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Abstract

This master’s report explores French as a second language (FSL) education in New
Brunswick Anglophone schools—with a focus on Post-Intensive French (PIF)—in a way
that aims to value and honour multilingual learners (MLLs). In this report, the
sociolinguistic and language education landscape of New Brunswick and the roots of PIF
are outlined. An overview of the presence of MLLs within the PIF program and the need
for increased support for MLLs, as well as those who teach them, is presented.
Plurilingual pedagogies are suggested as a possible strategy. The term plurilingual
pedagogies 1s defined in this report, details about common types of plurilingual
pedagogies are summarized, and the benefits of integrating these pedagogies into middle
school FSL classrooms (with an emphasis on PIF) are discussed. A pedagogical product
comprising a professional article, infographic, and classroom activities is presented in

conclusion.
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1.0 Introduction
1.1 My Background

Since I have a variety of experiences as both a French as a second language (FSL)
learner and educator, my own personal and professional background is significant to this
report. My positionality within the field of education and within my teaching space serve
not only as a backdrop, but as motivation for this work. I was born and raised in the
Fredericton, New Brunswick area to two Anglophone parents. I am a product of the
English Prime pathway of education within the Anglophone West School District, having
taken part in Intensive French (IF) during my Grade 5 year and Post-Intensive French
(PIF) thereafter. I have always been infatuated by additional language learning. When I
graduated high school, I attended St. Thomas University in Fredericton, New Brunswick
for my undergraduate degree, where I double majored in English and French, with a
minor in Italian. During this degree, I participated in numerous language learning
programs including a summer for-credit stay at 1’Université Laval—Ecole de langues in
Québec through My Explore in order to improve my French skills and a summer for-
credit travel study throughout Italy to study Italian language and culture. My Bachelor of
Education degree, also completed at St. Thomas University, focused on FSL education as

well.

I began my teaching career in Grade 2 French Immersion (FI) in Fredericton, New
Brunswick before moving on to teaching high school PIF and English classes, as well as
other electives. I later moved to Québec, where I taught English as an additional language

(EAL) courses at Base Valcartier to military members, veterans and their dependents,


https://www.quebec.ca/services-quebec

while also supply teaching at a K—12 school. Soon after, I returned to New Brunswick
where [ am currently teaching Grade 7 French Immersion Language Arts full time. I have
also taught adult FSL courses and frequently tutor both school-aged children and adults
of various ages. The majority of my teaching experience lies between the middle and
high school levels, but I have chosen to base this report specifically on the area of middle
school PIF due to the fact that middle school is my current teaching context and it is an

often overlooked area and subset of FSL education in New Brunswick.

Throughout my time as an FSL teacher within the Anglophone school system in New
Brunswick, I have always had a substantial number of newcomer, multilingual learners
(MLLSs) in my classes. I recognized early on in my career that the current FSL programs
in New Brunswick (including PIF) are not always suited to the needs of these learners. In
my experience, there is usually a strict focus on the target language (French) only in FSL
classrooms in New Brunswick. I find this French-only policy poses challenges for
newcomer MLLs as it often causes them to feel as though they, along with their language
and culture, are undervalued or discarded. I also feel that this French-only expectation
renders it difficult for me, as the teacher, to form meaningful connections with learners.
Learning a new language can be a grueling and lengthy endeavor, stressful for any
learner. I have found that stress is significantly compounded for some learners who are
already be experiencing challenges due to the linguistic, cultural and racial power
structures that exist in New Brunswick. I believe that the current learner demographic in
New Brunswick Anglophone schools demands an approach to FSL learning that values
and honours the linguistically and culturally diverse backgrounds of newcomer MLLs

and allows for a collaborative, reciprocal approach to education wherein all learners feel



seen.

1.2 The Current Sociolinguistic and Language Education Landscape of New

Brunswick

New Brunswick is the only officially English-French bilingual province in an English-
French bilingual country and Fredericton, New Brunswick’s capital city, is the
multicultural epicenter of this phenomenon. In New Brunswick, newcomer families have
the option to choose either FI or English Prime schooling within the Anglophone school
districts, or to enroll their child(ren) in a school in the Francophone districts, where
nearly all instruction is conducted in French. Policy 309 (Government of New Brunswick
[GNB], 2023b) “establishes standards for the provision of French Second Language
(FSL) programs in New Brunswick Anglophone school districts” (p. 1). One of the main
goals of the policy is to ensure “all students are exposed to French culture and language
beginning in Kindergarten” (GNB, 2023b, p. 2). Another central point of Policy 309 is
the requirement for all FSL courses to be instructed in French. It is also expressed within
Policy 309 that “The Department [of Education and Early Childhood Development in
New Brunswick] values and respects the unique cultural heritage of all students” (GNB,

2023b, p. 2).

In the FI pathway of the Anglophone sector, children engage in 90% French
instruction for Grades 1 and 2, 80% for Grades 3 to 5, 70% for Grades 6 to 8, 50% for
Grades 9 and 10, and 25% for Grades 11 and 12. For learners enrolled in the English
Prime pathway, French instruction is still compulsory from Kindergarten until Grade 10

and available until Grade 12. Children in Grades Kindergarten to 3 receive 30 minutes of



French instruction per week and Pre-Intensive French (9% of instruction in French)
begins in Grade 4. Grade 5 is a pivotal year with IF requiring 60% of instruction be in the
target language. From Grades 6 to 10 (or 12 if desired), learners participate in PIF in
order to maintain their additional language skills, with 12% of instruction being in French
(New Brunswick Department of Education and Early Childhood Development [EECD],
n.d.). More details about the PIF program, which is a key focus of this report, will be

discussed in Section 2.1.

According to Summary Statistics 2022-2023, in New Brunswick, 29,866 school-aged
children were enrolled in Francophone school districts, 24,471 in the FI pathway of the
Anglophone districts and 48,597 in the English Prime pathway of the Anglophone
districts (Policy and Planning Division, EECD, 2023). Regardless of which district or
pathway they are enrolled in, all New Brunswick public school learners receive some
level of instruction in French until at least Grade 10 (EECD, n.d.) and, “learning a new
language helps improve your creativity, confidence, social skills, concentration and
career opportunities” (GNB, n.d.b, 0:08). This suggests that possessing adequate skills in
both official languages is a key part of succeeding in the employment market for people
wishing to stay in New Brunswick and reinforces the fact that additional language
education is a vital branch of the provincial education system that touches all learners in

some capacity.

Over the past two years, the population in New Brunswick has expanded by over
43,000 people and now sits at 834,691. This represents more growth in two years than
has been reported in New Brunswick in the past 29 years. Within this two-year period,

33,000 newcomers arrived in the province, accounting for more than 75% of the notable



population growth. This number includes permanent immigrants who have already settled
in the province and temporary immigrants who may or may not stay. Furthermore, the
majority of the province’s newcomers are young families and young adults, meaning

enrollment in schools has increased substantially in recent years as well (Jones, 2023).

Currently, the most commonly used unofficial languages in New Brunswick (Arabic,
Mandarin, and Mi’kmaq) belong to newcomers and Indigenous peoples (Statistics
Canada, 2019). Teaching FSL to a primarily White, Western, English-speaking
demographic looks different than teaching FSL to a demographic largely composed of
Black, Indigenous, and People of Colour (BIPOC) learners who may not hold English as
their first language and may not be accustomed to Westernized schooling. The home
language(s) and/or culture(s) of these learners sometimes vary drastically from those of
the Western world with regard to structural conventions, use based on context, and
cultural implications. Newcomer MLLs often hold different values, interests and ways of
knowing and being than learners who have grown up in New Brunswick, who are—for

the most part—White, and of whom the majority speak English as a first language.

Additionally, it is important to note that newcomer MLLs in New Brunswick may
include refugees. “Canada has welcomed over a million refugees since 1980 (Bush,
2024, n.p.) and although the majority of asylum claims in Canada are processed in
Québec and Ontario (Bush, 2024), New Brunswick still receives hundreds of claims per
year (Huras, 2024) and accepts approximately 80-100, depending on the year (Bush,
2024). These learners are not in the same position—academically, linguistically, or
culturally—as most Canadian-born school-aged children as illustrated by the following

quotation:



Prior to the pandemic, a refugee child was already twice as likely to be out of school as a
non-refugee child. There are concerns those figures are set to worsen, as many
prospective students may not have opportunities to resume their studies due to school
closures, difficulties affording fees, uniforms or books, lack of access to technologies, or

because they are being required to work to support their families. (La Rose, 2021, n.p.)

These interruptions in schooling can create considerable distance between Canadian-born
and newcomer learners, particularly in FSL classrooms where newcomers are,
oftentimes, familiar with neither the language of their schooling nor the language of their
peers. Further, it is typically the job of local multicultural centers to assist newcomer
families in enrolling their child(ren) in schools. From what I have witnessed as an
educator, due to pre-beginner levels of English and French proficiency, or as a result of
inaccurate information regarding children’s ages, it is possible for learners to be placed in
a grade level that does not align with their biological age. In my experience, this often
causes even more separation between newcomer and Canadian-born learners and leads to
issues regarding social skills and developing connections/relationships with peers. These
personal experiences are corroborated by various reports in the media, which have found
that it is not uncommon for newcomer youth to report being victimized by racism,

bullying or exclusion (CBC News, 2018).

Consequently, traditional, Western instructional practices are not the most culturally
sensitive, inclusive, best practice for these learners. Activities, assignments and
discussions in FSL classrooms, including middle school PIF classrooms, the focus of this
report, should be tailored to ensure the success and well-being of all learners, rather than

focusing solely on Canadian-born learners. This would benefit not only the developing



population of newcomer MLLSs but also the province’s growing—and historically

neglected—young Indigenous community as well (Census of Canada, 2023).

2.0 Multilingual Learners and FSL in New Brunswick

In my experience, more supports and resources are needed for FSL teachers
(specifically middle school PIF teachers) that account for the increasingly diverse cultural
landscape of the province in a practical and culturally sensitive manner. In Anglophone
school districts, the focus for international learners has broadened to encompass EAL
education due to the influx specifically in newcomer MLLs. However, this increased
support has not yet adequately bridged the gap to include the specific needs of these
learners in FSL classrooms as well. It is crucial to remember that newcomer MLLs in the
English Prime pathway are still participating in FSL learning on either a weekly or daily
basis depending on their age and needs in this area, yet their unique situations and
backgrounds are often not adequately considered when it comes to curriculum design and

classroom practices.

The very recent addition of a high school level course titled French as an Additional
Language 110 Essentials, which has been introduced in some New Brunswick schools
and is offered to learners on a case-by-case basis, does speak to part of this issue (GNB,
n.d.a). The intended audience of this course may include “newcomers, Indigenous
learners who have not taken Intensive French/Post-Intensive French, or other individuals
new to French instruction” (GNB, n.d.a, n.p.) and the course was specifically designed as
a way to provide these learners with “the opportunity to satisfy second language

graduation requirements without being disproportionately disadvantaged due to their



academic history” (n.p.). The addition of this course to certain high schools in the
province illustrates an understanding that more resources and planning are needed to
ensure the academic success of newcomer MLLs in FSL classrooms. This is an important
step in the right direction, but it is not yet sufficient and does not address the needs of

middle school level MLLs in FSL classes including PIF.

Overall, the need for adequate support, resources and professional learning
opportunities in the area of inclusive and culturally sensitive FSL education in New
Brunswick is concerning and could be causing unnecessary challenges for newcomer
MLLs. With a continually growing number of newcomer MLLs in New Brunswick
schools due to the expanding population of newcomers in the province, changes to
language programs across all grade levels and program pathways must be considered. As
stated above, the majority of New Brunswick’s young learners are enrolled in the English
Prime pathway and are therefore taking PIF classes on a regular basis, so this important
division of FSL education must not be overlooked (Policy and Planning Division, EECD,
2023). In order to consider change, it is first useful to understand the current policies and

programs.

2.1 Post-Intensive French Programs in New Brunswick

Post-Intensive French (PIF) is a continuation of Intensive French (IF). It is an FSL
program for learners in the English Prime pathway of education across all of New
Brunswick’s Anglophone school districts. It is a required course for all New Brunswick
English Prime learners from Grades 6—10 and it is optional for learners to continue with

PIF through Grades 11 and 12 if desired. The PIF curriculum is broken down into three



“strands”: Writing & Representing, Reading & Viewing, and Oral Communication
(GNB, 2023a, p. 61). Outcomes revolve mainly around asking for and providing
information in both school and social settings, working with and producing a variety of
simple texts on familiar topics and personal interests, engaging with a variety of media in
French, interacting with the community in French, et cetera. Throughout middle school,
oral communication centres on describing personal events and experiences as well as the
impact of life choices and advertising, providing autobiographical information and
judgement, clarifying thoughts and feelings, comparing lifestyles, discussing the
characteristics of objects, summarizing the essential points of an interview, expressing
feelings with respect to music, et cetera. Readings/viewings occur in guided and
individual situations on both a personal and critical level. The types of short texts created
include narrative, descriptive and argumentative texts as well as opinion pieces and other

multi-media productions (GNB, n.d.c).

Post-Intensive French (PIF) is rooted in the neurolinguistic approach (NLA), a
relatively new approach for the teaching and learning of languages, which was developed
by Netten and Germain and unveiled in 2010 (Canadian Association of Second Language
Teachers, 2022). This approach “focuses on creating language learning environments that
align with how the brain processes language, utilizing multi-sensory learning techniques
such as visual, auditory, and kinesthetic to enhance language acquisition and emphasizes
meaningful communication and context in language learning activities” (GNB, n.d.e, p.
7). Within this pedagogical approach, the development of oral communication is placed
at the forefront, with the expectation that an implicit internalization of grammar will

occur over time (GNB, n.d.e, p. 7). The strategies used within NLA and therefore PIF



“involve using and re-using language in authentic, cognitively meaningful interactions
(both oral and written) so that students internalize and begin to use it instinctively” (Carr,

2019, p. 10).

The Action Oriented Approach (AOA) is also an underpinning of PIF. The
approach prioritizes “language learning emphasizing the use of language as a tool for
accomplishing real-world tasks and actions” and is closely aligned with the Common
European Framework of Reference [CEFR] (GNB, n.d.e, p. 7). The main focus of the
AOA is facilitating learners’ use of language in “practical” and “meaningful” ways
wherein they are “social agents who accomplish real-life tasks” (GNB, n.d.e, p. 7). In
PIF, the NLA and the AOA are meant to be used harmoniously in order to “address both
the cognitive processes involved in language acquisition and the practical application of
language skills in real-life contexts” while ensuring that French instruction is not only

“effective and efficient” but also “enjoyable and relevant” (GNB, n.d.e, p. 9).

Recently, “New Brunswick French programs have adopted the Common European
Framework of Reference for Languages (CEFR) as a standardized framework that
provides a common basis for describing language proficiency levels, and for the
development of its French Second Language curricula” (GNB, n.d.e, p. 6). This
framework is “strengths-based” and highlights what learners “can do” (GNB, n.d.e, p. 6).
It aligns well with the NLA and the AOA as it “offers clear goals, facilitates effective
communication, and ensures consistency in language teaching and assessment” (GNB,
n.d.e, p. 6). However, it is important to note that “CEFR levels will vary from learner to
learner” and to remain cognizant of the fact that “language acquisition occurs on a

continuum” (GNB, n.d.e, p. 6). Furthermore, it is common for learners to have higher

10



achievement in “receptive components (i.e., reading and listening)” than they do when it
comes to “productive components (i.e., speaking and writing)” (GNB, n.d.e, p. 6).
Currently in New Brunswick, CEFR A2.2 is the goal for learners in PIF by the end of

Grade 8 and B1.2 is anticipated by the end of Grade 12 (Carr, 2019, p. 10).

2.2 Multilingual Learners in Post-Intensive French

In my professional experience teaching FSL at the middle and high school levels, I
have welcomed many MLLs in my classes each year. On average, I would typically have
approximately 5—7 newcomer/MLLs in a PIF class of about 25-30 learners total. From
what I have witnessed during my time spent teaching in New Brunswick, although some
MLLs do enroll in the FI program, most learners who are MLLs enroll in the English
Prime pathway, taking Pre-Intensive French, IF, and PIF classes. This may be their
choice or the choice of their parents, or it may be because they missed the two possible
entry points for FI—Grades 1 and 6. For example, any MLL arriving past Grade 6 is
typically (barring any specific exceptions) required to enroll in the English Prime
pathway and must therefore participate in PIF classes. In my experience, this results in
proportionately higher numbers of MLLs in English Prime PIF classes than in FI

language arts classes.

Regarding statistics on MLLs in PIF classes, some data are available for Anglophone
School District West (ASD-W), the district in which I have taught during my time in
New Brunswick. For example, in this district, which “covers one-third of the Province of
New Brunswick in geography”, encompasses 70 schools in total and spans from Grades

K-12, there have been 5429 newcomer/international learners from 115 different countries

11



enrolled since 2016 (GNB, n.d.d, n.p.). Currently, there are 2000 newcomer/international
learners from 103 different countries actively enrolled in ASD-W and 348 additional
learners from 50 different countries will be joining the district this year (GNB, n.d.d,
n.p.). Although these data do not provide specific enrollment numbers for
newcomers/MLLs in English Prime (and therefore PIF classes), the data that are
available, paired with recounts from my professional experience, can offer a glimpse into
the current demographic of middle school PIF classes (Policy and Planning Division,

EECD, 2023).

2.3 Mother Tongue and Multiple Languages in Post-Intensive French

Although their work is based in a non-FSL education context (minority Spanish
learners in the US), Vogel and Garcia’s (2018) description of strict target-language-only
communication as being steeped in “colonial and modernist-era language ideologies” (p.
3) resonates heavily with me in relation to FSL education. Teachers who continue to
engage rigidly in the practice of French-only in FSL classrooms may, either knowingly or
unknowingly, be perpetuating language-based hierarchies. These hierarchies exist on a
variety of levels. In the context of New Brunswick, there has been a historical disregard
for the importance of preserving French language and culture in the province. Therefore,
this has become very important in Francophone schools and in FSL programs in
Anglophone schools across the province. It was only in 1969 that the Government of
New Brunswick adopted the New Brunswick Official Languages Act, “giving recognition
and status to English and French as New Brunswick’s two official languages” (MQO
Research, 2022, p. 2). Thus, an emphasis on French-only policy in FSL classrooms,

which foregrounds and prioritizes that language, is one way of preserving and protecting

12



this minority official language. With many New Brunswick FSL educators identifying as

Francophones, proud bilinguals, or both, this is a very personal issue.

However, this intra-provincial hierarchy directly conflicts with the idea that a
language-based—and therefore culture-based—hierarchy also exists between Western
and non-Western individuals, with Western languages in general often being viewed as
more “prestigious” than non-Western ones in a variety of language education contexts
(Baker & Wright, 2021, p. 130). With respect to the Canadian FSL context specifically,

Mady and Arnett (2019) elaborated in the following way:

Although the Canadian student population has changed to include students from a wide
range of language backgrounds and competencies, the limited available research shows a
continued use of English without teacher attention being brought to the other languages
represented in the classroom, as well as an apparent assumption that English is of equal

benefit to all students in the classroom. (p. 84)

Moreover, it is not uncommon for White, Western parents and educators to view
multilingual learners, particularly newcomers from the Middle East, as “slow or inferior”
learners whose use of their home language is “lazy behavior” (Martinez et al. as cited in
Singer, 2024, p. 110). This prejudicial behavior occurs in both EAL and FSL settings. In
the Canadian FSL context, Mady (2012), for example, discussed how, following the
adoption of the federal Official Languages Act in 1969, another act was created within
the same bilingual framework to respond to opposition from other linguistic groups in the
country. The Canadian Multiculturalism Act was introduced in 1985 to “preserve and

enhance the use of languages, other than English and French, while strengthening the
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status and use of the official languages of Canada” and “to facilitate the acquisition,
retention and use of all languages that contribute to the multicultural heritage of Canada”
(Government of Canada, 1985, p. 5). However, as Mady (2012) highlighted, apart from
putting these policies in place, the federal government has not done much else to
recognize or represent newcomer languages in FSL curricula or classroom environments
(p. 75). With education being a provincial responsibility, federal policies only go so far

when it comes to classroom practice.

In the context of this report, in the middle school PIF curriculum document itself
(GNB, n.d.c), there are no outcomes specifically related to multiculturalism or
multilingualism (in contrast with the language arts curriculum for FI, for example). This
could be viewed as a positive attribute as it leaves space for teachers to interpret how to
tailor each outcome to the specific interests and needs of the learners in their classes, as
the main contexts/concepts of PIF in middle school revolve around sharing and seeking
information (GNB, n.d.c). However, I would argue that more explicit mention of and

support for these outcomes would serve to benefit learners and teachers in PIF.

The IF companion document, meant to be used by elementary school teachers
preparing learners for PIF once they get to middle school, however, seems to be more
cognizant of the interests and needs of MLLs, though this is still not a main focus (e.g.,
the term MLL is never used). In comparison to the PIF curriculum, there are numerous
inclusions that indicate that effort was made to make this document relevant to the
current demographic of New Brunswick Pre-Intensive French, IF, and PIF classes. For
instance, this companion document explicitly stated that “educators are encouraged to

harness learners’ linguistic repertoires, utilizing their diverse language resources to

14



facilitate effective communication, enhance language acquisition, and foster cultural
diversity and equity. Trans-languaging emerges as a valuable approach in this context”
(GNB, n.d.e, p. 5). The document also explained and recommended the infusion of
intercultural competence into lessons whenever possible (GNB, n.d.e, p. 11). The
inclusion of these points in the IF companion document points toward possibilities for
extending these to PIF education in New Brunswick and depicts both an understanding
and sense of value for how these elements may be used to increase well-being for
newcomer learners in PIF classes. Recognition of the strength of incorporating such
aspects in IF (and perhaps by extension, PIF) is also illustrated by the document’s
recommendation of the gradual release of responsibility model (GNB, n.d.e, p. 10), a
form of scaffolding that has been recognized as supportive when working with MLLs

(Moraczewska, 2024).

In New Brunswick and beyond, educators’ beliefs and practices surrounding the use of
French in FSL programs, including PIF at the middle school level, are influenced by and
grounded in policy, pedagogy, and curriculum such as those outlined above, and there are
many good reasons for an emphasis on French-only in this context. However, contrary to
the often-cited reasons behind the necessity of adherence to a strict French-only policy in
FSL classrooms, including middle school PIF classrooms, research has generally shown
that there are numerous positives associated with incorporating additional languages into
these spaces. Atkinson (1993), for example, a second language education scholar who
was generally a strong proponent of exclusive use of the target language in all contexts,
has acknowledged that the “balance” between the target language and other languages

present may depend on the “students’ previous experience”, the “level” of the course and

15



the “stage” of the course and/or lesson (p. 14). In New Brunswick, this idea of balance
would have historically—and may likely still—sparked thoughts of use of English, but
could now be extended to include Arabic, Indigenous languages and many other

languages.

Similarly, and specifically regarding the FSL context, Wernicke (2019) emphasized
the importance of providing opportunities for learners to relate their additional language
knowledge to their mother tongue experiences. She stated that this is crucial not only in
fostering development of learners’ “cognitive learning” but also in affirming their
“multilingual identities” (Wernicke, 2019, p. 138). Wernicke’s suggested approach
requires moving from an “English-only” or “French-only” language policy to one that
allows learners to use their multilingual resources within the context of classroom
activities in a variety of ways—including translating vocabulary words and writing about
their experiences in their home language, as well as being permitted to use their mother

tongue to interact with other learners (Wernicke, 2019, p. 138).

In this vein, Duarte’s (2018) review of several empirical research studies conducted
since the early 2000s found that encouraging the use of other languages in FSL
classrooms can help to ensure all learners feel included and comfortable by relieving the
tension that exists within many FSL classrooms, including and in my experience, PIF
classrooms, as a result of sociolinguistic-based power struggles. The review suggested
that this in turn can help foster deeper, more collaborative learning communities as
learners develop more confidence and motivation to succeed. In my experience, this use
of multiple languages within FSL learning environments also offers the opportunity for

educators to integrate more cross-curricular and experiential learning into their daily
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practice, thus increasing learner engagement and buy-in.

Mady and Arnett (2019) have also discussed how the use of English and other
languages within FSL classrooms may be beneficial to learners for a number of reasons,
one of the main ones being “transfer” (p. 89). One of their study participants (an
anonymous teacher) stated during an interview that “there are over 80,000 [words] that
are the same in French as they are in English, they’re just pronounced a little differently,
and they mean the same, so there can be so much transfer” (Mady & Arnett, 2019, p. 89).
Other scholars have pointed out that this often holds true for other romance or Latin-
rooted languages as well and, in addition to individual words often being similar, this
transfer can be seen with grammar and sentence structure as well (e.g., Béresova, 2016).
Further, in my own experience, I have found that MLLs in New Brunswick PIF classes
who are learning English and French simultaneously are often more advanced in English
than French and are therefore able to use their knowledge not only of their home
language(s) but also their foundation of English to support this transfer as they grow their
French vocabulary and knowledge of both syntax and grammar. Mady and Arnett (2019)
explained that this idea of transferring knowledge and skills from known languages to the
target language can “increase students’ metalinguistic awareness and strategy use as
means to improve language acquisition” but that “other research highlights the necessity
of the teacher to make explicit reference to students’ language knowledge in order for

students to access such resources (e.g., Castelotti & Moore, 2005; Moore, 2006)” (p. 84).

Although to my knowledge there is no readily available research that is specifically
related to the use of English or other languages within PIF classrooms in New Brunswick

and how this might impact MLLs, this is a growing area of research in a more general
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sense. Many scholars in the field of FSL have identified this topic as important and are
increasingly drawing attention to it. A statement made by Mady and Arnett (2019)
resonates with me and connects to this research report: “Where one’s practice is
individually situated on the continuum reflects personal belief systems” (p. 83).  am
choosing to view the usage of multiple languages in middle school PIF classes through
the lens of plurilingual pedagogies—in a strategic, research-supported way to aid learners
in clarifying, leveraging language or cultural knowledge, sharing identity, et cetera

(Galante et al., 2022).

3.0 Plurilingual Pedagogies

3.1 Defining Plurilingual Pedagogies

Plurilingual pedagogies “aim to capture the holistic nature of individual language
users/learners” (Council of Europe, 2023, n.p.). This type of education is “learner-
centered” and “embedded in principles of social justice such as equity, diversity, anti-
racism, anti-discrimination and inclusion” (Galante et al., 2022, p. 5). Rather than forcing
the use or adaptation of a single language or culture, plurilingualism, which is at the heart
of plurilingual pedagogies, “stresses the dynamic use of multiple languages/varieties and
cultural knowledge, awareness and/or experience in social situations” (Council of
Europe, 2023, n.p.). It supports all languages including home language(s), language(s) of

schooling, foreign languages and regional and minority languages.

The plurilingual approach emphasizes the fact that as an individual person’s experience
of language in its cultural contexts expands, from the language of the home to that of

society at large and then to the languages of other peoples, he or she does not keep these
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languages and cultures in strictly separated mental compartments, but rather build up a
communicative competence to which all knowledge and experience of language
contributes and in which languages interrelate and interact (CEFR 2001 Section 1.3).

(Council of Europe, 2020, p. 123)

According to Galante et al. (2022), plurilingual pedagogies can help foster a
collaborative classroom environment wherein the teacher and learners are learning with
and from each other in a reciprocal fashion and growing together. Plurilingual pedagogies
also encourage the use of critical thinking and other executive function skills, helping
learners make connections between their prior knowledge and what they are learning, as
well as the people and world around them. “When language learners feel included, they
are empowered to be agents of their own learning and make positive changes in their

educational trajectories (Payant & Galante, 2022)” (Galante et al., 2022, p. 7).

It is also important to note that, although the words “multilingual” and “plurilingual”
are often used interchangeably, there is a distinction between the two. Multilingualism
simply refers to an individual’s ability to speak multiple languages (mastery of any
language spoken is not implied within this statement). Plurilingualism however, focuses
not only on an individual’s spoken capacity and competence in more than one language
but also their “value of linguistic tolerance” (Eaton, 2018, n.p.). Plurilingualism runs
deeper than language itself. It is associated with “intercultural competence and
democratic citizenship” (Eaton, 2018, n.p.) and aims to critically engage “students’
repertoires of languages, cultures and semiotic resources for language learning” (Galante
et al., 2022, p. 10). The term is most often used in reference to language education and

policy rather than solely individual ability.
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3.2 Types of Plurilingual Pedagogies

Some ways of introducing plurilingualism into the classroom are via pedagogies that

b 1Y EE 1Y

include “cross-linguistic comparisons”, “cross-cultural comparisons”, “pluriliteracies”,
“translation for mediation”, “translanguaging” and “code-switching” (Galante et al.,
2022, p. 13-17). As illustrated by the multiple example activities within Galante et al.’s
(2022) Plurilingual Guide, while these pedagogies are listed separately, they often

intertwine and multiple pedagogies can be used within various approaches or programs.

Cross-linguistic comparison is a useful tool in developing learners’ metalinguistic
awareness and recognizing that there are stark differences from language to language
regarding structure and “linguistic features” such as grammar conventions, syntax,
phonology and morphology (Galante et al., 2022, p. 13). Furthermore, language and
culture are tightly interwoven and learning a new language also requires a certain level of

comprehension of and respect for its associated culture(s).

Cross-cultural comparisons offer learners and educators the chance to examine
different customs, values and beliefs associated with languages as well as the relationship
between language registers and domains. Making cross-cultural comparisons can also
help learners “develop criticality, learn about how knowledge is constructed and
understand different cultural viewpoints” to promote “different ways of knowing and
creative ways of thinking” (Galante et al., 2022, p. 14). An example of how cross-
linguistic and cross-cultural comparisons could be employed as plurilingual pedagogies

in a middle school PIF activity is provided in Appendix A.

Pluriliteracy is another aspect of plurilingual pedagogies which recognizes that
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learners do not only interact through speaking, listening, reading and writing, but also
through other forms of visual representation such as emojis, photographs, gestures,
TikToks, drawings, et cetera. This is an increasingly important and popular form of
communication amongst youth of many cultures. Plurilingual pedagogies encourage
pluriliteracies by inviting learners to take notes in any form and/or language, which
results in learners not only being more efficient note-takers but also being more engaged
with the material and making more meaningful connections between the content they are
learning and themselves (Galante et al., 2022). Appendix A shows an example of how
pluriliteracies as plurilingual pedagogies could unfold in practice in the middle school

PIF classroom.

Translation for mediation and translanguaging are two other commonly used forms of
plurilingual pedagogies which would be appropriate for a middle school PIF
environment. Although related, they are nonetheless distinct in several ways. Translation
for mediation is a concept that helps learners to engage with the meaning of a new
grammatical element, vocabulary word or expression across multiple languages. They
may be asked to translate a new speech component into their own language and then
discuss with peers who have varying home languages in order to compare meaning,
usage, pronunciation, whether direct translation exists, et cetera. By engaging with
language components on a deeper level and across multiple languages, learners are more

likely to learn and retain these new words or grammar rules (Galante et al., 2022).

According to Baker and Wright (2021), Williams, a Welsh educator, coined the term
translanguaging in the 1980s, and in a 2002 Welsh education committee document titled

Extending Bilingualism in the Education System, he defined it as a “skill which happens
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naturally in everyday life” whereby bi/multilinguals receive information in one language
and apply it in another (Williams, 2002, as cited in Baker & Wright, 2021, p. 147).
Garcia (2009), a key researcher in the area of translanguaging, explained the term as
“multiple discursive practices in which bilinguals engage in order to make sense of their
bilingual worlds” (p. 45). For Galante et al. (2022), translanguaging refers to learners
“fluidly using different languages” (p. 15). In practice in a middle school learning
environment, this might involve learners reading or listening to a text in their home
language of Mandarin or Arabic, for example, but then discussing that text with the
whole class in the target language (Galante et al., 2022), French in this case. This
approach reflects Williams’s (2002, as cited in Baker & Wright, 2021) original
pedagogical concept of translanguaging. Another example of translanguaging in the
classroom is referred to as “postponing”, where learners switch between the target
language and home language when writing an essay and go back later to fill in words and
find meaning in the target language (Galante et al., 2022, p. 15). This strategy helps
learners communicate more effectively by avoiding disjointed communications due to
lack of vocabulary in the target language. In a broader sense, translanguaging has been
further developed to refer to a conceptual framework for 21st century education “that
affirms a holistic view of bilingualism”, rejecting “the strict separation of named
languages and a perspective on bilingual grammar that questions the existence of discrete

languages” (Baker & Wright, 2021, p. 147).

As a whole, translanguaging aims to dismantle linguistic, cultural and racial power
structures within additional language learning by giving agency back to learners and

fostering a collaborative learning environment. The idea is not to focus on word-for-word
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translation but rather on a deeper, more collaborative symbiotic relationship between
educators and learners wherein each member of a classroom environment is contributing
to and benefiting from rich, multilingual, multimodal, multidirectional and multileveled
knowledge. It melds language and content, fostering collaborative, cross-curricular,
critical thinking and allows learners to fluidly move back and forth between languages in
order to put things into context, fill in words and make meaning. Bi/multilinguals have
“repertoires of combined resources including knowledge from two [or more] languages
along with their associated social and cultural backgrounds from which to engage
learners” (Han, 2023, p. 20). Translanguaging sees language as one large vault of
knowledge rather than “separate spaces for instructional languages” (Vogel & Garcia,
2018, p. 1) and supports learners “using their home language as a vehicle for learning a
new language” (Lyster, 2019, n.p.). It reflects the “heteroglossic reality” of language use
and education and allows for an organic learning opportunity, which accentuates
relationships and shared experiences amongst languages and cultures (Creese &
Blackledge, 2011, p. 1196). Appendix A provides an example of how the plurilingual
pedagogies of translation for mediation and translanguaging can work together in practice

in a middle school PIF classroom.

Within the complex and more recently recognized practice of translanguaging is a
concept that has been widely researched for quite some time and therefore provides some
insight into the phenomenon as well: code-switching. Code-switching—which occurs
when bi/multilingual speakers alternate between linguistic codes (languages or dialects)
within the same “communicative episode”—can be considered a part of translanguaging

but differs in the sense that it is a way of speaking whereas translanguaging is a process
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of meaning or sense-making (Wei, 2018, n.p.). Within code-switching, “alternation
usually occurs at specific points of the communicative episode and, as linguistics
research demonstrates, is governed by grammatical, as well as interactional
(conversational sequencing), rules” (Wei, 2018, n.p.). The purposes of code-switching
may vary depending on the speaker and context of the situation. A bi/multilingual
speaker may code-switch in order to emphasize a particular word, report or imitate
speech, reinforce or clarify a request, substitute for an unknown word in an additional
language, discuss a concept which does not have a direct translation/equivalent in an
additional language, or even exclude someone from a conversation (Baker & Wright,
2021). Other code-switching instances are the product of problem-solving, where a
person has worked through a problem in one language and wishes to rethink or rephrase
in an additional language (Baker & Wright, 2021). Oftentimes, bi/multilinguals are
“apologetic about their code-switching if they have internalized negative societal views
that falsely attribute it to laziness or sloppy language” (Baker & Wright, 2021, p. 149).
This final plurilingual pedagogy, code-switching, is also illustrated through a classroom

example that is provided in Appendix A.

3.3. Benefits of Incorporating Plurilingual Pedagogies in Post-Intensive French at

the Middle School Level for MLLs and All Learners

Plurilingual pedagogies can be used to help White/Western learners and educators
recognize their positionality and biases when working with newcomer/MLLs. In New
Brunswick, this entails valuing the linguistically and culturally diverse backgrounds and
various plurilingual/pluricultural contributions of newcomer MLLs in FSL learning

environments like middle school PIF in order to foster a sense of well-being and
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collaboration for all. By first recognizing the differences across languages with regard to
register, structure, prestige and cultural implications, educators can make a conscious
effort to teach in a manner that encourages different ways of knowing and meaning-
making as well as creative and critical thinking. Plurilingual pedagogies can help combat
the “linguistic insecurities” of learners and show appreciation for “their full linguistic
repertoires” (Liu, 2023, p. 106 & 107). In general, research has found that in order to
reflect the expansive and continually growing newcomer MLL population, schools
should be “protecting and promoting minority languages (Cenoz, 2017)” (Duarte, 2028,
p. 234). I would argue that the same could be said specifically for the FSL context in
inclusive New Brunswick schools. This in turn would support learners of all walks of life
to be open minded, culturally sensitive, active listeners with an appreciation for and
understanding/knowledge of a variety of cultures and languages. The aim would be for
learners participating in these types of learning experiences to feel a deep sense of
community running through their classroom environment, which would foster a growth

mindset and encourage higher rates of learner engagement/buy-in.

In addition to enhancing cultural sensitivity, inclusivity and well-being for newcomer
learners/MLLs in FSL classrooms, plurilingual pedagogies can have other positive
impacts on all learners. For example, some forms of plurilingual pedagogies—such as
translanguaging—offer the perfect opportunity for integrating cross-curricular education
into any subject. In PIF, there is an emphasis not only on language but also on content.
Plurilingual pedagogies offer the freedom and support for educators and learners to
simultaneously focus on both of these important aspects by building vocabulary and

structural understanding in an additional language through readings, and then gaining a
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deeper understanding of content through discussions. This approach challenges the
“orthodoxy of purity and separation”, allowing for a more in-depth, inclusive approach to

FSL education (Piccardo & North, 2020, p. 291).

Another positive impact of plurilingual pedagogies is that they can have cognitive
benefits such as increasing all learners’ metalinguistic awareness. When learning in
environments that encourage the use of pluricultural/plurilingual contributions, learners
are more likely to make connections between what they are learning and their previous
knowledge or personal sociolinguistic backgrounds. This can happen on a phonological,
morphological, structural, or pragmatic level. It is not outrageous to anticipate that
allowing space and time for learners to recognize, understand, compare, and contrast
these connections can in turn lead to other cognitive benefits such as increased executive

functioning abilities including critical thinking and processing (Ottow, 2024).

A third advantage of the integration of plurilingual pedagogies into New Brunswick
PIF classrooms is learner engagement/buy-in. When content and language are relevant
and respect the sociolinguistic backgrounds of all those present, all learners feel
empowered and are more likely to gain and produce meaningful contributions.
Furthermore, the act of taking a concrete stance in preserving learners’ home
languages/minority languages can also aid in “raising participant confidence and

motivation (Creese & Blackledge, 2010)” (Duarte, 2018, p. 234).

Additionally, plurilingual pedagogies can help all learners develop their own personal
identity as bi/multilingual speakers and learners. Many learners—particularly those at the

beginning stages of their additional language acquisition journey—may not yet see
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themselves as bilingual, multilingual, or plurilingual. If they do see themselves as such, it
is often only in particular contexts or registers and/or to different degrees depending on
when they are speaking, what they are speaking about, and with whom they are speaking.
Assisting learners in developing or honing their second/additional language skills within
a plurilingual pedagogies-centered learning environment also means fostering a rich,
inclusive, culturally sensitive, diverse atmosphere wherein everyone feels valued and

honored regardless of their background or skill level (Tang, n.d.).

In their new resource, Learning Languages through Action: Unlocking Plurilingual
and Pluricultural Competence through the Action-Oriented Approach, Galante et al.
(2025) have offered a series of easy-to understand, practical, no-prep “tasks” that teachers
wishing to integrate plurilingual pedagogies into their classrooms while using the AOA
may use or draw inspiration from. Thus, although this particular resource was written
with the EAL context in mind, it illustrates how plurilingual pedagogies could be an
exceptionally appropriate choice for PIF, given their ability to be anchored in the AOA
which, as explained earlier in this report, is one of the foundational tenets of IF/PIF. 1
believe that plurilingual pedagogies can be incorporated into PIF classrooms in a strategic
way, respecting the focus on French in a pedagogical sense without compromising the
number of minutes learners spend learning French, in French. Plurilingual pedagogies
should be used in a way that fosters learners’ understanding of language, content,
inclusivity and the sociolinguistic backgrounds of themselves and their peers, rather than
merely being employed as a tool for translation. This can serve as scaffolding to help
develop and hone not only language and content skills as they directly relate to curricula,

but also cultural understanding, inclusive practices, and learner well-being in classroom
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communities. This in turn can lead to learners developing an increased vocabulary as a
result of having had opportunities to discuss and reflect on topics outside of standard
classroom discussions. In my experience, learners operating in these conditions also
develop a greater appreciation and understanding for their peers and the value of

communication.

4.0 Pedagogical Product: Professional Article and Infographic

For my Master’s report product, I have written a professional article intended for
teachers, administrators and other stakeholders (e.g., policy makers and program
planners). This article describes plurilingualism/plurilingual pedagogies, provides some
examples of different types of plurilingual pedagogies, explains how such practices could
benefit newcomer MLLs in middle school FSL classrooms, and offers specific, practical
ways (e.g., lesson warm-ups or in-class activities) for educators to implement plurilingual
pedagogies into their own FSL classrooms. I know how busy educators are and my goal
was to produce a resource that would allow them—in their limited time—to learn about
new pedagogical ideas that are anchored in research and then directly implement that
learning into their everyday practice. While the focus is on the middle level, many of the

practical examples have applicability for the high school level as well.

To create the practical activities included in my professional article, I consulted
Schmor’s (2023) article, “Breaking More than the Ice: Affording and Affirming
Plurilingualism through Identity-Based Icebreaker Activities”, which was featured in
TESL Canada Journal. 1 chose to include her “Plurilingual Portrait” idea. I also reviewed

resources from numerous plurilingual pedagogies-related scholars and webpages
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including Galante et al.’s (2022) Plurilingual Guide: Implementing Critical Plurilingual
Pedagogy in Language Education, Council of Europe’s (2023) “Plurilingualism in the
classroom” webpage, and Turner et al.’s (2023) “Plurilingual Resource Map”. These
resources and scholars informed and inspired the other two activities included in my
article, as well as the additional activities presented in Appendix A. I plan to submit my
article for potential publication in the national language teacher magazine, Réflexions,
which is the professional magazine of the Canadian Association of Second Language
Teachers. Publishing my work in a national venue will help ensure dissemination to the
widest possible audience of language educators. My hope is that the ideas presented
within my article can serve as inspiration for FSL educators wishing to engage in
inclusive, culturally sensitive plurilingual pedagogical practices in their classrooms. I

have included it in Appendix C as part of this final report.

In addition to the professional article, I also created an infographic. I incorporated the
infographic into my professional article as well. I know how busy educators get in daily
practice and I believe an infographic is a great way to help classroom teachers be able to
digest heavy information quickly while making photocopies, preparing an activity, or
waiting for a meeting to begin. My hope is that this infographic provides an easily
accessible glimpse into the numerous benefits of incorporating plurilingual pedagogies in
FSL classrooms and sparks an interest in other classroom teachers to engage in this

journey, no matter how small the first steps are. This is included in Appendix B.

5.0 Conclusion

Throughout my research and the development of my products, I have explored the
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numerous potential benefits of incorporating plurilingual pedagogies such as cross-
linguistic comparisons, cross-cultural comparisons, pluriliteracies, translation for
mediation, translanguaging, and code-switching into PIF classrooms while continuing to
keep French teaching and learning at the centre, focusing primarily on the middle school
level. I examined how this practice could foster a more inclusive and culturally sensitive
learning environment for newcomer MLLs in New Brunswick while simultaneously
increasing well-being for all learners, by inviting educators to reflect on their
positionality as additional language learning facilitators and think critically about

longstanding sociolinguistic-based hierarchies in New Brunswick FSL classrooms.
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Appendix A

Examples of Plurilingual Pedagogies in Post-Intensive French at the Middle School

Level

Activity 1: Facilitating Conversations about Language and Culture

This activity incorporates two interrelated plurilingual pedagogies, cross-linguistic
comparisons and cross-cultural comparisons. The goal of this lesson is to have
discussions about differences and similarities between learners’ home languages and
French when it comes to grammar conventions, syntax and even cultural elements related
to language. In my middle school FSL (PIF) classes, | have many Arabic first language
learners, so I focused this activity on comparing and contrasting Modern Standard Arabic
and French. I typed the sentences into Google Translate to play the audio clips in each
language. I chose Google Translate because it is widely known and accessible. Our class
also had a conversation about how Al is not always 100% accurate. This activity was
adapted from the “Adjectives and nouns” activity presented by Turner et al. (2023, p. 17),

originally designed for the EAL classroom.

Step 1: Learners listen to six audio clips, three in Arabic and three in French (copy and

paste into Google Translate to have Al read them or ask a learner to read them).

Step 2: Learners match each audio clip to one of the three images below (e.g., projected

onto the SmartBoard).

Step 3: Learners work together, using their combined knowledge of both languages to

analyze the similarities and differences between them.
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Step 4: The educator facilitates a discussion about linguistic and cultural similarities and

differences between French and Arabic.

La maison est sur la colline.

Al-munzal ola al-tal.

La fille joue.

Al-fattaa talab.

Nous mangeons le diner vers midi.

Nackle al-ghadda fe dhahira.
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Activity 2: Plurilingual Portraits

Schmor (2023) illustrated how plurilingual portraits can be used in the EAL
classroom as a tool to facilitate “creative expressions and representations of linguistic and
cultural identity” (p. 82). A plurilingual portrait asks learners “to include any and all
languages that have been a part of their lives, even in a small way” (Schmor, 2023, p. 82).
This activity is an example of the plurilingual pedagogies of pluriliteracies and
translanguaging. While the activity itself encourages the use of all languages, for the FSL
(PIF) classroom, the discussion and instructions, as well as the gallery walk and debrief,
could take place primarily in French, helping to retain the balance between target
language priority and plurilingualism while modeling the use of translanguaging. I have
included my own plurilingual portrait below and would encourage teachers to complete

the activity along with learners.

Step 1: Ask learners to draw or find a silhouette that they feel represents them. This is the

base upon which they will build their plurilingual portrait.

Step 2: Invite learners to reflect on the languages within and around them in their past,
present and future, and make a list of these languages. For example, they may be related
to their home country/region, other countries/regions they have lived in or visited, their
school life, friends, family, religious communities, sports or other extracurricular

activities, the social media they interact with and popular culture references.

Step 3: Ask learners to assign a colour and symbol(s) to each language. For example, this
could be based on a gut feeling they have, an emotion associated with that language, a

country’s flag, or colour symbolism.
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Step 4: Create a gallery walk with all plurilingual portraits. Then, learners may share,
one by one, what the colours and symbols on their plurilingual portraits illustrate and
how each language has shaped their identity as a plurilingual learner. For the FSL (PIF)
context, invite learners to reflect specifically on where and how French is positioned and

represented in their portraits.

My Plurilingual Portrait Example

Colour Associated Language(s) & Symbol(s)
Brown English - heart
g Red French - rose & fleur-de-lys
' ’ Blue Ukrainian - globe & broken chains
&‘ @ Green Arabic - tree, star & crescent moon
% Orange Indigenous languages - leaf & feather
Yellow Latin - sun
Grey Asian languages - question mark & infinity
symbol
Purple Italian - dove leaving hands

Activity 3: Postponing During the Writing Process

“Postponing” is a plurilingual writing strategy where learners switch between the
target language and their home language(s) when writing, then go back later to look up
words and find meaning in the target language. This strategy was originally
conceptualized by Galante et al. (2022) for the EAL classroom. It is a component of the

broader plurilingual pedagogy of translanguaging. Postponing in translanguaging helps
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learners work more quickly and efficiently by avoiding disjointed communications due to
lack of vocabulary in the target language. For the FSL (PIF) classroom context, this target
language is French. The activity outlined below shows how learners can create an initial
mind map in whatever language(s) they choose and then work on next steps in French. It
should be noted that this activity has higher linguistic demands than some of the others
and may not be suited to every group of FSL learners. With the inclusion of data
collection and graphing, this activity also provides a wonderful opportunity for cross-

curricular work (specifically in the domains of math and science).

Step 1: During the brainstorming/planning phase, encourage learners not to stop to look
up unknown words/phrases. They should try to use French as much as possible, but may

use other languages where necessary or preferred.

Step 2: Ask learners to use a dictionary or a device with WordReference to look up any

words that are not in French.

Step 3: Continue with the rest of the writing process. Now that the outline is done,

learners can start their drafts using the same strategy as in Steps 1 and 2.

Activity 4: Categorizing Code-switching

Code-switching occurs when bi/multilingual speakers alternate between linguistic
codes (languages or dialects) within the same “communicative episode” (Wei, 2018,
n.p.). It can be considered a part of translanguaging but differs in the sense that it is a way
of speaking whereas translanguaging is a process of meaning or sense-making (Wei,

2018, n.p.). A bi/multilingual speaker may code-switch in order to emphasize a particular
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word, report or imitate speech, reinforce or clarify a request, substitute for an unknown
word in an additional language, discuss a concept that does not have a direct
translation/equivalent in an additional language or even exclude someone from a
conversation (Baker & Wright, 2021). Other code-switching instances are the product of
problem-solving, where a person has worked through a problem in one language and
wishes to rethink or rephrase in an additional language (Baker & Wright, 2021). The
activity outlined below shows how code-switching may be deconstructed by educators
and learners together in an FSL (PIF) classroom. The opportunity also exists for a post-
activity discussion surrounding the similarities and differences of when and how French-

speaking people code-switch in different cultures, regions, et cetera.

Step 1: Discuss the concept of code-switching, as well as the different instances in which
it occurs, together as a group and leave ample time for questions. Use the slides included

below if desired.

Step 2: Distribute copies of the table shown below to learners and review the different
instances of code-switching once more, using the examples provided. Each learner needs
one copy of the table for each day you plan on having them complete this activity (i.e., if
you plan on doing the activity over the period of one week, each learner would need 5

copies of the table).

Step 3: Have learners work with a partner and track each other’s instances of code-
switching using this table, for the duration of one week (or whatever period of time you
deem best for your learners). Their partner for this activity would ideally be someone

who sits near them in class. You may choose to allow learners to add to their tables
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whenever they notice code-switching occur, or to set aside a few minutes at the end of

each class dedicated to this activity. Remind learners to include the time and which

instance(s) of code-switching occurred, accompanied by notes explaining what was said.

An example to share with learners is shown below.

mot inconnu dans
une langue

supplémentaire

dans son café. »

Cet apprenant ne
sait pas le mot
pour le nom lait en
frangais donc il
utilise le mot

anglais.

Cas de Exemple Heure Notes
I’alternance
codique
Substitut pour un « J'ai mis du milk | 10h10 Erin a dit :

« J’ai made un
gateau avec ma

sceur hier. »

*Verbe (au passé)

inconnu

Step 4: After the decided period of time has elapsed, distribute the handout shown below

and leave time for learners to fill it out. This handout gives learners the chance to look at

the data they have been tracking as a whole. After they have completed the handout,

invite them to sit with their partners and analyze the data they compiled.

Step 5: Once learners have had time to fill out the handout, facilitate small group sharing

sessions, followed by a whole-class discussion where each pair of learners is invited to
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share their findings. Use the discussion questions included below if desired.

Slides:

https://www.canva.com/design/DAGtDtOouGA/CsVXtO1vgSSthkApPna-

6w/edit?utm content=DAGtDtOouGA&utm campaign=designshare&utm medium=link

2&utm source=sharebutton

Table:

La catégorisation de I’alternance codique

Mon nom :

Le nom de mon partenaire :

Jour : sur

Cas de l’alternance Exemple

codique

Heure

Notes

Souligne un/des mot(s) | « Non, c’est mon
en particulier cahier pink que j’ai

oublié a I'école. »

Cet apprenant veut
mettre 1’accent sur la

couleur de son cahier.

Rapporte ou imite la « L’autre jour, Li a dit
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parole

: « I hate pizza ) et je
ne pouvais pas y

croire ! »

Cet apprenant rapporte

ce que son ami a dit.

Clarifie une demande

« Vous voulez que je
soumettre mes devoirs
dans le red bin on the

windowsill, right 7 »

Cet apprenant veut
clarifier la demande de

son enseignant.

Substitute pour un mot
inconnu dans une

langue supplémentaire

« J'ai mis du milk dans

son café. »

Cet apprenant ne sait
pas le mot pour le nom
lait en frangais donc il

utilise le mot anglais.

Discute un concept qui
n'a pas de

traduction/équivalent

« Ses parents sont trés

supportive. »
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direct dans une autre

langue

Cet apprenant utilise
I’adjectif anglais
supportive pour décrire
les parents de son ami
parce qu’il n'y a pas de
moyen d'utiliser cet
adjectif de cette
manicre en frangais
(c'est-a-dire pour

décrire une personne).

Exclus quelqu'un d'une

conversation

Deux freres
apprennent le frangais
a l'école et le parlent a
la maison pour que
leurs parents ne
puissent pas
comprendre leurs

conversations.

Autre

« Jenny cooked sur

I’examen. »

Cet apprenant utilise
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un mot slang (cooked

= tres bien fait).

Handout:

La catégorisation de I’alternance codique

Mon nom :

Le nom de mon partenaire :

Date :

Cas de ’alternance codique

Nombre de fois que
jeI'ai remarqué
tout au long de la

semaine

Les moments ou s'est
produit le plus (prés du
début du cours, au milieu du
cours, pres de la fin du
cours, tout au long du cours,

etc.)

Souligne un/des mot(s) en

particulier

Rapporte ou imite la parole

Clarifie une demande
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Substitute pour un mot
inconnu dans une langue

supplémentaire

Discute un concept qui n'a pas
de traduction/équivalent direct

dans une autre langue

Exclus quelqu'un d'une

conversation

Autre

Discussion Questions/Questions de discussion :

1. Dans quelles situations est-ce que ton partenaire utilisait 1’alternance codique le
plus souvent (p. ex. pour souligner un mot en particulier, pour rapporter ou imiter

la parole, pour clarifier une demande) ?

2. Est-ce que ces situations arrivaient souvent a un certain moment pendant le cours

? Pas vraiment ?

3. As-tu remarqué beaucoup de I’alternance codique a cause de l'utilisation de mots

slang ?

4. As-tu remarqué qu'il y a plus de I’alternance codique avec certains types de mots
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(les verbes au passé, les noms pluriels, les adjectifs féminins, etc.) ? Si oui,

pourquoi?

5. Est-ce qu'il y avait autre chose d'intéressant que tu as trouvé a propos de cette

activité ou des données que tu as compilées ?

Activity 5: Analyzing Expressions Across Multiple Languages

Translation for mediation is a concept that helps learners to engage with the meaning
of a new grammatical element, vocabulary word or expression across multiple languages.
They may be asked to translate a new speech component into their own language and
then discuss with peers who have varying home languages in order to compare meaning,
usage, pronunciation, whether direct translation exists, et cetera. By engaging with
language components on a deeper level and across multiple languages, learners are more
likely to learn and retain these new words or grammar rules (Galante et al., 2022). The
activity below explains how this type of plurilingual pedagogy could be integrated into an
FSL (PIF) class through an analysis of expressions across English, French, and other

languages.

Step 1: Explain the goal of the lesson to learners: To engage with the meaning of /les
expressions across multiple languages in order to compare meaning, usage,
pronunciation, whether direct translation exists, et cetera. Explain to learners that this will
help with retention (Galante et al., 2022) or, as I like to say, « cet exercise va aider les

nouvelles informations a s ancrer dans ton cerveau ».

Step 2: Explain the meaning of an expression to learners using the definition and

examples on the slides included below (examples are shown between English and French
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to leave room for learners to further discuss in relation to their varying home languages).

Step 3: Distribute the handout included below. It would be best for learners to complete
this handout in small groups (3—4) and to encourage learners to work with peers who
have varying home language(s) from them. In my experience, learners are really proud to
share their unique language and culture with their classmates. Learners could also be
allowed to use a device to research additional languages. The handout lists five
expressions in French. The goal is for learners to work together to try to figure out what
each word/expression might mean in French, as well as how it might be said/what it
might mean in English. Then, they should discuss further whether each word/expression
exists, has a different meaning, is used differently, is pronounced differently, et cetera in

the varying home languages of their group (Galante et al., 2022).

Step 4: Once learners have completed the handout, facilitate a whole-class discussion,
offering time for everyone to discuss the questions provided below (in English and

French).

Slides:

https://www.canva.com/design/DAGtD27hinQ/9PyymPNoRmFeNBGOpYZGxg/edit?ut

m_content=DAGtD27hinQ&utm_campaign=designshare&utm medium=link2&utm_sou

rce=sharebutton

Handout:

Noms : Date :

La traduction des expressions a travers plusieurs langues
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Le but : Travaillez ensemble pour completez le tableau ci-dessous.

L’expression en

Ca veut dire

L’expression en

Ca veut dire

L’expression en

Ca veut dire

étre dans le

méme bateau

méme

situation

boat

méme

situation

francais quoi en anglais quoi en quoi en
francais ? anglais ? ?
Exemple : étre dans la to be in the same | étre dans la estar en las étre dans la

mismas

(espagnol)

méme
situation
(estar = étre,
mismas =

méme)

L’expression en

francais

Ca veut dire
quoi en

francais ?

L’expression en

anglais

Ca veut dire
quoi en

anglais ?

L’expression en

Ca veut dire

quoi en

d’avaler la pilule

d’avoir les yeux
plus gros que le

ventre

d’avoir la téte sur

les épaules
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https://dictionnaire.reverso.net/francais-definition/%C3%AAtre
https://dictionnaire.reverso.net/francais-definition/dans
https://dictionnaire.reverso.net/francais-definition/m%C3%AAme
https://dictionnaire.reverso.net/francais-definition/bateau

de donner froid

dans le dos

de perdre son

sang froid

Clé de réponse pour les expressions en francais et en anglais

e Frangais : d’avaler la pilule = d’accepter quelque chose de désagréable

Anglais : to swallow the pill = to accept something unpleasant

e Frangais : d’avoir les yeux plus gros que le ventre = de surestimer ce que vous

pouvez manger ou ce que vous pouvez faire

Anglais : to bite off more than you can chew = to overestimate how much you can

eat or how much you can do

e Frangais : d’avoir la téte sur les €épaules = d’€tre raisonnable/plein de bon sens

Anglais: to have a good head on your shoulders = to have good judgement/make

good decisions

e Francais : de donner froid dans le dos = de faire peur (a quelqu'un)
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Anglais : to make someone’s blood run cold = to scare (someone)

Frangais : de perdre son sang froid = de perdre son calme

Anglais : to lose your cool/to lose it (or, for pre-teens/teens, to crash-out) = to lose

control of your composure or temper

Discussion Questions/Questions de discussion:

1.

Which languages were present in your group?

Quelles langues étaient présentes dans votre groupe ?

What do you think each expression means in French? In English? Do all the
expressions have the same meaning in both languages? Are all the expressions
said the same way in both languages? What similarities did you notice between

these languages and the other languages discussed in your group?

Que pensez-vous que chaque expression signifie en frangais ? En anglais ? Est-ce
que toutes les expressions ont le méme sens dans les deux langues ? Est-ce que
toutes les expressions se disent de la méme manicre dans les deux langues ?
Quelles similarités avez-vous remarquées entre ces langues et les autres langues

discutées dans votre groupe ?

What is the difference between literal or word-for-word translation and the type of

translating we just did?

Quelle est la différence entre la traduction littérale ou mot pour mot et le type de

traduction que nous venons de faire ?
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What did you find interesting?

Qu'est-ce que tu as trouvé intéressant ?

What did you find challenging?

Qu'est-ce que vous avez trouvé difficile ?

Do you have any other questions or thoughts you would like to share?

Avez-vous d'autres questions ou pensées que vous aimeriez partager ?
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Appendix B

Infographic

WHAT ARE THE
BENEFITS OF
PLURILINGUAL
PEDAGOGIES IN FSL?

Addressing gaps in schooling,
social skills and connections with
peers (especially for newcomer,
multilingual learners) (La Rose,

2021)
Increasing cultural sensitivity and
inclusivity in the classroom 3
i

environment and showing
appreciation for learners' “full linguistic
repertoires” (Liu, 2023, p.107)

o] Dismantling language hierarchies
(Duarte, 2018)

Helping learners and educators
alike recognize their positionality
within their country, province,
school and classroom
communities (Garcia & Wei, 2014)

Focusing on language and content
simultaneously (Han, 2023)

Providing cognitive benefits (metalinguistic
awareness and potential increase in
executive functioning abilities such as
critical thinking and processing) (Ottow,

2024)

e : )
@ 0 B Increasing engagement/buy-in for
C4 v v . alllearners while promoting

ZL( i ﬁ participant confidence and

/ /j D motivation (Duarte, 2018)

sa

Assisting educators with scaffolding
(Moraczewska, 2024)
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Appendix C

Professional Article

Plurilingual Pedagogies to Enhance Well-Being for Multilingual Learners in Middle
School FSL Classrooms

Author Bio

Victoria Pelletier holds a BA in English and French from St. Thomas University, a BEd

from St. Thomas University and is currently an MEd student at the University of New

Brunswick. She has spent time teaching elementary school, middle school, high school

and adult learners, in both New Brunswick and Québec.

My background in FSL education

As a teacher, [ have always had a large number of newcomer, multilingual learners
(MLLs) in my French as a second language (FSL) classrooms in New Brunswick schools
in the Anglophone sector. I recognized early on in my career that the standard approach
in FSL is not always ideally suited to these learners’ needs. Post-Intensive French (PIF) is
a type of FSL program in which I teach, offered from Grades 6-10 (with options for
Grades 11-12). It has its foundations in approaches such as the neurolinguistic approach,
the action-oriented approach, and the Common European Framework of Reference
(GNB, n.d.c; GNB, n.d.e). My experience has inspired me to add to the increasing and
important work in this field. I believe that the current learner demographic in New
Brunswick and beyond demands an approach to FSL learning that values and honours the
linguistically and culturally diverse backgrounds of newcomer MLLs and allows for a

collaborative, reciprocal approach to education wherein all learners feel seen. Work
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exploring how plurilingual pedagogies are being used in EAL contexts has inspired me to

examine how these same pedagogies might be used in FSL contexts to support this goal.

What are plurilingual pedagogies?

Plurilingual pedagogies have many branches but, as a whole, can be thought of as a
holistic type of education that is “learner-centered” and “embedded in principles of social
justice such as equity, diversity, anti-racism, anti-discrimination and inclusion” (Galante
et al., 2022, p. 5). Rather than forcing the use or adaptation of a single language or
culture, plurilingualism, which is at the heart of plurilingual pedagogies, “stresses the
dynamic use of multiple languages/varieties and cultural knowledge, awareness and/or
experience in social situations” (Council of Europe, 2023, n.p.). Furthermore,
plurilingualism runs deeper than language itself. It is associated with “intercultural
competence and democratic citizenship” (Eaton, 2018, n.p.) and aims to critically engage
“students’ repertoires of languages, cultures and semiotic resources for language
learning” (Galante et al., 2022, p. 10). Teachers of FSL can incorporate plurilingual
pedagogies into their learning spaces while still maintaining a focus on learning French.
The following infographic outlines the numerous benefits of plurilingual pedagogies for

teaching French in linguistically and culturally diverse FSL classrooms.
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Activities inspired by plurilingual pedagogies with adaptations for the FSL context

There are various types of plurilingual pedagogies but some common ones include
cross-linguistic comparisons, cross-cultural comparisons, pluriliteracies, translation for
mediation, translanguaging and code-switching. Cross-cultural and cross-linguistic
comparisons offer the chance to examine different customs, values and beliefs associated
with languages, as well as the relationship between language registers and domains
(Galante et al., 2022). Pluriliteracies encourage learners to take notes in any form and/or
language, which results in them not only being more efficient note-takers but also being
more engaged with the material and making more meaningful connections between the
content they are learning and themselves (Galante et al., 2022). Translation for mediation
is a concept that helps learners to engage with the meaning of a new grammatical
element, vocabulary word or expression across multiple languages (Galante et al., 2022).
Garcia (2009) explained the term translanguaging as “multiple discursive practices in
which bilinguals engage in order to make sense of their bilingual worlds” (p. 45). Lastly,
code-switching occurs when bi/multilingual speakers alternate between linguistic codes
(languages or dialects) within the same “communicative episode” (Wei, 2018, n.p.). The
following activities show how some of these types of pedagogies could be used in middle
school FSL classrooms. Here, I have chosen three activities to feature. For more
examples, please visit my bank of activities at:

https://docs.google.com/document/d/1alpbHZ3g6ko60oWyvgFzVCnBmmvPKrinLFzzgl

MGxRS8/edit?usp=sharing
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Activity 1: Facilitating Conversations about Language and Culture

This activity incorporates two interrelated plurilingual pedagogies, cross-linguistic
and cross-cultural comparisons. The goal of this lesson is to have discussions about
differences and similarities between learners’ home languages and French when it comes
to grammar conventions, syntax and even cultural elements related to language. In my
middle school FSL classes, I have many Arabic first language learners, so I focused this
activity on comparing and contrasting Modern Standard Arabic and French. I typed the
sentences into Google Translate to play the audio clips in each language. I chose Google
Translate because it is widely known and accessible. Our class also had a conversation
about how Al is not always 100% accurate. This activity was adapted from the
“Adjectives and nouns” activity presented by Turner et al. (2023, p. 17), originally

designed for the EAL classroom.

Step 1: Learners listen to six audio clips, three in Arabic and three in French (copy and

paste into Google Translate to have Al read them or ask a learner to read them).

Step 2: Learners match each audio clip to one of the three images below (e.g., projected

onto the SmartBoard).

Step 3: Learners work together, using their combined knowledge of both languages to

analyze the similarities and differences between them.

Step 4: The educator facilitates a discussion about linguistic and cultural similarities and

differences between French and Arabic.
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La maison est sur la colline.

Al-munzal ola al-tal.

La fille joue.

Al-fattaa talab.

Nous mangeons le diner vers midi.

Nackle al-ghadda fe dhahira.

Activity 2: Plurilingual Portraits

Schmor (2023) illustrated how plurilingual portraits can be used in the EAL
classroom as a tool to facilitate “creative expressions and representations of linguistic and
cultural identity” (p. 82). A plurilingual portrait asks learners “to include any and all

languages that have been a part of their lives, even in a small way” (Schmor, 2023, p. 82).

63



This activity is an example of the plurilingual pedagogies of pluriliteracies and
translanguaging. While the activity itself encourages the use of all languages, for the FSL
classroom, the discussion and instructions, as well as the gallery walk and debrief, could
take place primarily in French, helping to retain the balance between target language
priority and plurilingualism while modeling the use of translanguaging. I have included
my own plurilingual portrait below and would encourage teachers to complete the

activity along with learners.

Step 1: Ask learners to draw or find a silhouette that they feel represents them. This is the

base upon which they will build their plurilingual portrait.

Step 2: Invite learners to reflect on the languages within and around them in their past,
present and future, and make a list of these languages. For example, they may be related
to their home country/region, other countries/regions they have lived in or visited, their
school life, friends, family, religious communities, sports or other extracurricular

activities, the social media they interact with and popular culture references.

Step 3: Ask learners to assign a colour and symbol(s) to each language. For example, this
could be based on a gut feeling they have, an emotion associated with that language, a

country’s flag, or colour symbolism.

Step 4: Create a gallery walk with all plurilingual portraits. Then, learners may share,
one by one, what the colours and symbols on their plurilingual portraits illustrate and
how each language has shaped their identity as a plurilingual learner. For the FSL
context, invite learners to reflect specifically on where and how French is positioned and

represented in their portraits.
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My Plurilingual Portrait Example

Colour Associated Language(s) & Symbol(s)
Brown English - heart
Red French - rose & fleur-de-lys
Blue Ukrainian - globe & broken chains
Green Arabic - tree, star & crescent moon
Orange Indigenous languages - leaf & feather
Yellow Latin - sun
Grey Asian languages - question mark & infinity
symbol
Purple Italian - dove leaving hands

Activity 3: Postponing During the Writing Process

“Postponing” is a plurilingual writing strategy where learners switch between the
target language and their home language(s) when writing, then go back later to look up
words and find meaning in the target language. This strategy was originally
conceptualized by Galante et al. (2022) for the EAL classroom. It is a component of the
broader plurilingual pedagogy of translanguaging. Postponing in translanguaging helps
learners work more quickly and efficiently by avoiding disjointed communications due to
lack of vocabulary in the target language. For the FSL classroom context, this target
language is French. The activity outlined below shows how learners can create an initial
mind map in whatever language(s) they choose and then work on next steps in French. It
should be noted that this activity has higher linguistic demands than some of the others

and may not be suited to every group of FSL learners. With the inclusion of data
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collection and graphing, this activity also provides a wonderful opportunity for cross-

curricular work (specifically in the domains of math and science).

Step 1: During the brainstorming/planning phase, encourage learners not to stop to look
up unknown words/phrases. They should try to use French as much as possible, but may

use other languages where necessary or preferred.

Step 2: Ask learners to use a dictionary or a device with WordReference to look up any

words that are not in French.

Step 3: Continue with the rest of the writing process. Now that the outline is done, the

learners can start their drafts using the same strategy as in Steps 1 and 2.

Conclusion

Plurilingual pedagogies offer an opportunity for FSL educators to honour the cultural
and linguistic backgrounds of all learners while maintaining French as the primary focus
of each lesson. I believe the explanations and activities outlined above offer some insight
as to how you might incorporate these valuable pedagogies into your FSL classroom to
enhance well-being for all learners, especially those from culturally and linguistically

diverse backgrounds.
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