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ABSTRACT

This study investigates the interplay of communication culture, pluricultural competence, and translanguaging
in Indonesian and Thai BIPA (Bahasa Indonesia untuk Penutur Asing) classrooms. Data were collected through semi-
structured interviews, focus group discussions, and classroom observations with 14 participants, including four
experienced instructors and ten Thai learners of Indonesian. Thematic analysis revealed three interrelated themes:
translanguaging as pedagogical practice, translanguaging and communication culture, and translanguaging and
identity construction. Teachers used translanguaging to scaffold comprehension of complex grammatical structures
and to highlight cultural norms such as “basa-basi” in Indonesia and “phuut taam marayaat” in Thailand, while
learners reported increased confidence when allowed to mobilize Indonesian, Thai, and English flexibly. These
findings demonstrate that pluricultural competence is enacted through communication culture and operationalized by
translanguaging, which functions as a bridge connecting linguistic and cultural repertoires in multilingual, high-context
societies. Theoretically, the study extends existing models of pluricultural competence by integrating communication
culture as a critical dimension of language use and by providing evidence from Southeast Asia, where such research

remains limited. Practically, the results highlight the need for teacher education and curriculum design to incorporate
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translanguaging and intercultural communication strategies, and for policymakers to move beyond monolingual

assumptions toward inclusive, culturally responsive frameworks. By legitimizing translanguaging as both a pedagogical

and cultural practice, this study demonstrates its potential to foster pluricultural competence, validate learners’ linguistic

identities, and strengthen intercultural understanding in BIPA education.

Keywords: Pluricultural Competence; Communication Culture; Translanguaging Pedagogy; Thai BIPA Classes.

1. Introduction

The rapid expansion of globalization and interna-
tional mobility in the twenty-first century has significantly
transformed the ways in which languages are taught and
learned. The globalization of education demands pedago-
gies that go beyond national frameworks to address inter-
cultural encounters . In contemporary education, learners
are no longer expected to acquire languages in isolation
but rather to integrate multiple linguistic and cultural re-
sources in order to participate in diverse social, academic,
and professional contexts. This recognition has been insti-
tutionalized most prominently in the Common European
Framework of Reference (CEFR), which since its first edi-
tion ¥ and the more recent CEFR Companion Volume ",
has emphasized the notion of plurilingual and pluricultural
competence (PPC). The PPC framework defines commu-
nicative competence as the ability of individuals to draw
flexibly from their full linguistic and cultural repertoires,
rather than compartmentalizing languages into separate
systems. Coste, Moore, and Zarate M describe PPC as a
“plural competence” that enables learners to mobilize lan-
guages and cultural knowledge as resources for commu-
nication and mediation. Galante ' further operationalized
PPC in the form of an empirical scale, showing how lan-
guage and culture are inseparably bound in authentic com-
municative practice. Beyond Europe, scholars have ex-
panded this discussion by demonstrating how PPC can be
fostered in diverse educational contexts, including through
innovative practices such as audiovisual translation , tele-
collaboration ", and pluricultural mediation in language
classrooms . These studies affirm that pluricultural com-
petence is not simply an abstract ideal but a practical ne-
cessity for navigating multilingual societies.

Within the Southeast Asian context, pluricultural
competence takes on specific cultural forms that are deep-
ly rooted in local communicative traditions. The concept

of communication culture is particularly relevant here.

Communication culture refers to the system of norms,
values, and pragmatic conventions that shape how indi-
viduals interact and interpret meaning in specific cultural

10-12 . .
121 For example, “basa-basi” functions as a so-
b

settings !
cial lubricant that maintains harmony and signals respect
in Indonesia. Similarly, the cultural norm of “phuut taam
marayaat” reflects sensitivity to others’ feelings and the
avoidance of confrontation, thereby preserving group har-
mony in Thailand. This cultural dimension has been doc-
umented in research on English learning in North-Eastern
Thailand ", Both of these norms exemplify what Hall "¥
terms “high-context communication,” where much of the
meaning is embedded in shared understandings and im-
plicit cues, rather than explicit verbalization. Hofstede’s "
cultural dimensions theory likewise situates Indonesia and
Thailand within collectivist, high power-distance cultures,
where politeness and respect for hierarchy strongly shape
communicative choices. Later studies confirm that such
norms are more than superficial routines: they are cultural
rituals that construct relational alignment, trust, and social

16,17 . . . . .
6171 1n this sense, communication culture is a vi-

identity
tal dimension of pluricultural competence, as learners must
not only master linguistic forms but also appropriate the
pragmatic and cultural values embedded within them.

The role of communication culture in language
learning becomes particularly salient in contexts where
learners navigate between their own cultural repertoires
and those of the target language. In BIPA (Bahasa Indone-
sia bagi Penutur Asing) classrooms, learners from Thailand
often bring with them cultural frameworks such as “phuut
taam marayaat” while simultaneously being socialized
into Indonesian “basa-basi”. The parallels and contrasts
between these norms highlight the dynamic nature of plu-
ricultural learning: students must learn not only vocabulary
and grammar but also how to position themselves appro-
priately in culturally situated interactions. As Kirkpatrick
1 emphasizes, Southeast Asia provides a unique linguistic

ecology where multiple local languages, national languag-
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es, and global lingua francas coexist, making the negoti-
ation of communication culture an essential skill. The In-
donesian language itself has a long history of functioning
as a unifying medium of communication across diverse
ethnic groups, shaping patterns of interaction and identity
[°1 From this perspective, language learning is inseparable
from intercultural communication, since students are ex-
pected to shift between modes of politeness, indirectness,
and relational strategies across contexts.

At the same time, translanguaging has gained in-
creasing prominence as a theoretical and pedagogical lens
for understanding how multilingual speakers mobilize
their repertoires. Garcia and Wei *! define translanguag-
ing as the process by which speakers draw on their entire
linguistic repertoire to make meaning, without being con-
strained by arbitrary boundaries between “languages.” This
perspective challenges traditional monolingual paradigms
of education, instead recognizing that bilingual and multi-
lingual practices are natural, dynamic, and pedagogically
valuable. Otheguy, Garcia, and Reid *'"" emphasize that
translanguaging does not imply “mixing languages” in a
deficit sense, but rather reflects the holistic linguistic com-
petence of plurilingual individuals. More recent work un-
derscores its role in identity construction, learner agency,
and cultural mediation >,

In Southeast Asia, translanguaging practices often
involve strategic alternation between local languages, na-
tional languages (Indonesian or Thai), and English as a lin-
gua franca. For instance, Indonesian teachers may explain
complex grammatical rules using English before returning
to Indonesian for practice, while Thai instructors may draw
on Thai and English to scaffold comprehension for BIPA
learners. In both contexts, translanguaging serves peda-
gogical, cultural, and affective functions: it reduces learner
anxiety, clarifies meaning, validates linguistic repertoires,
and facilitates the internalization of communicative norms
(232 Beyond the classroom, translanguaging also reflects
how pluricultural competence is enacted in daily life, as
individuals switch between communicative frameworks
depending on the social context.

Despite the growing recognition of pluricultural
competence and translanguaging, there remains a notable
gap in research that explicitly connects these concepts with

communication culture in Southeast Asia. Existing studies

on plurilingual and pluricultural competence are largely

9,27-29 .
2721 while research on

situated in European contexts |
translanguaging has focused heavily on Western bilingual
education or global North settings. Fewer studies have
investigated how Southeast Asian communicative norms
such as “basa-basi” and “phuut taam marayaat” intersect
with pluricultural and translanguaging practices. Recent
scientometric reviews show that while translanguaging has
been extensively studied in Europe and North America,
Asian perspectives remain underrepresented °*. As Kirk-
patrick """ argues, Southeast Asia offers fertile ground for
expanding theories of multilingualism, given its complex
interplay of high-context communication, collectivist val-
ues, and multilingual repertoires. Moreover, in the specific
domain of BIPA education, there has been limited attention
to how translanguaging mediates the acquisition of not just
linguistic forms but also cultural practices. This research
gap suggests the need for studies that highlight the inter-
connection of communication culture, pluricultural com-
petence, and translanguaging in Indonesian and Thai con-
texts.

The present study responds to this gap by investigat-
ing how communication culture, pluricultural competence,
and translanguaging intersect in BIPA classrooms across
Indonesia and Thailand. By situating translanguaging
within culturally specific communicative norms, the study
advances theoretical discussions of pluricultural compe-
tence while also providing practical implications for lan-
guage pedagogy, intercultural communication, and policy
development. The research is guided by three key ques-
tions: How do norms such as “basa-basi” and “phuut taam
marayaat” shape translanguaging practices in multilingual
interactions? In what ways does translanguaging reflect
and reinforce pluricultural competence? And what are the
implications of these practices for language pedagogy and
intercultural communication in Southeast Asia?

2. Literature Review

2.1. Communication Culture

Communication culture refers to the system of
norms, values, and pragmatic routines that shape how indi-
viduals construct meaning and relationships in interaction.

Practices such as “basa-basi” in Indonesia and “phuut taam
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marayaat” in Thailand exemplify high-context communi-

14131 where implicit cues, politeness, and harmony

d [ieat

cation
are prioritize I Recent studies confirm that such
routines function as cultural strategies for maintaining so-
cial alignment and identity """,

Communication culture can thus be seen as cultural-
ly grounded speech acts that embody values of politeness,
respect, intimacy, or local wisdom, upheld by specific
communities and comparable across cultures "***!. This
view is consistent with prior research that links commu-
nicative behavior to cultural systems rather than isolated

014131 1n the context of BIPA education,

linguistic choices
this definition underscores that learning Indonesian in-
volves internalizing communication culture as a core ele-
ment of pluricultural competence and as a foundation for
translanguaging practices that mediate understanding be-
tween Indonesian, Thai, and English. Indonesian linguistic
structures and pragmatic features also play a crucial role in
mediating communication. Classic and modern references
provide detailed accounts of Indonesian grammar and us-

age in educational ™%,

2.2. Pluricultural Competence

Pluricultural competence has been conceptualized in
the CEFR ¥ as the ability to draw upon multiple cultural
repertoires for communication. Coste, Moore, and Zarate
I define it as cultural mediation, while Galante ' empiri-
cally validates its inseparability from plurilingual compe-
tence. Byram " highlights critical cultural awareness, and
Kramsch and Zhang * emphasize intercultural position-

k ") demonstrates its centrality

ing, whereas Kirkpatric
in multilingual Asia. In addition to intercultural citizenship
and mediation models, interculturality has also been theo-
rized as a flexible educational and methodological toolbox
that can guide both pedagogy and research "°. These per-
spectives highlight pluricultural competence as a multidi-
mensional skill that goes beyond knowledge to practice.
Pluricultural competence can be defined as the abil-
ity to master and understand communication cultures from
different backgrounds and apply them appropriately in in-
teraction while maintaining one’s cultural identity ">*"*",
This perspective aligns with Byram’s ' and Galante’s ©

emphasis on negotiation and enactment of cultural values,

showing that competence is expressed in practice rather
than abstract knowledge. In BIPA classrooms, pluricultural
competence becomes visible when learners mobilize their
home cultural norms alongside Indonesian communication
culture through translanguaging, enabling them to negoti-
ate meaning, build confidence, and perform intercultural
identities. Recent work also highlights the need to opera-

tionalize PPC into curricula and teacher training 7.

2.3. Translanguaging

Translanguaging is understood as the dynamic use of
one’s full linguistic repertoire without rigid separation be-
tween languages “**". It has been shown to support com-
prehension, scaffold learning, and reduce anxiety %,
Beyond pedagogical benefits, translanguaging validates
learners’ repertoires and empowers them to express au-
thentic identities ">, In Southeast Asia, translanguaging
often involves Indonesian or Thai in combination with
English as a lingua franca and local vernaculars, reflect-
ing complex multilingual ecologies *"’. Other perspectives
have also introduced alternative models for analyzing how
interaction mediates learning in multilingual classrooms
21 which further support the view that translanguaging
enables learners to mobilize multiple repertoires for mean-
ing-making.

Recent scholarship situates translanguaging as both
pedagogy and identity practice, highlighting its role in in-
tercultural communication **. In BIPA contexts, translan-
guaging occurs when teachers alternate between Indone-
sian and English to scaffold abstract grammar, or between
Indonesian and Thai to connect cultural routines such as
“basa-basi” and “phuut taam marayaat”. This underscores
translanguaging as a bridge that connects pluricultural
competence with communication culture, making it central
to language learning in Southeast Asian multilingual class-
rooms. Early studies in bilingual classrooms highlighted

43,44] .
, while

its role as a pedagogy for learning and teaching '
more recent scholarship frames it as a practical language
theory and cultural mediation *****!. A scientometric map-
ping of translanguaging research also highlights emerging
trends and the need for studies that integrate cultural di-

mensions, especially in underexplored Asian contexts "
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2.4.Integrative Perspectives and Research
Gap

Although communication culture, pluricultural com-
petence, and translanguaging have often been examined
separately, integrative perspectives highlight their inter-

[46]

connectedness. Araujo e Sa and Melo-Pfeifer ™ argue that

pluricultural competence is enacted through communica-

tive practices, while Preece and Marshall *”

emphasize
cultural translation as real-time mediation between lan-
guages and cultures. Beacco ' insists that PPC should be
operationalized in classroom practices rather than remain-
ing abstract. These perspectives resonate with Byram’s
B intercultural communicative competence framework,
which links linguistic, sociolinguistic, and cultural skills.
Kirkpatrick '"* highlights Southeast Asia as a unique
site where multilingual repertoires intersect with high-con-
text cultural traditions. Within this ecology, communica-
tion culture provides the cultural logics that frame pluri-
cultural competence, while translanguaging serves as the
mechanism for enacting them in practice. Integrating these
perspectives allows for a holistic understanding of how
BIPA learners negotiate meaning, internalize Indonesian
communication culture, and develop pluricultural compe-
tence through translanguaging. Similar approaches high-
light intercultural translation as classroom practice * and

the role of innovative tasks such as audiovisual translation

in fostering pluricultural mediation °.

3. Methodology

The methodological framework of this study is root-
ed in a qualitative research paradigm, chosen to explore
the complex interplay between pluricultural competence,
communication culture, and translanguaging practices in
Indonesia and Thailand. Qualitative methods were chosen
because they allow for an in-depth exploration of partic-
ipants’ experiences and the contextual meanings of com-

M7 Given the nature of the research

munication practices
questions, which seek to understand not just linguistic
patterns but also the underlying cultural values and inter-
actional norms, a qualitative approach allows for in-depth

investigation of lived experiences, social practices, and

cultural meanings. Rather than focusing on numerical mea-
surements or quantifiable outcomes, the study emphasizes
the interpretation of behaviors, attitudes, and narratives
within their natural settings. This approach is consistent
with sociolinguistic and ethnographic traditions that view
language as embedded in social interaction and cultural
practices "%,

A qualitative ethnographic design was selected be-
cause it offers tools to observe and interpret communi-
cation events in real-world contexts. Ethnography, by its
nature, seeks to uncover the meaning systems that guide
social interactions, making it particularly well-suited for
examining high-context communication cultures like In-
donesia and Thailand. Ethnographic approaches have been
recommended for uncovering meaning systems that guide
communicative behavior . This approach aligns with
calls for methodological pluralism in intercultural educa-
tion, where researchers are encouraged to use intercultural-
ity as a toolbox to capture the dynamic and situated nature
of communication ", This study follows an interpretivist
framework, which acknowledges that meaning is co-con-
structed by the researcher and participants, and that cultur-
al phenomena must be understood from the participants’
perspectives. To achieve this, multiple data collection
methods were employed, including semi-structured inter-
views, focus group discussions (FGDs), and classroom ob-
servations.

The study was conducted in two primary settings:
BIPA (Bahasa Indonesia untuk Penutur Asing) programs at
Universitas Negeri Surabaya in Indonesia, and Thai BIPA
programs at Chiang Mai University and Maejo Univer-
sity in Thailand. These sites were selected because they
represent dynamic multilingual environments where both
teachers and learners engage with multiple languages and
cultural frameworks on a daily basis. The selection of
these sites also aligns with the study’s focus on Southeast
Asian communication culture, providing rich data on how
translanguaging and pluricultural competence manifest in
educational and everyday contexts. The comparative el-
ement enabled the study to capture both similarities and
differences in how pluricultural competence and translan-
guaging are enacted across cultural settings °”. The fol-

lowing Figure 1 is a flowchart of the research.
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Research Design:
Qualitative Ethnography

Maejo University (Thailand)

Research Sites:
- Universitas Negeri Surabaya (Indcnesiaj

- Chiang Mai University (Thailand)

Participants:
14 purposively selected
2 B]]l:’A instructors (Unesa)

- 1 BIPA instructor (Maejo Univ.)
- 1 BIPA instructor (Chiang Mai Univ.)

(all =10 years teaching
l{\ students from

- 10 BI

erience)
and

- Semi-structured Interviews

[ Data Collection: ’

- Focus Group Discussions (FGDs)
- Classroom Observations

Data Analysis:
Thematic Analysis
(Deductive + Inductive Coding)

Validity & Ethics:
Triangulation,
Member Checking,
Reflexivity

Figure 1. Research flowchart diagram.

3.1. Participants

Participants were recruited using purposive sampling
to ensure that those involved had substantial experience
with multilingual and intercultural communication °".
The group consisted of BIPA instructors in Indonesia and
Thailand, alongside BIPA learners from Thailand. In total,
14 participants were included: two BIPA instructors from
Universitas Negeri Surabaya (UNESA), one BIPA instruc-

tor from Maejo University (Thailand), one BIPA instructor

from Chiang Mai University (Thailand), and ten Thai stu-
dents enrolled in BIPA programs. The selection aimed to
capture perspectives from both teachers, who facilitate lan-
guage and cultural learning, and students, who experience
these practices directly. Participants varied in age (18-55
years), teaching experience (all instructors had more than
10 years), and linguistic repertoire, with most being profi-
cient in at least two languages, including English as a lin-
gua franca in academic contexts. Table 1 below shows the

background of research participants.

Table 1. Participants Background.

Category Code Number Nationality Experience Language
BIPA Instrucj[ors (Univer- TA, TB 2 Indonesia >10 years Javanese, Indonesian, English.
sitas Negeri Surabaya)
BIPA Inst.mct(?r (Macjo TC 1 Thailand >10 years Thai, English, Indonesian.
University)
BIPA Instructor (Chiang . . . .
Mai University) TD 1 Thailand >10 years Thai, English, Indonesian.
BIPA Learners SA,SB, ..., S] 10 Thailand Varied Thai, English.

3.2.Data Collection

Data collection instruments were carefully developed

based on the theoretical framework and research objec-
tives. A semi-structured interview protocol was designed

to elicit participants’ views on communication culture,
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their experiences with translanguaging in the classroom,
and their perceptions of pluricultural competence. The in-
terviews included open-ended questions such as: “How
do cultural values like politeness or hierarchy influence
your teaching or communication?”” and “Can you describe
moments when you combined multiple languages to facil-
itate understanding?”” These questions were adapted from
established intercultural communication studies *”**! and
adjusted to reflect the cultural contexts of Indonesia and
Thailand.

In addition to interviews, focus group discussions
(FGDs) were conducted with groups of 4-5 participants,
each lasting about 90 minutes. FGDs explored shared ex-
periences of managing multilingual classrooms, negotiat-
ing cultural norms, and using translanguaging as a teaching
and learning strategy. This format encouraged collaborative
reflection and allowed peer-to-peer dialogue, generating
insights that might not surface in individual interviews "
Classroom observations were carried out in BIPA classes
at Universitas Negeri Surabaya and in Thai BIPA classes at
Maejo University and Chiang Mai University. Ten sessions
(60 minutes each) were observed, focusing on translan-
guaging in practice, teacher—student interactions, and the
enactment of cultural values such as ethics and norms,
implicature, “basa-basi” and “phuut taam marayaat”. Eth-
nographic observation methods were informed by Zhu %,
who emphasizes the importance of contextualized accounts
of communication. Detailed field notes documented both
verbal and nonverbal behaviors, supported by audio re-

cordings (with consent) for accurate transcription.

3.3. Data Analysis

The data analysis followed Braun and Clarke’s

six-phase thematic analysis, combining deductive cod-
ing (based on pluricultural competence, communication
culture, translanguaging) and inductive coding (emerging
from participants’ narratives). Codes such as politeness
strategies, language alternation, cultural mediation, and
identity negotiation were applied. A coding matrix was
developed, and two researchers coded data independently
before reconciling differences. Triangulation across inter-
views, FGDs, and observations ensured credibility.

To support this process, a coding matrix was devel-

oped, drawing on the instruments used in the field. For

example, codes such as politeness strategies, language al-
ternation, cultural mediation, and identity negotiation were
used to categorize data segments. The coding process was
conducted collaboratively by researchers to enhance reli-
ability, with discrepancies resolved through discussion and
re-coding. Triangulation was achieved by comparing data
from interviews, FGDs, and observations, ensuring that

themes were supported by multiple data sources.

3.4. Ethics and Trustworthiness

Ethical considerations were an integral part of the
research design. All participants were provided with an
informed consent form that explained the purpose of the
study, their rights as participants, and the voluntary na-
ture of their involvement. Confidentiality was ensured by
assigning pseudonyms and removing any identifying in-
formation from transcripts and reports. Audio recordings
and transcripts were stored securely, and participants were
given the opportunity to review and approve their inter-
view transcripts. The study adhered to ethical standards for
qualitative educational research, as outlined in Creswell
and Poth "),

The validity and trustworthiness of the study were
strengthened through several strategies. First, triangulation
of data sources (interviews, FGDs, and observations) al-
lowed for cross-verification of findings. Second, member
checking was conducted by sharing preliminary findings
with participants to confirm the accuracy of interpretations.
Third, reflexivity was maintained throughout the research
process, with the researchers keeping reflective journals
to document their assumptions, biases, and evolving un-
derstandings of the data. Finally, the study adhered to the
qualitative research criteria of credibility, transferability,

dependability, and confirmability °%.

3.5. Comparative Dimension

A distinctive aspect of this study is its compara-
tive design, which examines communication culture and
translanguaging across two national contexts. This com-
parative approach not only highlights similarities and
differences but also sheds light on how cultural norms in-
teract with language practices. For example, while both In-
donesia and Thailand value politeness and indirectness, the

specific strategies used to achieve these goals differ. Ob-
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serving how teachers and learners navigate these cultural
frameworks provides insights into the broader concept of
pluricultural competence as a dynamic and context-depen-
dent skill.

The role of the researcher in this study was both as
observer and interpreter. As an academic familiar with
both Indonesian and Southeast Asian cultural contexts,
the primary researcher leveraged insider knowledge while
remaining attentive to the need for critical distance. Field-
work in Thailand was conducted in collaboration with lo-
cal researchers, which facilitated access to participants and
enhanced cultural interpretation of the data. This collabo-
rative ethnographic approach ensured that the analysis was
informed by both local and comparative perspectives. This
reflexive stance reflects the ethnographic principle that re-
searchers are active participants in meaning-making, not

54
neutral recorders ©*.

3.6.Data Saturation

Data saturation was achieved after approximately
8 interviews and two FGDs, when no new themes or in-
sights emerged. The additional interviews and observations
served to confirm and refine the existing themes. The final
dataset consisted of approximately 50 pages of interview
transcripts, 20 pages of FGD notes, and 15 pages of class-
room observation notes, along with supplementary materi-
als such as lesson plans and teaching materials provided by
participants.

The methodological framework was designed to
align with the research objectives, which focus on under-
standing how pluricultural competence is enacted through
translanguaging and communication practices. By combin-
ing interviews, FGDs, and observations, the study captures
both the individual and collective dimensions of these
practices. Thematic analysis allows for a nuanced under-
standing of the interplay between language and culture,
while the comparative design situates these findings within
the broader Southeast Asian context.

This methodological approach also responds to re-
cent calls in linguistic research for greater attention to the
sociocultural dimensions of multilingualism “***'. Rather
than treating language as an abstract system, this study
emphasizes how language use is shaped by cultural values,
social relationships, and institutional contexts. By focusing

on the lived experiences of teachers and learners, it pro-

vides insights into how translanguaging and pluricultural
competence operate as practical, context-bound phenome-
na. The methodology employed in this study is both rigor-
ous and flexible, combining ethnographic sensitivity with
systematic analysis. The use of multiple data sources and
triangulation enhances the credibility of the findings, while
the comparative focus enriches the understanding of com-
munication culture in Indonesia and Thailand. This meth-
odological design lays a strong foundation for the results
and discussion sections that follow, which will present and

interpret the key themes that emerged from the data.

4. Results

The findings are organized into three themes that
emerged from the thematic analysis *”: (1) translanguaging
as pedagogical practice, (2) translanguaging as commu-
nication culture, and (3) translanguaging as identity con-
struction. These themes were consistently identified across
interviews, FGDs, and classroom observations, which pro-
vided triangulated evidence °°. Selected excerpts illustrate
how teachers and students enacted pluricultural compe-
tence and communication culture through translanguaging
in BIPA contexts.

4.1. Translanguaging as Pedagogical Practice

Teachers in both Indonesia and Thailand used
translanguaging strategically to support comprehension
and active participation. TB explained: “Ketika saya men-
gajarkan prefiks bahasa Indonesia, saya sering beralih ke
bahasa Inggris untuk memastikan siswa internasional me-
mahami fungsinya. Setelah itu, saya kembali ke bahasa
Indonesia agar mereka dapat berlatih secara alami.” (When
I introduce Indonesian affixes, I often switch to English
briefly to make sure international students understand the
function. After that, I return to Indonesian to let them prac-
tice naturally). Similarly in Thailand, TC stated: “Lebih
mudah bagi siswa untuk memahami pelajaran jika saya
mencampur bahasa Thailand dan Inggris, terutama ketika
contohnya berupa nilai budaya yang lebih spesifik.” (It is
easier for students to follow my explanation if I mix Thai
and English, especially when the example is culturally spe-
cific).

Students confirmed these strategies in interviews

and FGDs. SA said: “I feel less nervous when my teacher
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explains in both Indonesian and English. It helps me un-
derstand the rule, then I can try to say it in Indonesian.”
SB added: “Translanguaging makes me confident, because
when I cannot express in Indonesian, I can still use En-
glish, and the teacher supports me.” Table 2 below is an
example of translanguaging practice in learning Indonesian
grammar.

This pattern illustrates how thematic analysis cap-
tured the dual function of translanguaging: explaining
abstract grammar and reinforcing learner confidence.
Teachers in both Indonesia and Thailand reported that

switching between local languages, Indonesian or Thai,

and English enabled learners to access complex content
more effectively. Classroom observations also showed
that BIPA instructors in Indonesia used English (as lingua
franca) explanations when introducing abstract gram-
matical concepts before returning to Indonesian for prac-
tice. Likewise, BIPA instructors in Thailand alternated
between Thai and English (as lingua franca) to clarify
meanings, ensuring that cultural nuances were not lost.
These findings highlight that translanguaging is not a
random mixing of codes but a deliberate pedagogical
practice designed to scaffold comprehension and lower

affective barriers.

Table 2. Examples of learning Indonesian grammar using translanguaging.

Speaker z

Function

TB (Instructor, in

“Prefiks meN- itu artinya ‘to ... . Jadi kalau meN + tulis —

Explaining grammar rule with short Indone-

Indonesia) menulis, it means ‘to write’.” sian sentences, then English reinforcement
SA (Student, in Indo-  “Oh, jadi kalau mengajar itu from meN + belajar — menbe-  Testing understanding with a common over-
nesia) lajar, men... belajar?” generalization

“Ya, hampir betul. Almost correct. Namun, seharusnya kata

TB (Instructor, in
Indonesia)

dasarnya adalah ajar, bukan belajar. But, the root word
should be ajar, not belajar. Jadi meN + ajar — mengajar. If
meN meets a root word that begins with a vowel (a, i, u, e, 0),

Correcting misconception with sequential
translanguaging (Indonesian — English) for
emphasis

then meN changes to meNG.”

4.2. Translanguaging and Communication
Culture

In Thailand BIPA classes, instructors used translan-
guaging to highlight cultural similarities between Indo-
nesian “basa-basi” and Thai “phuut taam marayaat”. This

theme emerged strongly in FGDs, where students ex-

pressed that comparative cultural explanation helped them
feel familiar with Indonesian norms. This comparative
approach helped students recognize shared communica-
tive routines and apply them in practice. Table 3 shows
an example of learning communication as culture using

translanguaging.

Table 3. Example of learning communication as culture using translanguaging.

Speaker Utterance

Function

“Kalau di Indonesia, ketika kita duduk dengan orang baru, biasanya kita

TC (Instructor, in Thai-
land)

tanya: Mau ke mana? Dari mana? Ada tujuan apa?” — “In Indonesia,
when you sit with someone new, you often ask: Where are you going?

Introducing Indonesian small talk for-
mula (Indonesian — English)

Where are you from? What's your purpose?”

SF (Student, in Thai-
land)

“In Thai juga sama. v wan W lvusn (pai nai ma = Mau ke mana?),
1 i (ma jak nai = Dari mana?). So it’s the same pattern.”

Comparing Thai expressions to Indone-
sian, with English as main scaffold

TC (Instructor, in Thai-
land)

“Bagus, jadi polanya sama. Setelah itu, biasanya kita lanjut: Saya dari
Surabaya. Nama saya ....”" — “Good, the pattern is the same. After that,
we continue: I am from Surabaya. My name is ...."

Linking small talk to introduction (Indo-
nesian — English)

SG (Student, in Thai-

land) Right?”

“Oh, so I can say in Indonesian: Dari Bangkok. Nama saya Somchai.

Practicing Indonesian introduction (short
Indonesian + English)

“Sangat bagus. Jadi ketika kita memulai pembicaraan dengan orang

TC (Instructor, in Thai-
land)

asing sewaktu dalam perjalanan, kita bisa mulai dari basa-basi, baru
perkenalan nama.” — “ANTWIHAUAUNMAUAULLANKLIN 1919213060

Reinforcing cultural sequence (Indone-
sian — Thai)

AMvinoLaNtiaanou A ustingG ey ”
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Both teachers and students commented that com-
paring Indonesian and Thai small talk patterns accelerated
comprehension. TC reflected: “Ketika saya membanding-
kan pola basa-basi Indonesia dengan pola basa-basi Thai-
land, mahasiswa lebih cepat menangkap maksudnya kare-
na mereka merasa familiar.” (When I compare Indonesian
small talk with Thai small talk, students immediately see
the similarity and can apply it in practice).

Student reflections confirmed this theme. SF said:
“When the teacher compared Indonesian and Thai small
talk, I understood faster because it felt familiar.” SG add-
ed: “It feels natural, because the pattern is the same. I can
immediately try it in Indonesian after realizing it is similar
to Thai.” Thematic analysis clustered these comments un-
der the theme cultural scaffolding through translanguaging,
highlighting how communication culture was made explic-
it in multilingual pedagogy. These findings confirm that
translanguaging is embedded in communication culture
and adapts to cultural expectations of interaction. This in-
dicates that comparative translanguaging not only clarified
meaning but also accelerated learners’ ability to internalize

Indonesian communicative norms.

4.3. Translanguaging and Identity Construc-
tion

A third theme identified was the role of translan-

guaging in identity construction. Teachers were coded as
cultural mediators, while students expressed pluricultural
identities that combined Indonesian, English, and Thai
repertoires. Translanguaging emerged as a resource for
constructing pluricultural identities among teachers and
students. In Indonesian BIPA classrooms, translanguaging
was central to building learner confidence and pluricul-
tural identity. TB described herself as a cultural mediator:
“Saya tidak hanya mengajar bahasa Indonesia, tetapi juga
mengajarkan bagaimana orang Indonesia berkomunikasi,
bagaimana menggunakan basa-basi dengan sopan. Ketika
saya menggunakan translanguaging, saya menunjukkan
bagaimana kedua bahasa dan kedua budaya.” (I am not
only teaching Indonesian, I am teaching how Indone-
sians communicate, how to use small talk politely. When
I translanguage, I show both languages and both cultures).
In Thailand BIPA classrooms, TC expressed a similar per-
spective: “Menggunakan bahasa Thailand dan Indonesia
bukan hanya untuk mengajar, tetapi menunjukkan kepada
siswa bahwa saya adalah bagian dari kedua budaya.” (Us-
ing Thai and Indonesia is not just for teaching, it shows
students that I am part of both cultural worlds). Table 4
below shows how teachers and learners use code switching
and code mixing as natural speech for pluricultural speak-

ers in learning activities.

Table 4. Pluricultural Identity Construction in learning activities.

Speaker

Utterance

Function

SA (Student, in Indonesia)

“Saya nervous, tapi kalau pakai English
sedikit, I can talk more.

" Expressing self as pluricultural learner

TB (Instructor, in Indonesia)

“It’s okay. Kamu belajar pelan-pelan, yours
confidence will grow.’

, Positioning as supportive cultural mediator

“Now I can use Indonesian ethics like ‘per-
misi’or ‘boleh saya bertanya’plus English
when [ need. It feels natural.”

SD (Student, in Indonesia)

Demonstrating identity as pluricultural
speaker

Students also articulated their identity negotia-
tion. SA reflected: “I feel I am both English and Indo-
nesian when I study here. Sometimes I speak half-half,
but it shows I belong to two cultures now.” SB shared:
“Translanguaging helps me to be accepted, because I can
use Indonesian expressions like ‘basa-basi’, ethics, and
still rely on English when needed.”

The findings indicate that translanguaging does
more than facilitate learning; it also enables both teachers

and learners to position themselves as pluricultural ac-
tors. As thematic analysis revealed, identity construction
was a recurring code across interviews and FGDs, show-
ing that learners perceived themselves as pluricultural
speakers navigating multiple cultural repertoires. Class-
room data confirmed that students used multiple languag-
es to express humor, solidarity, and closeness, showing
that identity work was a central outcome of translanguag-

ing practices.
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4.4. Thematic Synthesis

The findings from interviews, focus group discus-
sions, and classroom observations were analyzed themat-
ically ™ to capture recurring patterns across the dataset.
Three major themes emerged: translanguaging as pedagog-
ical practice, translanguaging and communication culture,
and translanguaging and identity construction. Each of
these themes reflects how teachers and learners engaged
with communication culture, enacted pluricultural com-
petence, and strategically used translanguaging in BIPA
classrooms in Indonesia and Thailand.

To better illustrate the interrelationship between the
study’s core constructs and emergent themes, a thematic
diagram was developed (Figure 2). The diagram visual-
izes the reciprocal connections between communication
culture, pluricultural competence, and translanguaging,
while also showing how these interconnections give rise
to the three themes identified in the analysis. This visual
representation helps clarify the role of translanguaging as

a bridge that links cultural norms and pluricultural compe-

tence in multilingual education.

The diagram illustrates the interconnectedness of the
three core constructs: communication culture, pluricultural
competence, and translanguaging. Dashed arrows indicate
their reciprocal influence: communication culture provides
the cultural logics of interaction, pluricultural competence
enables learners to navigate and apply these logics across
contexts, and translanguaging operationalizes them in
classroom practice.

Thematic analysis identified three main outcomes
emerging from these interconnections. Translanguaging
was employed as a pedagogical practice to scaffold com-
prehension and reduce anxiety, as a means of explicitly
highlighting communication culture such as “basa-basi”
and “phuut taam marayaat”, and as a resource for identity
construction, where learners negotiated pluricultural iden-
tities through flexible use of Indonesian, English, and Thai.
This visual representation underscores that translanguaging
is not isolated from culture but functions as a bridge link-
ing communication norms and pluricultural competence in

multilingual classrooms.

,’l’ ~~. \\‘\
’/, ‘.-'-'\ \\\
P —\___‘_ .
”’f’ ‘*s‘_‘\.“ \\\\\
T
,///F;Iuricultural TR IEG LT
Competence Aagind
Pedagogical Communication Identity
Practice Culture Construction

Figure 2. Thematic relationships between communication culture, pluricultural competence, and translanguaging in Thai BIPA con-

texts.

5. Discussion

The findings of this study highlight the interwoven
nature of communication culture, pluricultural compe-
tence, and translanguaging in the multilingual contexts
of Indonesia and Thailand. This section discusses these
findings in relation to existing theoretical frameworks and

previous research, emphasizing the implications for lan-

guage education, intercultural communication, and linguis-
tic theory. By interpreting the results through the lenses of
Hall’s " high-context and low-context communication,
Hofstede’s "' cultural dimensions, and the translanguaging

9 the discussion provides a

framework of Garcia and Wei
deeper understanding of how language and culture operate
in tandem to shape communicative practices. These find-

ings reaffirm earlier work in bilingual classrooms, where
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translanguaging was shown to be a productive pedagogy
for scaffolding content and fostering learner agency **,
but cultural dimensions should be understood as dynamic
and context-sensitive ", The observed practices in both
Indonesia and Thailand reflect how interaction mediates
not only linguistic comprehension but also cultural nego-
tiation, consistent with recent interaction-based models of
multilingual learning **".

One salient finding is the extent to which cultural
values, such as “basa-basi” and “phuut taam marayaat”,
shape communicative strategies pattern. These practices
are not merely conversational conventions but cultural
resources that sustain politeness, social harmony, and re-
spect "' Their presence in classrooms affirms Hall’s
U notion of high-context communication, where implicit
understandings carry meaning, and Hofstede’s "' dimen-
sions of collectivism and power distance. It illustrates the
multiplicities of multilingual interaction, where learners
and teachers constantly shift between repertoires in ways
that negotiate meaning and relationality "*". In this respect,
Indonesian “basa-basi” emphasizes warmth and inclusiv-
ity, while Thai “phuut taam marayaat” reflects conflict
avoidance and deference. These findings echo Moussa et
al. "7, who showed that Southeast Asian politeness strat-
egies function as cultural rituals, and support Asteria’s **
argument that communication culture is best understood
as a cultural rather than linguistic phenomenon. It’s also
consistent with studies in other multilingual high-context
societies. For example, family language policies in Ka-
zakhstan also reveal how translanguaging practices are
used to negotiate cultural values and maintain multilingual
repertoires .

The integration of cultural norms into classroom
practices illustrates that pluricultural competence is a crit-
ical component of effective communication. As Byram "
and Galante ' argue, intercultural mediation is as essential
as linguistic proficiency. Instructors demonstrated pluricul-
tural competence when teaching polite expressions such as
“permisi” or “boleh saya bertanya” in Indonesia and polite
particles such as “khrap” and “kha” in Thailand. These
pedagogical practices show that pluricultural competence
is enacted through communication culture, aligning with

s 28]

Kramsch and Zhang’s “* observation that intercultural po-

sitioning is inseparable from communicative performance.

In BIPA contexts, this suggests that learners must not only
acquire Indonesian forms but also navigate cultural norms
through comparative reflection with their own communi-
cative traditions. Similar observations have been made in
studies of English education in Thailand, where cultural
values such as “phuut taam marayaat” mediate teacher—
student relationships and classroom participation "', This
echoes Kramsch’s !'! argument that globalization poses
new challenges for language educators, who must address
both the linguistic and cultural dimensions of learning in
increasingly diverse classrooms.

Another important finding is the central role of
translanguaging as both pedagogy and cultural practice.
Instructors frequently alternated between Indonesian, En-
glish, and Thai to scaffold comprehension of abstract con-
cepts and to connect cultural norms across contexts. This

supports Garcia and Wei’s *”

and Otheguy, Garcia, and
Reid’s *" conceptualization of translanguaging as a holistic
practice that leverages the speaker’s full repertoire. Ped-
agogical translanguaging facilitated comprehension and
reduced anxiety, consistent with findings from Cenoz and
Gorter ' and Vogel and Garcia ™. At the same time, com-
parative translanguaging, such as highlighting similarities
between Indonesian and Thai small talk, helped learners
internalize communication norms more effectively. This

h [25,40] [26]’ who

aligns with Canagaraja and Guo and Feng
emphasize translanguaging’s role in identity and cultural
negotiation.

The observed instances of translanguaging in class-
rooms, such as the alternation between Indonesian, En-
glish, and local languages, illustrate the fluidity of lan-
guage boundaries. For example, when explaining the use
of affixes in Indonesian, teachers often resorted to English
or students’ native languages to ensure clarity. This aligns
with the pedagogical benefits of translanguaging doc-

umented by Cenoz and Gorter **!

, who emphasize that
translanguaging allows learners to leverage their existing
linguistic resources, thereby enhancing both comprehen-
sion and engagement. In the Thai context, the use of En-
glish alongside Thai served a similar purpose, bridging
gaps in understanding while simultaneously exposing
students to the cultural nuances of Thai politeness forms.

s, [45]

Such practices underscore Wei’s "' notion of translanguag-

ing as a “practical theory of language,” which highlights
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the creative and context-dependent ways speakers use lan-
guage to navigate complex communicative landscapes.

Learners’ reflections confirm that translanguaging
validated their identities and gave them confidence to
participate. This affirms Cummins’s ®” linguistic interde-
pendence hypothesis, which posits that knowledge of one
language can support acquisition of another. In this study,
translanguaging allowed learners to draw on Thai and En-
glish as scaffolds for acquiring Indonesian, fostering deep-
er cultural and linguistic awareness. Wei’s "*”! is reflected in
how learners positioned themselves as pluricultural actors
through the flexible use of repertoires. Such findings sug-
gest that identity construction in multilingual classrooms
is inseparable from translanguaging, reinforcing Asteria’s
B2 definition of pluricultural competence as the ability to
enact communication cultures across contexts while main-
taining one’s own identity.

However, the findings also reveal tensions between
translanguaging practices and institutional policies that fa-
vor monolingual approaches. Both Indonesian and Thai ed-
ucators noted that their institutions sometimes prioritize a
“target-language-only” policy, viewing translanguaging as
a deviation from standard pedagogy. This tension reflects
what Garcia *” describes as the “monolingual bias” in lan-
guage education, which often fails to recognize the benefits
of multilingual practices. Despite these constraints, teach-
ers in this study found ways to incorporate translanguaging
informally, demonstrating their agency and professional
judgment. This aligns with Hornberger and Johnson’s *"
argument that educators act as “policy interpreters,” adapt-
ing official guidelines to meet the needs of their students.

The results also highlight the role of translanguaging
in fostering intercultural understanding. By using multiple
languages, teachers were able to introduce cultural con-
cepts that might not be easily translatable. For example,
the Thai concept of “sanuk”, which emphasizes finding
enjoyment in everyday activities, was explained using
both Thai and English, with students encouraged to draw
parallels with similar concepts in their own cultures. This
not only deepened students’ understanding of Thai culture
but also facilitated cross-cultural dialogue. Similarly, in
Indonesian classrooms, teachers used translanguaging to
explain cultural practices such as “gotong royong” (mutual

cooperation), helping students appreciate the social values

embedded in the language. These examples illustrate how
translanguaging can serve as a bridge between language
learning and cultural learning, a connection that is central
to pluricultural competence.

The comparative analysis of Indonesia and Thailand
reveals both shared and distinct features of communication
culture and translanguaging. Both countries are character-
ized by high-context communication, where indirectness
and politeness are valued. In both contexts, teachers used
translanguaging not only as a pedagogical tool but also as
a means of aligning with cultural expectations. However,
there are also notable differences. Indonesian “basa-basi”
tends to emphasize social warmth and inclusivity, often
using humor and informal expressions to build rapport. On
the other hand, Thai “phuut taam marayaat” is more fo-
cused on avoiding conflict and preserving face, which can
lead to more reserved or indirect communication styles.
These cultural differences influence how translanguaging
is employed. In Indonesia, teachers might use a mix of lan-
guages to create a relaxed and friendly atmosphere, while
in Thailand, the focus is on maintaining harmony and re-
spect. These findings confirm the argument that intercul-
tural communication requires mediation between linguistic
and cultural repertoires >\ This comparative lens illus-
trates the importance of communication culture in shaping
translanguaging and pluricultural competence, a finding
that adds to recent calls for expanding PPC research into
Asian contexts 'Y,

Another important discussion point is the role of
teachers’ own pluricultural competence in shaping their use
of translanguaging. Teachers who were themselves pluri-
lingual and accustomed to intercultural settings were more
likely to embrace translanguaging as a legitimate practice.
They viewed language as a flexible resource and encour-
aged students to draw on all their linguistic assets. Con-
versely, teachers with more traditional training tended to
adhere to monolingual approaches, often due to concerns
about curriculum standards or assessment practices. This
finding underscores the need for teacher education pro-
grams to incorporate training on translanguaging and inter-
cultural communication, preparing educators to navigate
the realities of multilingual classrooms. Similar insights

have been observed in multilingual education in Europe **

. . . [62
and in translanguaging classrooms across Asia ‘),
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The study’s findings contribute to ongoing debates
about the nature of language competence in a globalized
world. Traditional models of communicative competence
[l emphasize discrete language skills, but this study sug-
gests that such models are insufficient for capturing the
complexities of multilingual communication in high-con-
text cultures. Pluricultural competence, as conceptualized
CEFR ™’ and further developed by Coste, Moore, and

[12,37.38] empirically validates

its inseparability from plurilingual competence. Byram 7,

Zarate ) Galante ', Asteria

offers a more holistic framework that integrates linguistic,
cultural, and intercultural skills. Translanguaging, in turn,
operationalizes this competence by providing a practical
means of navigating diverse communicative contexts.

The findings also resonate with research which has
emphasized the importance of integrating cultural transla-
tion and mediation into language education "***!. It high-
lights how translanguaging fosters intercultural dialogue,
promotes learner agency, and challenges monolingual
norms. For example, a study on adult ESL learners demon-
strated that translanguaging reduced anxiety and increased
participation by validating learners’ linguistic identities '**.
These insights align closely with the experiences of learn-
ers in this study, who reported feeling more confident and
engaged when allowed to use their native languages along-
side the target language.

The role of translanguaging in identity construction
is another important area of discussion. As Canagarajah
" notes, multilingual speakers do not simply switch be-
tween languages; they construct hybrid identities that draw
on multiple cultural references. In this study, students ex-
pressed that using a mix of languages allowed them to feel
“more like themselves,” as one Thai student put it. This
suggests that translanguaging is not just a pedagogical tool
but also a means of personal and cultural expression. By
validating students’ linguistic repertoires, teachers can cre-
ate more inclusive and empowering learning environments.

Despite the positive outcomes associated with
translanguaging, the study also highlights challenges that
need to be addressed. One challenge is the lack of institu-
tional support for translanguaging practices. In both Indo-
nesia and Thailand, curricula and assessment systems are
often designed around monolingual norms, which can dis-

courage teachers from adopting more flexible approaches.

To address this, educational policy makers need to recog-
nize the value of translanguaging and develop frameworks
that allow for its systematic integration into teaching and
assessment. This could include designing bilingual or mul-
tilingual assessment tools, providing professional devel-
opment for teachers, and revising curriculum guidelines
to acknowledge the role of students’ home languages in
learning.

Another challenge is the potential for misunder-
standings or confusion when multiple languages are used.
While translanguaging can facilitate comprehension, it
can also create difficulties if not managed effectively. For
instance, some teachers reported that students became
overly reliant on English, which hindered their immersion
in Indonesian or Thai. This suggests the need for careful
scaffolding, where translanguaging is used strategically to
support learning rather than replacing the target language
altogether. Garcia, Johnson, & Seltzer *” emphasize that
translanguaging should be planned and purposeful, with
clear goals and outcomes.

The implications of this study extend beyond the
classroom. In professional and intercultural settings, plu-
ricultural competence and translanguaging can enhance
cross-cultural communication, diplomacy, and collabo-
ration. For example, business professionals working in
Southeast Asia could benefit from understanding cultur-
al practices like “basa-basi” and “phuut taam marayaat”,
which can influence negotiations and relationship-building.
Similarly, international students and expatriates could use
translanguaging as a tool to navigate cultural differences
and build connections with local communities.

The study also contributes to theoretical discussions
on the relationship between language and culture. It sup-
ports the view that language is not a neutral medium but
a cultural artifact that carries social values and ideologies.
Translanguaging, in this context, can be seen as a form
of cultural translation, where speakers negotiate meaning
across linguistic and cultural boundaries. This aligns with
the work of Kramsch ** and Wei **, who argue that lan-
guage use is always embedded in cultural practices and
social identities. The findings of this study demonstrate
that communication culture, pluricultural competence, and
translanguaging are interdependent and mutually reinforc-

ing. Teachers and learners in Indonesia and Thailand use
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translanguaging not only to overcome linguistic barriers
but also to navigate cultural expectations and build mean-
ingful relationships. While challenges remain, particularly
in terms of institutional policies and teacher training, the
evidence suggests that embracing translanguaging can en-
hance both language learning and intercultural understand-
ing.

In light of these findings, several policy and peda-
gogical implications can be drawn. Language education
policies in Indonesia and Thailand need to move beyond
rigid monolingual frameworks and acknowledge the ped-
agogical value of translanguaging. This entails rethinking
curricular guidelines, assessment practices, and classroom
norms so that they align more closely with the multilingual
and pluricultural realities of learners. Teacher education
and professional development programs should explicit-
ly integrate training on translanguaging and intercultural
competence, equipping educators with the skills to act as
cultural mediators. At the institutional level, curriculum
developers and policy makers could collaborate to design
translanguaging-aware syllabi, particularly for subjects re-
lated to language and intercultural communication. Such
initiatives would validate learners’ full linguistic reper-
toires, empower teachers to adopt culturally responsive
strategies without constraints, and foster more inclusive
learning environments in Southeast Asian classrooms and
beyond. Future research could build on these findings by
exploring translanguaging in other Southeast Asian con-
texts or by examining its impact on specific language skills
such as writing or pronunciation. Additionally, longitudinal
studies could investigate how students’ pluricultural com-
petence develops over time and how translanguaging con-
tributes to their overall communicative competence.

In summary, the study demonstrates that communi-
cation culture, pluricultural competence, and translanguag-
ing are mutually reinforcing dimensions of multilingual
education in Southeast Asia. Translanguaging emerged as
both a pedagogical and cultural strategy, enabling teach-
ers to scaffold comprehension while making communi-
cation norms explicit, and allowing learners to negotiate
pluricultural identities. The comparative analysis between
Indonesian “basa-basi” and Thai “phuut taam marayaat” il-
lustrates how cultural logics frame classroom practice and

how translanguaging serves as the bridge connecting these

practices with pluricultural competence. While institution-
al monolingual policies remain a challenge, the findings
suggest that embracing translanguaging and communica-
tion culture can enhance both language learning and inter-
cultural understanding. These insights pave the way for the
conclusion, which consolidates the implications for theory,

pedagogy, and policy in BIPA education.

6. Conclusions

This study has examined the interplay of commu-
nication culture, pluricultural competence, and translan-
guaging in Indonesian and Thai BIPA classrooms through
thematic analysis of interviews, focus group discussions,
and classroom observations. The findings show that
translanguaging is not only a pedagogical strategy but
also a cultural practice that enables learners to internal-
ize communicative norms such as “basa-basi” and “phuut
taam marayaat”, negotiate their pluricultural identities,
and access complex content more effectively. Teachers
employed translanguaging to scaffold comprehension and
highlight cultural parallels, while learners reported greater
confidence when allowed to mobilize their full repertoires
of Indonesian, Thai, and English. These insights affirm
that pluricultural competence is enacted through commu-
nication culture and operationalized by translanguaging,
aligning with global research yet extending it to Southeast
Asian high-context settings. At the same time, tensions
with monolingual policies underscore the need for insti-
tutional recognition of multilingual pedagogies. The com-
parative perspective reveals that while Indonesian class-
rooms often use translanguaging to foster inclusivity and
rapport, Thai classrooms emphasize respect and harmony,
reflecting distinct cultural logics. However, the study is
limited by its relatively small sample size in Indonesia and
Thailand. Future research could expand to other Southeast
Asian contexts, employ longitudinal designs, or integrate
corpus-based and mixed-method approaches to deepen
insights into pluricultural competence. Despite these lim-
itations, the evidence demonstrates that translanguaging
embedded in communication culture provides a powerful
resource for fostering pluricultural competence. Teacher
education programs and curriculum design should there-

fore integrate translanguaging and intercultural communi-
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cation training, while policy makers should move beyond
monolingual assumptions to build inclusive frameworks

that reflect the lived realities of multilingual learners.

Author Contributions

Conceptualization, P.V.A., S.M., and S.S. (Suhailee
Sohnui); methodology, B.Y. and S.S. (Syamsul Sodiq); val-
idation, S.M., S.S. (Suhailee Sohnui), and P.V.A.; formal
analysis, S.S. (Syamsul Sodiq) and S.S. (Suhailee Sohnui);
investigation, B.Y., P.V.A., and S.M.; data curation, P.V.A.
and S.S. (Suhailee Sohnui); writing original draft prepara-
tion, P.V.A. and S.M.; writing review and editing, P.V.A.
and S.S. (Suhailee Sohnui); supervision, B.Y. and S.S.
(Syamsul Sodiq); project administration, P.V.A. All authors
have read and agreed to the published version of the manu-

script.
Funding
The research was funded by Universitas Negeri

Surabaya (UNESA).

Institutional Review Board State-
ment

Not applicable.

Informed Consent Statement

Informed consent was obtained from all subjects in-

volved in the study.

Data Availability Statement

The data supporting the findings of this study are
available on request from the corresponding author. The
data are not publicly available due to privacy and ethical

restrictions.

Acknowledgments

The authors would like to thank the participants of
the BIPA program for their invaluable contributions, as

well as colleagues at Universitas Negeri Surabaya, Maejo

University, and Chiang Mai University for their support

and collaboration.

Conflicts of Interest

The authors declare no conflict of interest.

References

[1] Kramsch, C., 2014. The challenge of globalization for
the teaching of foreign languages and cultures. Elec-
tronic Journal of Foreign Language Teaching. 11(2),
249-254.

Council of Europe. Council for Cultural Co-operation.
Education Committee. Modern Languages Division,
2001. Common European framework of reference
for languages: Learning, teaching, assessment. Cam-
bridge University Press: Cambridge, UK.

Council of Europe, 2020. Common European Frame-
work of Reference for Languages: Learning, teach-
ing, assessment — Companion volume. Council of
Europe Publishing. Available from: https://rm.coe.int/
common-european-framework-of-reference-for-lan-
guages-learning-teaching/16809ea0d4 (cited 14 July
2025).

Coste, D., Moore, D., Zarate, G., 2009. Plurilingual
and pluricultural competence. Council of Europe:
Strasbourg, France.

Galante, A., 2022. Plurilingual and pluricultural com-
petence (PPC) scale: The inseparability of language
and culture. International Journal of Multilingualism.
19(4), 477-498. DOI: https://doi.org/10.1080/147907
18.2020.1753747

Baiios, R., Marza, A., Torralba, G., 2021. Promoting
plurilingual and pluricultural competence in language
learning through audiovisual translation. Translation
and Translanguaging in Multilingual Contexts. 7(1),
65—85. DOI: https://doi.org/10.1075/ttmc.00063.ban
Polyakova, O., Galstyan-Sargsyan, R., 2021. Sustain-
able higher education via telecollaboration: Improving
plurilingual and pluricultural competence. Integra-
tion of Education. 25(4), 544-561. DOI: https://doi.
org/10.15507/1991-9468.105.025.202104.544-561
Chen, Y.Z., Hélot, C., 2018. The notion of plurilin-
gual and pluricultural competence in the teaching of
foreign languages in France. Language Education
and Multilingualism — The Langscape Journal. 1(1),
168-187.

Beacco, J.C., 2022. Revisiting the “Plurilingual-Inter-
cultural” Orthodoxy. In: Multilingualism and Educa-

(2]

(3]

(4]

(3]

(6]

(7]

(8]

(9]

1092


https://rm.coe.int/common-european-framework-of-reference-for-languages-learning-teaching/16809ea0d4
https://rm.coe.int/common-european-framework-of-reference-for-languages-learning-teaching/16809ea0d4
https://rm.coe.int/common-european-framework-of-reference-for-languages-learning-teaching/16809ea0d4
https://doi.org/10.1080/14790718.2020.1753747
https://doi.org/10.1080/14790718.2020.1753747
https://doi.org/10.1075/ttmc.00063.ban
https://doi.org/10.15507/1991-9468.105.025.202104.544-561
https://doi.org/10.15507/1991-9468.105.025.202104.544-561

Forum for Linguistic Studies | Volume 07 | Issue 11 | November 2025

tion: Researchers' Pathways and Perspectives. Cam-
bridge University Press: Cambridge, UK. pp. 54—65.

[10] Cooke, P.A., Klopf, D., Ishii, S., 1991. Perceptions of
world view among Japanese and American university
students: A cross-cultural comparison. Communica-
tion Research Reports. 8(2), 81-88. DOI: https://doi.
org/10.1080/08824099109359879

[11] Mulyana, D., 2007. Communication Science: An In-
troduction. PT. Remaja Rosdakarya: Bandung, Indo-
nesia. (in Indonesian)

[12] Asteria, P.V., 2024. Pluriculturalism in Indonesian
Language Learning for Foreign Speakers (BIPA).
Universitas Negeri Malang: Malang, Indonesia. (in
Indonesian)

[13] Graham, S.J.A., 2019. The relationship between Thai
culture and the learning and teaching of English in
North-Eastern Thailand [Doctoral dissertation]. The
Open University: Milton Keynes, UK.

[14] Hall, E.T., 1976. Beyond culture. Anchor Books/Dou-
bleday: New York, NY, USA.

[15] Hofstede, G., 2001. Culture's consequences: Compar-
ing values, behaviors, institutions and organizations
across nations, 2nd ed. Sage Publication: Thousand
Oaks, CA, USA.

[16] Imada, T., Yussen, S.R., 2012. Reproduction of cul-
tural values: A cross-cultural examination of stories
people create and transmit. Personality and Social
Psychology Bulletin. 38(1), 114-128. DOI: https://
doi.org/10.1177/0146167211421938

[17] Moussa, M., Doumani, T., McMurray, A., et al., 2022.
Western Culture Meets Eastern Culture: The Thailand
Context. In: Cross-Cultural Performance Manage-
ment: Transcending Theory to a Practical Framework.
Springer International Publishing: Cham, Switzerland.
pp- 37-51. DOI: https://doi.org/10.1007/978-3-030-
91268-0 3

[18] Kirkpatrick, A., 2024. English as a lingua franca in
Southeast Asia’s expanding circle. In: The Oxford
handbook of southeast Asian Englishes. Oxford Uni-
versity Press: Oxford, UK. pp. 149-168. DOI: https://
doi.org/10.1093/0xfordhb/9780192855282.013.6

[19] Sneddon, J., 2003. The Indonesian Language Its his-
tory and role in modern society. University of New
South Wales Press Ltd: Sydney, Australia.

[20] Garcia, O., Wei, L., 2015. Translanguaging, bilin-
gualism, and bilingual education. In: The handbook
of bilingual and multilingual education. Wiley:
Hoboken, NJ, USA. pp. 223-240. DOI: https://doi.
org/10.1002/9781118533406.ch13

[21] Otheguy, R., Garcia, O., Reid, W., 2015. Clarifying
translanguaging and deconstructing named languag-

es. Applied Linguistics Review. 6(3), 281-307. DOI:
https://doi.org/10.1515/applirev-2015-0014

[22] Vogel, S., Garcia, O., 2017. Translanguaging. In:
Noblit, G. (ed.), Oxford research encyclopedia
of education. Oxford University Press: Oxford,
UK. pp. 1-19. DOI: https://doi.org/10.1093/acre-
fore/9780190264093.013.181

[23] Cenoz, J., Gorter, D., 2021. Pedagogical translan-
guaging. Cambridge University Press: Cambridge,
UK. DOI: https://doi.org/10.1017/9781009029384

[24] Lin, S.H.C., Leung, A.H.C., 2024. ESL classroom
interactions in a translanguaging space. Applied Lin-
guistics Review. 15(6), 2397-2425. DOI: https://doi.
org/10.1515/applirev-2022-0202

[25] Canagarajah, S., 2018. Translingual practice as spatial
repertoires: Expanding the paradigm beyond structur-
alist orientations. Applied Linguistics. 39(1), 31-54.
DOI: https://doi.org/10.1093/applin/amx041

[26] Guo, Z., Feng, Q., 2024. An Ethnographic Case
Study: Exploring an Adult ESL Learner’s BICS
and CALP Proficiency Disparity. Forum for Lin-
guistic Studies. 6(4), 215-230. DOI: https://doi.
org/10.30564/11s.v6i4.6831

[27] Byram, M., 2008. From foreign language education
to education for intercultural citizenship: Essays and
reflections. Multilingual Matters: Bristol, UK.

[28] Kramsch, C., Zhang, L., 2018. The Multilingual In-
structor. Oxford University Press: Oxford, UK.

[29] Preece, S., Marshall, S., 2020. Plurilingualism, teach-
ing and learning, and Anglophone higher education:
An introduction Anglophone universities and lin-
guistic diversity. Language, Culture and Curriculum.
33(2), 117-125. DOI: https://doi.org/10.1080/079083
18.2020.1723931

[30] Liu, L., Fang, F., 2023. Knowledge mapping of
translanguaging in education: A scientometric anal-
ysis using CiteSpace. Forum for Linguistic Studies.
5(2). DOI: https://doi.org/10.59400/f1s.v512.1898

[31] Komin, S., 1990. Culture and work-related val-
ues in Thai organizations. International Journal of
Psychology. 25(3—6), 681-704. DOI: https://doi.
org/10.1080/00207599008247921

[32] Asteria, P.V., Putri, C.D.M., Parmin, P., et al., 2025.
BIPA Thai Students’ Responses Regarding the In-
tegration of Small Talk as a Culture of Communi-
cation in Indonesian Society. In Proceedings of the
International Joint Conference on Arts and Human-
ities 2024 (IJCAH 2024); p. 191. DOI: https://doi.
0rg/10.2991/978-2-38476-317-7_21

[33] Sneddon, J.N., Adelaar, K.A., Djenar, D., et al., 2012.
Indonesian: A comprehensive grammar, 2nd ed. Rout-

1093


https://doi.org/10.1080/08824099109359879
https://doi.org/10.1080/08824099109359879
https://doi.org/10.1177/0146167211421938
https://doi.org/10.1177/0146167211421938
https://doi.org/10.1007/978-3-030-91268-0_3
https://doi.org/10.1007/978-3-030-91268-0_3
https://doi.org/10.1093/oxfordhb/9780192855282.013.6
https://doi.org/10.1093/oxfordhb/9780192855282.013.6
https://doi.org/10.1002/9781118533406.ch13
https://doi.org/10.1002/9781118533406.ch13
https://doi.org/10.1515/applirev-2015-0014
https://doi.org/10.1093/acrefore/9780190264093.013.181
https://doi.org/10.1093/acrefore/9780190264093.013.181
https://doi.org/10.1017/9781009029384
https://doi.org/10.1515/applirev-2022-0202
https://doi.org/10.1515/applirev-2022-0202
https://doi.org/10.1093/applin/amx041
https://doi.org/10.30564/fls.v6i4.6831
https://doi.org/10.30564/fls.v6i4.6831
https://doi.org/10.1080/07908318.2020.1723931
https://doi.org/10.1080/07908318.2020.1723931
https://doi.org/10.59400/fls.v5i2.1898
https://doi.org/10.1080/00207599008247921
https://doi.org/10.1080/00207599008247921
https://doi.org/10.2991/978-2-38476-317-7_21
https://doi.org/10.2991/978-2-38476-317-7_21

Forum for Linguistic Studies | Volume 07 | Issue 11 | November 2025

ledge: Abingdon, UK.

[34] Sneddon, J.N., 2020. Understanding Indonesian
Grammar: A student's reference and workbook. Rout-
ledge: Abingdon, UK.

[35] Kirkpatrick, A., 2021. Teaching (about) World
Englishes and English as a lingua franca. In:
Research Developments in World English-
es. Bloomsbury Collections: London, UK. pp.
251-270. https://library.oapen.org/bitstream/han-
dle/20.500.12657/58848/1/9781350167063.pd-
f#page=266

[36] Dervin, F., 2016. Interculturality in education: A theo-
retical and methodological toolbox. Palgrave Macmil-
lan: London, UK. DOI: https://doi.org/10.1057/978-1-
137-54544-2

[37] Asteria, P.V., Rofiuddin, A., Suyitno, 1., et al., 2023.
Indonesian-based pluricultural competence in BIPA
teachers’ perspective. Eurasian Journal of Applied
Linguistics. 9(1), 190-201.

[38] Asteria, P.V., Rofi’uddin, A.H., Yuwono, D.B., 2023.
Implicatures as Pluricultural Aspects of Indonesian
Context. In Proceedings of the International Joint
Conference on Arts and Humanities 2023 (IJICAH
2023); p. 114. DOI: https://doi.org/10.2991/978-2-
38476-152-4 11

[39] Beacco, J.C., Byram, M., Cavalli, M., et al., 2016.
Guide for the development and implementation of
curricula for plurilingual and intercultural education.
Council of Europe: Strasbourg, France.

[40] Canagarajah, S., 2013. Theorizing a competence for
translingual practice at the contact zone. In: The mul-
tilingual turn. Routledge: Abingdon, UK. pp. 78—102.

[41] Hamid, F., Budianto, H., 2011. Communication sci-
ence: present and future challenges. Prenada Media
Group: Jakarta, Indonesia. (in Indonesian)

[42] Yu, W., Xu, H., 2024. What Can Interaction Mediate?
An Alternative Model for Analysing Interaction in
Multilingual Learning. Forum for Linguistic Studies.
6(4), 171-179. DOI: https://doi.org/10.30564/fls.
v6i4.6659

[43] Creese, A., Blackledge, A., 2010. Translanguaging
in the bilingual classroom: A pedagogy for learn-
ing and teaching? The Modern Language Journal.
94(1), 103—115. DOL: https://doi.org/10.1111/j.1540-
4781.2009.00986.x

[44] Garcia, O., 2018. The multiplicities of multilingual
interaction. International Journal of Bilingual Educa-
tion and Bilingualism. 21(7), 881-891. DOI: https://
doi.org/10.1080/13670050.2018.1474851

[45] Wei, L., 2018. Translanguaging as a practical theory
of language. Applied Linguistics. 39(1), 9-30. DOI:

https://doi.org/10.1093/applin/amx039

[46] Aratjo e Sa, M.H., Melo-Pfeifer, S., 2018. Introduc-
tion: Multilingual interaction—Dynamics and achieve-
ments. International Journal of Bilingual Education
and Bilingualism. 21(7), 781-787. DOI: https://doi.or
2/10.1080/13670050.2018.1529735

[47] Creswell, J.W., Poth, C.N., 2018. Qualitative inquiry
and research design: Choosing among five approach-
es, 4th ed. Sage Publications: Thousand Oaks, CA,
USA.

[48] Heller, M., 2011. Paths to post-nationalism: A critical
ethnography of language and identity. Oxford Univer-
sity Press: Oxford, UK.

[49] Saville-Troike, M., 2003. The Ethnography of Com-
munication: An Introduction, 3rd ed. Blackwell Pub-
lishing Ltd: Oxford, UK.

[50] Kalou, Z., Sadler-Smith, E., 2015. Using ethnography
of communication in organizational research. Orga-
nizational Research Methods. 18(4), 629-655. DOI:
https://doi.org/10.1177/1094428115590662

[51] Patton, M.Q., 2015. Qualitative research & evaluation
methods: Integrating theory and practice, 4th ed. Sage
Publications: Thousand Oaks, CA, USA.

[52] Kramsch, C., 2009. The multilingual subject. Oxford
University Press: Oxford, UK.

[53] Morgan, D.L., 1997. Focus groups as qualitative re-
search, 2nd ed. Sage Publications: Thousand Oaks,
CA, USA.

[54] Zhu, Y., 2021. Using ethnography of communication
in cross-cultural management and communication
research. In: Handbook of qualitative research meth-
odologies in workplace contexts. Edward Elgar Pub-
lishing: Cheltenham, UK. pp. 176-188. DOI: https://
doi.org/10.4337/9781789904345.00017

[55] Braun, V., Clarke, V., 2006. Using themat-
ic analysis in psychology. Qualitative Research
in Psychology. 3(2), 77-101. DOI: https://doi.
org/10.1191/1478088706qp0630a

[56] Lincoln, Y.S., Guba, E.G., 1985. Naturalistic Inquiry.
Sage Publications: Thousand Oaks, CA, USA.

[57] Kittler, M.G., Rygl, D., Mackinnon, A., 2011. Spe-
cial Review Article: Beyond culture or beyond
control? Reviewing the use of Hall’s high-/low-con-
text concept. International Journal of Cross Cul-
tural Management. 11(1), 63—-82. DOI: https://doi.
org/10.1177/1470595811398797

[58] Abilkassymova, A., Tlepbergen, D., Akzhigitova, A.,
et al., 2025. Multilingual Family Language Policies:
The Role of Translanguaging in Kazakhstan. Forum
for Linguistic Studies. 7(8), 922-937. DOI: https://
doi.org/10.30564/f1s.v7i8.10633

1094


https://library.oapen.org/bitstream/handle/20.500.12657/58848/1/9781350167063.pdf#page=266
https://library.oapen.org/bitstream/handle/20.500.12657/58848/1/9781350167063.pdf#page=266
https://library.oapen.org/bitstream/handle/20.500.12657/58848/1/9781350167063.pdf#page=266
https://doi.org/10.1057/978-1-137-54544-2
https://doi.org/10.1057/978-1-137-54544-2
https://doi.org/10.2991/978-2-38476-152-4_11
https://doi.org/10.2991/978-2-38476-152-4_11
https://doi.org/10.30564/fls.v6i4.6659
https://doi.org/10.30564/fls.v6i4.6659
https://doi.org/10.1111/j.1540-4781.2009.00986.x
https://doi.org/10.1111/j.1540-4781.2009.00986.x
https://doi.org/10.1080/13670050.2018.1474851
https://doi.org/10.1080/13670050.2018.1474851
https://doi.org/10.1093/applin/amx039
https://doi.org/10.1080/13670050.2018.1529735
https://doi.org/10.1080/13670050.2018.1529735
https://doi.org/10.1177/1094428115590662
https://doi.org/10.4337/9781789904345.00017
https://doi.org/10.4337/9781789904345.00017
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1177/1470595811398797
https://doi.org/10.1177/1470595811398797
https://doi.org/10.30564/fls.v7i8.10633
https://doi.org/10.30564/fls.v7i8.10633

Forum for Linguistic Studies | Volume 07 | Issue 11 | November 2025

[59] Cummins, J., 2007. Rethinking monolingual instruc-
tional strategies in multilingual classrooms. Canadian
Journal of Applied Linguistics. 10(2), 221-240.

[60] Garcia, O., 2009. Bilingual education in the 21st cen-
tury: A global perspective. Wiley-Blackwell: Malden,
MA, USA.

[61] Hornberger, N., Johnson, D., 2007. Slicing the onion
ethnographically: Layers and spaces in multilingual
language education policy and practice. TESOL Quar-
terly. 41(3), 509-532. DOI: https://doi.org/10.1002/
j-1545-7249.2007.tb00083.x

[62] Prasatyo, B.A., Luciana, Argina, A.W., et al., 2025.
Why Do I Have to Translanguage? Voices from Pe-
ripheral Indonesian English Lecturers Using Translan-
guaging in EFL Context. Forum for Linguistic Stud-
ies. 7(6), 690-704. DOI: https://doi.org/10.30564/1ls.
v7i6.9687

[63] Canale, M., Swain, M., 1980. Theoretical bases of
communicative approaches to second language teach-
ing and testing. Applied Linguistics. 1(1), 1-47.

[64] Li, N., 2025. Cultural Translation as a Transfor-
mative Pedagogical Tool: Enhancing Intercultural
Competence in Modern Education. Forum for Lin-
guistic Studies. 7(1), 867-878. DOI: https://doi.
org/10.30564/f1s.v711.7388

[65] Abdulmonem, A., Alanazi, Z., 2025. Bridging Beliefs
and Practices: Exploring Translanguaging Perceptions
and Classroom Applications in Saudi EFL Education.
Forum for Linguistic Studies. 7(2), 627-638. DOI:
https://doi.org/10.30564/fls.v7i2.8175

[66] Garcia, O., Johnson, S., Seltzer, K., 2021. The
translanguaging classroom: Leveraging student bi-
lingualism for learning. Caslon: Philadelphia, PA,
USA.

1095


https://doi.org/10.1002/j.1545-7249.2007.tb00083.x
https://doi.org/10.1002/j.1545-7249.2007.tb00083.x
https://doi.org/10.30564/fls.v7i6.9687
https://doi.org/10.30564/fls.v7i6.9687
https://doi.org/10.30564/fls.v7i1.7388
https://doi.org/10.30564/fls.v7i1.7388
https://doi.org/10.30564/fls.v7i2.8175

