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Language awareness

Experts’ views on the contribution of language awareness 
and translanguaging for minority language education

Irina Makarovaa, Joana Duartea  and Marcela I. Huilcánb 
aMinorities & Multilingualism, Faculty of arts, university of groningen, groningen, The netherlands; bFaculty 
of arts, european Languages and society, groningen, The netherlands

ABSTRACT
Increasing migration-induced language diversity is putting pressure on 
the teaching of regional and minority languages in official bi- or multi-
lingual regions. This study presents an in-depth analysis of teachers’ 
and teacher trainers’ beliefs and views towards language awareness 
and translanguaging approaches as possible ways to enhance pupils’ 
language attitudes and motivation to learn a minority language, such 
as Frisian in the Netherlands. The study applies a qualitative design, 
based on the analysis of interviews with eight teachers and three 
teacher trainers, representing experts in their field. Through a thematic 
analysis, we provided an overview of the most salient themes within 
the data. Interviews revealed that teachers held positive beliefs about 
the value of language awareness and translanguaging approaches for 
minority language teaching. However, when it came to actual teaching 
practices, they favoured immersion-based approaches in order to 
enhance exposure to the minority language. This study offers a contri-
bution to the field of language teaching in minority areas by arguing 
for teacher professionalisation to empower teachers in applying lan-
guage awareness and translanguaging approaches without feeling 
anxious about causing language attrition of minority languages.

Introduction

Monolingual ideologies have been influencing teaching practices for a long time, meaning 
that school languages are often taught separately during lessons (Cummins, 2008) and 
implicit language hierarchies make teaching languages with a higher status be perceived 
as more urgent than focusing on languages with a lower status, such as migrant or regional 
languages. To protect and improve proficiency in minority languages, schools tend to main-
tain the ideology of keeping languages strictly separated to maximise input (Cenoz & Gorter, 
2017), which has been found to cause “emotional disempowerment” of young learners 
(Osterkorn & Vetter, 2015). Recently, it has been observed that teaching methods are dynam-
ically shifting from being influenced by monolingual ideologies to those influenced by mul-
tilingual views and practices due to the growing mobility and diversity of the population 
(Cenoz & Gorter, 2020). This has been termed “the multilingual turn” in language education 
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2 I. MAKAROVA ET AL.

(Conteh & Meier, 2014) and has been mostly studied in the context of migrant language 
education. New paradigms have emerged in multilingual education that are opposed to 
monolingual ideologies, fostering the use of the full linguistic repertoires of multilingual 
speakers and replacing the idea of isolated linguistic systems (Cenoz & Gorter, 2017). In our 
study, we will focus on two approaches within multilingual education that aim at including 
the learners’ full linguistic repertoire in education: language awareness and translanguaging.

Before delving into these specific approaches, it is relevant to establish what is considered 
an approach in educational contexts. Generally speaking, a pedagogical approach will refer 
to a way of engaging in the classroom based on theoretical support, in other words, a link 
between how the learning practices are shaped by the facilitator and the theory that sup-
ports them (Brodie & Irving, 2007). In the current study, these approaches refer to ways of 
teaching that acknowledge the possible benefits of multilingual practices and, in line with 
this, aim at including multiple languages in education, particularly in multilingual education. 
The language awareness approach is based on “the ability to reflect upon and reveal some 
degree of awareness of individual’s dispositions and motivations regarding languages” 
(Andrade et al. 2003, p. 489 in Duarte & Günther-van DerMeij, 2018a), meaning that beliefs 
and perceptions about languages should be explored and enhanced in the classroom to 
benefit learners. According to García and Kano (2014, p. 261), translanguaging in education 
refers to the “process by which students and teachers engage in complex discursive practices 
that include ALL the language practices of ALL students in a class in order to develop new 
language practices and sustain old ones, communicate and appropriate knowledge, and 
give voice to new sociopolitical realities by interrogating linguistic inequality”. As such, 
translanguaging highlights the relevance of not focusing solely on the languages use for 
classroom instruction but also on acknowledging and including all of the pupils’ language 
repertoires since these are seen as resources that can contribute to the learning process. 
Both approaches are increasingly gaining visibility in language teaching research; however, 
little is known about the ways in which pupils and teachers in minority language regions 
perceive these changes and how they affect the sociolinguistic context of minority language 
regions.

Concerning language attitudes, teachers’ ideologies and beliefs play a crucial role in pupils’ 
attitudes towards languages (Lasagabaster & Huguet, 2006). As teachers’ beliefs are directly 
linked to their pedagogical practices in the class, their choice of teaching strategies and 
approaches plays a vital role in the development of pupils’ motivation and attitudes towards 
learning the minority language (Pajares, 1992). As mentioned in previous studies (Darquennes, 
2015; Hélot, 2017; Ibarraran et al., 2008), acknowledging pupils’ linguistic backgrounds as 
resources for learning can increase their positive attitudes and motivation (Duarte & Günther-
van Der Meij, 2018a). The implementation of language awareness and translanguaging 
approaches might therefore contribute to developing and promoting a new linguistic culture 
in the context of multilingual education, which can help to tackle challenges related to 
multilingualism (Hélot, 2017).

The current study was conducted in the province of Friesland in the Netherlands where 
Dutch and Frisian are official languages. As a mother tongue, Frisian, is spoken by approxi-
mately 55% of the province’s population, 30% has Dutch as mother tongue, and 15% speaks 
other languages (Provinsje Fryslân, 2015). Despite most of the population having Frisian as 
their mother tongue, Frisian speakers are proficient in Dutch. In general, attitudes towards 
the Frisian language in the province are rather negative, in particular in the urban areas of 
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the region (Hilton & Gooskens, 2013). As Duarte & Günther-van Der Meij (2018a) point out, 
Friesland is a region in the process of consolidating the position of Frisian in education. 
Additionally, the increasing presence of immigrant languages in educational institutions 
has led to the emergence of new challenges, meaning that teachers and schools are now 
looking for new strategies and methods to deal with the increasing linguistic diversity 
(Mercator, 2017). In this context, schools usually face three main challenges: help pupils not 
only to improve, but to achieve a certain proficiency level in Frisian (even though in many 
cases this is not the language spoken at home), support the learning of English increasingly 
early in primary education, and address the varied linguistic background of migrant pupils 
(as reported in Duarte & Jellema, 2017).

In a previous study, Makarova (2020) found that secondary school pupils have more 
negative attitudes towards learning Frisian than towards learning Dutch or English. Also, 
Coret-Bergstra et al. (forthcoming) showed that students in Frisian secondary education not 
only find Dutch, but also English more enjoyable and important than Frisian. Only local 
dialects scored lower. An important factor in these attitudes was the pupils’ first language 
(L1): Frisian-speaking pupils found Frisian more enjoyable and more important than non-Fri-
sian-speaking pupils. Language skills and the school the students attended also played a 
role. such results reinforce the need to focus on attitudinal aspects when investigating issues 
of minority language education. Against this background, we aim to investigate teachers 
and teacher trainers’ views and beliefs towards the language awareness and translanguaging 
approaches as possible ways to enhance pupils’ language attitudes and motivation to learn 
the Frisian minority language. For this purpose, semi-structured interviews were conducted 
to gain insights into the perspectives of the teachers and teacher trainers. The following 
research question will be addressed: from the teachers’ and teacher trainers’ perspective, to 
what extent can the implementation of language awareness and translanguaging approaches 
contribute to the enhancement of pupils’ motivation and attitudes to learn minority lan-
guages, such as Frisian?

Language attitudes in minority language regions and approaches towards 
multilingual education

Teachers’ attitudes

Language attitudes can be defined as a set of beliefs about speakers and their language 
communities that can trigger certain assumptions about these groups (Garrett et al., 
2003). These beliefs might be activated by linguistic forms or by varieties of these lan-
guage communities. In this sense, beliefs can influence teachers’ pedagogical practices, 
and the choice of their teaching strategies depends on the extent to which they are open 
to new approaches (Fischl & sagy, 2005). Pajares (1992) indicates that teachers’ beliefs 
are linked to the choices and decisions they make while teaching, highlighting the impor-
tance of their role in raising students’ motivation. However, their beliefs can impact not 
only the language attitudes of students but parental attitudes as well, since teachers play 
an essential role in children’s academic development and achievement in general. For 
example, parents’ attitudes towards including the home language into the education 
system can be affected and changed through teachers’ beliefs and language attitudes 
(spolsky, 2012).
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several studies have examined teachers’ attitudes and beliefs towards multilingualism. 
In general, their attitudes towards multilingualism are quite positive. Findings reported by 
Griva and Chostelidou (2012), in the Greek educational context, showed that teachers con-
sidered multilingualism as an ability to raise pupils’ openness towards other cultures and 
languages and communicate in various linguistic and cultural environments. A study by De 
Angelis (2011) conducted among schoolteachers in Austria, Great Britain and Italy, revealed 
that in general, secondary school teachers considered multilingualism to have advantages, 
however, they believed that the use of home languages in class could lead to a delay in 
learning the majority language. Another research by Arocena et al. (2015) explored primary 
school teachers’ beliefs about multilingualism in education in the Basque Country and 
Friesland. The teachers in both settings highlighted the advantages of multilingualism. 
However, Frisian teachers reacted more negatively towards using the minority language as 
a medium of instruction while all the Basque teachers were highly positive. Factors such as 
a deficit of proper materials, appropriate teaching training, and lack of experience in teaching 
through Frisian could have affected teachers’ beliefs (Arocena et al., 2015). In many cases 
teachers do not promote or do not make use of students’ whole linguistic repertoire linguistic 
knowledge in their classes due to various reasons such as time pressure, school curriculum, 
group size, or parents’ and pupils’ expectations (Johnson, 1996). Additionally, some teachers 
feel insufficiently competent in the languages or show their concern about the possible 
disruption of further language learning (Haukås, 2016).

such findings show similarities in many respects: although teachers hold positive beliefs 
towards multilingualism, they are also apprehensive towards promoting the use of multiple 
languages in the classroom, either because they fear its impact on the use of the majority 
language or because school-related constraints cause challenges at the moment of its 
implementation.

Approaches in multilingual education

As observed in previous research, language attitudes towards Frisian have been found to 
be the least favourable among all pupils, which in turn leads to a decline in their motivation 
and lower academic attainment in this language (Oliver & Purdie, 1998; Tragant & Muñoz, 
2000). However, it is also known that attitudes can be boosted by engaging with a language 
at various levels (Cummins, 2000) instead of learning it entirely separately from other skills 
acquired in previous learned languages (Huguet, 2006); Cummins (2000) believes that while 
learning one language a pupil acquires a set of skills and implicit metalinguistic knowledge 
that can be drawn upon when working in another language, which highlights how learning 
languages is interconnected. several pedagogical approaches have been put forward in 
order to raise pupils’ motivation and language attitudes by integrating multiple languages 
in multilingual education (Cenoz & Gorter, 2011, 2015; Herzog-Punzenberger et al., 2017). 
In this study, we will focus on the language awareness and translanguaging approaches as 
means of fostering positive attitudes towards minority languages (Darquennes, 2015).

Language awareness
The concept of language awareness (LA) was developed by Hawkins (1984) as a bridge 
between school subjects and people of various backgrounds and languages (svalberg, 2016). 
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The LA approach is based on four dimensions (Andrade et al., 2003, p. 489): “(1) the ability 
to reflect upon and reveal some degree of awareness of individual’s dispositions and moti-
vations regarding languages (socio-affective dimension); (2) the capacity to manage a lin-
guistic and communicative biography in new interaction situations (management of 
linguistic and communicative repertoires dimension); (3) the ability to manage acquisition 
processes (management of learning repertoires dimension); and lastly (4) the ability to reflect 
upon the interactive processes which characterise language contact situations (management 
of interaction dimension)”.

Following Hawkins’ proposal of the LA approach, many researchers have put forward 
awareness-raising activities focused on exploring language functions and languages in daily 
life through the acknowledgement of students’ linguistic backgrounds as resources for learn-
ing (Hélot, 2017). LA is not aimed at teaching a particular language but is intended to pro-
mote the development of a new linguistic culture in educational systems that can solve 
challenges related to cultural diversity and multilingualism. In addition, positive academic 
results have been found in programs oriented towards raising language awareness (Hélot 
& Young, 2006; Oliveira & Ançã, 2009; wildemann, 2013).

Commonly, “traditional” language teaching methods, such the direct method or the 
audio-lingual method, give learners a more passive role, which might lead to the loss of 
interest and motivation to learn a language (Anderson, 2008). Also, approaches in which 
languages are taught separately bring about effects upon the students’ attitudes towards 
the studied language (Huguet, 2006). with the usage of LA activities, it becomes easier to 
include languages spoken by the pupils and make minority languages a part of the language 
ecology of the class (Hélot, 2017). As pointed out by Ibarraran et al. (2008) in the Basque 
context, LA activities should be included in the curriculum of minority languages’ teaching 
as they can stimulate positive attitudes of students with different linguistic backgrounds. 
similar views towards LA as a key component in the success of minority language learning 
were perceived by trilingual schools in the Italian Dolomites (Darquennes, 2015) and bilingual 
schools on the Italian-French border (Darquennes, 2015).

In sum, LA approaches can help foster positive attitudes towards learning languages, can 
improve the outcomes of language learning and the acquired sociolinguistic knowledge 
about different languages and can help students to better understand the role and situation 
of minority languages (Cenoz & Gorter, 2017). Hence, it is suggested that the LA approach 
can bring positive changes in the attitudes towards languages by raising students’ awareness 
towards the languages around them.

Translanguaging
Over the past years, a rising awareness of the importance of recognising all languages present 
in the class instead of exclusively focusing on dominant instruction languages has led to 
the emergence of translanguaging practices across the globe (García, 2009; García & wei, 
2014). Primarily, translanguaging derives from the idea that pupils can transfer their skills 
from one language to another with a minimum of support, if they are allowed to use their 
linguistic resources fluidly (Cenoz, 2017). Translanguaging serves as both a pedagogical 
approach for teaching multilingual students and an act of flexible bi- or multilingual perfor-
mance (as described above, García & Leiva, 2014), by encouraging speakers to use their 
linguistic repertoire and knowledge. softening the boundaries between languages helps 
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to value multilingual speakers’ resources (Cenoz, 2017). The idea of isolating the target 
language from other languages in the pupils’ repertoire stems from the audio-lingual and 
direct methods. In the school context, the ideology of language separation is sometimes 
associated with one teacher using one language, avoidance of using translation as a learning 
method, or using one classroom for one language (Cenoz & Gorter, 2016). In this article we 
refer to translanguaging as explicit instructional approach and see “pedagogical translan-
guaging” as an intentional instructional approach aimed at integrating two or more lan-
guages, or varieties of languages, and at the development of the pupils’ multilingual 
repertoires as well as their metalinguistic and language awareness (Cenoz & Gorter, 2020). 
Pedagogical translanguaging considers learners as multilinguals who can use several lan-
guages depending on the social context. Their linguistic resources are valued and learners 
are not seen as deficient users of the dominant languages but as multilingual speakers.

several studies have examined translanguaging in various educational settings. For exam-
ple, in the case of slovene-German schools in Carinthia teachers respected students’ language 
choice and at the same time provided support for using the slovene language by including 
its use in informal settings like class breaks, as meta-language, and during exchange pro-
grammes (Purkarthofer & Mossakowski, 2011). Arteagoitia and Howard (2015) tried to improve 
students’ literacy in their second language (L2) by using their knowledge of the L1. The inter-
vention was integrated through using cognates in spanish and English by spanish-speaking 
pupils living in the usA. Regarding minority language regions, using translanguaging as a 
pedagogical intervention in primary schools in the Basque Country received positive feedback 
from teachers (Leonet et al., 2017). They pointed out that translanguaging practices can help 
to facilitate students’ metalinguistic awareness, and at the same time they highlighted the 
importance of reinforcing Basque more than spanish and English due to the lack of using the 
minority language in the spontaneous communication of pupils. Another study investigated 
primary school pupils’ attitudes by using rap as a method for a more modern way to approach 
teaching Irish. The results revealed that the use of transglossic resources helped to foster 
more positive ideological views towards Irish (Moriarty, 2017). Furthermore, a research study 
in wales reported that the use of L1 helps to ensure understanding of the class content when 
the main medium of instruction is L2 (Lewis et al., 2013). similar findings were reported by 
Llurda et al. (2013) in the setting of a Catalan university, which showed that the use of Catalan 
and English improved learners’ comprehension skills in an English-medium class.

In short, LA and translanguaging approaches have been perceived to be fundamental 
elements in multilingual contexts by fostering positive language attitudes among students. 
However, what are the experts’ views about such approaches and their impact on pupil’s 
motivation and attitudes in learning minority languages?. The present study will try to 
address this gap by providing an analysis of teachers’ and teacher trainers’ perspectives 
about the extent to which the implementation of LA and translanguaging approaches is 
perceived to contribute to the enhancement of pupils’ motivation and attitudes to learn 
Frisian.

Methodology

In this study, a qualitative approach (Creswell, 2014) was used to answer the research ques-
tions. Qualitative semi-structured interviews (Galletta & Cross, 2013) were conducted with 
eight teachers and three teacher trainers of Frisian to gain insight into their views and beliefs 
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towards the LA and translanguaging approaches in the province of Friesland. This type of 
interview was designed to be both formal and adaptable, addressing all the important 
dimensions of the research (Galletta & Cross, 2013) and at the same time leaving the 
researcher some space for flexibility with open questions (Croker, 2009).

Frisian in education

Frisian has been a compulsory subject for primary and secondary education in Friesland 
since 1980. while in primary education, 90% of all primary schools offer Frisian as a subject 
and 50% use the Frisian language as a medium of instruction during half a day, or a full day 
per week, in secondary education Frisian is only compulsory in the first grade (pupils aged 
12 to 13) for one hour a week (Duarte & Günther-van Der Meij, 2018b). some schools choose 
to broaden their Frisian language education beyond the first grade, but the number of pupils 
that choose Frisian optional classes and complete Frisian final exams remains reduced. The 
amount and success of Frisian in secondary education is thus very much dependent on the 
teachers’ engagement within the school and the school’s willingness to embrace Frisian as 
an additional subject in grades 2 to 6 (pupils aged 13 to 18).

Instruments and procedures

Eleven semi-structured interviews with Frisian teachers and teacher trainers were conducted. 
The interview guide consisted of two sections on (1) the teacher’s/teacher trainer’s back-
ground and (2) the main part concerning the contribution of LA and translanguaging 
approaches on pupils’ motivation for learning minority languages. The questions were devel-
oped based on the theoretical and empirical literature; some questions were formed based 
on the previous research studies related to teachers’ beliefs (Arocena et al., 2015) and studies 
concerning LA and translanguaging approaches. The questions were open-ended and based 
on the answer, the researcher could ask the participant to elaborate on the given response 
for further probes (Arocena et al., 2015; Croker, 2009). Before the interview, the interviewees 
were asked about the conceptualization of the terms “translanguaging” and “LA” approaches. 
To assure that all the participants were referring to the same overall definition, they were 
provided with the definitions of LA and translanguaging in Frisian, Dutch, and English. 
Interviews were held individually with each teacher recorded and transcribed verbatim 
(Bailey, 2008). The average duration of the interviews was 47 min. The total transcribed mate-
rial contained 37,042 words.

Sample

Considering that the aim of the interviews was to gain experts’ opinions and beliefs towards 
LA and translanguaging approaches, a purposive sampling technique was applied (wilmot, 
2005). In total, there were seven secondary school teachers, three teacher trainers, and one 
teacher teaching Frisian at the university. secondary school teachers taught Frisian as a 
subject in Leeuwarden, the capital of Friesland; teacher trainers prepare students to become 
teachers of Frisian at secondary schools. Their teaching experience ranged from 3 to 42 years 
with an average of 15.6 years. Frisian was the mother-tongue for five participants, Dutch for 
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Table 1. Profiles of participants of the questionnaire.

Participant number gender Function
Teaching experience 

(n = years)

T.1 female Teacher of Frisian 6
language

T.2 female Teacher of Frisian 20
language

T.3 female Teacher of Frisian 9
language

T.4 male Teacher of Frisian 3
language

T.5 female Teacher of Frisian 3
language

T.6 male Teacher of Frisian 42
language

T.7 female Teacher of Frisian 5
language

T.8 male Teacher of Frisian at 40
the university

T.T.1 male Teacher of 20
Linguistics

T.T.2 female Teacher of Literature 17

T.T.3 female Teacher of language 7
proficiency in Dutch
and Frisian

two, and both the dominant and minority language for four interviews. seven participants 
were female and four were male. Table 1 gives an overview of participants.

Data analysis

The interviews were examined through thematic analysis (Braun & Clarke, 2006). Thematic 
analysis helps to identify, analyse, and report patterns or themes within the qualitative data 
and to produce high-quality and rigorous analysis (Braun & Clarke, 2017). In the preparation 
stage, the transcripts were read several times to get more familiarised with the data and to 
gain an overview of the most salient themes. In this study, the theme-based units of analysis 
could consist of a phrase, a sentence or several sentences. Additionally, only manifest content 
was determined to be analysed (Braun & Clarke, 2006). A coding scheme based on research 
on LA and translanguaging approaches in the context of multilingual education was applied 
as guidance in setting up the theme units (Harper & Thompson, 2012). The result of a the-
matic analysis highlights the most significant constellations of meanings in the examined 
dataset (Harper & Thompson, 2012). subsequently, the transcripts were loaded into the 
software Atlas.ti and coded. Codings were discussed among the authors to increase validity. 
Consequently, some sub-categories were merged or renamed. Four main themes emerged 
from the final stage of data analysis in which sub-categories belonging to the same theme 
were clustered together. An overview of the major themes and sub-categories belonging 
to them can be found in Table 2.

Results

In this section, the main findings of the interviews will be discussed. The section is divided 
into the four main themes (with sub-categories) that derived from the thematic analysis: 
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beliefs relating to pupils’ language attitudes, beliefs and practices relating to the LA approach, 
beliefs relating to translanguaging practices, factors influencing language attitudes.

Beliefs and practices relating to the LA approach

Possibilities and challenges
with the highest percentage of the total codings (31.6%), all participants have given import-
ant insights into their beliefs about the LA approach in the context of multilingual education. 
In general, participants expressed positive attitudes towards this approach and highlighted 
that it could help to break up already formed language perceptions and raise pupils’ aware-
ness of the existence of different languages. This opinion is explicitly displayed in the 
quote below:

“People, in general, in the Netherlands, seem to believe that the sole language of the Netherlands 
is Dutch and when you go abroad you speak other languages and that’s it. And I think you can 
break up this perception of the world by introducing more languages into the classroom, to show 
that it is normal to speak more languages […] also in the Netherlands many native or foreign 
languages are spoken” (T.T1).

In the context of the diverse classes with pupils from various linguistic backgrounds, three 
teachers mentioned similar advantages that discussing pupils’ home language contributes 
to the development of their identities and the creation of a trust bond between the teacher 
and students. The following fragments support the aforementioned:

“In the first lessons I always try to comfort them [students] with their own languages… It’s normal 
that you have another language, and it doesn’t have to be Frisian of course, so it’s comfortable for 
them” (T.2).

Table 2. Final coding scheme and percentage of codings.
Main themes sub-categories Percentage of codings (%)

Language Awareness 
approach (LA)

• La & culture
• La & identity
• Opinion of La
• risks/ disadvantages
• Benefits
• examples of activities
• Teacher trainers’ views

31.6

Translanguaging 
approach

• Challenges/ constraints
• Opinion
• Possibilities
• examples of classroom practices

20.2

Language attitudes • attitudes towards Frisian (Dutch L1)
• attitudes towards Frisian (Frisian L1)
• attitudes towards Frisian (migrant language L1)
• Difference in attitudes towards Frisian before and now
• Other teachers’ attitudes towards Frisian
• Overall language attitudes towards Frisian

20.5

Factors influencing 
language attitudes

• gender difference
• Materials
• Location
• school & teachers
• Time

9
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“…for the kids who don’t speak Frisian, if I can, I connect the exercise to their own language or ask 
their opinion […] then everybody has something to say, because everybody can speak about how 
they think of something” (T.5).

Three teachers highlight that they would like to see a higher presence of Frisian in other 
subjects apart from their classes which would have a positive impact on attitude develop-
ment among pupils. T.6 and T.7 already have experience in teaching Biology classes in dif-
ferent languages and History classes in Frisian. Additionally, they collaborate with other 
schoolteachers breaking down the boundaries between the languages and subjects:

“We are now developing a place in school […] called a “talenplein”, square of languages. That’s 
where we try to make subjects and languages meet, where they can strengthen each other… We 
can develop things where we can use different languages on the same subject” (T.6).

According to five teachers, one of the main challenges of implementing LA activities is 
the lack of time which makes the teachers compelled to stick to the school programme: 
“There is not a lot of time and I think in the Dutch school system there are not a lot of new oppor-
tunities to develop new things” (T.T.2). This commonly expressed view indicates that having 
more class hours allocated to Frisian would allow teachers to integrate more diverse and 
interesting activities related to language awareness which could increase pupils’ motivation 
towards learning Frisian. For example, T.1 would like to carry out an activity related to the 
exploration of Linguistic Landscapes in the city and add school signs in Frisian, Dutch, and 
English; T.2 would take pupils to discuss the poetry routes in the city; T.4 would do schools-
capes and investigate the presence of Frisian and other languages within the school and 
their role.

Strategies
For many teachers, tailoring the lesson to the particular needs of the students and finding 
a suitable way to provide quality and appealing lessons for them is fundamental. In T.3’s words:

“I cannot force anyone to like Frisian. I am more of ‘seducing’ than ‘pushing down the throat’”. (T.3)

In relation to the Frisian speaking pupils, T.5 and T.6 work on enhancing socio-cultural 
awareness by emphasising the importance of having students discuss and reflect their own 
language choice in different settings and contexts:

“…your language is your identity, and I always try to link it when I try to motivate or when I try to 
explain to children why we have to learn Frisian: it’s part of your identity, and it’s part of the culture 
where we are living in” (T.5).

“Pupils saw that suddenly when they entered a shop in Leeuwarden, they used Dutch, even when 
people they met in the shop could understand Frisian; while when they went to shop in their own 
village, they used Frisian. We spent some hours discussing those things, and they were surprised 
when they looked at their own language behaviour.” (T.6).

In most cases, Dutch is used as a language for comparison with Frisian along with other 
majority languages such as German, English, spanish, and French. Five teachers mentioned 
activities geared towards creating language families and reflecting on the findings. For 
example, discovering similarities between Frisian and English caused positive reactions 
among the students:
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“…it was like a light bulb came out. They really saw the similarities between Frisian and English […] 
So, they were like “oh it was older than Dutch”. That made it a lot cooler. So, those things helped”. (T.1)

Another illustration of an LA activity was the creation of an etymological movie with the 
pupils comparing Germanic languages:

“Pupils compare [some words] to other Germanic languages and then they make a film about it. 
They were really excited when they saw the comparisons between the languages and how these 
things developed” (T.6).

Moreover, according to the beliefs of two teachers’, fostering LA activities of how language 
functions, can help students in gaining deeper insights into the language as a system and 
facilitate stronger fundamentals for learning other languages by improving their metalin-
guistic awareness.

In sum, the interviewed teachers held positive attitudes towards the LA approach as a 
means to raising pupils’ motivation towards Frisian. Most of the teachers implement various 
activities aimed at breaking down boundaries between languages, sometimes in collabo-
ration with other colleagues. However, lack of time is considered as the main obstacle of 
dedicating more time to LA, as teachers must follow primarily the school curriculum. The 
teacher trainers agree with the abovementioned point of view and suggest that more space 
could be allocated for Frisian at school in the future.

Beliefs relating to translanguaging practices

Possibilities and challenges
20.2% of all the codings were focused on the theme related to translanguaging. when asked 
about translanguaging practices in the class, all participants expressed a similar opinion 
as to the advantages of using it. It is seen as “a good alternative to get away from the bound-
aries…” (T.4). However, they indicated that it also depends on the location of the school 
and the language background of their pupils. In the settings where most pupils do not 
speak Frisian and come from other language backgrounds, translanguaging serves as a 
helpful tool to teach and explain the material.

Three teachers mention that it happens very naturally to integrate Dutch and Frisian 
in the same sentence to provide better understanding and ensure that the pupils are at 
the same learning pace. T.T.3 finds the use of translanguaging in the context of teaching 
Frisian as a spontaneous process, however, she notices that “for Dutch teachers that’s very 
difficult, they are very focused on Dutch. So, they hardly use examples from different languages”.

One of the challenges when using translanguaging, identified by two teachers, is the 
idea that using two or more languages might lead to the decline of Frisian: “What I am afraid 
of is that Frisian will decrease quickly. It is already a very hard work to give Frisian a full place in 
the school” (T.3). To overcome those fears, one of the teacher trainers states that “teachers 
should be convinced that multilingualism is a normal thing and not something they should be 
afraid of and that’s not only something teachers of Frisian can attain” (T.T.3). Moreover, as 
observed by T.5, this applies not only to Dutch teachers but also to Frisian teachers who 
tend to speak Dutch with their pupils during the class notwithstanding the fact that the 
pupils are also Frisian speakers.
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Strategies
Attitudes towards translanguaging are not static and might fluctuate. T.7’s case can be cited 
as an example. she was skeptical towards the translanguaging approach until the moment 
she tried it with pupils also learning spanish. After observing positive reactions in pupils’ 
attitudes, she started implementing practices of using both languages in the Frisian class 
as well.

“…I thought that if I only started speaking Spanish or Frisian it wouldn’t work. So, I realised I had to 
use both languages in the classroom” (T.7).

In the settings where the presence of Dutch and Frisian speakers prevails in the class, 
two teachers mention that they prefer to use predominantly Frisian as a medium of instruc-
tion and use Dutch as a last resort. It is implicit that the use of Dutch should be put to a 
minimum and be present only in situations when pupils cannot grasp the meaning 
of a word.

“…normally I try to avoid doing it in another language, trying to continue in Frisian […] if they don’t 
understand me, then it’s difficult continue talking to them in Frisian” (T.4).

“I always speak Frisian, but a lot of students say, “I really can’t understand it”, then I always say “Then 
you have to listen better… “because Frisian and Dutch are almost the same. […] I think when I speak 
calmly, slowly, they should understand me” (T.1).

On the other hand, referring to the students’ language background, two teachers note 
that they adapt their way of teaching and start teaching mainly in Dutch at the beginning 
of the classes. with time they gradually use both Frisian and Dutch and at some point, switch 
only to Frisian as the primary language of instruction, saying that “when I have the feeling 
that pupils understand me, then I use Frisian” (T.3).

In sum, teachers and teacher trainers held positive attitudes towards the use of translan-
guaging in the classroom; however, they mainly perceive it as a scaffold to help them get 
students to use the Frisian language rather than as a strategic practice. This might be caused 
by the worry that the use of two or more languages can lead to the decline in the use of 
Frisian and in other cases to the difficulty of some teachers to code-switch. As for the strat-
egies, the general tendency is to foster the use of Frisian as much as possible.

Beliefs relating to pupils’ language attitudes

Attitudes and motivation
During the interviews, 20.5% of the codings were attributed to the respondents’ opinions 
regarding pupils’ language attitudes. In general, all the teachers had the shared opinion that 
not all pupils show positive attitudes towards Frisian and in many cases, they see it as only 
“a subject at school, something that must be done” (T.5) and “not as a language you can always 
use […] what’s the use of Frisian? Why do I have Frisian?” (T.3).

Three teachers and two teacher trainers mention that the attitudes vary depending on the 
location: in larger cities, it is widely perceived that Frisian is “a language of peasants” (T.4) and 
the language is seen as alien to the community “Frisian almost functions like a foreign language, 
people are not aware that it is spoken by hundreds and thousands of people around them, because 
they don’t see/hear this in their own classrooms” (T.T.1). Conversely, pupils in the countryside are 



LANGuAGE AwARENEss 13

said to demonstrate more positive attitudes. T.2 quoted as an example of her own experience 
of learning Frisian: “…when I moved from the city to the village, then I started speaking Frisian…”.

Additionally, two teachers observe that pupils in higher grades who choose Frisian for 
their exam, have more positive attitudes and stronger motivation towards learning the lan-
guage: “…they want to learn Frisian very, very much, otherwise they wouldn’t choose it” (T.7) 
and T.1 upholds a similar perception by saying: “…when the children get a little bit older… maybe 
13, they get prouder of their language again […] they really want to speak it”.

The role of pupils’ background
After being asked if the interviewees see any differences between students with migrant 
backgrounds, with L1 Dutch and with L1 Frisian in their attitudes and motivation to learn 
Frisian, divergent views were unveiled. Regarding Frisian-speaking pupils, three teachers share 
a similar opinion that generally they hold the most positive attitudes towards Frisian, saying 
that “they’re native speakers, so it’s very close to them” (T.5). T1 indicates that many students feel 
very proud of speaking Frisian “…if someone else in a classroom isn’t speaking Frisian, then they 
say: “Hey, hey, this is Frisian!” and then they have to switch”. On the other hand, in the learning 
context, sometimes, they do not feel motivated to learn Frisian: “Why do we have to learn 
Frisian? I already speak Frisian” (T.5). However, some Frisian pupils feel anxious in stating that 
they are Frisian, as they may feel extra pressure from the teacher: “I have to do it well because 
I’m Frisian” and that means they have to do more than the children that are not Frisian” (T.1).

Noted by T.1 and T.7, being ashamed is also prevalent among some Frisian pupils. T.1 
shared that students even lie about which languages they speak:

“…some children are lying about whether they are Frisian or not. And then, later on, I speak with 
their parents and they speak Frisian and I’m like, “Well I didn’t know”. So, they’re really ashamed” 
(T.1).

Regarding the Dutch-speaking pupils, three teachers indicated that these pupils do 
not feel that they need to know Frisian to live in the province of Fryslân. The teachers 
observed that the pupils do not regard Frisian as important since they think “I have it only 
for one year and after that, it’s done” (T.T.3), which might negatively affect their motivation 
and have an impact on Frisian pupils as well. As a counterweight to the aforesaid view, T.6 
claims that “there are enough Dutch-speaking pupils who are keen on learning something 
about the history and culture of our province […] and the history of the language because 
they see that Frisian is part of the European family” hence strengthening their attitudes 
towards Frisian.

As for the pupils coming from diverse linguistic backgrounds, four teachers shared 
homogenous views that these students display favourable attitudes towards Frisian. 
According to the T.5’s observations, some migrant pupils achieve higher results in Frisian 
than Dutch or Frisian pupils. some of the explanations, provided by the interviewees, are 
that they sufficiently learn Frisian because they know more languages and “understand the 
difference of the languages” (T.2). Moreover, they don’t have “prejudices towards the Frisian 
language” (T.4). T.5 and T.6 express similar thoughts that pupils coming from abroad are 
highly keen on learning because “they want to create a new future by coming here. They want 
to know about our province and language; Frisian is part of it” (T.6). The quotation by the T.5 
supports and supplements T.6’s opinion:
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“…these pupils are very motivated to learn anything, I think, it’s because of their background, 
because maybe they came from countries where they couldn’t go to school or something. So, then 
the parents are pushing their children to do their best at school, and I notice they are motivated” 
(T.6).

In essence, the analysis of the beliefs relating to the pupils’ language attitudes towards 
Frisian revealed that all the teachers and teacher trainers follow similar views, unveiling that 
students’ attitudes are heterogeneous and vary from case to case, depending on different 
factors such as language background, location of the school, gender, and age. However, a 
pattern can be found in that Dutch native speakers tend to be more negative and unmoti-
vated towards learning Frisian, while migrant pupils are more positive. Regarding Frisian 
pupils, their attitudes follow two extremes: some pupils are proud of their language, while 
others are ashamed of acknowledging their mother-tongue.

Factors influencing language attitudes

Three main factors were mentioned as having a strong impact on pupils’ language attitudes: 
parents, friends and peers, and school management and teachers.

when parents were mentioned, it was mostly to highlight negative beliefs that parents 
pass on to their children: “I don’t have to learn Frisian, my dad thinks it’s stupid” (T.3) or "you 
don’t need to do your best for Frisian, because Frisian is not an important subject, and it doesn’t 
matter” (T.T.3).

Two teachers mention “friends’’ or “peers” as factors that might have an impact on pupils’ 
attitudes in a similar manner. T.3′ quote supports these views: “Sometimes a group is very 
negative, and they stay negative. And maybe some students are more positive, but they don’t 
show it because of peer pressure”.

Finally, school management and staff were repeatedly mentioned by five secondary 
school teachers out of seven. T.5 shares that during the work at school, most of the teachers 
prefer to speak Dutch and students might not even know that they also speak Frisian. T.3 
observes that not all the teachers see the value of Frisian:

“Why can’t everything just be in Dutch?” I suspect that some teachers don’t like it at all, especially 
that Frisian should have a place in the multilingual curriculum. Multilingual education has, so far, 
no chance at our school. In theory, things are often very fine, but to put it into practice is often diffi-
cult” (T.3).

Hence, to achieve positive results “you also have to cooperate with your colleagues” (T.7) 
but, on the other hand, you cannot force them if they have “no feeling for it…it is not going 
to work” (T.7)

Discussion

This paper aimed at gaining insight into teachers’ and teacher trainers’ views and beliefs 
towards implementing LA and translanguaging approaches as pedagogical practices to 
enhance pupils’ motivation and positive attitudes to learn a minority language. Overall, the 
interviewed teachers believed that the LA approach helps to raise pupils’ knowledge of other 
languages by constructing a link between them, subsequently increasing their motivation 
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and generating positive language attitudes. This is in line with previous findings claiming 
that students’ attitudes can be positively influenced by raising awareness towards languages 
around them (Cenoz & Gorter, 2017; Hélot, 2017). The reported main factors impacting pupils’ 
attitudes (i.e., parents, friends and peers, and school management and teachers) suggest 
that great attention should be given to creating alignment between those parties. In other 
words, a pupil holding positive language attitudes towards Frisian (based, for instance, in 
the student’s background) must face a big challenge in the school context if the school 
curriculum does not seem to acknowledge the relevance of this language. Concretely regard-
ing the LA approach, its implementation is mainly favoured as a way to counter negative 
attitudes that are based on beliefs that point to the usefulness of learning a minority lan-
guage. As reported by the interviews, the LA approach contributes to strengthening pupil’s 
critical thinking about languages which might help to generate positive believes about 
multilingual practices and their usefulness.

Another advantage mentioned was that LA contributes to the development of pupils’ 
identities by welcoming pupils’ languages in the classroom, hence leading to an increase in 
motivation to learn the minority language. This belief seems in line with previous studies 
that found that LA strengthens the formation of pupils’ cultural, linguistic, and personal 
identities (Anderson, 2011; Cummins, 2006). Yet, it can be seen in the data that the role of 
LA in the promotion of minority languages at school is still not being given a prominent 
position, and language separation ideologies are often supported by educators to protect 
and promote minority languages (Cenoz & Gorter, 2017). One of the main challenges in 
implementing LA activities, as stated by the teachers in this study, is the lack of time allocated 
to Frisian, which compels teachers to follow the school curriculum. similarly, in the study by 
Rimšāne et al. (2015), teachers in Eastern Latvia expressed positive attitudes towards LA 
activities and their integration into the classes. However, due to the necessity of the pupils’ 
preparation for the state examinations, many of these teachers did not feel motivated to 
conduct those activities.

Regarding practices of pedagogical translanguaging, a clear contrast between beliefs 
and practices was found (Lewis et al., 2013). On the one hand, Frisian teachers expressed 
positive attitudes towards using translanguaging in class and acknowledged often alternat-
ing between Dutch, Frisian and other languages or varieties to accommodate to pupils’ 
communicative needs. In practice, though, most teachers preferred to predominantly use 
Frisian. These findings seem in line with a study by Arocena et al. (2015) in which Basque 
teachers considered the cross-linguistic use of languages as a natural process; however, in 
the class, they preferred to avoid using several languages. Additionally, some teachers in 
this study assumed that using two or more languages may lead to the gradual decline of 
Frisian. As discussed by Cenoz and Gorter (2020), the reported instances of pedagogical 
translanguaging point towards its use in the form of several instructional strategies which 
integrate two or more languages and are planned by the teacher previously, such as trans-
lating, re-phrasing content in another language, adjusting to pupils’ communicative needs. 
However, some of the practices reported by the teachers could be also considered as spon-
taneous translanguaging which refers to practices of bilingual use in naturally occurring 
contexts where boundaries between languages are fluid (Cenoz & Gorter, 2020). According 
to Cenoz and Gorter (2020), “spontaneous discursive practices of bilinguals can be used 
pedagogically to develop students’ awareness about the way languages are used in natural 
communication” (p. 307). Thus, whereas translanguaging is acknowledged by the teachers 
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to be a universal feature of language contact situations in minority regions, their approach 
to pedagogical translanguaging does take into consideration that the alternation between 
languages in regional minority contexts may be damaging to the minority language. In this 
respect, the teachers’ opinions in the sense that too little space is being allowed to Frisian, 
and their reticence to translanguage in these small Frisian islands within otherwise Dutch-
language schools, support a view of translanguaging which is in accordance with the liter-
ature on translanguaging in minority language areas (Cenoz & Gorter, 2017).

Conclusion

The findings of this study revealed that, overall, teachers held positive beliefs about the value 
of LA and implemented various activities using LA as their framework to raise pupils’ aware-
ness of other languages. However, some of their beliefs were not consistent with their actual 
teaching practices, a fact that occasionally they were not aware of (Lee, 2008). Additionally, 
our research suggests that the implementation of LA and translanguaging in minority lan-
guage education is being thwarted by several obstacles such as lack of time, curriculum 
pressure, lack of support from school management, other teachers’ attitudes, and limited 
possibilities for collaboration, which hinder teachers from using more in-depth language 
awareness activities and integrating translanguaging practices in education. Nonetheless, 
despite the challenges that implementing these approaches might mean, interviewees 
reported that both approaches contributed to pupils’ motivation, attitudes and to strength-
ening pupils’ critical thinking about the languages around them. In none of our interviews, 
their opinions suggested that the implementation of LA and translanguaging approaches 
was detrimental to pupils’ academic performance or had negative outcomes in other areas, 
which seems to confirm that the implementation these approaches might contribute to 
developing and promoting a new linguistic culture in the context of minority language 
education and to tackle challenges related to multilingualism (Hélot, 2017).

To the best of our knowledge, our study is the first to look at teacher and teacher trainers’ 
perceptions of LA and translanguaging approaches within the context of Frisian language 
education. Our findings provide some innovative insights of the affordances and constraints 
of LA and translanguaging approaches for minority language education:

1. Teachers and teacher trainers are mostly aware of recent multilingual approaches fea-
tured in the literature and reflect in complex ways on their possible impact for minority 
language education and in particular for raising pupils’ motivation to learn Frisian;

2. Attitudes towards the use of such approaches are mainly positive and several advan-
tages specific of minority language education are clearly identified by the interview-
ees (e.g., more natural language use, higher motivation, metalinguistic awareness);

3. Constraints mostly relate to the curricular time allotted Frisian language education 
and language separation ideologies in secondary education in general, preventing 
Frisian to be included and used in other subjects.

In the light of these findings, and as further research, we suggest looking at pupils’ language 
attitudes in relation to teacher and teacher trainers’ perceptions of LA and translanguaging 
approaches. In other words, to explore how the perceptions of teacher and teacher trainers’ 
might be influencing pupils’ attitudes towards multilingual practices in the school context.
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