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Ring the bells that still can ring 

Forget your perfect offering 

There is a crack, a crack in everything  

That’s how the light gets in 

Leonard Cohen, Anthem, 1992 

 

 

 

 

 

  



2 
  

 

 

  



3 
  

 

 

 

Tesi doctoral per compendi de publicacions 

 

Plurilingual practices and pluriliteracies in an after-school reading program  

 

Claudia Vallejo Rubinstein 

Dirigida per: Dra. Melinda Dooly, Dra. Emilee Moore 

Doctorat en Educació 

Departament de Didàctica de la Llengua i la Literatura, i de les Ciències Socials 

Facultat de Ciències de l’Educació 

Universitat Autònoma de Barcelona 

Any de dipòsit: 2022 

  



4 
  

 

  



5 
  

Agradecimientos 
 
Estas son, quizás, las líneas más gratas y fáciles de escribir al final de este viaje largo y azaroso que tanto 
tiempo y esfuerzo me ha costado realizar.  

Esta tesis es parte de mi vida desde hace ya muchos, demasiados años, durante los cuales me ha 
acompañado, formado y condicionado para bien y para mal. Ha sido un camino largo y con muchos altibajos. 
Ha cambiado de institución, ha pasado largas épocas aparcada, resonando detrás de mi oreja sin dejarme 
nunca tranquila, ni yo a ella. Ha visto crecer a mis hijas y a mí. Mientras la escribía me han salido las primeras 
canas, he empezado a usar gafas, y mil veces he sentido que nunca podría acabarla.  

Muchas veces se dice, y con razón, que un doctorado es un trabajo duro y solitario, pero cuando miro atrás, 
y a mi alrededor, me doy cuenta de que son muchísimas las personas que han estado apoyándome de 
diversas maneras, y sin las cuales ni este proyecto, ni mi vida, serían lo que son hoy. A todas ellas doy mi 
agradecimiento más profundo.  

Agradezco en primer lugar a mis directoras, Melinda y Emilee, la generosidad, la sabiduría, el cariño y la 
paciencia con que me han guiado todos estos años.  
 
Dr Melinda Dooly has been my mentor, supporter, advicer and generous colleague for many years now. She 
opened the door for me to UAB and GREIP in a period when I was pregnant and eager to get a job doing 
research in education, but not quite sure of how this whole new motherhood adventure and work 
conciliation would turn out. Without hesitating, she gave me the chance and freedom to try to conciliate 
both dreams, showing her humanity from minute one. She also introduced me to some of the topics, projects 
and researchers that have marked my own academic path around social inequalities and the improvement 
of the educational experiences of disadvantaged communities. Some central parts of this PhD project reflect 
and are the product of this long story of learning from and critically examining issues around minorities and 
educational inequalities with her.  
 
Dr Emilee Moore is an equally brilliant, generous and much admired colleague. The project described in this 
dissertation could not have been possible without her generous invitation to embark in researching after-
school programs and service-learning, opening a path for my interests and illuminating them with her 
knowledge and experience in the field. An important part of this ethnographic research was carried with and 
thanks to her, whose previous experience as a volunteer in a different site of the after-school program where 
this ethnography was done served as the starting point and allowed our entrance into this specific 
organization and site. While one of the publications of this compendium describing the ecology of the after-
school program has been co-authored with Dr. Moore, I sincerely feel that none of my research work and 
trajectory would have been possible without hers, and Dr Dooly’s guidance and support.   
 
I have to confess that my bond to my supervisors is a rich and complex one. They have been and are my best 
mentors while also dear and admired colleagues, but on a different, more autobiographical note, my ties and 
gratitude have to do with our shared transnational backgrounds. Seeing them opening paths, shining and 
earning respect and recognition so far from ‘home’, while vindicating and displaying their ‘in-between’ lives, 
selves and wisdom, is probably my greatest source of respect and admiration.  



6 
  

Els meus agraïments també els adreço a la resta de les meves companyes i dels meus companys, mentores i 
mentors del GREIP, un grup de recerca petit, però molt potent, en el qual m’he format i pel qual hi ha passat 
gent diversa i molt sàvia a la qual estimo i admiro molt: gràcies Amparo, Ania, Artur, Cèlia, Dolors, Eva, Eulàlia, 
Júlia, Joan, Laia, Luci, Nathaly, Víctor, Vir… i els faig extensius a d’altres persones del Departament de 
Didàctica de la Llengua i la Literatura, i de les Ciències Socials –Cristina, Felipe, Martina, Neus…– qui, de 
diverses maneres, m’han donat ànims i bons consells al llarg d’aquests anys. No vull oblidar els meus 
companys i les meves companyes de ‘zulo’ –Helga, Marta, Òscar…– gràcies per compartir tant estones de 
rialles com de treball en equip.  

Infinites gràcies també a l’Ana Cèlia, el Jose, la Míriam, la Toñi, la Marisol, l’Olga i la Patrícia, els millors gestors 
i les millors persones que hom pot desitjar tenir al costat… i a l’Alfons, a qui sempre porto en un lloc especial 
del meu cor. Va por ti, míster!  

A mis queridísimos Adripat y Teun, mis dos grandes maestros que me enseñaron que la academia no está 
reñida con la generosidad intelectual ni humana. Gracias por abrirme las puertas al análisis del discurso, a la 
etnografía, a la sociolingüística… y por brindarme su amistad para toda la vida. Gracias por creer en mi trabajo 
más que yo misma. 

Gracias también a otros inspiring scholars that I have met, although briefly, along this journey, and who have 
inspired and encouraged me with their work, guidance and gentle words: Alistair Ross, Angela Creese, Adrian 
Blackledge, Charo Reyes, David Block, Juli Palou, Maggie Hawkins, Malcolm MacDonald, Maria Villanueva, 
Marie Rivière, Mike Baynham, Montse Oller, Nanny Hartsman, Rahat Zaidi, and many others. De todos ellos 
he aprendido que la investigación es acción, es activismo, es compromiso, es celebración y denuncia, es todo 
menos neutra. Me han enseñado también sobre humildad y apertura teórica, a huir de los dogmas y a no 
perder de vista la mirada crítica y la responsabilidad que quienes investigan tenemos de generar 
conocimientos con y para los participantes y la sociedad. 

Gràcies infinites a la fundació organitzadora del programa extraescolar, i a la Pilar, l’Àlex, la Sara, la Júlia i les 
altres coordinadores i voluntàries, i a tots els nens i les nenes i les seves famílies, per deixar-me entrar i 
compartir amb mi de manera desinteressada el seu temps, les seves enormes capacitats i la seva valentia per 
trencar prejudicis. La seva generositat m’ha permès conèixer i enamorar-me del programa i dels infants. Sou 
una font d’admiració i inspiració i amb aquest treball espero poder contribuir a donar visibilitat als vostres 
esforços i mèrits, i així tornar-vos tot allò que m’heu donat i ensenyat en aquesta recerca. Gràcies també per 
oferir-me la vostra amistat.  

Special thanks to my students at UAB along all these years –Ana, Ana Maria, Anaïs, Andrea, Annia, Clara, Ivet, 
Laura, Miquel, Sara, Tafayt, Violeta, and so many more– pel vostre entusiasme i compromís, i per ensenyar-
me que el futur és divers i inclusiu. Sou l’esperança i la mostra que una altra educació és possible.   

Doy las gracias también, y por muchos motivos dentro y más allá de esta tesis, a la extansa familia que he ido 
tejiendo a lo largo de todos estos años. A mis amigas/hermanas de toda la vida, de aquí y de allá. A mis 
wachitars, a mis PRs, a mis compañeras de tantas historias. Gracias por escuchar mis lamentos ‘tesísticos’ y 
también por no preguntar cuando intuían que mi frustración era demasiado grande como para compartirla.  

Gracias a mi mamá por ser mi eterno refugio, y por aguantar mi ingratitud. También a las mujeres poderosas 
que nos acompañan y nos precedieron en esta familia, y que han sido mi modelo y mi religión. Y a Jack, our 



7 
  

‘daling’, por su interés siempre, por adoptarnos, por sus veranos, por los manatíes, por Springcreek y 
Viladrau. Estarás siempre con nosotros, en mi corazón, en mis recuerdos, y en el Montseny.  

Cualquier agradecimiento se queda corto para el Ruiz, mi compañero, por su apoyo y comprensión, por los 
innumerables fines de semana en que se ha hecho cargo de nuestras niñas y ha sido padre monoparental 
para permitirme trabajar en esta tesis, sin ninguna recriminación. Por correr cada día para que yo pudiera 
llegar hasta aquí. Y por alimentarme siempre de estrella Michelín. 

Y por último y lo más importante: gracias a Lola y a Lisa por existir, por darme perspectiva, por enseñarme 
para qué estamos aquí y recordarme que los amores, no las tesis, son la vida. Por exigirme tiempo para ellas, 
para nosotr@s, y por aceptar las mil veces en que ese tiempo no pudo ser todo el que queríamos. Incluyo 
también aquí a Vermut, mi hijo gatuno, por ser mi mejor compañía en las infinitas horas delante del 
ordenador durante estos tiempos de pandemia.  

A quienes me dejo en el tintero, les pido mil disculpas y les aseguro que, si se sienten aludid@s, es con razón 
y mi agradecimiento va también para ustedes. 

While many people have been a key part of this project, the experience of researching on and with 
transnational background communities has been at the same time a very personal journey, as a migrant 
myself and mother to so-called ‘second generation’ and Catalan children who do not fully identify with either 
label. For more than two decades now, I have seen and experienced the unsettling feeling of being and 
belonging to many places and having no roots at the same time, of having too many and no dialects and 
accents of your own, of doubting of and being questioned on what you bring with you. While comments 
about transnational background people not being ‘one of us’, ‘not knowing’ or ‘not speaking’ properly have 
always been disturbing, I have also seen those ideas become ingrained in the way we think and feel about 
ourselves.  

De hecho, por muchos años me he sentido como una impostora en mi trayectoria investigadora y profesional. 
No era de aquí, no conocía bien el catalán, no tenía un título en lingüística ni en didáctica como la mayoría 
de mis colegas, ni tampoco una identidad latina arraigada ni las duras experiencias de migración forzosa de 
muchos de mis coterráneos y de las familias de los menores que investigaba. Estaba a caballo entre 
identidades y realidades que no eran la mía. Poco a poco, he aprendido a aceptar, valorar y habitar este lugar 
entre lugares, esta amalgama de pertenencias, conocimientos y experiencias que no calzan con ninguna 
etiqueta. A lo largo de esta investigación, he tenido la suerte de conocer a otras personas y de leer trabajos 
que hablaban de la necesidad de reivindicar de una manera positiva este estar entre culturas, lenguas, 
lugares, y los conocimientos que de allí emergen. En este sentido, esta línea de investigación me interpela a 
nivel personal, y muchas de las auto- y hetero-categorizaciones que emergen en esta investigación sobre las 
y los menores participantes y sus familias, sobre sus capacidades y limitaciones, podrían ser mías y de muchas 
otras personas que no hemos seguido un camino convencional ni etiquetable y que, sin embargo, buscamos 
un lugar en esta sociedad para entenderla, reivindicarla como propia desde la hibridez, y contribuir también 
a su mejora para los que vienen. 

To all those people struggling enthusiastically for other, non-mainstream knowledge, practices and forms of 
being and belonging to emerge and be recognized in academy, education and in their daily lives, my 
admiration and gratitude goes to you all. 



8 
  

  



9 
  

Index 

 
Agradecimientos 5 

Index 9 

Index of figures and tables 11 

Abstract 13 

Resum 15 

Resumen 17 

1. Introduction 19 

1.1. The research rationale 20 

1.1.1. Understanding school failure in our research context 21 

1.1.2. Acknowledging the distance between minority pupils’ home and school experiences 22 

1.1.3. Calling for linguistically inclusive, socially just pedagogical praxis 24 

1.1.4. Connecting formal, non-formal and informal learning contexts 26 

1.1.5. Revising the category ‘at risk’ 28 

1.2. Structure of the thesis 29 

2. Research objectives and research questions 31 

3. Research context 37 

3.1. Data on reading proficiency 39 

3.2. Historical evolution of after-school initiatives in the Catalan context 43 

3.3. The after-school program site of this research 46 

3.3.1. Emergent language policy in the after-school program site 49 

4. Review of literature on after-school programs 55 

5. Theoretical framework 63 

5.1. Main theoretical constructs 64 

5.1.1. Plurilingualism 64 

5.1.1.1. Plurilingual repertoires and plurilingual competence 69 

5.1.1.2. A didactics of plurilingualism 72 

5.1.2. Pluriliteracies 75 

5.1.3. Translanguaging 80 

5.1.3.1. Translanguaging pedagogies 82 



10 
  

5.1.4. Towards a complementary approach to plurilingualism and translanguaging 83 

5.1.5. Transformative practices and adopting a transformative research stance 85 

5.1.6. Sustainable plurilingualism/translanguaging: Limitations and considerations 86 

5.2. Complementary theoretical constructs 90 

5.2.1. Transcaring 90 

5.2.2. Language socialization 92 

5.2.3. Critical cosmopolitanism 93 

6. Methodological framework 95 

6.1. The origins and collaborative nature of this research 95 

6.2. Research phases: Building a multidimensional understanding of the after-school site’s 

ecology 

96 

6.3. Methodology: Ethnographic and socio-interactional methods 99 

6.3.1. Ethnographic approach 100 

6.3.2. Methodological procedures, corpus and data analysis 102 

6.3.3. Socio-interactional analysis of the audiovisual data 105 

6.3.3.1. Examples of transcription and analysis of video-recorded fragments 106 

 Fragment 1: Hasu and her mentor 106 

 Fragment 2: Abdel and María 109 

6.4. The engaged position of the researcher 113 

6.5. Ethical and epistemological orientation and research stance 113 

6.6. The ‘return’ of the research to the field: Service-learning 115 

7. The structure of this compendium: Articles and book chapter 123 

7.1. Description of each publication and development of the theoretical framework 

throughout the compendium 

124 

7.2. Related publications 128 

8. Publications that make up this compendium1 131 

8.1. Publication nº1 131 

8.2. Publication nº2 133 

8.3. Publication nº3 136 

8.4. Publication nº4 139 

9. To conclude: Summary and discussion of results 141 

                                                           
1 The publications included in this compendium retain their original page numbering. See table 3, in section 7, for the full reference 
and page numbers of each text.  



11 
  

9.1. Research findings, outcomes and contributions 141 

9.1.1. Research findings regarding plurilingual interactional practices and pluriliteracies 142 

9.1.2. Research findings regarding alignment with and transgression of emergent ideological 

assumptions 

146 

9.1.3. Contributions regarding a complementary approach to plurilingualism/translanguaging  149 

9.1.4. Contributions regarding a collaborative service-learning methodological model 152 

9.1.5. Contributions regarding the return of the research to the field 156 

9.1.6. Other contributions 157 

9.2. Limitations of this research and future lines of inquiry 157 

10. Final words 165 

11. References 169 

12. Annexes 197 

12.1. Transcription conventions 197 

12.2. Pedagogical case study vignettes 199 

12.3. Service-learning outcomes: Plurilingual/translanguaging resources  203 

12.4. Presentation of (partial) findings from the compendium 207 

Certificat de direcció 211 

 
 

 

Index of figures and tables2 

Figure 1: 40 

Figure 2: 97 

Figure 3: 120 

Figure 4: 121 

Figure 5: 122 

Table 1:  98 

Table 2: 117 

Table 3: 123 

  

                                                           
2 The tables and figures from the different publications included in this compendium follow their own numbering and are not included 
in this index.  



12 
  

 
  



13 
  

Abstract  
 
This thesis by compendium presents results of a longitudinal ethnographic research in an after-school reading 
support program for children with diverse linguistic and cultural repertoires. The interest in exploring after-
school contexts is based on several axes: their limited research despite their prevalence in the routines of 
many children, their potential to either reduce or reproduce social and educational inequalities and their 
potential to transgress and reorder hierarchies and norms that oftentimes structure many classrooms, 
promoting the emergence of other roles, practices and competences. The overall objective of the research is 
to explore the plurilingual practices and pluriliteracies that emerge in interactions within and beyond the 
after-school program, for a better comprehension of the linguistic repertoires, uses and competences that 
pupils display in spaces of non-formal education and socialization. To this end, a framework is proposed that 
articulates the theoretical and pedagogical principles of plurilingualism, pluriliteracies and translanguaging, 
incorporating also contributions from language socialization and the concepts of 'transcaring' and critical 
cosmopolitanism. In light of these principles, the ethnographic and interactional analysis of data shows the 
emergence of complex and fluid communicative and literacy practices in which the participants display a 
wide repertoire of plurilingual and multimodal resources around reading, for communicating and learning, 
while building shared meanings and experiences of plurilingual and transcultural socialization. The data also 
present the after-school program as a space in which children can foreground knowledge and skills that 
highlight their multiple competences. Along with questioning deficit-based categorizations of the linguistic 
practices and repertoires of students with diverse backgrounds, the results reveal transgression and 
challenge monolingual, monomodal and monocultural views of language uses and learning. This questioning 
opens spaces for inclusive and potentially transformative pedagogical approaches that promote the 
incorporation, recognition and development of family languages, repertoires and plurilingual practices of all 
students, and the acknowledgement of other ways of being and doing. Understanding research from a 
collaborative, activist and transformative stance, and on the basis of the practices and competences of the 
participants, this thesis incorporates the design and implementation of a collaborative service-learning 
project with the aim of producing pedagogical resources that contribute to the emergence and development 
of the hybrid and diverse linguistic and cultural repertoires that many children bring with them, as legitimate 
assets for learning within the reading program. This service-learning project connects the after-school 
context with other educational milieus and agents, including primary education trainee teachers, in the 
design of plurilingual resources for and with the program participants. This collaboration promotes the 
generation of support networks between formal and non-formal educational contexts, the improvement of 
the after-school program in collaboration with its participants and the training of future teachers in the 
didactics of plurilingualism. This compendium is made up of four publications that describe different phases 
of this research, including the articulation of the theoretical framework, the ethnographic observation, the 
design and implementation of the collaborative project and the in-depth documentation of a case study. As 
a whole, the research aims to contribute to narrow the gap between the knowledge and skills that plurilingual 
pupils bring with them and display in their daily lives, and those that are valued in educational institutions, a 
mismatch that often impacts on the academic outcomes and trajectories of children from underprivileged 
backgrounds.  

Key words: after-school programs; didactics of plurilingualism; pluriliteracies; translanguaging pedagogies; 
service-learning.  



14 
  

 
  



15 
  

Resum 
 
Aquesta tesi per compendi presenta resultats d’una recerca etnogràfica longitudinal en un programa 
extraescolar de suport a la lectura, adreçat a infants amb repertoris lingüístics i culturals diversos. L'interès 
per explorar l'àmbit extraescolar es fonamenta en diverses raons: és un espai encara poc estudiat, malgrat 
la seva prevalença en la rutina de molts infants; té el potencial de reduir o reproduir desigualtats socials i 
educatives, i pot transgredir i reordenar jerarquies i normes que encara persisteixen a moltes aules escolars, 
cosa que propicia l'emergència d'altres rols, pràctiques i competències. L'objectiu global de la recerca és 
explorar les pràctiques plurilingües i de pluriliteracitat que emergeixen en les interaccions dins i més enllà 
del programa extraescolar, per a una millor comprensió dels repertoris, usos i competències lingüístiques 
que els nens i les nenes despleguen en espais de socialització i ensenyament no formal. Per això, es proposa 
un marc que articula els principis teòrics i pedagògics del plurilingüisme, les pluriliteracitats i el transllenguar, 
i també incorpora contribucions de la socialització lingüística i dels conceptes de ‘transcaring’ i 
cosmopolitisme crític. A la llum d'aquests principis, l'anàlisi etnogràfica i interaccional de les dades mostra 
l'emergència de pràctiques comunicatives i de literacitat complexes i fluides, en les quals els i les participants 
despleguen un ampli repertori de recursos plurilingües i multimodals al voltant de la lectura, per comunicar-
se i aprendre, alhora que construeixen significats i experiències de socialització plurilingüe i transcultural 
compartits. Les dades també presenten el programa extraescolar com un espai on nenes i nens poden donar 
visibilitat a coneixements i habilitats que posen en relleu les seves múltiples competències. A més de 
qüestionar categoritzacions deficitàries de les pràctiques i els repertoris lingüístics de l'alumnat divers, els 
resultats transgredeixen i desafien visions monolingües, monomodals i monoculturals dels usos i i dels 
aprenentatges lingüístics. Aquest qüestionament obre espais a enfocaments pedagògics inclusius i 
potencialment transformadors, que fomenten la incorporació, el reconeixement i el desenvolupament de les 
llengües familiars, els repertoris i les pràctiques plurilingües de tot l’alumnat, i el reconeixement d’altres 
maneres de ser i de fer. Entenent la recerca des d’una mirada col·laborativa, activista i transformadora, i a 
partir de l’anàlisi de les pràctiques i les competències dels i les participants, aquesta tesi incorpora el disseny 
i la implementació d’un projecte col·laboratiu d'aprenentatge servei. L’objectiu d’aquest projecte és generar 
recursos didàctics que contribueixin al reconeixement, desplegament i desenvolupament dels repertoris 
lingüístics i culturals dels infants. Aquests repertoris, que són híbrids i diversos, són incorporats al programa 
extraescolar com a recursos legítims per a l'aprenentatge. Aquest projecte d’aprenentatge servei connecta 
l’espai extraescolar amb altres contextos i agents educatius, i inclou docents d'educació primària en formació 
en el disseny de recursos plurilingües per a i amb els participants del programa extraescolar. Aquesta 
col·laboració promou la generació de xarxes de suport entre espais d’educació formal i no formal, la millora 
del programa extraescolar en col·laboració amb els seus participants i la formació de futurs docents en la 
didàctica del plurilingüisme. Aquest compendi està integrat per quatre publicacions, que descriuen diferents 
fases de la recerca, incloent-hi l’articulació teòrica, l’observació etnogràfica, el disseny i la implementació del 
projecte col·laboratiu i la documentació en profunditat d’un estudi de cas. En conjunt, aquest treball pretén 
contribuir a reduir la distància entre els coneixements i usos plurilingües i de pluriliteracitat que els nens i les 
nenes despleguen en la seva vida diària, i aquells que es valoren a les institucions educatives, un desajust que 
sovint repercuteix en els resultats i les trajectòries acadèmiques de l’alumnat de col·lectius desafavorits. 

Paraules clau: programes extraescolars; didàctica del plurilingüisme; pluriliteracitats; pedagogies del 
transllenguar; aprenentatge servei. 
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Resumen 
 
Esta tesis por compendio presenta resultados de una investigación etnográfica longitudinal en un programa 
extraescolar de apoyo a la lectura dirigido a menores con repertorios lingüísticos y culturales diversos. El 
interés por explorar el ámbito extraescolar se fundamenta en varias razones: se trata de un espacio poco 
estudiado pese a su prevalencia en la rutina de muchos menores, tiene el potencial de reducir o reproducir 
desigualdades sociales y educativas y puede transgredir y reordenar jerarquías y normas que aún persisten 
en muchas aulas, propiciando la emergencia de otros roles, prácticas y competencias. El objetivo global de la 
investigación es explorar las prácticas plurilingües y de pluriliteracidad que emergen en las interacciones 
dentro y más allá del programa extraescolar, para una mejor comprensión de los repertorios, usos y 
competencias lingüísticas que el alumnado despliega en espacios de socialización y enseñanza no formal. 
Para ello, se propone un marco que articula los principios teóricos y pedagógicos del plurilingüismo, las 
pluriliteracidades y el translenguar, e incorpora también contribuciones de la socialización lingüística y los 
conceptos de ‘transcaring’ y cosmopolitismo crítico. A la luz de estos principios, el análisis etnográfico e 
interaccional de los datos muestra la emergencia de prácticas comunicativas y de literacidad complejas y 
fluidas en las cuales las y los participantes despliegan un amplio repertorio de recursos plurilingües y 
multimodales alrededor de la lectura, para comunicarse y aprender, al tiempo que construyen significados y 
experiencias de socialización plurilingüe y transcultural compartidos. Los datos también presentan al 
programa extraescolar como un espacio en el que niñas y niños pueden dar visibilidad a conocimientos y 
habilidades que ponen de relieve sus múltiples competencias. Junto con cuestionar categorizaciones 
deficitarias de las prácticas y los repertorios lingüísticos del alumnado diverso, los resultados desafían 
visiones monolingües, monomodales y monoculturales de los usos y aprendizajes lingüísticos. Esto abre 
espacios a enfoques pedagógicos inclusivos y potencialmente transformadores, que fomenten la 
incorporación y el desarrollo de las lenguas familiares, los repertorios y las prácticas plurilingües de todo el 
alumnado, y el reconocimiento de otras maneras de ser y hacer. Entendiendo la investigación desde una 
mirada colaborativa, activista y transformadora, y a partir del análisis de las prácticas y las competencias de 
las y los participantes, esta tesis incorpora el diseño e implementación de un proyecto colaborativo de 
aprendizaje-servicio. El objetivo de este proyecto es generar recursos didácticos que contribuyan al 
reconocimiento, el despliegue y el desarrollo de los repertorios lingüísticos y culturales del alumnado. Estos 
repertorios, que son híbridos y diversos, son integrados como recursos legítimos para el aprendizaje dentro 
del programa extraescolar. Este proyecto de aprendizaje-servicio conecta el espacio extraescolar con otros 
contextos y agentes educativos, e incluye a docentes de educación primaria en formación en el diseño de 
recursos plurilingües para y con las y los participantes del programa extraescolar. Esta colaboración 
promueve la generación de redes de apoyo entre espacios de educación formal y no formal, la mejora del 
programa extraescolar en colaboración con sus participantes y la formación de futuros docentes en la 
didáctica del plurilingüismo. Este compendio está formado por cuatro publicaciones que describen distintas 
fases de la investigación, incluyendo la articulación teórica, la observación etnográfica, el diseño e 
implementación del proyecto colaborativo y la documentación en profundidad de un estudio de caso. En su 
conjunto, este trabajo pretende contribuir a reducir la distancia entre los conocimientos y usos plurilingües 
y de pluriliteracidad que los y las menores despliegan en su vida diaria, y aquellos que se valoran en las 
instituciones educativas, un desajuste que a menudo repercute en los resultados y trayectorias académicas 
del alumnado de colectivos desfavorecidos.  
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1. Introduction 
 

This PhD project is structured as a compendium of three articles and a book chapter, which together form a 

multidimensional ethnographic account of an out-of-school reading support program in Catalonia, Spain, 

between 2014 and 2018. The main objective of this research is to document the language and literacy 

practices of students with diverse linguistic and cultural backgrounds as they participated in –and beyond– 

the after-school program. Most of the children that took part in this research had been placed in the program 

by their schoolteachers for considering that they were ‘at risk’ of not achieving expected curricular levels in 

reading, particularly in the school vehicular language, Catalan, which in most cases was not one of their home 

languages3. By ethnographically documenting how these young participants displayed their plurilingual 

repertoires in the complex interactional practices that emerged in the setting, we aim at critically revising 

these ‘at risk’ categorizations in favor of the social and educational legitimation of the resources, experiences 

and competences that linguistically and culturally diverse children bring with them4.  

This research also responds to an interest in understanding the ecology of a specific after-school program 

site and its affordances for broadening what count as valid resources for communicating and for meaning 

making in educational settings, and for promoting more inclusive educational practices5. Furthermore, we 

aim at promoting more permeable relationships between formal and non-formal learning spaces and 

practices, conceiving them as a continuum that helps “overcom[e] the current situation where learning 

activities that take place in and out of school are often not mutually recognized” (Subero et al., 2017, p. 247). 

To do so, the research engages diverse agents, including program participants and trainee teachers from the 

Bachelor’s Degree in Primary Education at the Universitat Autònoma de Barcelona, in a collaborative project 

informed by the principles of service-learning (Billig, 2000; Haddix, 2015; Kinloch & Smagorinsky, 2014)6. This 

enabled connections between formal and non-formal educational milieus and cast this research as a 

participatory and transformative endeavor.  

 

 

                                                           
3 See page 28 for a revision of the category ‘at risk’ and its implications. 
4 Due to the collaborative nature of a significant part of this research, I intentionally use the plural ‘we' throughout this thesis to 
acknowledge the invaluable involvement of my supervisors in both the ethnographic and theoretical work developed in it. See page 95 
for a further explanation of the collaborative origins of this research. 
5 For an explanation of how ecology is conceptualized in this research, see pages 33-34 in section 2, and page 98 in subsection 6.2. 
6 See subsection 6.6, in the methodological chapter, and Vallejo, 2020a within this compendium, for a detailed explanation of how 
service-learning was conceived and developed in this thesis. 
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1.1. The research rationale  

 
This thesis contributes to the increasing body of literature that argues for the need for current educational 

research and practice to take into account, value and foreground children’s diverse, in- and out-of-school 

communicative practices and skills as valuable resources for learning, in order to contribute to more inclusive 

education. It emerges from a paradox that I have repeatedly encountered over the years of working on this 

project, while engaging with sociolinguistic and educational research from different local and international 

contexts, as well as from my own biography as a migrant-background researcher.  

The paradox that I am referring to, which I take up in the articles included in this compendium and other 

work produced along this journey, is framed within the significant educational challenge of preparing young 

people in the complex, intercultural and multimodal communicative practices –referred to in this thesis as 

plurilingualisms and pluriliteracies– needed for their present and future lives in our highly interconnected 

and globalized societies. In spite of this need, research has demonstrated a significant mismatch between 

the diverse communicative resources that many pupils bring to schools, and those required and valued for 

educational success. This is a mismatch that particularly affects students from underprivileged, minority and 

transnational family backgrounds, and who are often institutionally categorized as being ‘at risk’ of school 

failure. Consequently, a paradox emerges where “students who are ‘pre-equipped’ with diverse 

communicative repertoires that could be used to the benefit of their education, and of society, are often 

vulnerable to poor school results” (Moore & Vallejo, 2018, p. 25, see also Vallejo & Moore, 2016, in this 

compendium). 

While this paradox is not new (e.g. Heath, 1983), it remains a source of concern and a call to activism for 

those interested in advocating for and promoting linguistically inclusive and socially just education. This 

concern gains renewed relevance as our multilingual and multicultural societies and educational institutions 

are increasingly immersed in neoliberal influences of globalization, internationalization and principles of 

efficiency that demand and praise multilingual education, individual plurilingualism (Codó, 2018; Codó & 

Patiño-Santos, 2018; Gramling, 2021; Ricento, 2020, 2021, among others) and cultural intelligence (Earley & 

Ang, 2003). Following the Council of Europe (CoE, 2001), the notion of multilingualism is used to refer to the 

coexistence of diverse languages in a particular geographic context, community, institution or artifact; while 

plurilingualism refers to speakers’ knowledge and use of a wide range of interrelated linguistic, cultural and 

multimodal resources, often in the same interaction, for achieving different goals including language 

learning. The notion of cultural intelligence (Earley & Ang, 2003) refers to people’s ability to adapt to and 

function successfully in new, intercultural environments. 
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In light of the increasing social demand for multilingual education and individual plurilingualism, one would 

assume that students with diverse linguistic and cultural repertoires and transnational experiences 

supporting cultural intelligence would have an optimal profile to develop successful school trajectories. 

However, there are many indicators that challenge this assumption and point to other factors that must be 

taken into consideration. Hawkins and Cannon (2017) offer some suggestions as to what these may include:  

We particularly acknowledge that students who live in poverty, who may have had 
interrupted/disrupted schooling trajectories, whose families may have limited formal 
education or may not speak the language of schooling, and/or whose language and culture are 
not highly valued in their academic or societal environments, are at high risk of academic 
failure, as attested to in a multitude of literature from all over the globe. (p. 520) 

The relationship that these authors highlight between school failure and the social and academic value 

allocated to students’ family, language and cultural backgrounds is very clear in the context of the study 

presented in this thesis, as will be explained herein. 

 

1.1.1. Understanding school failure in our research context 

 

 National and European statistics persistently indicate that Spain has both the highest rate of early leaving in 

the EU-27, at 17.3% (Eurostat, 2020), and the greatest polarization of rates based on students’ origins. This 

implies that one in every three students with transnational family backgrounds in Spain experience 

educational failure (33%), doubling the rate of their local peers (16%).  

Following mainstream European guidelines (e.g. European Commission, 2011; Eurostat, 2021), educational 

failure is understood as not achieving the established objectives for the corresponding educational stage 

and/or as the interruption or abandonment of formal education. The most used indicator of educational 

failure in Europe is the rate of ‘early leavers from education and training’ –previously named ‘early school 

leavers’ (see Eurostat, 2021). The concept of ‘early leavers from education and training’ refer to the 

percentage of the population between 18 and 24 years of age who have completed no more than compulsory 

education (which in Spain comprises primary and lower-secondary levels and usually goes from 6 to 16 years 

of age), and who have not been enrolled or have not completed any further post-compulsory education or 

training, including upper-secondary baccalaureate, vocational education and/or university degrees (Eurostat, 

2021; Rincón Bonet, 2012; Vallejo & Dooly, 2013).  

Spain’s high rates of early leavers from education and training, and the wide gap between leavers of local 

and migrant family backgrounds are, according to Carrasco et al. (2018) a major indicator of inequality with 
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present and future consequences. Considering that poor educational attainment has serious long-term 

consequences for youth in increasing the risk of poverty and social exclusion, the over-representation of 

children with transnational family backgrounds within the population of students who experience 

educational failure will probably make the ‘migrant background’/‘non-migrant background’ gap even wider 

in the future (Carrasco et al., 2018, p. 218).  

Clearly, educational failure is a highly complex and multifactor phenomenon that cannot be solely related or 

explained through issues of geographic origin and/or family language background (see Vallejo & Dooly, 2013, 

for a detailed account of the research on, and complexity of, educational failure in Catalonia and Spain). 

However, it is important to acknowledge that having a family language that is different from the school 

curricular languages is a common situation in the context of this study. In Catalonia, a multilingual region 

where Catalan is an official language and the vehicular language of compulsory education (as is Aranese in 

the Vall d’Aran region), and where Spanish is co-official and also a curricular language, foreign background 

students make up 11.3% of the total school population (Idescat, 2019). Of these students, 76% come from 

non-Spanish and non-Catalan speaking families. Those that do have Spanish as a family language usually 

come from Latin American countries and have different varieties of Spanish –and oftentimes other minority 

languages– as family languages (Carrasco et al., 2018, p. 221). Analyzing the distribution of students with 

transnational trajectories in the different stages of formal education in Catalonia, from primary to tertiary 

levels, Carrasco et al. (2018) show how their presence decreases significantly as levels go up, and so does the 

diversity of family languages different from Catalan and Spanish in higher education.  

The mismatch between school and individual linguistic practices has been widely highlighted as a factor 

impacting negatively on the educational trajectories of those students whose in- and out-of-school 

experiences differ significantly from the ‘normalized’ linguistic practices that are most prevalent in the 

schools, an argument that will be further explored herein.  

 

1.1.2. Acknowledging the distance between minority pupils’ home and school experiences 

 

Seminal ethnographic studies on practices of language and literacy socialization in various communities 

carried out by Heath (1983), Street (1984) and Szwed (1981), among others, already suggested that “the ways 

in which language in particular is used in the classroom are different from the ways in which many minority 

and working class children are accustomed to using language”, implying that “the classroom is a setting with 

its own specific form of literacy practices which do not necessarily operate in other domains of life” (Klassen, 

1987, p. 175). 
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This distance between classroom and pupils’ everyday language uses and the fact that, according to Stavans 

and Hoffmann, “the school is not necessarily open to all cultures” (Stavans & Hoffman, 2015, p. 230) (and, 

we would add, also languages), implies that linguistic and cultural diversity “is limited ideologically and 

practically” (Stavans & Hoffman, 2015, p. 230). The limitation or exclusion of part of students’ linguistic and 

cultural repertoires and of their plurilingual practices from the school dynamics has real consequences for 

pupils. As García (2009) explains, referring to the schooling experiences of Latina/o emergent bilingual 

students in New York: 

The facility to language bilingually is seldom recognized by education systems throughout the 
world. Children who come to school speaking in ways that differ from the language practices 
of school are often stigmatized and assigned to remedial education tracks. This is so whether 
the child comes to school as a monolingual student speaking in ways that are different from 
those of school, or whether the child engages in bilingual practices that differ from the 
monolingual practices that schools most often impose. (pp. 140-141) 

In a different –and more familiar– setting, documenting Chinese background students’ school practices in 

Madrid, Pérez Milans (2006) similarly observes that:  

Students from other systems and cultures, with different language and background 
knowledge, are not valued and legitimated in classrooms, so that they are not allowed to reach 
minimum educational objectives. Indeed, the fact that they do not reach these objectives in 
considered by the Spanish teachers as the students’ failure. (p. 61) 

All these authors highlight the consequences of the unequal social and educational recognition of different 

linguistic repertoires, literacy practices and everyday experiences. This connects back to foundational 

educational theories, including John Dewey’s principles of democratic, participatory and socially just 

education, rendering these historical claims very much relevant these days. According to Dewey (1899 / 

1998):  

From the standpoint of “the child”, the great waste in the school comes from his inability to 
utilize the experiences he gets outside of the school in any complete and free way within the 
school itself; while, on the other hand, he is unable to apply in his daily life what he is learning 
at school. (p. 76) 

It is fair to say that, while recent studies show that these mismatches persist, much has been done since 

Dewey’s calls for building more inclusive and meaningful pedagogical practices were issued. His 

understanding of education as a participatory endeavor and of human development as a social process that 

builds on real life experiences (Dewey, 1899/1998, 1910/1997, 1938/1986) is considered foundational for 

the development of a social theory of learning, socioconstructivism (Vygotsky & Cole, 1978), that emerged 
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in the field of educational and developmental psychology, and that has extensively transformed current 

understandings of teaching and learning. The central premise of Vygotsky’s socioconstructivism is the social 

and interactional nature of learning. He conceptualized knowledge and learning as situated and socially 

constructed processes, and learners as actively building and negotiating knowledge through their 

collaborative engagement in meaningful practices. Learners’ agency in collaboratively constructing meaning 

in interaction with others, then, moved from having a complementary role in previous theories that 

understood learning as mainly an individual process, to being considered at the center of learning.  

Current claims about the need for education to be linguistically and culturally inclusive for all pupils build on 

and align with these participatory and learner-centered educational approaches, as well as with critical 

educational theories, including Paulo Freire’s critical pedagogy and bell hooks’ transgressive education, 

which conceptualize education as a liberating and transformative endeavor. Freire’s critical pedagogy (1970 

/ 1993) highlights the social, dialogical and potentially liberating nature of education and knowledge when it 

provides individuals with the critical and dialogic tools to resist and transform structural inequalities. 

Similarly, bel hooks’ transgressive pedagogy (2014) calls for conceptualizing education as the practice of 

freedom, understood as teachers’ conscious decision to engage in a critical pedagogical practice –which she 

defines as ‘praxis’– for teaching students to think critically and to transgress social boundaries regarding race, 

gender, class, etc., that separate, exclude, and reinforce dominant ways of knowing.  

These critical, socially engaged and pupil-centered educational theories have implied a correlative 

transformation of educational policy, teaching methodologies and classroom practices in general, and 

regarding language use and learning in particular. I will now elaborate on these advances and remaining 

struggles regarding educational practices that acknowledge pupils’ repertoires and everyday practices.  

 

1.1.3. Calling for linguistically inclusive, socially just pedagogical praxis 

 

Educational theories that conceptualize education as a process of inclusion, liberation, transgression and 

transformation have contributed to foreground issues around linguistic rights, linguistic minorities and 

linguistic inclusion/exclusion as central to any policy and praxis regarding languages in education (e.g. 

Skutnabb-Kangas, 2000). Socioconstructivist understandings of learning as socially situated and emerging 

from collaborative and meaningful practices have infused teacher education and classroom dynamics with 

innovative, student-centered approaches and methodologies, structured also by understandings of language 

use and language learning that focus on speakers’ real practices and drawing from their full linguistic 
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repertoires. Thus, theoretical constructs that build on socioconstructivism and on principles of inclusion and 

transformation, like plurilingualism and translanguaging, which inform this research and will be thoroughly 

described and developed in the theoretical section (page 63), have been key for advancing in the recognition 

of speakers’ plurilingual competence, and in connecting school didactics to pupils’ wider, everyday language 

practices. Still, and despite all these advances, exclusionary and assimilationist linguistic and cultural 

ideologies that support monolingual or additive models of bi/multilingual education (see García, 2009; 

Lambert, 1973, among others), one-language-only (OLON) and one-language-at-a-time (OLAT) principles 

(Berthoud et al., 2013; Li Wei & Wu, 2009) are hard to debunk. These models and principles persist in many 

school policies and practices, where curricular languages are still taught as separate subjects and non-

curricular languages do not have a space. In these circumstances, pupils’ backgrounds and family languages 

are not or poorly accounted for, and assessment is still very much monolingual in the school curricular 

languages and standard academic registers. These mainstream academic practices often occur with no 

regards for promoting or evaluating pupils’ learning including their entire linguistic repertoire, knowledge 

and skills, although extended research has documented that these non-academic language practices and 

skills do emerge ‘unofficially’ in pupils’ interactions in and out of classrooms (e.g. Corcoll López & González-

Davies, 2016; Cots & Nussbaum, 2008; González-Davies, 2020; Masats & Nussbaum, 2022; Nussbaum, 2008; 

Unamuno, 2003, 2005; among others). 

The configuration of our societies, marked by human mobility and cultural and linguistic diversity, renders 

the need for educational policy and practice to overcome such ‘mono-competence’ orientations (Hall et al., 

2006) and embrace the highly multilingual and multicultural scenarios that children inhabit, thus diversifying 

language and cultural practices in the formal school curriculum, and in spaces of non-formal education. And 

despite plausible local progress, as can be identified in the recent multilingual language policy published by 

the Catalan Department of Education (Generalitat de Catalunya, 20187), there is still much to be done for 

educational contexts to include and recognize the plurilingual, multimodal, creative and oftentimes digitally-

mediated communicative practices that characterize current child and youth cultures. As Zavala et al. (2004) 

describe it:  

Si tenemos en cuenta la existencia de diversas lenguas y culturas, donde los usos del lenguaje 
pueden ser muy variados y distintos de lo que la escuela exige, podemos comprender la 
necesidad de hacer de la escuela una institución más flexible y adaptable a la realidad en la 
que trabaja. (p. 13) 

                                                           
7 See page 60, on section 4, for a detailed description of the Catalan educational system’s linguistic policy updated in 2018. 



26 
  

[If we consider the existence of diverse languages and cultures, where uses of language can be 
very diverse and different from what the school demands, we can understand the need to 
make of the school an institution that is more flexible and adaptable to the reality where it 
operates] (my translation).  

This brings us to a key area of research covered in this compendium: the connection between in- and out-of-

school learning environments for the betterment of young individuals’ academic welfare.  

 

1.1.4. Connecting formal, non-formal and informal learning contexts  

 

The wide call for educational contexts and practices that take into account the full extent of children’s and 

youth’s language and literacy practices highlights the need to access, document and understand the 

experiences of young people within and beyond school, and to describe different contexts and approaches 

conducive to inclusive education, including formal, non-formal and informal educational milieus. In line with 

González Motos (2016), Moore et al. (2022) and Sundqvist (2009), in this study, non-formal education is 

understood as referring to organized activities, with clear educational objectives, that take place outside of 

formal –or mainstream– education. Non-formal education is located between formal education that takes 

place at educational institutions with a clear itinerary, an organizational structure and standard assessment 

of outcomes, and informal education that usually takes place spontaneously in diverse spaces of quotidian 

life with no formal structure. Non-formal education takes place in semi-formal spaces, which can be in or 

outside of the school premises, and while it involves clear objectives that often combine academic, social and 

leisure aims, it usually does not involve a fixed itinerary nor assessment. Non-formal education involves a 

diverse range of activities for children and youth including sports, artistic and musical activities, school 

support –oftentimes focused on languages and literacies–, as well as leisure clubs and summer camps 

(González Motos, 2016). These activities might take place at recess or lunchtime, after school, and also on 

weekends or holidays. In the chapter of this thesis where literature on non-formal education is revised (see 

page 55), I focus particularly on studies of programs that take place after school on a regular (weekly) basis 

and that focus on language and literacy support.  

Calls for connecting learners’ formal, non-formal and informal learning practices for more inclusive and 

socially just education come from far. For several years now, ethnographic researchers have insisted that 

advancing in the quest of promoting more equitable educational policy and practice requires starting from 

awareness of the skills and knowledge that students already have and bring to school. In Hymes’ words, for 

improving education, “most educators would agree with the principle that teaching should start where the 
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child is. Few appear to recognize that to do so requires knowledge of the community from which the child 

comes” (1980, p. 106). From a similar stance, Klassen (1987) writes that “[i]t seems essential to discover not 

only what students desire and are required to accomplish in everyday language-use situations, but also what 

skills and aptitudes the individuals already possess on which to base further learning” (p. 223).  

This need for educational institutions to identify and capitalize on the resources brought by minority children 

has also been described as mobilizing students’ ‘funds of knowledge’ (Moll et al., 1992) and ‘funds of identity’ 

(Esteban-Guitart & Moll, 2014). ‘Funds of knowledge’ and ‘funds of identity’ refer to the historical and 

cultural bodies of resources, skills, beliefs and practices, both personal and community-based, that pupils 

from diverse backgrounds use every day and bring to educational settings (see also González & Moll, 2002; 

Gonzalez et al., 2005, among many others).  

Hawkins and Cannon also highlight the benefits of educational policy and praxis that connects language and 

literacy practices across different settings. This connection, they claim, would promote learning experiences 

that are culturally and linguistically responsive to learners, and would counter for the many claims that 

schools are not often sensitive to students’ out-of-school learning practices: 

 There is a robust body of work that explores uses of languages and literacies across the 
domains of students’ lives an argues that learning happens most effectively when policies, 
curricula and pedagogies are culturally and linguistically responsive to learners, value the 
everyday literacies of learners’ lives, an take into account what learners know and bring to the 
classroom (Knobel 1999; Gonzalez et al., 2005; Hawkins 2010, Erickson 2014). This also 
counters practices that are deficit-based, as it makes visible the assets that all learners, families 
and communities have, and the language and literacy practices they engage in, rather than 
focusing on what they do not have and do. (Hawkins & Cannon, 2017, p. 524) 

Indeed, as these authors suggest, documenting students’ out-of-school practices and shedding light on their 

overall abilities and resources as displayed in more flexible language and literacy dynamics, might also 

contribute to questioning and reshaping deficit-based approaches (Intke-Hernández & Holm, 2015) that 

oftentimes guide pupils’ categorization as ‘at risk’ students. Furthermore, this line of inquiry might promote 

a revision of the very category ‘at risk’, which several authors and educators describe as a problematic label 

that can be stigmatizing for children. Given this problematizing of the term, we will now provide a brief 

overview of this category. 
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1.1.5. Revising the category ‘at risk’ 

 

Critical voices warn that ‘at risk’ has been extensively and acritically used in political and educational 

discourses as a commonsensical category, usually without providing an operational definition, ignoring or 

misunderstanding the complexity of the phenomena (Ross & Leathwood, 2013; Ross et al., 2012; Rujas 

Martínez-Novillo, 2015; Toldson, 2019, among others). In most instances, the term ‘at risk’ is used in research 

on school failure to describe those students who are not achieving the minimum expected school standards 

and are considered to have a higher probability of falling behind or dropping out of formal education. When 

exploring the circumstances related to this underachievement, an extensive collection of factors that must 

be taken into consideration has been identified. These factors relate both to the social context 

(socioeconomic conditions, gender, ethnicity, families’ cultural capital and linguistic background, etc.), and 

are endogenous to the specific educational system (evaluation procedures, educational segregation, 

investment in education, etc.) (Colectivo Lorenzo Luzuriaga, 2012; Fernández Enguita et al., 2010; Puelles, 

2012; Vallejo & Dooly, 2013, among others). The risk though, is when political and educational agents 

arbitrarily apply these factors without regards to individual performances and other circumstances, applying 

the category ‘at risk’ to whole collectives of students –e.g. ethnic and linguistic minorities, underresourced 

communities– thus generalizing and naturalizing their risk of school failure. By doing so, ‘at risk’ moves from 

being a situation that can be reversed, to becoming a sort of innate condition of certain students and 

collectives that are automatically labelled as expected to struggle academically due to traits that are beyond 

their control (Rujas Martínez-Novillo, 2015; Toldson, 2019).  

As has been stated earlier, documenting students’ practices, abilities and resources beyond the school 

dynamics might contribute to a critical revision of the category ‘at risk’. Moore and Vallejo (2018) observe 

that, when applied to plurilingual pupils, the category of being ‘at risk’ is oftentimes not representative nor 

validating of the types of competences they have and display. The authors claim that, considering our 

globalized contexts, there is more risk in not adapting educational systems to include students’ repertoires 

as resources for learning, and in not promoting the further development of those repertoires (p. 27, see also 

Vallejo & Moore, 2016). All in all, as Shannon and Bylsma (2005) claim, “Different ways of thinking about 

students who are at risk of dropping out are needed, such as focusing on these students’ assets rather than 

deficits, and the application of a wider and deeper repertoire of instructional methods and organizational 

solutions” (p. 4). 

Addressing educational institutions, Berchini (2017) also advocates for redefining ‘at risk’ focusing on “a 

different kind of educational failure” related to educational systems’, schools’ and educators’ neglect in 
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protecting “socially targeted populations” from stigmatization, racism and discrimination, and in providing a 

curriculum and school practices that “reflect the realities of a racially, culturally and linguistically diverse 

student body” (paras. 4-5). 

Aware of the diverse and problematic consequences of the often acritical use of the category ‘at risk’ in 

educational policy and practice, in this research we approach it from a critical perspective and hope to 

contribute to its revision and replacement, when necessary, for more inclusive, empowering and competent-

based approaches.   

 

1.2. Structure of the thesis 

 

To close this introduction, I will introduce the upcoming parts that compose this thesis.  

In the following section of this thesis, the research objectives and research questions will be defined. The 

research context will be then described, including an historical overview of the evolution of after-school 

programs and a review of literature on research on non-formal education. I will next present the 

theoretical/conceptual framework, which is thoroughly developed in the different publications of the 

compendium, built on the notions of plurilingualism, pluriliteracies and translanguaging, as well as on 

complementary theories of language socialization, transcaring and critical cosmopolitanism.  Following these 

theoretical aspects, the methodological section will be introduced, including a description of the different 

stages of this research, procedures, corpus and an example of data analysis, as well as the ethical and 

epistemological principles that guide this research and their materialization in a service-learning project. 

After these sections, and a brief description of the structure and contents of the compendium, the diverse 

publications that make up the core of this thesis are included. Finally, I will discuss the overall findings of this 

research and reflect on its main contributions and limitations, and on possible lines for future work in the 

field.   
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2. Research objectives and research questions 

 
As was mentioned in the opening of this manuscript, this thesis is a multidimensional ethnographic account 

of a particular out-of-school reading support program in Catalonia, Spain. It encompasses diverse research 

foci, interests and objectives, regarding the after-school reading program, regarding teacher training, and 

regarding methodological and theoretical innovation and collaboration. I will now describe the research 

objectives (RO) for each of these areas: 

RO1. to understand the learning ecology of a specific out-of-school reading program site at a specific period 

of time, focusing particularly in the plurilingual practices and pluriliteracies that emerge in interactions 

between children and adults with diverse linguistic and cultural backgrounds as they participate in –

and beyond– the after-school program;  

 

RO2. to illuminate emerging ideologies regarding plurilingual pupils’ practices and competences, as well as 

signs of accommodation to, transgression or transformation of these assumptions;  

 

RO3. to explore common theoretical grounds between plurilingualism and translanguaging by analyzing the 

origins, main contributions, commonalities and divergences of both paradigms, as well as the 

challenges and affordances of a more complementary approach and of advancing in the foundations 

of a didactics of plurilingualism/translanguaging pedagogies; 

 

RO4. to develop a methodological model of collaborative research based on the principles of service-

learning, by involving after-school program participants and trainee teachers in the pedagogical 

promotion of plurilingualism, translanguaging and pluriliteracies, and for the creation of support 

networks between formal and non-formal educational contexts; 

 

RO5. to apply principles of collaborative, activist and transformative research (Lassiter, 2005; Vianna & 

Stetsenko, 2014) to allow research participants to shape, contribute to and benefit from research 

processes and outcomes.  
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These research objectives give place to the following research questions (RQ): 

RQ1: what practices emerge in interactions between children and adult participants in –and beyond– the 

after-school program, and what roles, strategies and resources from their communicative repertoires 

do they display in these interactions, and with what consequences? 

 

RQ2: what structural conditions and ideological assumptions about languages, literacies and competences 

can be identified as embedded in the program organization and in participants’ practices, and how do 

participants engage with, conform to or transgress these prevailing assumptions, and with what 

consequences?  

 

RQ3: which are the main challenges and affordances of a plurilingualism/translanguaging complementary 

theoretical and analytical approach, and of its pedagogical application or didactization? 

 

RQ4: how is a methodological model of collaborative research based on service-learning articulated across 

formal and non-formal educational contexts for the pedagogical promotion of plurilingualism, 

translanguaging and pluriliteracies, and which are the main gains for the after-school program and for 

trainee teachers?  

 

RQ5: how does a collaborative, activist and transformative research stance inform this ethnographic research 

in regards to participants’ involvement and status, and to a distribution of research outcomes that is 

profitable for all parts involved?  

 

The research objectives and their corresponding research questions are addressed in the different parts of 

this compendium as follows:  

The first article (Vallejo & Dooly, 2020) deals with the theoretical objectives of exploring the common grounds 

between plurilingualism and translanguaging (objective 3) by analyzing the origins, main contributions, 

commonalities and divergences of both paradigms, as well as the affordances of a more complementary 

approach and of advancing in the foundations of a didactics of plurilingualism and translanguaging 

pedagogies. The second article of this compendium (Vallejo & Moore, 2016) deals with the specific objectives 

of documenting, analyzing and understanding the interactional practices and the overall ecology of the 

specific after-school program (objective 1), to illuminate the structural conditions and prevailing ideologies 

that the program is embedded in, as well as practices of transgression and transformation of these 
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mainstream dispositions (objective 2). The third text, a book chapter (Vallejo, 2020a), deals with the 

objectives of contributing to the improvement of both the after-school program and teacher training, that is, 

with the ‘return’ of the research for its participants (objective 5), and of promoting networks between formal 

and non-formal educational contexts by engaging both milieus in the design and implementation of a 

collaborative project based on the principles of service-learning (objective 4). Finally, the fourth publication 

of this compendium (Vallejo, 2020b) expands on the general objectives of understanding the interactional 

practices that emerge in the program by closely documenting a specific reading couple’s engagement within 

and beyond the program, locally and transnationally (objective 1). Furthermore, this particular analysis 

accounts for collaborative and mutually transformative processes, which reshaped the theoretical 

framework with the participants (objective 5) towards principles of language and cultural socialization, 

transcaring and critical cosmopolitanism.  

A few clarifications need to be introduced regarding the overarching objectives and research questions that 

have been described above. When referring to practices (as included in objectives and research questions 1 

and 2), we align here with de Fina’s definition (2018), following Wenger (2008), in the sense that these include 

and are shaped by social and interactional dynamics: 

The concept of practice connotes doing, but not just doing in and of itself. It is doing in a 
historical and social context that gives structure and meaning to what we do. In that sense 
practice is always social practice. According to Wenger, practice includes tools, procedures, 
and social roles but also explicit and implicit knowledge about rules, assumptions, and world-
views. Thus, the shape and development of social practices is largely determined by the 
communicative work of participants, the kind of activities in which they are engaged, and the 
objectives that they pursue. (de Fina, 2018, p. 44) 

This understanding of practice connects to, and allows us to enlighten, the overall learning ecology of the 

program (objective 1), understanding ecology from a sociocultural perspective (Hawkins, 2004; Lemke, 1997, 

2002; Moore & Hawkins, 2022; van Lier, 2004, 2008). Etymologically, ecology comes from oikos (‘house’ in 

Greek) and means ‘knowledge of the house’. The Greek concept of oikos refers not only to the building, but 

also to the goods and the people who inhabit it (Rodríguez et al., forthcoming 2022). From an ecological 

perspective, then, learning spaces are conceptualized as: 

Complex ecosystems, where all of the participants, the practices, the beliefs, the forms of 
language, the forms of literacies, the social, historical and institutional context(s), the identity 
and positioning work, the politics and power relations, the mediational tools and resources, 
the activity and task designs, and the influences of the multiple local and global communities 
within which they are situated come together in fluid, dynamic, and ever-changing 
constellations of interactions, each one impacting the other. (Hawkins, 2004, p. 21) 
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Understanding the research site’s learning ecology from a sociocultural perspective, then, involves 

considering its spatial characteristics, social context, participants, roles, main activities, resources, modalities, 

implicit and explicit objectives, embedded ideologies, affordances, constrains and implications. All these 

elements are understood as converging in and around the research site as co-dependent parts of a complex 

ecosystem (see page 98 for more on how this ecological perspective was met methodologically).  

Other relevant elements that frame these research objectives have to do with an understanding of research 

praxis as an engaged and collaborative task. From this perspective, research processes and outcomes aim to 

contribute to improving and transforming the social realities being studied in collaboration with participants 

(see subsection 6.5. for a wider explanation of this thesis’ epistemological orientation and 

collaborative/transformative research stance).  

Following this stance, this thesis combines the aforementioned theoretical and methodological research 

objectives and research questions with other, complementary pedagogical objectives aimed at having an 

impact in teacher training, and particularly in the subject on plurilingualism from the Bachelor’s Degree in 

Primary Education at the university where the candidate works, and where part of this collaborative research 

was developed.   

Some pedagogical objectives (PO) that this research project aimed to contribute to, in the framework of the 

subject that served as part of the fieldwork include: 

PO1. to support future teachers (students from the Bachelor’s Degree in Primary Education) to be prepared 

for the plurilingual societies and classrooms of the 21st century by introducing them to the theoretical 

and practical foundations of didactics of plurilingualism/translanguaging pedagogies; 

 

PO2. to contribute in developing future teachers’ awareness about non-formal literacy education programs 

and the language and literacy practices that can emerge in these settings, as well as their affordances 

for literacy development and their continuities and discontinuities with mainstream educational 

practices; 

 

PO3. to encourage future teachers’ engagement with real experiences of working for, and with, culturally 

and linguistically diverse pupils and other educational agents in collaborative service-learning projects 

framed by socioeducational activism and transformation, and hopefully, through these, contributing 

to transform the educational experiences of future pupils in mainstream education; 
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PO4. to contribute to advance the methodological and theoretical foundations for the didactization, that is, 

the pedagogical application, of plurilingualism and translanguaging in teacher training; 

 

PO5. to tend bridges between research on pupils’ language and literacy practices and learning in- and out-

of-school, towards their conceptualization as a continuum across modes, codes, spaces and life 

experiences.   

 

Before outlining the theoretical and methodological frameworks that inform this compendium and facilitate 

these objectives to be attained, I will introduce here the context of this research. 
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3. Research context 

 

As has been already mentioned, this PhD thesis is the result of an extended ethnographic research project in 

and around an after-school reading program site over a span of more than three academic years, between 

2014 and 2018. During this time, not only was a vast amount and diversity of data gathered, but also many 

moments of bonding and collaborative learning with children and volunteers were built and documented. A 

selection of such encounters is analyzed in the different publications that make up this compendium, with 

the aim of describing the main practices observed during the ethnographic research, and reflecting on their 

relevance for broadening our understanding of this particular site, and of after-school spaces (see section 2: 

Research objectives and research questions, above, for a detailed description of the research aims).  

The after-school program that is the focus of this study is run by a local non-profit foundation in several 

schools, libraries and civic centers of the Catalan territory for one hour, once a week8. The after-school 

program is based on volunteering and tandem reading, and is addressed at children in 4th and 5th grade of 

primary education (9 to 11 years old) who have been considered by their teachers as being ‘at risk’ of not 

meeting expected curricular objectives for reading in Catalan, the vehicular language of education. The 

project started in the school year 2011-2012 and, as of 2018, was carried out in over 200 sites around 

Catalonia, involving more than 1,800 volunteers who support a similar number of children in one-on-one 

adult-child reading tutorials. 

The explicit aims of the program, as expressed by the coordinators in several interviews held during the 

ethnographic research, and also explained in print and online institutional texts, are to improve children’s 

reading comprehension and encourage good reading habits and reading for pleasure, to give them 

confidence in their reading ability and to provide them with a positive referent from an adult reader (the 

mentor/volunteer) with the objective of supporting readers that both enjoy and benefit from reading for 

their current and future trajectories. Although issues of language choice do not emerge explicitly as part of 

the program objectives, our ethnographic observation found extensive evidence of a general disposition from 

organizers and volunteers to focus on reading practices in Catalan. We further explore the manifestations 

and implications of this emergent language policy throughout this thesis, when we describe the usual 

practices of the specific research site (see subsection 3.3.1. ‘Emergent language policy in the after-school 

                                                           
8 Athough program organizers have provided their authorization for including data and references that might identify the program, they 
have been kept minimal and the specific site and all participants are kept anonymous throughout all this research.  
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program site’), and in the analysis of fragments of interactions included in the different publications that 

make up this compendium.   

According to the program’s institutional documents, the key for increasing children’s educational success 

through improving their reading comprehension lays in adopting a playful and engaging approach. Before 

starting their mentoring, the volunteers attend a training session in which advice is given on how to stimulate 

reading, emphasizing that the child-mentor reading sessions should start from the interests of each child in 

order to make reading a positive experience and establish a trusting relationship. Another key element, 

according to institutional documents, is the participation of the schools and families with the aim of creating 

pedagogical bridges across in- and out-of-school contexts, and for encouraging reading at home. The program 

also includes group activities (usually one per trimester) carried out in conjunction with invited guests from 

diverse local entities, thus allowing the extended educational community to participate in the project. 

Through the inclusion of diverse agents (volunteers, schools, families and other local entities including invited 

guests and the local library), the program aims at creating a reading support system or network for children 

within and beyond the program sessions9. 

In a different institutional document, the main principles (‘key ideas’) of the after-school program are 

summarized in five points: 1) Guaranteeing one volunteer for each child, to make reading an emotional, 

engaging and playful one-on-one experience; 2) starting from the child’s interests, focusing on his/her 

reading preferences according to his/her personal experiences and curiosity; 3) counting on the participation 

of the school, to  ensure proper child support and reinforce their school work in developing reading skills: 

the school identifies the needs of the children, provides the space for the weekly sessions and supports the 

program evaluation; school participation is also essential to introduce the program to the families; 4) 

acknowledging the key role of families as the main educational agent to transmit the pleasure of reading, 

and the need to involve them in the program; and 5) opening the school to the territory through collaboration 

with local entities in the design of group activities10.  

In most of the institutional documents analyzed, and in many conversations with the program coordinators, 

reading proficiency and especially reading comprehension, were conceptualized as key for preventing school 

failure and for improving children’s academic trajectories and their social development beyond the school, 

while poor levels of reading comprehension were identified as affecting students’ overall performance in all 

school subjects, thus becoming a key factor for school failure and for enduring social inequalities. The 

program stakeholders support their argument about the relevance of tackling poor levels of reading 

                                                           
9 Retrieved from https://www.fbofill.cat/lecxit 
10 Retrieved from https://www.fbofill.cat/sites/default/files/E3_9_Lecxit_0.pdf  
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comprehension with available data and academic literature that links reading and school success (e.g. Consell 

Superior d’Avaluació del Sistema Educatiu, 2018; McKool, 2007; OECD, 2002). We will now explore these 

available data on reading proficiency. 

 

3.1. Data on reading proficiency  

 

In order to fully understand the after-school reading program under question, one must also take into 

account the data the program draws from to justify their mission. One significant source of data on which 

the program draws are the results from the periodical evaluations applied by the Catalan Department of 

Education to all students in 6th grade, the final year of primary education in Catalonia. These tests measure 

if, at the end of this period, students in Catalan primary schools have achieved the basic competences 

established in five subjects: Catalan, Spanish, English, mathematics and natural sciences.  

In the three linguistic areas, the tests evaluate three dimensions separately: oral comprehension, reading 

comprehension, and writing. For measuring reading comprehension in Catalan and Spanish, each test 

includes 22 questions (20 multiple choice and two open-ended) based on two texts with different typologies 

(one narrative and one informative). These questions assess three subdimensions of reading comprehension: 

obtaining information (locating explicit information and identifying relevant ideas); interpreting information 

(making inferences and reorganizing information) and reflection and evaluation (evaluating information).  
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Figure 1: Evaluation of basic competences for 6th grade of primary education by the Catalan Department of Education, 2018: Sub-
dimensions assessed for reading comprehension in the areas of Catalan and Spanish. 
 

  

Source: Adapted from Consell Superior d’Avaluació del Sistema Educatiu, 2018, p.7.  
 
The results for reading comprehension in Catalan for the year 2018 show the following: 14.3% of children 

achieve a low level of reading comprehension; 20.8% of children achieve a medium-low level; 39.4% achieve 

a medium-high level; and 25.5% achieve a high level of reading comprehension in Catalan (Consell Superior 

d’Avaluació del Sistema Educatiu, 2018, p.17).  

Based on these results (and specifically on the data that show that 14.3% of children achieve low levels of 

reading comprehension in Catalan), the after-school program organizers produced a public campaign to 

highlight that one child in seven in Catalonia does not understand (the global ideas of) a traditional children’s 

story by the end of primary education, despite having learnt to read at school. The campaign, oriented to 

promote the after-school program and enroll new volunteers, was displayed on city banners and brought to 

the local media under the title ‘Comprendre la lectura, comprendre la vida’ [Understanding reading, 

understanding life]11, with the argument that promoting children’s reading for pleasure is key for their 

educational and social progression.  

As for the causes of students’ results for reading comprehension in Catalan described above, the official 

report for the 2018 Catalan educational system evaluation (Consell Superior d’Avaluació del Sistema 

                                                           
11 see https://comprendrelavida.cat/comprendrelavida/ 
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Educatiu, 201812) indicates that one of the relevant factors for not achieving the expected competences at 

the end of primary education has to do with attending a ‘high complexity school’, which is the classification 

given to (generally public) institutions that face particular educational challenges due to their high 

concentration of socially underprivileged students, generally from low socio-economic and migrant family 

backgrounds (Síndic de Greuges, 2016). Although the institutional report does not make explicit reference to 

students’ backgrounds –nor does the after-school program’s campaign based on the report’s data–, the 

identification of attending ‘high complexity schools’ as a factor influencing academic results subtly introduces 

children’s cultural and linguistic backgrounds and issues of school and social segregation into the equation.  

In a more explicit way, the triennial results from PISA, the Program for International Student Assessment of 

the Organization for Economic Co-operation and Development (OECD), systematically show a clear relation 

between children’s migrant background and poor academic results in reading and other skills and subjects. 

This evaluation applies to 15-year-old students across 79 countries –and subregions– to measure and 

compare educational achievement in mathematics, science and reading in the students’ main language of 

instruction (Catalan in the context of our study). Although PISA has problematized its latest (2018) reading 

results for Spain, both at national and regional levels, alleging that “some data show implausible student-

response behavior” that hinders comparability (OECD, 2019, p. 2), according to the analysis of previous 

editions by Bonal et al. (2015, p. 106), the fact that students from migrant background obtain lower results 

than their local peers has been confirmed in the diverse editions of the assessment program (OECD, 2003, 

2004, 2010) 13 . The analysis by Bonal et al. concludes that the main factors behind unequal school 

performance according to PISA results are students’ migrant background, their socioeconomic status, and 

school segregation –which refers to the unequal distribution of underprivileged students in the educational 

system. Comparisons indicate that children in schools with high concentrations of migrant background 

populations obtain lower results than those with a more balanced population. While this is a general 

                                                           
12  While there is a more recent report of this periodical evaluation corresponding to the academic year 2020-2021 (see 
http://csda.gencat.cat/ca/arees-actuacio/avaluacions-consell/avaluacio-sise-primaria/prova-2021/), we focus on data from 2018 as these are closer 
to the period when the ethnographic work was carried (2014-2017). Considering that the after-school program is addressed at children from 4th and 
5th grade of primary education, and that the Catalan educational evaluation applies to all children in 6th grade, it is likely that some of the participants 
documented in this work might have taken these tests in the period analyzed in the 2018 report.   

13 PISA 2018 reading results from Spain were initially deferred (see https://www.oecd.org/pisa/data/PISA2018Spain_final.pdf) and have recently 
been published, showing a drop in performance in reading in regard to previous editions. The organization warns about the reliability of these lower 
outcomes due to a possible downward bias in performance results. This bias would relate to the fact that, unlike in previous editions, PISA 2018 tests 
coincided in some regions with the local evaluations of basic competences, causing students to disengage from PISA and show a negative disposition 
to demonstrate their proficiency, particularly in regard to reading. Due to the identification of clear evidence of this lack of engagement, the 
organization concludes that “the comparability of PISA 2018 data for Spain with those from earlier PISA assessments cannot be fully ensured” 
(https://www.oecd.org/pisa/PISA2018-AnnexA9-Spain.pdf, p. 1). Consequently, in this section we focus on the analysis of results from previous 
editions of PISA.  
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tendency, it appears to be especially relevant for Catalonia: although the overall local results for reading 

comprehension –according to available data from PISA 2012– are quite similar for children from Spanish 

speaking and Catalan speaking families, and above the national and OECD averages, the distance between 

the results of local and foreign-background students in Catalonia more than doubles the OECD average (Bonal 

et al., 2015, p. 111). The authors conclude that the most effective policy to improve Catalonia’s results in 

PISA assessments and tackle this inequality is to maximize the educational opportunities offered to those 

students in less favorable social and educational conditions. In this sense, PISA-related studies suggest 

adopting measures to support migrant background students beyond their initial years in the host school and 

country (when most of the existent measures are allocated), for example through language and literacy 

support programs like the one documented in this research (Bonal et al., 2015, pp. 117-122; see also Ferrer 

et al., 2011; Moore & Vallejo, 2018; Rincón Bonet, 2012; Vallejo & Moore, 2016).  

While we agree with the recommendations for extending educational support to students in most need, it is 

also important to acknowledge that PISA –and other assessment programs with similar procedures– has been 

questioned as intending to deal with social and educational inequalities while reproducing assessment 

patterns that lead to and perpetuate those inequalities (e.g. Ferrer et al., 2008; Hawkins & Cannon, 2017; 

Moore & Vallejo, 2018; Prais, 2003; Rincón Bonet, 2012). As Hawkins and Cannon (2017) claim, “PISA 

conceptions of language and literacy are reductive and might have consequences in policy making, 

curriculum and instruction that might marginalize emergent bilinguals.” The authors then ask: “Can a 

monolingual approach to standards and assessment truly measure the abilities of linguistically diverse 

pupils?” (p. 532).  

Despite these questionings, PISA’s results and recommendations have been extensively legitimized as the 

reference that many countries and educational institutions and stakeholders use to design and justify their 

policies and practices. This includes the after-school program analyzed in this research, which builds its 

institutional rationale on these recommendations, as well as in the connection established by PISA between 

high-performing students and daily readings habits. 

In addition, proof of PISA’s influence is the fact that test results have raised social and political concern and 

encouraged the Catalan administration and social entities to promote the creation of educational support 

initiatives, especially targeting students’ family background and socioeconomic status, as key factors in 

academic attainment. Consequently, such initiatives have expanded significantly in recent years. A brief 

historical revision of the evolution of national and local educational policies is useful here to understand the 

emergence and expansion of after-school support initiatives in the Catalan context.   
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3.2. Historical evolution of after-school initiatives in the Catalan context 
 

The expansion of after-school spaces is a relatively new phenomenon in Spain and Catalonia, following a long 

period invested in the modernization of its formal educational system after four decades of dictatorship 

(1936-1975): 

One of Spain’s major challenges [after Francisco Franco’s death] was to ensure universal free 
education for all children from 6 to 14 years (extended to 16 years in 1990). This has been 
documented as one of its biggest educational successes — especially since half the nation’s 
population was illiterate at the beginning of the 20th century (Tiana 2009, p.66). However, this 
has meant a deficit in funds spent in other areas, such as programmes to overcome student 
failure and to promote retention of students at risk of ESL [Early School Leaving]. (Vallejo & 
Dooly, 2013, p. 390)  

Parallel to this modernization and universalization of education, a process of decentralization and transfer of 

Spanish competences –including education policy– from the central government to the local administrations 

began in the decade of the 1980s. This transfer has implied that educational funding and policy is primarily 

managed at the regional level of the 17 autonomous communities that make up Spain, creating significant 

differences in terms of the distribution, allocation and spending of funding. In the case of Catalonia, the public 

spending in education –in relation to the Gross Domestic Product (GDP) – has long been lower than the 

Spanish and EU averages, which according to analysts is due both to the questionable distribution of funding 

from center to regions, and to the also questionable spending priorities of the local governments (Dooly & 

Vallejo, 2008; Moore & Vallejo, 2018; Pérez García et al., 2015; Prats, 2002; among others). 

Other factors are also worth mentioning in order to understand the context where extracurricular support 

programs have grown in number and relevance in recent decades. One of them is the particular composition 

of the emerging Spanish educational system, made up of a complex network of public schools, public-funded 

private schools subsidized by the government –locally referred to as ‘escoles concertades’ (and as ‘dependent 

state schools’ by the OECD, 2004), and private schools. This network, and the different filters and conditions 

of access applied by each type of school –especially through fees, other expenses in materials and 

extracurricular activities, and selection criteria– have resulted in a highly segregated educational system due 

to the unequal distribution of students from socially underprivileged and migrant backgrounds within the 

school network.  

This unequal distribution has been related with and accentuated by the significant transformations in the 

Spanish and Catalan demographics related to economic immigration –first from other parts of Spain in the 

1960s and then from around the globe in the first decades of the 21st century– transforming the cultural and 
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linguistic landscape of many cities, neighborhoods and schools. Only in terms of linguistic diversity, Catalonia 

has evolved in the past years from being a traditionally bilingual Catalan-Spanish territory, to being now home 

to more than 300 languages (GELA, 2019); a diversity that is usually reflected in schools regarding students’ 

family languages (Barrieras, 2013; Barrieras et al., 2009). 

Statistics show that while the percentage of students of foreign origins14 enrolled in primary education in 

Catalonia amounts for 13% of the total school population, 78% of these students attend public institutions, 

compared to 19% who attend ‘dependent state schools’ (public-funded private schools) and 3% who are 

enrolled in private schools (Ministerio de Educación y Formación Profesional, 202015). Consequently, critical 

voices claim that public-funded private schools are not fulfilling their responsibility towards a more equitable 

distribution of the diverse school population, especially those with migrant origins, within the school system. 

The concentration of students with transnational family trajectories in the public system has implied that 

some public schools have more than two thirds of their student population from migrant background (this 

percentage rises to 90% in the school where the ethnographic study reported on in this thesis takes place). 

Moreover, as Dooly and Vallejo (2008) explain:  

This ‘ghetto’ effect has been reinforced by the fact that local parents tend to move their 
children out of those schools where ethnic minorities have become the majority school 
population [oftentimes enrolling them into public-funded private schools]. This unequal social 
distribution of students in the dual system is considered to be one of the most blatant 
problems of inequity in the Spanish educational system. (p. 6; see also Vila et al., 2009) 

While educational segregation has clearly contributed to social and educational inequalities and to the need 

to provide extracurricular support for those schools and collectives facing academic disadvantage, recent 

events like the economic crisis that first hit Spain in 2008 have exacerbated this disadvantage and enhanced 

this need for extracurricular support. In Catalonia, while poverty levels increased during the crisis and 

affected especially migrant children and families (Elola & Truñó, 2015), significant cuts in public education 

led to the application of scaling down measures –increasing classroom ratios, reducing teachers and lowering 

their working conditions, and shrinking scholarship and other financial support for needing families. More 

than a decade later, these cuts have not been fully reversed despite the economy showing signs of recovery.  

These extensive strains on public schools have implied ‘outsourcing’ the need for academic support to the 

tertiary sector of NGOs and other non-profit foundations and community organizations based on citizens’ 

                                                           
14 In Spanish and Catalan statistics, the category of foreign (or immigrant) background students generally compiles both students who 
were born abroad, and those who, having been born in Spain from immigrant parents, have a different nationality (commonly known 
as second generation immigrants), as the Spanish legal system does not generally attribute the Spanish nationality to them.  
15 See http://www.educacionyfp.gob.es/dam/jcr:92e663ba-5078-4251-9f3b-e241594ea496/e5-pdf.pdf 
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contributions and volunteering, increasing the demand and offer of free out-of-school activities, generally 

targeting students considered ‘at risk’ of school failure (Carbonell, 2015; Llopart et al., 2016). At the same 

time, in most affluent sectors, private institutions offering paid out-of-school activities have also grown (e.g. 

private English after-school academies) for those who can afford them.  

As a result of all these circumstances (historical, political, territorial and economic factors, and also to the 

low outcomes obtained in local and international assessment programs as the ones described earlier and the 

subsequent recommendations emerged from these results), nowadays in Catalonia after-school activities are 

a regular feature in the weekly routine of many children and youth, providing support for curricular contents 

and developing artistic, linguistic, physical and other competences. While local studies about these initiatives 

are still scarce, a recently published local report on out-of-school opportunities indicates that 8 out of 10 

children and youth in Catalonia take part in educational activities outside of school hours (Forés & Parcerisa, 

2021). Other available data show that only in Barcelona there are more than 140 entities running after-school 

activities (González Motos, 2016) and around 350.000 students of primary education taking part in artistic or 

curricular support programs (Síndic de Greuges, 2014, p. 7).  

According to González Motos (2016), after-school activities in Catalonia currently accomplish (or are aimed 

at meeting) three major goals: 1) allowing parents a work-life balance by extending the hours that children 

spend out of the home with adult supervision; 2) providing students with more learning time beyond school 

hours; and 3) making up for the educational inequalities that affect some collectives by providing academic 

support and/or developing other social abilities (p. 2, based on Lauer et al., 2004). In this sense, González 

Motos warns that after-school activities have the potential to either reduce social disadvantages of children 

from underprivileged backgrounds, or to reproduce and even increase social inequalities between those 

children who have and do not have access to them. Other authors also warn that the increase in after-school 

programs on offer in recent years might also increment the socioeconomic inequalities for gaining entry to 

such activities. As Carbonell (2016) explains: 

 Educational opportunities outside of school have grown. However, since the financial crisis, 
there has also been an increase in social inequalities that further hinder access to non-school 
educational activities for young people and families with fewer economic, social and cultural 
resources, both during the school year and in summer vacations, despite efforts made by some 
local councils and non-profit organisations. (p. 6)  

This access is defined, to a big extent, by the existence or absence of a fee and consequently by families’ 

financial possibilities, but also by parents’ access to (or lack of) information about available after-school 

initiatives and about the procedures for enrolment (González Motos, 2016). The lack of adaptation of some 
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after-school activities to be more accommodating to diverse religious norms and cultural beliefs (e.g. 

regarding the use of specific clothing in certain sports) can also be an obstacle for certain families (Guo, 2012). 

Consequently, making after-school programs accessible and flexible for children and their families –including 

parents that might not know the local languages and be familiar with enrolment procedures– seems as 

important as providing affordable options for all students (Forés & Parcerisa, 2021).  

Aware of these potential barriers, Catalan social entities have played a significant role in the promotion of 

inclusive, accessible non-formal educational opportunities. Some examples are the projects ‘Educació360’ 

and ‘EDhack Raval’ led by the Fundació Jaume Bofill, which aim at creating ample networks of accessible non-

formal educational opportunities, especially in underresourced neighborhoods. These initiatives also seek to 

promote educational innovation, social activism and the creation of an educational ‘ecosystem’ connecting 

formal and non-formal educational experiences. The after-school reading support program documented in 

this research is also coordinated by this non-profit organization, and constitutes a good example of free 

academic support initiatives targeting students from underresourced backgrounds.  

I will now describe the specific program site where our ethnographic research has been conducted. 

 

3.3. The after-school program site of this research 

 
The specific site of the after-school program where this ethnographic work was done is a multicultural and 

multilingual, ‘high complexity’ public primary school in downtown Barcelona. The school is located in the 

neighborhood with the highest migrant population in the city and the highest ratio of foreign residents as 

compared to the local population. According to City Hall statistics from the period of the ethnographic work 

(Ajuntament de Barcelona, 2016), the ratio of immigrant inhabitants almost doubles that of other highly 

multicultural city zones. The largest foreign communities in the neighborhood are from Pakistan, Bangladesh, 

the Philippines, India and Morocco, along with migrants from other regions of Spain and more recently also 

from various European countries, particularly Italy, France, the United Kingdom and Germany. According to 

the same source, the residents are mostly young adults with low levels of formal education and low family 

incomes, although some specific zones within the neighborhood present considerable demographic 

differences due to processes of gentrification and urban transformation (Ajuntament de Barcelona, 2016, 

2018). Regarding the presence of primary education students with transnational family trajectories, while 

the average in Catalonia is 13%, this neighborhood has 40%, with 13 of its 16 public primary schools with 

over 30% of migrant background students, and 2 of its 8 public-funded private schools with similar ratios 
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(Ajuntament de Barcelona, 2014-2018; Consorci d’Educació de Barcelona, 2015). While Spanish is the 

dominant lingua franca of interaction in the neighborhood, and Catalan is the vehicular language of schools 

and other institutional contexts (e.g. civic registration offices, social and health services, public libraries), the 

linguistic landscape of the area, dense in shops and restaurants, displays a wide variety of languages including 

Amazigh, Bengali, Urdu, Arabic, Tagalog, Punjabi, Italian, English and many more, along with Catalan and 

Spanish.  

According to the headmaster of the school where the after-school site is located, 90% of the student 

population in the period of this ethnographic work had migrant family backgrounds, with half of them born 

in Barcelona to immigrant parents, and the other half having migrated from their home countries 16 . 

Consequently, while some students had Catalan or varieties of Spanish as their home language(s), a 

considerable body of students spoke languages at home different from those taught at the school (Catalan, 

Spanish and English). In addition, while some had always lived and been schooled in Catalonia, others had 

transnational trajectories and had arrived in Catalonia at a very young age without prior schooling, or brought 

diverse schooling experiences with them. Of those who had arrived with previous schooling, some had been 

schooled in languages that were not part of the Catalan curriculum, and others had attended English-medium 

schools or had learned English or French as school subjects in their home countries –languages that, in Spain, 

are usually taught in primary or secondary education as foreign languages. These different trajectories of the 

school population implied that students’ plurilingual repertoires were very diverse, including different home 

languages, former school languages that may or may not have a curricular presence in Catalonia, plus the 

local and curricular languages of the host society. Similarly, depending on the years spent here and abroad, 

their literacy skills in the different languages that made up their repertoires had different levels of 

development. Some of the students knew how to read and write in their home languages or in previous 

school languages –which may also be curricular languages in their new school– before entering the Catalan 

school system, and others had only developed oral skills. Some children also attended out-of-school literacy 

lessons in their home language(s) in Catalonia, usually run by the migrant communities at local facilities and 

temples.  

Incidentally, the after-school program coordinators explained that the school, which was visibly 

underresourced and did not have a school library, obtained very good results in English in the evaluations 

applied by the Catalan Department of Education to all students at the end of primary education –as opposed 

                                                           
16 Information provided by the school headmaster during a welcome session for the after-school program vounteers in the school year 
2015-2016. 
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to lower results in all the other areas assessed. The program coordinators attributed this good performance 

in English to some students’ family backgrounds or previous schooling experience in their home countries. 

Interviews and more informal conversations with program coordinators also indicated that the school 

management did not always provide avid support to the after-school program; limiting their contribution to 

facilitating the physical space and selecting the children. This stood in contrast to other schools that also run 

the program in downtown Barcelona, which were described as having school headmasters and teaching staff 

who were actively engaged with the program aims and weekly activities. This perceived institutional lack of 

interest at the particular school where our ethnographic work was carried had negative ramifications for the 

after-school program’s objective of teaming with the school to ensure proper literacy support and reinforce 

schoolwork, and contrasted with the great interest shown by the students who attended the program. This 

mismatch became evident in the coordinators’ reports and in the ethnographic data. In most cases, children’s 

participation in the after-school program had been decided by their school teachers on the premise that they 

were not meeting expected standards for reading in Catalan, and thus considered as students ‘at risk’ of 

school failure. While their allocation in the program responded to deficiency-based criteria, the students’ 

general perception of participating in the program was very positive. Ethnographic data show how some 

students even managed to strategically subvert the program’s access criteria established by their teachers in 

order to join, for example by pretending to make errors while reading in class (see Vallejo & Moore, 2016, 

pp. 47-48). Pupils’ positive perception of the after-school program is also reflected in the questionnaires that 

the program distributes at the end of every school year to both children and adult participants. 75% of the 

children express that they enjoy reading better with a mentor than by themselves, and 88% consider that the 

experience of participating in the after-school program helps them to improve their reading comprehension. 

This positive perception is shared by the adult participants: 85% of volunteers value the program positively, 

91% of the teachers perceive improvement in the students’ reading comprehension, and 92% of the families 

consider that their children are reading more and better17.  

The composition of the after-school program site during the ethnographic research period very much 

resembled the one described by the school headmaster for the whole school: in the first year of data 

collection, 22 of the 24 participating students had migrant family backgrounds, a proportion that remained 

more or less similar in the following academic years. Most of these children had transnational life trajectories 

and highly plurilingual repertoires, and their home languages were very often different from those included 

                                                           
17 Retrieved from https://comprendrelavida.cat/comprendrelavida/elrepte.php and  https://www.fbofill.cat/sites/default/files/E3_9_Lecxit_0.pdf 
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in the school curriculum. Other participants in the site included two local coordinators, 24 adult volunteers –

all women with Catalan backgrounds– and the researchers of this project (two during the first year –the PhD 

candidate and one of the supervisors– and one in the subsequent years –the doctoral student–; both of 

whom had transnational trajectories and had learnt Catalan as adults after migrating to Catalonia). The 

researchers’ tasks in the after-school program combined ethnographic research with volunteering and 

reading with children when needed, for example due to the absence of a regular mentor.  

In the three years of participant observation, the program’s main dynamics were based on tandem reading 

(one adult volunteer-one child) of books and other reading material usually provided by the program and 

chose by the reading couples. Other literacy related activities like playing hangman or riddles also appeared 

and were usually allowed in the final minutes of each reading session. Every trimester there was also one 

session dedicated to a whole group dynamic, usually involving external, invited participants from local 

associations who delivered workshops around poetry, storytelling, theatre and other literary and artistic 

performances. 

 
3.3.1. Emergent language policy in the after-school program site 

 

Despite the children’s diversity, ethnographic observations and conversations suggest that neither the 

coordinators nor the volunteers of the after-school program had much insight into the pupils’ family 

backgrounds, home languages or plurilingual repertoires. Although the materials provided by the program 

and the training sessions for the volunteers focused on reading in general, and made no explicit reference to 

which language should be used, our ethnographic observation provided ample evidence that Catalan, the 

vehicular language of formal education, was the default language for reading and adult-child communication. 

Catalan was systematically used by the coordinators, volunteers and other invited guests to address the 

children and discuss the readings and other games and group activities, implying that participants generally 

interpreted the program as being about reading in Catalan.  

To understand this orientation, a mention should be made here to the prevailing linguistic ideologies about 

the role and status allocated to Catalan –especially in relation to immigration and linguistic diversity– and 

which frame public discourses and language policy in our local context. Woolard (2008, 2016) describes two 

differing and coexistent social discourses in relation to the social role and status of Catalan: those of 

anonymity and authenticity. On one hand, the discourse of anonymity frames Catalan as the vehicular 

language of communication that belongs to no one and to all, a neutral, common and accessible code that 

works as the medium for integration and social cohesion in a diverse and plurilingual society. This discourse 
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of anonymity is at the heart of the educational ‘Catalan conjunction model’ –popularly known as immersion 

education– implemented in the 1980s and expanded towards a plurilingual educational model in 2018 

(Departament d’Ensenyament, 2007, 2018). The immersion model places Catalan as the vehicular language 

of education, while also opening spaces for Spanish and foreign and heritage languages within the curriculum. 

In this model, Catalan is conceptualized as a) a central feature for promoting communication, integration, 

social cohesion and equality of opportunities to a growingly diverse school population; b) an asset that, when 

shared, ensures all students’ access to further education and wider labor opportunities; and c) a minority 

language whose social use is in need of promotion and protection, framing schools as key spaces for these 

endeavors.  

The discourse of authenticity, on the other hand, frames Catalan as Catalonia’s ‘own’ and proper language, 

rooted in a specific nation, tradition, culture and history, and as a key feature in the identity of a specific, 

autochthonous community (see Woolard, 2020, for a description of the evolving role of these discourses in 

Catalan language policy and in social and political debates, including those emerging around the upswing of 

a Catalan independence movement in recent years). Despite their contrapositioning, discourses of anonymity 

and authenticity coexist and contribute to promoting the social use and social status of Catalan, and 

acknowledge the key role of the immersion model, and of educational spaces and agents, in this linguistic 

promotion.  

Catalans with transnational trajectories do not always find it easy to navigate and identify with language 

ideologies of anonymity and authenticity in relation to Catalan. Moreover, as Spanish is the dominant social 

language in many neighborhoods due to significant migration movements from other parts of Spain in the 

past century, and from Latin America and other parts of the world in recent decades, they tend to find fewer 

opportunities to use and interact with Catalan beyond the school and other institutional spaces (Pujolar, 

2010; Vila et al., 2009). This dichotomy between Spanish as the dominant social language and lingua franca, 

and Catalan as the institutional language is also reproduced on school premises, despite institutional efforts 

to shape Catalan as the common language of socialization for both locals and newcomers. As many studies 

have documented, in those educational settings where Spanish is the dominant social language outside of 

schools, children tend to use Catalan to communicate with their teachers in academic exchanges, and 

plurilingual and hybrid modes including Catalan, varieties of Spanish and other home languages to interact 

with their peers both in and out of the classroom (Corona, 2012; Llompart, 2016; Pujolar & Puigdeval, 2015; 

Unamuno, 2008; Vila & Siqués, 2013; Vila et al., 2009, among many others).  

Given the still weak position of Catalan in many social contexts, language policy makers and educational 

agents share a concern for keeping educational sites as Catalan ‘safe’ spaces, and see the presence of other 
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languages and plurilingual uses as potentially threatening to the survival and promotion of the local minority 

language (Cenoz & Gorter, 2017). These concerns may explain in part the extensively shared understanding, 

especially by adult participants, of the after-school reading program as involving Catalan-only language and 

literacy practices.  

The ideological association of developing literacy skills and a Catalan-default approach, which emerged in 

adult-child interactions, was also reflected in the selection of reading materials provided by the program, 

which during our research period included a wide variety of genres from classic children stories to comic 

books and sports magazines, all in Catalan. Other hints of this Catalan-default focus were the criteria applied 

by the school teachers to select the program participants, based on reading proficiency in Catalan, as well as 

the fact that the assessment data used by the program to raise awareness of students’ poor levels of reading 

comprehension in Catalonia are based on local and international tests’ results for reading comprehension in 

Catalan (although results for performance in other curricular languages are also available). This position 

brings to mind the aforementioned language compartmentalization approaches sustained by one-language-

only (OLON) and one-language-at-a-time (OLAT) principles (Berthoud et al., 2013; Li Wei & Wu, 2009). 

Regarding other (non-curricular) languages, no reference was found in the program documents to the 

children’s linguistic backgrounds and repertoires, neither in conversations nor in interviews with 

coordinators and volunteers. In this sense, while the program’s explicit objectives are improving children’s 

reading comprehension and promoting their reading habits and reading for pleasure by starting from their 

own experiences and interests, the role that students’ prior knowledge, diverse repertoires and cultural 

experiences might play in attaining these objectives remains unattended. Nor is the role that speaking a 

different language or variety at home might play in obtaining poor results in reading comprehension in the 

school vehicular language taken into account. 

Considering that approximately half of Catalan students are initiated in reading and writing in a language 

different from the language used at home (Rincón Bonet, 2012, p. 46), Rincón Bonet argues that a more 

sensitive approach to children’s family languages seems recommendable:  

Atès el context multilingüe de la societat catalana, cal tenir en compte la incidència de la 
llengua en el desenvolupament de les competències lectores en català (…). Obviar-ho, tractar 
de limitar-ho o establir jerarquitzacions entre els diferents multilinguismes a l’escola entenem 
que no contribueix a atendre adequadament les necessitats educatives dels alumnes, entre 
elles el desenvolupament de la competència lectora en la llengua d’aprenentatge. (Rincón 
Bonet, 2012, p. 46) 
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[Given the multilingual context of the Catalan society, it is necessary to take into account the 
incidence of language in the development of reading skills in Catalan (…). Ignoring it, trying to 
limit it, or setting hierarchies between the different multilingualisms in the school, we 
understand, does not contribute to attend adequately the educational needs of students, 
including the development of reading competence in the language of learning.] (Rincón Bonet, 
2012, p. 46) (my translation) 

The author defends the benefits of accounting for children’s linguistic backgrounds and promoting contact 

between languages, arguing that the process of learning to read and write in a language other than the family 

language(s) is related to the ability to infer ideas and meanings, and to the transfer of knowledge, skills and 

attitudes acquired in the first language(s). These abilities to infer and transfer, she claims, allow the learner 

to make comparisons and find ways of resolving difficulties in both the first and second language(s) (Rincón 

Bonet, 2012, p. 47).  

Rincón Bonet backs her claims by referencing several studies (e.g. Caspe, 2003; Vila, 2010) that advocate for 

the need to generate reading practices that favor family-school continuity, giving visibility to and adopting 

practices often not recognized by educational institutions. Based on these arguments, the author offers two 

general recommendations for educational stakeholders in the development of pupils’ literacy. The first 

suggestion refers to taking into account linguistic diversity, and especially the home languages of children 

who begin to read and write in a second language. This implies taking advantage of the coexistence of several 

languages for the development of multilingual reading skills, encouraging the transfer of reading skills in 

students’ first language(s) to the second language(s), and promoting the oral knowledge they might have in 

the second language that may lead to successfully completing academic tasks. The second recommendation 

for educational stakeholders in the development of pupils’ literacy refers to considering reading practices in 

languages other than the institutional ones, which in school contexts would imply taking into account 

students’ reading practices at home, making them visible and incorporating them into classroom dynamics 

to establish family-school continuities (Rincón Bonet, 2012, p. 48, see also Aliagas, 2012). 

Rincón Bonet’s advice clearly applies to the after-school program of this study, given the uneven equation 

between children’s plurilingualisms and the program’s Catalan-default approach to literacy. This approach is 

also a significant clue that the dynamics of the after-school program align with the school principles and 

general ethos regarding languages. These dynamics emerged in our conversations with children and 

coordinators, and in our observation of the school’s linguistic landscape, where only curricular languages 

were displayed.  

Other signs of school and after-school alignment were also identified during the ethnographic work: Although 

the program’s explicit motivation is to promote a playful approach to reading, and several documents and 
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the training sessions for the volunteers insist on using creativity to break up from formal school dynamics 

(e.g. reading under the school tables was a recurrent example of suggested creative transgressions), our 

ethnographic observations did not document many such creative transgressions. Indeed, the children 

deliberately chose to sit and read in the same classrooms and tables as in their school routines, and often 

identified their mentors/volunteers as ‘teachers’. These alignments of after-school and formal educational 

practices, which emerged from the children and volunteers, can be framed and understood drawing on 

Bourdieu’s notion of a socially ingrained and reproduced ‘habitus’ (1991), and on Gogolin’s related 

‘monolingual habitus’ (1994, 1997) of shared, naturalized and unquestioned beliefs, dispositions and 

expectations that organize educational routines around restricted and monolingual assumptions, which 

individuals perceive and reproduce as ‘the way things are’ (see also pages 67-68).  

While hints of a shared habitus were identified in the dispositions of children and volunteers towards aligning 

to standard and monolingual educational practices and expectations in their after-school routines, the 

ethnographic research also allowed us to identify signs of disalignment or distancing between formal and 

non-formal education practices, which we interpreted in terms of resistance, subtle transgression and 

potential for transformation of the prevailing monolingual and monocultural ‘habitus’ (Moore & Vallejo, 

2018; Vallejo & Moore, 2016). One significant point of tension identified in our ethnographic work was 

between the volunteers’ understanding of literacy and their consequent expectations of the sessions, 

focused mainly on the children producing accurate and fluent reading in Catalan with their guidance and 

support, compared to the children’s preferences for less traditional literacy activities around comics, manga, 

music lyrics and word games. Other favorite activities proposed by the children included using the classroom 

computer to play videogames, and going to the public library located across the street from the school to 

select from a wider variety –both in terms of genres and languages– of reading resources.  

Although these activities preferred by the children were not regular parts of the program sessions and were 

sometimes met with resistance from the adult participants, most times their inclusion was negotiated 

between the children and their mentors, combining more traditional literacy practices around children’s 

literature in the school vehicular language, with other genres and activities according to the children’s 

preferences. According to our ethnographic observation, it is precisely in these spaces of negotiation and 

transgression, and in their ability to choose and decide, that children oftentimes found –or created– spaces 

to display abilities related to plurilingual practices and pluriliteracies that may not find a space in school 

settings. This flexibility, which is documented and analyzed in the different publications of this compendium, 

has been highlighted by local and international research as one of the major assets of out-of-school 

educational spaces. We will now turn to this pre-existent literature. 
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4. Review of literature on after-school programs 
 

Given the context of the study, it is relevant to provide a literature review of studies on after-school programs 

(especially focused on literacy, but not only), both at an international –predominantly Anglophone– level 

and, to a lesser extent, also locally. I will present here a summary of the main findings (see Moore and Vallejo, 

2018, and the different publications that make up this compendium, for a more extensive account). 

One of the most significant contributions of the literature revised is the claim that after-school programs –

and non-formal education initiatives in general– have a positive impact on students’ academic and social 

trajectories (Pros et al., 2015), especially when they (re)position children and youth as competent and focus 

on their skills and abilities, departing from institutional deficit-based approaches that are often at the basis 

of their allocation into the programs.  

In their extensive analysis of research on literacy in out-of-school settings in Anglophone contexts, Hull and 

Schultz (2001) acknowledge that: 

During the last two decades, researchers from a range of disciplines have documented the 
considerable intellectual accomplishments of children, youth, and adults in out-of-school 
settings, accomplishments that often contrast with their poor school-based performance and 
suggest a different view of their potential as capable learners and doers in the world. (p. 575; 
see also Hull & Schultz, 2002) 

In relation to children’s capabilities, Cole (1996) highlights after-school literacy programs’ potential to 

restructure adult-child hierarchies and power imbalances that oftentimes structure school dynamics, 

towards a more balanced distribution of knowledge and skills between participants. Such (re)distribution of 

expertise would allow students to participate in more active, empowered and collaborative roles than those 

usually performed at school (see also Cole & The Distributed Literacy Consortium, 2006).  Along similar lines, 

Spielberger and Halpern (2002) argue that the benefits documented in after-school programs relate to the 

integration of new agents (volunteers, families) and of more flexible dynamics that bring less academic 

pressure to students’ performance. Also regarding the incorporation of external participants, Cobb (2000) 

and Allor and McCathren (2004) have shown the positive effects of involving college students and trainee 

teachers as tutors in literacy programs with children, for example through service-learning projects (Kinloch 

& Smagorinsky, 2014). While research shows that integrating external participants is beneficial in promoting 

collaborative practices and allowing for a more individualized attention to the children, a poor level of 

training of the volunteers, coupled with unstructured or non-systematic sessions, can bring lower results, 

especially when addressing children from underprivileged backgrounds (Allor & McCathren, 2004).  
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Regarding pupils’ profile, most research and institutional documents on after-school programs highlight that 

their social and educational benefits are especially significant when addressing underprivileged children from 

minority –including migrant– backgrounds. At an institutional level, the European Commission states that 

“There is indicative research evidence that formal and informal learning led by trained staff and volunteers 

outside school enhances migrant children’s interest in education, their language skills and their aspirations” 

(European Commission, 2015, p. 11). Other international instances including UNESCO and OCDE have also 

referred to the impact of non-formal educational spaces in reducing educational inequalities, preventing low 

academic results, improving school outcomes and increasing students’ educational expectations, while 

enhancing that the benefits of such activities are especially relevant for children from underprivileged 

backgrounds, including those from ethnic minorities and migrant background. These institutions claim that 

such benefits are most salient in primary education (González Motos, 2016), in line with other studies (Cobb, 

2000) that also highlight the importance of providing out-of-school support in the early years of education 

as more effective than in higher school levels.  

Local and international literature has also explored the role of non-formal education initiatives in tackling 

social and educational inequalities, especially those involving ethnic and linguistic minorities considered ‘at 

risk’ of school failure and social exclusion (Crespo et al., 2014; González Motos, 2016; Iglesias & Morata, 

2019; Llopart et al., 2016; Subero et al., 2017). On a paneuropean level, the EPASI project report, focused on 

analyzing educational policies and practices that addressed social inequalities in 14 European countries, 

provided ample evidence that out-of-school initiatives played a significant role in countering social and 

educational disadvantages of minorities in diverse local contexts (Dooly & Vallejo, 2009; Ross et al., 2009)18.  

While stating that non-formal education can play a relevant role in improving the academic and social 

trajectories of underprivileged students, these studies also indicate that school failure and social exclusion 

are structural phenomena involving many factors (Fernandez Enguita et al., 2010; Puelles, 2012; Vallejo & 

Dooly, 2013, among others), and after-school support is only one element in the complex network of actions 

to ameliorate young people’s trajectories. Still, as a way to improve structural problems regarding school 

failure and the educational segregation of minorities,  research reports addressed at policy makers and 

stakeholders in Catalonia (e.g. Forés & Parcerisa, 2021; González Motos, 2016; Iglesias et al., 2019) advocates 

for expanding, reinforcing, coordinating and improving non-formal education initiatives. Among the current 

challenges identified by these authors are ensuring equality of opportunities to access the existing offer of 

out-of-school activities, enhancing connections between formal and non-formal educational milieus, and 

                                                           
18 EPASI: Charting Educational Policies to Address Social Inequalities in Europe. European Commission, SOCRATES Observation and 
Analysis Project, 2007-2009. 
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creating and reinforcing social structures and alliances towards the generation of ‘full-time’ educational 

opportunities across all spaces and times. Part of the path to achieve such objectives implies documenting 

and identifying local non-formal educational initiatives and practices that are favorable towards inclusion, 

equality and the creation of extended community networks.  

In their interest to establish what works best, several studies have shown that the impact of after-school 

programs is higher when they attend to students’ diversity and socio-emotional aspects and acknowledge 

intercultural and self-identity issues. These studies have also shown that after-school programs work best 

when they address and incorporate students’ preferences, when they capitalize on pupils’ household and 

communities’ funds of knowledge and funds of identity (Esteban-Guitart et al., 2016; Subero et al., 2017), 

and when they have a clear connection to curricular contents, systematically structured sessions, well-

prepared tutors and innovative methodologies that promote experiential rather than transmissive learning. 

Such experiential learning is at the basis of some extensively documented projects, such as ‘The Fifth 

Dimension’ (see Cole, 1996; Cole & The Distributed Literacy Consortium, 2006), which has inspired other 

initiatives across the world such as ‘La Clase Mágica’ in the U.S. and Spain (Macías & Vázquez, 2015; Vázquez, 

2003) and the project ‘Shere Rom’ in Catalonia (Crespo et al., 1999, 2005, 2014). All these initiatives share a 

focus in engaging diverse community agents including Roma children and educators and/or other minority 

communities along with educational institutions, university-based researchers, trainee teachers and other 

local partners in collaborative practices around diversity, inclusion and digital literacies.  

Another after-school project which has produced extensive and relevant research literature is ‘GlobalStory 

Bridges’, which focuses on developing technological skills, global engagements and English proficiency for 

underprivileged children across several countries through their production and exchange of audiovisual 

stories. Research has shown that the transmodal communications involved in the program dynamics can 

promote transnational and transcultural engagements and critical cosmopolitanism (Hawkins, 2014, 2018; 

Vallejo et al., 2020, among others). This project was informed by previous research on community-based 

programs that provided evidence of their benefits on the support and development of emotional, relational 

and identity aspects, as children from minority backgrounds found and created networks of support and 

common referents within these out-of-school community spaces (Lee & Hawkins, 2008).  

The potential of out-of-school community-based programs to open up spaces for plurilingual children’s rich 

and complex ways of being and doing has also been extensively described by Gutierrez and her colleagues 

(DiGiacomo & Gutiérrez, 2014; Gutiérrez, 2008, among others). In their work with migrant background 

children in the U.S. participating in community-based non-formal educational activities, the authors used the 

term ‘collective third spaces’ to describe these settings as “particular, inclusive and equitable social 
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environments” and “expansive learning contexts” where students can engage in creative and meaningful 

ways and “begin to reconceive who they are and what they might be able to accomplish academically and 

beyond” (Gutiérrez, 2008, p. 148).  

As we have stated at the beginning of this work, oftentimes the resources that children bring with them to 

school and out-of-school spaces include family languages, highly diverse plurilingual and pluricultural 

repertoires, non-standard linguistic varieties and elements typical of child/youth popular culture that do not 

match with those valued and required in formal schooling. Several –mostly international– studies have 

accounted specifically for after-school programs addressing plurilingual and pluricultural children that 

successfully build on their flexible and hybrid in- and out-of-school cultural, language and literacy practices 

(e.g. Creese & Blackledge, 2010a; Li Wei, 2011, among others). Based on the ethnographic observation of 

children’s complex plurilingual repertoires and uses in several out-of-school programs, these authors show 

that non-formal educational settings can generate collaborative contexts where multimodal practices and 

what Creese and Blackledge (2010) call flexible bilingualism are praised as socially valuable and beneficial for 

learning. As a consequence of this, non-formal educational initiatives can promote co-learning (Li Wei, 2014) 

and challenge monolingual/one-language-only and monocultural ideologies and discourses still pervasive in 

society in general and in education and language learning in particular.  

Referring to several of the aforementioned studies, García and Li Wei (2014) claim that they provide evidence 

of how it is especially in alternative educational spaces where hybrid language practices and the display of 

pupils’ entire repertoires are privileged. The authors argue that by “giving voice to those who language 

differently”, non-formal educational initiatives and practices connect to principles of linguistic and social 

justice, and challenge the divide between everyday and school-based languaging and literacies (pp. 115-117).  

The interest in connecting in- and out-of-school practices and learning experiences, and in expanding the 

scope of what counts as legitimate knowledge, has been a long pursued aim. In their seminal analysis of 

research on out-of-school literacy programs, Hull and Schultz (2002) conclude that “There is much we can 

learn about successful pedagogies and curricula by foregrounding the relationship between formal education 

and ordinary life” (p. 3). While recognizing the analytical utility of the in- and out-of-school divide to highlight 

the differences in pupils’ performance and categorizations, the authors also advocate for framing non-formal 

educational spaces as non-oppositional to school practices, but as an opportunity to establish relationships 

between milieus while promoting the bringing of after-school learning dynamics into formal teaching, with a 

special focus on literacy. In line with this, they wonder: “Could research on literacy and out-of-school learning 

help us think again and anew about literacy teaching and learning in the schoolroom –in formal, ‘traditional’ 

educational settings? And if so, how?” (Hull & Schultz, 2002, pp. 2-3; see also Hull & Schultz, 2001, p. 578). 
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For the sake of a realistic reflection on these issues, the authors warn that the aim is not to romanticize out-

of-school contexts –or demonize formal education–, but trying to “acknowledge the complexities, tensions, 

and opportunities that are often there” (Hull & Schultz, 2002, p. 3). Among the tensions and challenges, their 

research shows that despite the growing body of evidence about the potential of after-school literacy 

programs, oftentimes they reproduce and reinforce the same school-like activities and approaches to 

students’ language and literacy practices that have led these students to be labelled as underachieving and 

put into support programs. In these cases, after-school programs can reinforce rather than help students to 

get out of these categorizations.  

Literature in the Catalan context is scarcer; however, some significant works have focused on documenting 

students’ home, community and school language and literacy practices, working collaboratively with children 

in documenting linguistic uses and diversity in their own communities (see for example Codó et al., 2012; 

Dooly & Unamuno, 2009; Masats & Unamuno, 2011; Unamuno & Masats, 2010, among others, within the 

DECOMASAI project 19 ). While the focus of these studies –and of the overall project where they were 

developed– was not on non-formal educational spaces, they do provide significant evidence of existent 

continuities and discontinuities between pupils’ in- and out-of-school communicative practices, and of the 

affordances of involving students and educational agents in collaborative research processes to bridge these 

gaps. 

Regarding local research on after-school spaces, while an extensive array of international studies have 

highlighted the potential of these programs to open up spaces for children’s complex plurilingual repertoires 

and uses, available local studies show that the non-formal educational offer is mostly organized around 

language separation and one-language-only approaches. Prevailing language and literacy support initiatives 

in Catalonia –including those run by public and civic entities as well as private language academies– tend to 

focus on the separate development of the school curricular languages (Catalan, Spanish and foreign 

languages, oftentimes English). Meanwhile, the maintenance and development of transnational background 

students’ family languages and literacies has traditionally been left in the hands of the migrant communities 

and carried by fellow members in communitarian or religious facilities, a separation that reinforces 

perceptions of social and children’s diglossia (Ferguson, 1959; Fishman, 1967, see page 66 for a discussion of 

the concept). 

                                                           
19 DECOMASAI: El desarrollo de las competencias multilingües entre alumnado de educación secundaria autóctono e inmigrado: 
continuidades y discontinuidades entre las prácticas escolars y las prácticas de entorno [The development of multilingual competences 
among secondary school students of local and migrant background: continuities and discontinuities between educational and non-
educational practices]. Spanish Ministry of Education, Science and Technology, 2007-2010.  
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In her study of immigrant background youth’s linguistic practices at school and at their out-of-school heritage 

language lessons in the local Mosque in Barcelona, Reyes (2017, 2018) compares divergent displays of literacy 

learning strategies, linguistic competence, overall participation and agency by the same youth in the two 

learning milieus, and how their performance is regarded as a sign of competence or deficiency by adult 

teachers. The fact that the same students appear as skilled and unskilled in different language learning spaces 

prompts reflection on the social categorizations of plurilingual and pluricultural children from migrant 

backgrounds, and underscores the need to advocate for higher integration of their language learning and 

literacy experiences across in- and out-of-school milieus. 

The relevance that the author claims for promoting educational dynamics that include and expand students’ 

in- and out-of-school language and literacy practices has become more salient in Catalonia in light of the 

recently published ‘Language model of the Catalan education system: Language learning and use in a 

multilingual and multicultural educational environment’ (Generalitat de Catalunya, 2018). The model, 

developed by local educational authorities in close relation with researchers in the field of plurilingualism, 

advocates for an integrated linguistic approach as a means for promoting equality, inclusiveness and social 

cohesion. The new linguistic model builds on the foundations of the language immersion program 

implemented in Catalonia since the 1980s, reinforcing the role of Catalan as:  

the main communicative language of the whole education system, ensuring all students are 
proficient in it and fostering its use, while also establishing the foundations to promote 
inclusive, plurilingual and intercultural approaches that build relationships between different 
cultures and between the first language and other languages, that facilitate interdisciplinarity 
and closer cooperation between teachers across the curriculum. (Generalitat de Catalunya, 
2018, p. 7) 

While the protection and promotion of Catalan remains a central feature of the new language model, this 

task is not pursued from a unilingual perspective, but by positioning Catalan as the language that vertebrates 

an integrated plurilingual curriculum. For doing so, the model provides schools with greater autonomy to 

integrate and articulate the presence and role of different languages across the curriculum according to their 

specific sociolinguistic circumstances, and encourages schools to design and implement transversal, content 

and language integrated methodologies, thus allowing for curricular languages other than Catalan to be the 

language of instruction of non-linguistic subjects and contents. The model also opens the possibility to 

incorporate instruction of other, migrant background students’ family languages (starting with Chinese and 

Arabic and planning to incorporate others in the future) within school hours as second foreign languages, a 

category previously reserved to prestige European languages such as English, French, German and Italian. 

Previously, the presence of students’ non-curricular home languages was –if any– relegated to after-school 
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hours. The model also encourages schools to adopt pluralistic didactic approaches that foreground pupils’ 

plurilingual repertoires and practices and develop their plurilingual and pluricultural competence. 

If, paraphrasing Hymes (1980, p. 106), educational improvement should start by knowing where the child is 

and where he/she comes from; the Catalan institutional bet for promoting plurilingualism and the 

acknowledgement of linguistic diversity in schools requires understanding what children know and do in their 

everyday lives as a necessary starting point. Documenting children’s plurilingual and pluriliteracy practices as 

displayed in other milieus may then contribute to inform school policy and teaching practice, and to connect 

school learning to children’s quotidian social life, including their linguistic and cultural backgrounds, 

child/youth language and cultural practices, after-school activities, and their families and the extended 

communities where they take part (Noguerol, 2008; Vallejo & Noguerol, 2018, among others). By providing 

empirical insights into the interactional dynamics of plurilingual children within a particular after-school 

reading program in Barcelona, the research project presented here aspires to expand the local literature 

about after-school spaces, which can contribute to a deeper understanding of these particular non-formal 

learning contexts, and to promote documented and more coordinated formal and non-formal educational 

policy and praxis. These interests inform the different publications that make up this thesis.  

I will now proceed to describe the main foundations of the theoretical framework of this research. 
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5. Theoretical framework 
 

A long-term, multi-stage and multidimensional work as the one presented here requested the articulation of 

a robust theoretical framework to account for the many and complex phenomena at play observed in more 

than three years of ethnographic research. Consequently, the theoretical framework has been informed by 

a set of core notions and approaches that, when engaged in a complementary, dialogic orchestration, 

illuminate and give account of the after-school program’s practices and ecology in all its richness and 

complexity.  

Three core approaches build the overarching theoretical framework of this research: plurilingualism (CoE, 

2001; Coste et al., 1997, 2009; Cenoz & Gorter, 2013; Lüdi & Py, 2009; Masats & Nussbaum, 2022; Nussbaum, 

2008, among others), pluriliteracies (García et al., 2007; Moore & Palou, 2018) and translanguaging 

(Canagarajah, 2011a, 2011b; Creese and Blackledge, 2010; García, 2009; García & Li, 2014; Moore et al., 2020, 

among others).  

These theoretical concepts have contributed to the evolution of theories of language use and language 

learning, from previous conceptualizations of languages as discrete, bounded systems (Weinreich, 1953), to 

language in use, and to speakers’ fluid, situated, interactional practices, moving the focus of research interest 

from ‘language(s)’ to ‘languaging’ as social action (Becker, 1995; Canagarajah, 2007; Makoni & Pennycook, 

2007; Pennycook, 2010; Shohamy, 2006; Swain, 2006, among others). Conceiving language as process and 

practice involves approaching it as interactional and situated, acknowledging its social, cultural, political and 

historical contexts (Pennycook, 2010).  

Along with these core approaches, and given the wide scope of the ethnographic research, other, 

complementary theoretical lines and notions have been integrated and developed to properly account for 

phenomena that emerged in the data and that took place along with issues of language and literacy. With 

this aim, the principles of transcaring (García et al., 2013), language socialization (Duff, 2007; Garrett & 

Baquedano-López, 2002; Ochs, 2000; Ochs & Schieffelin, 1984, 2011; Schieffelin & Ochs, 1986) and critical 

cosmopolitanism (Hawkins, 2014, 2018) were incorporated.  

While the core notions of plurilingualism, pluriliteracies and translanguaging inform the totality of this 

compendium –although developed to different extents according to the focus of each publication–, the 

complementary theoretical notions of transcaring, language socialization and critical cosmopolitanism relate 

more specifically to the detailed and longitudinal study of a particular reading couple (see Vallejo, 2020b). 

The introduction of these complementary theoretical constructs was data-driven in order to properly 
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approach and understand the practices and processes that this couple engaged in within and beyond the 

after-school program sessions. At the same time, these theoretical constructs expanded the scope of analysis 

of this research from its main focus on plurilingual practices towards other emergent phenomena, opening 

the inquiry to integrate questions around origin, belonging or culture, and their complexity as they emerged 

in local and transnational engagements. 

  

5.1. Main theoretical constructs 

 

The first of our three theoretical pillars, plurilingualism, refers to an individual’s knowledge, experience and 

use of diverse linguistic codes and other communicative resources from diverse semiotic systems, often in 

interrelation within the same interaction. Especially relevant for this research, within the principles and 

notions developed by the theory of plurilingualism, are the concepts of plurilingual repertoire (based on 

Gumperz, 1964, 1972, 1982, 1986), plurilingual competence (Coste, 2001; Coste et al., 1997, 2009; Lüdi, 2006; 

Moore, 2006; among others), and a didactics of plurilingualism (Candelier, 2012; Dooly, 2016; Gajo, 2007; 

Masats et al., 2007; Moore, 2014, 2018; Moore & Gajo, 2009; Moore & Llompart, 2019; Nussbaum, 2013, 

2014, 2017, among others). We will briefly outline these concepts here, to then discuss the notions of 

pluriliteracies and translanguaging, all of which are further developed in the publications that make up this 

compendium.  

 

5.1.1. Plurilingualism 

 

The notion of plurilingualism as both an individual competence and an approach to language learning has 

gained mainstream social and political relevance and support in Europe and elsewhere in recent decades, 

due, to a long extent, to its institutional adoption as a paneuropean policy and goal by the Council of Europe 

(CoE). One of the key documents of this European promotion of plurilingualism is the Common European 

Framework of Reference for Languages (CEFR) (CoE, 2001, and expanded in 2018 with a companion volume 

to further develop the descriptors of a plurilingual competence). This framework incorporates an important 

distinction between multilingualism –the social coexistence of different languages– and plurilingualism –

individual’s display of a unique repertoire of interrelated linguistic, cultural and multimodal resources– to 

which we subscribe in this work (CoE, 2001, p. 4; see also page 20 in the introductory section of this thesis). 

This clarification has been useful to distinguish the notion of plurilingualism from the simple addition of 
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languages as separate systems (some non-European scholars use bilingualism, rather than plurilingualism, to 

describe similar phenomena). 

The CEFR has also contributed to foreground the need to overcome the figure of an ideal native speaker as 

the goal and reference for conceptualizing language proficiency, in favor of a plurilingual speaker with an 

expanding plurilingual competence made of diverse and uneven skills: 

From this [plurilingual] perspective, the aim of language education is profoundly modified. It 
is no longer seen as simply to achieve ‘mastery’ of one or two, or even three languages, each 
taken in isolation, with the ‘ideal native speaker’ as the ultimate model. Instead, the aim is to 
develop a linguistic repertoire, in which all linguistic abilities have a place. This implies, of 
course, that the languages offered in educational institutions should be diversified and 
students given the opportunity to develop a plurilingual competence. (CoE, 2001, p. 5) 

From the definition of plurilingualism promoted by the CEFR, having partial competences in different 

languages and speakers’ display of their entire communicative repertoire, including their home –and often 

minority– languages, are acknowledged as positive and desirable features that need to be recognized, 

promoted and developed in policy and practice. However, a multilingual, language-separation approach to 

languages, linguistic competence and language assessment is not completely contested but somehow 

reaffirmed within the same document. In line with the CoE goal that all European citizens learn two additional 

languages besides their first language, the CEFR develops a scale of levels of foreign language proficiency 

(from A1 to C2), and a bank of descriptors of proficiency for each level (described in terms of ‘can do’ skills). 

While the main objective of this framework of reference is to provide a common basis for the elaboration of 

foreign language curriculum and assessment tools across countries, and for the transnational recognition of 

language qualifications that would facilitate transparency and mobility, it also provides tools that seem to 

reproduce the multilingual, additive and fractional approach to languages that it intends to overcome. 

In this sense, while valuing the principles of plurilingualism promoted by this political framework, we also 

take some distance and critically approach what we identify as some incongruences that do not fully promote 

the cause of a didactics of plurilingualism and a deeper, beneficial transformation of social and institutional 

approaches to plurilingual speakers’ linguistic competence and practices. The CoE policy around 

plurilingualism has also been warned to run the risk of complying with a neoliberal agenda, reinforcing the 

commodital value of mainstream, colonial European languages and promoting the preparation of a 

linguistically and culturally flexible workforce in line with economic demands (Flores, 2013; García & Otheguy, 

2020; see also Vallejo & Dooly, 2020, on this compendium).  



66 
  

While acknowledging the importance of the CEFR for the promotion of plurilingualism as a paneuropean 

political project, in this research, we particularly build on the theoretical, scientific work on plurilingualism 

developed by interactional sociolinguists in contexts where plurilingualism and the coexistence of majority 

and minority languages have deep historical and social roots (e.g. Switzerland, Canada, Catalonia or the 

Basque country). This scholarship, which very much inspired the adoption and development of a plurilingual 

approach by the CoE, has extensively documented interactional plurilingual practices and played a key role 

in questioning deeply rooted ideologies that place monolingualism and language separation as the norm and 

reference to conceptualize ‘proper’ language use and language learning. 

These monolingual approaches assumed that speakers learn, store and should use language codes 

separately, one at a time, following diglossic criteria. Fishman (1967), one of the founders of language contact 

research, developed the concept of diglossia, originally coined by Ferguson (1959), to refer to the different 

functions and social value attributed to different languages and varieties in a given community. Diglossia 

implied that some languages or varieties had a ‘higher’ social status and should be used in certain –public, 

academic– contexts, while those considered of ‘lower’ social status should be kept for private and family 

uses, thus reinforcing the ‘appropriateness’ of plurilinguals’ monolingual uses and language separation.  

If, following diglossic criteria, the assumption is that languages are kept in separate compartments in the 

speaker’s mind, and are better learnt and used in isolation, being linguistically competent implied producing 

unilingual utterances and selecting the appropriate language and register for each context and interaction. 

While ‘proper’ language learning and use was based on one-language-only (OLON) and one-language-at-a-

time (OLAT) principles (Berthoud et al., 2013; Li Wei & Wu, 2009), practices that departed from these 

monolingual principles, for example by combining features from different linguistic codes in the same 

interaction, were considered as deviant and oftentimes a sign of poor language knowledge and use. From 

this perspective, then, the fluent and hybrid uses of plurilingual speakers around the globe were interpreted 

as emerging from, and signaling, a deficient linguistic competence. 

Such ideologies of language separation have permeated education and language teaching policy, planning 

and practice in many contexts (Martín Rojo & Mijares, 2007; Wilson & González-Davies, 2017). They have 

often been applied in the organization of language instruction in school curriculums into separate subjects 

where linguistic codes are taught, learnt and expected to be used in isolation from one another, without 

regards to the affordances of building on possible interrelations and intercomprehension between languages, 

and of promoting pupils’ metalinguistic reflection. 
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Monolingual approaches have also permeated educational conceptualizations of linguistic competence, 

understood as the ability to function in unilingual modes, while hybrid or creative languaging practices 

involving plurilingual modes (Lüdi, 2011) –that is, using resources from several modes in the same 

interaction– are often categorized as errors, interferences and lack of or poor linguistic competence. By 

negatively sanctioning students’ fluid, creative languaging practices and restricting the display of their entire 

communicative repertoire, these approaches often restrain pupils’ participation in the collaborative, 

interactional and socially situated processes that, from a socioconstructivist perspective, are at the basis of 

meaning making and learning. This is especially harmful for emergent plurilinguals (García, 2009), that is, 

pupils whose mastery of the school’s vehicular language(s) is still on an initial stage of construction and need 

to build on their entire repertoire and use plurilingual modes as scaffolding for participation (Masats et al., 

2007). 

Moreover, these one-language-only premises often frame school assessment policy and practice in language 

and in content subjects. To a large extent, school assessment focuses on pupils’ ability to perform academic 

tasks through unilingual oral and written productions, excluding a significant part of children’s 

communicative resources and, thus, restraining in occasions their opportunities to fully display their 

knowledge of what is intended to be evaluated. The fact that any subject’s assessment requires a 

monolingual display in the corresponding language of instruction can be especially detrimental for those 

pupils whose repertoires differ significantly from the school’s curricular languages, and whose 

communicative competence in the language(s) of assessment is under construction (McNamara, 2011a; 

McNamara & Shohamy, 2008; Moore & Vallejo, 2018). Yet, the excluding potential of these one-language-

only expectations and norms of evaluation is not limited to students with a limited command of the codes of 

instruction. If we consider how far these monolingual norms are from the dynamic, plurilingual, multimodal, 

translocal and digitally mediated everyday practices of most children and youth in the 21st century, their 

scope of limitation and exclusion becomes even more salient.   

Several authors have critically described and challenged this “fractional view of bilingualism” (Grosjean, 2008, 

p. 13) for conceptualizing bi/plurilinguals as two (or more) monolinguals in one person (Grosjean, 1982), and 

bi/plurilingualism as the addition of parallel monolingualisms (Heller 1999a, 2007), or as two (or more) 

solitudes (Cummins, 2005, 2008). These critical approaches have challenged both the additive perspective of 

language acquisition as a summatory of monolingualisms and the normative, diglossic approach to 

communicative practices, arguing that they naturalize and reproduce a monolingual habitus (Gogolin, 1994, 

1997) and promote subtractive and additive models of bilingual education (García, 2009; see also Baker, 

2001; Creese & Blackledge, 2010a; Lüdi & Py, 2002; Nussbaum, 2014, among others).  
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Gogolin’s description of a monolingual habitus draws on Bourdieu’s notion of habitus (1991), which refers to 

a system of shared and unquestioned beliefs and dispositions –including assumptions about language use 

and language status- that individuals have incorporated and render as normal or natural, and which then 

implicitly influence the organization of social practices. According to Bourdieu, socially ingrained habits, skills 

and ways of doing and being are based on the ways in which individuals perceive the world around them. 

Given that these perceptions are influenced by the ways in which ‘things are done’ around them, ‘habitus’ is 

individually produced while being socially reproduced and shared. Focusing on educational practices, Gogolin 

(1994, 1997) describes the presence of a naturalized and shared ‘monolingual habitus’ that usually organizes 

curricular contents and classroom routines around restricted, monolingual and monocultural assumptions of 

students’ lives, knowledge and repertoires, with exclusionary consequences for those pupils whose 

experiences, knowledge and repertoires fall out of these unquestioned frames of expectations.  

As a reaction to the long-standing presence of a monolingual habitus regarding languages and language 

learning, a strong debate has been taking place in recent years around the need to promote more dynamic, 

realistic, pupil-centered, inclusive and socially just understandings of the phenomena. These claims –that 

emerge both from plurilingualism and translanguaging scholarship, as well as in other fields– are in line with 

increasing evidence of the fluid language uses of millions of speakers who live their daily lives across and in 

between languages and other communicative modalities, a condition that has become even more salient in 

these times of globalization, human mobility and digital communications that have been described as 

‘superdiversity’ (Vertovec, 2007). Literature on superdiversity (see Blommaert, 2013a, 2013b; Blommaert & 

Backus, 2011, 2012; Blommaert & Rampton, 2011; Creese & Blackledge, 2010b; Jacquemet, 2016; Llompart, 

2018, Vertovec, 2007, 2010; among others) foregrounds the need to acknowledge the complexity and 

hybridity of language and cultural practices as current flows of populations and communication expand 

people’s trajectories, repertoires and affiliations beyond traditional and more predictable axes of social 

classification20. 

To empirically inform this debate around the need for more flexible approaches to language repertoires and 

uses, interactional sociolinguistics researchers have documented and analyzed in detail real-life interactions 

to produce scientific evidence that plurilingualism is actually normal and the norm in many contexts 

(Blommaert, 2010; Lamb, 2015) and that plurilingual speakers’ participation through plurilingual modes 

emerges in many interactions, including in educational contexts, and even when the pedagogical tasks carried 

out have been designed from a one-language-only approach (Masats & Nussbaum, 2022), challenging 

                                                           
20 We will further ellaborate on this notion, and its possible contributions to understand the implications of this research, in the final 
sections of this compendium (see pages 144-145 on research findings).    
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diglossic assumptions. Interactional research of educational settings has also described how the display of 

plurilingual resources by pupils is highly beneficial for participation, communication and learning (Lüdi & Py, 

2009; Masats et al., 2007; Nussbaum, 2014; Nussbaum & Unamuno, 2006; among others). This connects to 

the notions of plurilingual repertoire and plurilingual competence. 

 

5.1.1.1. Plurilingual repertoire and plurilingual competence 

 

The concept of plurilingual repertoire builds on Gumperz’ notion of verbal repertoire (1964, 1972, 1982, 

1986), understood as “the totality of linguistic resources available to members of particular communities” to 

act in social life (Gumperz, 1986, p. 20). Gumperz’ notion of repertoire emphasizes the idea that all the 

communicative resources that a person can use constitute a single, unique and dynamic set or arsenal from 

which the individual strategically and creatively chooses which features to display according to the aims, 

participants, context and social constrains of social interactions. Based on this understanding of an integrated 

set of communicative tools, scholarship has conceptualized plurilingualism as speakers’ ability to draw on the 

wide spectrum of resources from this repertoire to achieve diverse goals, including meaning making, 

overcoming communicative obstacles, and language learning. In their extensively quoted work on 

plurilingualism, Lüdi & Py (2009) draw on this notion of repertoire to state that plurilingualism: 

presupposes the existence of a free and active subject who has amassed a repertoire of 
resources and who activates this repertoire according to his/her need, knowledge or whims, 
modifying or combining them where necessary. (p. 157)  

Thus, according to the context and participants of situated interactions, plurilingual speakers might creatively 

and strategically choose to interact in unilingual or plurilingual modes (Lüdi, 2011), selecting from their 

repertoire features from one linguistic code or another, using more formal or vernacular registers, and 

combining semiotic resources at will. 

Gumperz’ seminal definition of repertoire has been revisited and expanded more recently to acknowledge 

for the dynamic, multimodal, embodied, translocal, transnational, transcultural and oftentimes technology-

mediated patterns that characterize the communicative resources, languaging and literacy practices, social 

interactions, human affiliations and communities in contemporary societies (see Blommaert & Backus, 2011, 

2012; Busch, 2012; Goodwin, 2000, 2007; Hawkins, 2018; Lüdi, 2006; Lüdi & Py, 2009; Mondada, 2001, 2004; 

Rymes, 2010, 2014, among others). An expanded notion of plurilingual repertoire, as embraced in this 

research, extends the original notion, and the focus of analysis, to account for how individuals use language 

and literacy, and diverse semiotic means of communication including gaze, gesture, pointing, body 
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movements and available material artefacts –e.g. texts, drawings, digital technologies– in assemblage to 

function effectively, to communicate and for meaning making in multiple contexts and communities 

(Räisänen, 2013; Rymes, 2010).  

The flexible, collaborative and situated display of this wide range of communicative resources relates to, and 

contributes to the development of a plurilingual competence (CoE, 2001; Coste, 2001, 2002; Coste et al., 

1997, 2009; Nussbaum & Unamuno, 2006, among others), which rather than a summatory of separate skills 

in different languages, is conceptualized as: 

L’ensemble des connaissances et des capacités qui permettent de mobiliser, à l’occasion et en 
fonction de circonstances données, les ressources d’un répertoire plurilingue et qui 
contribuent en outre à la construction, à l’évolution et à la reconfiguration éventuelle dudit 
répertoire. (Coste, 2002, p. 117) 

[the ensemble of knowledge and skills which make it possible to mobilize, occasionally and 
depending on the circumstances, the resources of a plurilingual repertoire and which also 
contribute to the construction, the evolution and the eventual reconfiguration of this 
repertoire] (my translation) 

This plurilingual competence, then, includes a person’s varying, partial and uneven proficiency in several 

languages and the ability to ensemble and display these and other, non-linguistic resources according to the 

aims and conditions of the communicative situation. Llompart and Nussbaum describe it as “a new and 

original ability which contains stabilized elements of linguistic varieties and forms of communication, as well 

as new forms, coined ad hoc by the participants in precise instances of interaction and to achieve practical 

purposes” (Llompart & Nussbaum, 2018, p. 26). Along with the uniqueness and complexity of this 

competence, which includes speakers’ partial and imbalanced levels of proficiency in different codes and 

stabilized and new elements, scholars highlight its social and context-oriented nature, implying that it is it is 

not a stable individual ability, but always emergent, in progress and transformation, and built in interaction 

(Mondada & Pekarek-Doehler, 2004).  

The concept of a plurilingual –and pluricultural– competence that is all-inclusive, context-oriented and in 

constant expansion and transformation involves important, paradigmatic shifts to previous understandings 

of what it means to be linguistically competent. Applied to language and literacy teaching and learning, this 

plurilingual competence allows emergent plurilinguals to mobilize diverse resources and strategies (e.g. 

code-switching, gestuality, inventing words) to overcome communicative obstacles and for meaning making 

and task completion. This implies, on one hand, that plurilingual resources and modes are a significant 

scaffolding for participation for emergent plurilinguals. Furthermore, the interactional analysis of classroom 

contexts have shown that, as learners integrate new resources into their repertoire and become more 
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proficient in the school’s curricular language(s), the expansion of their competence will gradually allow them 

to move, if needed, from plurilingual to unilingual modes in the new language(s) (García, 2009; Masats et al., 

2007; Nussbaum, 2014). This is an important ability considering, as we have seen, that most school –and 

other social– dynamics still require speakers to perform in –and evaluate them through– unilingual modes.  

The notion of plurilingual competence also implies that the relationship between unilingual and plurilingual 

modes is conceptualized in a reversed direction, from being conceived as separate and exclusionary to being 

part of a ‘languaging continuum’ (Canagarajah, 2009) within a single plurilingual repertoire. If, from OLON 

and OLAT perspectives, students are expected to suppress the use of resources from other linguistic codes 

to properly learn a new language, focusing on that language only and avoiding plurilingual ‘errors’, a 

plurilingual competence approach has shown that it is precisely by building on their plurilingual and 

multimodal repertoire and displaying their plurilingual competence that emergent plurilinguals are able to 

participate in collaborative, communicative dynamics and expand their competence in the target language. 

As their competence expands and more resources from new codes are available for them to communicate, 

emergent plurilinguals depend less on mobilizing plurilingual resources to participate and can eventually 

perform in unilingual modes in the target language, thus learning to move from plurilingual to unilingual 

modes when required. In other words, it is by drawing on their plurilingual competence that people learn to 

eventually use only one language at a time, an ability that would also be part of this ‘languaging continuum’ 

and of plurilingual competence.  

This reconceptualization of what it means to be linguistically competent and how this competence operates 

and expands is relevant in the light of our ethnographic work, considering that most of the children that 

attend the after-school program are emergent plurilinguals with diverse and uneven repertoires, whose 

mastery of the school’s vehicular language is under construction, and who have been allocated in the 

program due to a supposed lack of reading competence.  

The notion of plurilingual competence has gone hand in hand with a shared interest, from sociolinguistic and 

language teaching research, in promoting a didactics of plurilingualism that places pupils’ repertoires and 

everyday languaging practices, the development of plurilingual competence, and issues of language diversity 

and social justice at the forefront of language teaching and learning processes (Candelier, 2012; Dooly, 2016; 

Duverger, 2007; Gajo, 2007; González-Davies, 2016, 2017; Masats et al., 2007; Moore, 2014, 2018; Moore & 

Gajo, 2009; Nussbaum, 2013, 2014, 2017, Unamuno 2003; Wilson & González-Davies, 2017, among others). 

I will now present some relevant contributions to inform this didactization. 
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5.1.1.2. A didactics of plurilingualism 

 

Moore and Llompart (2019) describe the need for didactics of plurilingualism as a contingent necessity to 

reflect an already existent social reality:  

La didàctica del plurilingüisme parteix de la idea que el plurilingüisme és ja una realitat de la 
nostra societat i del nostre alumnat, i per tant també hauria de ser una realitat dels  projectes  
lingüístics  de  centre,  i  de  les  programacions i  interaccions  d’aula.  Per tal  que  això  es  faci  
efectiu,  com ens diuen diversos autors, s’ha de “didactitzar” (Gajo, 2007; Duverger, 2007;  
Nussbaum,  2014). (p. 59) 

[Didactics of plurilingualism starts from the idea that plurilingualism is already a reality in our 
society and of our students, and therefore should also be a reality of the school language 
projects and of classroom syllabus and interactions. In order for that to be effective, as several 
authors tell us, it has to be “didactized” (Gajo, 2007; Duverger, 2007; Nussbaum, 2014).] (my 
translation)  

In order to bring and develop pupils’ plurilingual competence in education, a didactics of plurilingualism 

builds on the extensive work on plurilingualism and on the methodological approaches developed under the 

name of Pluralistic Approaches to Languages and Cultures (Candelier, 2006, 2012; Candelier et al., 2012; 

Noguerol, 2008, among others), which include promoting metalinguistic awareness, intercomprehension 

between languages, intercultural approaches and integrated language didactics across the curriculum. 

Following Moore and Llompart (2019), didactics of plurilingualism should also be organized and developed 

at different, ‘macro’, ‘meso’ and ‘micro’ levels of decisions and action. On a ‘macro’ level, it refers to the 

organization of languages and language teaching within the school, which in the Catalan context is defined 

especially in the school language project where educational institutions define how languages will be 

distributed, kept separate or integrated across the curriculum, as well as the overall OLON or plurilingual 

policy applied to classroom contents, tasks, interactions and assessment. On a ‘meso’ level, didactics of 

plurilingualism implies teachers’ planning of classroom activities, tasks and projects that integrate and allow 

for the emergence and development of a diversity of codes and registers, and of plurilingual and unilingual 

modes. Finally, on a ‘micro’ level, didactics of plurilingualism implies preparing teachers to understand and 

leverage the plurilingual and pluriliteracy resources, practices and competences that students bring into the 

classrooms.  

Masats and Noguerol (2016) propose a similar multi-level approach for the didactization of plurilingualism, 

based on Beacco et al. (2010), adding a supra-level of political decisions regarding languages, language 

teaching and evaluation that imprint the design of the national curriculum. In this superior level, didactics of 
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plurilingualism would involve the institutional adoption of the principles and goals of plurilingualism in 

national and local educational policy and models of language education, which would interplay with 

subsequent ‘meso’ and ‘micro’ levels of didactization in school and classroom language policy and practice.  

In this sense, the publication by Catalan authorities of a decree for inclusive education (Decree 150/2017 of 

educational attention to students within the framework of an inclusive educational system)  and of an 

updated model of language education (The language model of the Catalan education system: Language 

learning and use in a multilingual and multicultural educational environment, Generalitat de Catalunya, 2018) 

indicate a positive advance towards the didactization of plurilingualism and for the educational 

acknowledgement of linguistic diversity in this ‘macro’ level.  

This institutional promotion of linguistically inclusive education by Catalan policymakers foregrounds the 

need to prepare pre-service and in-service teachers in the principles and praxis of a didactics of 

plurilingualism. It also raises the need to document and understand the repertoires that children bring with 

them and the practices that they engage in across different milieus –including homes and other informal and 

non-formal educational spaces–, in order to bring the ‘macro’ level of plurilingual policies into ‘meso’ and 

‘micro’ level actions, and to connect schools’ didactics to students’ everyday uses and experiences of 

language and of diversity.  

While the principles of plurilingualism, and of didactics of plurilingualism, have gained recognition and 

support in sociolinguistic theory and research, and in our local educational policy, educational institutions 

and teachers’ practices still struggle between monolingual and plurilingual, diglossic and integrated 

approaches to language use and language teaching and learning, so that didactics of plurilingualism remains 

a challenge to be plenty achieved in educational settings. Our own local research with primary education 

teachers has shown ambiguous dispositions to bring these principles to practice. Dooly and Vallejo (2020) 

explore the main ideas that emerged from discussions during a workshop on plurilingual and translanguaging 

pedagogies addressed at in-service teachers. While, in general, workshop participants were favorable to 

accept students’ plurilingual and translanguaging practices as scaffolding for the management of academic 

tasks, particularly for second and foreign language acquisition and when pupils’ command of the target 

language was still limited, several resistances emerged towards the incorporation of these approaches as 

fully legitimate teaching resources and goals for language and literacy education.  

According to this and other studies (e.g. García & Li, 2014), teachers’ struggles focused particularly on how 

to incorporate plurilingualism and/or translanguaging to lesson planning and assessment, which would imply 

questioning and transforming deeply rooted criteria about language acquisition, linguistic proficiency and 
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correctness. Teachers also referred to their lack of specific formation and pedagogical tools to lead these 

transformations. Some resistances related to strongly ingrained beliefs in full submersion and one-language-

only orientations as the only way to learn a language and promote its social use, while the display of other, 

family languages and hybrid languaging were perceived as obstructing learning processes. 

In multilingual contexts like ours, resistances also relate to concerns that encouraging pupils’ hybrid language 

practices in schools and classrooms might play against the protection and promotion of local minority 

languages like Catalan, strongly threatened by the expansive presence of majority languages in other social 

domains, and whose survival depends to a long extent on the promotion of ‘safe’ spaces in education (for 

more on these particular resistances see Cenoz & Gorter, 2017; Llenguasocietat, 2018; and the subsection 

5.1.6. ‘Sustainable plurilingualism/translanguaging: Limitations and considerations’).   

This variety of resistances foregrounds the need for broader processes of working with policy makers, pre-

service and in-service teachers, other educational agents, pupils and families, in formal and non-formal 

education, to reflect around the challenges and gains of promoting these pedagogical transformations, and 

to provide theoretical and methodological support and pedagogical tools to embark in these endeavors. 

Vallejo and Dooly (2020) propose that these processes of didactization of translanguaging and plurilingualism 

“should be framed within the promotion of strong networks of critically engaged, action-research 

collaboration between researchers, pre- and in-service teachers and other educational and community 

agents” (p. 10). 

So far, we have explored the principles of plurilingualism and the notions of plurilingual repertoire, 

plurilingual competence and didactics of plurilingualism, which, we argue, can provide a strong theoretical 

basis to approach the interactional practices we have observed in our ethnographic study. Bearing in mind 

that most of these practices revolve around the shared activity of reading and other literacy-related actions, 

we have integrated the notion of pluriliteracies, as proposed by García et al. (2007), as the second core notion 

of our theoretical framework. The concept of pluriliteracies is highly pertinent to properly account for the 

literacy practices observed in our ethnographic research, and to bring together the fields of plurilingualism 

and literacy studies.  

 

  



75 
  

5.1.2. Pluriliteracies 

 

As theory and research on language has experienced a significant paradigm shift in recent years, so has the 

study and understanding of literacy practices, literacy instruction, and what counts as being literate in current 

contexts of increasing linguistic and cultural diversity, multimodal communications and technological 

advances that imprint people’s everyday lives and experiences of literacy. Following a similar argument to 

that of moving the focus from ‘languages’ to ‘languaging’ to account for people’s complex repertoires and 

fluid interactional practices, different traditions in literacy studies have advocated for more holistic and 

socially situated, not merely instrumental understandings of literacy. These claims argue that reading and 

writing are “about much more than mastering decoding skills” (Moore & Palou, 2018, p. 79); that “literacy 

entails much more than the ability to read and write” and also “much more than what is learned in schools, 

and develop also in families, homes and communities, locally and transnationally” (García et al., 2007, p. 

209). As these authors describe it: 

Sociocultural studies of literacy have problematized the tendency to define literacy as a 
singular knowledge or developmentally-ordered skill set; as unvarying across contexts and 
situations; and as primarily cognitive. Instead, they have demonstrated that literacy practices 
are enmeshed within and influenced by social, cultural, political, and economic factors, and 
that literacy learning and use varies by situation and entails complex social interactions. […] at 
this historical moment, people around the world engage daily in the complicated social, 
political, cultural, and psychological work of learning and using literacies in multiple languages 
and scripts that are enmeshed within other channels or modes of communication and diverse 
semiotic systems. (García et al., 2007, p. 208) 

Consequently, new conceptualizations of literacies that account for this wide range of complexities in theory 

and educational practice were in need and emerged in different contexts, under different terminology and 

emphasizing different aspects of the phenomena. Some of these ‘new’ approaches to literacy include 

Biliteracies, Multiliteracies, Multilingual literacies, Multimodal literacies, New Literacy Studies, Codemeshing, 

Sociocritical literacy, Hybrid literacies, Grassroots literacies, and Pluriliteracies, among others (see García et 

al., 2007, and Moore & Vallejo, 2018, for a more elaborated account of this diversity of approaches).  

Focusing on education, these critical approaches have contributed to overcome monolingual and diglossic 

approaches to literacy instruction and literacy competence that insist on keeping languages and formal and 

informal literacy practices separate, as well as instrumental or one-size-fits-all approaches to literacy that 

conceptualize it as a decontextualized, universal and neutral tool. In their place, current approaches promote 

an integrated and situated understanding of literacy practices that enhances their sociocultural and 
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ideological embeddedness, multimodality, hybridity and the potential of transferability and continuity across 

academic and vernacular literacies. These approaches also claim for the educational inclusion and recognition 

of children’s and youth’s diverse, everyday experiences of literacy in- and out-of-school, extensively 

characterized by their dynamic, plurilingual, transcultural, multimodal and technology-mediated nature, as 

well as by elements of urban youth cultures such as pop, hip hop and other musical and artistic expressions, 

videogames or social media (Aliagas, 2017; Aliagas et al., 2016; Dooly, 2017; Garrido & Moore, 2016; Moore 

& Tavares, 2020).  

In line with these circumstances and claims, pluriliteracies bring together this ample tradition of sociocultural 

and critical scholarship on bi/multilingual and multimodal literacies, building on the work of scholars 

including Baynham, 1995; Hornberger, 1989, 2003; Hull and Schultz, 2002; Martin-Jones and Jones, 2000; 

New London Group, 1996, among others, and integrating them with the principles and research tradition of 

plurilingualism. Consequently, pluriliteracies –also described as ‘integrated plurilingual literacy practices’– 

refer to hybrid, flexible and interrelated literacy practices that emerge around plurilingual, pluricultural and 

multimodal texts, and in which the participants’ entire repertoire is displayed. Through this assemblage, 

pluriliteracies aim to expand our understanding of literacy by locating the fluid and situated nature of 

plurilingual practices, the particularities of plurilingual competence and the multimodal complexity of digital, 

translocal literacy practices and of youth culture at the forefront of the theoretical construct, in order to 

“address more accurately contemporary sociolinguistic practices” (García et al., 2007, p. 208).  

A related goal of pluriliteracies is to question –and expand– what counts as being literate in specific contexts, 

and particularly on the weight of school and academic literacies in constructions of literacy competence, and 

its implications for those children and adults whose repertoires and practices differ from these criteria. In 

this sense, pluriliteracies –and the literacy traditions they build on– highlight the key contribution of previous 

ethnographic research on out-of-school literacy (e.g. the work done by DiGiacomo & Gutiérrez, 2014; 

Gutiérrez, 2008; Hymes, 1974, 1980, 1981; Hull & Schultz, 2001, 2002; Street, 1984, 2003; among others) in 

promoting theoretical advances and expanding how researchers conceptualize literacy across a diversity of 

academic and non-academic contexts. In their extensive compilation of scholarship on out-of-school literacy 

programs, Hull and Schultz (2001) explain that “accounts of literacy outside school have, in fact, played 

pivotal roles in the history and development of literacy research and literacy theory” by advancing questions 

such as “How are our conceptions of literacy constrained by one version of literacy –schooled literacy?” (p. 

578). 

Pluriliteracies build on this quest to expand and transform research and educational approaches to literacy, 

and for that sake include, as a key stone of their framework, Hornberger’s proposal of a ‘continua of 
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biliteracy’ (1989, 2003, see also Hornberger & Skilton-Sylvester, 2000). Hornberger’s model includes, within 

the same continua, an extensive and diverse array of factors that should be taken into consideration when 

approaching literacy, literacy practices, literacy instruction and understandings and assessments of literacy 

competence in contexts of social, linguistic and cultural diversity. This continua model encompasses the 

multiple contexts, modes and media in which literacy takes place, the different skills it involves, the diversity 

of genres, contents and registers it might include, and the different social status and symbolic power 

attributed to these different features and resources and their implication for educational policy and practice.  

While Hornberger’s multifaceted model is a cornerstone of pluriliteracies, Garcia et al. (2007) expand it to 

integrate other features of current literacy practices: 

Our pluriliteracies approach builds on and extends the continua of biliteracy and the concept 
of multilingual literacies by integrating key insights from other literatures. For us, a 
pluriliteracies approach captures not only literacy continua with different interrelated axes, 
but also an emphasis on literacy practices in sociocultural contexts, the hybridity of literacy 
practices afforded by new technologies, and the increasing interrelationship of semiotic 
systems. (p. 215, italics from the original) 

Focusing on the social, historical and cultural implications of literacy instruction, a pluriliteracies approach 

also builds on Gutiérrez’ development and implementation, in out-of-school initiatives for minority youth, of 

a sociocritical literacy approach (Gutiérrez, 2008). Implementing what the author describes as a ‘sociocritical 

literacy for social justice’ implies:  

contesting traditional conceptions of academic literacy and instruction for students from 
nondominant communities and replacing/introducing forms of literacy that privilege and are 
contingent upon students’ sociohistorical lives, both proximally and distally, including hybrid 
language practices, play and imagination. (p. 149) 

Such sociocritical approach to literacy, the author argues, may transform adults’ and youth’ understandings 

and subjectivities in ways that lead to empowerment and social justice.  

In the context of our ethnographic research, pluriliteracies or integrated plurilingual literacy practices 

emerged and were a structural element of the after-school program dynamics documented and analyzed. 

Consequently, in both our analytical approach to data, and in the design of a pedagogical intervention, we 

built on pluriliteracies to account for the plurilingual, pluricultural and multimodal components of 

participants’ literacy practices in all their complexity,  as well as for “the agency involved in doing literacy and 

the dynamic transfer between different contexts” (García et al., 2007, p. 216).  
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Related to this, pluriliteracies also provided a framework to analyze the socially situated and ideological 

nature of these literacy practices, including issues of social legitimacy and status in relation to literacies, of 

participants’ agency, roles and distribution of expertise, and of expectations and tensions around diverse 

understandings of legitimate literacy practices as these emerged in specific interactions. Analyzing research 

data from a pluriliteracies approach allowed us, for example, to account for pupils and adults’ alignment with 

literacy conventions that were structured, to a long extent, around ideologies of monolingual and 

monomodal school literacies, while also documenting emerging resistances and transgressions around what 

were considered as appropriate –or inappropriate– literacy practices within the program. At the same time, 

a pluriliteracies approach allowed us to account for the affordances of allowing students’ diverse, everyday 

engagements with literacy to enter the program, and to document pupils’ agency in selecting upon diverse 

genres and modes, and in including resources in different languages (including their home languages) within 

the reading sessions. These choices allowed the children –and their adult mentors– to engage in complex 

pluriliteracy practices involving family and curricular languages, academic and vernacular practices, 

analogical and digital modes, written and other codes.  

Regarding digital practices, pluriliteracies help to illuminate pupils’ documented interest and agency in 

bringing technology-mediated and online literacy practices into the program sessions, along with the 

program’s regular, ‘offline’ reading dynamics. These technology-mediated literacy practices included for 

example playing computer games, making online searches of riddles, music lyrics or other literacy resources, 

recording themselves or others with mobile phones while reading, or using digital dictionaries. Considering 

that a central goal of the after-school program consists on developing children’s literacy competence as key 

for improving their academic and life trajectories, an ample, pluriliteracies approach may contribute to 

validate and promote children’s everyday technology-mediated literacy practices and skills, given their 

increasing presence, value and demand in our globalized and digitalized world (Dooly, 2017; Moore et al., 

2022). 

From a different angle regarding students’ everyday practices and their role and presence in the program 

sessions, a pluriliteracies approach also helps to illuminate the affordances of including children’s’ family 

languages and experiences of literacy into the regular offer of institutional resources and activities. According 

to Rivière (2017), promoting access to literacy practices and resources that incorporate students’ minority 

languages relates to linguistic and social justice, “as plurilingual speakers and their search for and 

consumption of literacy resources in the various languages they know can both perpetuate and challenge 

language inequalities in their everyday lives” (p. 347). In our data, children’s agency in selecting reading 

resources in their home languages (usually borrowed from the local library) gave place to child-adult 
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engagements in which young participants displayed sophisticated plurilingual and pluricultural meaning-

making and mediation strategies and skills to bridge between languages and cultures, in order to make the 

content of the reading available to their mentors (see for example fragment 1 in Vallejo, 2020a, in this 

compendium).  

While pluriliteracies contest the hegemonic role of school literacy and advocate for children’s everyday 

literacy practices to be included and valued in literacy instruction, the approach is not exclusive, but actually 

enables students to also access and develop those forms of literacy that are socially valued (e.g. academic 

literacies, digital literacies, literacy in the school’s vehicular language(s) and in mainstream foreign 

languages). Furthermore, as García et al. (2017) point out, plurilingual literacy practices have also become “a 

form of economic and social capital in integrated markets and a globalized world (Bourdieu, 1991; Heller, 

1999)” (p.217).  

While one of the main interests of a pluriliteracies approach is to challenge the unequal attribution of social 

capital and the commodification of certain language and literacy practices and repertoires, the importance 

of enabling all pupils’ access to socially valued resources, practices, repertoires and registers is not a minor 

issue. As Rincón Bonet (2012) writes:  

El domini de les competències lectores pot ser determinant per accedir a la cultura dominant 
o per patir l’exclusió social: “La gran división en materia de cultura escrita no se encuentra 
entre los que saben leer y escribir y los que aún no han aprendido a hacerlo, sino entre los que 
han decubierto qué tipos de cultura escrita valora la sociedad y cómo demostrar su 
competencia a modo de recibir reconocimiento, mientras otros pueden tener menos confianza 
en sus aptitudes o un deseo menor de probar su superioridad de esta manera.” (pp. 21-22, 
quoting Meek, 2004, p. 20) 

[The command of reading competences can be decisive for accessing the dominant culture or 
for social exclusion: “The great division in terms of written culture is not between those who 
can read and write and those who have not yet learned to do so, but between those who have 
discovered what kinds of written culture society values and how to demonstrate their 
competence in order to get recognition, while others may have less confidence in their abilities 
or a lesser desire to prove their superiority in this way."] (my translation). 

Pluriliteracies, along with plurilingualism and translanguaging, we believe, can provide strong theoretical 

principles, ethical arguments and empirical evidence to challenge and transform educational practices that 

reproduce linguistic and social inequalities, bring in new elements into the linguistic and literacy education 

equation, and narrow the gap between those who can and cannot display competent forms of languaging 

and literacies and get social and educational recognition. We now turn to the third core element of our 

theoretical framework: translanguaging.   
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5.1.3. Translanguaging 

 

The third pillar of this theoretical framework is translanguaging, a construct that has been profusely explored 

and defined in recent years (e.g. Canagarajah, 2011a, 2011b; Cenoz & Gorter, 2017, 2021; Creese & 

Blackledge, 2010a; García, 2009, 2011; García & Li, 2014; Li, 2011; Moore et al., 2020; Williams, 1996, among 

many others), to the extent that some have critically described it as a “terminological house with many 

rooms” (Jaspers, 2017, p. 3). This might be due to the concept’s encompassing of a wide spectrum of interests 

in relation to languages and language theories; minority speakers’ everyday languaging and linguistic rights; 

models of bi/plurilingual education; educational research epistemologies and language teaching 

methodologies. To delimitate the approach, in this research I build on translanguaging as sociolinguistic 

practice, and as a critical pedagogical and research stance imprinted by a social and political agenda towards 

transformation and social justice.  

As a social practice, translanguaging has been defined as “the ability of multilingual speakers to shuttle 

between languages, treating the diverse languages that form their repertoire as an integrated system” 

(Canagarajah, 2011a, p. 401). Otheguy et al. offer a similar definition in terms of speakers’ use of an 

integrated repertoire, but one that explicitly questions the notion of languages as externally imposed 

segmentations to individuals’ fluent languaging. Translanguaging would then refer to “the deployment of a 

speaker’s full linguistic repertoire without regard for watchful adherence to the socially and politically 

defined boundaries of named (and usually national and state) languages” (Otheguy et al., 2015, p. 283). 

Broadening the concept to include cultural and multimodal components, Blackledge and Creese (2016) 

propose understanding translanguaging as “a form of communication that relies on a willingness to engage 

in communicative practice which blurs or breaks through apparent boundaries between languages, signs, 

codes, and cultures”. Thus, the authors claim, “translanguaging is cultural and cosmopolitan competence” 

(para. 1). Along the publications that make up this compendium, I frequently build on Blackledge and Creese’s 

definition as it allows to consider a wider range of multimodal communicative practices –in line with the 

diversity of practices observed in the after-school program– and to connect them with emergent issues 

around culture, belonging and cosmopolitanism.   

Overall, translanguaging as social practice merges an expanded approach to language as human action or 

languaging, and a critical stance that intends to transgress and transform current understandings of 

communicative practices. Regarding the first focus, translanguaging conceptualizes language as “an activity 

rather than a structure, as something we do rather than a system we draw on” (Pennycook, 2010, p. 2). 

Building on the first contributions on languaging by Becker (1988), Maturana and Varela (1998) and Mignolo 
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(2000), García and Li (2014) argue that we cannot separate language from human actions and life processes, 

to an extent that we are constituted in language, with others, and within specific contexts: “The term 

languaging is needed to refer to the simultaneous process of continuous becoming of ourselves and of our 

language practices, as we interact and make meaning in the world” (García & Li, 2014, p. 8).  

While building on this understanding of language as human action, translanguaging scholars argue that the 

term ‘languaging’ is not enough to account for the complexities involved in current language practices in 

contexts of human mobility and cultural and linguistic diversity, and to account for the social and educational 

inequalities in relation to language uses and speakers. The term translanguaging is then adopted to 

emphasize plurilinguals’ fluent, dynamic and interrelated communicative practices on one hand, and to 

render explicit the aim to transcend socially established boundaries between languages and registers, and 

transform the monolingual bias (Dalton-Puffer, 2011; May, 2014) that renders plurilingual modes as the 

exception to the norm in social and educational approaches, towards the legitimation and pedagogical 

development of hybrid language uses.  

Translanguaging has been included within a wider ‘trans-’ turn experienced in socio- and applied linguistics 

(Hawkins, 2018; Hawkins & Mori, 2018), which is manifest in the emergence of terms including transnational, 

transpatial, transmodal and translanguaging, among others. According to Hawkins (2018), this ‘trans-’ turn 

relates to “the significant increase of attention to the ways in which language is enmeshed with other 

semiotic resources in constructing meanings in communication” (p. 55) in an increasingly globalized and 

interconnected world where communications take place among expanding and mobile audiences and across 

modes and spaces. 

This ‘trans-’ turn also refers to transcending other, diverse categories that shape our understanding of the 

social world. As Hawkins and Mori (2018) put it: 

‘Trans-’ can be understood to mean crossing borders or boundaries, and this move toward a 
‘trans-’ disposition signals the need to transcend the named and bounded categories that have 
historically shaped our thinking about the world and its inhabitants, the nature of knowledge, 
and communicative resources. Thus, from a ‘trans-’ perspective, we must consider movement 
across nations and cultures, spaces and places, modes and semiotic resources, and 
autonomous named languages. (p. 1) 

While translanguaging is part of this general theoretical shift in socio- and applied linguistics, García and Li 

(2014) argue that translanguaging is a more suitable paradigm than others that have also emerged within 

this turn, to account for “the trans-system and trans-formative practices as a new language reality emerges” 

(p. 36). The transformative element of the approach encompasses different angles and levels. On one hand, 
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it has to do with the consideration of creativity and performativity in current communicative practices, 

derailing the long time centrality of ‘language’ –or what has been described as a ‘lingual bias’ in applied 

linguistics (Block, 2014) – to consider the multisemiotic nature of repertoires and practices. This implies 

foregrounding the role of other, creative, embodied and artistic forms of expression that intersect with 

languages in processes of communication and meaning-making, and investigating their potential for 

sociolinguistic research and education (for examples of translanguaging’s expanded and interdisciplinary take 

at communicative practices and creativity see Blackledge & Creese, 2017; Bradley & Moore, 2018; Callaghan 

et al., 2018; Li, 2011, 2018; Li et al., 2020; Moore & Tavares, 2020; Zhu et al., 2017, 2020; among others).   

Another significant angle of the transformative nature that, according to translanguaging scholars, 

distinguishes the term from similar notions, refers to its explicit commitment to advance the social justice 

agenda through social and educational transformation, understood as destabilizing language hierarchies, 

transgressing institutional norms and expanding practices typically valued in and out of schools (García & Li, 

2014, p. 68). This critical sociopolitical agenda (Flores, 2014) focuses particularly in advocating for the 

educational and linguistic rights of plurilingual minorities and for transforming educational models and 

methodologies, aligning translanguaging with other transformative and activist approaches to education 

such as Freire’s critical pedagogy (García & Li, 2014, p. 74). 

 

5.1.3.1. Translanguaging pedagogies 

 
As said earlier, translanguaging –like plurilingualism– is both a sociolinguistic concept and a pedagogical 

stance. In this second meaning –which builds on the first one–, translanguaging refers to a deliberate 

pedagogical practice that actively leverages plurilingual students’ entire repertoires and fluid languaging into 

classroom dynamics. A translanguaging pedagogies aims at framing hybrid language practices as neither 

deficient nor exceptional but as a legitimate educational asset that all pupils and teachers should master, 

thus encouraging their development in education. As García (2011) argues, “translanguaging is not only a 

way to scaffold instruction, to make sense of learning and language; rather, translanguaging is part of the 

metadiscursive regime that students in the twenty-first century must perform” (p. 147). 

García and Li (2014) elaborate on this idea and state that developing a translanguaging pedagogy implies:  

a process by which students and teachers engage in complex discursive practices that include 
ALL the language practices of ALL the students in a class in order to develop new language 
practices and sustain old ones, communicate and appropriate knowledge, and give voice to 
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new sociopolitical realities by interrogating linguistic inequality. (p. 121, captions from the 
original text) 

Regarding the social/educational double meaning within translanguaging, several authors have tried to make 

it more evident by referring for example to its everyday or social dimension as ‘natural translanguaging’ 

(Williams, 2012) or –when analyzed in educational contexts– as ‘pupil-directed translanguaging’ (García & Li, 

2014; Lewis et al., 2012), or by differentiating between ‘spontaneous’ and ‘pedagogical translanguaging’ 

(Cenoz, 2017; Cenoz & Gorter, 2020). While these distinctions are clarifying for analytical purposes, in this 

research –and particularly in the design of pedagogical resources by trainee teachers for, and with, after-

school program participants, we have intended to connect rather than separate the sociolinguistic and 

pedagogical dimensions of translanguaging within a single process, involving participants in the production 

of institutional pedagogical outcomes based on their spontaneous translanguaging practices.  

The nexus of a translanguaging pedagogy with the principles of a didactics of plurilingualism are evident. In 

both traditions, the rationale for their didactization emerges from the confirmation that plurilingual and 

translanguaging practices already exist in our societies and classrooms, and emerge in everyday interactions 

for communicating, meaning making and learning, and for the development of academically oriented and 

unilingual tasks. Departing from this already existent social reality, the question emerges of how these 

spontaneous practices can be implemented as a pedagogical orientation, which involves placing pupils’ 

repertoires and everyday languaging practices, the development of their plurilingual competence, and issues 

of cultural and linguistic diversity and social justice at the forefront of language and literacy teaching and 

learning processes. Furthermore, both approaches identify teacher training as a key element to advance in 

the knowledge, acceptance and implementation of such pedagogical enterprises.  

 

5.1.4. Towards a complementary approach to plurilingualism and translanguaging 

As said earlier, in this thesis we have intended to explore and promote bridges between plurilingualism and 

translanguaging, both as research epistemologies and as language teaching methodologies, advocating for a 

complementary understanding of these theories. 

While plurilingualism emerged and has been developed mainly in European and Canadian contexts where 

the coexistence of languages has long been recognized but where power imbalances between majority and 

minority languages pose challenges in language education policy and practice, translanguaging emerged in 

Wales (Williams, 1996) and has been developed mainly in Anglophone contexts where discourses that link 
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social cohesion to linguistic and cultural assimilation are still strong despite the historical presence of 

language minority communities, and where bi/plurilingual education is a long pursued aim.  

While we highlight that each of these theoretical approaches is better understood and applied taking into 

consideration their particular sociolinguistic, sociopolitical and sociohistorical origins, and research 

traditions, in this compendium we argue that despite their divergences (see Cenoz & Gorter, 2017; García & 

Otheguy, 2020), they share significant epistemological principles, fundamental theoretical notions, and social 

and educational concerns. Based on these shared grounds, a closer examination and integration of both 

paradigms may allow advancing in more cooperative and dialogical ways, harnessing their complementarities 

for the benefit of sociolinguistic research and for social and educational improvement. As the elaboration of 

the singularities and commonalities between plurilingualism and translanguaging is the matter of a full article 

in this compendium (Vallejo & Dooly, 2020), I will briefly describe here the major traits to then focus on 

justifying the affordances of including translanguaging in this theoretical framework, and its articulation with 

the principles of plurilingualism/pluriliteracies.  

In very general terms, the main commonalities between these approaches have to do with their contribution 

for transforming theory and practice in relation to language use and language learning, and that, for doing 

so, they advocate for placing plurilingual speakers’ fluent everyday language practices, and the 

conceptualization of a unique, multisemiotic and integrated repertoire, at the center of sociolinguistic 

research and language instruction, overcoming the long entrenched ‘monolingual paradigm’ (Canagarajah, 

2013) in research and education. From a theoretical perspective, they also share an epistemological path that 

departs from Saussure’s structuralist conceptualization of languages as discrete, autonomous and arbitrary 

systems of signs and structures, and from cognitivist approaches that disregard the social aspects of language 

in use. Alternatively, plurilingualism, pluriliteracies and translanguaging engage with Bakhtin’s claims that 

“language is inextricably bound to the context in which it exists and is incapable of neutrality because it 

emerges from the actions of speakers with certain perspective and ideological position” (García & Li, 2014, 

p. 7). By challenging and overcoming the focus of attention given to languages as discrete and bounded 

systems, independently from their use in interaction, towards speakers’ agency in interactional meaning-

making processes, these approaches relate language use to possibilities of empowerment, creativity, 

criticality, resistance and transformation (Garcia & Li, 2014; Moore & Gajo, 2009, among others).  

While translanguaging’s attention to plurilingual speakers’ integrated, multisemiotic repertoire and fluent 

languaging practices aligns closely with our understanding of plurilingualism –and consequently also to 

pluriliteracies–, we consider translanguaging’s explicit transformative stance as a valuable contribution to 

our research. Drawing on its ‘trans-formative’ and ‘trans-system’ approach allows us to inform children’s 
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divergences from the after-school program’s prevailing approaches to language and literacy, and their 

creative and strategic display of their plurilingualisms and pluriliteracies, in terms of transgression and 

transformation of the after-school program standards. From an analytical perspective, we benefit from the 

complementarity of plurilingualism and translanguaging in that: 

While the notions of plurilingualism and pluriliteracies are useful for describing the repertoires 
of the children with whom we work, the notion of translanguaging is useful to conceptualise 
how these repertoires might be mobilised to transgress and eventually transform practices 
and structures that are dominant to educational systems, such as those favouring mono-
competences. (Moore & Vallejo, 2018, p. 27) 

In the ethnographic data collected along this project, we have documented a diverse range of interactions of 

children and mentors engaging in plurilingual and unilingual modes for meaning making, actively displaying 

multiple semiotic resources around pluriliteracies, and selecting literacy resources and negotiating activities 

where they could display repertoires and competences that do not usually find a space or recognition in 

formal education –several examples are included within this compendium–. By doing so, pupils and adults 

expanded the scope of language and literacy practices of the program, destabilized and subverted expert-

learner roles, positioned themselves as competent language users and readers, bridged across vernacular 

and academic literacy practices, incorporated ‘other’ forms and modes of communicating, doing and being, 

and opened spaces for their entire repertoires and skills to have a place and recognition. All in all, we see 

these actions as aligning with translanguaging’s transformative, social-justice agenda due to their potential 

of transformation of the status-quo towards the creation of more inclusive educational spaces that 

encompass plurilingual speakers’ entire communicative and cultural repertoire, and promote the creative 

and multisemiotic language and literacy practices and competences that emerge in interactions in our 

current times. Indeed, translanguaging literature has paid special attention to non-formal, out-of-school 

educational spaces, describing them as particularly prone to these transformative endeavors and to the 

development of a translanguaging pedagogy (Blackledge & Creese, 2010; García & Li, 2014; Li, 2011, 2014, 

among others).  

 

5.1.5. Transformative practices and adopting a transformative research stance 

While translanguaging’s attention to the transgression and expansion of institutional and dominant practices 

contributes to this research’s theoretical and analytical approach, its disposition towards working to 

ameliorate social and educational inequalities is also relevant regarding methodological and epistemological 

aspects. On one hand, it contributes to inform this research’s methodological framework beyond 
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documenting ethnographic practices, towards the collaborative production with research participants of 

outcomes and resources that validate and leverage plurilingual children’s entire repertoires and fluid 

practices within the after-school program, as well as in teacher training. On the other hand, the ‘trans-

formative’ and ‘trans-system’ emphasis of translanguaging implies an epistemological revision of who is 

knowledgeable, what counts as legitimate knowledge in research and in educational contexts, how we 

position ourselves as researchers –with our own transnational trajectories and ideological imprints– towards 

research sites and participants, and on the meaning of research impact (Bradley et al., 2020). In this sense, a 

translanguaging-informed research praxis orients towards more symmetrical positions within heterogeneous 

distributions of knowledge and skills, or what Baynham et al. (2018) describe as an ‘epistemic flattening’ by 

which researcher and research participants handle and reduce the knowledge asymmetries characteristic of 

many research processes and flexibly share more equitable claims to knowledge, expertise and competence. 

The particular epistemic stance adopted in this research, informed by collaborative and critical approaches, 

is further developed in the methodological section (see page 113).  

While we argue here that translanguaging offers particular affordances to this research in relation to 

transgression and transformation, complementing plurilingualism and pluriliteracies, we are cautious in that 

understanding translanguaging as an opportunity for social and educational transformation does not –or 

should not– imply ignoring that the plurilingual and pluriliteracy practices that constitute the object of our 

study always take place in specific contexts and within complex mechanisms of power and resistance that 

must be taken in consideration. Not considering this intersectionality and assuming a straightforward 

causality connection between translanguaging and transformation runs the risk of generating de-

contextualized, taken-for-granted and “inflated expectations about the effects of language learning” 

(Jaspers, 2017, p. 9). We will now describe some of this particular challenges and resistances to 

translanguaging in our particular context. 

 

5.1.6. Sustainable plurilingualism/translanguaging: Limitations and considerations 

Although translanguaging has been argued to have positive effects in terms of educational success of 

plurilingual pupils in other contexts, our take at translanguaging implies putting its transformative potential 

in perspective in the specific context of this research. While translanguaging has been enthusiastically 

embraced abroad, it has not been equally accepted in multilingual contexts such as Catalonia, where a long 

tradition of sociolinguists and educators have struggled –and keep struggling– for the protection and 

revitalization of Catalan, the local minority language, against the social and mediatic presence of mainstream 
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languages such as Spanish and more recently also English. In this context, a minority language immersion 

program has been successfully implemented since the 1980s, and schools and other educational spaces have 

become key institutions for the maintenance, transmission and social use of the regional minority language. 

As school populations have become increasingly diverse, Catalan has been reframed as the vehicular 

language and the language of social cohesion among plurilingual and pluricultural communities, reinforcing 

the need to make it available and used by all citizens. Within this context, many local scholars and educators 

have felt somehow threatened by translanguaging’s principles of promoting hybrid language practices into 

educational spaces with no regards to the strategically implemented boundaries that place Catalan as 

schools’ vehicular language and which they consider to be indispensable for its maintenance and social use. 

These critical voices question the potential benefits of introducing a translanguaging approach for the 

wellbeing of minority languages and minority speakers in our specific context.  

In a similar reflection regarding the protection and promotion of Basque in the Basque Country, Cenoz and 

Gorter (2017, see also Cenoz & Gorter, 2021) call for the need to articulate the valuable contributions of a 

translanguaging pedagogy with the also desirable protection of the regional minority language, in a context 

of globalization and human mobility where the presence of plurilingualism in the Basque society cannot be 

dismissed. The authors propose the concept ‘sustainable translanguaging’ as a pedagogical articulation in the 

school curriculum of fluid translanguaging practices and the development of students’ plurilingual 

competence, on one hand, with special measures and the preservation of ‘safe spaces’ where unilingual uses 

of the minority language are promoted, on the other.  

In our research context, a sustainable translanguaging/plurilingual approach that articulates the promotion 

of Catalan literacy with the recognition of the diversity of practices of plurilingual speakers as legitimate 

resources for learning, including for the learning of Catalan, could bridge tensions between children’s and 

adults’ orientations and expectations around language and literacy practices, as the ones that emerge in the 

after-school program. Indeed, our data show potential benefits of including a plurilingual/translanguaging 

approach for the promotion of Catalan literacy, as this allowed children to bring in other knowledge and skills 

and to engage in meaningful and sophisticated meaning-making practices –for example through translation 

and mediation– while orienting to their adult tutors and to the program’s vehicular language when needed, 

transitioning from plurilingual to unilingual modes and productions (see González-Davies, 2017, for a further 

reflection on the affordances of translation and of adopting an ‘integrated plurilingual approach’ to language 

learning).  

The affordances of promoting a sustainable plurilingual/translanguaging approach within the after-school 

program became evident in the collaborative development of plurilingual pedagogical proposals that also 
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contemplated integrating plurilingual and unilingual uses, and academic and everyday literacy practices. An 

example of this articulation when implementing one of these plurilingual proposals (the creation of a 

postcard) is thoroughly documented in the book chapter from this compendium that focuses on the 

description of the collaborative service-learning project (Vallejo, 2020a, pp. 243-244, see also annexes 12.3.). 

While developing the activity, a group of children used their school and home languages, drew on multiple 

semiotic resources and brought in their family backgrounds –as well as those from the researcher and 

volunteers– to create a collective imaginary journey that included several countries with which participants 

had family bonds and whose final destination, Catalonia, was described as ‘arriving home’. While the whole 

process was developed through translanguaging, the final product, the postcard message, was written in 

Catalan, proving their ability to move from plurilingual modes to unilingual productions in the minority 

language, in line with academic standards. This ‘sustainable’ interrelation of translanguaging practices and 

unilingual academic productions aligns with similar findings by García and Li (2014):  

 By allowing the children to develop a languaging voice as authors regardless of official 
classroom language, and to translanguage, the children become authors very quickly, 
eventually able to write essays in standard [language] when prompted to do so. (p. 107)  

While in this example the orientation to Catalan was pupil-driven, as the proposal included no indications in 

regards to language use, we believe that activities like this, which allow students to develop plurilingual and 

unilingual literacy skills, could be institutionalized through pedagogical proposals that integrate 

translanguaging processes and unilingual and plurilingual academic products.   

Furthermore, a sustainable plurilingual/translanguaging approach can facilitate connecting academic tasks 

to children’s transcultural experiences and subjectivities, as seen in the postcard’s plurilingual crafting of a 

unilingual narrative displaying their transnational trajectories while claiming their belonging to the local 

community. In this sense, their orientation to Catalan is also relevant in terms of their self-legitimation as 

plurilingual and pluricultural Catalan citizens and Catalan speakers, a fact that Canagarajah (2011) describes 

in terms of ‘affirmative action’:  

In the context of a linguistics that theorizes competence and communication in terms of 
monolingual norms, it is appropriate that translanguaging is now being given a lot of attention 
in the academy. This is a matter of affirmative action. Many previous constructs arise from 
pitting one language against another, treating multilinguals as non-native and, therefore, 
lacking ownership in some languages. (…) Translanguaging helps us adopt orientations specific 
to multilinguals and appreciate their competence in their own terms. (p. 3)  

In this sense, it is our understanding that just as a translanguaging/plurilingual approach needs to be sensitive 

to the sociolinguistic context and to the intersectionality of language with other social phenomena at play, it 
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must also acknowledge that linguistic practices relate to the self- and social construction and transformation 

of subjectivities, to life trajectories and socialization processes, and to issues of voice, belonging, ownership 

and engagement.  

From this perspective, and following a data-driven disposition, we have expanded our research scope from 

focusing primarily on plurilinguals’ language and literacy practices (and their potential for transgression and 

transformation), to focusing on how these practices play a role in shaping child-adult engagements within 

and beyond the after-school program, and in expanding understandings of self and others. In this sense, our 

approach aligns with a vision that “research and theory ought to attend to the modes and means through 

which humans jointly construct understandings and the resultant impact of the relationships they forge” 

(Hawkins, 2020, p. 23; see also Canagarajah, 2013, 2018). Documenting human engagements that move 

beyond fixed and dichotomical assumptions around language, culture, belonging, otherness and difference 

seems to matter even more in the current social and political climate, often marked by distrust, polarization 

and fear of otherness.  

In our ethnographic research, these issues emerged particularly in the in-depth and long-term study of a 

reading couple whose interactions evolved from local to transnational and reconfigured our research 

approach. As their cultural and linguistic repertoires and the semiotic arch of their communications 

expanded, the overall focus of our research also broadened towards documenting a transformative, two-way 

socialization process where new understandings around being and belonging emerged. This particular 

local/transnational relationship also foregrounded the complexity of life trajectories and human 

engagements in contexts of mobility and diversity, while questioning articulations of identity, culture and 

social relations forged around ‘us/them’ and ‘local/newcomer’ axes, and developing caring and cosmopolitan 

dispositions as alternative frames. 

To properly account for these phenomena as they emerged in this particular case study, this part of the 

research required the articulation of a complementary theoretical and analytical framework that, along with 

plurilingualism, pluriliteracies and translanguaging, builds on theoretical insights from transcaring (García et 

al., 2013), language –and cultural– socialization (Ochs, 1999; Ochs & Schieffelin, 1984, 2011; Schieffelin & 

Ochs, 1986), and critical cosmopolitanism (Hawkins, 2014, 2018). I will briefly describe these three concepts 

now. 
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5.2. Complementary theoretical constructs 
 

As explained earlier, the specific circumstances that emerged while documenting a particular child-volunteer 

case study involved the expansion and reconfiguration of this project’s initial research approach. The 

articulation of the main theoretical framework presented above with these three complementary 

approaches –transcaring, language socialization and critical cosmopolitanism– allowed us to properly 

account for the myriad of elements that emerged in the child-volunteer interactions, and to frame them 

within the sociolinguistic diversity and complexity of our times. Their presentation in the following 

subsections follows the same order in which they appear and are further developed in the corresponding 

article of this compendium (Vallejo, 2020b). 

 

5.2.1. Transcaring 

 

The concept of transcaring was developed by García et al. (2013) to theorize successful educational practices 

involving plurilingual and pluricultural students (see Vallejo, 2020b, for an extensive description of the 

context where this notion was developed and its implications for our research). The notion of transcaring 

refers to an overall disposition from educational agents and institutions to place transnational background 

students’ fluid identities and hybrid language and cultural practices at the center of learning processes within 

and beyond educational spaces, including also students’ families and other community agents in these 

support endeavors. While transcaring builds on previous work around caring (Nieto, 2005; Noddings, 1995; 

Rolón-Dow, 2005; Valenzuela, 1999), the ‘trans-’ prefix, the authors claim, implies a culture of care plus 

transcending and ‘straddling’ socially-built dichotomical understandings of first and second language, home 

and host culture, and similar exclusionary constructions around nativeness, belonging and place. Transcaring, 

then, refers to “caring enacted to build a common collaborative ‘in-between’ space that transcends linguistic 

and cultural differences between schools and homes”, articulating different modes of knowing and 

understanding, and supporting students’ development of fluid linguistic and cultural subjectivities in order 

to expand their academic and social abilities (García et al., 2013, p. 799).  

Transcaring works as an umbrella term that encompasses other, more specific ‘trans-’ notions that focus on 

different aspects and strategies of this ‘straddling’ of languages, cultures and spaces:  translanguaging, 

‘transculturación’, transcollaboration and transactions through dynamic assessments. While assessment 

strategies are not directly dealt with in the context of our research, the other three notions provide a valuable 

framework to inform and analyze the child-volunteer socialization process documented in our case study in 
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terms of the collaborative construction of a caring and support system that transformed and expanded their 

understandings of self and others. As the concept of translanguaging has been developed in a previous 

subsection of this presentation (see 5.1.3.), we will briefly define here the complementary notions of 

transculturación and transcollaboration.   

The notion of transculturación contributes to question static approaches to culture and cultural socialization, 

and foregrounds the interactional and dynamic nature of culture and the processes of change and 

transformation involved in all cultural contact, as opposed to rigid home/heritage versus host/local/national 

culture binaries that underlie extended understandings of ‘cultural acquisition’ in terms of acculturation and 

assimilation. Alternatively, transculturación foregrounds transcultural individuals’ ability to “straddle 

cultures and to perform features of what might be considered different ‘national cultures’ as their very own 

in interaction with others” (García et al., 2013, p. 812). While the original concept refers to processes of 

transculturación experienced by students and supported by adult teachers and mentors, when applied to our 

data we propose an extended approach that accounts for both adult and child’s joint engagement in 

transcultural practices where cultural features intertwine and intercultural skills and understandings are 

transformed and expanded.  

The third strategy of transcaring, along with translanguaging and transculturación, is transcollaboration, 

which refers to the creation of extended networks that provide transnational background students with 

academic, social and emotional support within and beyond the school limits. These networks include 

educational agents, students, families and other participants and community organizations, and extend 

students’ and families’ resources and opportunities “to perform academically and socially in ways that help 

them grow beyond the static positions (…) to which they are often relegated” (García et al., 2013, p. 817). 

Transcollaboration emerges in our data in a myriad of forms, which are thoroughly documented and analyzed 

in Vallejo 2020b, in this compendium.  

All in all, transcaring strategies and their display by the research participants relate to processes of language 

and cultural socialization and resonate with the principles of critical cosmopolitanism, the other theoretical 

axis that inform this conceptual framework to further approach the implications of the child-volunteer 

transformative engagement.  
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5.2.2. Language socialization  

 

Language socialization theories emerged in the field of linguistic anthropology in the past century from the 

hand of Elinor Ochs and Bambi Schieffelin (Ochs, 1999; Ochs & Schieffelin, 1984; Schieffelin & Ochs, 1986, 

among others), and focus on how processes of language acquisition and language use relate to how 

individuals become active participants and competent members of specific communities (Ochs, 1999, p. 230). 

Language socialization studies aim to illuminate how specific ways of languaging, being and doing are 

transmitted from more expert to novice community members through social interaction and joint 

participation in everyday social and cultural practices. As Howard (2014) writes:   

Language socialization researchers emphasize how novices are simultaneously socialized “into 
and through” language and discourse; that is, how they are socialized “into” specific uses of 
language or other semiotic devices, and “through” language/discourse to become familiar with 
their community’s ways of thinking, feeling, and being in the world. This field of scholarly 
inquiry initially arose in reaction to the failure of cognitive or structuralist conceptions of 
language to account for (a) the role that language and discourse play within social and cultural 
transmission, and (b) the role that sociocultural context plays in children’s language 
acquisition. (para. 1) 

This interrelationship between language acquisition and the social and cultural transmission of a 

community’s particular ‘ways of thinking, feeling, and being’ is also inherent to Bourdieu’s notion of ‘habitus’, 

which has been described on page 68.  

While initial approaches to language socialization focused on the transmission, through language, of specific 

cultural norms and values from more knowledgeable adults to children and other novices, more recent works 

(e.g. Garrett, 2008; Garrett & Baquedano-López, 2002; Ochs & Schieffelin, 2011, 2017) foreground that 

language socialization is the product of interactional processes that are bi/multidirectional and epistemically 

unstable, as both parts can display expert and novice roles and socialize each other. These more recent 

approaches also emphasize that language socialization takes place along our entire lives and across diverse 

social contexts and experiences, and include multiple modalities along with language.  

All of these features emerge in our case study, as the adult-child two-way socialization process unfolds across 

diverse modes, within and beyond the after-school program activities and premises, locally and 

transnationally, and with other participants. The analysis shows how the child and volunteer are 

collaboratively and mutually socialized as they interact and learn from each other’s language and cultural 

backgrounds, experiences, interests and expectations, all of which expand, intertwine and transform along 

their ongoing socialization process. I will now present the final notion of this theoretical articulation. 
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5.2.3. Critical cosmopolitanism  

  

The understanding of language socialization as a mutual process connects to critical cosmopolitanism, a 

conceptual and ethical framework developed by Hawkins (2014, 2018) building on Appiah’s rooted 

cosmopolitanism (2005), Delanty’s critical cosmopolitanism (2006) and Hansen’s cosmopolitanism on the 

ground (2010, 2014) among others, and on extensive research on transnational background youth 

encounters. Critical cosmopolitanism refers to –and documents– the ways in which humans encounter and 

relate to each other, either face to face or virtually, in contexts of globalization and transnational mobility, 

guided by ethical principles of care, respect and openness.  

Critical cosmopolitanism proposes a way for conceptualizing and promoting transnational and transcultural 

engagements as based neither on assimilation and erasure of difference, nor on opposition and conflict, but 

on ‘universality plus difference’ (Appiah 2006, p. 151, in Hawkins, 2020, p. 26). In her work, Hawkins theorizes 

and documents how such cosmopolitan encounters oftentimes promote equitable and transformative 

relationships and give place to new meanings and understandings through collaboration, hybridization, 

criticality and creativity (Hawkins, 2014).  

In a similar approach, based on the ethnographic research of how immigrant background children articulate 

and display what she defines as ‘elementary cosmopolitanism’, Kromidas (2011) argues that the new 

understandings of self and others that emerge from cosmopolitan affiliations can challenge and reconfigure 

hegemonic notions of belonging as not rooted in ‘blood, birth and bodies’ but containing multiple 

experiences and perspectives.  

These notions of cosmopolitanism share with ‘transculturación’ the need to inform and document the 

complexities that emerge in transnational trajectories and encounters in terms that move past difference, 

and challenge and destabilize oppositional home/host, native/foreign, local/newcomer and similar 

dichotomies around language and cultural identities. These conceptions that foreground people’s disposition 

to forge transcultural identities and engagements that do not operate on reified axis of difference and 

otherness, and which can expand and transform participants’ worldviews clearly resonate with this projects’ 

data, particularly from the child-volunteer case study documented and analyzed in Vallejo, 2020b, where 

several examples are included.  

Overall, the articulation of critical cosmopolitanism, language socialization and the strategies involved in 

transcaring provide an ethical and theoretical framework to analyze and account for the implications of the 

child-volunteer language and cultural socialization across local and transnational settings. In light of our data 
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and analysis, we propose the notion of ‘cosmopolitan socialization’ to conceptualize this couple’s local and 

transnational engagement and joint practices of ‘languaging’ and ‘culturing’ as “a collaborative enterprise 

where participants are active contributors to the meanings and outcomes of interactions with fluent roles” 

(Vallejo, 2020b, p. 528). This process of cosmopolitan socialization, we argue, affords the participants unique 

opportunities to embrace and praise their transcultural experiences and jointly create new ones, expanding 

both their language and cultural repertoires and competence, and their understandings –and commitments– 

around being and belonging in contexts of diversity, mobility and transnational life trajectories and human 

encounters. 

The three main notions that make up the overarching theoretical framework of this research –plurilingualism, 

pluriliteracies and translanguaging–, and the related, complementary theoretical constructs we have 

described, are developed across the different texts that make up this compendium with more or less 

emphasis according to the specific focus, objectives and conditioning factors of each publication (see 

subsection 7.1. for an overview of where and how these constructs unfold within this compendium). I will 

now delve into the methodological framework of this research. 
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6. Methodological framework  

In order to properly account for the methodological aspects of this thesis, this section contains several 

subsections, including an explanation of the origins and different stages of the research process; the 

methodological orientations and principles; the assemblage of the corpus and analytical procedures; as well 

as an example of transcription and analysis of audiovisual data. The section continues with an explanation of 

the ethical and epistemological orientation adopted towards the research, its participants and outcomes. 

The final part describes the central ‘return’ of this research: the articulation of a collaborative service-learning 

project that involved diverse participants and educational milieus in the promotion of inclusive language and 

literacy educational practices, and which embodied and expanded the collaborative/transformative stance 

adopted in this research. 

 

6.1. The origins and collaborative nature of this research  

 

This research emerged in collaboration with, and from the generous invitation of one of my PhD supervisors, 

Dr. Emilee Moore, whose previous experience as a volunteer in a different site of the same reading program 

boosted our interest in ethnographically researching after-school programs. After receiving authorization 

from the program coordinators to undertake research in one of the many project sites, they suggested 

focusing our research on one of the sites with less support from the school management. Our integration 

into that particular site, they felt, would render them with valuable information and feedback –that they 

were not receiving– to improve the site dynamics. The first year of ethnographic research in the after-school 

program (2014-2015) was carried by both the supervisor and PhD candidate, who attended every weekly 

session as both researchers and, when needed, also volunteers.  

This first stage also included the development of a pilot project inspired by the principles of service-learning, 

carried out by Dr. Moore with her students in the subject ‘School Language Project and Plurilingualism’, which 

she taught in the Bachelor’s Degree in Primary Education at the Universitat Autònoma de Barcelona. This 

initial project consisted of trainee teachers’ production of plurilingual books for the program, that were then 

introduced by both researchers to the children and volunteers, who used them in the program sessions and 

provided feedback for the university students and for our research. Research outcomes of this first year of 

ethnographic work were widely discussed in data sessions and conference presentations, and are described 

in two collective articles (Moore & Vallejo, 2018; Vallejo & Moore, 2016).  
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After Dr. Moore left the program and Catalonia for a postdoctoral stay abroad, I continued carrying out 

ethnographic research in and beyond the program site for over two more academic years (2015-2016, 2016-

2017 and in 2018), and also implemented a service-learning project, inspired in the pilot of the first year, 

which will be thoroughly described in the upcoming pages. This project has been included in a compilation 

of service-learning projects carried in the Universitat Autònoma de Barcelona, where it is described as “una 

forma de activismo en la actividad profesional” [a form of activism in professional activity] (García-Romero, 

Lalueza & Blanch-Gelabert, 2021, p. 21). 

Research outcomes of this period of individual ethnographic work are described in the individual publications 

included in this compendium (Vallejo, 2020a, 2020b). This period also included the collaborative construction 

of a robust overall theoretical framework to articulate the whole research. The development of such 

framework has been published in an article with Dr. Melinda Dooly, also my PhD supervisor (Vallejo & Dooly, 

2020), with whom I have developed a long trajectory of researching the complexities of linguistic minorities’ 

social and educational disadvantages and school failure (Dooly & Vallejo, 2008a, 2008b, 2009; Ross et al., 

2009; Vallejo & Dooly, 2013).  

The collaborative nature of this research is also very much defined by the active and generous involvement 

of the diverse agents –children, parents, volunteers, coordinators, and university students– whose 

participation has emically imprinted the principles and guidelines of this research project and made it 

possible. The different articles and the book chapter that make up this compendium have intended to reflect 

this collaborative approach. I will now describe the chronological development of this thesis in more detail.  

 

6.2. Research phases: Building a multidimensional understanding of the after-school site's 

ecology  

The extensive ethnographic work developed for over three years (between 2014 and 2018) within and 

beyond the after-school program’s sessions included different stages, which can be loosely organized in 

terms of three consecutive academic courses: 

The first academic course (2014-2015) was devoted mainly to participant observation of the after-school 

program sessions, focused on getting to know the participants and documenting the overall dynamics of the 

program site. This first stage implied accompanying and registering diverse reading partners during their 

sessions, collecting field notes, holding interviews and informal conversations with as many participants as 

possible, attending the program’s activities and volunteers’ training sessions, meeting with program 
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coordinators and members of the school board, collecting available documentation and materials and 

gathering multimodal information –e.g. visual, written and aural data– from the program, school and 

neighborhood’s sociolinguistic landscapes.  

The second year (2015-2016) focused on observing and documenting the interactions of a specific reading 

couple as they engaged in and beyond the limits of the after-school program, to build up a longitudinal case 

study with specific attention to the two-way dynamics of language and cultural socialization that shaped their 

relationship. Although the observation of this couple within the program sessions took place mostly during 

one academic year, the documentation of their interactions extended beyond the program sessions in place 

and time, including data collection of encounters with both participants and their families locally and also 

transnationally up to the year 2018.  

The third year (2016-2017) involved enrolling as a volunteer within the after-school program, documenting 

my own interactions with children within and beyond the program’s weekly sessions, thus becoming an active 

participant in the program –and of my object of study–, while also somehow giving back to the program by 

contributing from a more accountable role.  

 
Figure 2: Stages of the research process.  

 

Source: Assembled by the author. 

As explained before, in parallel to these three stages, the ethnographic work also included the development 

of a collaborative service-learning project involving an extended network of participants in designing 
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plurilingual resources for the after-school program, and documenting their implementation. This service-

learning project was developed for three academic years and its outcomes are available in the after-school 

program site, and are part of the researcher’s teacher training resources (see more details in subsection 6.6.).  

 
Table 1: Timetable of the research phases.  
 

Ethnographic research in and beyond the after-
school program 2014-2015 2015-2016 2016-2017 2017-2018 

Participant observation of program dynamics In tandem  Individual 

Documenting a specific reading couple  Local Transnational 

Participation as program volunteer Ad hoc Regular  

Implementation of Service-Learning project Pilot (Dr. Moore) Implementation  

 
Source: Assembled by the author. 

This multi-stage ethnographic account allowed for building a multidimensional understanding of the after-

school program site ecology from within, considering its “multiple, complex and often interdependent 

components and characteristics” (Hawkins, 2004, p. 15, see also pages 33-34 for a more extensive definition 

of ecology from a sociocultural perspective). 

Approaching the after-school program site as a complex ecological system entailed a myriad of interrelated 

elements, such as documenting the spatial conditions, the available resources and the diversity of languaging 

and literacy-related practices that usually took place in the program sessions. It also involved documenting 

participants’ preferences and diverse linguistic and cultural repertoires as they emerged and were negotiated 

in interaction. Furthermore, it required identifying prevailing ideologies around language and literacy, and 

participants’ accommodation and resistances to such dispositions. Moreover, an ecological observation 

included foregrounding transnational trajectories, and the dynamics of collaborative meaning making and 

language socialization that took place between young and adult participants. Finally, it implied understanding 

the challenges and affordances of this microsystem of interrelated elements for supporting pupils’ 

educational and social trajectories, and how opportunities for improvement could be boosted in 

collaboration.  

Significantly, this multi-stage ethnographic approach also allowed us to bond with the participants, an 

affiliation that was necessary for the development of the research and of a sense of commitment to the site’s 

improvement. In this sense, the whole research process can be outlined as a system of interrelationships 

where each of the research stages necessarily needed the previous ones and enabled subsequent, deeper 
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implications. Thus, the initial period of overall observation of the program dynamics and of interaction with 

all participants, allowed for establishing relations with both adults and children and to become a regular part 

of the program sessions. This time of bonding, which included openly explaining our presence and research 

objectives to the participants, enabled us to make the most of conversations and interviews, and later 

permitted my entering into the close relationship of a specific reading couple. The regular observation of 

their partnership and literacy practices during the next academic year also provided a model for my later 

engagement as volunteer in the final stage of the ethnographic research.  

The deep understanding of the program dynamics –achieved by extensively documenting the participants’ 

plurilingual and pluriliteracy practices– also provided the foundations for the collaborative service-learning 

project that opened institutional spaces to children’s plurilingual repertoires and dynamic literacy practices. 

Here again, bonding was a key element for moving from one research stage to the next one, as the close 

relationship established with a specific reading couple allowed for that adult volunteer to become a central 

piece of the service-learning project, guiding trainee teachers as they produced plurilingual pedagogical 

resources for the program.  

I will now proceed to describe the methodological framework of this research. 

 

6.3. Methodology: Ethnographic and socio-interactional methods   
 

As explained in Vallejo & Moore, 2016, this research develops a qualitatively-driven methodological 

framework that draws on a mixed method, ‘QUAL + qual’ design (Morse, 2010; Morse & Niehaus, 2009), 

combining ethnographic approaches (the main or ‘QUAL’ methodology) with a complementary focus on the 

analysis of interaction in situ, and with the design of a sociopedagogical intervention following the 

methodological principles of service-learning (the complementary or ‘qual’ methodological approaches). 

According to Morse and Niehaus (2009), a mixed method design refers to the use of two (or more) research 

methods in a single study, or to 

the incorporation of one or more methodological strategies, or techniques drawn from a 
second method, into a single research study, in order to access some part of the phenomena 
of interest that cannot be accessed by the use of the first method alone. The use of mixed 
method design makes the study more comprehensive or complete than if a single method was 
used. (p. 9) 

The authors substantiate the use of a mixed method design in order to properly “grasp complex 

phenomenon”, or to explore and understand different aspects or the different levels (macro/micro; 
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group/individual, etc.) of the same phenomena (Morse & Niehaus, 2009, p. 13). In line with these arguments, 

I now proceed to describe the methodological approaches that make up this mixed method compound, 

foregrounding the affordances of an integrated methodology. 

 

6.3.1. Ethnographic approach   

 

This research project has been methodologically infused by the qualitative methods and principles of 

ethnography, especially as it has been developed in the fields of sociolinguistics and education (Copland & 

Creese, 2015; Gumperz, 1964; Heath, 1983; Heller, 1999b, 2008; Hymes, 1974; Mijares & Martín Rojo, 2007; 

Patiño-Santos, 2011, 2016; Poveda, 2003; among many others). Ethnographic methods emerged in the field 

of anthropology and aim at documenting the social, cultural and communicative practices –including the 

language and literacy practices– as they emerge in specific communities through methods of participant 

observation and fieldwork. By closely and extensively documenting the social practices of a given site or 

community from within, ethnographic methods help reveal the ecology of that community in all its 

complexity, establishing interconnections and acknowledging also inner tensions and the fluid and situated 

nature of human and cultural practices.   

More specifically, this project builds on ethnography’s long tradition in documenting and connecting in- and 

out-of-school communicative, plurilingual and literacy practices –or what we have called an ethnography of 

pluriliteracies (Vallejo & Moore, 2016, p. 45), drawing on the term ‘pluriliteracies’ proposed by García et al., 

2007. From seminal works including Basso (1974), Szwed (1981), Hymes (1981) and Heath (1983) among 

others, ethnography has become instrumental to the pedagogical need to build learning –and particularly 

language and literacy learning– from what learners already have and know (Klassen, pp. 220-223). 

Ethnographic approaches have contributed to this aim by providing a methodological framework and 

encouraging other researchers –and educators– to notice and document the resources that children from 

different backgrounds bring to school, and how these resources relate to social and educational expectations 

(Hull & Schultz, 2002). From these seminal studies on:  

Many researchers began to catalogue and describe the ways in which young people used 
language in competent and, indeed, exciting ways, in and out of school, in a manner that their 
teachers might not have noticed or acknowledged. This work not only reframed and 
broadened conceptions of literacy, it also gave researchers a new lens for documenting 
learning in out-of-school contexts. (Hull & Schultz, 2002, p. 16) 
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Related to these endeavors, ethnographical approaches have also contributed significatively to the study of 

bi/plurilingualism as it unfolds in situated interactional practices. As Heller (2008) explains: 

Ethnographies allow us to get at things we would otherwise never be able to discover. They 
allow us to see how language practices are connected to the very real conditions of people’s 
lives, to discover how and why language matters to people in their own terms, and to watch 
processes unfold over time. They allow us to see complexity and connections, to understand 
the history and geography of language. They allow us to tell a story; not someone else’s story 
exactly, but our own story of some slice of experience, a story which illuminates social 
processes and generates explanations for why people do and think the things they do. (p. 250) 

Understanding ethnography as a narrative assemblage that emerges from particular dialogic configurations 

at a given time and place implies acknowledging that it is not –and should not intend to appear as– a neutral 

description of the way things are. Still, this narrative is rarely individual but crafted through a multiplicity of 

participants and should intend to emerge bottom-up, from their perspectives, and bringing in their voices. In 

Hymes (1980) words, ethnography gives priority "to discovery of what is actually done in local settings and 

of what it means to its participants" (p. xiv). This brings us to another relevant principle of the ethnographic 

approach applied in this project: the emic perspective and the collaborative and transformative nature of the 

research process. By extensively documenting specific social settings from within, ethnographic accounts 

raise from an emic perspective –that is, from the perspective of the participants and how they interpret their 

practices– and, oftentimes, also in collaboration with the participants, thus giving them voice in the research 

process, in the identification of possible problems and solutions, and in the design of actions for contributing 

to improve the documented phenomena. This collaborative and transformative approach to ethnography 

expands the focus from describing what is happening in a particular community from within, to: 

 attempt to provide a synthetic approach to the study of the relationship between social and 
linguistic processes, and to provide a model in which individuals, while constrained by social 
processes, can also, by drawing on the linguistic resources available to them, contribute to 
processes of social change. (Heller, 1988/2010, p. 20)  

Ethnography has, then, a transformative potential in that it both documents and engages participants in 

processes of empowerment and change. Given the complex, multiple aspects involved in ethnography, the 

concept has been proposed as:  

not only a research methodology into studying culture and cultural systems but also an 
epistemological orientation. As a research methodology, it is about fieldwork and other field 
methods such as prolonged and systematic participant observation enhanced with fieldnotes, 
in-depth interviews, and document analysis, while as an epistemological orientation it 
resonates with critical or non-critical interpretive approaches. (Kulavuz-Onal, 2018, p. 118)  
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Following these multiple takes on ethnography as a research methodology and as an epistemological 

orientation, I will now describe the methods of data collection and the configuration of the corpus of this 

research, as well as the main analytical procedures, including an example of real data and of the type of 

analysis carried out with it. After that, I will explain the epistemological and ethical stance adopted towards 

the research and participants.  

 

6.3.2. Methodological procedures, corpus and data analysis  

The ethnographic work focused mainly on the after-school program site sessions and participants, but 

included other contexts and agents as well, such as the surrounding neighborhood facilities (and particularly 

the local library), the program’s foundation headquarters and coordinators, members of the children’s 

families, fellow researchers, and the trainee teachers at the university subject where the author lectures. 

This extensive ethnographic work gave place to a diverse collection of data including audiovisual recordings 

of the child-volunteer interactions, field notes, interviews, conversations and diverse graphic, written and 

digital materials.  

The audiovisual part of the corpus is made up of 47 video-recorded files (9 in the school year 2014-2015, 19 

in 2015-2016 and 19 in 2016-2017) captured with the researchers’ cell-phones and which document a) 

interactions of diverse child-volunteer reading couples –at times including one of the researchers as 

volunteer– during the program sessions; b) the in-depth observation of a specific reading couple within and 

beyond the program premises; c) the participation, as volunteer, with a specific child during the last academic 

year; d) the development of group activities, mostly carried by external invited participants; e) semi-

structured interviews with the program coordinators and volunteers, including regular encounters with one 

of the volunteers before or after the program sessions during approximately one academic year. 

These video recordings were complemented with field notes containing impressions about each program 

session, and of the researcher’s participation in other activities such as volunteer training sessions, welcome 

sessions for the volunteers held by the school’s headmaster and head of studies, meetings with the program 

coordinators to present preliminary results and share data, and attendance to public conferences and other 

institutional acts where the program was presented. These field notes also documented interviews and more 

informal conversations held with volunteers, children and members of their families outside of the program’s 

schedule. These conversations provided key information to access the participants’ understandings, 

motivations and expectations regarding their participation in the after-school program, as well as information 
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about family dynamics, language and literacy practices beyond the program, and other instances of out-of-

school language socialization where the children took part, including for example heritage language lessons.  

The multimodal corpus is also made up of diverse texts and images in paper and digital formats. Most of 

these correspond to institutional materials produced by the program, such as booklets for the volunteers 

with tips and activities to promote reading and support their task in the program, institutional webpages and 

leaflets to promote the program and encourage people to enroll as volunteers, and questionnaires to 

evaluate the program. These questionnaires were applied at the end of each of the three school years 

covered by the ethnographic research, and they were filled in by children and volunteers and –some of them– 

shared with the researcher. This typology of written, graphic and digital data also included the photographic 

register of classroom material and graphic resources displayed in other school premises (posters, signs, 

artistic collages, etc.), as well as materials produced by the children and volunteers during the program 

sessions and workshops (games, drawings, cards, poems, comics, blackboard notes and drawings, etc.) or 

brought by the children, often as a present for their adult reading mentors. The recollection of these 

resources served a double purpose in this research: documenting the school and program’s language policy 

and linguistic landscape in those cases when the materials were displayed in the school sites, and also the 

children’s multimodal and plurilingual productions, which often included several linguistic codes assembled 

with other, artistic expressions.  

A separate typology of data is made up of a diverse collection of multimodal artifacts and materials produced 

and exchanged by a specific reading couple in and especially out of the reading program when the girl 

migrated from Catalonia to the United Kingdom with her family at the end of 2015. Their interactions then 

changed and took place through the exchange of letters, audio and video messages, drawings, scrap books, 

pictures and small presents by post mail shipments and mobile phone messages, which the volunteer shared 

with the researcher.  This new, transnational exchange also transformed the dynamics of the ethnographic 

research carried with them, which could no longer rest on direct observation and was reshaped by new 

dynamics and data. These particular data are at the core of one of the publications of this compendium 

(Vallejo, 2020b), and their recollection extended geographically and in time beyond the ethnographic work 

carried within the after-school program, including several encounters with the volunteer outside of the 

program and an encounter with the girl and her family in the UK in 2018.  

Finally, this corpus is also informed by the plurilingual/translanguaging pedagogical resources collaboratively 

produced by after-school program volunteers and children along with university trainee teachers. These 

resources were compiled into a collection of pluriliteracy activities that were delivered to the program 

coordinators and became part of the program’s offer for volunteers and children in the program site. Their 
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use and implementation by the program participants was then registered and incorporated into the corpus. 

A second typology of didactic resources created from the ethnographic data corresponds to case study 

vignettes (see table 2 in page 117 and annexes 12.2.), produced by the researchers to use within their teacher 

training practice, in order to introduce their university students to a particular non-formal educational 

context, as well as to issues of language diversity and pluriliteracies in general. These teaching resources 

remain a valuable material used in the researchers’ teaching practice up to this day.  

The diverse constellation of ethnographic data collected allowed us to create a dialogue and triangulation 

between these different sources of information. By integrating the voices and understandings of the 

participants and accessing, though them, to other processes and practices that took place beyond the 

program site and which could not be documented through direct observation, it also allowed us to expand 

our research into the families and other scenarios of language and literacy socialization. I will now describe 

in more detail the analytical approach adopted to analyze the audiovisual data, guided by ethnographic and 

socio-interactional principles. 

 

6.3.3. Socio-interactional analysis of the audiovisual data  

The audiovisual data collected in the after-school program sessions were organized in files following a 

chronological criteria –session by session– and accompanied by field notes and other collected materials 

related to the same sessions and interactions, and that served both for expanding the understanding of those 

specific interactions and as a form of triangulation.  

To account for the complexity of the plurilingual and multimodal literacy practices registered in the after-

school program, a selection of audiovisual data were analyzed through ethnographic and socio-interactional 

methods (Gandulfo & Nussbaum, 2016; Masats, 2017; Mondada & Nussbaum, 2012; Moore & Dooly, 2017, 

among others). Ethnographic and socio-interactional methods are complementary in that both share an 

interest to “investigate how, through language, individuals complete social actions in specific contexts to 

attain concrete goals” (Masats, 2017, p. 322). Both also focus on the relationship between the organization 

of socially situated interactions and the social and institutional order where these take place. As for socio-

interactional methods, these offer a more fine-grained approach than what may be achieved with solely 

ethnographic methods, allowing a close look at the diverse resources that participants collaboratively display 

for meaning making and to overcome communicative obstacles, among other actions (see Clemente, 2013; 

Masats, 2017; Mondada & Nussbaum, 2012; Mondada & Pekarek-Doehler, 2004; ten Have, 2002, among 
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others, for more on the affordances and complementarity of ethnographic and socio-interactional 

approaches).  

After an initial and thorough revision, viewing and organization of all the audiovisual data to identify 

emergent phenomena guided by the research objectives and questions, a selection was made of recorded 

fragments where participants’ plurilingual repertoires and pluriliteracies clearly emerged, for their further 

analysis. These fragments –mainly of interactions involving children and mentors while participating in 

activities as reading partners– were then transcribed focusing on the multimodal, plurilingual and 

pluriliteracies’ elements observable and that seemed relevant for the participants and for the ongoing 

interaction to proceed.  A multimodal transcription, in this work, implied accounting for oral and written 

language, prosodic features (e.g. intonation, stress, silence...), embodied actions (e.g. body position, 

gestures, indexing, gaze, facial expressions...) and manipulation and references to material artifacts, as well 

as aural, visual, digital resources and the spatial environment (Moore & Llompart, 2017, pp. 406-412). The 

transcription conventions used were based on those developed by Jefferson (2004), and by the GREIP 

research center for recordings of plurilingual interactions (see Moore & Llompart, 2017), although 

adaptations to these protocols were made when deemed necessary (e.g. for readability and due to particular 

journal formatting requirements).  

These transcribed fragments were then subject to several, turn-by-turn, individual and collaborative 

analyses. From the many observable features that a socio-interactional approach can focus on, in this work I 

centered my analysis primarily on whether and how participants oriented to plurilingual or unilingual modes 

and to specific languages; on how they adapted and modulated their discourse according to the other 

participants and situation; on how they included specific information and adopted collaborative strategies to 

mediate understandings or keep the interaction in amicable ways; on how they categorized their and others’ 

linguistic repertoires and practices and the different codes and resources at play; and about the epistemic 

roles (e.g. expert or inexperienced/learner) that they adopted, attributed to the other participants and 

negotiated in interaction.  

After the selection, transcription and turn-by-turn analysis of data following socio-interactional methods, the 

plurilingual interactions were presented for collective analysis and discussion by informed experts in diverse 

data sessions held by the GREIP research centre (Grup de Recerca en Ensenyament i Interacció 

Plurilingües/Research Centre for Teaching and Plurilingual Interaction), where the researcher and both 

supervisors participate. The GREIP research team has an extended experience in ethnographic research and 

socio-interactional analysis based on the principles of ethnomethodological/conversation analysis (CA) (Auer, 

1984; Sacks, 1992, among others). Some of its members have produced foundational works in the socio-
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interactional study of plurilingual practices and language learning in and beyond educational institutions in 

the Catalan context (see Masats & Nussbaum, 2022, for an historical overview of these contributions). The 

audiovisual data transcriptions and analysis, once refined based on feedback from these collective analytical 

sessions, were also presented in other local and international conferences and symposia for further 

discussion. This input from other, more experienced researchers, has contributed significatively to know the 

corpus better, refine the transcriptions, incorporate new analytical tools, categories and perspectives, and 

expand the understanding of what was being analyzed, serving as a further instance of triangulation of the 

data.  

A sample of the type of transcriptions developed in this compendium is shown below this paragraph. In these 

examples, as in all of the transcriptions included in this compendium, participants were anonymized using 

pseudonyms and a short ethnographic description was included at the beginning, while the transcription 

conventions were included at the end of each publication. To make the data accessible to non-Catalan 

speaking readers, transcriptions were also translated to the main language used in the article or book chapter 

where it would be published, including both the original interaction and then its transcription, as can be seen 

in the examples included herein.  

 

6.3.3.1. Examples of transcription and analysis of video-recorded fragments 

Fragment 1. Hasu and her mentor21  

Hasu (H) is a ten-year-old girl born in Punjab, India, where she attended an English-medium school 
before migrating to Barcelona when she was eight years old. She reports she speaks Punjabi at 
home, Catalan, Spanish and English at school and Hindi with a classmate from Pakistan. She recently 
learned to write and read in Punjabi at the local Sikh temple. Her mentor (M) in the after-school 
program is the researcher/author of this chapter, born in Chile and migrated to Barcelona 15 years 
earlier. Her family language is Spanish and she learnt English at school and Catalan as an adult. She 
uses all three languages in her everyday life. Hasu and her mentor usually read in Catalan, English 
and Punjabi, borrowing materials from the after-school program as well as from the local public 
library.  
In this fragment, Hasu and her mentor are talking about their food preferences after reading some 
pages of a book in Punjabi about the preparation of chapati (Indian bread).  

1.     M: i doncs: quina és la teva- quin és el teu: (.) s- sopar (.) preferit/ 
2.     M: què és [el que] més t’agrada menjar/ 
3.     H:   [què/] 

                                                           
21 See transcription conventions in the final annexes 12.1. A more complete analysis of this fragment can be found in Vallejo, 2022. 
While this publication has not been included in this compendium, the fragment corresponds to data collected within this research.  I 
have considered that its inclusion here can contribute to enlighten the analytical approach adopted in this thesis.  
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4.     H: (…) saps que és mein/ 
5.     M: mm\ 
6.     H: és com: (.) noodles/ però amb una mica d’espècies picants 
7.     M: i això està boníssim/ 
8.     H: ((ascents by moving her head up and down)) 
9.     M: i no pica molt/ 
10.   H: ((denies by moving her head from side to side)) 
11.   H: però pots posar pi- a:: una:: 
12.   H: pots posar chili ((makes a hand gesture as if spicing something)) 
13.   M: què és chili/ 
14.   H: chili:::\ ((opens her eyes wide)) 
15.   M: a:h chili\ picant\ 
16.   H: anglè:::s\ ((moving her right arm upwards in M’s direction)) 
17.   M: sí sí sí\ 

Translation 

1.     M: so: which is your- which is your: (.) favorite d- dinner/ 
2.     M: what is [it that] you like to eat the most/ 
3.     H:   [what/] 
4.     H: (…) you know what mein is/ 
5.     M: mm\ ((moving her head from side to side)) 
6.     H: it is like: (.) noodles/ but with a little of hot spices 
7.     M: and that is delicious/ 
8.     H: ((ascents by moving her head up and down)) 
9.     M: and it is not too spicy/ 
10.   H: ((denies by moving her head from side to side)) 
11.   H: but you can put spi- a:: an:: 
12.   H: you can put chili ((makes a hand gesture as if spicing something)) 
13.   M: what is chili/ 
14.   H: chili:::\ ((opens her eyes wide)) 
15.   M: a:h chili\ spicy\ 
16.   H: engli:::sh\ ((moving her right arm upwards in M’s direction)) 
17.   M: yes yes yes\ 
 

The fragment begins with the mentor asking Hasu about her favorite food. In line 1, she hesitantly enunciates 

a first attempt of question, in Catalan, with pauses, interruptions and repetitions, to then self-repair by 

reformulating her question in line 2, which overlaps with the girls’ request for clarification in line 3. Instead 

of just answering her mentor’s question, the girl checks for her comprehension of the concept ‘mein’ (line 

4). When the adult denies, Hasu produces a plurilingual explanation including a concept in English (noodles, 

line 6), but unlike in her previous turn, this time she does not check for her mentor’s understanding. The 
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interaction continues with the mentor asking Hasu about the taste of this particular food, and Hasu answering 

with conventional gestures. When, in line 12, Hasu introduces the word ‘chili’ in a plurilingual compound 

similar to that of line 6, and her mentor asks about its meaning (line 13), the girl does not offer an alternative 

concept or explanation, but a surprised reaction evidenced by diverse features including word lengthening, 

raising intonation and facial expression (line 14). Her mentor then expresses her understanding (line 15) by 

introducing a concept in Catalan (‘picant’), which had previously been discarded by Hasu in preference of 

‘chili’ (line 11). In line 16, the girl makes an explicit vindication of the use of English as a shared and self-

explanatory resource (‘engli:::sh\’), while also confirming her categorization of ‘chili’ as English. In the final 

line (17), the mentor aligns with the girl’s vindication (yes yes yes\).  

In the fragment, we can observe how Hasu and her mentor, both emergent plurilinguals whose repertoires 

include shared and non-shared resources and uneven proficiency in diverse languages, display diverse 

resources and strategies for overcoming communicative obstacles and for meaning making, while orienting 

to their perception of their interlocutor’s linguistic repertoire and cultural experiences. This display of 

plurilingual and multimodal resources, which contributes to the ongoing interaction to proceed, is allowed 

by their alignment to plurilingual modes as a legitimate practice in their program sessions. The fragment also 

renders visible the categorizations that the participants make of different languages that usually emerge in 

their interactions, and particularly of English, although a break comes out in what had been built as a shared 

code. As Vallejo (2022) explains, Hasu and her mentor’s interactional moves: 

 manifest both a flexible child-adult distribution of language expertise and epistemic status, 
and a shared understanding of English as a legitimate feature in their plurilingual interactions 
that requires no checking or explanation, as opposed to other codes that can also emerge but 
imply clarification and checking for comprehension. (p. 50) 

While this categorization might show patterns of alignment with the social appraisal of some (prestige, 

colonial) languages, and particularly of English, as a preferred resource over other codes and communicative 

strategies, the child-mentor interaction also opens spaces for other languages, modalities and cultural 

features to emerge, foregrounding the plurilingual and multimodal nature of their encounter. Furthermore, 

the interaction also boosted the girl’s plurilingual competence and language and cultural mediating skills to 

emerge, as “based on her situated understanding of the participants and situation, she recurred to those 

codes she presupposes are shared and legitimized by both participants, while actively selecting, adapting and 

expanding on the original content to facilitate her mentor’s comprehension” (Vallejo, 2022, p. 51). This 

display of children’s competent sociolinguistic identities and the related re-distribution of language expertise 

emerges in several of the fragments analyzed in this compendium, as can be seen in the second example:  



109 
  

Fragment 2. Abdel and María22  

María (M) is a retired Catalan volunteer and this is her second session with Abdel (A), a 5th grade 
boy. His parents are from Morocco, and he describes his linguistic repertoire as including Arabic and 
French apart from the curricular languages, Catalan, Spanish and English. According to the 
evaluation forms filled by previous mentors in the program, Abdel is a child with a ‘low’ level of 
motivation. The coordinators explain to the researcher that they are surprised by the good attitude 
he has shown with María. The mentor explains to the researcher that ‘by chance’ she and the boy 
discovered a topic that interested him a lot (solar eclipses) in their first reading session together, 
and that from then on everything has worked very well.  
In this fragment, they are sitting side by side in a school classroom playing 'hangman' (one of the 
children’s’ favorite activities to finish the reading sessions) and while guessing a word, Abdel 
identifies a spelling error made by María. The researcher is sitting with them recording the game 
with her mobile phone. 

1.     A: de/ 
2.     (..) 
3.     M: no:/  
4.     (.) 
5.     A: la pe/ 
6.     (.) 
7.     M: ja me l’has dita\ 
8.     (.) 
9.     M: i no estava\ 
10.    (.) 
11.    A: la (.) la o:/ 
12.    (.) 
13.    M: ((nods)) 
14.    (.) 
15.    A: reo re reo re re 
16.   (4) 
17.    A: hh 
18.   (4) 
19.    A: hh rellotge no puede ser\ ((looking up front, not at María)) 
20.    (.) 
21.    M: per què:/ 
22.    (.) 
23.    A: perquè (.) se- serien dos eles\ ((looking up front)) 
24.    (.) 
25.    M: no:/  
26.    (.) 
27.    A: sí\ (.) rellotge va amb dos eles\ ((looking up front)) 

                                                           
22 See transcription conventions in the final annexes 12.1. A more complete analysis of this fragment can be found in Vallejo and 
Moore, 2016; and in Moore and Vallejo, 2018, along with its translation to Spanish and English, in line with the main languages used in 
the corresponding publications.    
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28.    (.) 
29.    M: va amb dos eles/ 
30.    (.) 
31.    A: ((nods looking up front)) 
32.    M: ah llavors m’he equivocat jo\ 
33.    (..) 
34.    A: ah\ ((smiles and claps his hands)) 
 
Translation 
 
1.     A: d/ 
2.     (..) 
3.     M: no:/  
4.     (.) 
5.     A: the p/ 
6.     (.) 
7.     M: you already said it\ 
8.     (.) 
9.     M: and it wasn’t there\  
10.   (.) 
11.   A: the (.) the o:/ 
12.   (.) 
13.   M: ((nods)) 
14.   (.) 
15.   A: reo re reo re re 
16.  (4) 
17.   A: hh 
18.   (4) 
19.    A: hh it can’t be clock\ ((looking up front, not at María)) 
20.    (.) 
21.    M: why:/ 
22.    (.) 
23.    A: because (.) it wou- it would be two ls\ ((looking up front)) 
24.    (.) 
25.    M: no:/ 
26.    (.) 
27.    A: yes\ (.) clock has two ls\ ((looking up front)) 
28.    (.) 
29.    M: does it have two ls/  
30.    (.) 
31.    A: ((nods looking up front)) 
32.    M: then i made a mistake\ 
33.    (..) 
34.    A: ah\ ((smiles and claps his hands)) 
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In the fragment, we can observe how Abdel mixes linguistic features from his repertoire that can be identified 

as belonging to different languages –Catalan and Spanish– in the same utterances (e.g. line 19). Considering 

that Abdel has been placed in the after-school program for not achieving the expected levels in reading in 

the school vehicular language, his hybrid languaging could be interpreted –from a one-language-only 

perspective– as signaling a lack of linguistic competence. From Abdel’s perspective, though, it might be a sign 

of the “hybrid practices of languaging bilingually” (García et al., 2011, p. 33) often used by plurilingual, 

transnational background children and adults in their daily lives in Catalonia (Patiño-Santos, 2019). Still, the 

fragment shows that, while combining resources from different codes, he is able to competently identify a 

spelling error in Catalan made by the volunteer (lines 23 and 27); whose position as reading mentor implies 

that her language and literacy competences are not questioned a priori. In this sense, while the organizational 

structure of the program –based on adult-child tandem reading and one-language-only approaches– might 

suggest pre-established, fixed expert-learner roles and an imbalanced distribution of competence and 

expertise, the fragment shows how these roles are actually built –and reversed– in interaction and how 

competence is re-distributed between adult mentors and children in flexible and unexpected ways. While 

Abdel identifies and signals a spelling error to his mentor, re-organizing the distribution of competence and 

expert-learner roles and questioning his categorization as deficient language user, he manages to do so in a 

very competent way in order to protect María’s self-image and keep their cooperative relationship in good 

terms. This emerges mostly in the analysis of non-linguistic features.  

As can be observed in this example, the multimodal transcription incorporated both verbal and non-verbal 

features, including speech, written words, silence, intonation, gaze, facial expressions and body gestures. 

When considered altogether, we can observe that throughout the entire spelling discussion, Abdel 

consistently avoids eye contact with the volunteer while they negotiate the categorization of María’s spelling 

as an error, and allows her time to self-repair (lines 19 to 32). By doing so, the boy is able to skillfully deal 

with social conventions and organize the interaction in a way that acknowledging an error by the adult 

mentor can be compatible with maintaining her social image and prestige, or what Goffman describes as 

‘saving face’ (Goffman, 1959). Thus, the inclusion of embodied, multimodal elements in the analysis allows 

to shed light on the boy’s interactional competence in managing what could become an uncomfortable or 

challenging situation, and keep both participants’ image and relationship in good terms, while also displaying 

his linguistic competence in Catalan and negotiating his epistemological expertise (i.e., being recognized as 

‘being right’ by his adult mentor, line 32).  

All in all, an interactional analysis that considers the myriad of plurilingual and multimodal resources and 

dynamics at play can shed light on how the participants display a wide repertoire of social and linguistic skills 
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and build more flexible and balanced adult-child/expert-learner relationships than those usually displayed in 

educational contexts. These dynamics are relevant for promoting more flexible distributions of expertise and 

for questioning children’s categorizations of deficiency while opening spaces for other competences to 

emerge.  

The inclusion of multimodal elements and a multimodal analytical approach in socio-interactional analysis 

provides key information to understand how participants orient to each other and to the action taking place 

by drawing on their entire repertoire of available resources (Goodwin, 2000; Goodwin & Goodwin, 1986; 

Mondada, 2004; Nussbaum, 2012, among others). Multimodal approaches to the analysis of social 

interaction have been vindicated as a necessary move beyond ‘lingualism’ (Block, 2014) to acknowledge the 

trans-semiotic nature of repertoires and practices and the complex intertwining of linguistic and non-

linguistic modalities involved in human communication, more so in our increasingly globalized and digitalized 

contexts.  

The focus on multimodality in the analysis was particularly relevant in order to document the long-term, local 

and transnational relationship of one particular reading couple, especially as their relationship was reshaped 

after the girl migrated to the United Kingdom with her family. As their communicative and literacy practices 

became mediated by time, space and technologies, the presence and relevance of multimodal elements 

increased, including phone messages, pictures, drawings, and postal exchanges that included letters, poems, 

images and culturally-loaded artifacts such as herbs or small treats to share and sensorially evoke each 

other’s environments. The analysis of the intertwining of multimodal, pluricultural and plurilingual elements 

present in their productions shed light on the complex nature and evolution of their trajectories and 

processes of being, doing and belonging (see Vallejo, 2020b, for a full account of this particular case study).  

Still, the inclusion of multimodal elements in the analysis of interactions always implies a selection from the 

many observable elements at stake. In this sense, the process of transcribing, and the resulting transcriptions 

are not merely a ‘tool’ for subsequent analysis of interactions but are, already, a form of analysis where the 

researcher zooms in and includes information, from the many elements occurring, in order to expand the 

understanding of the situation according to the established research objectives. In this regard, the 

presentation of both the audiovisual recordings of interactions and the researcher’s multimodal 

transcriptions of such recordings for their examination and analysis in data sessions and other instances 

served both to examine and to expand the analysis beyond one single, particular gaze. This collaborative 

methodological approach links to the second, epistemological dimension of ethnography as developed in our 

research, which will be described herein. We will explore this dimension both regarding the author’s 

positionality and in relation to this thesis’ overall collaborative/transformative research stance.  
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6.4. The engaged position of the researcher  

As the methodological description of the research process shows, this study responds to an understanding 

of ethnographic research as a participatory, engaged and potentially transformative activity in which the 

researcher is also part of the practices observed (Heller, 2008). In line with this, while diverse measures have 

been adopted to ensure the proper triangulation of the data and analysis, we move away from presumptions 

of scientific neutrality by acknowledging that research is never neutral but actually a personal, interpretative 

and political act, as the researcher adopts a particular stance according to his/her own interests, trajectory 

and ethical principles, and which imprint what is being observed. Consequently, regarding the author’s 

positionality, this research has been carried from a socially committed, critical and activist perspective 

towards linguistic, social and educational inclusion and equality that relates to professional ethics but also to 

biographical experiences. 

It is relevant to state here that the PhD candidate, as well as both supervisors who also coauthor some pieces 

in this compendium, have transnational trajectories that include experiences of migration and of language 

and cultural socialization into the host community, Catalonia, thus expanding their linguistic repertoires and 

cultural experiences and understandings. In this sense, this research is deeply rooted in my own positionality 

as a transnational, plurilingual and pluricultural researcher whose own life and sense of belonging takes place 

in between and beyond clearly defined linguistic and cultural borders, as do many of the participants of this 

research.  

More so, my engagement with the after-school program and its participants also relates to my personal 

experience of starting a family abroad whose young members, like the children of the program, experience 

languages, cultures, literacies, being and belonging, across diverse and interrelated axes, modalities and 

sociocultural contexts –local and transnational, mainstream and minority, in- and out-of- school, technology 

mediated, etc.– which do not always find a space for social and educational recognition. These biographical 

elements are clearly at the core of this research’s explicit commitment to educational transformation and 

social justice. 

6.5. Ethical and epistemological orientation and research stance  

In regards to the research process, participants and outcomes, this work adopts a collaborative and 

transformative research stance that draws from several methodological premises including collaborative 

ethnography (Lassiter, 2005), action-research (Lewin, 1946) and service-learning (Billig, 2000; Haddix, 2015; 
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Kinloch & Smagorinsky, 2014). It is also inspired in critical and engaged approaches to research praxis that 

problematize researchers’ positioning, participants’ involvement and status, and research outcomes and 

social return beyond academic parameters (see Ballena et al., 2020; Baynham et al., 2018; Kromidas, 2011; 

Moore et al., 2020; Vianna & Stetsenko, 2014, among others). This problematization intends to overcome 

certain research practices in educational contexts that have often been met with distrust by educational 

agents. As Nussbaum (2017) explains, referring to research in formal school contexts: 

Research activities may represent an exercise of power by interpreting social realities and by 
legitimizing them through dissemination (Heller, 2002). Furthermore, in many cases the results 
of the research are of no use to the educational institutions themselves, and yet represent a 
source of symbolic benefits for the researcher, boosting their curriculum and bringing them 
professional prestige. For this reason, teaching staff are often wary of those who knock on 
their doors to conduct research, and sometimes hide certain spaces and practices from outside 
observation. (pp. 46-47; see also Unamuno, 2004). 

To overcome such distrust, Nussbaum (2017) claims, educational research “entails a long journey of mutual 

recognition and trust between the researchers and the teaching staff” –which, in our case, translates as 

program coordinators, volunteers, children and their families–, and a more balanced distribution of the 

research benefits through collaborative dynamics that build knowledge that is profitable for all parts involved 

(p. 47).  

In line with these principles, as has already been said, a long-term ethnographic work like the one developed 

here implied a key stage of building mutual trust and becoming a regular part of the after-school program 

site. This was achieved by attending the program sessions in a regular basis for a period of over three years, 

performing as a volunteer –at first on an ‘on demand’ basis, and regularly in the final year– and collecting 

data in ways that were very much embedded within the program dynamics. The process of trust-building also 

involved being clear and explicit to all participants about our role as researchers and our research objectives, 

making sure that all participants (or their parents) were aware and consented to be part of the research. This 

consent was collected and managed by the program coordinators, who were regularly informed about the 

research objectives, progress and outcomes, holding regular meetings to share our data, analysis and findings 

and to discuss the more beneficial ways for this research to contribute to the program. These exchanges 

served as both a form of data triangulation and of creating spaces of shared and reciprocal learning.  

While transparency of research objectives and findings was a central feature along the research process, 

ethical principles also involved obtaining the after-school program coordinators and participants’ 

authorization to disseminate research results. While the researchers obtained explicit authorization from the 

program stakeholders to identify the program, we have tried to keep its exposition to a minimum in all 
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publications and along this compendium, while rigorously protecting the anonymity of the particular 

site/school and of all the participants.   

Becoming one more member of the program’s regular dynamics, sharing and discussing our data, transcripts 

and ongoing findings with the program participants and coordinators, being open about the research 

objectives and complying with formal ethical requirements were all forms of adopting actions to narrow the 

gap between researchers and participants, in line with the principles promoted by collaborative ethnography. 

Moreover, the particular interest of this work in reshaping the status of participants beyond that of 

traditional research subjects could be framed in terms of what Ballena et al. (2020) have described as ‘co-

labor’, to refer to “working together (…) from symmetrical power positions” (p. 77), and of what Kromidas 

(2011) describes as doing ethnography “not to study people but to study with them” (p. 586). In this sense, 

the resulting shape of this research work is a direct consequence of the close implication of its participants, 

whose agency, repertoires, experiences and trajectories informed the research questions, objectives, 

theoretical framework, and the social contribution of the research outputs. One of these outputs, the 

collective design of plurilingual literacy resources for the program involving program participants and future 

teachers, is a clear embodiment of this participatory, collaborative and transformative orientation. We will 

now describe the particular methodological procedures involved in this service-learning project, although 

the entire process of design and implementation is thoroughly documented in the book chapter included in 

this compendium (Vallejo, 2020a).  

 

6.6. The ‘return’ of the research to the field: Service-learning  

The design of a collaborative project based on the premises of service-learning responds to a series of 

interests that emerged from the beginning of our ethnographic observation. One first aim had to do with 

finding ways to go beyond collaborative research to actually build something together, based on research 

findings, which could contribute to the improvement of the program in collaboration with its organizers and 

participants, as a way for research to ‘give back’ and have an impact in the community where it was 

implemented.  

Since our ethnographic research focused on documenting participants’ plurilingual and pluriliteracy practices 

as they naturally emerged in interactions, an interest emerged, and was agreed with program coordinators, 

in drawing on these spontaneous practices to develop pedagogical resources and structured activities for the 

after-school program, as a form to promote utilizing children and volunteers’ entire repertoires for 

developing literacy skills. Producing plurilingual resources for the program implied also incorporating 
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children’s families and home languages, as well as the diversity of communicative and literacy practices, 

multiple modalities and features of youth culture that pupils engage with in their daily lives. The aim of 

introducing such resources into the program’s dynamics and offer of materials was to build the foundations 

for the institutional promotion of a plurilingual/translanguaging/pluriliteracies pedagogies as a legitimate 

approach for the development of literacy, including in Catalan.  

This rationale relates to diverse works that advocate, from different research traditions, for educational 

institutions to recognize, integrate and take pupils’ real, everyday languaging practices as reference for policy 

and practice. Along with the many studies referenced throughout this thesis, a relevant example would be 

Gumperz and Cook-Gumperz’ call for opening an ‘interactional space’ within educational premises where 

students could freely use all the resources from their plurilingual repertoires to develop their plurilingual 

competence (Gumperz & Cook-Gumperz, 2005, p. 1). This call resonates with Li Wei’s ‘translanguaging 

spaces’ (2011), defined as contexts that “integrate linguistic codes that have been formerly separated 

through different practices and in different places” (p. 1223), as well as with several other works that also 

promote more inclusive academic practices. 

A second form of contribution or return to the after-school program that emerged from our ethnographic 

work and service-learning project consisted in generating an extended network of collaboration and support, 

in line with one of the key objectives of the after-school program: creating a literacy support system involving 

families and other social agents and connecting the program to the territory.  

In addition to this, as teacher trainers in the Bachelor’s Degree in Primary Education at the Universitat 

Autònoma de Barcelona, we saw this also as an opportunity to narrow the gap between research and 

teaching practice, and to bridge between formal and non-formal educational milieus by involving our 

students, future teachers, in working collaboratively with the program participants. By incorporating trainee 

teachers, the project became also an opportunity to bring plurilingual and translanguaging pedagogies, 

current sociolinguistic challenges and authentic and highly diverse non-formal educational contexts into the 

training and professional praxis of future teachers.  

Finally, the project was also an opportunity for the researchers/teacher trainers to experience and familiarize 

our students with service-learning, a participatory and socially engaged educational methodology that 

consists on assembling pedagogical objectives and real community needs in a single socioeducational project. 

This articulation is done by carefully matching curricular objectives with students’ participation in local 

programs –usually run by NGOs– addressed at tackling specific social needs in their community. The 

principles of service-learning include promoting active citizenship and a critical, transformative approach to 
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education by bringing social inequalities and social change into the curriculum (Billig, 2000; Fundació Jaume 

Bofill, 2015; García-Romero & Lalueza, 2015; Haddix, 2015; Kinloch & Smagorinsky, 2014; see also Vallejo, 

2020a, for a more detailed description of this approach).  

Once the aim of the service-learning project had been introduced to and agreed on with all participants 

involved, the next step was to introduce the after-school program ecology, as documented ethnographically, 

to our university students. With this in mind, a series of video-recorded interactions and transcriptions were 

analyzed and reflected upon collectively. Moreover, a selection of fieldnotes and other resources from our 

ethnographic data were assembled into a collection of pedagogical case study vignettes (see table 2 below, 

and annexes 12.2.), and presented to our students with the aim to critically reflect about the consequences 

of monolingual educational approaches and about the role and affordances of plurilingualism and 

translanguaging for the development of pupils’ literacy and for their overall educational trajectories. These 

vignettes were developed following a template created by Dr. Moore, based on her previous experience as 

a volunteer in a different site of the after-school program. Following this model, all of them included 1) a 

catching title; 2) background information about the school and after-school site’s sociolinguistic context; 3) 

a narrative description of particular child-volunteer interactions ethnographically documented within the 

program; 4) a set of questions about the plurilingual practices described in the vignette and their relationship 

to educational expectations regarding linguistic and literacy competences, and about what could be done in 

and out of school to acknowledge pupil’s plurilingualisms and pluriliteracies; and finally 5) academic 

references to relevant work about school-based, literacy-oriented service-learning (Billig, 2000; Kinloch & 

Smagorinsky, 2014), to boost students’ interest and understanding of the topic (see table 2 for a short 

summary of each case study vignette).  

 
Table 2. Summary of the pedagogical case study vignettes assembled to introduce the after-school program and 
plurilingualism/translanguaging to trainee teachers23.  
 

 
Case study vignette n.1 

 
Plurilingual repertoires, school languages, Dragon Ball, Friv and 
Abraham Mateo (by Emilee Moore) 
 

 
Brief summary 

 
The vignette describes Dr Moore’s experience as a volunteer in a different 
site of the after-school program, where she used to read with Fatima, a 
nine year-old girl born in Barcelona from Moroccan parents. Fatima 
reported speaking Arabic at home, although her mentor noticed that she 
and her family also communicated in (Moroccan) sign language in the 

                                                           
23 The name of the children have been changed for pseudonyms. The complete resources are included in the annexes at the end of 
this thesis (subsection 12.2.).  
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presence of the father, who was deaf. The vignette describes Fatima’s 
literacy-related preferences, which included reading Japanese manga –
and teaching her mentor to do so–, singing along to music videos and 
playing video games, most of them in English. Despite all these actions, 
and although her mentor praised her for being very good at English, 
Fatima frequently responded that she did not know that language and that 
she was bad at language learning. One day, however, she confessed that 
she would like to be an English teacher when she grows up.  
 

 
Case study vignette n.2 

 
“Canviar de llengües és un rotllo!” [Switching languages is a mess!] 
 

 
Brief summary 

 
This vignette focuses on Dalil, an eight year-old boy born in Morocco and 
schooled in Barcelona. He identified as speaking Arabic with his parents 
and Spanish and Catalan with his siblings and friends, while his father, who 
had lived in Belgium, sometimes spoke French at home. Dalil loved hip hop 
and usually asked to dance at the end of the reading sessions, picking 
songs from the class computer, usually in English. On one session, the 
researchers/mentors brought some plurilingual books produced by 
students from the Bachelor’s Degree in Primary Education, and 
encouraged Dalil to read them and give his opinion. Spontaneously, the 
boy sang a song in Moroccan Arabic, then translated it to Catalan (also 
singing) and then translated everything that he read to Moroccan Arabic, 
while explaining meanings and making comments in different languages. 
The mentors praised Dalil for his display of plurilingual competence and 
mediating skills, but the boy insisted about not knowing or not 
understanding most of the languages from his repertoire, making 
comments such as “El inglés no es lo mío” [English is not my thing] or “El 
marroqui ho tinc molt oxidat” [My Moroccan is too rusty]. When asked to 
evaluate the plurilingual books, he advised the authors not to switch or 
mix languages because it is “un rotllo” [a mess]. 
 

 
Case study vignette n.3 

  
“El catalán es aburridoooo” [Catalan is boriiiing] 
 

 
Brief summary 

 
This vignette describes ethnographic observations of Buma, a nine year-
old girl born in Barcelona, whose parents came from Morocco. She 
reported speaking Arabic at home and Spanish with friends, as well as 
some French and English. Buma was usually complaining about the 
activities of the program and refused to read and speak in Catalan arguing 
(in Spanish) that it was “aburridoooo” [boriiiing]. She did not seem to have 
resistances towards other languages, as she was often greeting and joking 
in Italian, English or French (“ciao”, “arrivederci”, “bonjour”, “wonderful”, 
etc.). Buma was passionate about ancient Egypt, constantly asking to read, 
look for information and play games related to this topic. However, she 
did not always get positive responses from her adult mentors, and was 
perceived by teachers and volunteers as an uncooperative child with 
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behavior problems. She also liked drawing cartoons and inventing 
dialogues that she wrote in speech bubbles, always mixing languages.  
 

 
Case study vignette n.4 

 
Plurilingual repertoires, school vehicular language and the ‘Diary of a 
Wimpy Kid’ 
 

 
Brief summary 

 
This vignette describes two interactions including Tanzi, an eight year-old 
boy born in Bangladesh, and two adult mentors. Tanzi reported speaking 
‘Bangla’ (his name for Bengali) at home, and Spanish and Catalan at school 
and with his friends. He read and spoke in Catalan and Spanish so fluently 
that volunteers were usually surprised to find out that he had arrived in 
Catalonia only 3 years earlier. The vignette describes two reading sessions 
in which Tanzi brought a book in Spanish from home (‘Diario de Greg’ 
[Diary of a Wimpy Kid], by Jeff Kinney). In the first session, the mentor 
praised his initiative and they read some pages of the book together. The 
interaction included reading in Spanish and discussing the content in 
Spanish and Catalan. In the next session, Tanzi was joined by a different 
volunteer, who did not comply with his reading proposal and asked him to 
pick a different book, this time in Catalan. The session was very focused on 
accuracy and pronunciation, with the volunteer constantly correcting 
Tanzi’s ‘errors’ and asking the boy to re-read words and fragments. The 
boy got progressively distracted and less talkative, yawning and going to 
the bathroom on more than one occasion. 
 

 
Examples of questions 
proposed at the end of 
each vignette for 
discussion 

 
• How does [child name]’s plurilingualism compare to the linguistic 

competences that the school/program expects?  
• How do you feel about [child name]’s self-perception as being ‘bad’ at 

language learning? Which factors do you think reinforce this perception?  
• What could be done to change this perception and improve [child 

name]’s self-esteem in relation to languages? 
• What could be done at the school and outside of schools to help 

plurilingual children like [child name] to develop literacy in the school 
languages (Catalan, Spanish, English)?  

• What could be done at the school and outside of schools to give visibility 
to and value these children’s plurilingual repertoires and competences? 

• Can you think of some concrete proposals that we could implement with 
the after-school program as a class?  

• Other relevant issues? 
 

 
Source: Resources elaborated by the author following the model provided by Dr Emilee Moore (first vignette).  

 

After working on these vignettes in small and whole group dynamics, a next step in the development of the 

service-learning project involved asking trainee teachers to produce plurilingual literacy resources for the 

after-school program’s children and volunteers following some specific premises (see figure 3): 
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Figure 3. PowerPoint slide presented to trainee teachers as part of the service-learning project development. 
 

 
Source: Slide elaborated by the author for the subject ‘School Language Project and Plurilingualism’, Bachelor’s Degree in Primary 
Education, Universitat Autònoma de Barcelona. 
 
As follows from the instructions provided in the slide (figure 3), trainee teachers were asked to produce 

proposals crafted according to the after-school program aims, affordances and usual dynamics, considering 

sessions’ length and type of activities, students’ grades and ages, tandem-reading structure, and the 

plurilingual repertoires –and often, also transnational trajectories– of the participants and their families. The 

request also entailed articulating the development of literacy skills in the school vehicular language, in line 

with the general orientation of the after-school program, with a plurilingual and pluriliteracies didactic 

approach that included other curricular and family languages and the many linguistic and literacy experiences 

that students bring with them, acknowledging their role in developing school languages and literacies.  

After creating a first set of proposals within the university subject, these were presented and discussed with 

a volunteer from the after-school program who was invited as an expert adviser to the university sessions. 

After incorporating her feedback, an improved version of the trainee teachers’ proposals was brought by the 

researcher to the after-school program sessions and presented to the children and volunteers, requesting 

their testing and evaluation. Participants’ assessment and recommendations were taken back to the 

university subject, where trainee teachers worked on the best-evaluated proposals and improved them by 

incorporating children and volunteers’ suggestions. The final product was a collection of plurilingual, 

multimodal flashcards with clear written and visual instructions, that were then presented to the after-school 
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program participants under the title ‘The booklet of plurilingual challenges’, and delivered to the 

coordinators for their incorporation into the regular offer of literacy materials available in the different sites 

where the program run. The whole process involved a recurring cycle of reflection, production, evaluation 

and improvement, graphically summarized in the following scheme. 

 
Figure 4. The collaborative production of plurilingual literacy resources, step by step. 

 
 
Source: Assembled by the author. 
 
This service-learning project was carried out with different groups of trainee teachers during the three 

academic years of ethnographic research in the after-school program; giving place to an increasingly growing 

collection of plurilingual resources (see pages 243-244 in Vallejo, 2020a for a list of didactic proposals, and 

annexes 12.3. for a selection of examples). The implementation of some of these proposals by children and 

volunteers within the after-school program sessions was also audiovisually documented by the researcher 

and became part of the corpus of this research. These data were then shared and analyzed with trainee 

teachers in the university subject and with after-school program coordinators. A detailed analysis of the 

practices that emerged during some of these implementations is included in this compendium (Vallejo, 

2020a). 

While the production of plurilingual literacy resources for the after-school program, and the possibilities that 

might emerge through their implementation were the main intended outcomes of the service-learning 

project, this was not a one-way contribution from the researchers and trainee teachers to the site and 
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participants, but a process from which all parts were benefited. While the after-school program incorporated 

plurilingual literacy resources crafted specifically for its needs, other pedagogical resources like the case 

study vignettes, and the overall introduction of plurilingual pupils’ out-of-school practices to trainee teachers 

through service-learning have become regular pedagogical features in subsequent editions of ‘School 

Language Project and Plurilingualism’ and other subjects of the Bachelor’s Degree in Primary Education. In 

this sense, the whole process of design and implementation of the service-learning project can be 

conceptualized in terms of a cycle of engagement and investment where all participants contributed and 

gained differently24 (see figure 5).  

Figure 5: Scheme of the service-learning project’s cycle of transcollaboration. 

 
Source: Assembled by the author. 
 
The collaborative nature of the service-learning project across different, formal and non-formal educational 

milieus, can also be interpreted in terms of what García et al. (2013) describe as transcollaboration, defined 

as the creation of “extended learning support communities beyond the traditional school structure” (p. 814). 

After presenting the methodological articulation of the service-learning project, I will now describe the 

structure of this compendium and briefly synthesize each text before moving on to the four publications that 

are the core of this thesis.  

  

                                                           
24 A full description and reflection around the gains of the service-learning project for the different participants is presented in the 
final pages of this thesis, within the subsection 9.1.4. ‘Contributions regarding a collaborative service-learning methodological model’.  
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7. The structure of this compendium: Articles and book chapter  

This compendium is composed of three articles and one book chapter published between the years 2016 and 

2020. Two of these pieces were written individually, and the other two with each of my supervisors. As they 

were all written within the scope of this research, but published in different moments, their order within this 

compendium responds to structural principles, rather than to their chronological order of publication. I will 

now briefly present the four publications. 

Table 3: Publications of the compendium, to be found in the following pages. 
 

8.1. Publication nº1 

Vallejo, Claudia & Dooly, Melinda (2020). Plurilingualism and translanguaging: emergent approaches 
and shared concerns. Introduction to the special issue. International Journal of Bilingual Education 
and Bilingualism, 23(1): 1-16. DOI: 10.1080/13670050.2019.1600469.  

Available at: https://www.tandfonline.com/doi/full/10.1080/13670050.2019.1600469 

 

8.2. Publication nº2 

Vallejo, Claudia & Moore, Emilee (2016). Prácticas plurilingües ‘transgresoras’ en un programa 
extraescolar de refuerzo de la lectura.  Signo y Seña, 29: 33-61. ISSN: 2314-2189. 

Available at: http://revistascientificas.filo.uba.ar/index.php/sys/article/view/2805/2435 

 

8.3. Publication nº3 

Vallejo, Claudia (2020)25. Translanguaging as practice and as outcome: Bridging across educational 
milieus through a collaborative Service-Learning project. In Emilee Moore, Jessica Bradley & 
James Simpson (Eds.), Translanguaging as transformation: The collaborative construction of new 
linguistic realities (pp. 234-250). Bristol: Multilingual Matters. DOI: 10.21832/9781788928052. 

 

8.4. Publication nº4 

Vallejo, Claudia (2020)26. Child-volunteer socialisation in an after-school programme: A case study 
about transcaring and transformation. Language and Intercultural Communication, 20(6): 513-530. 
DOI: 10.1080/14708477.2020.1763378. 

Available at: https://www.tandfonline.com/doi/full/10.1080/14708477.2020.1763378 

 
                                                           
25 Identified throughout this thesis as Vallejo, 2020a. 
26 Identified throughout this thesis as Vallejo, 2020b. 
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7.1. Description of each publication and development of the theoretical framework 

throughout the compendium 

Publication n.1:  

Vallejo, Claudia & Dooly, Melinda (2020). Plurilingualism and translanguaging: emergent approaches 
and shared concerns. Introduction to the special issue. International Journal of Bilingual Education and 
Bilingualism, 23(1): 1-16. DOI: 10.1080/13670050.2019.1600469.  

Available at: https://www.tandfonline.com/doi/full/10.1080/13670050.2019.1600469 
 
 
Main focus 

 
Building the theoretical foundations for a complementary 
plurilingualism/translanguaging research and pedagogical approach. 
 

 
Theoretical framework 

 
Plurilingualism and translanguaging as social and pedagogical theories and 
practices. 
 

 
Brief summary 

 
This article describes the overall theoretical foundations that guide this 
research project. It presents key notions about language use, language 
learning, repertoires and plurilingual competence, as well as how these 
understandings have evolved and the challenges associated, to a long extent, 
to a still-persistent monolingual mindset that oftentimes emerges in 
educational contexts like the site of this research. The article also builds the 
theoretical pillars of this research project and represents an effort to articulate 
and promote a dialogue between plurilingualism and translanguaging, by 
focusing on the key principles, contributions, commonalities and divergences 
of both approaches. It also debates on the affordances of a complementary 
approach towards the promotion of a didactics of 
plurilingualism/translanguaging pedagogy in formal and non-formal 
educational spaces, and for teacher training and praxis. 
The text was written in co-authorship with Dr. Melinda Dooly with the double 
aim of opening a space for such dialogic effort, and of articulating a robust 
theoretical framework for this PhD project. The text has been one of the 
greatest challenges of this compendium in terms of the extensive intellectual 
work involved, its multiple and exhaustive revisions by four external reviewers 
apart from the journal's regular editing procedures, and for constituting the 
conceptual basis of this PhD project and articulating perspectives which had 
advanced rather separately. Although the text does not account specifically for 
the ethnographic research in the after-school program that is the object of this 
study, its production draws from this research experience.  
The article is included as the opening publication of the compendium given its 
theoretical nature, which provides the epistemological basis for the overall 
project and for the rest of publications.  
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Publication n.2:  

Vallejo, Claudia & Moore, Emilee (2016). Prácticas plurilingües ‘transgresoras’ en un programa 
extraescolar de refuerzo de la lectura.  Signo y Seña, 29: 33-61. ISSN: 2314-2189. 

Available at: http://revistascientificas.filo.uba.ar/index.php/sys/article/view/2805/2435 
 
 
Main focus 

 
Documenting the ethnographic research and the after-school program 
ecology.  
 

 
Theoretical framework 
 

 
Plurilingualism; pluriliteracies; translanguaging. 

 
Brief summary 

 
This article focuses on the ecology of the after-school reading program, 
presenting findings and data collected during the first academic year of 
ethnographic research with Dr. Emilee Moore, co-author of this piece.  
The article applies the principles of plurilingualism, pluriliteracies and 
translanguaging, and interactional analysis to identify and analyze a selection 
of transcriptions of plurilingual and multimodal practices and strategies that 
emerged and were documented within the after-school program, mostly in 
interactions between pupils and different volunteers –including the 
researchers–. These practices and strategies allowed the children, along with 
their mentors, to transgress implicit adult/child, expert/learner hierarchies, 
resist institutional and hetero-categorizations that defined their allocation in 
the program and/or questioned their linguistic and literacy experience or 
competence, and position themselves –and be positioned– in the interactions 
as active agents and competent plurilingual readers and language users. 
Through the lens of plurilingualism, pluriliteracies and translanguaging, these 
interactional practices are conceptualized as empowering experiences that 
expand and transgress prevailing ‘monomodal’ understandings of languages 
and literacies and resituate pupils and their repertoires and practices within 
the program. The analysis foregrounds the potential of these practices –and of 
the after-school program– for educational transformation towards pedagogies 
and spaces that are more inclusive of pupils’ entire plurilingual and 
pluricultural repertoires and pluriliteracies as valuable resources for learning. 
The article concludes that acknowledging and promoting such practices within, 
and also beyond the after–school program –into formal educational spaces- 
could potentially contribute towards an education that is more beneficial for 
plurilingual pupils and their trajectories. 
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Publication n.3:  

Vallejo, Claudia (2020a). Translanguaging as practice and as outcome: Bridging across educational 
milieus through a collaborative Service-Learning project. In Emilee Moore, Jessica Bradley & 
James Simpson (Eds.), Translanguaging as transformation: The collaborative construction of new 
linguistic realities (pp. 234-250). Bristol: Multilingual Matters. DOI: 10.21832/9781788928052. 
 
 
Main focus 
 

 
Documenting the development of a collaborative service-learning project 
involving diverse participants and educational contexts. 
 

 
Theoretical framework 
 

 
Translanguaging as social and pedagogical theory and practice. 

 
Brief summary 

 
The book chapter documents the development and implementation of a 
collaborative service-learning project for the production of plurilingual literacy-
related resources incorporating a translanguaging approach for -and with- the 
after-school program, and for introducing trainee teachers into 
translanguaging pedagogies. The emphasis on translanguaging in this 
particular chapter relates to the overall aim of the book where it is included, 
which focuses on documenting experiences where translanguaging emerges 
both as practice and as outcome. 
The project ran along three years in parallel to, complementing and expanding 
on the ethnographic research, and it involved a complex collaborative network.  
The whole process is thoroughly described in the text as a circular cycle of 
reflection, collaboration and investment with multiple stages, engagements 
and outcomes. The text also documents and analyzes an interaction involving 
children and volunteers while using the resulting resources, and identifies hints 
of transformation, also at an institutional level. These evidences reveal that the 
collaborative project and its outcomes incorporated children’s everyday 
plurilingual uses and pluriliteracies into the program dynamics as legitimate 
learning and communicative practices, while also providing spaces for pupils’ 
competences and preferences to emerge in the creation and evaluation of such 
resources. The introduction of trainee teachers into the collaborative cycle also 
allowed the service-learning project to expand beyond the after-school context 
towards preparing future teachers for our diverse classrooms by introducing 
translanguaging and plurilingualism into their teaching praxis, while building 
much-needed connections between formal and non-formal educational 
contexts and contents. 
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Publication n.4:  

Vallejo, Claudia (2020b). Child-volunteer socialisation in an after-school programme: a case study about 
transcaring and transformation. Language and Intercultural Communication, 20(6): 513-530. DOI: 
10.1080/14708477.2020.1763378 

Available at: https://www.tandfonline.com/doi/full/10.1080/14708477.2020.1763378 
 
 
Main focus 

 
Document a particular child-volunteer language and cultural socialization 
process. 
 

 
Theoretical framework 
 

 
Transcaring (translanguaging, transculturación, transcollaboration); language 
socialization; critical cosmopolitanism. 
 

 
Brief summary 

 
The final article of this compendium presents a longitudinal case study of a 
particular reading couple, formed by a girl with transnational trajectory and a 
local volunteer, as they interacted within and beyond the after-school program 
over an extended period of time. The case study includes both direct 
observation while they attended the program sessions and a second, longer 
period of documenting their transnational encounters after the girl migrated 
to the United Kingdom with her family. This movement transformed the nature 
of their interactions and the scope of the ethnographic research, which 
expanded in several directions in terms of scale, type of data collected, and 
most importantly, theoretical foundations needed to properly account for 
what was being observed in all its complexity and richness. As their 
engagement evolved from local to transnational, the focus of the research 
went beyond registering their language and literacy practices towards 
documenting a transformative, two-way socialization process where their 
cultural and linguistic repertoires expanded and new understandings emerged, 
moving past dichotomical and exclusionary conceptions of languages, cultures 
and belonging. Consequently, this part of the research required the articulation 
of a particular theoretical and analytical framework based on language 
socialization and on the principles of transcaring and critical cosmopolitanism. 
This theoretical articulation framed the couple’s engagement as a process of 
mutually shaping critical cosmopolitan subjectivities and dispositions in 
contexts of globalization and diversity. The article argues that the case study 
highlights the multimodal nature of communication and literacy and calls for 
reflecting on plurilingual and pluricultural children’s repertoires, competences 
and needs. It also frames the after-school program as a relevant space of 
collaborative language and cultural socialization for both children and adults, 
where transcultural and plurilingual repertoires and understandings expand 
and rigid categorizations of self and others are problematized.  
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These four publications constitute the core of this compendium. Together, they comply with the 

requirements set by the PhD studies in Education from the Universitat Autònoma de Barcelona for 

compendium thesis, including authorship (individual or first author), time of publication (after thesis 

registration), and published in journals of recognized value or, in the case of the book chapter, in a prestigious 

publishing house. Articles number 1 and 4 have both been published in Q1 (quartile one) journals: the 

International Journal of Bilingual Education and Bilingualism, indexed in SJR, SCOPUS, Social Sciences Citation 

Index, ERIC and ERIH PLUS, and Language and Intercultural Communication, indexed in SJR, ERIC, Thomson 

Reuters Arts & Humanities Citation Index and Thomson Reuters Social Sciences Citation Index. Article number 

2 has been published in Signo y Seña, an Argentinian journal indexed in the Emerging Sources Citation Index 

–ESCI– of the Web of Science, ERIH PLUS, Modern Language Association Database –MLA– and Latindex, 

among other. The compendium also includes a book chapter (publication number 3) published by 

Multilingual Matters, which is ranked in the position 27 of the best valued international publishing houses 

on the areas of Linguistics and Literature for 2018, by the Scholarly Publishers Indicators (SPI) system in 

Humanities and Social Sciences27. The core ideas of these publications have been presented in diverse local 

and international conferences (see annexes 12.4.).  

 

7.2. Related publications 

The following publications relate to this PhD research but have not been included within the compendium 

because they do not comply with some of the requirements set by the Doctoral studies in Education from 

the Universitat Autònoma de Barcelona (e.g. first author, format or year of publication). Despite this, I 

consider them to be a relevant contribution to this on-going narrative.   

Vallejo, C. (2022). Plurilingual practices and pluriliteracies in an after-school program: Encouraging 
children’s use of their entire repertoire for meaning making. In Dolors Masats & Luci 
Nussbaum (Eds.), Plurilingual classroom practices and participation. Analysing interaction in local and 
translocal settings, pp. 43-53. Abingdon: Routledge.  

 
Moore, E. & Vallejo, C. (2018). Practices of conformity and transgression in an out-of-school reading 
program for ‘at risk’ children. Linguistics & Education, 43: 25-38.  

 
Vallejo, C. (2018). Book review: Translanguaging: Language, bilingualism and education. O. García and Li 
Wei (2014).  New York: Palgrave McMillan. Bellaterra Journal of Teaching and Learning Language and 
Literature, 11(1): 85-95. 

                                                           
27 Retrieved from:  
http://ilia.cchs.csic.es/SPI/prestigio_sectores_2018_2.php?materia=Ling%FC%EDstica,%20Literatura%20y%20Filolog%EDa&tabla_esp=
spi_editoriales_ling_lit_filol&tabla_extr=spi_editoriales_ling_lit_filol_extr 
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Dooly, M. & Vallejo, C. (Eds.) (2018). Bridging across languages and cultures in everyday lives: New roles 
for changing scenarios. Special Issue: Language & Intercultural Communication, 18(1). 

 
Vallejo, C. & Dooly, M. (2013). Early school leavers and social disadvantage in Spain: From books to bricks 
and vice-versa. In Alistair Ross & Carole Leathwood (Eds.), Problematising the issue of early school leaving 
in the European context. Special Issue: European Journal of Education, 48(3): 389-404. 

 
Dooly, M., Moore, E. & Vallejo, C. (2017). Ética de la investigación. In Emilee Moore & Melinda Dooly 
(Eds.), Qualitative approaches to research on plurilingual education / Enfocaments qualitatius per a la 
recerca en educació plurilingüe / Enfoques cualitativos para la investigación en educación plurilingüe (pp. 
363-375). Dublin, Ireland / Voillans, France: Research-publishing.net.  

 
In the previous sections, I have summarized this research project’s rationale, objectives, context, and 

theoretical, methodological and analytical approaches. All of these aspects are further developed and applied 

to the analysis of data in the different publications that make up this compendium. For this reason, I have 

tried to keep this introduction in general and transversal terms, although I am very much aware that many 

of the contents and sections presented here reappear in the different publications, being as they are, 

independent, self-explicative papers published in separate books or journals, but at the same time part of a 

single, larger project. For these repetitions, I apologize in advance.  

I will now introduce the four publications that integrate this compendium, after which, a closing section will 

discuss the main outcomes, limitations and possible projections of this research. 
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8. Publications that make up this compendium28  
 
 
 
8.1. Publication nº1 
 

 

Vallejo, Claudia & Dooly, Melinda (2020). Plurilingualism and translanguaging: emergent approaches and 

shared concerns. Introduction to the special issue. International Journal of Bilingual Education and 

Bilingualism, 23(1): 1-16. DOI: 10.1080/13670050.2019.1600469.  

Available at: https://www.tandfonline.com/doi/full/10.1080/13670050.2019.1600469 

 
 

 

 

  

                                                           
28 Permission from the journal editors has been sought and received in order to include the four publications within this compendium. 
According to the nature of each publication, either the published version (in the case of open-access publications) or the author’s own 
final version are included in the upcoming pages. In all cases, the original page numbers of the publications have been maintained. 
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8.2. Publication nº2 
 

 

Vallejo, Claudia & Moore, Emilee (2016). Prácticas plurilingües ‘transgresoras’ en un programa extraescolar 

de refuerzo de la lectura.  Signo y Seña, 29: 33-61. ISSN: 2314-2189. 

Available at: http://revistascientificas.filo.uba.ar/index.php/sys/article/view/2805/2435 
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8.3. Publication nº3 
 

Vallejo, Claudia (2020).29 Translanguaging as practice and as outcome: Bridging across educational milieus 

through a collaborative service-Learning project. In Emilee Moore, Jessica Bradley & James Simpson (Eds.), 

Translanguaging as transformation: The collaborative construction of new linguistic realities (pp. 234-250). 

Multilingual Matters. DOI: 10.21832/9781788928052. 

 

  

                                                           
29 Publication identified throughout this thesis as Vallejo, 2020a. Permission has been granted by the editors to include the author’s 
final version of this book chapter in this compendium. For accessing the published version, see https://www.multilingual-
matters.com/page/detail/Translanguaging-as-Transformation/?k=9781788928038  
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8.4. Publication nº4  

 

Vallejo, Claudia (2020).30 Child-volunteer socialisation in an after-school programme: A case study 

about transcaring and transformation. Language and Intercultural Communication, 20(6): 513-53031. 

DOI: 10.1080/14708477.2020.1763378. 

Available at: https://www.tandfonline.com/doi/full/10.1080/14708477.2020.1763378 

  

                                                           
30 Publication identified throughout this thesis as Vallejo, 2020b. 
31 These page numbers correspond to the version published on paper, while the online and PDF version of the article –included in this 
compendium– goes from page 1 to 18.  
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9. To conclude: Summary and discussion of results  

 

After presenting the core of this thesis, consisting in the four publications that make up this compendium, I 

will summarize and discuss here the main findings that have emerged and have been discussed in the 

different publications. I will outline these findings in relation to the objectives and research questions set for 

this research (see section 2), focusing on the resulting outcomes and contributions of this study, to reflect 

then on its limitations and possible lines of future inquiry.  

 

9.1. Research findings, outcomes and contributions  

During the process and due to the nature of the ethnographic research, several relevant outcomes and 

tangible products emerged. These findings and contributions relate to the five main objectives set for this 

research, which had to do with 1) documenting and understanding a specific after-school reading program 

site’s ecology focusing particularly in the plurilingual practices and pluriliteracies that emerged in 

participants’ interactions; 2) illuminating emerging ideological assumptions about languages, literacies and 

competences, as well as signs of accommodation to, transgression or transformation of these assumptions; 

3) exploring common grounds and a complementary approach between plurilingualism and translanguaging, 

both theoretically and regarding their didactization; 4) developing a methodological model of collaborative 

research involving after-school program participants and trainee teachers in the promotion of 

plurilingual/translanguaging pedagogies through service-learning; and 5) applying principles of collaborative, 

activist and transformative research to reconceptualize participants’ involvement and the social benefits of 

the research. 

Several research questions were proposed in light of the aforementioned objectives. The first one referred 

to the communicative and literacy-related practices that emerged in adult-child interactions, to the resources 

that participants brought with them and displayed in the reading sessions, and to the consequences of these 

actions. Research questions also inquired about the structural conditions and prevailing ideological 

assumptions in regard to languages, literacies and competences that could be identified as embedded in the 

program dynamics, and about how participants conformed to or subtly transgressed institutional norms and 

prevailing ideologies, as well as about the implications of these endeavors. A third question had to do with 

the challenges and affordances of advancing towards a more complementary theoretical and pedagogical 

approach to plurilingualism and translanguaging. The final research questions inquired about the specific 
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articulation and main gains of a methodological model of collaborative research for all parts involved, and 

about the unfolding and implications of a collaborative, activist-transformative stance in this particular 

research.  

In the following subsections, I will reflect about the main findings and outcomes of this thesis in relation to 

each of these objectives and their related research questions.  

 

9.1.1. Research findings regarding plurilingual interactional practices and pluriliteracies  

Diverse practices have been documented during the three years of research and discussed in the different 

publications of this compendium, which have contributed to explore and understand whether and how 

plurilingualism, translanguaging and pluriliteracies emerged within the after-school program, and their 

implications for the participants. The documentation and comprehension of these practices was afforded by 

an integrated research approach combining ethnographic methods with a complementary focus on socio-

interactional analysis, a combination that contributed to expand our scope of understandability of the diverse 

and complex social and educational aspects and levels of the particular educational site in a specific period 

of time. The combination of ethnographic and socio-interactional methods in this study has proven useful to 

document and understand what kind of language and literacy resources and practices unfold in the specific 

here and now of particular interactions, how and why do participants recur to particular communicative 

resources, modes and strategies, and how these resources and practices connect to life conditions and 

trajectories, ideological frameworks, interests and experiences. Furthermore, while a long-term ethnography 

has been useful to understand the structural and ideological dynamics in which the after-school program is 

embedded and to illuminate particular processes of language and cultural socialization and watch them 

unfold over time (Heller, 2008), a complementary focus on socio-interactional analysis has highlighted the 

interactional nature of both learning and socialization processes within –and beyond– the after-school 

program.  

Along these guidelines, research findings show that a significant number of the practices documented 

seemed to be organized following OLON and OLAT principles and a Catalan-default approach to developing 

reading skills. These alignments with compartmentalized understandings of languages and literacies –which 

we relate to what Gogolin (1994, 1997) has described as a monolingual habitus of shared, naturalized and 

unquestioned beliefs, dispositions and expectations that organize educational routines around restricted and 

monolingual assumptions– emerged both in the after-school program’s institutional norms and organized 

activities, as well as from the children and volunteers. I will further explore these alignments and their 
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implications in the next subsection (9.1.2.) when reflecting on research findings regarding the second 

research question, about signs of alignment with and transgression of emerging ideological assumptions.  

Still, the data show that, while the after-school program’s offer of activities and materials did not explicitly 

contemplate plurilingualism and pluriliteracies, spontaneous plurilingual/translanguaging and pluriliteracy 

practices emerged on many occasions in the reading sessions, oftentimes as part of pupil-led activities, and 

shed light on children’s diverse repertoires and competences as well on their agency and language and 

literacy preferences and everyday experiences. Indeed, research findings have shown that the languaging 

and literacy practices of young people in and beyond the after-school program develop across vernacular 

and academic registers and unilingual and plurilingual modes, nor in separate or exclusive ways, but involving 

the creative and strategic interplay of a myriad of registers, modes and semiotic resources, and include 

diverse genres and elements of youth popular culture and digital communications.  

Among the many actions observed in the data, we have seen how children strategically display their 

plurilingual repertoires, translanguaging strategies and pluriliteracies to collaboratively overcome 

communicative obstacles; to incorporate new vocabulary and expand their resources in the vehicular 

language; to negotiate and manage activities; and for meaning making. We have also heard children explain 

how they engaged in translanguaging to twist, transgress and destabilize the norms of access that defined 

who should attend the after-school reading program. Several examples showed children bringing their 

preferences into the program sessions and proposing activities or drawing on elements of youth popular 

culture (e.g. movies, comics, manga, hip hop lyrics, word games, computer games and digital literacies), thus 

tending bridges between in- and out-of-school practices and experiences. Children also displayed initiative 

in bringing books or producing materials different from the ones afforded by the program to incorporate 

their home -or other- languages from their repertoire and hybrid, translanguaging practices into the reading 

sessions. Pupils also engaged in plurilingual modes, translanguaging and pluriliteracies to share transcultural 

experiences and foreground their transnational backgrounds, trajectories and knowledge.  

While engaging in these practices, children often took the leading role in their interactions and guided the 

activities, performing as language, literacy and cultural mediators between the texts and their adult mentors. 

Pupils were also able to move between plurilingual and unilingual productions and orient to vernacular and 

academic registers according to their needs and whims, to their coparticipants and to the specific context.   

All these practices and strategies allowed the children to resist complying with monolingual dispositions and 

the non-expert or deficit-based categorizations these might bring onto them, and to subvert and rearrange 

traditional school hierarchies and expert-learner roles by positioning themselves and be positioned in the 
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interactions as knowledgeable, competent plurilingual readers and communicators (see subsection 9.1.2. 

below for more on the transgressive and potentially transformative character of these practices). While doing 

so, they also created opportunities to display linguistic, literacy, digital and other resources and skills that 

otherwise might not have visibility in educational contexts. Furthermore, while strategically reorganizing the 

conditions of interactions so that they could lead confidently, pupils often corrected their adult mentors and 

displayed interactional strategies for saving ‘face’ (Goffman, 1959) and keeping the relationship with adult 

participants in good terms despite the change in epistemic roles.  

Through the documented practices of Marc, Micaela, Amaia, Abdel, Hasu, Shanti, Dalil, Buma, Tanzi 

(pseudonyms), their mentors and other participants as described in the transcription fragments and case 

study vignettes included in this compendium and annexes, we have intended to represent also many other, 

similar collaborative interactions observed during the three-year ethnographic work in the after-school 

program. Thus, this collection of snapshots intends to build a multidimensional picture of a particular non-

formal educational site in all its complexity, and to provide a sample of the possibilities afforded when 

opening educational spaces to pupils’ plurilingualism, translanguaging and literacy practices other than those 

that our ethnographic data suggest are the dominant school ones. These practices were particularly salient 

when children were given or claimed the possibility to decide on the resources and activities that they wanted 

to engage in, negotiating the norms and subtly transgressing the status quo by incorporating other genres, 

skills, cultural referents, codes and modes into the program sessions.  

Our findings also frame the program as a relevant space to promote processes of mutual language and 

cultural socialization that engage transnational background children and local adults in the collaborative 

development and recognition of pluricultural understandings of self and others, much needed to promote 

inclusive and successful educational and social trajectories in our diverse and globalized societies.  

In this regard, some considerations put forward around the sociolinguistic notion of superdiversity can 

contribute to an overall reflection on the implications of our research outcomes, complementing the 

framework developed in this compendium. The notion of superdiversity (Vertovec, 2007, 2010; see also 

Blommaert, 2013a, 2013b; Blommaert & Backus, 2011, 2012; Blommaert & Rampton, 2011; Creese & 

Blackledge, 2010b; Jacquemet, 2016; Llompart, 2018, among others) aims to foreground the complexity and 

unpredictability of profiles, life trajectories and cultural and linguistic repertoires in contexts marked by 

intense mobility, transnational encounters and global communications, arguing that these conditions 

challenge and reconfigure “people’s sense of place, cultural belonging and traditional forms of social 

classification” (Jacquemet, 2016, p. 4). Such challenge to traditional, taken-for-granted assumptions of 

individuals and communities is also highlighted by Blommaert and Backus (2012), who state that  
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as migrants are involved in far more complex and unpredictable patterns of mobility, people 
can no longer be straightforwardly associated with particular (national, ethnic, sociocultural) 
groups and identities; their meaning-making practices can no longer be presumed to ‘belong’ 
to particular languages and cultures. (pp. 5-6)  

Thus, the authors propose that while superdiversity confronts people with expanded rules and resources for 

the construction of social identity, it “compels us to abandon any preconceived and presumed stable or 

absolute notion of community” or membership, and replace them with more fluid and dynamic 

understandings of being and belonging (Blommaert & Backus, 2012, p. 27). 

Although superdiversity has been criticized as denoting newness and transformation in long-existing social 

phenomena such as mobility and diaspora (see for example Makoni, 2012; Orman, 2012; Pavlenko, 2018; 

Reyes, 2013) and we acknowledge these questionings as worth of consideration, the construct is still 

pertinent to build an overall reflection on our research findings, as they point very much in the same 

direction. The long-term ethnographic study of adult-child interactions within and beyond the after-school 

program has allowed us to document children’s complex repertoires and life trajectories as they unfolded 

and evolved in dynamic and often unpredictable ways. In line with the principles of superdiversity, our 

research results foreground how these repertoires and trajectories problematize, reconfigure and replace 

traditional patterns of social and educational categorization of individuals and communities in contexts of 

diversity like the one documented in this thesis. This implies broadening and complexifying understandings 

of categories such as origin, belonging, culture or mother tongue, traditionally perceived as static and 

bounded attributes, to properly account for the sociolinguistic complexity, fluency and hybridity of children’s 

trajectories, practices and affiliations.  

Furthermore, this research has also documented, taken part in and promoted what Blommaert and Backus 

(2012) describe as dynamic knowledge communities or networks, which take place beyond the boundaries 

of traditional, ethnic and/or socioculturally homogeneous collectives. Examples of these dynamic and non-

bounded communities include the after-school program as well as particular local and transnational child-

adult affiliations, and the creation of networks of collaboration including program participants, their families, 

university-based researchers, trainee teachers and other agents. All of these engagements expanded 

participants’ scope of resources and affiliations, promoting critical cosmopolitanism and new senses of 

bonding and belonging. This promotion of heterogeneous support communities around the 

acknowledgement and development of plurilingualism and pluriliteracies is also one of the main objectives 

of this research project, and will be further explored when analyzing the contributions of this thesis in regards 

to the service-learning project (see subsection 9.1.4).  
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I will now proceed to analyze the research findings in relation to the second objective and related question, 

about emergent ideological dispositions towards plurilingual pupils’ practices and competences. 

 

9.1.2. Research findings regarding alignment with and transgression of emergent ideological 

assumptions 

Regarding the second objective and corresponding research question, the systematic observation and 

analysis of ethnographic data, including audiovisual recordings of interactions between children and adult 

participants collected over a period of more than three years, allowed a wide range of conditions and 

dispositions from the program to be identified, as well as communicative practices and strategies that 

participants engaged in regarding these dispositions. In the analysis, I have categorized some of these 

practices and conditions as providing hints of conformity and alignment with, or of resistance and 

transgression of normative, monolingual and monomodal understandings of languages and literacies.  

Regarding the first category, practices of conformity, we conceived of them as aligning with and reinforcing 

prescriptive understandings around what counts and what does not count as valid language and literacy uses 

and learning within the program, revolving around the desirability and encouragement of monolingual 

practices in the local and school vehicular language. These monolingual beliefs, which usually inform 

educational policy and organize instruction and expectations about how language and literacy should be 

taught and learnt and what is ‘proper’ language and literacy proficiency, can be naturalized and acritically 

reproduced by diverse educational agents, as well as by children and their families.  

In this projects’ data, hints of conformity to a monolingual habitus could be traced in both policy and practice 

and involving all kind of participants. Practices of conformity were especially salient in child-adult 

interactions, which oftentimes revealed OLAT and OLON ideologies in their orientations to their own and 

others’ repertoires and practices; native-like reading proficiency expectations in the vehicular language; and 

transmissive, hierarchical expert-novice roles. In addition, participants’ alignment with conventions and 

organizational norms that characterize formal instruction emerged in the organization and development of 

the reading sessions, in their spatial arrangements and in self and hetero categorizations, as children 

systematically chose to sit and read in their everyday classrooms and tables and referred to their mentors as 

teachers, thus positioning themselves as school learners. 

More explicit alignments with OLON and OLAT approaches to language use and literacy emerged for example 

in the hesitation of some participants, both adult and children, to incorporate other languages besides the 
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vehicular one in the reading sessions, considering it either improper or problematic. Examples of this can be 

seen in the rejection, by Tanzi’s mentor, of his desire to read the ‘Diary of a Wimpy Kid’ in Spanish, or when 

Dalil, after skillfully displaying his plurilingual repertoire and translanguaging across codes and modes, 

comments that switching between languages is ‘a mess’ and negatively categorizes his plurilingual 

competence as being ‘bad at languages’, ‘not his thing’ and ‘rusty’ (see case study vignettes number four and 

two, respectively, in table 2, page 117, and annexes 12.2. of this thesis). Indeed, children’s conformity to 

monolingual and monomodal understandings of languages and literacies often emerged hand in hand with 

questioning and negatively sanctioning their own plurilingual repertoires and diverse skills, a disposition that 

played into their expectations for the future. These questionings emerged in interviews and conversations 

with adult mentors as well, as voiced by Pina when recognizing that she expected these children to “struggle 

with reading” and assumed beforehand that “they do everything wrong” (Vallejo, 2020b, p. 519).   

On other occasions, though, these alignments with mainstream academic standards and expectations 

boosted children to empowered positions, especially when they could display their competence in the 

vehicular language within the program sessions (see for example fragments number 3 and 4, featuring Amaia 

and Roser, and Abdel and María respectively, in Vallejo & Moore, 2016). Our ethnographic observation and 

the implementation of a service-learning project also allowed us to document pupils’ display of plurilingual 

and multimodal resources while orienting to unilingual productions in Catalan (seen for example in Shanti’s 

description of a childhood memory in Vallejo, 2020b; in Hasu’s explanation of a text in Punjabi, and in the 

collective creation of a postcard, in Vallejo, 2020a). These data show that engaging in plurilingual modes and 

multimodal processes is not necessarily confronted with pupils’ alignment with unilingual outcomes in the 

program’s vehicular language.  

In terms of the program’s language and literacy policy, hints of conformity or alignment to one-language-

only premises emerged in the rationale provided by the program, based on local and international 

assessment tests’ results for reading comprehension in Catalan only; or in the institutional production and 

selection of monolingual literacy materials and activities, although no explicit reference to a Catalan-default 

policy was found in any official document or in the mentor training sessions. Hints of an implicit orientation 

that organized the program’s functioning around OLON principles could also be traced in the general lack of 

knowledge about pupils’ linguistic and cultural repertoires, and in the lack of inclusion of such repertoires in 

the program institutional discourse, although they did emerge spontaneously in interactions and were 

progressively encouraged by the program organizers. 

The interpretation of these ethnographic findings of what we identify as alignments with normative, 

monolingual and monomodal understandings of language and literacy is not straightforward but complex. 
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On one hand, we acknowledge the importance of formal and non-formal education in promoting plurilingual 

pupils’ acquisition of language and literacy competences in the local and curricular languages, and their ability 

to orient to unilingual modes and productions and to academic standards when needed. This is especially 

relevant as long as unilingual modes remain prevailing criteria for assessment of language proficiency and in 

non-linguistic subjects, and for educational promotion and access to further social and professional 

opportunities (McNamara, 2011a; McNamara & Shohamy, 2008; Moore & Vallejo, 2018). At the same time, 

though, the ethnographic findings that foreground institutional and participants’ accommodation to 

monolingual premises reinforce previous research that warns about the tendency of non-formal educational 

spaces to reproduce the same approaches to pupils’ language and literacy practices that have categorized 

them as underachieving and allocated them into support programs in the first place (e.g. Hull & Schultz, 

2002). Thus, these studies claim, these approaches to language and literacy reinforce rather than 

contributing to overcome deficit-based categorizations of young people’s diverse repertoires and everyday 

literacy practices, leading to the low praising of different, non-mainstream skills and forms of languaging, 

learning, doing and being. 

While practices of conformity to school-like conventions and monolingual and monomodal approaches were 

identified as part of the after-school program’s ecology and interpreted considering their complexity and 

implications, our research focused particularly on other elements from the program’s policy and praxis that 

foregrounded a disposition towards flexibility, openness and creativity in regards to reading and languaging. 

These correspond to the second category of practices identified, those of transgression and potential for 

transformation of normative approaches, accounting for the complexity of non-formal educational spaces.  

Hints of transgression could be traced in the program’s explicit aim of promoting children’s reading for 

pleasure, which materialized in recommendations, in institutional documents and training sessions, for 

mentors to break away from regular school approaches to literacy and promote playful and creatively 

transgressive reading practices leaded by children’s preferences and interests. Along with these elements 

from the program’s policy, a series of non-conforming practices within and beyond the program sessions 

were identified that resisted, challenged, transgressed and transformed normative and monological 

dispositions, opening spaces for multiple semiotic resources and literacy genres to emerge.   

Examples of the myriad forms in which transgressive and potentially transformative elements emerged in 

interactions are included in this thesis in the form of transcriptions of audiovisual data, and as case study 

vignettes assembled from ethnographic evidence (and many of them have also been described in the 

previous subsection about research findings regarding plurilingual practices). Overall implications of these 
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transgressive and potentially transformative practices included: to blur, break through and reconfigure social 

and educational boundaries between languages, literacies, modes and what counts where; to stretch the 

limits of prevailing understandings of language and literacy competence and learning to include everyday, 

digital, multisemiotic and embodied actions; to collaboratively socialize and be socialized on linguistic and 

cultural features of particular communities; to expand cultural backgrounds and notions of citizenship 

towards transcultural and cosmopolitan understandings of self and others; to resist and challenge binary 

‘us/them’, ‘local/foreign’ approaches and excluding categorizations and reivindicate the hybrid, flowing 

nature and in-betweenness of many language and cultural practices and identities; to problematize rigid 

conceptions including ‘mother tongue’, ‘native culture’ and ‘homeland’; to expand senses of being and 

belonging while straddling languages, cultures and modes of knowing and performing. And overall, to engage 

with literacy in playful, meaningful and empowering ways that might have an impact on pupils’ trajectories 

and in collaboration with supportive others, which are basic aims of the after-school program.  

The diverse practices of transgression identified in this research contribute to dispute and promote a critical 

reconsideration of the category ‘at risk’ in regards to these pupils, as it fails to account for the types of 

plurilingual, pluricultural and pluriliteracy competences that they displayed in interactions within and beyond 

the after-school program. Thus, we relate the after-school program’s affordances to break from deficit-based 

categorizations and monolingual approaches to its interactional and collaborative format and its flexibility in 

providing children with a space and agency to structure reading practices around their preferences, 

repertoires, experiences and skills, allowing competence to be reconfigured and re-distributed between 

adults and children. 

Further aims of this research involved contributing to the improvement of both the after-school program and 

teacher training by engaging both milieus in the collaborative design and implementation of resources for 

advancing the foundations of a didactics of plurilingualism/translanguaging pedagogies, bringing both 

approaches closer in theory and practice. I will now reflect on the theoretical and methodological outcomes 

and contributions of this research in regards to these interrelated objectives. 

 

9.1.3. Contributions regarding a complementary approach to plurilingualism/translanguaging  

Theoretically, this research intended to contribute to promote channels of dialogue and build strong common 

foundations between plurilingualism and translanguaging, two emergent research traditions that have 

played a key role in the evolution of current understandings of language use and language learning, in fighting 

socioeducational inequalities in regards to plurilingual children and in generating innovative advances in 
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educational policy and praxis and transforming models of multilingual education to attend our diverse 

classrooms and societies.   

This bridging effort has not intended to overpass that they emerge from different historical contexts and 

research traditions that need to be accounted for if we intend to draw on them to illuminate particular 

contexts and sociolinguistic practices. While acknowledging their singularities and points of friction, this 

research has focused on foregrounding theoretical and epistemological roots at the basis of their 

commonalities, particularly as both approaches move from theorization towards pedagogical applications 

and pursue similar goals in relation to the wellbeing and trajectories of plurilingual minority speakers.  

Along with exploring theoretical connections and points of overlap, this research can also contribute to 

explore the analytical affordances brought by a complementary approach when dealing with plurilingual and 

multimodal literacy-related interactional data, to properly account for the richness and complexities of young 

people’s current languaging and literacies.  

In our analysis, a complementary approach has served for describing pupils’ complex, integrated, multimodal 

repertoires and understanding what they ‘do’ with their communicative resources in interaction, as afforded 

by plurilingualism, and the potential and implications of these actions for transgressing, destabilizing and 

expanding normative, hierarchical and monomodal approaches to language use and learning, as enlightened 

by translanguaging. While translanguaging’s explicit agenda seeks legitimation of the fluent, hybrid, 

multisemiotic and creative languaging of minority bi/plurilingual speakers in their own terms and without 

regards to externally defined boundaries between codes and modes, plurilingualism’s tradition of fine-

grained, emic analysis of interactional practices sheds light on the how, when and with what aims speakers 

activate the diverse resources from their repertoires in particular situations. An articulated 

plurilingualism/translanguaging approach has allowed us to pay attention to both the detailed analysis and 

comprehension of plurilingual pupils’ practices from the perspective of the participants and their 

competence in specific interactions, and to their possibilities in regard to challenging structural inequalities 

and deficit-based categorizations. This approach allows research to “adopt orientations specific to 

[plurilingual speakers and learners] and appreciate their competence in their own terms” (Canagarajah, 

2011b, p. 3). 

Incorporating the notion of pluriliteracies as proposed by García et al. (2007) has also contributed to integrate 

key contributions from both traditions into the study of plurilingual pupils’ literacy-related practices. Through 

the lens of plurilingualism, pluriliteracies and translanguaging, plurilingual pupils’ complex and hybrid 



151 
  

language and literacy-related practices can be conceptualized as signs of sophisticated competences for 

communicating, meaning-making and learning in our current contexts of diversity and globalization.  

We believe that these core notions, taken together, and the consideration of their singularities, 

commonalities and affordances as presented herein, can contribute to a best understanding of how out-of-

school language and literacy practices work and unfold, and how plurilingual pupils display their repertoires 

in such contexts in often creative, unbounded and empowering ways, to inform further studies and 

educational policy. A more dialogic approach between these theories, as the one promoted in this work, can 

also contribute to show how plurilingual speakers’ spontaneous and skillful practices should, and can, be 

central to our understanding of language and literacy development and build the foundations for the design 

of pedagogical interventions in formal and non-formal educational spaces.  

This leads us to another, related contribution of this research, towards the didactization of plurilingualism 

and translanguaging, a long-pursued aim that has been separately explored and advocated for in both 

traditions under the respective labels of ‘didactics of plurilingualism’ –and the related ‘pluralistic approaches 

to languages and cultures’– and of ‘translanguaging pedagogies’. This shared interest builds on the argument 

that plurilingualism and translanguaging are already social and classroom realities in need of recognition and 

development, an argument supported by our research findings particularly in regard to the fluent linguistic 

practices that naturally emerge in non-formal educational settings.  

As previously explained, this didactization involves and should be developed at different –macro, meso and 

micro– levels of decisions and action, which include national, local, school, teacher and classroom guidelines 

in regards to languages, language use, language teaching and assessment (Beacco et al., 2010; Masats & 

Noguerol, 2016; Moore & Llompart, 2019, see subsection 5.1.1.2. for a more detailed explanation of each 

level). Following these multi-level schematizations of plurilingual/translanguaging pedagogies, our research 

outcomes contribute particularly to the ‘meso’ and ‘micro’ levels of (future) teachers’ syllabus planning and 

design of pedagogical resources, and of promoting classroom interactions where students’ entire repertoires, 

competences and in- and out-of-school practices have a place and recognition.  

Contributing at these ‘local’ levels of didactization is relevant in that the desirable emergence of broader 

national, local and school policies favorable to plurilingual and translanguaging education, at more ‘macro’ 

levels, requires the development of favorable individual dispositions and awareness to be actually effective. 

Indeed, the didactization of translanguaging and plurilingualism at these ‘meso’ and ‘micro’ levels entails 

profound ontological and epistemological changes regarding our understanding of language and literacy, and 

of what/whose knowledge is valued and counts where and for what.  
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Along these guidelines, contributions of this research to prepare the ground for more favorable dispositions, 

and towards the construction of knowledge and tools for this didactization include providing education 

stakeholders with empirical data about pupils’ spontaneous plurilingual, translanguaging and pluriliteracy 

practices as they emerge in educational contexts, and which foreground the benefits of promoting these 

practices in more systematic ways. While these pupil-led activities might seem more appropriate for non-

formal educational contexts, we believe that documenting and sharing these out-of-school practices might 

contribute to raise teachers’ awareness of pupils’ repertoires and competences, and to promote connections 

and mutual recognition between in- and out-of-school dynamics.   

Particularly relevant, in terms of making a contribution to advance on these pedagogical efforts, is offering 

an empirical basis that shows that the promotion of models of plurilingual/translanguaging pedagogies can 

articulate the development of students’ plurilingual competence with the protection and promotion of local 

minority languages. Coincident with Cenoz and Gorter’s ‘sustainable translanguaging’ approach (2017), our 

data have shown that encouraging pupils’ display of their entire repertoires and pluriliteracies does not play 

against, but can rather contribute, to the development of sophisticated literacy productions in the minority 

language.  

Other contributions towards plurilingual/translanguaging pedagogies include the involvement of trainee 

teachers in the production of plurilingual resources, thus preparing them to leverage the repertoires and 

competences that students bring with them, and to channel these into pedagogical proposals, expanding 

educational standards and teaching methodologies. The hands-on implication of trainee teachers can help 

remediate documented concerns and “a difficult set of theoretical and practical questions that have not 

received adequate discussion” regarding ways in which plurilingual didactic approaches might be introduced 

into teacher education (Canagarajah, 2011b, p. 2). We will explore the outcomes of this particular process 

within the contributions of the service-learning project. 

 

9.1.4. Contributions regarding a collaborative service-learning methodological model  

As stated earlier, we consider that some relevant contributions of this research relate to the multiparty, 

collaborative design and implementation of a service-learning project that provided diverse and specific gains 

for this research and for all participants involved.  

Regarding our teacher training practice and the subject of School Language Project and Plurilingualism where 

the service-learning project was implemented, it provided a repository of relevant and authentic pedagogical 
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resources (e.g. videos, transcriptions and case study vignettes) which include documented tensions between 

the pull for teaching standard mainstream languages and literacies on one hand, and children’s 

transgressions through more flexible and creative plurilingual practices and pluriliteracies on the other. These 

resources have been useful to encourage future teachers’ awareness around in- and out-of-school 

continuities and discontinuities, and about the challenges and affordances of a didactics of 

plurilingualism/translanguaging pedagogies in our local contexts, as argued earlier. By bringing audiovisual 

data and transcriptions from the after-school program into the subject, future teachers were also introduced 

to the principles and methods of interactional analysis of real data collected in educational contexts, a 

practice that might be relevant for engaging in critical reflection and analysis as a regular feature of their 

professional practice, in line with the principles of action-research (Lewin, 1946). 

The collaborative project also opened a line of service-learning within the subject syllabus that has been 

recognized and documented by our university in terms of activist professional praxis (García-Romero et al., 

2021). Both the structure of the service-learning project and the pedagogical resources that emerged from it 

have been shared with students and fellow teacher trainers in subsequent editions of the subject, and in 

other, related subjects of the Bachelor’s Degree in Primary Education, as a way to inform future service-

learning teacher training initiatives.  

As for the trainee teachers’ participation in the creation of plurilingual literacy resources, the service-learning 

project provided them with the opportunity to experience an emergent methodology that embodies 

Vigotskian, Deweyan and Freirean’ principles of participatory learning and social justice, and that can be 

useful in their future teaching practice. It also allowed them to apply their academic learning into the creation 

of pedagogical resources for –and with– real pupils with highly diverse repertoires and transnational 

backgrounds, thus experiencing, first hand, the linguistic and cultural diversity of educational spaces like the 

ones they will be part of in their teaching practice in the near future. The service-learning project also allowed 

trainee teachers to gain insight about non-formal educational spaces, a dimension of learning that is seldom 

included in teacher training curriculum and practice. Overall, the engagement of trainee teachers in the 

project contributed to their development as committed and prepared professionals for the complex and 

highly diverse scenarios that characterize educational settings in globalized societies. 

In this sense, hints have emerged that suggest that our efforts have made an impact in pre-service primary 

education teachers’ pedagogical dispositions to plurilingualism and translanguaging, while providing them 

with classroom methodologies and tools that they can eventually replicate and draw from in their 

professional praxis. While writing these lines, I received an e-mail from a former student of the Bachelor’s 
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Degree in Primary Education who took part in the collaborative service-learning project described herein, 

and who has recently graduated as an English specialist. Part of her message reads: 

(…) I have got such a good memory of your course. That is why I feel I owe you part of my success. I 
fill you in. 
 This summer I sat the official exam to become an English specialist with many doubts and concerns. 
To my surprise, I passed the exam. But it was [plurilingual pedagogical resources introduced in the 
subject within the service-learning project] that helped me excel. I guess how you introduced us to 
plurilingualism stuck with me.  
I know it is always a myriad of experiences and a range of people who inspire us, but I just wanted 
to let you know that you really did!  
So… thank you from the bottom of my heart!!! 

Similar appreciations have been expressed by former students who are now general primary education 

teachers, regarding the impact of being introduced to plurilingual/translanguaging pedagogies during their 

emergent teaching trajectories. Hopefully, through them, linguistic diversity, in- and out-of-school 

pluriliteracies, and multiple ways of languaging, doing and being will find their place and recognition in 

mainstream classrooms and beyond, transforming plurilingual pupils’ educational experiences and preparing 

our children and youth for the plurality and unpredictability of current and future engagements and 

trajectories. Furthermore, as we have emphasized, transforming educational practices through a 

plurilingual/translanguaging pedagogical approach might imply that plurilingual pupils, and particularly 

minority learners from transnational family backgrounds, move from being positioned as deficient to 

competent readers/speakers, and adept users of a wide-ranging semiotic repertoire, able to perform 

complex literacy-related practices. 

Finally, regarding the after-school program, the service-learning project was an opportunity for this research 

to ‘give back’ to the community where it was developed. By documenting the many abilities and strategies 

that children from different backgrounds displayed in reading sessions, and sharing these documented data 

with the program’s organizers and participants, this research contributed to encouraging adult and young 

participants’ acknowledgement of what children already know and bring to learning environments, and to 

broaden their conceptions of languaging and literacy, and of competence. Consequently, this documenting 

and sharing was instrumental to the recognition and incorporation of children’s repertoires and practices as 

legitimate resources within the after-school program dynamics, and to the critical revision of monolingual 

understandings and expectations.  

This giving back to the after-school community was particularly materialized through the addition of new, 

plurilingual resources to the collection of regular literacy materials and activities offered by the program in 
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every session. Along with these incorporations, some events that emerged after the development of the 

service-learning project suggest an institutional sensitivity or disposition towards acknowledging and 

developing children’s linguistic repertoires within the program dynamics. Along with the incorporation of the 

plurilingual proposals into the program offer, new, bilingual books were also integrated into the set of 

available reading resources. Another significant event was the creation of an institutional video including 

messages from the children in their home languages. This initiative implied not only documenting and thus 

foregrounding children’s home languages –as opposed to the initial stages of our research, when most adult 

participants were not aware of pupils’ diverse repertoires–, but also categorizing them as a feature or asset 

of the after-school program. In parallel to these initiatives, spontaneous interactions occurred and could be 

observed in regard to these emergent plurilingual dispositions, including the proposal of plurilingual literacy-

related activities and games by pupils’ and volunteers’ own initiative. Within some of these interactions, 

children and volunteers were surprised to discover shared features in their repertoires that had remained 

invisible before. An example of this was the common knowledge of French among some reading couples, a 

language that had come to some children’s repertoires through their parents or by previous schooling in their 

home countries, and which some volunteers had studied as a foreign language at school. By engaging in 

activities that promoted the emergence and use of participants’ full repertoires, then, both children and adult 

volunteers could benefit from becoming aware of their own and others’ plurilingualisms and reflect on their 

singularities, commonalities, and on the diverse biographical trajectories by which plurilingualism comes into 

our lives.  

Along with these incipient but significant hints of transformation towards opening spaces within the after-

school program for the institutional incorporation of plurilingualism, pluriliteracies and translanguaging, I will 

discuss now some further reflections about the ethos of this research in terms of giving back to the 

community of study.  

In terms of contributions to this and further research, the service-learning project provided the opportunity 

to link research with pedagogical practice, and to engage diverse participants in the analysis, reflection and 

production of research outcomes. These participatory processes expanded and enriched this research, and 

grounded it within socially engaged, collaborative/co-labor, activist and critical approaches to research praxis 

that support participants’ involvement in the production of research outcomes that benefit the communities 

being studied. I will now focus on these features.  
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9.1.5. Contributions regarding the return of the research to the field 

The theoretical, methodological and epistemological approaches implemented in this work intended to 

contribute to advocate for the need to put research at the service of the communities it explores by placing 

participants at the center of the inquiry, building knowledge from, for and with them that will serve for 

improving their life conditions. While collaborative ethnography (Lassiter, 2005) focuses on bringing in and 

foregrounding the voices and agency of participants, allowing them to shape, contribute and benefit from 

research processes and outcomes, socio-interactional analysis contributes an emic approach to the 

interpretation of practices from the perspective of the participants. Both methodological approaches 

advocate for building more symmetrical researcher/participant epistemological positions, and share an 

interest in exploring and explaining “how language practices are connected to the very real conditions of 

people’s lives, to discover how and why language matters to people in their own terms”, and to generate 

explanations with them for “why people do and think the things they do” (Heller, 2008, p. 250). 

Concomitantly, both ethnographical methods and the close-up analysis of child-adult interactions provide 

the flexibility to mold the research process and bring the focus of analysis to the terms established by the 

participants, rather than forcing the inquiry to follow fixed pre-established trajectories. Through this emic, 

participant-centered perspective, our research was able to expand and capture the complexities of processes 

of mutual language and cultural socialization in face-to-face and transnational encounters, and to account 

for related issues around caring, engaging and belonging that emerged in this socialization.  

Furthermore, the integration of the methodological and ethical principles of service-learning, the third 

element of this integrated research methodology, connects this participant-centered approach to critical, 

collaborative, action-research (Lewin, 1946) and  transformative-activist research stances (Vianna & 

Stetsenko, 2014), which not only seek to understand specific (learning) communities, processes and practices 

from within, but also to work together to design and introduce modifications and improvements anchored 

in participants’ needs. The contributions of this research regarding the collaborative service-learning project 

have already been thoroughly described. We would only add that it allowed channeling and materializing this 

research’s understanding of return and its commitment to help build socioeducational spaces of greater 

equality and social justice through a methodological model of pedagogical collaboration across formal and 

non-formal educational settings that can be replicated in teacher training and other socioeducational 

contexts. This acknowledgment of the need to build language and literacy learning approaches from what 

children already know, have, do and like, is particularly relevant in terms of this research’s contribution to 

inform other studies and learning processes in out-of-school contexts. To close this section on findings and 
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outcomes, I will discuss other contributions of this research in relation to expanding the still scarce local 

research on non-formal, out-of-school literacy education initiatives. 

 

9.1.6. Other contributions 

 

This research has contributed to expand the available research literature on after-school programs and non-

formal language and literacy education in our local context by documenting a specific after-school reading 

program and providing evidence about what works and an empirical basis for the overall recognition of non-

formal learning spaces as relevant sites for the development of language and literacy, along with mainstream 

education. By adopting an ethnographic and socio-interactional approach, the research findings from this 

compendium contribute to the available literature with empirical data of spontaneous and informed practice 

within a real local after-school program. By documenting particular out-of-school practices from a fine-

grained, emic perspective, our findings expand the empirical bases for the understanding of non-formal 

learning spaces in our particular context, shedding light on what works well and on paths for improvement 

for this particular site and other, similar initiatives. This emic and ‘micro’ perspective on participants’ 

practices might complement available local reports and studies, many of them framed from sociological 

perspectives and focused on more general, ‘macro’ and ‘meso’ levels of policy and planning (e.g. Forés & 

Parcerisa, 2021; González Motos, 2016; Síndic de Greuges, 2014, among others). Along with broadening the 

available evidence about the challenges and affordances of local non-formal educational programs, our 

findings also contribute to their recognition as relevant sites for the display and development of children’s 

plurilingual practices and pluriliteracies, and about the benefits of promoting such practices in educational 

contexts. 

After presenting the main contributions of this compendium, I will now reflect on its limitations and possible 

future developments. 

 

9.2. Limitations of this research and future lines of inquiry 

This thesis has focused on the plurilingual practices and pluriliteracies that emerged in a specific after-school 

program in Catalonia. Limitations have to do, in the first place, with the scope of the research, which focuses 

on one specific venue of the many that host after-school activities in Catalonia –and beyond–, which might 

question the representativeness of its findings in regard to other out-of-school programs and to non-formal 
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education in general. While we fully acknowledge these limitations, it is important to consider that 

ethnographic approaches do not aim to achieve generalizable findings, but to illuminate particular social 

processes and practices as they emerge in specific communities; to reveal and contribute to understand the 

ecologies and affordances of particular sites and practices from within; and to inspire further research and 

collaboration.  

Limitations might also relate to the nature of the site: the fact that the foci of the research are non-formal 

educational practices, rather than mainstream education, could be an argument to question the scope of 

influence of this work, particularly as we claim that the results might also illuminate and contribute to 

transform classroom practices in regard to languages and literacies. Keeping in mind the particular 

characteristics and divergences of formal and non-formal education, in this research we stand for 

conceptualizing pupils’ language and literacy development as a continuum across modes, codes, learning 

spaces and life experiences, as shown in the myriad of resources that pupils brought with them and engaged 

in while participating in and beyond a particular educational context. Thus, we advocate for the need to 

bridge between language and literacy research and praxis in- and out-of-schools, so that students’ entire 

scope of experiences, knowledge and repertoires are documented and valued across all contexts. To advance 

in these aims, it is important to encourage further research on pupils’ language and literacy uses and learning 

beyond mainstream education, particularly on non-formal, out-of-school spaces, a terrain where 

ethnographic works are still scarce in our local context, despite the prevalent presence of these activities in 

children’s everyday lives. Formulas of action-research and service-learning, and collaborative networks 

involving stakeholders from diverse formal and non-formal educational milieus like the one developed in this 

research might broaden the path towards better understandings of these spaces and closer connections 

across learning environments.  

Another limitation has to do with time constraints, as evidence of social and educational transformations 

takes considerable time to unfold and the outcomes of particular research projects cannot easily be tracked. 

In this sense, although more than three years of ethnographic research is a long period, and it has allowed 

me to document many angles of mentors’ and students’ lives within and beyond the after-school program, 

it is not enough to follow these pupils’ trajectories beyond compulsory education and into tertiary education, 

employment and adulthood, to know the real impact that education, formal and non-formal, had in their 

lives and whether the professional aspirations many of them expressed in the program sessions were actually 

achieved. It would also take a long time to explore whether transnational background children’s learning of 

the curricular languages and academic registers and literacies actually made a difference in regard to 

educational success and greater opportunities. The same would be the case for knowing whether a 
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plurilingual/translanguaging pedagogies had an impact in transforming social and educational experiences, 

subjectivities, opportunities and trajectories in the long-term.  

Until now, in Catalan society, cultural and linguistic diversity has been highly present in primary levels of 

education, lowers in secondary grades, and is extremely scarce in university landscapes in general, and in our 

teacher training classrooms in particular, as well as in teaching faculties in primary, secondary and tertiary 

education classrooms. Only when pupils with transnational backgrounds, ‘in-between’ identities and diverse 

linguistic and cultural repertoires take part of all mainstream and non-formal educational spaces as students, 

teachers, researchers and policy makers, and occupy job places and positions of prestige in all social realms, 

the goals of social and educational justice, transformation and inclusion will actually be attainable (Llompart 

& Birello, 2020). In the meantime, and to counter for these limitations, future research lines might include 

extending and diversifying longitudinal ethnographic work around plurilingual pupils in out-of-school 

programs and in different levels of mainstream education, to further document their trajectories and 

compare the ecologies of diverse spaces where formal and non-formal learning takes place.  

Along with this need to expand collaborative ethnographic work engaging formal and non-formal educational 

contexts in subsequent research projects, a prominent line of expansion has to do with engaging research on 

minority students’ languaging and literacies with other, related factors that intersect with plurilingualism and 

might play towards, or against, pupils’ social and educational inclusion. In debating current and future paths 

for language education research and policy in the complex sociolinguistic Catalan context, Codó argues for 

the need to integrate language within a broader framework: 

S’ha parlat molt poc de com el model educatiu (no només lingüístic) està responent a leș necessitats 
d’un món que ha canviat molt en els darrers 40 anys. Cal una visió més global de sistema que no 
focalitzi la llengua, sino que integri la lengua en un relat més ampli. (Codó, 2020, individual 
contribution within an online debate around the language model of the Catalan education system, 
organized by the Catalan Society of Sociolinguistics; see also Codó & Patiño-Santos, 2014).  

[There has been very little talk about how the educational (not just linguistic) model is responding 
to the needs of a world that has changed a lot in the last 40 years. We need a more global view of 
the system that does not focus on the language but integrates language into a broader narrative.] 
(my translation) 

This ‘broader narrative’ opens significant lines for this and other research, while also warning about the 

transformative limitations of focusing solely on language when dealing with social and educational outcomes 

and trajectories. In contexts of transnational communications, trajectories and encounters, research on 

plurilingualism and pluriliteracies goes beyond language and literacy and includes also issues around culture, 

identity, belonging, caring, access, inequality and social justice, among others whose emergence we have 
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documented in this compendium. As seen in our case, this poses the need to bring in new perspectives 

grounded on current sociolinguistic realities, as would be the case with transcaring, translanguaging, 

pluriliteracies and critical cosmopolitanism, and assemble them with more established approaches (e.g. 

plurilingualism and language socialization), to properly account for the complexity of language-related 

processes in our diverse social and educational contexts. We believe that the affordances of these 

complementary approaches for broadening research and illuminating the multifactorial nature of current 

processes of language and cultural socialization is worth further exploration.  

Furthermore, the need for broadening research approaches in regard to minority students’ language and 

literacy practices and education relates to the fact that social and educational inequalities are often of an 

intersectional nature and respond to an interplay of linguistic and other –racial, ethnic, gender, 

socioeconomic, etc.– factors that can affect their school and life trajectories (bell hooks, 2014; Block & 

Corona, 2014; Codó & Patiño-Santos, 2014; Ross et al., 2009).  

Diverse studies emphasize on the idea that “communication skills in the language spoken of the majority of 

the population are a key to empowerment and inclusion as well as a means for migrants to fight against 

socio-economic exclusion” (Papageorgiou, 2012, p. 142, in Intke-Hernández & Holm, 2015, p. 75). Our own 

research findings might go very much in the same direction, showing that creating spaces for recognition and 

use of transnational background pupils’ plurilingual repertoires is also beneficial for their development of 

local and curricular languages and might have positive repercussions in their in- and out-of-school 

trajectories. Still, while developing language and literacy skills in the host community’s mainstream 

language(s) emerges as a significant factor for integration, participation and social mobility, we are cautious 

in assuming a straightforward relationship between transnational background citizens’ mastering of the local 

and curricular languages and accessing better life conditions and social recognition in the host society. Placing 

language as the only key tool for inclusion, educational success and social upscaling would imply ignoring the 

many social barriers at play along with and beyond linguistic issues.  

In further exploring the multiple angles and intersectionality of social, educational and linguistic inequalities, 

as well as of how these are challenged by plurilingual speakers’ dynamic and creative ways of doing and 

being, future lines of inquiry could engage our foci of study with current critical traditions, such as 

raciolinguistics, gender studies, studies on neoliberalism or intersectional studies. As Rosa (2021) argues, “By 

situating linguistic struggles alongside broader political struggles, we can identify new strategies for 

connecting language learning projects to the imagination and creation of possible worlds” (para. 1). 
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Expanding research on how issues of power and inequality, in their many forms and in diverse contexts, 

intersect and interplay with languages, could also contribute to contest warnings addressed at both 

plurilingualism and translanguaging, two major theoretical pillars of this study, in terms of their risk of 

alignment with ethnocentric, neoliberal and/or power-blind approaches to linguistic diversity (e.g. Flores, 

2013; García & Otheguy, 2020; Jaspers, 2017; Kubota, 2016; among others). These warnings state that 

focusing on language learning solely, and approaching it as an individual enterprise ignoring how issues of 

power, inequality and social status permeate linguistic processes, runs the risk of placing the responsibility 

of social integration and of developing successful educational and professional trajectories in the individual 

and his or her linguistic competence and/or willingness to learn the host language(s). Such narrow focus does 

not take into account the overall complexity of the phenomena, and might lead to a dangerous assimilationist 

approach to linguistic, educational and social equality.  

In this regard, several authors have pointed the need to frame the study and appraisal of plurilingual minority 

speakers’ practices within broader processes involving ethnocentrism, racism and other ideological bias. 

Intke-Hernández & Holm (2015), for example, describe sociolinguistic inequalities as part of an overarching 

“ethnocentric-deficit” perspective that involves “a tendency for representatives of the majority culture to 

view their own cultural ways of doing and thinking as superior, while other cultural ways are judged as 

inferior” (p. 76, following Neuliep, 2003). This deficit-based perspective also implies local stakeholders’ 

inclination to misrecognize the agency and ability of transnational background subjects to be capable citizens 

(Nordberg, 2015), and relates to what Flores and Rosa (2015) have described as the ‘deficiency in the 

hearer/perceiver’ to denounce that locals’ perceptions of minority plurilingual speakers’ linguistic 

competence is often framed by raciolinguistic ideologies, regardless of their language proficiency. As Rosa 

(2021) explains: 

Regardless of the extent to which racially marginalized students ostensibly engage in standardized 
language practices, they continue to experience differential access to opportunities based on their 
colonially inherited societal positions as illegitimate subjects with illegitimate languages. (para. 1) 

Similarly, Blackmore (1997) points to the non-neutral, socially-constructed nature of linguistic competence, 

with the same skills differently valued depending on who is performing them, in what context and where 

they were acquired (see also Nussbaum & Unamuno, 2006; Varenne & McDermott, 1999). 

From our perspective, and what we have learnt by observing, listening and accompanying the many 

participants from this research, what educational institutions identify as deficiencies in plurilingual children’s 

language and literacy practices are often more related to unquestioned ideological bias about these pupils 

and families and their repertoires, than to what children can actually do and what they know. As our analysis 
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has shown, these deficit-based ideologies and the imbalanced, hierarchical relations that they build on and 

reproduce can permeate organizational and didactical arrangements and interactional practices around 

language and literacy, but can also be challenged and transformed in the here and now of particular 

interactions and in the emergent processes of critical cosmopolitan socialization that these give place to. In 

this sense, children’s diverse forms of display of their plurilingual repertoires and pluriliteracies –as 

documented in this study– in the very same spaces where these had been problematized, appears as a 

relevant act of self-validation and resistance to deficit-based categorizations (Moore & Vallejo, 2018). These 

displays, which were oftentimes met with acceptance by their mentors and program coordinators, brought 

transformative consequences for both children and adult participants by expanding ‘what counts’, and by 

inverting roles in regard to language and literacy expertise and activity leading. In line with these findings, 

further lines of research are needed that document plurilingual youth’s acts of resistance to deficit-based 

categorizations and vindication of their forms of languaging and engagements with literacies in diverse 

contexts. Future lines of inquiry could also expand this research by focusing on young participants’ 

perspective on the incorporation of their everyday language and literacy practices –which have often 

emerged as acts of resistance to social and educational standards– into pedagogical approaches and as tools 

for institutional transformations (Vallejo & Dooly, 2021; see also Canagarajah, 2011b; Hill, 1999).  

While incorporating plurilingual, transnational background children’s repertoires and in- and out-of-school 

practices and experiences appears as essential in any future line of research that wishes to expand on this 

work, exploring the roles and including the voices and experiences of local adults regarding how to promote 

more inclusive educational practices is just as relevant. To properly advance in the implementation of 

inclusive practices, it is imperative that local stakeholders –after-school program organizers, mentors, 

researchers, pre-service and in-service teachers– are involved and socialized in and through plurilingual and 

pluricultural encounters with transnational background children and their families. These engagements, this 

research has shown, can help local participants to develop critical cosmopolitan dispositions that allow them 

to challenge still-prevailing, deficit-based categorizations of these children and their competences.  

These lines of inquiry relate to Flores and Rosa (2015), and Rosa’s (2019, 2021) proposal, from a 

raciolinguistics perspective, of redirecting our attention from trying to prove the legitimacy of minoritized 

speakers and their linguistic practices to understanding and dismantling the ideological bias and hegemonic 

perceptions of languages and literacies of the perceiving subjects, including individuals and social and 

educational institutions (Rosa, 2021). We believe that both foci –proving the legitimacy of plurilingual 

speakers’ practices and destabilizing hegemonic deficit-based perceptions– can be articulated within 

collaborative/transformative projects as the one developed in this thesis. illuminating the path for future 



163 
  

collaborative research projects involving diverse members of the civil society with transnational and local 

trajectories in collaborative methodologies –including service-learning and others– could promote much 

needed two-way transformation processes as the one documented for example in Pina and Shanti, and the 

forging of extended networks of transcaring.  

Implementing future service-learning projects following the model developed in this compendium as 

inspiration could also provide opportunities to consolidate this approach in after-school spaces and in our 

teacher training programs, and to engage wider groups of project organizers, mentors and soon-to-be 

teachers, while expanding collaborations across learning environments towards more coordinated and 

linguistically inclusive education.   

Finally, room must be left for non-predictable future lines of inquiry to unfold. As this research experience 

has shown, adopting an emic, participant-centered perspective implies that theoretical, methodological and 

analytical processes, as well as the design of transformative pedagogical interventions, must be flexible and 

developed in collaboration with the protagonists of these endeavors, allowing research to be molded and 

reconfigured, according to their experiences and needs, towards issues and approaches that had not been 

originally contemplated.  
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10. Final words 

As stated from its beginning, this thesis emerged as an intent to explore and contribute to ameliorate the 

paradoxical mismatch between the increasing need and demand for plurilingual and pluricultural 

competences in our diverse and globalized contexts, on one hand, and the poor academic trajectories of 

many children ‘pre-equipped’ with transnational experiences and diverse linguistic and cultural repertoires, 

on the other. In line with diverse studies referenced in this compendium, this research shows that poor 

academic results oftentimes relate to significant differences and discontinuities between the linguistic and 

literacy practices that are valued and promoted in formal education, and those that children perform and 

engage with at home, with friends, in their communities, in digital interactions, and often also in the out-of-

school programs where they participate. These discontinuities relate to the interplay of many and complex 

factors, linguistic and otherwise, including a still-prevailing monolingual habitus that organizes educational 

language and literacy uses, teaching and assessment around one-language-only premises, and to 

dichotomist, exclusionary and deficit-based ideologies that often categorize plurilingual, transnational 

background pupils and their non-curricular repertoires and practices as deficient.  

By extensively documenting the ecology of a highly diverse after-school reading support program and the 

rich language and literacy resources and strategies that pupils displayed for meaning making, for overcoming 

obstacles and for learning in interaction with peers and adult mentors, this work can contribute to reduce 

such discontinuities and to inform effective educational transformation. The ethnographic and socio-

interactional evidence provided in this study aligns with and supports current efforts to reframe and broaden 

conceptions of language and literacy more accordingly to the real, fluid, plurilingual and multimodal practices 

of today’s world, while also accounting for issues around culture, identity and belonging and for how power, 

legitimacy, ideologies and intersectional discrimination converge within language and literacy practices. 

While these efforts have found extended support in sociolinguistic theories and research, giving place to a 

wide spectrum of critical, ‘trans-’formative and competent-based approaches to plurilingual practices and 

speakers, broader understandings around language and literacy development still need to be embraced in 

educational contexts, both in policy and praxis and in formal and non-formal learning contexts, to break out 

from outdated and unequal pedagogies. As this project has shown, providing robust research evidence on 

plurilingual pupils’ complex and competent languaging and literacies, and on the benefits of acknowledging 

and promoting their repertoires and practices, and integrating educational stakeholders in these endeavors 

through plurilingual/translanguaging pedagogies, can have an impact at both institutional and individual 

levels. 
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Our research findings also foreground the significant role of after-school spaces in facilitating and supporting 

the conditions for local and transnational background pupils and adults to collaboratively destabilize and 

transform the programs’, their own and others’ perceptions of certain repertoires and practices –including 

their own–, and to transition towards more legitimizing, inclusive and asset-based perspectives. Indeed, the 

multiple documented affordances of a concrete after-school program, particularly in regards to the 

legitimation of minority plurilingual speakers’ repertoires, and the increasing prevalence of these initiatives 

in pupils and families’ lives in recent years, call for giving non-formal education its fair share of relevance in 

educational research, policy and practice, along with formal instruction. This implies understanding in- and 

out-of-school learning experiences not as oppositional but as part of a daylong, life-long learning ecosystem 

or continuum, so that documenting out-of-school spaces might serve as input of what students do, and can 

do, with all their languages and literacies, for mainstream institutions to also incorporate these practices as 

legitimate resources for learning and doing. A relevant input, in our particular context, is the data that show 

how the inclusion of plurilingual and pluriliteracy practices also entailed pupils’ display of sophisticated 

strategies in the local and vehicular language, implying that fluent practices do not play against the 

development of school literacy and can coexist with the promotion and protection of local minority 

languages. 

The importance of reinforcing connections and promoting greater coordination and collaboration across 

formal and non-formal educational milieus goes beyond including pupils’ diverse repertoires and learning 

experiences into classrooms, towards transforming wider and deeper social and educational structures 

regarding diversity and its inclusion and legitimation in all its manifestations and across all educational 

contexts. While after-school spaces appear as particularly suited to facilitate more flexible, inclusive 

educational arrangements, and deserve proper recognition in research and policy, we understand that out-

of-school initiatives should not take the onus of promoting more inclusive learning practices and supporting 

transnational background pupils’ educational trajectories on their own. Educational transformation requires 

strong alliances across formal and non-formal education involving diverse social agents, third sector entities 

and volunteers, minority communities, researchers, teachers, educational institutions and policy makers in 

the common search for greater opportunities, equality and social justice. These joint efforts become more 

relevant and necessary in times of crisis, which in the past have constrained educational resources and 

broadened the gap of social and educational inequalities. The current pandemic, whose socioeconomic and 

socioeducational consequences are still unfolding, requires collaborative and coordinated actions to ensure 

that rich in- and out-of-school educational opportunities are available and accessible for all, including those 

children and families more in need and who can benefit the most from them, so that after-school initiatives 

play along, and not against, equality and inclusion (see González Motos, 2021; Moore et al., 2022).  
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As this research has shown, we have theoretical, methodological and pedagogical tools to advance on these 

collaborative endeavors, and examples of successful, inclusive after-school initiatives and networks of 

transcollaboration between research and praxis and across in- and out-of-school milieus in our local context. 

These resources and experiences, along with recently launched policy that puts diversity and inclusion at the 

forefront of the Catalan educational model (e.g. the Catalan decree 150/2017 for inclusive education, and 

the language model of the Catalan education system from 2018), provide strong foundations and open the 

path for shared efforts and further advances. 

We acknowledge that the paradox described at the beginning of this text confronting current social 

expectations about global plurilingual citizens, versus ‘pre-equipped’ plurilingual and pluricultural students’ 

poor academic trajectories, and the challenges it implies, require complex, multilevel analyses and responses 

that go beyond the scope and possibilities of this research project. Within this larger framework, though, we 

aim at contributing to expand this line of inquiry, and to narrow the distance between disadvantaged 

plurilingual students and successful educational trajectories at our local scale.  Hopefully the data, 

experiences, approaches and collaborative actions presented in this research can contribute to these 

transformations towards more holistic, collaborative, inclusive and socially just educational approaches that 

can bring more and better opportunities for all students.  
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12. Annexes 

 

12.1. Transcription conventions33  

Participants                   A:  M: 

Rising intonation               / 

Falling intonation                  \ 

Pause                         (duration) 

Duration of pause, in seconds  .  ..  ... 4  

Syllabic lengthening                   :  ::  ::: 

Self-interruption                    - 

Overlapping                        [  ] 

Comments                                  ((  )) 

Incomprehensible     xxxxx 

 

 

  

                                                           
33 These conventions were applied in transcriptions within this thesis unless particular publications required otherwise. 
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