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ABOUT THE BOOK

This book takes the reader through a journey into the practical and theoretical aspects of partner-based learning in bilingual early childhood environments. The authors begin by presenting compelling arguments for the significance of this approach noting the parallels between partner-based collaborative learning and developmentally appropriate practices for young learners. Part 1 weaves in tenets of a LatCrit perspective to highlight intersections of a social justice orientation to learning and teaching and a collaborative approach that capitalizes on Latinx bilingual children’s linguistic repertoire and cultural capital. The authors unpack the translingual partner construct unveiling the potential of bilingual children as meaning-makers and language problem solvers. Part 2 contextualizes the concept of translingual partner interactions in two early childhood classrooms. Then, to bridge theory and praxis, Part 3 reveals what the authors have learned after thousands of observations, conversations, and interactions with bilingual teachers and young learners throughout the United States. Readers will find considerations for the design of partner-based interactions. Specifically, the authors address criteria such as language proficiency, academic strengths, and learning styles. The authors include general guidelines for effective partner collaboration to assist teachers in the assessment of partner-based work. To bring the discussion full circle, the authors close with an example of a real-life partnership. Chicano leaders Dolores Huerta and César Chávez’s partnership is portrayed in terms of their agency, impact, and connectedness with the community.
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FOREWORD

Partnering Young Children and Opening Up Linguistic Freedom Spaces

Ofelia García

The Graduate Center, City University of New York

Arreguín-Anderson and Alanís weave in this book a bilingual instructional space for very young children that liberates them from the constraints of educational “models” and language allocation policies that have been designed without considering their language and cultural practices, as well as their histories and socio-emotional lives. Focused on Latinx children, but aware of the children’s complexities in the many shapes of dual language bilingual education classrooms in the U.S., this book looks at the ways in which translingual partnerships in dual language bilingual classrooms can leverage the children’s varied linguistic and cultural wealth.

Three aspects of this book make it vitally important. First, it blends sociocultural learning theories with translanguaging theory, opening up a space of possibility in dual language bilingual classrooms. Second, it focuses on early childhood, a most important age-group. Third, the book blends theory with practice in a strong holistic relationship that makes the book valuable for educators and scholars alike. I describe these three aspects and then discuss them in relationship to bilingual education history and the development of the dual language “model.” I take up the Brother Grimm’s story of “Little Red Riding Hood and the Big Bad Wolf” to consider how the translingual partnerships of very young children that this book propose can uncover dual-language designs of monoglossic whiteness that are sometimes hidden. ← xv | xvi →

The book takes up sociocultural learning theory, especially Vygotsky’s Zone of Proximal Development (1978), and blends it with recent theoretical approaches to bilingualism, such as translanguaging (García & Li Wei, 2014). In so doing, the authors disrupt the rigidity with which many dual language bilingual education programs operate. In two detailed case studies, Arreguín-Anderson and Alanís describe the children’s and the teachers’ experiences in bilingual classrooms. The descriptions make obvious that the complex diversity of the children does not match the monolingual/monoglossic language allocation structures of many dual language bilingual classrooms. By setting up translingual partnerships, the walls between the instructional languages come tumbling down, as young children themselves become the locus not only of enunciation, as Walter Mignolo (2000) says, but also the locus of meaning-making and instruction.

This book focuses on bilingual learning in early childhood. As early childhood education programs proliferate, and as more bilingual young children enter those programs, ways have to be found to transform the usual way in which bilingual education programs have been shaped––through a rigid language allocation policy that sees language only from the perspective of the nation-state. Arreguín-Anderson and Alanís help us understand and design instructional practices that correspond to the languaging practices of the children, and not simply to notions of standardized languages. Although this is a most important focus for the bilingual instruction of all children, it is particularly important for very young children, who are developing their own language as they enter early childhood programs. Thus, this book changes the narrative about dual language bilingual instruction for very young children, opening up a translanguaging structured space of linguistic freedom, creativity and criticality that could be transformative for Latinx children and communities.

Finally, centered on theory, the book does not leave either students or teachers behind. Translingual partnerships are shown to be important for meaning-making and learning; but the book also shows the multiple paths that teachers can take to set them up. In this book, no set recipes are offered, but readers are offered principles to structure different learning possibilities. Thus, the descriptions in this book are not static. We see children and teachers in action, as they use the structure of translingual partnerships to achieve learning goals.

Bilingual education programs in the United States have had a conflicted history. In the 1960s and 1970s bilingual education was part of a political ← xvi | xvii → agenda of liberation and social and educational freedom for Chicanx, Puerto Rican and other language-minoritized groups. Indeed, bilingual education was then seen as providing a measure of freedom from the raciolinguistic stigmatization that schools perpetuated. But political support for civil rights that included offering developmental maintenance bilingual education programs waned over the years. As bilingual education became institutionalized, the goals shifted. It became a program for those considered “English language learners,” with English language acquisition the only goal. It was at the juncture of the loss of support for bilingual education as a means of liberation of language-minoritized groups, and the rise of neoliberalism in U.S. politics and globalization, that what has become known as the “dual language” model was introduced. The “dual language” model saved bilingual education, but as Joshua Fishman (1976) said a long time ago in reference to the Bilingual Education Act, perhaps not from the “Big Bad Wolf” (p. 33).

The linguistic freedom space in dual language bilingual programs that the book opens up has the potential of saving it from the Big Bad Wolf, the raciolinguistic ideology (Flores & Rosa, 2015) that sees Latinx communities and their translanguaging as dangerous and criminal, and their language practices as muddled and confused. Translanguaging refers to the idea that bilinguals, like monolinguals, have one semiotic repertoire, a repertoire made up of linguistic and multimodal features that are used to make meaning and communicate. All these features are not in separate compartments, but are available to bilinguals simultaneously and at all times (Otheguy, García & Reid, 2015, 2018). Named languages like English and Spanish are important social constructions that are important for individuals and communities. But they are social constructions, not psycholinguistic realities (Makoni & Pennycook, 2007). Thus, bilingual learners always have all their repertoire at their disposal, although societal constraints often prevent them from using them to learn and show what they know. The result, of course, is that bilingual learners are penalized for using a repertoire of linguistic and multimodal features that is simply larger than that of monolinguals. Instead, schools often act to restrict the ability of bilinguals to select creatively and critically when to use some features or others. With the introduction of translingual partnerships, Arreguín-Anderson and Alanís construct a space of linguistic freedom, possibility, and transformation, capable of transforming dual language bilingual programs into true spaces of possibility for bilingual learning.

Anyone who has ever taught in a classroom that follows a “dual language” model knows that the language allocation structures never match the ← xvii | xviii → children’s practices. No matter what type of language allocation the school follows––whether different times of day, different days, different weeks, different subjects, different teachers––some children are left behind. Dual language bilingual programs most often separate the languages of instruction strictly, thus dismissing the complex linguistic diversity of the children. In dual language bilingual education programs, we find black, brown, and white children. Their language practices fall anywhere along the bilingual continuum. Some speak and/or understand the two languages of instruction, some only one or the other. Some live in homes where only one language is spoken by some people in the family, others live in homes where bilingual practices are common among all members of the family. Even when the “dual language” classroom is considered one-way, we know that there are many ways of speaking and being. Some have recently arrived from Latin America, from different countries and social contexts; others are children, grandchildren and great-grandchildren of those who have Latinx ancestry. By starting with the children, Arreguín-Anderson and Alanís crack the rigid traditional “dual language” structure, ensuring that the dynamic language practices of the children, their translanguaging, is at the center. In foregrounding translingual practices, the authors bring back the Latinx community into bilingual education, their dynamic bilingualism, and their varied cultural practices and histories.

Focusing on the innocence, creativity, and imagination of very young children that was personalized in the Grimm’s fairy tale by the character of Little Red Riding Hood, the rigid language allocation policies of traditional “dual language” education are little by little substituted in this book by a translingual partnership structure that focuses on the way children see, speak, feel and know. The translingual partnership space allow us “the better to hear/see” children as they engage with bilingual instruction. The path taken involves the children as they enjoy the act of learning bilingually because they can now make sense of their surroundings. Children in partnership explore and engage in the act of discovery. As did Little Red Riding Hood, children pick the flowers of learning, watch intensely the butterflies of their imagination that fly around their classrooms, listen to the sounds they make together. The path is not the short-cut taken by The Big Bad Wolf, a path that may be more direct, but that can lead “the better to eat” the bilingual children as they develop identities and practices that are multiple and collaborative.

No longer just “English language learners,” a great majority of Latinx students in the U.S. today are bilingual learners. Especially in early childhood classrooms, Latinx students are increasingly simultaneous bilinguals, growing ← xviii | xix → up in homes in which translanguaging, which has always been present, is now openly the new normal. Very young Latinx children are used to being surrounded with the translanguaging of people in their homes and communities. There is no way to be “linguistically isolated” in homes today, since technology has made multiple language practices prevalent at all times. Even when older family members speak only Spanish, chances are that older siblings attend school and speak English. Thus, for Latinx very young children, an instructional structure that always uses one language or the other in isolation is simply artificial and not an authentic context in which to learn and develop as a proud Latinx bilingual.

Freedom is never achieved individually, but in community, and when two students put their “dos cabezas” together, the transformation extends beyond the individual to the community. That was the case of the “dos cabezas” in the partnership between Dolores Huerta and César Chávez that frames the last chapter in the book. Teachers in classrooms, especially those that hold the great diversity of dual language bilingual classrooms, need to be able to view children as individuals, and not simply as a collective. But it is difficult for teachers to gain true sight and sound of 30–35 children in one classroom. Translingual partnerships for learning are important ways to provide a second-set of eyes, ears and bodies in relationship to learning, and to support the singularities of individuals, in the midst of the pluralities of classrooms.

There is fear among many bilingual educators that translanguaging pedagogy may actually be a conduit to “gobble up” Spanish, a minoritized language in the United States. Many accuse translanguaging pedagogy as being random. But in creating these translingual partnerships, Arreguín-Anderson and Alanís provide us with a structure, a structure that respects the separate instructional spaces for English and Spanish so that Latinx children develop literate bilingual performances. At the same time, the structure of the translingual partnerships within each of these spaces is derived from the translingual learners themselves, and not from time/space/content/person separate allocations. The semiotic tools to achieve success in the partnership task, both linguistic and multimodal, are acknowledged to be within the students (and not in separate institutional and societal structures). These semiotic tools are then used in relationship to each other in the risk-free environment of the transformed structure of the dual language bilingual classroom.

The authors do not leave teachers alone to design these translingual partnerships. After considering their advantages from a theoretical perspective, and seeing how they operate in the case studies, the book turns to how to ← xix | xx → design translingual pairs. But the structure is not rigid, as teachers are given the freedom to act upon how best to achieve this, depending on the children. Again, it is the children’s strengths in relationship to the task that is the basis for the pairing. Sometimes, these partnerships could be based on linguistic and or academic skills; other times, based on personalities. Arreguín-Anderson and Alanís show us “in the flesh” how these partnerships work as they analyze each section of the lesson design in the case studies. They indicate explicitly how each strategy enhances the collaboration of the pair. The authors add a P for Partnership to the 5E model proposed by Bybee (2014) and colleagues, ensuring that bilingual partners engage, explore, explain, extend and evaluate.

Assessment many times acts as The Big Bad Wolf, hiding its true intent with the clothing and lenses of science. Arreguín-Anderson and Alanís disrobe the wolf, showing how to see and hear the children without fake glasses and dress. By providing us with fresh lenses and different instruments to assess, we can discern the true nature of young children in bilingual instruction. Through long observation and photographs, as well as documentation of their work, their dialogue, their writing, we as readers can discern the true nature of the children and enjoy their capacities, imagination, richness and cultural and linguistic wealth. All of this appears throughout the book. We are left with the impression that we have been led on a path that has little by little uncovered the true nature of Latinx very young children and their language and cultural practices. We see their photographs, their work, their dialogue, their writing, and we marvel at the children’s translanguaging capacities to make meaning.

The lesson that I take away from this book is greater than simply the ways in which translingual partnerships work in dual language bilingual classrooms. For me this is a story of young bilingual children’s true faces, true sounds, true bodies, true learning, seen from their own perspective, and not from that of adults who see them as “incomplete” and still developing. We marvel at their capacities as they form translingual partnerships. We are amazed by the richness of their dialogue and their work, at their imagination, at their creativity, at their criticality. Arreguín-Anderson and Alanís have found a way of opening up a space of linguistic freedom within an educational structure that is often cloaked in monoglossic whiteness. What we discover in this book is a clearer and richer vision of young bilingual learner’s creativity and completeness and a path for teachers to create it.

Emergence is the quality and characteristic of life itself. If we are to live as a Latinx community, we need to be always emergent bilinguals, as we adapt ← xx | xxi → our life performances to the multiple audiences and situations in which we interact. Latinx bilingual children must understand that they do not have to give up who they are and the way they language to lead a full life. The full picture is larger than that, and what this book does for me is to open up a space of freedom within bilingual instruction––a space in which young bilingual Latinx children can explore with each other with a sense of wonder, as they use their full semiotic repertoire. We are invited in this book to disrobe the Big Bad Wolf, take away the fake lenses and the costumes, and uncover the translanguaging nature of bilingual Latinx life and its potential in dual language bilingual instruction.
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PREFACE

María G. Arreguín-Anderson and Iliana Alanís

This is a book that seeks to support dual language learners as they acquire key interactive skills for school and for life. The initial planning of this project began many years ago when we separately started our journeys as early-childhood and elementary educators in predominantly Mexican-American settings. Back then, we knew that meaningful use of language made sense, but wished we were better equipped with an approach that would systematically and gradually engage our students cognitively and academically while building a moral and socioemotional foundation.

Over the last 15 years, our professional endeavors have taken us, as observers and consultants, into thousands of early childhood and elementary classrooms throughout the country where we once again began to conceive ideas for the content of this book. A combination of first-hand experiences with our own students and multiple observations in dual language classrooms led us to research and informally craft a rationale for the use of a partner-based teaching and learning approach in early childhood-elementary dual language classrooms. Although we generally refer to dyads under the label of translingual partners, the readers will notice that we also use the term partner-based learners interchangeably. The rationale for such terms is explained in detail in Chapter 1. Additionally, and under the general umbrella of a partner-based approach, we provide series of strategies that seek to bridge theory and practice. ← xxiii | xxiv →

Who Will Benefit from this Book

This is a book for preservice and inservice teachers, administrators, and teacher educators that dissects the what, why, and how of partner-based learning. The holistic, translingual theoretical framework that supports an interactive, partner-based learning approach directly relates to current conversations in the field of bilingual education. We believe that novice teachers, as well as inservice teachers will benefit from a scaffolded guidance as they initially implement interactive methodologies. Administrators and teacher educators will also find support as they encourage the use of evidence-based approaches in the schools and programs they supervise.

Contributions of this Book and Special Features

Translingual Partners in Early Childhood-Elementary Education: Pedagogies on Linguistic and Cognitive Engagement takes the reader on a step by step journey across theories, strategies, and real-life cases that support a partner-based approach. The reader will find a theoretical foundation and a synthesis of literature highlighting outcomes of research findings. Additionally, and based on existing research, we propose a 5P model for the design and implementation of instruction infused with partner-based tasks. The case studies presented in this book focus on the idea of meaning-making moments and knowledge application moments as a way to provide guidance regarding teacher intervention during student interactions. Overall, the readers will find that all chapters include the following features:


• Key concepts highlight key topics of each chapter.

• Objectives present the overall goal as readers engage with the content.

• Discussion questions promote a deeper manipulation of the ideas presented.

• Activities encourage the readers to apply and extend concepts discussed in each chapter.



Structure of this Book

Chapter 1: Opening Spaces for Translingual Partners’ Voices, describes and dissects the construct of translingual partnerships from a critical perspective. ← xxiv | xxv → Using a LatCrit lens, we unpack the theoretical, linguistic, and historical elements embedded in the concept of translingual partnerships. We also highlight and explain the idea that all communication is multimodal and bring to the forefront the importance of focusing on meaningful interactions.

Chapter 2: The Power of Translingual Partners in Early Childhood Classrooms: A Research Synthesis establishes parallels between partner-based interactions and principles of developmentally appropriate practices for dual language learners. Additionally, Chapter 2 presents a review of empirical and conceptual literature specifically related to teaching and learning in dyadic structures. The readers will find significant evidence-based support for the implementation of partner-based interactions. We have purposefully included pieces that focus on young learners in the preschool-elementary spectrum and analyzed studies and conceptual work that addresses findings related to bilingual learners involved in interactive dyads.

In part II of our book, Chapters 3 and 4 contextualize the concept of translingual-based interactions and uncover the intricacies of collaborative structures in real dual language Kindergarten and second grade classrooms. We use a case study approach to narrate the dynamics of language production, cognitive engagement, and socioemotional development at two important stages of the early childhood-elementary spectrum. Chapter 3: A View into Mrs. Dion’s Second Grade Kindergarten Classroom presents a window into Mrs. Dion’s Kindergarten classroom and allows us to identify ways in which this experienced teacher designed instruction that gradually introduced pre-requisite skills for interactive tasks. We witnessed Mrs. Dion’s patient disposition and understanding of young learners’ developmental needs as she continuously modeled expected behaviors and provided multiple opportunities for practice. In Chapter 4: Translingual Pedagogy: A Window into Mrs. Martin’s Second Grade Dual Language Classroom we documented a more sophisticated involvement in partner-based interactions. During our visits, throughout the course of a semester, we noticed the smooth transitions from whole group to partner-based activities and the emphasis that dual learners placed on meaning-making rather than language correctness as they supported each other’s learning. The dynamics of learning and teaching that we documented in these two classrooms serve as a reminder that any approach, including partner-based learning, cannot be conceptualized as a recipe with static procedures suitable for all scenarios. Principles of developmentally appropriate practice serve as a reminder that all instruction must always keep in mind children’s patterns of development, their age, and their socio-cultural makeup. ← xxv | xxvi →

In part III of this book, we continue with the discussion of what it means to bridge theory and praxis. Chapter 5: Using Translingual Partners: Considerations and Guidelines outlines factors to consider when designing translingual partnerships. We propose the idea that pairings can be designed based on personalities, linguistic skills, and/or academic skills. This chapter situates translingual partnerships as a dynamic construct suitable for all settings and dispels the idea that dual language learners can be placed under a strict language label. Thus, we present examples of pairings that can potentially be found in homogeneous as well as heterogeneous language environments or programs known as one-way or two-way. Then, in Chapter 6: Translingual Partners, Enhancing Collaborative Learning we delve into principles of interaction that allow dual language learners to work effectively including a discussion of children’s development of self-regulation and metacognition. Because we know from experience that assigning two students to a pair is only the first step in promoting cognitive engagement, we include a discussion on strategies to maintain the collaborative nature of translingual dyads. Along the same lines, we end Chapter 6 with a section on the specific role of the teacher as children participate in partner-based tasks. We believe that one of the teacher’s responsibilities is to closely monitor student activity. With this in mind, Chapter 7: Accountability and Assessment presents varied possibilities for the assessment of outcomes produced in the context of dyadic partnerships. This chapter highlights the importance of authentic, holistic instruments that capture children’s conceptual understanding while valuing their linguistic assets. Finally, Chapter 8: A Holistic Perspective of Translingual Partnerships: An Examination of Cultural Wealth presents parallels between a translingual partner approach and a holistic perspective on education. We close with a discussion of a real-life partnership in the Latino community and aspects of cultural wealth personified in the collaboration of Dolores Huerta and César Chávez. This chapter seeks to connect a translingual partnership to transformation at the personal and community levels.

We believe that overall, a translingual-partner approach provides a strong foundation as we seek to prepare engaged and caring individuals connected to their communities. This is an urgent goal that must be a pillar of our educational system. As the content of this book has illustrated, young Latinx dual language learners possess the linguistic, cultural, navigational, and resistant capital to successfully acquire interactive skills and use them as tools for transformation.
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PART 1

THEORETICAL FRAMEWORK AND

RATIONALE FOR THE USE OF

TRANSLINGUAL PARTNERS
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· 1 ·

OPENING SPACES FOR TRANSLINGUAL PARTNERS’ VOICES

Key Concepts


• Translingual practices

• Translingual partners

• Latino Critical Race Theory (LatCrit)

• Zone of Proximal Development

• Partner-based interactions

• Social semiotics

• Multimodal teaching



Objectives


• Define the concept of translingual partners in relation to translingual practices

• Establish connections between a LatCrit theoretical framework and translingual practices in dual language classrooms

• Describe characteristics of linguistic freedom spaces in a dual language classroom, and

• Explain the meaning of multimodal pedagogy ← 3 | 4 →



In this book, we use a translanguaging pedagogy and Latino Critical theory (LatCrit) to advocate for pedagogical practices that give voice to young bilingual learners in early childhood-elementary classrooms. This is crucial at a time when 5 million English Language Learners (ELLs) are enrolled in public schools and require linguistically accommodated instruction (National Center for Education Statistics, 2012). Current demographic trends pose challenges and opportunities for early childhood-elementary educators. An immediate challenge relates to educators’ responsibility in identifying pedagogies that can best address students’ cognitive, linguistic, and socio-emotional needs. Are educators equipped with pedagogies that are both culturally and linguistically responsive? Furthermore, are educators ready to capitalize on students’ linguistic and cultural repertoires as they design and facilitate instruction? This chapter begins with an analysis of the translingual partners construct and utilizes a Latino Critical theoretical lens to suggest that educators in dual language programs can and must capitalize on students’ inherent skills as creative languagers or problem solvers. Then, we discuss the varied multimodal aspects of communication and language that support bilingual learners’ meaning-making endeavors.

A we embarked on this journey, we drew from 20 years of combined experiences as bilingual early childhood-elementary teachers in classrooms along the Texas-Mexico border. The geographical location of our professional trajectory is important for two reasons. First, the region of the Rio Grande Valley and South Texas (including San Antonio) is at the center of a continuous cultural and migration influx that constantly reshapes its linguistic make-up. Second, notable initiatives to establish large scale dual language programs have emerged from this region.

As bilingual educators, we bring to the table diverse cultural backgrounds and language repertoires. María Guadalupe Arreguín-Anderson is a sequential bilingual born and raised in Monterrey, México who started learning English at age 11 and immigrated to the United States at age 26. Iliana Alanís was born in the Rio Grande Valley in South Texas and grew up as a simultaneous 2.5 generation bilingual. As colleagues and as co-authors, we feel that our collaboration, including this project, exemplifies the exact ideas of this book. In other words, each one of us has acquired very distinctive linguistic repertoires that overlap to a significant degree, but are not necessarily identical, and we each have strengths and weaknesses that enhance our joint collaborations. This is, in a nutshell, how the construct of translingual partners emerged.

As we begin this chapter, we dissect the concept of translingual partners, specifically discussing the significance of this construct in bilingual/multilingual U.S. contexts. Although collaborative learning approaches have been ← 4 | 5 → championed as panaceas for knowledge construction, we feel that the role of language and other meaning-making tools within instructional conversations and collaborations merit a closer look. Therefore, we begin our analysis with a focus on language and place it at the center of our discussion in an attempt to conceptualize associations of this construct and its variations with prefixes currently discussed in the literature including trans, bi, and multi.

Unpacking a Complex Construct: Translingual Partners

A translingual partner structure brings together the ideas of translingual practice and collaborative paired learning in a linguistically diverse space. With this in mind, we unpack the concept of translingual partners including prefixes often connected to language and discuss the meaning of partnerships to better visualize connections between collaborative structures and language development/acquisition.

Trans: A Key Prefix in Context

The prefix trans means across, over, beyond, outside of or on the other side. If we visualize the prefix trans with the image of an arrow ⇒ it might be easier to understand for example, that when translating, a person carries the meaning of a message across languages. Many bilingual learners have mastered the art of transcending languages. Children of immigrants as young as 8 years of age interpret and translate for their parents (Morales & Hanson, 2005), quickly understanding that to effectively accomplish their mission they must focus on meaning rather than language. Although little attention has been paid to language brokering in school settings, bilingual learners often take the role of paraphrasers, interpreters, or peer-teachers for their teachers and their classmates (Lee, Hill-Bonnet, & Raley, 2011).

When partners with different individual languages communicate across, over, beyond, and outside of languages, they transcend linguistic parameters. In defining the label translingual Canagarajah (2013) emphasized two key ideas: “Firstly, communication transcends individual languages. Secondly, communication transcends words and involves diverse semiotic resources and ecological affordances” (p. 6). When two or more individuals interact, one of the most critical end goals is to get their point “across,” in other words, to truly communicate. ← 5 | 6 →

Multi: A Commonly Used Prefix in Matters of Language

Simply defined, multi is a prefix that refers to many or several. The adjective multilingual, therefore, refers to several or many languages. Because in education we tend to compartmentalize individuals and language practices, it is not uncommon to label children as either monolingual, bilingual, English proficient, or Spanish proficient. In this sense, we create categories that are not necessarily reflective of the multiple types of linguistic diversity often present in one single individual. Otto (2014) suggests that there are at least three types of linguistic diversity: we may speak different dialects, or specialized variations of a named language; we may proficiently use different registers of a named language, that is, we can use language for different purposes and on different settings; and finally, we may have varied levels of proficiency in two or more named languages (English, Spanish, French, etc.).

Anzaldúa (1999) closely captured the idea of linguistic complexity when she described herself as being able to transcend linguistic borders among and between language varieties, language registers, and named languages including Standard English, Standard Spanish, working class English, Chicano Spanish, and Texmex. Under this perspective, and as we begin to interact in different social contexts, MacSwan (2017) proposes the idea of “universal multilingualism.” That is, “everybody, even so-called monolinguals, are in fact multilinguals in important respects” (p. 172). A multilingual label applied to all learners is significant because it magnifies possibilities for the design of interactive structures in the classroom and it reinforces the idea that students’ linguistic capital (Yosso, 2005) and the funds of knowledge they bring to school (González, Moll, & Amanti, 2005) are starting points in instruction, rather than factors in need of fixing.

Historical Roots and Social Justice Orientation of the Bi Prefix in Education

Following MacSwan’s (2017) argument and assumption that all individuals are in fact multilingual to varied degrees allows us to make a distinction that is useful for the purpose of this book. In subsequent chapters, we discuss content under the premise that multilingual children often enter a school system that operates with a variety of goals in mind. Some of those goals may include bilingualism, biculturalism, and biliteracy. Because the prefix bi means two, most bilingual programs (which also vary in type and orientation: early exit, ← 6 | 7 → late exit, enrichment, etc.) provide instruction in the students’ native languages and in English. This is why students may often be referred to as bilingual learners or emergent bilinguals. when in reality, they are “multilingual learners” receiving an education in a bilingual format under models where two languages are generally used as mediums of instruction. Although the model in place may specifically emphasize the acquisition of academic standard English and/or academic standard Spanish, eventual proficiency in these two languages will only add to the other languages, registers, or dialects that the students may have already acquired and/or will continue to acquire.

In 1968, the Bilingual Education Act allocated funds for minority language speakers. Subsequent legislation, emphatically called for methodologies rooted in native language instruction (Baker, 2001). In this book, we use bilingual learners and bilingual education mainly in connections related to program type or policy implementation. Last, but not least, we acknowledge the use of the bilingual education term in relation to the continuous struggle for equity in education. As García and Wei (2014) note, “we use the term bilingual education to both affirm our commitment to the inclusion of multiple language practices for social justice, and to extend its usefulness beyond just the use of different separate ‘languages’” (p. 49).

The “Language” Component of Translingual Partners

If a language can be defined as the “total number of utterances that can be made by one speaker at one time” (Bloch, 1948, p. 7), when someone asks: “What language do you speak?,” perhaps our answer should be: “I speak my own individual language, I-language, or idiolect” (García & Otheguy, 2017). This is because our unique personalities, identities, and interactions inevitably shape the type and number of utterances that we are likely to hear, acquire, and produce. In a family with two siblings for example, each child is likely to be involved in different activities and to have varied interests and experiences. While one may love to play piano and collect coins, the other one perhaps may love motorcycles and often accompanies grandpa on hunting trips. This exposure to different experiences with language use will contribute to building a language repertoire unique and unrepeatable. Because of our mobility across multiple contexts, social circles, and events, (family, classmates, family celebrations, school functions, etc.) we are likely to interact with individuals whose I-languages match our own to a significant degree allowing for meaningful communication. This is perhaps one of the reasons why linguists have argued ← 7 | 8 → against blanket statements regarding language populations. In fact, Makoni and Pennycook (2005) describe named languages (e.g., English, Spanish, Polish) as mere “inventions” that often work to impose a language tied to those in power, over languages used by marginalized groups. At the micro-level, schools tend to function under the assumption that only “named languages” (standard English and sometimes standard Spanish) merit a place in the school curriculum. Even within these parameters, disagreements regarding labels attached to language and its derivatives including a clear definition of the term persist.

Extending Vygotsky’s view of cognitive activity as a social endeavor, throughout the book we also work under Swain’s definition of languaging as “problem-solving dialogue” (Swain, 2001). The content of this book highlights language as a verb, or as something we do to engage with others. Students, for example, “language” as they negotiate and create meaning. The Zone of Proximal Development (ZPD) is crucial in our understanding of languaging as a “form of verbalization used to mediate the solutions to complex problems and tasks” in collaborative structures (Swain, 2006, p. 86).

In the next sections we discuss two key ideas embedded within the construct of “translingual partners” in a dual language classroom environment: (1) as emergent bilingual learners interact, they engage in languaging (collaborative dialogue) and in doing so they acquire/learn language (social and/or academic) and (2) when emergent bilingual learners language (engage in collaborative dialogue) they often transcend the confines of named languages.

Languaging Partners

Bilingual education teachers are in a position to capitalize on children’s linguistic flexibility. One important reason to pair up students throughout the day is to increase opportunities to engage in active languaging so that both partners can learn content, but also so that they can acquire a second language in context. Socially symmetrical languaging partners, as is the case in child-child dyads, are likely to feel less constrained and more inclined to take risks with language as well as to problem solve the linguistic challenges they encounter in academic tasks.

By having the opportunity to language with a socially symmetrical partner, a more relaxed verbal exchange can take place. Krashen’s (1985) conceptualization of the affective filter is relevant to the argument that children are more likely to learn when the anxiety levels are low and when they feel that there is support for risk-taking. This is where the difference between acquiring ← 8 | 9 → a language and learning a language lies. While acquisition is a natural organic process, learning implies a more formal systematic approach.

Translanguaging Partners

In alignment with Canagarajah’s (2013) idea that “communication transcends individual languages” (p.
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