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‘In the English language classroom, it is good practice
to encourage students to use all of their languages to enhance learning.’
Item from our questionnaire

Introduction

Research has shown that while language teachers may hold positive
beliefs about multilingualism in principle, these beliefs shift and become
less positive when they encounter multilingual practice; moreover,
language teachers often do not recognize or capitalize on languages
beyond the dominant languages of education (e.g. English and German)
(De Angelis, 2011; Haukas, 2016). Long-held beliefs about the value of
using the target language only dominantly shape (English) language
teacher education and therefore also teachers’ practices (Scrivener, 2005).
English language teacher education programmes in Austria and Germany
have tended to stress the importance of ‘immersion’ (or Sprachbad),
ensuring that students have ample exposure to English in the classroom,
with there sometimes being rules about teachers and learners using
English only (Potts & Cutrim Schmid, 2022). Exceptions to this rule tend
to be made for teaching grammar rules and abstract vocabulary, which
many teachers and textbooks explain in German. Research suggests that
using German only in such situations can contribute to disadvantaging
multilingual students with emergent German, as this language use acts as
a further burden and not a scaffold; furthermore, the use of German only
shuts down possibilities that other languages are drawn on to develop
strategies and competences that have been found to support multilingual
development, such as metalinguistic awareness and cross-linguistic
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transfer (Aronin & Jessner, 2015; Maluch et al., 2016). Such practices
might therefore contribute to the disadvantages in English language
education that have been established among students with German as an
additional language (GAL) (Erling et al., 2020; Hopp et al., 2020).

Although language classrooms have become increasingly diverse
across Europe, many teacher education materials still focus on preparing
teachers to teach in a linguistically homogeneous environment: until
recently, teacher education systems have placed limited focus on strategies
for teaching multilingual learners, particularly those learning English as
a third — or indeed fourth or fifth — language (Cataldo-Schwarzl & Erling,
2023; Purkarthofer, 2016; Wernicke et al., 2021). However, in our previous
research, we found that in-service teachers who were teaching at schools
with a large proportion of multilingual students were taking up the
rudiments of a ‘translanguaging stance’, i.e. ‘the philosophical or
ideological belief system that students’ various and wide-ranging language
practices work together and are a resource for learning’ (Garcia &
Kleifgen, 2018: 82). While the full potential of translanguaging pedagogies
requires translanguaging design and shifts, we found that teachers’
positive stances towards students’ backgrounds and languages and using
activities that draw on students’ out-of-school languages and practices can
go some way towards enhancing equity in English language education and
improving learning (Erling et al., 2022a, 2022b). Moreover, preservice
teachers today, especially those from diverse urban centres like Vienna,
are more likely to have grown up in contexts of diversity than former
generations and to come from multilingual migration backgrounds
themselves.! Given the findings of our previous research and the changing
demographics of teacher education, we hypothesised that contemporary
preservice teachers have taken on some aspects of a translanguaging
stance and hold positive views of multilingualism. In this study, we
investigate the extent to which contemporary preservice English teachers
value linguistic diversity and perceive it as a potential pedagogical resource
in English language education. Our collective involvement in English
language teacher education in Austria and Germany afforded us the
perfect opportunity to compare the views of preservice teachers in both
contexts.

Literature Review

Before presenting our questionnaire study with preservice teachers, we
briefly review the literature that frames our work. Recent research in
language teacher education has documented three key developments:

(1) The growth of linguistic diversity in schools internationally, as well as
specifically in the German-speaking world (Berkel-Otto et al., 2021;
Herzog-Punzenberger, 2023);
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(2) A growing acceptance of the effectiveness and legitimacy of using
multilingual pedagogies to support (English) language education in
conjunction with an increase in promoting awareness of
multilingualism and diversity in teacher education programmes
(Bonnet & Siemund, 2018; Kirsch & Duarte, 2020); and

(3) The need to shift away from deficit beliefs about multilingualism and
diversity among in-service and preservice teachers (Bredthauer &
Engfer, 2016; Erling et al., 2021).

Linguistic diversity in Austria and Germany

In Austria and Germany, as in most countries in Europe and beyond,
schools are increasingly linguistically heterogeneous, particularly in
urban areas. While multilingualism has been historically present in both
national contexts (Herzog-Punzenberger, 2023), the number of students
who speak languages other than the official language of education —
German — has risen in the past decade. Particular attention has been paid
to the growing multilingualism in schools that has resulted from waves of
migration to Europe stemming from wars in, for example, the former
Yugoslavia, Syria and Ukraine. In this section, we provide an overview of
the most recent official statistics available in these countries — at the time
of writing — with regard to people with a migration background? and with
GAL, and how this is reflected in education. These figures, however, only
indicate tendencies, as data about language use tend not to have been
collected systematically and do not capture the complex language
repertoires of many multilingual students (Vetter & Janik, 2019).

According to data from the Austrian National Institute of Statistics
for the year 2024, slightly over a quarter of the Austrian population has a
migration background (Statistik Austria, 2025). In the capital city, Vienna,
where the data for the Austrian part of this study were collected, around
half of the population has a migration background. Besides German, the
most commonly spoken languages in households with families from a
migration background are Bosnian—Croatian—Serbian, Turkish, English,
Hungarian, Polish, Albanian and Slovenian (Statistik Austria, 2001). In
schools across Austria, about 27% of students are categorised as having
GAL; this number rises to 53% in Vienna (58.69% of primary school
students, 77.2% of middle school students and 40.5% of academic
secondary school students) (Osterreichischer Integrationsfonds, 2022;
Stadt Wien, 2020: 51; Statistik Austria, 2022). However, these figures do
not provide insight into students’ use of and competence level in German.
In Vienna, for example, about half of middle school students reported
speaking one or more languages other than German with their parents,
but 93% reported speaking German with their friends (Integrationsmonitor,
2023). German is thus an important language for students with GAL, and
many of them speak at least two languages on a daily basis.
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In Germany, it was reported in the year 2020 that every fourth
inhabitant had a migration background, reflecting a similar average
percentage of the population as in Austria (Destasis, 2020). In the city of
Karlsruhe, which is the third largest city in the state of Baden-Wiirttemberg
and where the German data for this study were collected, a higher than
average 34% of the population had a migration background in 2019
(Mikrozensus, 2020). The results of a micro-census showed that in around
61% of households with a migration background in Baden-Wiirttemberg,
German was the language that was spoken most predominantly, and 39%
of the households used another language predominantly. It was found that
German is less likely to be spoken in families where both parents have a
migration background. Besides German, the most commonly spoken
languages in households with families from a migration background were
Turkish (5.6%), Russian (5.0%), Romanian (3%), Italian (2.9%), Polish
(2.5%), Arabic (1.9%) and English (1.8%) (Statistisches Landesamt Baden-
Wiirttemberg, 2020). According to the German Federal Statistics office,
around 39% of school students in Germany have a migration background
(Destasis, 2020). Recent national statistics on the language backgrounds
and German levels of these students are not available (Sambanis &
Ludwig, 2021).

Multilingual pedagogies in (English) language education

The growing number of students from linguistically diverse
backgrounds in schools has prompted a shift from monolingual to
multilingual teaching approaches in (English) language education (Kirsch
& Duarte, 2020; Melo-Pfeifer, 2018). The shift has been further driven by
what has been dubbed the ‘multilingual turn’ in applied linguistics
(Conteh & Meier, 2014; May, 2013; Melo-Pfeifer, 2018), which reflects an
enhanced understanding of how multilinguals learn language and a
growing recognition that multilingualism can be leveraged to enhance
additional language learning (Cenoz & Gorter, 2025a, 2025b; Jeon et al.,
2025). Multilingualism is increasingly viewed not as the exceptional
condition of a minority — often associated with migration — but as a
dynamic and widespread characteristic of all language users (Forbes et al,
2024). From this perspective, everyone is multilingual to some extent,
drawing flexibly on different linguistic and semiotic resources in different
contexts (Cenoz, 2013). However, in this paper, we focus specifically on
forms of multilingualism shaped by migration, particularly those that are
frequently othered in the educational context.

The multilingual advantage in additional language learning has been
found to come about in part because of metalinguistic awareness, such as
an enhanced awareness of grammar (e.g. verb conjugations) and
heightened sociolinguistic knowledge (e.g. awareness of appropriateness
in context) (Jessner & Allgduer-Hackl, 2020). Research also reports
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mixed findings on the extent of this advantage, depending on factors such
as literacy levels, language distance, and language status (Aronin &
Jessner, 2015; Hopp et al., 2019). While multilingual learners may initially
benefit from prior language experience, this advantage can diminish over
time as their peers develop metalinguistic awareness through formal
foreign language instruction and increasing literacy demands (Maluch &
Kempert, 2019; Maluch et al., 2016). Scholars suggest that English
language education could be more effective for multilingual learners if
their full linguistic repertoires were consistently activated and sustained
in the classroom (Cenoz & Gorter, 2020). Based on these findings, new
pedagogical approaches that entail the explicit use of pedagogies that
support multilingualism in additional language learning have emerged
(Hopp et al., 2020). Such pedagogies promote the idea that students’
multilingualism can be useful in supporting content and language
learning, and in countering the educational disadvantages that many
students from migration backgrounds face. In English language education,
there has also been a shift towards the promotion of multilingual
approaches in teaching and learning, together with a move away from
English-only discourses (Cutrim Schmid, 2021; Elsner & Lohe, 2021;
Erling, 2024; Erling & Foltz, 2025).

Translanguaging has arisen as a key theory in contemporary language
research to describe ‘the ability of multilingual speakers to shuttle between
languages, treating the diverse languages that form their repertoire as an
integrated system’ (Canagarajah, 2011: 401). A wealth of contemporary
research suggests that a way to support the academic achievement of
multilingual students is by mobilising their full linguistic repertoires as
resources for learning through translanguaging pedagogies, rather than
limiting the students by requiring them to rely only on their emergent
competence in the target language (Garcia & Kleifgen, 2018; Lau & Van
Viegen, 2020; Uysal & Tian, 2025). Studies have illustrated how
translanguaging pedagogies can be powerful in developing confidence and
legitimising students’ identities, thus promoting language and
metalinguistic awareness (Beiler & Villacafias de Castro, 2025; Conteh &
Meier, 2014; Garcia & Kleyn, 2016). This is because the approach entails
teachers regarding students’ multilingualism as a benefit rather than a
disadvantage. But despite the potential of multilingual pedagogies in
(English) language education, research has shown that, to date, they are
still not widely implemented in the classroom in Austria and Germany
(Bredthauer & Engfer, 2016; Hopp et al., 2019).

Researching beliefs about multilingualism

In this study, we focus on the beliefs of students in preservice English
language teacher education programmes to see how well students might
be placed to face the diversity that they are likely to meet in their
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classrooms. Beliefs constitute a complex cluster of intuitive, subjective
knowledge (Barcelos, 2003). Teachers’ beliefs have been shown to
influence their classroom behaviour, planning and practice (Pajares, 1992;
Adair et al., 2017). Teachers’ beliefs also have a strong impact on students’
beliefs (Adair et al., 2017), shape their learning environment and influence
their motivation and language ability (Borg, 2018; Gilakjani & Sabouri,
2017; Tsiplakides & Keramida, 2010). Students’ academic outcomes have
been found to be directly affected by their teachers’ beliefs and
expectations, both because of preferential grading and through students
adapting their behaviour to the attitudes teachers hold towards them
(Glock et al., 2013). Beliefs play a particularly important role in situations
where teachers do not have (enough) time, motivation or cognitive
resources at hand, and when their implicit attitudes control their behaviour
(Glock & Klapproth, 2017). Given that newly qualified teachers are likely
to work in contexts where resources are increasingly strained (with
increasing demands and diversity in schools, as well as teacher shortages),
their profession is likely to be characterised by stressful situations,
complexity and uncertainty, making them ‘particularly vulnerable to bias’
(Glock et al., 2013: 205). It is therefore all the more essential that their
practice is guided by well-informed beliefs.

In Europe, researchers have been investigating teachers’ beliefs about
students from a migration background, showing that, overall, teachers
have a tendency to favour students without a migration background (Pit-
ten Cate & Glock, 2019). In Germany, Glock et al. (2013) investigated
preservice teachers’ attitudes toward students with and without a
migration background. Their study revealed that teachers held implicit
positive attitudes towards students without a migration background;
however, their attitudes towards students from a migration background
were not overwhelmingly negative but were rather either ambivalent or
indifferent. They thus conclude that future generations of teachers may be
less likely to explicitly prefer ethnic majority students and hold negative
attitudes towards ethnic minority/linguistically diverse students. In other
studies, it has been found that students with a migration background were
more likely to be seen as not producing ‘standard language’ and to be
underestimated by teachers (Oldani & Truan, 2022; Pit-ten Cate & Glock,
2018).

A growing amount of research has been dedicated to exploring
teachers’ beliefs about multilingualism (De Angelis, 2011; Lundberg,
2018; Portolés & Marti, 2018; Tishakov & Tsagari, 2022). As part of the
translanguaging pedagogies described above, Garcia and Kleifgen (2018)
have argued that in order to support multilingual students’ achievement
and well-being, teachers need to adopt a translanguaging stance: a staunch
belief that students’ whole linguistic repertoires are resources in general
and specifically for their learning. This stance also involves creating an
overall school and class ecology that is supportive of students’
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multilingualism and multilingual identities and that allows them to use
their language repertoire to achieve academically (Garcia & Otheguy,
2020). Teachers must have positive views of multilingualism and believe
that translanguaging supports students and their learning, helping them
to become more creative and critical (Garcia & Kleyn, 2016; Garcia & Li,
2013). However, studies often find that while teachers may hold positive
beliefs about multilingualism in principle, these beliefs shift and become
less positive when they encounter multilingual practice. This tends to be
the case even in language classrooms where the teachers themselves are
multilingual (Haukds, 2016). In some cases, deficit perspectives on
students’ multilingualism have been uncovered (Bredthauer & Engfer,
2016; Erling et al., 2020; Walker et al., 2004; Young, 2014). In our previous
research with in-service English language teachers in Austria, we found
that English teachers were more likely to believe that their students were
not achieving the standardised learning outcomes if they had a higher
percentage of multilingual students in their classrooms. Furthermore,
they reported little to no use of multilingual pedagogies in the English
classroom, even if they taught in a linguistically diverse school (Erling
et al.,2020;2021). However, we also found that some teachers in Austria
have started to take on a translanguaging stance and that this can go some
way towards minimising the gap in learning outcomes between students
in Austria with German as a first language and students with GAL (Erling
et al., 2022b).

The Context

Multilingual pedagogies drawing on translanguaging have been slow
to take root in the classroom, partly because multilingualism has, until
recently, been only minimally dealt with in both the Austrian and the
German teacher education curricula. While prominent European
institutions like the European Centre for Modern Languages have been
promoting multilingual and multicultural education for decades, to date,
there has been no systematic and sustained effort to support change in
teacher education, despite the growing linguistic diversity across Europe.
However, increasingly, individual programmes are introducing aspects so
that teachers develop an approach to using students’ multilingual
repertoires as a resource for learning.

In Austria, the teacher education programme for the primary and
secondary level was reformed in 2013 when the transition to a Bachelor
and Master’s degree structure was introduced. The Austrian Federal
Ministry of Education, Science and Research has also made suggestions
for improving the curricula. The latest statutory order published by the
Ministry in 2021 included a framework requiring preservice teachers in all
teaching sectors to acquire knowledge and competences in the following
fields: (1) diversity with a special focus on multilingualism, interculturalism
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and interreligious matters; (2) gender; (3) global citizenship education; (4)
inclusive pedagogy with a focus on disabilities; (5) media and digital
competences and (6) language and literacy. Furthermore, they are
expected to gain basic technical, didactic and educational knowledge on
which basis they plan, create and evaluate lessons to provide and
incorporate interdisciplinary knowledge. They should learn to tailor
interactions, content requirements and structural frameworks more
closely to the needs of individual learners and to take diversity (talents,
disabilities, neurodivergence, gender, interculturality, differences in
performance, etc.) into account. In particular, those who study English
education should be able to include diversity in open and critical debates
about the social, cultural and linguistic world and possess the ability to
critically reflect on research and educational policy measures concerning
language diversity and individual multilingualism (e.g. overall language
concepts, inclusion of migration background and multilingual didactics)
(Bundesministerium fiir Bildung, Wissenschaft und Forschung, 2022).

The method for implementing these concepts, however, varies.
Purkarthofer (2016), for example, analysed the undergraduate and
graduate curricula for primary and lower secondary education at all
universities and teacher education colleges in Austria, finding that there is
more treatment of multilingualism at the undergraduate than at the
graduate level. Moreover, multilingualism is more commonly found in
non-obligatory specialisation courses than in mainstream compulsory
courses. Cataldo-Schwarzl and Erling (2023) found that at the University
of Vienna, where the Austrian data were collected, Purkarthofer’s findings
overwhelmingly hold true. Multilingualism does not feature prominently
in the curriculum: there is only one compulsory class in the Bachelor-level
General Education curriculum that explicitly mentions multilingualism
(‘Inclusive school and diversity: possibilities and limits’), but no such
classes are in the Master’s-level curriculum (Universitit Wien, 2023,
2024). A recent review of the English language teacher education
curriculum did not uncover a single compulsory course that focused on
teaching multilingual learners (Gold, 2021).

A similar situation can be seen in Germany. Along with the transition
to the Bachelor/Master’s degree structure, the Ministry of Education
published a statutory order, which included a framework for new teacher
training courses that dictated that in all teaching sectors, teachers should
gain theoretical knowledge on diversity (especially individual educational
aspirations, gender, culture, language, socioeconomic background) and
the effects of educational disadvantage and exclusion (Landesrecht Baden-
Wiirttemberg Biirgerservice, 2015). Furthermore, teachers should learn
about social inequality, dimensions of heterogeneity, migration and
cultural diversity, and their importance in planning lessons (Landesrecht
Baden-Wiirttemberg Biirgerservice, 2015). The framework also specifies
that graduates of teacher education programmes should be able to
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cooperate with parents, promote intercultural competence and have
diagnostic and support competence, especially with regard to integrative
and inclusive educational offerings. Those studying English language
education should be able to take multilingualism and interculturality into
account when applying and reflecting on linguistic methods. Furthermore,
they should be able to analyse and reflect on cultural developments,
including inter- and transcultural phenomena and multilingualism and
the role of English in these phenomena (Landesrecht Baden-Wiirttemberg
Biirgerservice, 2015). Graduates should be aware of aspects of
multilingualism and language contact, including English as a lingua
franca in the European Union and language policy. While the statutory
order makes all the abovementioned competences mandatory for
universities, each one is flexible in the way these are implemented in the
curriculum. Berke-Otto et al. (2021) undertook a comprehensive summary
of multilingual principles in preservice teacher training programmes,
finding that most mentions of multilingualism were in programmes
related to German as a Second Language.

At the University of Education Karlsruhe (PH Karlsruhe), where the
German data were collected, there are teacher education programmes for
Early Years Education, Primary Education and Secondary I (i.e. teaching
at the lower secondary level). In each of these programmes, there are
modules that offer an introduction to linguistic diversity, multilingualism
and multilingual education in both the Bachelor and Master’s phases.
There are also optional courses which focus on theory-based planning
and analysis of concepts of support, especially in relation to children with
German as a Second Language and multilingualism (cf. University of
Education Karlsruhe, 2021). In addition, there are specific modules on
bilingual teaching and learning for those who are specialising in that field
(though these focus primarily on English—German bilingual teaching
through Content and Language Integrated Learning (CLIL), where school
subjects, such as science, history, geography etc. are taught in a foreign
language, and not on the integration of migration languages). However,
not all pre-service English teachers go through the Bilingual Teaching and
Learning qualification, which is part of the European Teaching Certificate,
an independent university course. In the programme for secondary
teachers, multilingualism is mentioned in five out of six modules for
English Studies.

In summary, in both contexts of teacher education in Vienna and
Karlsruhe, there has been a substantial restructuring of the teacher
education system. This reform has entailed, to a certain extent, that
preparation for dealing with various aspects of (linguistic) diversity is
included in teacher education curricula. However, in both contexts,
teacher education has not been able to keep pace with increasing linguistic
diversity at schools. Moreover, as discussed further below, in both
contexts, there is an escalating teacher shortage in many schools,
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particularly in areas that face multiple disadvantages, including high
numbers of students with low socioeconomic status and GAL (Austria
Presse Agentur, 2022b; Stephanowitz, 2022).

The Study

In this study, we explored the following research question: To what
extent do the beliefs of preservice English teachers in teacher education
programmes in Austria and Germany align with a ‘translanguaging
stance’? In answering this question, we aimed to investigate whether these
preservice English teachers not only positively valued linguistic diversity
but were also convinced of its potential pedagogical value in English
language education. To undertake this research, a questionnaire was
circulated to students of higher education in two teacher education
programmes, one at the University of Vienna, Austria, and the other at the
Karlsruhe University of Education, Germany. At the time, the lead author
was teaching in the English language teacher education programmes of
both these institutions. The programme of research we had been
conducting in Austria allowed us an increasing understanding of teachers’
beliefs about multilingualism, and our contact with a German teacher
education institution afforded potential for comparative insight.

Methods

In the following sections, we describe the preservice teachers who
participated in this study as well as the materials and procedures employed
in the study.

Participants

In total, 194 students in two teacher education programmes
participated in the study. Of these, 90 participants (72 female, 16 male, 2
preferred not to say, mean age = 24.9, standard deviation (SD) = 5.5,
range 18—46) were English language preservice teachers at the University
of Vienna in Vienna, Austria. The remaining 104 participants (95 female,
8 male, 1 preferred not to say, mean age = 22.6, SD = 2.9, range 18-34)
were English language preservice teachers at the Karlsruhe University of
Education in Karlsruhe, Germany. Overall, 44 participants, 25 (27.7%) in
Austria and 19 (18.3%) in Germany, reported growing up bilingually.
Furthermore, as Figure 6.1 shows, 71.3% of the participants — 52 (65%) in
Austria and 62 (77.5%) in Germany — reported not having received any
training to support students from migration and multilingual backgrounds.
In contrast, only 6 (7%) participants in Austria and 11 (11%) in Germany
stated that they had received training to support these students. Six of the
students in Germany, however, stated that they had received this training
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training

no

71.3

Figure 6.1 Percentage of students who had or had not or only to some extent
received training to support students from a migration and multilingual background

through the German as a Second Language programme that they were
enrolled in, not as part of their English teacher education training. The
remaining students stated that they had had some training, with a
substantial number of students stating that this was not enough.

Materials

We used a questionnaire that we developed further from one previously
used in research with in-service teachers to explore their beliefs and
practices (Erling et al., 2020; 2021). This questionnaire included 68
questions, which were grouped thematically and covered topics such as
preservice teachers’ personal and educational background, their beliefs
about language learning and multilingualism, motivations for learning
English and access to English outside school (see https://osf.io/yufd6/ for
the complete questionnaire).

In this chapter, we focus on only one aspect of the questionnaire,
which is preservice teachers’ beliefs about what constitutes good teaching
practice as it relates to multilingualism in the English language classroom.
This aspect was investigated using the following Likert-type questions:

In the English language classroom, it is good practice to...

e use German to enhance learning.

* encourage students to speak English only.

* encourage students to use all their languages to enhance learning.

* encourage students to compare the languages that they know.

* encourage students to share about their cultures, families, languages
and interests.


https://osf.io/yufd6/
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All answer choices ranged from 1 = strongly disagree to 7 = strongly
agree. For the current study, we consider how participants’ answers to the
following questions about demographic factors relate to their responses to
the above Likert-type questions about teaching practice:

e Country of study: I study in an English language teacher education
programme at... (answer choices: Karlsruhe University of Education/
PH Karlsruhe; The University of Vienna/Universitit Wien)

e Gender (answer choices: female, male, gender diverse, prefer not to

say)
e Age (participants typed in their age)

e Bilingualism: What is/are your first language/s? (i.e. the languages you
grew up speaking at home with your family and/or at school)
(participants typed in languages)

e LX3 learners: What percent of your students do you think will have
GAL (i.e. Deutsch als Zweit-/Dritt-sprache (German as a second/third
language))? (answer choices: 0-10%, 11-15%, 26—-50%, 51-75%,
76-90%, 91-100%).

Procedure

The questionnaire was circulated to all students of English in each of
the teacher education programmes in Vienna and Karlsruhe via internal
email systems and the virtual learning environment in June 2021. At that
time, because of the COVID-19 pandemic, all teaching was being carried
out online and the students were used to electronic communication.
Owing to data protection, it is not possible to say how many students
received the email inviting them to participate in the research, but there
are several hundred students studying English at each of the institutions.

Before starting with the questionnaire, participants gave informed
consent to take part in the research as an anonymous participant and
confirmed that they were studying to become an English teacher.
According to the national laws and university statutes and guidelines, no
ethics approval was required to conduct the current study. The study
complied fully with the British Association for Applied Linguistics
Recommendations for Good Practice in Applied Linguistics, which are
intended to help applied linguists to maintain high standards.

Data analysis

The data analysis focused mainly on the demographic factors that
might influence those teaching practices participants believe to be good
practice in the English classroom. For the analysis, we coded whether or
not the respondents were bilingual according to their responses to the
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question about the languages they grew up speaking at home, with their
family and/or at school. We categorised participants who listed only
German as the language that they grew up speaking as ‘monolingual’ and
participants who listed a language or languages other than German or in
addition to German as ‘bilingual’. We also converted the LX learners
variable (i.e. the percentage of their students that the participants think
will have GAL) into a Likert-like variable by assigning the answer choices
numbers from 1 for 0-10% to 6 for 91-100%. We then ran a separate
statistical analysis for agreement with each of the statements on good
teaching practice. Specifically, we ran cumulative link models, which are a
type of ordinal regression analysis and thus appropriate for ordinal
dependent variables. Each of these statistical models had agreement with
the particular teaching practice statement as the dependent variable and
the factors country of study (Germany vs. Austria), gender (female vs.
male; prefer not to say was coded as NA), age (numeric value), bilingualism
(bilingual vs. monolingual) and LX learners (numeric value) as independent
variables. In addition, we ran Spearman’s correlation analyses to probe the
extent to which participants’ beliefs about the different teaching practices
correlated with each other. The complete data and analysis scripts can be
found on the Open Science Framework at https://osf.io/yufdé/.

Results

This population of preservice teachers indicated that they expected to
teach in schools with a fairly high percentage of students with GAL. Only
3% of preservice teachers (all of whom were in the Karlsruhe group)
thought that they would be working in schools where there would be only
0-10% of students with GAL, and imagined that they might be teaching
in the rural areas of Baden-Wiirttemberg. As can be seen in Figure 6.2, the

expectation

0-10%
11-25%
26-50%
51-75%

o 76-90%

r6s B 91-100%

Figure 6.2 Preservice teachers’ expectations of the percentage of their future
students who will have GAL (i.e. who will be LX German learners)
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largest percentage of preservice teachers (46.9%) expected to work in
schools with 26-50% of students with GAL, while 18.4% expected to
work in schools with 51-75% students with GAL. Overall, the preservice
teachers in Vienna expected a slightly higher percentage of students with
GAL in their classes than the preservice teachers in Karlsruhe. The
statistics on linguistic diversity in schools reported above suggest that an
average of 40-77% of students whom these future teachers could be
teaching could have GAL in Vienna. While comparably detailed statistics
are not available for Karlsruhe, preservice teachers might expect 39% of
their future students to have GAL, depending on the area of the school,
according to the census data cited above (Mikrozensus, 2020). Thus,
many of the preservice teachers had a relatively reasonable expectation of
the linguistic diversity that they were likely to meet among their students
in their future classrooms. However, only 9% of preservice teachers (all
of whom were in the Karlsruhe group) thought that they would be working
in schools where over 76% of students would have GAL. This indicates
that preservice teachers (and those in Vienna in particular) were not
expecting to work in schools with an exceptionally high level of linguistic
diversity, which also tend to face multiple disadvantages. It is these schools
that are most affected by the current teacher shortage in Austria and
Germany (Kramer, 2019; Austria Presse Agentur, 2022a).

As Figures 6.3 and 6.4 show, participants in both countries tended to
agree with the statement that they felt prepared to support students with
GAL in the English language classroom (Austria: mean = 5.0, SD = 1.7;
Germany: mean = 5.2, SD = 1.6, on a scale from 1 = strongly disagree to
7 = strongly agree) and that they felt prepared to promote inclusion in the
English language classroom (Austria: mean = 5.7, SD = 1.5; Germany:
mean = 5.1, SD = 1.6, on a scale from 1 = strongly disagree to
7 = strongly agree). This is despite the fact that a majority of preservice
teachers in the sample, 52 (65%) in Austria and 62 (77.5%) in Germany,
reported not having received any training to support students from

agreement

1: strongly disagree
2
3
4
5
6

. 7: strongly agree

Figure 6.3 Participants’ agreement with the statement 'l feel prepared to support
students with German as an additional language in the English language classroom’
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Figure 6.4 Participants’ agreement with the statement 'l feel prepared to promote
inclusion in the English language classroom’

migration and multilingual backgrounds (cf. Figure 6.1 above). As
mentioned above, it may also be the case that preservice teachers were
imagining schools in which there is less diversity than those they would
actually encounter when starting their teaching career and, therefore, felt
more prepared for this.

Using German to enhance learning

We begin our analysis of perceived ‘good practice’ among preservice
teachers by looking at the participants’ agreement with the statement that
‘In the English language classroom, it is good practice to use German to
enhance learning’. Overall, participants’ agreement with this statement
was in the middle of the scale, with an average rating of 4.2 on a scale from
1 = strongly disagree to 7 = strongly agree. The reason for the relatively
low agreement with this statement might relate to what was mentioned
above: that teachers are commonly encouraged to use the target language
only in the English language classroom. However, it may also be that the
difference in wording — where ‘use German’ might be read less positively
than ‘encourage the use of German’ — could have influenced the responses.

Table 6.1 Statistical results of the cumulative link model for the statement ‘In the
English language classroom, it is good practice to use German to enhance learning’
(*p < 0.05; **p < 0.01; ***p < 0.001)

Independent variable Jé; SE t p
Country of study -0.09 0.27 -0.33 0.741
Gender 1.18 0.41 2.87 0.004**
Age 0.00 0.03 0.12 0.906
Bilingualism -0.42 0.31 -1.38 0.168

LX learners -0.03 0.13 -0.27 0.786



140 Part 1: Translanguaging Strategies and Practices in Education

With regard to demographic factors, there was only a significant effect of
gender (see Table 6.1), such that male preservice teachers were more likely
to agree with the statement than female preservice teachers.

Encouraging students to speak English only

We now consider participants’ agreement with the statement that ‘In
the English language classroom, it is good practice to encourage students
to speak English only’. Overall, the participants tended to agree with this
statement, with an average rating of 5.7 on a scale from 1 = strongly
disagree to 7 = strongly agree. There were no significant effects of any of
the independent demographic variables on the participants’ agreement
with this statement (see Table 6.2).

Table 6.2 Statistical results of the cumulative link model for the statement ‘In the
English language classroom, it is good practice to encourage students to speak
English only’ (*p < 0.05; **p < 0.01; ***p < 0.001)

Independent variable 8 SE t P

Country of study 0.55 0.29 1.91 0.056
Gender 0.02 0.43 0.04 0.971
Age -0.02 0.03 -0.79 0.429
Bilingualism -0.17 0.33 -1.52 0.601
LX learners -0.07 0.14 -0.54 0.592

Encouraging students to use all their languages

Next, we consider the participants’ agreement with the statement that
‘In the English language classroom, it is good practice to encourage
students to use all their languages to enhance learning’. Overall, the
participants tended to agree with this statement, with an average rating of
5.6 on a scale from 1 = strongly disagree to 7 = strongly agree. Notably,

Table 6.3 Statistical results of the cumulative link model for the statement ‘In the
English language classroom, it is good practice to encourage students to use all their
languages to enhance learning’ (*p < 0.05; **p < 0.01; ***p < 0.001)

Independent variable 3 SE t P
Country of study -0.36 0.28 -1.31 0.191
Gender -0.18 0.42 -0.43 0.667
Age 0.07 0.03 2.12 0.034*
Bilingualism -0.01 0.33 -0.04 0.970

LX learners 0.27 0.14 1.95 0.051
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the participants showed substantially more agreement with using all
students’ languages to enhance learning than with using German to
enhance learning, though this may be related to the wording of the latter
statement, as alluded to above. There was a significant effect only of age
(see Table 6.3), such that older preservice teachers agreed with the
statement more than younger preservice teachers. It might be that older
students were also further along in their studies and had had more training
on how to support students from migration and multilingual backgrounds
at the time of the study.

Encouraging students to compare the languages they know

Next, we consider the participants’ agreement with the statement that
‘In the English language classroom, it is good practice to encourage
students to compare the languages that they know’. Overall, the
participants strongly agreed with this statement, with an average rating of
6.2 on a scale from 1 = strongly disagree to 7 = strongly agree. There was
a significant effect only of LX learners on the participants’ agreement with
the statement, such that the more preservice teachers expected to have LX
learners in their future classrooms, the more they agreed with the
statement (see Table 6.4).

Table 6.4 Statistical results of the cumulative link model for the statement ‘In the
English language classroom, it is good practice to encourage students to compare
the languages that they know’ (* p < 0.05; ** p < 0.01; *** p < 0.001)

Independent variable B8 SE t P
Country of study -0.10 0.29 -0.35 0.724
Gender 0.52 0.45 1.14 0.254
Age 0.03 0.04 0.93 0.354
Bilingualism -0.16 0.35 -0.47 0.637
LX learners 0.34 0.14 2.35 0.019*

Encouraging students to share about their cultures

We now consider the participants’ agreement with the statement that
‘In the English language classroom, it is good practice to encourage
students to share about their cultures, families, languages and interests’.
Overall, the participants very strongly agreed with this statement, with an
average rating of 6.7 on a scale from 1 = strongly disagree to 7 = strongly
agree. There were no significant effects of the independent demographic
variables on the participants’ agreement with this statement. It is possible
that this is the result of a ceiling effect, as almost all participants strongly
agreed with the statement (see Table 6.5).
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Table 6.5 Statistical results of the cumulative link model for the statement ‘In the
English language classroom, it is good practice to encourage students to share about
their cultures, families, languages and interests’(*p < 0.05; **p < 0.01; ***p < 0.001)

Independent variable B8 SE t P

Country of study 0.51 0.42 1.21 0.228
Gender -0.45 0.53 -0.86 0.391
Age -0.01 0.04 -0.19 0.852
Bilingualism -0.11 0.48 -0.23 0.816
LX Learners 0.12 0.21 0.59 0.570

Relationships across good practice beliefs

We now consider whether and to what extent the participants’
agreement with the statements about good practice correlate with each
other. We present these data separately for preservice teachers in Austria
and in Germany. Figure 6.5 shows a correlogram with bivariate correlations
for all the statements about good teaching practice for preservice teachers
in Austria. The three strongest significant positive correlations (the darkest
shades with rising lines, i.e. lines with a positive slope) relate to the
statements about it being good practice to use all languages to enhance
learning, to encourage students to compare languages and to encourage
students to share about their cultures, families, languages and interests.
The more preservice teachers agreed with one of these statements, the

German NS NS wkk NS

-0.20 | English only *k NS *

0.16 -(0.33 |Alllanguages e ke

_0' 1 6 Compare dkk

0.15 | -0.22 Cultures

Figure 6.5 Correlogram showing correlation coefficients (in the shaded squares) and
significance levels (NS = not significant; *p < 0.05; **p < 0.01; ***p < 0.001) for
agreement with the five statements about good teaching practice for Austrian
preservice teachers
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Figure 6.6 Correlogram showing correlation coefficients (in the shaded squares) and
significance levels (NS = not significant; *p < 0.05; **p < 0.01; ***p < 0.001) for
agreement with the five statements about good teaching practice for German
preservice teachers

more they also agreed with the other two. The remaining significant
positive correlation (medium shade and rising lines) suggests that the more
preservice teachers agreed with the statement that it is good practice to use
German to enhance English learning, the more they also agreed that it is
good practice to compare languages. The two significant negative
correlations (medium shades and falling lines, i.e. lines with a negative
slope) suggest that the more preservice teachers agreed that students should
speak English only, the less they agreed that students should use all their
languages to enhance learning and that students should be encouraged to
share about their cultures, families, languages and interests.

Figure 6.6 shows a correlogram with bivariate correlations for all
the statements about good teaching practice for preservice teachers in
Germany. The pattern of correlations is quite similar to the data from
Austria. The three significant positive correlations (medium and dark
shades and rising lines) relate to the statements about it being good
practice to use all languages to enhance learning, to encourage
students to compare languages and to encourage students to share
about their cultures, families, languages and interests. As in the data
from Austria, the more preservice teachers agreed with one of these
statements, the more they also agreed with the other two. The one
significant negative correlation (medium shade and falling lines)
suggests that the more preservice teachers agreed that students should
speak English only, the less they agreed that students should use
German to enhance learning.
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Discussion

In this section, we discuss the extent to which the findings of this study
allow insight into whether the preservice English teachers involved in this
study can be said to have taken on a translanguaging stance and to have
shown willingness to embrace multilingual pedagogies in the English
language classroom. While based only on a small sample of preservice
English teachers in Austria and Germany, this study showed that preservice
teachers in both contexts agreed strongly with the statements that it was
good practice to encourage students to share about their cultures, families,
languages and interests; to compare the languages that they know; and to
use all their languages to enhance learning. This implies that, to a certain
extent, these preservice teachers have taken on a ‘translanguaging stance’,
in which they have respect for and interest in students’ ways of knowing
and their multilingual identities, take an inclusive and additive approach
to using their students’ languages to support English learning and view
their future students’ whole linguistic repertoires as potential resources (cf.
Erling et al., 2022b). The correlation analyses show that these beliefs were
significantly positively correlated with each other. These findings suggest
that it is beginning to be more commonplace among preservice teachers to
embrace a translanguaging stance and that they will most likely be willing
to value and welcome students’ linguistic diversity in the classroom. The
responses suggest that these preservice teachers are likely to show an
interest in their students’ family and linguistic backgrounds, which has
been shown to have a positive impact on students’ well-being and
attainment at school (Erling et al., 2021; 2022a).

While many preservice teachers reported seeing their future students’
other languages as a resource, a large number also responded that they
would encourage students to speak English only in the classroom. A lower
number reported that they would use German to enhance learning. These
two findings show that preservice teachers are likely to take a positive
view of English-only classroom practices in which German is avoided.
Indeed, the correlation analyses reflect a tendency for preservice teachers
who believe that students should be encouraged to speak English only to
also agree less with using German or other languages to enhance learning.
This suggests that not all preservice teachers take a multilingual approach
to the use of language in language education and could benefit from a
deeper exploration of purposeful translanguaging to enhance English
learning in their teacher education programmes.

Pre-service teachers’ beliefs were relatively unaffected by demographic
and geographical factors. There were only three statistically significant
effects of a demographic factor (either that of participants or the students
they imagine teaching) on the participants’ beliefs: male preservice
teachers were more likely to agree that it is good practice to use German
to enhance learning than female preservice teachers; older preservice



Have Preservice English Teachers Embraced Translanguaging? 145

teachers were more likely to agree that it is good practice to encourage
students to use all their languages to enhance English learning than
younger preservice teachers; and the more preservice teachers expected to
have LX learners in their future classrooms, the more they agreed that it
is good practice to encourage students to compare the languages they
know. Accordingly, there were no effects of country of study or of whether
or not preservice teachers had grown up bilingually on their beliefs.
Further research would be required to gain deeper insight into such
findings, especially why we found no evidence for preservice teachers’
own multilingual background affecting beliefs about multilingual
pedagogies. Studies in other contexts, however, have found that even
bilingual teachers do not necessarily see multilingualism as a resource for
language learning — even when they have clearly been afforded these
advantages themselves (Haukds, 2016). Moreover, no significant
differences were found between the responses of the preservice teachers in
the two different teacher education programmes in Vienna and in
Karlsruhe. This implies that, regardless of differences in the teacher
education curricula in these two contexts, this generation of future
teachers holds similar views on multilingualism and multilingual practice
in English language education. This may also be because they are more
likely than former generations to have grown up in contexts of diversity
and to come from multilingual migration backgrounds themselves (cf.
Erling et al., 2022b). At least on the surface, positive explicit beliefs about
multilingualism are in place, and there is evidence that these preservice
teachers have taken on aspects of a ‘translanguaging stance’, and this can
also be seen in our previous work conducted in Austria (cf. Erling et al.,
2022a). In future studies, it could be explored whether these beliefs differ
according to whether teachers are or will be working in urban or rural
areas, and to what extent teachers have developed practices that align
with these beliefs.

While direct comparisons of the outcomes are not possible, our
previous study with in-service English language teachers in Austrian
secondary schools found stronger attitudes against the use of German to
support learning than among this population of preservice teachers (Erling
et al., 2021). Less than a quarter of the practising teachers (22%) agreed
or strongly agreed that they sometimes use German in the classroom and
only 16% agreed that they sometimes do activities in the English language
classroom in which students can use German. There was also only scant
evidence that teachers do activities with students with GAL in which they
can use any of their languages, with only 27% agreeing or strongly
agreeing with this statement. These findings suggest that preservice
teachers are more positively inclined than in-service teachers to use
multilingualism as a resource in the English language classroom. While
more investigation is clearly necessary, this indicates a cautiously hopeful,
positive trend.



146 Part 1: Translanguaging Strategies and Practices in Education

Implications

The chapter closes by considering how future English teachers can be
supported to further develop a translanguaging stance and go beyond this
to put translanguaging design and shifts into action in the classroom (cf.
Garcia & Kleyn, 2016). The current study shows that future teachers need
a better understanding of how to get the balance right between using
students’ language repertoires as a resource (including home languages
and German) and providing quality access and exposure to the target
language, English. Given the wide range of contact that today’s students
have with English outside school, English teachers must be prepared to
respond to students’ individual differences by shifting their instructional
design in response to students’ interests, strengths and needs. English
language teachers should be enabled to design translanguaging instruction
that incorporates students’ multilingualism — not only symbolically but
also cognitively — to enhance and expedite English language learning
through rigorous and engaging activities. Teachers need explicit strategies
for guiding students to use their full linguistic and semiotic repertoire to
elevate their (English) language awareness and metalinguistic competence;
this can be done by making cross-linguistic comparisons in talk about
grammatical structures, including strategy instruction for multilingual
vocabulary learning, and by using engaging, culturally responsive content
to support the development of students’ positive identities as multilinguals
and successful language learners (for more on this, see Erling, 2024;
Erling & Foltz, 2025; Weidl & Erling, 2023).

Teacher education initiatives will need to equip teachers with pedagogical
competences that allow them to adapt textbook content and activities so that
they are relevant to linguistically diverse students from a range of migration
backgrounds (cf. Wong & Du, 2025). Advocating for multilingual learners
in English language education also requires teachers who can set up
collaborative, student-centred learning opportunities that allow the
amplification (and not the simplification) of content (Walqui, 2006). Teachers
require the skills, for example, to be able to support students’ engagement in
translanguaged talk about an image, song, video or complex reading passage
in English and then to move them to being able to compose a song or written
text or prepare a presentation, performance or video in English, using their
own voice and creativity (cf. Przymus & Mendoza, 2025). To achieve this,
teachers may need to judiciously sacrifice some classroom time in the target
language to achieve what translanguaging theory suggests will be a greater
gain in terms of cognitive development (Fallas Escobar, 2019; Kerfoot &
Simon-Vandenbergen, 2015). Finally, in order to facilitate students to use
their own voice and creativity through English, teachers need enhanced
strategies for involving students in the construction of multilingual identity
texts (Cummins & Early, 2011), which allow them to connect their learning
to their cultural background and community.
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Conclusion

This study suggests that, to a certain extent, preservice teachers in the
English language teacher education programmes in two German-speaking
contexts have taken on a translanguaging stance: their responses show
that they are reasonably well informed about the likelihood of meeting
linguistic diversity in their future classrooms and are positively inclined
towards their future students’ multilingualism. However, the study also
suggests that these preservice teachers are less likely to imagine themselves
teaching in contexts with very high levels of linguistic diversity, and it is
precisely in such schools where current teacher shortages are most critical
and where well-trained teachers are most needed. While there is still some
evidence of belief in the value of traditional practices using English only
and not allowing a space for German or other languages in the classroom,
future teachers overwhelmingly agreed that students should be enabled to
draw on their cultures and languages in the English language classroom,
comparing languages and using other languages as a resource for learning.
Research on preservice teachers’ beliefs has shown that such explicit
beliefs do not necessarily align with implicit beliefs and classroom practice
(De Angelis, 2011; Pit-ten Cate & Glock, 2019), and this should be
investigated in future research. Moreover, further guidance is clearly
needed to help teachers get the balance right between fostering confidence
and motivation to use English without devaluing students’ languages and
identities and shutting down effective classroom talk and thinking in
other languages. Teacher education still has some way to go with regard
to promoting (English) language learning through multilingual practices
and in equipping future teachers to support and advocate for the
linguistically diverse students they will encounter in their classrooms.
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Notes

(1) While formal statistics about the percentage of practising teachers with migration
backgrounds are not available in Austria, there has been a trend of an increasing
number of students with migration backgrounds being enrolled in teacher education
programmes in Vienna (Osterreichischer Rundfunk, 2013). In Germany, recent
statistics show that around 13% of teachers come from a migration background (with
70% of them having German citizenship (Mediendienst Integration, 2025)). In both
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contexts, however, the percentage of teachers with a migration background is
disproportionately low.

(2) The term ‘migration background’ (Migrationshintergrund) is an official statistical
category commonly used in German-speaking contexts; however, it is used slightly
differently in Austria and Germany. In Austria, it refers to people who were born
outside of Austria or whose parents were both born outside of Austria, while in
Germany, it refers to people who were born outside Germany or have at least one
parent born outside Germany (Will, 2019). In both contexts, it can refer to first- or
second-generation migrants, and often also implies that these people speak an
additional language to German at home.

(3) We use the term LX, following Dewaele (2018), to indicate that German is a second,
third or additional language for these students, who may have learnt German
sequentially or consecutively along with their other home language(s).
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