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backgrounds. In educations systems shaped by a monolingual habitus those students often end 
up in situations where their individual language practices are not valued. The ideas of a mono-
lingual habitus are based on coloniality and a self-understanding that imagines one’s own lan-
guage practices as the desired norm. This literature review found that the sense of belonging of 
linguistically diverse students (bilinguals, multilinguals and emergent bi/multilinguals) can be 
positively impacted when breaking that monolingual habitus.  
Important for sense of belonging are among others the feeling of being accepted and valued, 
having agency, being motivated and confident, succeeding academically and having good rela-
tions with peers and teachers. Breaking the monolingual habitus shows acceptance of students’ 
language practices. The backgrounds and language practices of all students can be valued. Stu-
dents may achieve the agency to impact their environment and participate in class more, if they 
are not being stomped by being denied permission to use their whole linguistic repertoire. 
Breaking the monolingual habitus makes it easier to build on students’ knowledge and make 
concepts understandable for them. Strategic inclusion of students’ second or third languages 
may benefit peer connections. Students of monolingual backgrounds may show more awareness 
and acceptance towards languages if they are used to them. Additionally, including students’ 
second or third languages can improve language learning because of an increased metalinguistic 
understanding. Learning a new language faster can make developing peer connections easier 
for emerging bilinguals. The inclusion of those languages can also benefit teacher relationships, 
since the teacher may show increased understanding and sympathy towards the students’ lan-
guage practices. The teacher may also recognize the knowledge and abilities of students more 
easily, if the students are not halted by supposed wrong language practices.  
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1 Introduction 

This thesis discusses what role breaking the monolingual habitus plays in creating a sense of 

belonging for linguistically diverse students. School classes’ linguistic diversity is increasing 

(Crawford, 2020; D’warte, 2014; Gynne, 2019; van der Wildt et al., 2017) and often teachers 

do not know how to respond to it (Alisaari et al., 2019; Cassar & Attard Tonna, 2019; Vanbuel 

& van den Branden, 2021). Instead of acknowledging students’ multilingual realities, schools 

often continue to operate in a monolingual way (de Jong et al., 2020; Dell’olio, 2018; van der 

Wildt et al., 2017). My study is mainly concerned with the interactions between students’ sense 

of belonging and multilingualism in school. Sense of belonging is described (DeNicolo et al., 

2017; van Caudenberg et al., 2020) as a basic human need that describes the feeling of being 

respected, valued, supported and included. Gómez Fernández (2019) claims that sense of be-

longing would be especially important for students from marginalized groups. I decided to fo-

cus on sense of belonging, since it is a basic human need (Van Caudenberg, 2020), which, e.g., 

academic success is not. My objective is to find out if this essential feeling can be benefited by 

breaking the monolingual ideologies, that many schools subscribe to (de Jong et al., 2020; 

Dell’olio, 2018; van der Wildt et al., 2017).  

The format of the study is a literature review. Papers about multilingualism, the situation of 

students with different linguistic backgrounds, sense of school belonging and translanguaging 

are used to construct this study. I focus on peer reviewed articles and made sure to include 

studies from different national contexts to prevent that the literature becomes biased towards a 

certain school curriculum. The idea is to find out about how multilingualism has been integrated 

into different schools so far and how different kinds of implementations may affect school be-

longing.  

My main research question can be formulated as followed: “How does breaking the monolin-

gual habitus in school create sense of belonging for linguistically diverse students?”. Research 

questions leading up to this final question are: “How does monolingual habitus appear in 

schools?”, “How can monolingual habitus be broken?”, and “How do linguistic practices im-

pact sense of belonging?”.  

I hope that this study increases awareness for the importance of the inclusion of students’ home 

languages in school. As a future teacher, I want to understand how to best support my students. 

Breaking the monolingual habitus may equip teachers with the flexibility, that linguistically 

diverse classrooms need (Cassar & Attard Tonna, 2019). 
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2 Defining the Main Concepts 

To begin the main part of this thesis, I define some of the main concepts discussed in this thesis. 

These main concepts are monolingual habitus, breaking the monolingual habitus, sense of be-

longing, language awareness, multilingualism and bilingualism, linguistically diverse student, 

and linguistic repertoire.  

As mentioned before, schools are often framed by a monolingual idea (de Jong et al., 2020; 

Dell’olio, 2018; van der Wildt et al., 2017). Between languages there often is a power struggle 

and schools’ language of instruction is usually in the more powerful position (Tjandra, 2021), 

which enables a top-down implementation of monolingual ideologies (Gynne, 2019). Gaining 

proficiency in this dominant language of instruction is often carried out in a way that neglects 

the abilities of culturally and linguistically diverse students (de Jong et al., 2020). This leads to 

a monolingual habitus, where only one language is considered legitimate (Kiramba, 2018). This 

language is said to dominate a culture and people who are not proficient in that language are 

socially disadvantaged (Bruhn and Lundquist, 2001, as cited by Kiramba, 2018). Framed by 

this monolingual habitus, proficiency in non-legitimated languages is even considered socially 

disadvantageous (Kiramba, 2018). Hegemony in linguistic practices doesn’t only concern 

named languages, but also the division of academic and social language may marginalize stu-

dents (Jensen & Valdés, 2021). Academic language is a high regarded construct, while the lan-

guage of racialized people is considered disreputable (Jensen & Valdés, 2021). I define break-

ing the monolingual habitus as all kinds of attitudes, practices or policies, that are supposed to 

increase language awareness, include students’ various home languages and other language 

practices or challenge the idea of strictly divided language systems in general.  

Van Caudenberg (2020) considers sense of belonging a basic human need and essential for 

individual wellbeing. Sense of belonging is a relational construct (de Jong et al., 2020; 

DeNicolo et al., 2017; van Caudenberg et al., 2020) that describes the idea, that students feel 

they are being valued as parts of the school community (DeNicolo, 2019; DeNicolo et al., 2017; 

Riley, 2019). Peer and especially teacher relationships are important for students to feel sense 

of belonging (de Jong et al., 2020; DeNicolo, 2019). Classroom settings that create sense of 

belonging are beneficial for students’ identity development (Alisaari et al., 2019). Also, lin-

guistic and cultural practices construct sense of belonging (de Jong et al., 2020), which indicates 

the relevancy of monolingual habitus for sense of belonging. 

The concept of language awareness is defined in van den Broek et al. (2022) as possessing 

certain knowledge about different languages and language learning. When teaching language 

awareness, students gain sensitivity of their own and others’ language learning processes and 

language use. Students may engage with language by sharing ideas about language and discuss 

the insights of other students. A classroom that aims to raise language awareness engages the 

students (van den Broek et al., 2022) and encourages them to discover how meaning can be 

constructed through different languages (Tjandra, 2021). 

“Multilingualism” and “bilingualism” are terms that are often used synonymously (Trebits, 

2019). They describe the concept of using two or more languages in everyday life (Trebits, 

2019).  I loaned the term “linguistically diverse students” from de Jong et al. (2020) to describe 

students whose home language or language practices differ from the hegemonial language or 



   

 

6 

 

language practices. Linguistically diverse students may already speak two or several languages, 

they may be students who utilize a lot of code-switching and mix between different languages 

(Martínez, 2018), or they may be “emergent bilinguals” (Vera et al., 2021, p.2), students who 

do not yet speak a second language, but have the potential to develop bilingualism, e.g., because 

of recent migration. 

One concept important to the scholars researching linguistically diverse students is the idea of 

a “linguistic repertoire”, which describes all the discourses, languages, dialects or anything re-

lated to languaging, that someone may know (Alisaari et al., 2019; Anya, 2021; D’warte, 2014). 

The idea of a linguistic repertoire goes beyond the notion, that someone knows a number of 

named languages, which are separate from each other (Alisaari et al., 2019; Anya, 2021; Gómez 

Fernández, 2019; Przymus, 2016; Sánchez et al., 2017). 
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3 The manifold experiences of linguistically diverse students 

In many schools, students with a differing linguistic background fall behind their peers aca-

demically (Gómez Fernández, 2019; van Caudenberg et al., 2020; van der Wildt et al., 2017). 

Many teachers consider a recent migration and students’ home languages as an obstacle for 

schooling (Bonacina-Pugh, 2013; Cassar & Attard Tonna, 2019; van der Wildt et al., 2017). 

Scientific literature however often claims the opposite, stressing the point that home languages 

play an essential role for academic learning (Alisaari et al., 2019; Hornberger & Link, 2012; 

Picton & Banfield, 2020; van der Wildt et al., 2017) and for emerging migrant students’ identity 

building (Bonacina-Pugh, 2013; Dell’olio, 2018; DeNicolo, 2019; Gómez Fernández, 2019; 

van der Wildt et al., 2017). Ideologies of linguistic, social and cultural homogeneity strengthen 

the perception that societies are close and finite systems that don’t legitimate everyone to be-

long (Dell’olio, 2018). Schools’ language policies, influenced by this idea, are often aiming for 

one language of instruction, hoping for assimilation of students with migration background 

(Dell’olio, 2018). Following that, many students are not able to attach their home languages to 

the school context (Alisaari et al., 2019). To find answers to the question “How does monolin-

gual habitus appear in schools today?” I used studies that looked at various kinds of school 

programs from different national contexts. Some schools focused on multilingual or bilingual 

issues, others had no such mission. 

Alisaari et al. (2019) conducted a quantitative study in Finland, inquiring teachers’ beliefs and 

attitudes concerning multilingualism in school. They divided the teachers’ ideologies into three 

main categories: Advocacy, Allowance, or Denial of multilingualism in the classroom. In this 

study teachers were considered to conduct an advocacy approach, if they reported advocating 

the use of multiple languages inside their classrooms. If the teacher reported that students could 

use home languages in the classroom during specific situations but they do not actively advo-

cate it, their approach was in the allowance category. If the teacher reported that home lan-

guages should always be denied during classes, they are said to have a denial approach. The 

study found that 25.1% of teachers were advocating, 35.6% were using an allowing approach 

and 39% of teachers were completely denying the use of home languages in class (Alisaari et 

al., 2019). This sort of divisiveness can also be found throughout studies presented in this liter-

ature review and in this chapter specifically. 

3.1 Advocating the use of multiple languages at school 

Many parents believe, that learning a second language early on may even be detrimental to 

children’s language development (Lin & Johnson, 2016), but some parents prefer to sign their 

children up for language school programs (Smala et al., 2013). One such program is the in-

creasingly popular Two-way bilingual education program (de Jong et al., 2020). In the class-

room in this study both Spanish and English are used as languages of instructions. The students 

speak either language natively and learn the other one (de Jong et al., 2020). In this program 

the pupils’ diverse linguistic and cultural backgrounds are to be treated as assets or resources 

and not as deficits or problems (de Jong et al., 2020; D’warte, 2014; Palmer et al., 2014). By 
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advocating for multilingualism in the classroom Two-way bilingual education counters assim-

ilation forces and instead celebrates the cultural and linguistic diversity of students (de Jong et 

al., 2020).  

Some researchers found schools who seemed to be more on the advocating end of the ideology 

pendulum without employing any distinct language program. Tjandra (2021) conducted a study 

on the linguistic landscape of a school in Ontario, Canada, where about 85% of students spoke 

English as an additional language. The school had signage in different languages and children 

freely spoke their additional languages inside the school. The research found that children ap-

preciated seeing their languages inside the school and it benefited their sense of belonging. 

They also understood the purpose of the signage, namely that it benefits understanding and the 

sense membership of people with different linguistic repertoires (Tjandra, 2021).  

Advocacy for the diversity of students’ cultures and languages has been observed in one of 

Crawford’s (2020) studies. The researcher followed an Australian music teacher’s lesson and 

conducted interviews with refugee students attending that class (Crawford, 2020). Many teach-

ers are influenced by nation state ideologies, which only focus on one uniform culture (Hum-

melstedt et al., 2021) and students from different nations can be viewed to have cultural deficits 

(DeNicolo et al., 2017). This music teacher however advocated for many different cultures by 

including music from various different countries (Crawford, 2020). The students were excited 

to share their backgrounds and songs in their home languages (Crawford, 2020). However, the 

overall focus of the school was still on learning the English language and other subjects taught 

in that school seemed to have less inclusive environments (Crawford, 2020).  

3.2 Allowing the use of multiple languages at school 

These sorts of conflicts between monolingual ideologies and multilingual realities - as de-

scribed by Alisaari et al. (2019) - are recorded in some of the following studies as well. An 

example of this can be noticed in Bonacina-Pugh’s (2013) research of an induction classroom 

for children who recently arrived in France as immigrants. An induction classroom is a class-

room focused on teaching children the French language. The author described how France’s 

educational system’s language policy is rigorously monolingual. However, in a classroom like 

the one observed by the researcher, using languages other than French becomes useful and 

common. Students may, e.g., explain instructions to each other in a common language. The 

official language policy may thus differ from the practiced language policy in classrooms. How-

ever, the author mentions that there are also induction classrooms that do carry out this strict 

monolingual idea (Bonacina-Pugh, 2013). 

Knowing a closely related or otherwise similar language expedites the learning process of a 

target language (Gillet et al., 2021). So, especially when learning related languages, the benefits 

of using several languages become apparent (Gallego-Balsà & Cots, 2018). Gallego-Balsà & 

Cots (2018) conducted a study on international students learning Catalan while studying abroad. 

Since many of the students spoke the closely related Spanish, using Spanish to understand and 

produce Catalan was a common strategy. The teacher did not want interferences with Spanish, 

also to protect the minority Catalan language (Gallego-Balsà & Cots, 2018). The teacher them-

selves avoided any interferences with Spanish, but still allowed students to use their plurilingual 
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resources while learning the language (Gallego-Balsà & Cots, 2018). Likewise, in the study of 

Anya (2021) students were studying Portuguese at a college and often their language production 

was influenced by Spanish. This language class was counting even more on monolingual im-

mersion and any Spanish interference was called out despite the language’s benefits for learning 

Portuguese (Anya, 2021). 

3.3 Denying the use of multiple languages at school 

This transitions into studies which showcase linguistically diverse students who were usually 

not allowed to diverge from the monolingual habitus. A US-American study of Vera et al. 

(2021) found that, outside of English as a second language classrooms, students were frequently 

told to communicate in English, even with peers who spoke the same language as them. Signage 

in languages other than English was not provided, bilingualism and diversity were not treated 

as assets. People were believed to feel uncomfortable hearing languages they don’t understand. 

Discriminatory behaviour was found among teachers and fellow students, and some students 

were ashamed of their accents. However, the situation inside the English as a second language 

classroom was usually more supportive. Teachers provided more support, and you were learn-

ing with students in a similar situation. Still, students attending an English as a second language 

classroom end up facing unique challenges and stigma connected to language discrimination 

(Vera et al., 2021). 

In the Flemish context, many teachers believe that linguistic diversity is harmful for learning 

(van der Wildt et al., 2017). Teachers are often unprepared to teach linguistically diverse stu-

dents. Multilingualism is discouraged and the multilingual background of students ignored. 

Many teachers have deficit perspectives towards students with different home languages and 

those lower expectations lead to children feeling less involved in school life (van der Wildt et 

al., 2017). The researchers referenced a study, which found that 77% of teachers in the Flemish 

part of Belgium agreed, that one should not allow students to talk in their home language, even 

if they do not speak Dutch (van der Wildt et al., 2017). Many students themselves believe that 

multilingualism is an obstacle, if you want to be academically successful (van der Wildt et al., 

2017). When students speak languages that the teacher does not understand, the teacher may 

feel uncomfortable and like they are losing control (van der Wildt et al., 2017). The researchers 

found that teachers showed generally more acceptance towards linguistically diverse students 

in more linguistically diverse schools (van der Wildt et al., 2017).  

Van Caudenberg et al. (2020) conducted a qualitative study, collecting migrant youth’s own 

narratives on their school belonging. Young people with a migrant background shared different 

kinds of experiences with the researchers. Positive experiences include teachers who display 

tolerant practices concerning multilingualism and not being denied speaking your home lan-

guage. However, those narratives were more of an exception to the rule and feelings of being 

an outsider, not belonging are an issue for many young people who migrated (van Caudenberg 

et al., 2020). Oftentimes these students felt invisible and silenced. The authors mention that 

there is a significant school achievement gap. In the Flemish context, youth with a migration 

background frequents the lower-status technical and vocational school tracks proportionally 

more than youth without any recent migration background (van Caudenberg et al., 2020). Mi-

grant students also end up repeating years more often and leave education more commonly 
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(Van Caudenberg et al., 2020). Vanbuel and van den Branden (Vanbuel & van den Branden, 

2021) add to that, that in Flanders there are significant differences in the reading skills of native 

and non-native Dutch speakers. Van Caudenberg et al. (2020) point out that the sense of be-

longing of migrant youth is lower.  

Cassar and Attard Tonna (2019) conducted a study about how language influences recently 

migrated female students’ peer interactions at a Maltese school. The researchers found that the 

migrant students were labelled deficient or weak, because of limited English and Maltese abil-

ities (Cassar & Attard Tonna, 2019). Support focused on helping the students learn the domi-

nant languages more quickly. Teachers had not received training to utilize language diversity. 

Approaches of using languages more familiar to the students for meaning making and learning 

were not mentioned but some supplementary material and special support was provided (Cassar 

& Attard Tonna, 2019). By denying connections to students’ home cultures and languages, 

assimilation of students may be imposed (DeNicolo et al., 2017). Sense of belonging was sup-

posed to be created by making language learning a priority and then peer relationships being 

able to be formed through those newly acquired language skills (Cassar & Attard Tonna, 2019). 

Until then, the students often felt left out and sometimes even bullied (Cassar & Attard Tonna, 

2019). Their efforts were ignored frequently, and they felt othered (Cassar & Attard Tonna, 

2019). 

The studies highlighted in this chapter show, that students’ multilingualism is more often ap-

preciated in classrooms focusing on linguistically diverse students (de Jong et al., 2020; Vera 

et al., 2021) or schools with a high share of linguistically diverse students (Tjandra, 2021; van 

der Wildt et al., 2017). Schools or programs with no special focus on multilingualism are often 

inclined towards a monolingual ideology that does not appreciate the students’ linguistic reper-

toires (Anya, 2021; Cassar & Attard Tonna, 2019; van Caudenberg et al., 2020; van der Wildt 

et al., 2017; Vera et al., 2021). But a school environment is not usually either multilingual or 

monolingual. A good example is found in the study of Bonacina-Pugh (2013) where the class-

room environment is different to the official policy and a sort of discrepancy between ideology 

and practice can be recognized. Similarly, Gallego-Balsà & Cots (2018) describe how a lan-

guage teacher does not model any interaction between different languages but does allow the 

students to make use of their linguistic repertoire for learning purposes.  
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4 Breaking the monolingual habitus in school 

The prior chapter showed how manifold the experiences of students in different school pro-

grams and different parts of the world may be. This chapter continues to describe, how a mon-

olingual habitus can be created and aims to locate advantages of going past this monolingual 

habitus in the context of the research question “How can monolingual habitus be broken?”. The 

literature concerning language use in school that I found was unanimously in favour of the idea, 

that home languages are important for linguistically diverse students (Alisaari et al., 2019; 

Anya, 2021; Bonacina-Pugh, 2013; Conteh, 2018; Dávila, 2017; de Jong et al., 2019, 2020; 

Dell’olio, 2018; DeNicolo, 2019; D’warte, 2014; Gallego-Balsà & Cots, 2018; Gómez Fernán-

dez, 2019; Gunnarsson, 2019; Gynne, 2019; Hornberger & Link, 2012; Jensen & Valdés, 2021; 

Kiramba, 2018; Martínez, 2018; Melo-Pfeifer, 2021; Palmer et al., 2014; Picton & Banfield, 

2020; Piller et al., 2021; Przymus, 2016; Riley, 2019; Sánchez et al., 2017; Smala et al., 2013; 

Tjandra, 2021; van Caudenberg et al., 2020; van der Wildt et al., 2017; Vanbuel & van den 

Branden, 2021; Vera et al., 2021). This chapter first records academic perceptions of how a 

monolingual habitus is created and maintained in schools. Then the impact it has on social 

reproduction is given a spotlight. Afterwards, I showcase examples of how home language ed-

ucation and inclusion of home languages is realized in a select few educational systems. Finally, 

the concept of translanguaging is explained as one approach for breaking the monolingual hab-

itus and its potential for students is illuminated. 

4.1 How a monolingual habitus is created 

Schools’ language policies always stem from ideologies concerning languages and language 

use (Dávila, 2017). Even though languages can coexist very well (Dell’olio, 2018), monolin-

gual approaches frequently dominate multilingual settings and their educational practices 

(Kiramba, 2018). Educational language policies aim to teach the dominant language, in the 

hopes of benefiting communication with migrant students and making them feel that they be-

long to the local community (Dell’olio, 2018). Knowing the majority language can give one 

abilities to fit in (Cassar & Attard Tonna, 2019). Regrettably, working from a position of power, 

these language policies habitually prohibit students from speaking their home language and aim 

for assimilation of students (Dell’olio, 2018), the desirable social characteristic for policy mak-

ers (DeNicolo et al., 2017).  

The ideologies conveyed in school have a significant influence on the students’ own perception 

of their language identities (Melo-Pfeifer, 2021). Oftentimes in education, languages are strictly 

separated, which indicates the assumption that monolingual instruction would be superior 

(Przymus, 2016). Mistakenly, monolingualism is viewed as human’s default condition (Anya, 

2021). However, even though the environment imposes a monolingual way of learning, a lin-

guistically diverse student will learn in a multilingual way (Gunnarsson, 2019; van der Wildt et 

al., 2017). Despite the stigma attached to using your first language in language learning, using 

only the target language does not lead to better learning results (Gunnarsson, 2019). Some lan-

guage learning classrooms do allow the use of the mother tongue. However, often this mother 

tongue is assumed to be the same for everyone and still reinforces the monolingual habitus 

(Melo-Pfeifer, 2021). Alisaari et al. (2019) point out that monolingual practices lead to higher 
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rates of academic failure, since excluding the migrant students’ home language also leads to 

excluding their knowledge on a more general level. The literature shows including students’ 

home languages can be a way to embrace a student and support their learning. 

4.2 A monolingual habitus leads to social reproduction 

The enactment of a monolingual habitus and language separation in school prevents students 

from utilizing their whole linguistic repertoire (Alisaari et al., 2019; Anya, 2021; Sánchez et 

al., 2017), which hurts their language, identity and academic development (de Jong et al., 2019). 

The languages one is proficient in are part of one’s identity (Melo-Pfeifer, 2021). De Jong et 

al. (2020) argue that schools that practice acknowledgement and inclusion of students’ home 

languages may open spaces for them to develop their linguistic and cultural identities. This 

enables practicing problem solving, critical thinking and intercultural communication skills (de 

Jong et al., 2020). Ignoring students’ second language(s) leads to stigmatization and limits their 

access to social capital (Sánchez et al., 2017).  

The monolingual habitus bears on class distinction and social reproduction (Kiramba, 2018) 

also by hampering communication with students’ families. A study from Australia found, that 

through enactment of an English only monolingual habitus, and leaving information in other 

languages inaccessible, some parents are from day one excluded from their children’s education 

(Piller et al., 2021). The essential role that parents play in children’s education is being denied 

(Piller et al., 2021). Those with access to the legitimated language are advantaged, and those 

without it disadvantaged (Kiramba, 2018). Breaking the monolingual habitus may thus alleviate 

social disadvantages. 

4.3 School curricula and monolingual habitus 

Teachers can include students home languages into all kinds of subjects. Language aware prac-

tices in classrooms don’t only increase the motivation and confidence of students (Gunnarsson, 

2019), but they also challenge teachers’ possible deficit views about their linguistically diverse 

students (D’warte, 2014). Teachers themselves are often multilingual too and reflection about 

their own language identities can increase understanding of their linguistically diverse students 

(Melo-Pfeifer, 2021). Teachers make assumptions about what kind of skills and knowledge 

students possess or don’t possess (Martínez, 2018). Including the students’ whole linguistic 

repertoire lets teachers make more accurate observations on the students’ abilities and gives 

them more reference points to build knowledge and skills on (Martínez, 2018). Teachers know 

their students’ strengths better and can use those strengths as resources for learning and teaching 

(Martínez, 2018). This increases the expectations teachers hold about their students’ potential 

(D’warte, 2014). Increased expectations have been found to enable improved educational out-

comes (D’warte, 2014). In turn, better academic performance can lead to improved sense of 

belonging in further education (Carales & Nora, 2020).  

In many school curricula students from minority groups are not taken into consideration (de 

Jong et al., 2020). One exception is the Swedish national curriculum, where home language 

education is a right all students have (Dávila, 2017). However, policy makers don’t seem to 
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consider the subject of home language education particularly important and not many students 

choose the subject either (Dávila, 2017). This may be a missed opportunity for several reasons. 

Including home languages in education has benefits for learning new languages (DeNicolo et 

al., 2017; Hornberger & Link, 2012) and for sense of belonging (Cassar & Attard Tonna, 2019; 

van Caudenberg et al., 2020). Also, students’ primary languages are a main tool for learning 

and their inclusion may lead to improved education outcomes (Alisaari et al., 2019). Lacking 

language skill feels for some like losing connection to their heritage (Przymus, 2016).  

Benefits of including the home languages of students in school can also be found in the Finnish 

national core curriculum. The curriculum confirms that including the students’ home languages 

supports the students’ linguistic awareness and metalinguistic skills (Opetushallitus, 2016). The 

curriculum also points out that one can draw on the knowledge of one’s community and guard-

ians through the use of a home language. However, the notion that monolingual learning is the 

norm seems to still prevail. In the same chapter, it also reinforces the idea, that instruction must 

be in either Swedish or Finnish and instruction in other languages can only be given if it does 

not compromise other achievements aimed for in the curriculum (Opetushallitus, 2016). Despite 

the advantages pointed out in the curriculum, there still seems to be the assumption, that a mul-

tilingual classroom hinders learning.  

 

4.4 Breaking the monolingual habitus through translanguaging 

The ideas and practices highlighted earlier in this chapter can be connected to the term 

translanguaging. Translanguaging is a relevant idea to overcome the monolingual habitus of 

classrooms (Conteh, 2018; Melo-Pfeifer, 2021; Przymus, 2016).  

Originally, translanguaging described the deliberate alternation of languages in pedagogical 

work (Conteh, 2018). The roots of translanguaging lay in Welsh bilingual education of the 

1980s (Conteh, 2018; Gallego-Balsà & Cots, 2018; Gynne, 2019). The approach should enable 

students to use and practice their whole linguistic arsenal by using both English and Welsh in 

teaching and learning (Conteh, 2018). Nowadays, translanguaging also encompasses the idea, 

that knowing two named languages does not mean having two separate repertoires, but one total 

linguistic repertoire (de Jong et al., 2020; Sánchez et al., 2017). Some extend this idea in a way, 

that challenges the existence of discrete languages as a whole (Alisaari et al., 2019). Instead, 

one’s language expression can be described as one linguistic practice (Palmer et al., 2014), 

linguistic competence (Sánchez et al., 2017) or a social action (Anya, 2021). The type of lan-

guage expression is applied strategically as the relationship, purpose or context demands 

(D’warte, 2014). 

Many students are expected to develop different identities for different languages instead of 

one bi-/multilingual identity (Sánchez et al., 2017). Translanguaging deconstructs language 

boundaries. It lets students utilize all their linguistic resources for thinking, learning (DeNicolo, 

2019) and especially meaning making (Anya, 2021; DeNicolo, 2019; Gómez Fernández, 2019; 

Gynne, 2019; Sánchez et al., 2017). In Martínez (2018), a bilingual using just one language for 

meaning making was described as someone using only one arm to change a tire. Refraining 
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from artificial language separation can foster a natural development of bi-/multilingualism 

(Palmer et al., 2014). It also enables the educator to assess the abilities and knowledge of a 

student, even if their language practices do not accord to schools’ conventional named language 

policies (Sánchez et al., 2017). 

A translanguaging framework can be applied on both the policy level (Alisaari et al., 2019), as 

well as inside the classrooms through teaching practices (Alisaari et al., 2019; Gynne, 2019). 

Encompassed by a translanguaging framework, students are encouraged to use their whole lin-

guistic repertoire for all kinds of learning (Alisaari et al., 2019; DeNicolo, 2019). Through 

translanguaging language use becomes the medium of learning instead of the goal of learning 

(Jensen & Valdés, 2021). Students can use all linguistic resources for critical thinking, to, e.g., 

analyze (Alisaari et al., 2019) and produce texts (Alisaari et al., 2019; Gómez Fernández, 2019; 

Gunnarsson, 2019). Translanguaging also challenges the deficit view associated with linguisti-

cally diverse students (Alisaari et al., 2019). Instead of deficient, the students are considered 

multilingually competent (Palmer et al., 2014).  

The academic literature I found about translanguaging pointed out several ways how applying 

translanguaging can benefit students. Translanguaging opens up possibilities of participation 

for linguistically diverse students and lets them freely express themselves in learning environ-

ments (de Jong et al., 2020). This improves their feelings of motivation (Gunnarsson, 2019), 

comfort, being valued and being respected (de Jong et al., 2020). It is pointed out that 

translanguaging supports students’ bilingual or multilingual identities (de Jong et al., 2020; 

Gallego-Balsà & Cots, 2018). Valuing and embracing students’ multilingual identities has an 

inclusive effect on the classroom that also benefits the sense of belonging of students (de Jong 

et al., 2020). The uses for translanguaging in classroom pedagogy are manifold. Including stu-

dents’ home languages attends to students sharing their own experiences and family histories 

through means such as writing (Hornberger & Link, 2012). Palmer et al. (2014) add to that, that 

translanguaging facilitates discussion about more sensitive topics such as immigration or iden-

tity. Expressing oneself and engaging in such topics is easier when using one’s whole linguistic 

repertoire (Palmer et al., 2014). Translanguaging can also support learning or practicing a less 

familiar named language that one is less familiar with (Gallego-Balsà & Cots, 2018), e.g., by 

using one’s first language when producing text in a second (Gunnarsson, 2019). 

Since translanguaging ideologies question the existence of unitary separate languages (Alisaari 

et al., 2019; Anya, 2021; DeNicolo, 2019; Gómez Fernández, 2019; Gynne, 2019; Palmer et 

al., 2014) they also challenge language hierarchies and power structures related to language use 

described in the prior chapter (Gynne, 2019). Breaking down power structures and encouraging 

usage of the whole linguistic repertoire of students improves the classroom as a space for group-

work (Gómez Fernández, 2019). Letting students work in smaller translingual spaces further 

breaches the control from the teacher and creates an unthreatening safe space inside the class-

room, where authentic interaction can happen (Gómez Fernández, 2019). Bonacina-Pugh 

(2013) found that translanguaging practices can help students claim agency in classrooms. Stu-

dents using different languages to explain contents to each other are taking on roles, that are 

usually reserved to the teacher (Bonacina-Pugh, 2013). Some teachers do not appreciate stu-

dents showing this kind of agency and consider it distracting chatter, even when it happens to 

understand teacher instructions (Picton & Banfield, 2020).  
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The literature shows that breaking the monolingual habitus can even out the playing field for 

linguistically diverse students. It has an impact on social reproduction, learning and thinking, 

identity development and metalinguistic awareness and has been implement into some school 

curricula to a certain extent as well. Breaking the monolingual habitus has been researched a 

lot under the umbrella of translanguaging. The benefits of which entail among others a lower 

threshold for participation and inclusion of students. 
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5 Sense of belonging and its role for linguistically diverse students 

In this chapter I discuss the concept and importance of sense of belonging based on academic 

literature. Sense of belonging is a relational construct considered a basic human need (de Jong 

et al., 2020; DeNicolo et al., 2017) and essential in identity construction (de Jong et al., 2020). 

Sense of belonging is a highly contextual feeling formed through interaction (de Jong et al., 

2019; van Caudenberg et al., 2020). Sense of belonging describes how personally respected, 

accepted, supported and included by others a student feels (DeNicolo et al., 2017). It is a feeling 

of connectedness (van der Wildt et al., 2017) and of being at home (Riley, 2019). If you have 

sense of belonging you feel valued and membership towards the school community (DeNicolo 

et al., 2017). If we want students to feel sense of belonging, the student needs to experience 

relationships and actions with others, that make them feel valued, seen, heard (DeNicolo et al., 

2017), understood, physically safe, confident that they will fit in, and emotionally safe (Riley, 

2019). A sense of belonging is linked to improved psychological and social wellbeing as well 

as to increased educational outcomes and participation (van Caudenberg et al., 2020). If you 

only have low sense of belonging you are more likely to drop out of school, be delinquent, use 

drugs (van der Wildt et al., 2017), be absent from school and feel negative emotions (van Cau-

denberg et al., 2020). The OECD (Riley, 2019) observed that among OECD countries students’ 

sense of belonging is decreasing. Social differences are widening and students from a socio-

economically disadvantaged background are less probable to feel a strong sense of belonging 

in school (Riley, 2019). Those are also the students for whom sense of belonging is especially 

important (Gómez Fernández, 2019), since sense of belonging can undo processes of inequality 

(van Caudenberg et al., 2020). 

Sense of belonging can be created through peer relationships (de Jong et al., 2020; DeNicolo, 

2019; DeNicolo et al., 2017; Riley, 2019; van Caudenberg et al., 2020) and teacher relationships 

(de Jong et al., 2019; DeNicolo et al., 2017; DeNicolo, 2019; Riley, 2019; van Caudenberg et 

al., 2020; van der Wildt et al., 2017). If students feel seen and understood by their teachers and 

peers a sense of belonging can ensue (Riley, 2019). Bullying, feelings of isolation and sub-

standard relationships with teachers create alienation (Riley, 2019). 

5.1 Language in the classroom and sense of belonging 

I start to answer the question “How do linguistic practices impact sense of belonging?” in this 

subchapter. The colonial origin of the monolingual habitus and the impact of sense of belonging 

for linguistically diverse students is discussed. I dive further into the issue in the discussion 

section in the context of the main research question “How does breaking the monolingual hab-

itus in school benefit sense of belonging for linguistically diverse students?”. 

Sense of belonging can support newly arrived migrant students settle in to their new country of 

residence (Picton & Banfield, 2020). Linguistic practices influence those relationships and 

through that sense of belonging (de Jong et al., 2020; van der Wildt et al., 2017). Language 

practices can be an instrument of inclusion, e.g., by making students learn about each other’s 

linguistic backgrounds and normalizing the use of several languages inside the classroom 

(D’warte, 2014).  
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On the level of nationhood and citizenship language is an instrument which defines exclusion 

or belonging (Dell’olio, 2018). The sense of belonging of linguistically diverse students is in-

fluenced by monolingual biases (de Jong et al., 2020). Hierarchic views about languages are 

based in coloniality (Dell’olio, 2018). Those Eurocentric norms and values, and lack of teachers 

who respond to students’ linguistic learning needs, hinder the development of sense of school 

belonging (DeNicolo et al., 2017). Teachers may default to monolingual teaching practices, 

since it worked for themselves, when they were students (Melo-Pfeifer, 2021). This relates to 

Dell’olio (2018), who argues that western society generally view themselves and their ap-

proaches as the solution for everyone. Denying the use of other languages in turn may have a 

detrimental effect since rejecting the language of a child has been described as rejecting the 

child altogether (Dell’olio, 2018; van der Wildt et al., 2017). Employing positive attitudes and 

practices towards the use of multilingual languages on the other hand can have an empowering 

effect (Sánchez et al., 2017). Children who are empowered and can contribute to their environ-

ment are likely to feel sense belonging (de Jong et al., 2020). Schools which focus on trust and 

community record a higher sense of school belonging among students (Riley, 2019). Students 

who are allowed to use their entire language repertoire feel more motivated and confident (Gun-

narsson, 2019) and this confidence can enhance students’ sense of belonging and learning as a 

whole (Riley, 2019).  
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6 Discussion 

This study explores what effects breaking the monolingual habitus of schools may have on 

students’ sense of belonging based on current literature. The main research question was for-

mulated as “How does breaking the monolingual habitus in school benefit sense of belonging 

for linguistically diverse students?”. In order to get perspective on the issue, sources about the 

situation of students with different home languages, about the effects of opening classrooms to 

other languages, about sense of belonging in school and sources on translanguaging were ex-

amined. Certain recurrent themes can be recognized from the literature that focus on breaking 

monolingualism and supporting sense of belonging. These themes are coloniality, being valued 

and respected, academic learning, peer relationships, and teacher relationships. In this chapter 

the information drawn from the previous chapters will be used to argue the relevancy that a 

school not conforming with the monolingual habitus has for the development of sense of be-

longing for linguistically diverse students.   

6.1 Coloniality as a root cause of monolingual practices 

The monolingual habitus is based in coloniality (Kiramba, 2018) and the monolingual under-

standing of nation states (van der Wildt et al., 2017). Teachers act from a position of power 

when forbidding certain language use (Dell’olio, 2018). Translanguaging was found to be a 

concept, that can break off power structures between languages (Gynne). Students are empow-

ered to participate meaningfully in the classroom (Sánchez et al., 2017). Being empowered to 

obtain agency is central for sense of belonging (De Jong, 2020). Having more possibilities to 

participate in the classroom also improves students’ motivation and confidence (Gunnarsson, 

2019), which benefits sense of belonging as well (Riley, 2019).  

6.2 Respect and being valued as consequences of breaking the monolingual habitus 

Another theme recognized is that students feel more respected and valued, when their multilin-

gual identities are affirmed. Challenging language borders and focusing on meaning-making 

can support educators in recognizing the experiences and skills of students (Gynne, 2019). En-

vironments where students can share home beliefs and values can be created (DeNicolo, 2019). 

This can lead to inclusive communities that make students feel valued and experience comfort 

and respect (de Jong et al., 2020). Appreciation and feelings of membership are felt by students 

whose environment celebrates their linguistic practices (Tjandra, 2021). Students who feel val-

ued by their school community are experiencing sense of belonging (DeNicolo, 2019; DeNicolo 

et al., 2017; Riley, 2019).   

6.3 Including students’ whole linguistic repertoire improves academic learning 

The study found that the home languages of students play a supporting role in academic learning 

(Alisaari et al., 2019; Hornberger & Link, 2012; Picton & Banfield, 2020; van der Wildt et al., 

2017). Including the students’ whole linguistic repertoire improves learning, since it allows 

students to use all their linguistic resources (Alisaari et al., 2019). A multilingual student does 
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not learn in a monolingual way, even if the environment imposes a monolingual habitus (Gun-

narsson, 2019; van der Wildt et al., 2017). Since the focus gets shifted onto meaning making, 

teachers can assess the abilities and skills of students better (Martínez, 2018). Framing students’ 

linguistic repertoires as assets instead of deficits can increase teachers’ expectations in their 

students’ skills (D’warte, 2014). Higher expectations also have a positive effect on students’ 

academic performance (D’warte, 2014). There is some academic evidence, that better academic 

performance improves sense of belonging (Carales & Nora, 2020). However, it is also evi-

denced that sense of belonging itself leads to improved academic performance (Picton & Ban-

field, 2020). More research needs to be done to further investigate the interplay between aca-

demic performance and sense of belonging. 

6.4 Peer and teacher relationships supporting sense of belonging 

Other important dimensions of school belonging are positive relationships with peers and teach-

ers (DeNicolo, 2019; DeNicolo et al., 2017; Riley, 2019; van Caudenberg et al., 2020). First 

the impact on peer relationships will be discussed. Cassar and Attard Tonna (2019) note that 

for students to build relationships and fit in learning the majority language is important. It pro-

vides the ability to acculturate, make friends and participate in learning experiences with peers 

(Cassar & Attard Tonna, 2019). This may be especially relevant for recent migrants or emerging 

bilinguals. Translanguaging practices can deepen overall metalinguistic awareness (D’warte, 

2014) and that may support learning of additional languages (DeNicolo, 2019; Hornberger & 

Link, 2012). Since breaking the monolingual habitus, e.g., through translanguaging can benefit 

language learning (DeNicolo, 2019; Hornberger & Link, 2012) it can help build important peer 

relationships for emergent bilinguals especially (Cassar & Attard Tonna, 2019).  

But language learning is not the one solution to create sense of belonging among students. Pic-

ton and Banfield (2020) point out that language learning should not be prioritized in a way that 

underemphasizes a welcoming and open school environment. This could mean inclusion of 

home languages should not be done solely to learn the majority language (Picton & Banfield, 

2020). One can include home languages and employ translanguaging pedagogies to build fa-

miliarity and trust among students. Translanguaging pedagogies can improve groupwork 

(Gómez Fernández, 2019) and group work can help students create friendships among each 

other (Picton & Banfield, 2020). Picton and Banfield (2020) recommend that to build commu-

nity in the classroom students should also learn about each other’s home cultures. Crawford 

(2020) highlights the importance of communal activities which include students’ cultural back-

grounds to create socially inclusive practices. Learning about each other’s backgrounds may 

support students build trust and familiarity (Picton & Banfield, 2020). Breaking the monolin-

gual habitus may thus not only improve peer relationships through language learning, but also 

through creating familiarity among students and improving certain peer activities.  

Moving away from monolingual ideologies can improve the relationship between a teacher and 

their students by challenging the deficit views many teachers hold about their students. Teach-

ers subscribe to a variety of views concerning multilingualism in the classroom (Alisaari et al., 

2019). Some teachers consider language diversity as harmful for learning (Alisaari et al., 2019; 

van der Wildt et al., 2017). The language of instruction is often treated as more important than 

the students’ differing home languages (D’warte, 2014). Teachers often fear to lose control, if 

they allow their students to speak in their home languages (van der Wildt et al., 2017). This 
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may stem from a general inexperience with language diversity, since teachers who are used to 

linguistically diverse students are generally more comfortable with students speaking in differ-

ent languages (van der Wildt et al., 2017). Melo-Pfeifer (2021) found that moving away from 

a monolingual habitus inside a classroom made teachers more aware of their own language 

practices. This in turn alleviated teachers’ deficit perspectives about linguistically diverse stu-

dents (Melo-Pfeifer, 2021). Awareness about multilingualism increases the understanding of 

the abilities and skills of students (D’warte, 2014). This increased understanding of their stu-

dents can benefit sense of belonging (Riley, 2019). Breaking the monolingual habitus can thus 

improve teacher relationships and sense of belonging by increasing teachers’ understanding of 

their students. Potential for a development in this direction may already be there, since Alisaari 

et al. (2019) state that many teachers would like to include home languages into their classroom 

if they would possess the needed skills (Alisaari et al., 2019). 

This literature review shows that breaking the monolingual habitus can benefit linguistically 

diverse students in many ways. Their sense of belonging grows, because their abilities and 

backgrounds can be valued more, and relationships to teachers and peer students improve. 

Breaking the monolingual habitus has also shown to enhance academic performance and lan-

guage learning. The latter may be especially important for emergent bilinguals. As teachers we 

can make students feel welcome in our classrooms and stronger acknowledgment of their lin-

guistic backgrounds may help achieving this. 
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