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Abstract 
The increasing use of translanguaging approaches in the past two decades has actively 
contributed to the constant disruption of monolingual educational paradigms. While 

challenge prevailing language ideologies is widely acknowledged, a 
significant gap exists in understanding its application and impact within Global South contexts, 
particularly beyond its use as a mere scaffolding tool. This study seeks to fill this gap by 
investigating the practical implementation and impact of translanguaging instruction within a 
Master of Education postgraduate programme at a university in Johannesburg, South Africa. 
Employing a case study approach, this research examines how translanguaging, strategically 
framed through the lens of the African philosophy of ubuntu, cultivates a cohesive and integrated 
approach to meaning making. For the purposes of data collection, participants were first 
introduced to translanguaging pedagogy and then tasked with applying these practices in a 
teaching context. Thereafter, they were asked to write reflective essays on the impact of using 
translanguaging within their classrooms. The investigation specifically analyses these reflective 
essays on conceptualising and applying translanguaging in Johannesburg schools. The findings of 
this research reveal that ubuntu translanguaging has the unique capacity to transcend the 
seemingly contradictory nature of socially defined language boundaries. It achieves this by 
fostering a holistic understanding of linguistic repertoires, thereby promoting a sense of 
interconnectedness and shared understanding. Consequently, this study advocates for the 
implementation of comprehensive curricular reforms that prioritise cultural relevance and 
interconnectedness within comparable Global South educational contexts. By centring the 
experiences and perspectives of the Global South, this research contributes to a more nuanced 
and equitable understanding of the transformative potential of translanguaging. 
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Introduction 
The 21st century is characterised by an unprecedented increase in human mobility, leading to 

heightened linguistic complexity across the globe (Canagarajah, 2013, 2021; Sah, 2017; Simpson, 2017; 
Vertovec, 2022; Zou et al., 2025). While this mobility is often perceived through a Global North lens, 
focusing on migration from less developed countries, its reality is far more universal and multifaceted. 

in the Global North, reflects a reality long understood in non-Western contexts, where multilingualism is 
the norm (Brock-Utne, 2024; Makalela & White, 2021). Research consistently demonstrates that 
translingual communication is a fundamental aspect of global language use, with a significant portion of 

However, the dominant educational paradigm, often rooted in monolingual ideologies, continues to 
marginalise and misrepresent the onto-epistemological realities of the Global South (Flores, 2024; Makoni 
& Pennycook, 2023; Ndhlovu & Makalela, 2021). Despite growing evidence highlighting the superior 

ull linguistic repertoires (García, 
2020; Makalela, 2019; Probyn, 2019), monolingual teaching practices persist, disproportionately 
disadvantaging multilingual ways of knowing and being (Fallas Escobar, 2019; Jonsson, 2019). 

 

Translanguaging as a Global South Sociolinguistic Reality 
Translanguaging is a normal multilingual strategy used for meaning making and for the affirmation 

of multilingual identities (Almashour, 2024; Wei, 2018). As a pedagogical strategy, it entails a planned 
alternation of the languages of input and output in spoken and written work to enhance understanding of 
learned content and improve epistemic access for multilingual learners. Through the translanguaging lens, 

a verb rather than a noun, as in the notion 

an individual speaks to how they flexibly and dynamically deploy their full range of linguistic resources to 
achieve their communicative purposes (Probyn, 2019). Through translanguaging, multilingual individuals 



 
 

 
 

 

have the advantage of achieving all their communicative needs more effectively because it allows them to 
engage all their linguistic resources in the act of communication. Perhaps the analogy that fully explains 

12) description of an all-terrain vehicle, which makes 
movement forward possible even on uneven ground. The all-terrain vehicle moves forward even when the 
ground is uneven because of its ability to bend, turn, and flex to help movement forward. This means that 
when given the space to fully employ all their linguistic repertoires in a classroom situation, no matter how 
complex the explanation or the information the learner needs to communicate, the student will 
successfully do this. 

Through translanguaging, teachers and learners can engage fully with teaching and learning 
content because they are allowed to use all the linguistic repertoires at their disposal (Hornberger & Link, 
2012; Makalela, 2016). In support of the notion of a linguistic repertoire, translanguaging challenges the 
conventional understanding of language boundaries between culturally and politically labelled languages, 
and goes beyond the linguistic system itself to incorporate doing language (Makoni & Pennycook, 2023). 
This includes assembling the linguistic and multimodal practices that speakers have acquired through 

cal and 
structural resources constitute only a small part of this assemblage, translanguaging not only posits a single 
linguistic system, a single set of linguistic resources, but also goes well beyond it to encompass a 
communicative repertoire that is oft
(Makoni & Pennycook, 2023; Pennycook, 2017). This means that translanguaging goes beyond 
understanding language as simply what we have traditionally called linguistic, which may include, among 
other things, like-named languages or their components, for example, lexicon, morphology, and 
phonology. It incorporates an understanding of how different modes, including our bodies, our gestures, 
our lives, and so forth, add to the semiotic meaning-making repertoire that is involved in the act of 
communication (García, 2020). Translanguaging acknowledges the entire range of multimodal resources 

, 
visual cues, and even human technology interactions. Thus, the concept of translanguaging also pays 
attention to the multimodal ways in which learners make meaning both with their bodies and outside of 
their bodies (Kress, 2015; Wei, 2018, 2022). Thus, t
ethnography, including their bodies, place, and things, is acknowledged as a tool for effective 
communication (García & Otheguy, 2020). In corroboration, Wei (2018) wrote that the act of 
translanguaging is transformative; it creates a social space for the multilingual language user by bringing 
together different dimensions of their personal history, experience, and environment, their attitudes, 
beliefs, and ideology, their cognitive and physical capacity into one coordinated and meaningful 
performance and transforming it into a lived experience. This is a comprehensive view of translanguaging 
that is disruptive of the one-ness ideology that so far predominates many schooling contexts. 

To frame this study, we focused on current translanguaging debates, specifically the discussion on 

languages that are known to the speaker and have become part of their identity. External languages refer 
to languages as they are socially named. Other scholars have attacked this notion, advocating for a 
differentiated view of linguistic repertoires in line with socially named languages (MacSwan, 2017). Others 
have also argued that translanguaging valorises linguistic repertoires and ignores embodied repertoires 
like gestures, gaze, tone, and so on (Burton, 2023; Takaki, 2023). Our stance is that all these debates are 
based on a discrete separation of the speake
holistic performance, which is inclusive of each other as well as the spatial contexts they occupy, on the 
other hand. Rather, we choose to explain this complexity through a Southern theory-derived model of 
translanguaging named ubuntu translanguaging, which is based on the African cosmic view of 

(Makalela, 2016, 2019). This framework is seen as resonating with Global South epistemologies and value 



 
 

 
 

 

systems. This means that there is no terminal endpoint between languages where one language always 
remains the empirical being that is incomplete without the other in the process of complex meaning 
making. We posit that meaning making is continuous, a state of being where identities are constantly 
disrupted and built at the same time for effective communication, as contained in the discontinuous 
continuity tenet of ubuntu translanguaging (Makalela, 2016). Put differently, multilingual learners have an 
unlimited capacity to disrupt old discourses and recreate new ones simultaneously for effective meaning 
making. 

Disrupting Monolingual Bias 
As highlighted earlier, debates on the efficacy of translanguaging in disrupting monolingual 

ideologies and practices that predominate schooling systems globally, show that the practice has the 
power to enable effective teaching and learning at all levels in education (García, 2020; Makalela, 2019; 
Probyn, 2019). In this regard, therefore, there is a need for the preparation and production of teachers 
who are prepared to teach in ways that acknowledge and legitimise the language practices of the complex 
multilingual populations that make up the bulk of the student population in contemporary classrooms 
(Musanti & Rodríguez, 2017). However, there is a limited number of studies that have explored how in-
service teachers pursuing postgraduate degrees can be prepared adequately to deal with multilingual 
learners. A close review of the available literature shows that studies are concentrated on the attitudes 
and experiences of pre-service teachers on translanguaging and not much on their future stances as 
postgraduate practising teachers (Iversen, 2020; Musanti & Rodríguez, 2017). 

Although recent literature from the Global North has started to address this gap by focusing on 
the crucial shift in teacher attitudes, studies show that deeply ingrained institutional policies favouring 
English-only instruction and a lack of professional training often prevent the widespread adoption of 

experiences are crucial for their acceptance of translanguaging, highlighting a need for a critical stance 
that examines power dynamics and personal positionality. A qualitative case study exploring 
translanguaging practices of pre-service bilingual teachers in academic writing found that Latina pre-
service bilingual teachers creatively leveraged their Spanish and English linguistic repertoires to produce 
meaningful Spanish writing (Musanti & Rodríguez, 2017). In a study that examined the language ideology 
and identity practice shifts among 20 Mexican-Latinx pre-service bilingual teachers exposed to a semester-
long translanguaging space, it was found that teachers developed better understandings of their language 
ideologies and new stances not only as language users but also as language teachers (Caldas, 2019). 
Moreover, the participants agreed that speaking without borders was liberating and provided a model of 
what being bilingual teachers could be, while legitimising those practices. The study further demonstrated 
how a translanguaging space can disrupt the language barrier between stigmatised linguistic practices and 
the formal discourses of the university, empowering bicultural voices to emerge and challenge linguistic 
subordination. All the participants in the study agreed that the language policy they would enforce in their 
future classrooms would resemble the open language policy in the research site because they had 
experienced its benefits firsthand. Thus, exposure to a translanguaging space enabled the adoption of a 
teacher stance that would promote translanguaging within their future classrooms (Wei, 2011). 

In the same vein, Makalela (2015) reported on the shifts experienced by university learners who 
were expected to learn Sepedi as a new language. The study highlighted two significant findings: firstly, 
that translanguaging strategies are effective in increasing the vocabulary levels of multilingual learners, 
and secondly, that reflective accounts from participants reveal that breaking down language boundaries 
creates a positive schooling experience and helps learners develop identities that support educational 
success. Through exposure to translanguaging, these teachers developed attitudes that would significantly 
question the discourse rooted in nation-states, language, and language standards ideologies (Iversen, 
2020). In other words, through their experiences of what translanguaging afforded them, these teachers 
were prepared to acknowledge multilingualism within their classrooms and leverage it for effective 



 
 

 
 

 

teaching and learning. This research, along with other recent studies, demonstrates that there are infinite 
relations of dependency between the languages a multilingual speaker has, and that one language is 
incomplete without the other. By implication, multilingual speakers need the full use of all the 
communicative competencies available to them. 

In South Africa, despite ample evidence demonstrating the positive impact of translanguaging on 

implementation within South African institutions of higher education, particularly those responsible for 

contexts has begun to explicitly link translanguaging to decolonising classroom practices and challenging 
the marginalisation of indigenous languages (Madiba, 2024; Mbirimi-Hungwe & Matariro, 2024), there is 
a distinct lack of studies focusing on sensitising pre-service teachers or in-service teachers pursuing 
postgraduate degrees to effective multilingual pedagogies for the diverse South African context. It is 
against this critical backdrop, characterised by a scarcity of research in universities actively preparing in-
service teachers for these challenges, that the current study aims not only to fill this specific knowledge 
gap but also to foreground a Global South perspective of translanguaging a perspective often obscured 
by Western hegemonic conceptions, which frequently relegate marginalised languages to mere 
steppingstones for acquiring dominant languages. 

The Study 
This was a participatory action research project grounded in the logic of the participants as both 

researchers and participants at the same time. In this research paradigm, there is co-construction of 
research instruments, co-collection of data, and joint analysis between the researchers and the 
participants. When framed in this light, the boundary between the researcher and the researched is 

this study were seven students registered as part-time Master of Education students at a university in 
Johannesburg, where both authors were lecturers. These participants were therefore, conveniently 
sampled to participate in this study. Ethical approval for the st
Research Ethics Committee. All participating students were provided with comprehensive information 

their informed consent to participate. The authors were acutely aware of their position as lecturers for this 

an independent researcher for initial data classification, to mitigate any potential influence on students, 
data collection, or analysis. All the participating students were part-time Master in Education degree 
students and full-time teachers in various schools in Johannesburg a world-class African city 
characterised by both horizontal and vertical multilingualism (Brock-Utne, 2024). Five of these students 
were female and two were male, with a mean age of 26 years and 4 months. They were all multilingual 
and spoke a variety of South African official languages. Two of them also spoke African languages that are 
found predominantly beyond the borders of South Africa.  

As part of the course, students underwent a 12-week induction on translanguaging and post-
methods lessons, which allowed for debates and application of their ideas as they evolved throughout the 
course. In the end, they participated in metacognitive reflections about how they viewed multilingualism 
before the class and how they were after the class. The purpose of the induction into multilingualism and 

ss 
of monolingual biases entrenched in the curriculum, and secondly, to prepare them to challenge the 
traditional method of teaching which privileges one language at the expense of effective teaching and 
learning for multilingual learners. 

Premised on the tenets of ubuntu translanguaging, which foregrounded infinite relations of 
dependencies and transversal incompletion of one language without others, the course was one semester 
long, approximately four months. The lectures occurred once a week for two hours every Tuesday, from 



 
 

 
 

 

4 6 pm. The postgraduate student participants were exposed to two weeks of a broad introduction to 
translanguaging and 12 weeks of induction to translanguaging theory and practice. They were asked to 
choose readings and hold mini lectures where they could use all the linguistic skills at their disposal. 
Throughout the sessions, data were collected through weekly reflections and analysis with one seasoned 
and independent researcher and the two lecturers. The participants were also encouraged to critically 
en
demonstrations by actual teachers from schools that have adopted translanguaging as an approach for 
learning and teaching. They used this modelling exercise as a resource for data collection and learning sets 
aligned with the course offerings. To effect change in their classrooms, the students were asked to carry 
out action research at their schools to practise and research the disruptive potential of translanguaging. 
At the end of the semester, participants submitted a written reflection of 2,500 3,000 words assessing 
their epistemic beliefs and stances towards translanguaging as a pedagogical tool. As data sets, the 
submitted essays were analysed, first by an independent researcher, who had been involved with this class 
for all the lectures, then by the authors, using a universal reductionist approach in which the data were re-
read several times and classified into themes until saturation points were reached. These themes were 
supported by prototypical extracts from the essays, which are presented and discussed in the following 
sections. 

Results 
-

week induction into translanguaging theory and practice. This is discussed below under the following six 
themes: 

 Awareness of systemic monolingualism. 
 Teachers as perpetrators of linguistic genocide. 
 Translanguaging as a catalyst for language maintenance. 
 Translanguaging for epistemic access. 
 Inflicting the same pain. 
  

 
Awareness of Systemic Monolingualism 
The results of the study revealed that the induction through translanguaging theory and the 

monolingual dominance that prevailed in the entire schooling sector. The excerpt below is typical: 
A wall I had not anticipated hitting was that the learners are not comfortable in using their mother tongues 
in class. Many of my learners were conformers rather than reformers, and they could not fathom 
disobeying the constructs of language learning that had been enforced so thoroughly in their own 
schooling. 

In this excerpt, the participant notes that they were not aware that the dominant use of English as 
the only language of learning and teaching had led to learners having less appreciation of their own 
languages. Due to their resistance to using their own languages, the participant views them as conformers 

c
the ideology of one-ness, where only one language is considered the optimal condition for successful 
learning and teaching. This realisation on the part of the in-service teacher participant implies that the 
translanguaging course structure had an impact on heightening consciousness of monolingual bias, which 
was subliminally conditioned as the only norm for schooling. In line with García (2020), critical pedagogy 
of translanguaging is effective in disrupting the ideology of one-ness and the power of monolingualism. 



 
 

 
 

 

In the same vein and in extending the realisation of the negative effects of systemic monolingualism in the 
learning of multilingual learners, another participant reflected thus: 

I was unaware that by asking them to use English only I am actually taking away their identity and 

culture . . . I allow them to be who they are by allowing them to use their language to make sense of the 
subject matter and still help them gain content knowledge. 

The participant reveals that they were not aware that asking learners to use English only was 

participant further explains that the course has made th
as a result, they allow the learners under their care to be who they are by enabling or allowing them to 
use their own languages in learning. The participants also realised that by so doing, the learners sti

translanguaging space for their learners to practise their being and, in the process, learn effectively. 
Similarly, other scholars identified three components of translanguaging educational practices that 
teachers who work with multilingual learners need to develop, and these are stance, design, and shifts 

 
Heightened Content Access 
Another important finding that came out of the current study is that the teachers realised that the 

use of translanguaging as a pedagogical tool enabled learners to develop deeper understandings of subject 
content. This is exemplified in the following extract: 

Multilinguals, because of their personal language experiences and histories, are already equipped 

knowledge and skills, which can be used in the classroom to enhance understanding of concepts. 
The participant explains that learners who speak multiple languages walk into classroom contexts 

already with resources in the form of their lived experiences and language skills that teachers can leverage 
for effective teaching. The participant calls thes

if spaces are opened and learners are allowed to use all the resources they bring to the learning 
environment, they understand concepts better. In support of this view, Moll et al. (2005) argued that the 
language skills learners bring into classroom contexts should be seen as funds of knowledge that can be 
used for comprehension of subject content. On another level, this excerpt echoes what García (2020) 

multiple languages and positing that the learner must be the central focus of the reading activity. This 
means that the student and all the skills they bring to the reading process must be leveraged for effective 

learners are able to read themselves in the texts they read in classroom settings for effective 
comprehension. 

Perpetrators of Linguistic Genocide 
Linguistic genocide is where the number of speakers of a language variety is decreased until there 

are either no speakers of the language variety or there are no fluent speakers of the language. Through 
being inducted during the 12-week translanguaging theory, the participants came to realise that their 
attitude or treatment of languages in their classrooms was tantamount to linguicide. This was in line with 
the way they treated the languages brought into their classrooms by the learners under their care. The 
following excerpt exemplifies this: 



 
 

 
 

 

I can fully say I was the translanguaging nightmare, a perpetrator of linguistic genocide with 
ideologies that were informed by monolingual and monoglossic practices, informed by Eurocentric views 
on language. 

This excerpt narrates the sudden realisation by the participant that they were the main barrier to 

ccept the use of other languages within their 

thems one who contributes to the death of another language. 
The participant now views their actions as some sort of crime, as carried in the meaning of the word 

 view of languages is not locally orientated, as it is 

uistic genocide. 
They had been contributing to the death of the languages brought into their classroom by the learners by 
not allowing their use in teaching and learning. 

Catalyst for Language Maintenance 

important fact that, besides being a powerful pedagogical tool for teaching multilingual learners, 
translanguaging was pivotal to the preservation of previously endangered or disempowered languages. 
The following extract is a typical example: 

Translanguaging seems to be a worthwhile resource in maintaining and revitalising all languages. 
Here, the participant notes that they realised that translanguaging helps maintain and enrich all languages. 
Thus, translanguaging is seen as a tool that can be used for empowering languages at risk of being killed 
by other languages. The more a language is used, the more it becomes important and valuable. If the 

eaching and 
learning experiences but also for empowering the languages themselves (Lewis et al., 2012). 

Inflicting the same pain 
Through this course, the participating students realised that instead of giving education, they were 

giving pain by repeating the old ways of teaching, which were not helpful academically to them during 
their schooling time. The extract below is a good example of this realisation: 
It dawned [on] me that I have been doing exactly what my teachers were doing to me, teaching me in a 
way that was confusing and one that I could hardly communicate efficiently in. 

signifying new beginnings. The student acknowledges that, as a school child, using one language or the 
school language was difficult because as it posed challenges in communicating effectively or with meaning 
and consequently, the learned material was confusing. Thus, the participant realised that subject content 
was confusing during their schooling time because they were taught differently from how they were used 
to accessing knowledge. They were used to accessing knowledge multilingually, but the school expected 
them to access knowledge monolingually and, as a result, they struggled to walk on the path of knowing 
or becoming knowledgeable (García, 2020). In support of this view, Guzula et al. (2016) wrote that for as 
long as Anglo normative tendencies and views persist, multilingual learners will continue to be positioned 
as deficient, deviant, or at risk of failing. This resonates with García (2020), who explained that not allowing 
learners to use their languages for learning means that they would never walk on the path of coming to 
know, and this positions them as learners at risk of failing. In most cases, these learners eventually fail or 
are asked to repeat a grade. In some cases, they drop out of school. This effect has several disadvantages, 
including other violations like social justice, where these learners are excluded from civic engagements 
beyond school. The participants acknowledged that exposure to translanguaging teaching pedagogies 



 
 

 
 

 

raised their awareness that if learners are to learn successfully, they needed to use their languages for 
negotiating meanings in subject content. This is because their languages depend on each other for 
effective or successful communication or comprehensive engagement with curriculum content (Makalela, 
2016). 

Translanguaging and the Language in Education Policy (LiEP) 
On realising that most educational practices are monolingually orientated, some participants 

which accords official status to 12 official languages and adopts multilingualism, is implemented in 
institutions of learning. The next excerpt highlighted this: 
We cannot claim to have moved from apartheid and its legacy if we do not actively seek to change the 
policies it put in place in as far as language use in classrooms is concerned. 

In this extract, the participant explains that apartheid is still alive and gripping the nation because 
the policies that were put in place during the apartheid era on how languages must be used in education 
are still, to a greater extent, being enforced or practised. Through exposure to multilingual pedagogies, 
the participant began to question the language policies that govern classroom practices 30 years after the 
dawn of democracy in South Africa. Although a multilingual LiEP was adopted at democracy, the use of 
English or Afrikaans as languages of learning and teaching (LoLT) or mediums of instruction (MOI) 
prevailed. Alexander (1999) observed that even after democracy, the dead hand of apartheid continued 
to have a stifling grip on how languages were used in education. To date, local Indigenous languages 
remain marginalised, and they are not used as LoLTs or MOIs. There is still systemic monolingualism at all 
levels in education in South Africa. In corroboration, another participant noted: 

The LiEP has regrettably not been realised in our South African schools, and English as the 
predominant language of instruction is currently dominating our multilingual classrooms, and educators 
play an integral role in bridging the gap as pedagogical choices which promote multilingualism serve South 
African learners far more than prohibiting their funds of knowledge. 

The participant bemoans the failure of the LiEP to address the issue of language use in education. 

policy as English still enjoys dominance in classrooms everywhere in South Africa. They go on to explain 
that teachers have the power to correct this by choosing to teach using multilingual teaching pedagogies. 
This is in tandem with the view that the stances that teachers take can help them design lessons that are 

 
Multilingual Stances 
The current study was an intervention that set out to assess if prolonged exposure to multilingual 

strategies would impact teacher multilingual stances in teaching multilingual learners. The teachers 
indicated a willingness to be agents of change from the monolingual teaching practices to a full embrace 
of translanguaging in their classrooms. Another three excerpts from participants are good examples of this 
shift: 

I believe I have a duty to uphold and maintain the diverse linguistic practices and cultures brought 
about by learners. 
 

Here, the participant takes it upon 
linguistic practices and cultural diversities. The participant makes this declaration as one making a pledge, 

 a high degree of 

languages will be treated in their classroom. The participants view themselves anew. They see themselves 
as playing an important role in engaging with the learners multilingually. Another observes that: 

The teacher plays an integral role in bridging the gap and [engaging] their class into pedagogical 
choices that promote multilingualism by choosing to move from being a linguistic villain to a linguistic hero. 



 
 

 
 

 

In this excerpt, the participant realises that as the teacher, they should play a pivotal role as an agent of 

villain to 
when working with multilingual learners. The participant views monolingual approaches as equal to the 
acts of villains and those who adopt multilingual stances as heroes. The student realises that they have a 
significant role the ball is in their court to turn the situation around by making a conscious decision to 
promote multilingualism within their classroom for enhanced achievement among the learners. They see 
allowing learners to use all their language skills as a heroic act. In corroboration, a third participants notes: 

access their linguistic rights and experience academic success. 
In this excerpt, the participant admits they are prepared to change from being a teacher who 

their language rights, so they too can achieve at acceptable academic levels across the curriculum. 

Implications for Translanguaging in the Global South 
In this study, we modelled how an intentional orientation of translanguaging can be used to disrupt 

the marginalisation of local languages and multilingual speakers and how postgraduate student teachers 
as both subjects and objects of research can bring about tangible changes. For this, we drew on the tenets 
of a Southern theory of multilingualism: ubuntu translanguaging, which includes the logic of discontinuous 

 in the 
process of meaning-making. The current study proposed to address whether prolonged intervention or 

demonstrate that this was an effective strategy to motivate practicing teachers to shift their practices. The 
a stance burning 

with a desire to change the status quo of language use within their classrooms. The study shows that 
exposing teachers to pedagogical practices that encourage the use of multilingual teaching pedagogies is 

-ness 
ration of languages in learning environments. 

One thing that stands out in the results is that translanguaging was not interpreted by the 
postgraduate student teachers as a scaffold to realise the linear acquisitional goals for a Global North 
named language, that is, English (Makalela, 2016; Otheguy et al., 2015). Another finding from this study is 
that multilingualism is a norm in African classes, yet teachers are not fully equipped to teach learners with 
diverse multilingual profiles. The study has shown that if exposed to ubuntu methods of reflexivity and co-
construction of knowledge to effectively teach multilingual learners, teachers have the willingness and 
capacity to adapt to the new pedagogies that are in line with the linguistic profiles of learners in the Global 
South classrooms where fluid and horizontal multilingualism is a constant norm in every day encounters 
(Brock-Utne, 2024; Makalela, 2022; Sah, 2017; Simpson, 2017). In line with this finding, institutions of 
higher learning must respond by preparing teachers who are fully equipped with skills on how best to teach 
these learners. It appears that teachers lived realities need to be affirmed through structured learning 
training on how to use pedagogical practices they already have with their learners, as modelled in this 
postgraduate class. In this regard, translanguaging thus becomes a tool to help decolonise classroom 
practices by enabling learners to walk on the path of becoming knowledgeable and knowledge creators 
(García, 2020; Madiba, 2024; Wong, 2024). 

 
 
 
 
 



 
 

 
 

 

Conclusion 

translanguaging would change, specifically through a Global South lens. The findings demonstrate that an 
intentional translanguaging intervention effectively empowers teachers to fundamentally shift their 
epistemic beliefs and become proactive agents for change within their classrooms. This transformative 
process directly addresses the critical gap identified in the literature regarding the preparation of 
postgraduate teachers to effectively navigate and leverage multilingualism in diverse educational settings. 
The intervention proved instrumental in fostering a heightened awareness of pervasive systemic 
monolingualism, leading participants to critically reflect on their prior practices, which some candidly 

 importantly, this shift extended beyond mere 
recognition, cultivating a deep appreciation for translanguaging as a powerful tool for language 

inflicted by traditional monolingual approaches. Participants developed robust multilingual stances, 

culturally relevant pedagogical choices. 
Therefore, it is demonstrably possible to work with teachers and effectively break the entrenched 

-ness 
l South contexts, where multilingualism is the norm 

rather than the exception. To truly tease out the complexities of multilingualism, teachers must be able to 
see language from the view of the user (the learner) in tandem with ubuntu translanguaging. This 
framework, positing infinite relations of dependency where one language is incomplete without another, 
offers a profound and holistic understanding of linguistic interaction. It challenges the Western hegemonic 
view that often positions indigenous languages as mere scaffolds to dominant languages, usually colonial 
languages, instead of valorising the rich, integrated linguistic tapestry that learners bring to the classroom. 

The implications of this study are far-reaching for teacher education programmes, particularly in 
the Global South. We advocate for comprehensive curricular reforms that move beyond superficial 
acknowledgements of multilingualism to embed critical translanguaging pedagogies, informed by 
Southern theories like ubuntu, at their core. Such reforms should prioritise practical training and reflective 
practices that enable teachers to develop a confident and agentive translanguaging stance. Furthermore, 
policymakers and university administrators must recognise and actively support these pedagogical shifts, 
ensuring that institutional frameworks foster, rather than hinder, the implementation of inclusive 
multilingual practices. More critical courses and research documenting achievements of locally conceived 
and interpreted versions of translanguaging are needed to advance translanguaging as a theory and 
practice from the Global South perspectives. Future research could explore the long-term impact of such 
interventions on student outcomes, investigate the scalability of ubuntu translanguaging across different 
educational levels, and examine the role of collaborative professional development models in sustaining 
these transformative practices. 
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