viewing videos on translingual practices in second-language writing, followed by in-class discussions. In the 

second stage, "Engage students in reading and note-taking," students engaged in reading and note-taking. They read 

texts and academic articles on translanguaging practices in multilingual writing classrooms, identified the structure 

of primary research articles, shared key insights about translingual writing during class discussions, and responded 

to CANVAS discussion-board prompts related to the assigned readings. In the third stage, "Engage students in 

extextualizing the experience," participants composed literacy narratives that recalled their own translingual 

practices in second-language learning.  

They also wrote a primary research paper on translanguaging practices within a discourse community, which 

they later transformed into a multimodal composition. Finally, they shared reflections on their evolving beliefs about 

their translingual experiences. 

3.3. Data Collection Procedures 

Following Lin (2016), the MEC framework and translanguaging pedagogy were implemented in a semester-long 

advanced writing class. During the semester, learners engaged in translingual class activities, read journal articles 

and book chapters on translanguaging and multilingual writing, wrote narrative texts, multimodal compositions, and 

reported research projects on translanguaging practices in multilingual discourse communities. They were also asked 

to respond to two critical discussions and two reflections on the Discussion Board on CANVAS. The reflections and 

critical discussions served as research data for this study.  

With IRB approval, students’ consent was obtained at the end of the semester to use the data for research 

purposes. The responses of consenting learners were anonymized, and pseudonyms were used for analysis and 

reporting. Students participated in two critical discussions, one at the beginning and the other at the end of the 

semester, as well as two reflections at the semester's end. These reflections and discussions aimed to examine their 

evolving language ideologies resulting from their study of translingual practices, participation in classroom 

translanguaging activities, and primary research in multilingual discourse communities as part of their coursework. 

The following prompts were used to collect data for this study. 
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3.4. Data Collection Instruments 

Reflection 1 Prompt (400 words): Please reflect on how translanguaging readings and assignments, overall, the 

course, helped you eradicate monolingual biases/ideologies and build confidence about your multilingual identity. Do 

not forget to include how comments from your peers and your professor, and class activities, helped you accomplish 

your assignments. 

Reflection 2 Prompt (400 words): Please state how the translanguaging pedagogy built your linguistic awareness 

and helped you develop a critical understanding of linguistic justice, linguistic rights, and multilingual awareness. 

Critical Discussion 1 Prompt (400 words): Please share your experiences with monolingual policies in your 

previous classes and their impact on your language and content learning. Do you think students should be allowed 

to use their entire linguistic repertoire in the classroom? Why? 

Critical Discussion 2 Prompt (400 words): What new outlook have you developed about language and 

translanguaging practices at the end of this course? Do you think multilingual English should be acknowledged in 

academia, and are World Englishes more relevant in academia than Standard Written English (SWE)? Why? 

 

3.5. Data Coding and Analysis 

This study coded and analyzed the data thematically based on research questions about learners’ changing 

monolingual ideology, their awareness of linguistic justice and rights, and their changing attitudes toward their 

multilingual repertoire. The NVivo Plus application was used to code the data, which was categorized into themes by 

drawing on the pedagogical translanguaging framework and literature review on translanguaging practices in college 

writing. The data from learners’ reflections and critical discussion posts were coded for themes about their changing 

monolingual ideologies, critical understanding of linguistic justice and rights, and self-respect regarding their 

multilingual identity. Additionally, new themes emerged and were coded for analysis to find answers to the research 

questions. 

 

4. RESULTS 

Research Question 1: How did the translanguaging pedagogy contribute to challenging multilingual writers' 

monolingual ideologies? 

Before enrolling in this class, students perceived language as compartmentalized and believed they should use 

either their native language or the target language according to the communication context. They also considered 

that blending two languages suggested a deficiency in fluency. However, the readings on translanguaging, along with 

class activities and assignments, assisted them in overcoming their monolingual beliefs and appreciating their 

multilingual identity. Participants discovered that translanguaging is more than just alternating between languages; 

it is an effective means to leverage their fluid linguistic repertoire for successful communication. Some expressed that 

their narrative writing assignment allowed them to contemplate their language learning journeys, reassess the 

constraints imposed by monolingual policies on their personal and academic growth, and find more assured ways to 

convey their thoughts through translingual practices. Some noted that engaging in peer reviews and critical 

discussions validated their multilingual practices, challenging the notion of a “pure” way to communicate and 

enhancing their confidence in the adaptability and power of their multilingualism. 

Excerpt 1. Translanguaging pedagogy shattered Ethan’s monolingual ideologies. 

Throughout this course, I was able to eradicate the monolingual biases I had and recognize how my multilingual 

identity can be utilized in fostering a better linguistic repertoire. Before this course, I often viewed language use as 

compartmentalized, believing that I needed to use either Korean or English depending on the context and that mixing 

the two indicated a lack of fluency. This perception was shaped by societal monolingual ideologies that prioritize 

using a single language as the norm for effective communication. However, through learning about translanguaging 

through multiple texts and research project assignments, I was able to eliminate these biases I had. 
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As shown in Excerpt 1, Ethan’s monolingual ideology led him to believe that using a single language was the 

only way of effective communication. He asserted that the course helped him eradicate his monolingual biases, which 

were shaped by societal monolingual ideologies, and recognize his multilingual identity. 

Excerpt 2. Chelsea learned to value all her linguistic resources as assets. 

Translanguaging reading and assignments helped me challenge monolingual biases by emphasizing the 

strengths and positive elements of multilingual communication. Through this course, I learned to value all my 

linguistic resources as assets rather than seeing them as liabilities in English-speaking settings. These reflections 

built my confidence in using my full linguistic repertoire, showing me how multilingualism fosters creativity, critical 

thinking, and cultural connection. I shifted my perspective from viewing language as a fixed standard to appreciating 

its role as a flexible tool. 

Chelsea recognized that the readings and assignments on translanguaging shifted her viewpoint from seeing 

language as a rigid standard to understanding it as a flexible, dynamic tool. She began to view her multilingual skills 

as a benefit rather than a hindrance in her new English-speaking environment. The educational intervention enhanced 

her confidence in utilizing her language resources to promote creativity, critical thinking, and cultural connections. 

Excerpt 3. Translanguaging assignments helped Zihan challenge exclusionary norms.  

At the start of this course, I believed that relying on one’s native language might hinder learning a new language, 

reflecting common monolingual biases. These biases often favor the idea that fluency in a single language is ideal 

while undervaluing the fluid, adaptive language practices of multilingual speakers. Readings such as Translanguaging 

in Bilingual Education by García (2009) and Translanguaging by Wei (2011) reshaped my understanding, revealing 

that using all linguistic resources can improve learning and foster stronger connections within communities. Through 

the course assignments, I recognize how embracing linguistic diversity challenges exclusionary norms and supports 

a richer, more inclusive view of language. These insights gave me the confidence to value my multilingual identity 

and see it as a significant strength in both academic and cultural contexts. 

In Excerpt 3, Zihan initially entered the class with the belief that they embraced a monolingual perspective, 

which overlooks the flexible and dynamic aspects of a multilingual repertoire. He thought that recourse to one's native 

language in the language classroom would inhibit the acquisition of a second language, particularly in achieving 

fluency in the target language. However, the translanguaging writing class changed his belief, showing how 

translanguaging practices can enhance learning and strengthen community ties. This newfound awareness 

empowered him to appreciate his multilingual identity as an important asset in both cultural and academic settings. 

Question 2. What critical understanding of linguistic justice and rights did learners develop through a 

translanguaging orientation in their writing class? 

Translanguaging pedagogy contributed to learners' awareness of language and their understanding of linguistic 

rights and justice. This approach enabled students to comprehend how monolingual strategies lead to educational 

inequality, illustrating that an exclusive emphasis on standard written English (SWE) can reinforce linguistic 

hierarchies and restrict access to various viewpoints. Additionally, acknowledging World Englishes promotes a more 

welcoming atmosphere, facilitating flexible academic discussions that reflect global realities. The information 

gathered from critical discussions and the research project indicated that the pedagogical intervention prompted 

learners to consider how past academic experiences dominated by monolingual standards limited their capacity to 

accept their multilingual identities fully. The translanguaging activities in reading, writing, and class assignments 

allowed them to understand that linguistic justice entails recognizing and affirming all forms of communication. This 

awareness made them conscious of their linguistic rights, including the right to express themselves authentically in 

academic and social contexts. It empowered them to appreciate their multilingual abilities as valuable resources for 

creativity and connection. 

Excerpt 4. Kim reflects that monolingual approaches reinforce inequalities in educational settings. 
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The translanguaging pedagogy in this course significantly enhanced my linguistic awareness and deepened my 

understanding of linguistic justice. At the start of the semester, I was unaware of how restrictive monolingual 

approaches to language could be and how they reinforce inequalities in educational settings. Through assignments 

like the narrative essay and the research project, I observed and experienced the power of translanguaging in creating 

spaces where multilingual individuals can fully express themselves. For instance, my research on KUSA revealed how 

members’ use of translanguaging fosters a sense of belonging and facilitates effective communication, even in complex 

cultural contexts. These findings helped me understand that linguistic justice involves recognizing and valuing all 

forms of language use, not just those aligned with monolingual norms. Moreover, the class discussions and readings 

encouraged me to embrace my multilingual identity as a strength rather than a limitation. By blending languages 

during peer reviews and group work, I saw firsthand how translanguaging can enhance collaboration and creativity. 

This class has made me more aware of my linguistic rights and has equipped me with the confidence to use my 

multilingual abilities to navigate academic and professional spaces effectively. 

Kim, in Excerpt 4, explicitly recounted that the pedagogical intervention increased his linguistic awareness and 

educated him about linguistic justice and rights. By taking this class, he was able to realize how monolingual 

ideologies curtail learners’ linguistic rights and heighten educational disparities. This class has given him the 

opportunity to reclaim his linguistic rights and express his soul. His research project unlocked his critical door to 

realize how translanguaging practices help discourse community members develop a sense of belonging and 

communicate effectively in complex cultural situations. 

Excerpt 5. Euna realized that monolingual ideologies marginalize speakers of other languages. 

The translanguaging pedagogy in this course indeed significantly heightened my linguistic awareness and 

understanding of linguistic justice. This course gave us the opportunity to use our full linguistic repertoire in 

classroom settings and within our assignments. This allowed me to gain a greater understanding of how language 

practices are tied to identity. Eventually, I slowly began to think about how dominant language standards could 

marginalize speakers of other languages or dialects. Translanguaging pedagogy demonstrates that linguistic justice 

is about empowering all individuals from various backgrounds to contribute meaningfully, equally, and fairly, 

regardless of their language background, status, or circumstances. Through assignments, reflections, and readings, I 

became more conscious of my linguistic rights and the value of my multilingual strengths. This class helped me 

recognize that my ability to navigate multiple languages is a strength, not a barrier. It also inspired me to advocate 

for inclusive linguistic practices that ensure everyone, regardless of language background, has equal opportunities to 

succeed. 

Euna observed that the pedagogical intervention facilitated a translanguaging space for using her entire 

linguistic repertoire for meaningful communication. The course helped her realize how monolingual ideologies curtail 

the linguistic rights of multilingual speakers. She was also able to recognize the significance of multilingual identities. 

Euna felt enthusiastic about translanguaging environments to utilize her whole multilingual repertoire and developed 

a critical awareness of her linguistic and cultural resources. Now she is proud of her multilingual identity and ready 

to question the systemic inequalities present in language hierarchies. 

Excerpt 6. Zou became inspired to advocate for greater linguistic inclusion and equity. 

The translanguaging pedagogy in this course has been transformative in building my linguistic awareness and 

fostering a deeper understanding of linguistic justice. By allowing me to draw on all my linguistic resources, this 

approach highlighted the value of my multilingualism and showed me how to use it as an asset in communication. 

Translanguaging exercises demonstrated that shifting between languages and dialects is not only natural but also 

powerful, as it enables individuals to fully express their identities and cultural perspectives. This course also deepened 

my understanding of linguistic justice by exposing me to the systemic inequalities faced by speakers of non-standard 

languages and dialects. I now see how privileging certain forms of language perpetuates social and educational 

inequalities. Through this class, I have become more aware of my linguistic rights and gained confidence in my ability 
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to utilize my multilingual strengths in both academic and personal contexts. This awareness has inspired me to 

advocate for greater linguistic inclusion and equity. 

Excerpt 6 shows that the pedagogical intervention transformed Zou’s preconceived notions about language 

divides and the misperceptions about the utility of learners’ linguistic and cultural heritages. He realized that 

translanguaging spaces ensure the exploitation of multilingual resources to leverage effective communication. The 

class activities and assignments helped him internalize that translanguaging practices are instinctive in articulating 

identities and cultural viewpoints. Zou became aware of systemic inequalities that speakers of underprivileged 

languages encounter. The translanguaging intervention helped him recognize that prioritizing languages leads to 

social, political, and educational inequalities. He became aware of his linguistic rights and confident in his own 

multilingual capabilities. This realization has motivated him to advocate for enhanced linguistic inclusivity and equity. 

Excerpt 7. Wu views language policies as determining whether to empower or marginalize individuals. 

Analyzing how multilingual individuals navigate discourse communities like KISEM provided me with a deeper 

understanding of the power dynamics that influence language use and the critical need for linguistic justice. This 

course helped me recognize how privileging SWE in academic and social contexts can silence the voices of 

multilingual speakers and reinforce systemic inequalities. By engaging in the KISEM community and participating 

in class discussions, I became more aware of the ways language policies and practices can either empower or 

marginalize individuals. This realization has strengthened my appreciation for the linguistic rights of multilingual 

speakers and the unique advantages they bring to diverse settings. Additionally, this process helped me recognize my 

own multilingual strengths and inspired me to advocate for greater recognition of linguistic diversity and equity in 

both academic and professional environments. 

Excerpt 7 shows that Wu realized through his study of the discourse community KISEM that power dynamics 

affect language use, and the discourse community members communicate effectively because of their unfettered access 

to the whole linguistic repository. He also stated that favoring standard English in social and academic environments 

can reinforce systemic inequalities and silence multilingual voices. His awakening is evident when he stated that 

translanguaging practices in assignments and class activities enhanced his critical understanding of the language 

policies and practices in empowering or marginalizing individuals. He developed as an avid champion of multilingual 

speakers’ linguistic rights and learned to acknowledge his multilingual abilities and advocate for linguistic diversity 

and equity in academic and professional contexts. 

Lee, another participant in this study, reflected that the class activities and assignments taught him to rethink 

language diversity and language justice. He recognized the affordances of translanguaging pedagogy in creating 

spaces for learners to represent identity and culture by maximizing their entire linguistic repertoire. His access to 

Chinese and English in the class gave him the opportunity to articulate complex ideas without being limited to the 

dominant language. He is opposed to the concept of “standard language,” stating that it reflects societal power 

dynamics. For him, the denial of translanguaging practices and multilingual competencies reinforces linguistic, 

societal, and cultural disparities, and ensuring translanguaging spaces facilitates the linguistic and cultural resources 

needed to foster linguistic justice. 

 

5. DISCUSSION 

The study aimed to examine how translanguaging pedagogy in a university multilingual writing classroom 

helped multilingual writers challenge their perceived monolingual ideologies and heightened their critical awareness 

of linguistic justice and language rights. This study responded to the growing concerns of composition scholars 

questioning the monolingual ideology prevalent in the US higher education system that normalizes Standard Written 

English (SWE) as an implicit or explicit standard for academic writing (Fields, 2021; Horner et al., 2011; Inoue, 2019; 

Matsuda, 2006). This study also received motivation from college writing scholars underscoring academic language 

and literacy instruction in or through only standard written English as evil and labeling it as part of linguistic racism 



International Journal of English Language and Literature Studies, 2026, 15(1): 67-82 

 

 
78 

© 2026 AESS Publications. All Rights Reserved. 

and White supremacy (Flores & Rosa, 2015; Harklau & Batson, 2023; Inoue, 2019). This monolingual ideology affects 

institutional language policies and instills the supremacy of standard written English in multilingual learners’ minds. 

Academia successfully establishes that multilingual learners’ use of their first languages in education hinders their 

academic growth, especially their English language acquisition (Endo & Reece-Miller, 2010). Multilingual learners 

come to higher education believing that they must master Standard American English (SAE) for academic success 

and career development, and that learners should use only SAE in academic discourses. In this journey, they start 

considering their multilingual identity a barrier to their academic growth, and SAE is the only instructional language 

in academia. This ideology debilitates multilingual writers’ academic growth, preventing them from embracing 

critical responses that challenge monolingual ideologies. For example, writing instructors face a significant challenge 

from multilingual writers when they want to implement translanguaging pedagogy in the writing class (Sharma, 

2021). However, translanguaging pedagogy does not simply include creating a space where teachers and learners can 

leverage their linguistic repertoire; it also encompasses creating their language awareness and consciousness of their 

language rights. It also involves educating learners on the strengths of their multilingual and multicultural identities 

to maximize the translanguaging space to exploit their whole linguistic repertoire in their learning process. This 

current study helped learners take off the lens through which they were made to see the glorified image of 

monolingual ideologies that overlook the benefits of multilingualism and consider multilingualism as an impediment 

to intellectual height and academic growth. In line with Guerra's (2016) study, the translanguaging pedagogy in the 

multilingual writing class helped the learners enhance their rhetorical sensibility, acknowledging language as 

dynamic and fluid, with no politically or socially defined boundaries. 

The research data show that most multilingual learners came to the writing class with monolingual biases, 

believing that proficient academic writing must align strictly with SAE and should be exclusively used in their 

learning process. Before taking this course, they had little space to reflect on translanguaging practices and to realize 

how societal biases shaped their monolingual beliefs. However, the readings, class activities, and assignments on 

translanguaging helped learners challenge that viewpoint. Learners realized that monolingual ideologies could limit 

creativity and depth in writing and that incorporating linguistic and cultural resources could expand their rhetorical 

choices in a variety of writing genres. The transformation of the learners’ perspective to appreciate their multilingual 

identity empowered them to opt for more dynamic writing approaches that value translanguaging rhetorical choices 

instead of suppressing them. Through the narrative project, they could reflect on their life history and actions to 

critically think about how they had already been using translingual practices. Their research project with discourse 

communities showed them that translanguaging fostered connectivity between people, bridging cultural gaps. The 

significant role of the translanguaging pedagogical approach in the multilingual writing classroom in deconstructing 

learners’ monolingual ideologies reflects a vision of reinventing translanguaging that drew on Pennycook’s 

poststructuralist perspective and writing scholars’ claims about translanguaging pedagogy’s potential in challenging 

learners’ monolingual ideologies (Canagarajah, 2013; Matsuda, 2006; McBride & Jiménez, 2021; Watson & Shapiro, 

2018).  

Linguistic justice pertains to the recognition of multilingual repertoire and multilingual learners’ right to use 

their full language experiences (Schutter, 2022). The findings of this study underscore writing scholars’ appeal for a 

translanguaging perspective that recognizes multilingual writers’ entire linguistic experiences and creates awareness 

of linguistic justice and the right to exploit their whole linguistic resources (Kaufhold, 2018; Malcolm, 2021; McBride 

& Jiménez, 2021). The pedagogical intervention created a space that privileged the fluid and dynamic use of 

multilingual learners’ full linguistic experiences. Linguistic injustice is institutionalized in US academic classrooms, 

especially in assessments (Washington & Iruka, 2025). Through translanguaging readings and pedagogical 

experiences, learners became aware of their right to use their whole multilingual resources. They developed a critical 

insight into how linguistic racism impedes multilingual learners from realizing their full potential. They learned to 

recognize and value their full linguistic potential and challenge deeply rooted linguistic inequalities that could lead 
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them to doubt or undervalue their multilingual practices. Through a translanguaging orientation, students developed 

a critical understanding of how language standards are socially constructed and often represent power relations. This 

understanding strengthens learners' confidence in defending their linguistic rights and considering their multilingual 

abilities as strengths rather than weaknesses. Learners became aware of how linguistic justice and other social justice 

issues are connected and contribute to an inclusive and equitable academic environment that is essential for 

multilingual learners' growth as academic writers. 

Facilitating translanguaging practices in multilingual classrooms enhances learners’ confidence levels to interact, 

perform, and demonstrate their agency (Horner et al., 2011; Leonard & Nowacek, 2016). This current study also 

shows that pedagogical intervention heightened learners’ confidence in the transformative and agentive role of 

translanguaging in constructing their multilingual identity. In line with Norah et al. (2021) argument, this study 

demonstrates how the translanguaging space assists learners in recognizing their multilingual identities and 

understanding the dynamics of translanguaging practices in revealing the interconnectedness between language, 

emotion, and identity. It highlights that translanguaging is not merely about discursive language practices; it plays 

an active role in motivating multilingual learners to advocate for institutional environments that respect all forms of 

linguistic expression. This approach enables students to incorporate their unique cultural and linguistic identities 

into their learning process. The translanguaging orientation helps learners realize that leveraging their multilingual 

fluid repertoire can empower individuals to bridge cultural and linguistic differences, fostering a more equitable 

learning environment. 

 

6. CONCLUSION 

Over the years, writing scholars have questioned the pedagogical approaches of multilingual writing classes and 

the language beliefs rooted in monolingual ideologies that marginalize multilingual learners by denying their rich 

linguistic resources. They have emphasized the pedagogical potential of translanguaging in achieving multilingual 

learners’ learning outcomes through creating multilingual spaces to exploit their entire dynamic linguistic repertoire 

(Ayash, 2020; Flores & Rosa, 2015; Horner et al., 2011; Inoue, 2019; Ponzio & Deroo, 2023; Uddin, 2024). Some 

research has raised concerns that the full implementation of translanguaging is sometimes unwelcome by multilingual 

learners themselves because of their pre-existing monolingual ideologies and unawareness of their linguistic rights 

and multilingual strengths (Sharma, 2021). This study investigated the role of translanguaging pedagogy enacted in 

an advanced multilingual writing class in eradicating multilingual learners’ preconceived notions about language 

hierarchy and language compartmentalization and educating them about their multilingual capabilities and their right 

to use their whole linguistic repertoire. The study shows that translanguaging reading, reflections, critical 

discussions, and assignments helped learners change their perspectives about their prior monolingual beliefs and 

reassess the constraints imposed by institutional monolingual policies on their personal and academic growth. 

Creating a translanguaging space in the writing class instructional design validated their multilingual identities, 

helped the learners challenge the monolingual concept of ‘pure’ practice for academic discourse, and thus affirmed the 

power of multilingualism. 

The results suggest that effective implementation of translanguaging pedagogy can be welcomed in the 

multilingual writing classes through properly incorporating translanguaging reading, writing, class activities, and 

assignments that create a translanguaging space for learners to learn, practice, and reflect on translingual resources 

and translingual rhetorical choices. The finding of this study that the employment of translanguaging pedagogy 

facilitates discursive languaging practices in class discussion, writing, and interactions, as well as changes their 

monolingual perspective and helps them assert their unique, dynamic linguistic experiences in performing an agentive 

role in growing as multilingual writers, resonates with Leonard and Nowacek (2016) claim that translanguaging 

practices empower multilingual learners to take an agentive role in utilizing their entire linguistic resources. 
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The study analyzed data from learners’ critical discussions, reflections, and assignments to identify their 

changing perspectives on monolingual beliefs and their awareness of linguistic justice and rights. However, future 

studies can extend the focus on how learners’ changing attitudes toward translanguaging and their awareness of 

language rights affect their rhetorical choices in writing genres. 

 

Funding: This study received no specific financial support. 
Institutional Review Board Statement: This study was approved by the Institutional Review Board of 
Emory University, Atlanta, USA under the protocol number (STUDY00009600), dated (2 July 2025). 
Informed verbal consent was obtained from all participants, and all data were anonymized to protect 
participant confidentiality. 
Transparency: The authors state that the manuscript is honest, truthful, and transparent, that no key aspects 
of the investigation have been omitted, and that any differences from the study as planned have been clarified. 
This study followed all writing ethics. 
Competing Interests: The authors declare that they have no competing interests. 
Authors’ Contributions: Both authors contributed equally to the conception and design of the study. Both 
authors have read and agreed to the published version of the manuscript. 
Disclosure of AI Use: The author used OpenAI’s ChatGPT (GPT-4) to edit and refine the wording of the 
Introduction and Literature Review. All outputs were thoroughly reviewed and verified by the author. 

 

REFERENCES 

Adamson, J., & Coulson, D. (2015). Translanguaging in English academic writing preparation. International Journal of Pedagogies 

and Learning, 10(1), 24-37. https://doi.org/10.1080/22040552.2015.1084674 

Ayash, N. B. (2020). Critical translation and paratextuality: Translingual and anti-racist pedagogical possibilities for multilingual writers. 

Composition Forum, 44. Retrieved from http://compositionforum.com/issue/44/critical-translation.php 

Bradlaw, C. (2019). Making signs, translanguaging ethnographies: Exploring urban, rural and educational spaces. International 

Journal of Multilingualism, 16(4), 587-591. 

Canagarajah, S. (2011). Codemeshing in academic writing: Identifying teachable strategies of translanguaging. The Modern 

Language Journal, 95(3), 401-417. https://doi.org/10.1111/j.1540-4781.2011.01207.x 

Canagarajah, S. (2013). Theorizing a competence for translingual practice at the contact zone. In S. May (Ed.), The multilingual 

turn: Implications for SLA, TESOL, and bilingual education. In (1st ed., pp. 78–102). New York: Taylor and Francis 

Carroll, K. S., & Sambolín Morales, A. N. (2016). Using university students’ L1 as a resource: Translanguaging in a Puerto Rican 

ESL classroom. Bilingual Research Journal, 39(3-4), 248-262. https://doi.org/10.1080/15235882.2016.1240114 

Cenoz, J., & Gorter, D. (2020). Teaching English through pedagogical translanguaging. World Englishes, 39(2), 300-311. 

https://doi.org/10.1111/weng.12462 

Creese, A., & Blackledge, A. (2015). Translanguaging and identity in educational settings. Annual Review of Applied Linguistics, 35, 

20-35. https://doi.org/10.1017/S0267190514000233 

Davila, B. (2016). The inevitability of “standard” English: Discursive constructions of standard language ideologies. Written 

Communication, 33(2), 127-148. https://doi.org/10.1177/0741088316632186 

Doiz, A., Lasagabaster, D., & Sierra, J. M. (2014). What does ‘international university’mean at a European bilingual university? 

The role of languages and culture. Language Awareness, 23(1-2), 172-186. 

https://doi.org/10.1080/09658416.2013.863895 

Endo, H., & Reece-Miller, P. C. (2010). Monolingual ideology in the US: History, hegemony, and linguistic privilege. In D. 

Chapman (Ed.), Examining social theory: Crossing border/reflecting black. In (pp. 83–98). New York: Peter Lang Group 

AG. 

Fang, M., & Lopez, T. C. (2021). Unity in diversity: Practicing translingualism in first-year writing courses. In J. Kiernan, A. 

Frost, & S. B. Malley (Eds.), Translingual pedagogical perspectives: Engaging domestic and international students in 

the composition classroom. In (pp. 59–91). New York: Routledge. 

Fields, G. (2021). An integrative translingual pedagogy of affirmation and resources sharing. In J. Kiernan, A. Frost, & S. B. Malley 

(Eds.), Translingual pedagogical perspectives: Engaging domestic and international students in the composition 

classroom. In (pp. 125–148). Logan, UT: Utah State University Press. 

https://doi.org/10.1080/22040552.2015.1084674
http://compositionforum.com/issue/44/critical-translation.php
https://doi.org/10.1111/j.1540-4781.2011.01207.x
https://doi.org/10.1080/15235882.2016.1240114
https://doi.org/10.1111/weng.12462
https://doi.org/10.1017/S0267190514000233
https://doi.org/10.1177/0741088316632186
https://doi.org/10.1080/09658416.2013.863895


International Journal of English Language and Literature Studies, 2026, 15(1): 67-82 

 

 
81 

© 2026 AESS Publications. All Rights Reserved. 

Flores, N., & Rosa, J. (2015). Undoing appropriateness: Raciolinguistic ideologies and language diversity in education. Harvard 

Educational Review, 85(2), 149-171. https://doi.org/10.17763/0017-8055.85.2.149 

García, O. (2009). Bilingual education in the 21st century: A global perspective. Malden, MA: Wiley/Blackwell. 

García, O., Johnson, S. I., & Seltzer, K. (2016). The translanguaging classroom: Leveraging student bilingualism for learning. Baltimore, 

MD: Brookes Publishing. 

Guerra, J. C. (2016). Cultivating a rhetorical sensibility in the translingual writing classroom. College English, 78(3), 228-233. 

https://doi.org/10.58680/ce201627653 

Harklau, L., & Batson, K. C. (2023). Monolingual ideologies in the discourse of U.S. college remediation reform. Innovative Higher 

Education, 48(5), 763-786. https://doi.org/10.1007/s10755-023-09654-9 

Horner, B., NeCamp, S., & Donahue, C. (2011). Toward a multilingual composition scholarship: From English only to a 

translingual norm. College Composition & Communication, 63(2), 269-300. https://doi.org/10.58680/ccc201118392 

Inoue, A. B. (2019). How do we language so people stop killing each other, or what do we do about white language supremacy. 

College Composition and Communication, 71(2), 352-369.  

Jordan, J. (2012). Redesigning composition for multilingual realities. Urbana, IL: National Council of Teachers of English. 

Kaufhold, K. (2018). Creating translanguaging spaces in students’ academic writing practices. Linguistics and Education, 45, 1-9. 

https://doi.org/10.1016/j.linged.2018.02.001 

Leonard, R. L., & Nowacek, R. (2016). Transfer and translingualism. College English, 78(3), 258-264. 

https://doi.org/10.58680/ce201627657 

Li, W. (2018). Translanguaging as a practical theory of language. Applied Linguistics, 39(1), 9–30. 

https://doi.org/10.1093/applin/amx039 

Lin, A. M. Y. (2016). Language across the curriculum and CLIL in English as an additional language (EAL) context: Theory and practice. 

Cham, Switzerland: Springer. 

Lu, M. Z., & Horner, B. (2013). Translingual literacy and matters of agency. In A. S. Canagarajah (Ed.), Literacy as translingual 

practice. In (pp. 26-38). UK: Routledge. 

Malcolm, T. R. (2021). Cross-Linguistic Morphosyntactic Influence in Bilingual Speakers of Jamaican Creole and Jamaican 

English. Doctoral Dissertation, City University of New York.  

Marshall, S., Hayashi, H., & Yeung, P. (2012). Negotiating the multi in multilingualism and multiliteracies: Undergraduate 

students in Vancouver, Canada. Canadian Modern Language Review, 68(1), 28-53. https://doi.org/10.3138/cmlr.68.1.028 

Marshall, S., & Moore, D. (2013). 2B or not 2B plurilingual? Navigating languages, literacies, and plurilingual competence in 

postsecondary education in Canada. TESOL Quarterly, 47(3), 472–499. https://doi.org/10.1002/tesq.111 

Matsuda, P. K. (2006). The myth of linguistic homogeneity in U.S. college composition. College English, 68(6), 637–651. 

https://doi.org/10.2307/25472180 

Matsuda, P. K. (2014). The lure of translingual writing. PMLA/Publications of the Modern Language Association of America, 129(3), 

478–483. https://doi.org/10.1632/pmla.2014.129.3.478 

McBride, A., & Jiménez, R. T. (2021). Responding to the call for multi/translingual approaches to writing instruction: A review 

of recent post-secondary translanguaging studies. Journal of College Reading and Learning, 51(4), 303-321. 

https://doi.org/10.1080/10790195.2021.1878073 

National Center for Education Statistics. (2025). Digest of education statistics. Washington, D.C: U.S. Department of Education. 

Norah, F., Bonnie, V., & Dan, Z. (2021). Keepin’ it real: Developing authentic translingual experiences for multilingual students. 

In J. Kiernan, A. Frost, & S. B. Malley (Eds.), Translingual pedagogical perspectives: Engaging domestic and 

international students in the composition classroom. In (pp. 92–124). United States: Utah State University Press. 

Parmegiani, A. (2014). Bridging literacy practices through storytelling, translanguaging, and an ethnographic partnership: A case 

study of Dominican students at Bronx Community College. Journal of Basic Writing, 33(1), 23-51.  

https://doi.org/10.17763/0017-8055.85.2.149
https://doi.org/10.58680/ce201627653
https://doi.org/10.1007/s10755-023-09654-9
https://doi.org/10.58680/ccc201118392
https://doi.org/10.1016/j.linged.2018.02.001
https://doi.org/10.58680/ce201627657
https://doi.org/10.1093/applin/amx039
https://doi.org/10.3138/cmlr.68.1.028
https://doi.org/10.1002/tesq.111
https://doi.org/10.2307/25472180
https://doi.org/10.1632/pmla.2014.129.3.478
https://doi.org/10.1080/10790195.2021.1878073


International Journal of English Language and Literature Studies, 2026, 15(1): 67-82 

 

 
82 

© 2026 AESS Publications. All Rights Reserved. 

Ponzio, C. M., & Deroo, M. R. (2023). Harnessing multimodality in language teacher education: Expanding English-dominant 

teachers’ translanguaging capacities through a multimodalities entextualization cycle. International Journal of Bilingual 

Education and Bilingualism, 26(8), 975-991. https://doi.org/10.1080/13670050.2021.1933893 

Pujol-Ferran, M., DiSanto, J. M., Rodríguez, N. N., & Morales, A. (2016). Exploring plurilingual pedagogies across the college 

curriculum. Canadian Modern Language Review, 72(4), 530-549. https://doi.org/10.3138/cmlr.3306 

Schutter, D. H. (2022). Linguistic justice for immigrants. Nations & Nationalism, 28(2), 418–434. 

https://doi.org/10.1111/nana.12800 

Sharma, G. (2021). Addressing monolingual dispositions with translingual pedagogy. In J. Kiernan, A. Frost, & S. B. Malley (Eds.), 

Translingual pedagogical perspectives: Engaging domestic and international students in the composition classroom. In 

(pp. 17–38). Michigan, United States: Michigan Publishing. 

Swain, M. (2006). Languaging, agency and collaboration in advanced second language learning. In H. Byrnes (Ed.), Advanced 

language learning: The contributions of Halliday and Vygotsky. In (pp. 95–108). London, United Kingdom: Continuum 

International Publishing. 

Uddin, M. N. (2024). Translingual oral corrective feedback in an Arabic as a heritage language classroom in the USA. Language 

Teaching Research Quarterly, 40, 61–79. https://doi.org/10.32038/ltrq.2024.40.04 

Uddin, N. (2021). Switching between the L1 and L2: Teachers' corrective feedback and learner uptake. Memphis, TN: University of 

Memphis, University Press. 

Wang, Y., & Li, D. (2022). Translanguaging pedagogy in tutor’s oral corrective feedback on Chinese EFL learners’ argumentative 

writing. Asian-Pacific Journal of Second and Foreign Language Education, 7(1), 33. https://doi.org/10.1186/s40862-022-

00170-5 

Washington, J. A., & Iruka, I. U. (2025). Linguistic justice: Addressing linguistic variation of black children in teaching and 

learning. Linguistics and Education, 85, 101382. https://doi.org/10.1016/j.linged.2024.101382 

Watson, M., & Shapiro, R. (2018). Clarifying the multiple dimensions of monolingualism: Keeping our sights on language politics. In 

Composition Forum (Vol. 38). United States: Association of Teachers of Advanced Composition. 

Wei, L. (2011). Moment analysis and translanguaging space: Discursive construction of identities by multilingual Chinese youth 

in Britain. Journal of Pragmatics, 43(5), 1222-1235. https://doi.org/10.1016/j.pragma.2010.07.035 

Williams, C. (1994). An evaluation of learning and teaching methods in the context of bilingual secondary education. United Kingdom: 

Bangor University. 

Zhang-Wu, Q., & Jones, C. E. (2024). Anti-racist translingualism: Investigating race in translingual scholarship in US Writing 

and rhetoric studies over the past decade. International Journal of Bilingual Education and Bilingualism, 27(1), 52-65. 

https://doi.org/10.1080/13670050.2022.2153009 

 

 

 

 

 

 

 

 

 

 

 

 

Views and opinions expressed in this article are the views and opinions of the author(s), International Journal of English Language and Literature Studies shall 
not be responsible or answerable for any loss, damage or liability etc. caused in relation to/arising out of the use of the content. 

 

https://doi.org/10.1080/13670050.2021.1933893
https://doi.org/10.3138/cmlr.3306
https://doi.org/10.1111/nana.12800
https://doi.org/10.1111/nana.12800
https://doi.org/10.32038/ltrq.2024.40.04
https://doi.org/10.1186/s40862-022-00170-5
https://doi.org/10.1186/s40862-022-00170-5
https://doi.org/10.1016/j.linged.2024.101382
https://doi.org/10.1016/j.pragma.2010.07.035
https://doi.org/10.1080/13670050.2022.2153009

