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ABSTRACT ARTICLE HISTORY

The articles in this special issue of the Journal of Multilingual and Received 5 December 2024
Multicultural Development highlight three significant areas of research Accepted 10 December 2024
that have evolved in content and language integrated learning (CLIL)

education: (1) t.he implementatign of tran'slanguaging pedagogy aqd Translanguaging; CLIL:
the use of multimodal resources in scaffolding content and Ianguage_ in methodological innovation;
CLIL classrooms, (2) CLIL teachers’ awareness of the pedagogical paradigm shift; multilingual
philosophies of multilingualism and translanguaging, and (3) the role of and multimodal resources
multimodality in CLIL assessments. This commentary will begin with a

discussion of the articles in this special issue and draw out key

theoretical and methodological themes. This commentary will advance

the field of CLIL education by critically reflecting on the implications of

adopting translanguaging as a methodological framework in CLIL

research, which enables teachers and researchers to achieve a greater

understanding of the meaning-making processes in CLIL classrooms.

KEYWORDS

Introduction

In the last decade, the concept of ‘translanguaging’ has gained significant attention among scholars
studying multilingual educational environments, such as Content and Language Integrated Learn-
ing (CLIL) classrooms. The term ‘translanguaging’ initially introduced by Williams (1994) in the
context of Welsh bilingual classrooms, denotes the deliberate switching between languages for
receptive or productive purposes. Initially, the goal of translanguaging was to utilise a stronger
language to enhance the weaker one, promoting balanced language development. Over time, the
concept evolved to encompass the use of a wide range of languages and semiotic resources in multi-
lingual repertoires for meaning-making (Garcia and Li 2014; Li 2018; Tai 2023). As Li (2018)
argues, translanguaging refers to a process of knowledge construction which entails going beyond
different linguistic structures and systems (i.e. not only different named languages and dialects, but
also different ways of speaking, accents and registers), and different modalities (i.e. switching
between communicative modes, gestures, facial expressions and visual images). Such an under-
standing of translanguaging encourages us to think about how knowledge is constructed through
using diverse linguistic and non-linguistic including different modal cues.
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However, the term is sometimes uncritically understood as recognising or employing multilin-
gual students’ first languages, enabling them to navigate between languages of instruction (Li and
Garcia 2022). A prevalent question in applied linguistics concerns the distinction between trans-
languaging and code-switching analyses. While some researchers regard translanguaging as a
descriptor for language-mixing practices, others argue that it lacks clear distinctions or definitions
for different translanguaging practices, such as pedagogical or social forms (Li 2024). It is vital to
note that the notion of code-switching treats named languages as ‘codes’ and emphasises the struc-
tural and functional differentiation between specific languages and their pedagogical roles in the
classroom (Fang, Jiang, and Yang 2023; Li 2020; Tai and Li 2021). Translanguaging is perceived
as a facilitative and empowering approach in bilingual and multilingual education, encouraging
learners and teachers to employ and share their knowledge of various languages and other semiotic
resources in their communicative repertoire in collaborative learning. Therefore, translanguaging
should not be misconstrued as a simple rebranding of code-switching (Nikula and Moore 2016)
since translanguaging views language itself as a multilingual, multimodal, and multisensory
resource for understanding and creating meaning.

Scholars working on translanguaging further conceptualise it as transcending boundaries between
linguistic and semiotic resources (e.g. Ho and Li 2019; Li and Ho 2018; Tai 2023). By adopting a social
semiotic perspective of multi — and indeed, trans-modality, they challenge ideological biases favouring
conventional linguistic codes in meaning-making. As Li (2020) posits, linguists often concentrate on
linguistic aspects of communication, such as syntax, phonology, and morphology, neglecting other
semiotic resources that contribute to meaning in social interactions. However, social interaction is
inherently multimodal, and meaning extends beyond verbal utterances and written communication
in daily human interactions. Recent studies (e.g. Ou and Gu 2022; Prada 2019; Tai 2024; Tai and Li
2021, 2024) on translanguaging in classroom practices have shown how multilingual learners surpass
linguistic and cultural barriers to create novel language configurations and pedagogical practices.
These practices aim to challenge language hierarchies, establish translanguaging spaces for learning,
and facilitate students” full engagement in knowledge construction within CLIL classroom settings.
The growth of translanguaging research in CLIL contexts signals a paradigm shift towards embracing
translanguaging as multilingual, multisemiotic, multisensory, and multimodal practices for thinking
and expressing thoughts. This highlights the need for researchers to move beyond traditional concep-
tualizations of distinct languages as separate codes of speech and writing, particularly focusing on the
embodied and multimodal aspects of communication.

In this commentary, we will first discuss the three significant areas of research that have emerged
in this special issue: (1) the implementation of translanguaging pedagogy and use of multimodal
resources in scaffolding content and language in CLIL classrooms, (2) CLIL teachers’ awareness
of the pedagogical philosophies of multilingualism and translanguaging, and (3) the role of multi-
modality in CLIL assessments. As a feature of the special issue, it embraces contributors from three
educational levels: two studies from primary education (e.g. Liu and Lin; Amondarain-Garrido and
Ruiz de Zarobe), two studies from secondary education (Liu and Lo; van Batenburg and Dale) and
two studies from higher education (Boggio and Costa; Querol-Julidn). This commentary will then
critically examine the implications of adopting translanguaging as a methodological framework in
CLIL research. As an analytical framework, translanguaging shifts away from perceiving language
as abstract codes to focusing on the language user’s ability to engage in purposeful and meaningful
communicative practices and activities in specific sociocultural contexts (Li 2022; Tai 2023).

Contributions in the special issue

The implementation of translanguaging pedagogy and the use of multimodal resources
in CLIL classrooms

The primary goal of CLIL is to integrate the teaching of both the L2 and content knowledge,
enabling learners to develop proficiency in the L2 while acquiring subject-specific knowledge.
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CLIL education offers flexibility in selecting the language of instruction, although English is com-
monly used (Macaro 2018). It is believed that CLIL learners benefit from exposure to meaningful 1.2
input, allowing them to learn the language incidentally without compromising content learning
(Coyle, Hood, and Marsh 2010). However, there are unanswered questions regarding how CLIL
impacts content learning and how teachers can make subject content and registers accessible to
all students. Language-related challenges in CLIL classrooms can create linguistic barriers, particu-
larly for less proficient L2 learners, hindering their acquisition of content knowledge (e.g. Morton
and Llinares 2017). Researchers working from a systemic functional linguistics perspective have
identified some features of the so-called ‘academic language’, including the prevalence of abstract
specific terms, passive voice, nominalisation and use of special genres (Schleppegrell 2004). Viewed
this way, academic language is a genre or register that is prevalent in academic subjects, and it
differs from everyday language and poses difficulties for L2 learners who need to learn content
through the L2. If CLIL teachers solely rely on L2 instruction without explicit language teaching,
bridging this gap can be extremely challenging.

CLIL education also raises concerns about social justice, particularly related to the preservation
of minority languages and students’ linguistic rights. The dominance of English-only policy (e.g. in
English Medium Instruction) has led parents to undervalue local languages, considering them less
important in education (Sah 2022). Consequently, enforcing a monolingual medium of instruction
in CLIL classrooms can negatively impact students’ attitudes towards local languages, as well as
their sense of linguistic and cultural identities (e.g. Ou, Gu, and Hult 2021). Moreover, the gap
that has been mentioned above between the so-called academic language in the classroom
and the everyday social language that the learners use puts minoritised and racialised learners at
an immediate disadvantage.

To challenge the monolingual language policy and promote inclusive and socially just trans-
languaging, Garcia, Johnson, and Seltzer (2017) propose three recommended features for teachers
in multilingual classrooms. Firstly, teachers should adopt a translanguaging stance, recognising the
value of translanguaging and students’ language and cultural practices as resources for learning.
Secondly, teachers need to plan for translanguaging design, creating an inclusive space where stu-
dents can utilise their full communicative repertoires. Finally, teachers should be prepared for
translanguaging shifts, being flexible in their lesson plans to address students’ learning needs during
classroom interactions.

Despite the demonstrated potential of translanguaging in enhancing academic learning and
socio-emotional well-being (e.g. Cenoz and Santos 2020; Zhang 2024), many teachers lack training
and knowledge in translanguaging (Tai and Wong 2023; Tian 2020; Wong and Tai 2023). Imple-
menting translanguaging pedagogy in multilingual classrooms presents challenges such as limited
knowledge of students’ first languages (Barros et al. 2021), institutional restrictions (Holdway and
Hitchcock 2018), and teachers’ longstanding belief in monolingual instruction (Vanish 2019).
Therefore, it is crucial for teachers to have adequate knowledge of translanguaging pedagogy and
its application in their practices. However, research on developing teachers’ knowledge of trans-
languaging remains limited. Some studies have explored integrating translanguaging theories
into L2 teacher preparation programmes, revealing the transformative impact on teachers’ under-
standing and pedagogical repertoire (e.g. Deroo, Ponzio, and De Costa 2020; Tian and Zhang-Wu
2022). Nevertheless, there is a scarcity of research on how CLIL teachers comprehend and
implement translanguaging in their classrooms, particularly in creating a translanguaging space
for multilingual students. Hence, further research is needed to examine the practical implemen-
tation of translanguaging by CLIL teachers, bridging the gap between theory and classroom
practice.

Several articles in this special issue aim to fill the research gap by examining how translanguaging
pedagogy can be implemented by CLIL teachers. Liu and Lin conducted a study to examine how co-
teachers use translanguaging practices in CLIL lessons to teach Hong Kong primary students with
special learning needs about writing information reports on animals. The English and General
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Studies teachers collaborated with researchers to adapt the Multimodalities/Extextualisation Cycle
framework for their primary 1 students. The results show that when co-teachers coordinate differ-
ent types of communication resources across time and space, it helps in (1) encouraging students to
collaboratively construct the thematic patterns specific to the academic genre, (2) creating struc-
tured learning environments within the classroom and (3) facilitating the exchange of knowledge
and emphasising students’ accomplishments in discipline-specific activities. The findings particu-
larly highlight the potential of translanguaging in supporting dyslexic students in learning the target
genre.

In another study that explores the implementation of translanguaging pedagogy in CLIL class-
rooms, Boggio and Costa conducted a study utilising the Multimodal Discourse Analysis frame-
work to investigate how translanguaging and semiotic resources contribute to the process of
meaning-making in Language-Related Episodes (LREs). Translanguaging in this study is defined
as the flexible use of different languages in communication. The study focused on engineering lec-
tures at a Spanish multilingual university to examine how LREs are constructed through trans-
languaging and multimodal resources. The results reveal that the occurrence of LREs varied
greatly across the analysed lectures, even with the same lecturer, suggesting that contextual factors
strongly influence LREs. Additionally, the lecturers heavily relied on multiple semiotic modes to
convey content knowledge while constructing LREs. This study supports the perspective put
forth by scholars like Li (2018), Wu and Lin (2019), and Morell (2018) that CLIL contexts are
characterised as multimodal, translingual, and trans-semiotised. The authors propose the inte-
gration of LREs as a pedagogical strategy in CLIL to support students in comprehending content
and developing disciplinary literacy.

Amondarain-Garrido and Ruiz de Zarobe utilise the concept of multimodal translanguaging
(Garcia and Li 2014) to investigate the multimodal discourse of three primary school CLIL teachers
in science education. The authors analyse the discourse functions observed in interactions within
the CLIL science classroom. In this study, multimodal translanguaging refers to a dynamic
approach that enables a pedagogy where participants can select from a range of semiotic resources
found in their own communicative repertoires and the multimodal literacy developed within class-
room episodes. The authors employ multimodal interaction analysis to examine classroom inter-
actions, and the findings reveal that teachers utilise gestures and movements within the
classroom space, as well as tools and resources to complement language and create a multimodal
system of meanings. These actions serve to express teachers’ discourse strategies and functions
in teaching science content.

CLIL teachers’ awareness of the pedagogical philosophies of multilingualism and
translanguaging

In order to resist traditional monolingual approaches that view multilingual students as deficient
language users lacking English proficiency, scholars such as Canagarajah (2014) and Cenoz and
Gorter (2021) emphasise the importance of recognising multilinguals as resourceful individuals
with complex multilingual repertoires and abilities. Furthermore, teacher educators are encouraged
to guide teacher candidates in shifting their perspective on translanguaging from a mere scaffold to
actively challenging language hierarchies and advocating for social justice in U.S. schools (Tian and
Zhang-Wu 2022). Several studies (e.g. Deroo, Ponzio, and De Costa 2020; Gorter and Arocena
2020; Tai and Wong 2023; Tian and Zhang-Wu 2022; Wong and Tai 2023) have explored the learn-
ing of translanguaging among teacher candidates and have demonstrated that a teacher education
course focused on translanguaging not only develops candidates’ translanguaging stance but also
expands their pedagogical repertoire. For instance, Gorter and Arocena (2020) investigated the
beliefs of 124 teachers regarding multilingualism and translanguaging after an eight-week pro-
fessional development course. They concluded that such a course can indeed change teachers’
beliefs, but it should be implemented gradually and tailored to local school contexts. To foster
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the development of a translanguaging stance among teacher candidates, Deroo, Ponzio, and De
Costa (2020) suggest that teacher educators should provide a platform for candidates to discuss
their understanding of translanguaging, enabling them to reflect on the opportunities and chal-
lenges they may encounter in their teaching practices. Similarly, Wong and Tai (2023) conducted
a study focusing on an English as an Additional Language teacher candidate who was a multilingual
speaker but did not share her students’ home languages. The findings revealed the candidate’s
strong stance and her ability to employ a variety of strategies to create a translanguaging space,
which resulted from her training. This study underscores the importance of teachers expanding
their pedagogical repertoire by recognising the potential benefits of diverse multilingual, multimo-
dal, and multi-sensory resources in facilitating effective teaching and learning processes.

Several articles in this special issue aim to investigate how professional development seminars
can influence the beliefs of CLIL teachers regarding the use of translanguaging practices to support
students’ content and language learning. One of these articles, by van Batenburg and Dale, focuses
on the perceptions of plurilingualism among pre-service English teachers through small-scale
research conducted in a CLIL setting. The qualitative findings reveal that all pre-service teachers
hold a positive attitude towards plurilingualism as a valuable resource in CLIL. The exercise of con-
ducting small-scale research encourages them to critically assess school policies, consider students’
perspectives, and reflect on their own views regarding plurilingualism. The authors suggest that
future CLIL teacher education programmes should include a module that requires pre-service tea-
chers to investigate their students’ multilingual repertoires and language learning experiences
within the school context.

In a complementary study, Querol-Julidn investigates the impact of a brief online discrete learn-
ing intervention and its role in enhancing CLIL teachers’ understanding of translanguaging con-
cepts and semiotic awareness. The objective is to help teachers design more effective learning
experiences for students in the classroom. Querol-Julidn conducted a content analysis of an initial
survey and reflective essays written by teachers. The findings demonstrate that the pedagogical
intervention significantly enhances teachers’ knowledge of translanguaging and trans-semiotising
and motivates them to incorporate translanguaging and trans-semiotising into their classroom
instruction, thereby making content knowledge more accessible to students. Querol-Julian rec-
ommends that future research should incorporate diverse data sources, such as video-recordings
of classroom interactions and interviews with students, to evaluate the effectiveness of pedagogical
interventions in developing CLIL teachers’ awareness of translanguaging and trans-semiotising
practices.

The role of multimodality in CLIL assessments

We believe that this is a crucial issue that remains unresolved and requires immediate attention.
The potential of pedagogical translanguaging and multimodality in classroom instruction has
received significant research attention. However, the incorporation of these approaches in assess-
ment practices is notably lacking (Schissel, De Korne, and Lépez-Gopar 2021). Translanguaging
and multimodality present challenges to traditional content and language assessments while also
offering new perspectives on assessment. Currently, most assessment practices follow a ‘one test,
one language’ principle, which we argue is inherently unfair to individuals who use multiple
languages. For example, there is currently no English language test that evaluates a learner’s ability
to translanguage between their first language and other languages, despite ample research evidence
demonstrating that code-switching is a defining feature of bilingualism and multilingualism. It is a
significant indicator of linguistic competence and a contributing factor to cognitive advantages.
Considering that language assessments for LX speakers typically do not holistically examine lear-
ners’ linguistic abilities, researchers have proposed allowing multilingual students to utilise their full
linguistic resources, such as through translanguaging practices, during assessments. This approach
enables students to demonstrate their actual content knowledge (e.g. Gorter and Cenoz 2017;
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Shohamy 2011). Gorter and Cenoz (2017) explore various possibilities for using multilingual
approaches in language assessment. These include providing translations to ensure student under-
standing of the test and employing multilingual scoring, which aggregates scores obtained in differ-
ent languages to determine a level of multilingualism instead of proficiency in a specific language.
Another possibility is the use of a translanguaging approach that allows for the utilisation of differ-
ent resources from student’s multilingual repertoire (Schissel et al. 2018; Schissel et al. 2019; Schis-
sel, De Korne, and Lépez-Gopar 2021).

Schissel, De Korne, and Lopez-Gopar (2021) conducted an action research case study involving
40 language teachers in the linguistically and culturally diverse state of Oaxaca, Mexico. The study
aimed to engage L2 teachers in discussions, reflections, and the development of assessment tools
suitable for multilingual contexts. The findings indicate that L2 teachers gradually shifted their per-
spectives from expecting monolingual-like language production to embracing multilingualism and
validating students’ linguistic repertoire and multilingual identities. The study also proposes several
ways of designing translanguaging assessments, such as providing instructions in students’ home
language(s) and incorporating points for translanguaging in the rubric for open-response writing,
allowing students to create texts that reflect their linguistic repertoire. In a similar vein, Rafi (2023)
proposes an assessment design that embraces creativity, criticality, and translanguaging as key prin-
ciples. This study focuses on the assessment design in eight language and content learning class-
rooms within Bangladeshi higher education. The research aims to explore how assessment
designs can effectively incorporate a wide range of linguistic practices, semiotic resources, and
social experiences to accommodate creativity and critical thinking. Rafi implements translangua-
ging pedagogical approaches, such as multilingual vocabulary induction, translation, and guided
reading using authentic Bangla text, to teach students how to structure a standard paragraph in
language learning interventions. The argument put forth is that a translanguaging-oriented assess-
ment allows students to utilise their entire linguistic, cultural, ideological, and identity backgrounds
in their task attempts. Additionally, this assessment approach fosters creativity among students,
creating an environment where all their linguistic competencies and experiences are appreciated
and valued.

However, when designing CLIL assessments, there are several issues that testers need to con-
sider. Elder and Davies (2006) emphasise the importance of adhering to specific requirements,
such as construct validity, fairness, and responsibility to candidates and stakeholders, in test design.
These principles serve as constraints in the test development process. Testers must carefully define
the linguistic and content knowledge or skills that the assessment aims to measure through evi-
dence-based validation. However, the nature of translanguaging challenges the idea of static
norms. Test validity requires adequate descriptions of the domain, representative test tasks or
items, context-sensitive criteria, informed decision-making regarding performance thresholds,
and supporting evidence and arguments for score inferences (Elder and Harding 2008). Conse-
quently, candidates and examiners may find it confusing to determine what forms of language
use are considered appropriate in a CLIL assessment, which sources/examples candidates can
use for assessment preparation, and what criteria examiners should use to evaluate candidates’ per-
formance. Therefore, further research is needed to address this significant gap by investigating
whether and how written CLIL assessments allow multilingual students to effectively utilise their
complete communicative repertoire to demonstrate their actual content knowledge. There is also
an urgent need for test developers and scholars to develop a multilingually conceptualised CLIL
assessment framework that recognises students’ diverse multilingual and multimodal resources
that students bring to their learning experiences in order to effectively evaluate their content knowl-
edge and L2 proficiency.

Liu and Lo’s study in this special issue explores the role of CLIL assessment in leveraging multi-
modal resources for students to demonstrate their content learning in secondary education.
Through thematic analysis of individual interviews with 10 CLIL teachers in Chinese contexts
and examination of their assessment materials, the study examines teachers’ perceptions and
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practices regarding the use of multimodal resources in CLIL assessment. The findings indicate that
while teachers recognise the potential of multimodal resources in making assessment questions
more accessible and facilitating students’ expression of content knowledge, they generally require
further systematic knowledge and skills to design effective multimodal assessment tasks, establish
multimodal assessment criteria, and provide feedback on students’ multimodal production. The
study aligns with the growing call to reconceptualize the ‘language’ dimension in CLIL as a multi-
modal dimension (e.g. Tai and Li 2021; Tai and Li 2023). The authors propose that the integration
of a systematic consideration of the multimodal scope can enhance the development of teachers’
knowledge and practices in CLIL assessment. Although this conceptualisation is in its early stages,
the study serves as a starting point for exploring teacher assessment literacy from a multimodal
perspective.

Future research: adopting translanguaging as a methodological perspective

To further the study of CLIL education, we suggest incorporating translanguaging as an analytical
perspective in CLIL research. This approach emphasises the importance of closely examining tea-
cher interactions with their environment and their use of multilingual resources, as well as their
physical orientation and adaptation in relation to students and classroom artifacts. This is crucial
for understanding CLIL teaching as a dynamic process that enhances students’ content and
language learning. The main goal of adopting translanguaging as an analytical perspective is to
shift the focus from viewing language as abstract codes to examining a broader range of multilingual
and multi-semiotic resources for meaning-making. This perspective does not prioritise any specific
communication mode or method over others (Li 2018). Specifically, the act of surpassing bound-
aries between different forms of expression is a crucial element of translanguaging, setting it
apart from the idea of code-switching. This is because the notion of code-switching focuses on
the functional aspects of language use, disregarding the multifaceted nature of creating meaning
through various modes of communication (Anderson 2024; Tai 2024).

Tai (2023) proposed a methodological approach that combines Multimodal Conversation
Analysis (MCA) and Interpretative Phenomenological Analysis (IPA) to explore the complex-
ities of translanguaging practices in multilingual classroom interactions. This combination is
inspired by Li’s (2011, 2018) concept of moment analysis and the use of translanguaging as an
analytical perspective. The combination of MCA and IPA aims to examine how language
users blend named languages and non-linguistic semiotic systems during specific moments in
social interactions. It is essential to understand what triggers a particular social action and its
consequences. To conduct this analysis, researchers must gather various data sources, including
observational and audio/video recordings of natural interactions and metalanguage data (i.e.
speakers’ commentary on their language use and use of semiotic and modal resources). Collect-
ing metalanguage data helps researchers better comprehend how language users attempt to make
sense of their experiences (Li 2011). MCA focuses on how social order is co-constructed by
members of a social group through a fine-grained analysis of social interactions. This approach
avoids pre-theorizing the relevance of language-in-use and examines sequences rather than iso-
lated turns or utterances. On the other hand, IPA helps understand how teachers perceive their
translanguaging practices during specific moments in interactions. The dual interpretation pro-
cess of IPA, called ‘double hermeneutic’, enables researchers to interpret participants’ attempts
to make sense of their world. Thus, in linguistically diverse and culturally-rich CLIL learning
environments, the methodological approach of combining MCA and IPA can offer a new
analytical strategy for understanding both the process and causes of classroom translanguaging.
Future research studies can investigate CLIL teachers’ translanguaging practices and their ped-
agogical goals. This methodological approach can enhance our understanding of how trans-
languaging can positively or negatively impact students’ content acquisition and second
language development (Tai 2023; 2024).



8 K. W. H. TAI AND L. WEI

Another area of exploration involves the development of CLIL teachers’ skills in transposition-
ing, which is key to fostering fluent and dynamic language practices in CLIL classroom interactions.
The notion of transpositioning is an emerging term in the field of Applied Linguistics which is
informed by the concepts of positioning theory (Davies and Harré 1990) and liquid modernity
(Bauman 2012 [2000]). Liquid modernity suggests an inherent inclination towards constant change,
which reinforces the notion that language use is a dynamic phenomenon. Speakers utilise diverse
linguistic resources and modes, combining and integrating them within a semiotic repertoire that
individuals draw upon to create inventive and/or critical interventions. The notion of transposition-
ing involves individuals breaking away from their predetermined roles and adopting different per-
spectives through translanguaging. By challenging conventional norms and embracing a wider
range of possibilities, transpositioning enables individuals to break free from habitual thinking
and develop empathy for others involved in the process (Li and Lee 2024). Viewing identity as
an ongoing and repetitive process of shifting one’s position and that of others, the concept of trans-
positioning emphasises the dynamic nature of social interactions, where speakers modify their iden-
tity positions in response to the unfolding development of the mutually constructed interaction. In
essence, the process of transpositioning seeks to demonstrate how speakers free themselves from
predetermined roles or positions in social interactions and manoeuvre their stance while engaging
with other interlocutors.

It is recommended that adopting the notions of translanguaging and transpositioning as analyti-
cal perspectives can potentially allow researchers to examine how CLIL teachers alter their roles,
stances and/or positions through translanguaging in order to achieve their specific communicative
goals. One way of achieving transpositioning is through co-learning. Co-learning emphasises that
all knowledge, acquired through all languages and in all sociocultural contexts, should be valued. It
exhorts the teacher and students to learn from each other and engage in the joint construction of
knowledge (Brantmeier 2013). In other words, the teacher is no longer the sole possessor of knowl-
edge in the class and the concept of co-learning emphasises the process in which teachers and stu-
dents attempt to adapt to one another’s behaviour and learn from each other in order to produce
desirable learning outcomes. Most studies of classroom interaction studies focus on students and
teachers sharing the same physical space in a class and although cultural variations exist, scholars
(e.g. Seedhouse 2004; Walsh 2011) tend to conceptualise the role of the teacher in the classroom as
experts who provide knowledge and the role of the students are learners or receivers of knowledge.
However, such a role differentiation may create a knowledge-power relationship since the knowl-
edge of the ‘expert’ is privileged and valued and the teacher is the expert who is qualified to validate
students’ knowledge (Lawrence 1996). This can possibly marginalise students’ ideas since their
knowledge may not be valued in the classroom which consequently discourages students from
stretching the extent of their participation and getting access to different various learning
opportunities.

In a recent study by Tai and Li (2021), the authors examined how a CLIL teacher and students
engage in co-learning in a CLIL secondary mathematics classroom. The results show that the math-
ematics teacher identifies himself as an L2 English learner and regards the students as the possessors
of accurate L2 English pronunciation. Similar to many CLIL teachers who lack confidence in their
L2 English usage in classrooms (Macaro et al. 2018), the mathematics teacher negotiates the correct
English pronunciation with his students through translanguaging. As evidenced in the findings, the
CLIL teacher’s openness to being a co-learner with his students acknowledges their complete lin-
guistic knowledge and fosters a more equitable learning environment for students. Therefore,
the notion of co-learning highlights fairness in knowledge construction and necessitates CLIL tea-
chers to let go of their authoritative teacher roles and adopt a more ‘vulnerable’ position, which
involves taking the risk of not knowing, and acting as a recipient of knowledge rather than a pro-
vider. By applying the concepts of translanguaging and transpositioning to re-analyse the findings
in Tai and Li’s (2021) study, it can be argued that this co-learning process can be conceptualised as a
transpositioning process, wherein both teachers and students surpass modalities, enact different
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social roles and fully utilise each other’s knowledge to facilitate meaning-making. Pedagogically,
this encourages CLIL teachers to position themselves and their students on the same level as knowl-
edge holders, which challenges the traditional hierarchical relationship between them and enables a
more equitable treatment of all students.

Together, this special issue serves as a valuable addition to the growing body of research on
translanguaging in CLIL education. The empirical studies presented offer crucial insights into
how translanguaging pedagogy can foster inclusive spaces that challenge institutionalised monolin-
gualism in linguistically and culturally diverse CLIL classrooms. By prioritising students and incor-
porating their unique perspectives and voices into CLIL activities, both content and language
learning can be enhanced. This, in turn, will advance the field by introducing new and different
ways of exploring questions related to multilingualism and multilingual education worldwide. As
we continue to delve into translanguaging within CLIL classroom settings, it is essential that future
research integrates the concepts of translanguaging and transpositioning as analytical lenses. This
will allow us to better understand and appreciate the role of teachers and students in creating inno-
vative learning opportunities in CLIL classrooms.
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