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THEORIZING TRANSLANGUAGING FOR EDUCATORS*

Ofelia Garcia

This guide offers you practical assistance on how to use trangiging to help facilitate more effective learning of

content and language by bilingual students. But you might not have heard of translanguaging before, or you might not
understand what it means, and how it differs from other pedagogical approacheshiogtedingual students. This
introduction to translanguaging will help you see that:

1. Translanguaging challenges monolingual assumptions that permeate current language education policy and
instead treats bilingual discourse as the norm.

2. Translanguagingefers to pedagogical practices that use bilingualism as resource, rather than ignore it or percei
it as a problem.

3. Translanguaging goes beyond traditional notions of bilingualism and second language teaching and learning.
4. Translanguaging describes thractices of all students and educators who use bilingualism as a resource.

The introduction ends by giving you other sources to expand your theoretical understanding of translanguaging.

1. TRANSLANGUAGING AS NORMAL BILINGUAL DISCOURSE
What is translanguaging?

Translanguaging refers to tlenguage practices f bi | i ngual peopl e. I f youdbve ev
bilingual family, you will notice that many language practices are used. Sometimes the children are speaking one
language, anche parents another, even to each other! Often both languages are used to include friends and family
members who may not speak one language or the other, and to engage all. If a question is asked, and someone gets L
consult Google for the answer, famityembers write in the search box items in one or another language, and often in
both, to compare answers from different sites. In an Er§lsmnish bilingual home the television might be tuned into an
Englishlanguage channel, while the radio may be bigst Spanisttanguage show. But if you listen closely to the radio
program, you will notice thatthecallns ar e not al ways in Spanish. Someti |
announcer negotiating the English for the Spasjstaking audienc&ut many times, the radio announcer also reflects

the language practices of a bilingual speaker, with features of Spanish and English fluidly used to narrate an event, exj
a process, inform listeners, or sell a product. Indeed what is taking pthez bilingual family, their flexible use of their
linguistic resources to make meaning of their lives and their complex worlds, is what we call translanguaging.

But isné6ét transl anguagwhgcwhago®t hers call Afcode

Absolutely not! Notice thatr&nslanguaging is not simply going from one language code to another. The notion of code
switching assumes that the two languages of bilinguals are two separate monolingual codes that could be used withou
reference to each other. Instead, translangugmisis that bilinguals havane linguistic repertoirédrom which they

select featurestrategicallyto communicate effectively. That is, translanguaging takes as it starting pdenigli@ge
practicesof bilingual peopleas the normand not the languagéd monolinguals, as described by traditional usage books
and grammars.

What is the relationship of translanguaging to language?
Translanguaging takes the position that languagetisnandpractice,and not a simple system of structures and discreet

sets of skills. That obigf fomhemphasizagitiselacion @nd prgctice of langsagirsy a n
bilingually.



l snét translanguaging a temporary discourse practice

Absolutely na. There are no balanced bilinguals that use their languages in exactly the same ways. Rather bilinguals
adapt their language practices to the particular communicative situation in which they find themselves in order to optim
communication and understding. As with the family at the beginning of this Question/Answer section, translanguaging
is the norm in bilingual families. And bilingual families do not stop translanguaging.

Is translanguaging a valid discursive practice?

Indeed. The most importalanguage practice of bilinguals now and especially in the future is their ability to use language
fluidly, to translanguage in order to make meaning beyond one or two languages. Translanguaging builds the flexibility
language practices that would makedents want to try out other language practices, increasing the possibilities of
becoming multilingual.

Translanguaging is not something that those who do not know do. It does not connote ignorance, or alien status, or
foreignness. On the contrary. tréarguaging is a language practice of the many bilingual American students in our
classrooms.

2. TRANSLANGUAGING AS PEDAGOGICAL STRATEGIES THAT USE BILINGUALISM AS RESOURCE

But if translanguaging refers to the discourse practices of bilinguals, how isthat this guide uses translanguaging
as a pedagogical strategy?

This guide both leverages translanguaging as the discourse practices of bilinguals, as well as develops translanguagin
pedagogical strategies that use the entire linguistic repertdiingfual students flexibly in order to teach both rigorous
content and language for academic use.

How does translanguaging help students develop language for academic purposes?

All teaching uses language to communicate concepts and to develop acagksm€ language. Usually the language of
instruction is similar to that of the studentso6 beome,
of bilingual students, the language used in either monolingual or bilingual progreaks abruptlywith their range of
language practices. For bilingual students to develop the language practices used in academic contexts they must prac
those uses, regardless of whether they can use the form required in school. Translanguagirigeatippbrtunity to use
home language practices, different as they may be from those of school, to practice the language of school, and thus tt

eventually also use the appropriate form of language.

Just as a Major League baseball pitcher develops pe&rtepitching form through practice, language users must develop
their forms through practice. Translanguaging strategies enable bilinguals to incorporate the language practices of sch
into their own linguistic repertoire. If students cannot appraptle language practices of academic work as their own,
they cannot possibly develop fitting language for this work.

In what ways does translanguaging offer teachers ways to teach rigorous content to bilingual students?

Al | ear ner s onecepts taught, akwell as thedlanguhge used in school. If students do not understand the
| anguage in which theyod6re taught, they cannot possi bl
to make rigorous content instruction comprediele. Translanguaging as a pedagogical strategy offers more direct ways
to teach rigorous content, at the same time that academic uses of language are developed.

By using collaborative group work and multilingual partners, translanguaging extendspedgsithe thinking of

students. The expansion of available multilingual resources for teaching opens up worlds, experiences, and possibilitie
And the ability to read and write multilingual texts enables students to gain different perspectives. Tragisigngu

simply has the potential to expand thinking and understanding.
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For many yess this was the assumption. And this assumption has been the basis of many bilingual education and Engli
as a second language programs. But in the last two decades, international research has conclusively established that r
language practices only ergerin interrelationship with old language practices. Thus, bilingual education programs, as
well as English as a second language programs, are creating opportunities for students to use their entire linguistic
repertoire and not just part of it to develadpngualism and/or develop language practices that conform to the academic

uses of language in school, as well as to learn rigorous content.
How does translanguaging as a pedagogical tool affirm the identities of bilingual students?

A bilingual persoris not two monolinguals in one, with each language linked to a separate culture. Instead a bilingual
person is one person with complex language and cultural practices that are fluid and changing depending on the partic
situation and the local practicEranslanguaging supports the ability of bilingual students to have multiple identities that
are not exactly like those constructed in monolingual contexts or in other contexts. It actually buttresses the multiple an
fluid identities of bilingual students

Why is translanguaging particularly effective with bilingual students?

Bilingual studentsd6 | anguage practices, in English ol
Latino students are t ol dingpbatommandofthedapgeamd whierbtipedeatgrésithat S ¢
Latinos display may have more to do with nor mal cont e

to acknowledge and use the full range of linguistic practices of bilingumldpause these practices for improved
teaching and learning.

How does translanguaging help students develop metalinguistic awareness?

Putting language practices alongside each other makes possible for students to explicitly notice language features, an
awareness needed to develop linguistic abilities.

Is translanguaging as a pedagogical practice a simple scaffold that should be removed once students become
bilingual?

Absolutely not. As the many strategies shown in this guide, translanguaging iggagiealsstrategy that should be used
to build on bilingual students6 strengths, to help ¢t
challenging material, to notice differences in language, and to develop bilingual voices.

How can translanguaging alleviate some of the inequities that bilingual students face in monolingual education
systems and even in some bilingual education programs?

In most bilingual situations, one language group is more powerful than the other. Keeping thgibagdarseparate at

all times creates a linguistic hierarchy with one language considered the powerful majority language, and the other
minoritized. But by making use of flexible language practices, translanguaging releases ways of speaking that are ofter
very much controlled and silenced. When new voices are released, histories of subjugation are brought forth, building
future of equity and social justice.

How does translanguaging fit with the Common Core State Standards?

Translanguaging provides a yaf ensuring that emergent bilingual students receive the rigorous education that will
allow them to meet Common Core State Standards, even when their English language is not fully developed. In fact, tr
guide indexes the Common Core State Standartigohaith each strategy in the sitlar. In addition, the theory of
translanguaging fits well with the theory of language as action that is contained in the Common Core State Standards.
Translanguaging offers bilingual students the possibility of beitegtalgather, comprehend, evaluate, synthesize and



report on information and ideas using tbased evidence; engage with complex texts, not only literary but informational;
and write to persuade, explain and convey real or imaginary experience, evein Bsdlish is developing.

3. TRANSLANGUAGING BEYOND TRADITIONAL BILINGUALISM AND SECOND LANGUAGE
TEACHING AND LEARNING

How is translanguaging different from additive bilingualism?

Inthe2'century, bilingual i sm wlesumsféw langaages. But additive hilivgealism a s
doesndét capture the complexity of a bilingual és Isi ng!t
not made up of two distinct and separate languages that are linearly aradedgpaquired and used. Bilinguals are not

two monolinguals in one, and bilingualism is not simply the sum of one language and the other. Ofelia Garcia speaks a
dynamic bilingualisnin describing the complex language practices of bilinguals, sheddinwtion of additive

bilingualism, and recognizing translanguaging as a bilingual discursive norm.

How does dynamic bilingualism relate to translanguaging?

In the 1980s Jim Cummins posited that there was an interdependence, a Common Underlyingdyr@iiceng the
languages of bilinguals. Cummins and other scholars view bilingual competence from a cognitive perspective. But the
concept of dynamic bilingualism refers to a bilingual competence that is not based on cognitive differences, but on the
different practices of bilinguals. Dynamic bilingualism refers to the repertoire of bilingual language practices that can or
emerge and expand in interrelationship with each other and through practice and socialization. Dynamic bilingualism is
enacted preci$gthrough translanguaging.

Dynamic bilingualism values the complexity of the language practices of bilinguals, as it recognizes the ability of
bilinguals to adapt to the communicative situation of the particular moment. Translanguaging is the epatiiment
dynamic bilingualism.

How can translanguaging help in sustaining a minoritized language?

Translanguaging recognizes and values the language diversity and multilingualism of the community, while enabling
students to practice their home languageslderacies. Actually translanguaging, more than any other practice or
pedagogysustainfhome | anguage practices. Notice that wedre he
not of simple language maintenance. Because we view langsiggaciice, we believe that minoritized languages in
bilingual communities must be practiced in interaction with their plural social, economic and political contexts. It is not
enough to maintain the static languages of the past. It is important toH@sggdractices into a bilingual future.

How does translanguaging disrupt the idea of second languages and first or native languages?

The academic literature often refers to second language teaching, second language learning, second language learner

sceond | anguage acquisition. These students are told t
disrupts all these concepts. First, by insisting that there is one linguistic repertoire, students are seen as be@ubiposition
different points of a bilingual continuum and not as pos

Second, by focusing on the linguistic continuum to which bilinguals have access, translanguaging goes beyond catego
of language, whéer English, French or others, and first or second. Third, by insisting that the bilingual practices of
translanguaging are what bilinguals do with | anguage,
speakers as having English,danthus superior to those who are acquiring
Translanguaging permits bilinguals to appropriate all language practices as their very own, including those in English,
those for academic purposes.

How does translanguagingdd r upt t he i dea of MAheritageodo | anguages?

By placing dynamic bilingualism at the center of language use, translanguaging disrupts the idea that the minoritized
| anguage is only a fAheritageo | angu a gllingudl redertoiresspeakest i ¢



select features that are socially assigned to one language or the other, bringing all language practices into a bilingual
future. Translanguaging permits speakers to appropriate all language practices as their very usenthana in

bilingual contexts, including the language other than English that now becomes part of a bilingual repertoire and is not
simply assigned to the category of HAheritage, 0 taught
language ot her than English are used in interaction wi

4. STUDENTS AND EDUCATORS AND TRANSLANGUAGING AS RESOURCE
Which students would benefit from translanguaging as a pedagogical strategy?

All students wouldenefit from the translanguaging instructional contexts and strategies offered in this guide. For
students who speak but one | anguage at home, these ¢t
diversity, and would build the linguistic tokerce the world needs, and the linguistic flexibility that would enable them to
learn additional languages throughout their lives. For students who speak languages other than English, besides Engli
home, these translanguaging strategies would validabiehome language practices, even when there is no instruction in
their home languages. For those who are developing an additional language like English, those we call emergent
bilinguals, these translanguaging strategies may be the only way to ggarclusiacademic content, as well as developing
language.

What is the difference between referring to students who are developing English as emergent bilinguals, rather
than English language learners?

Our conceptualization of language as practice artichnglanguaging as languaging bilingually makes us understand that

it is impossible to simply be a learner of any language, without incorporating features of the new language into one

l inguistic repertoire. Thus,alasgoacgagedeodol eangeagearknast
practices are emerging as students become bilingual. Speaking about emergent bilinguals reminds us that by developil
the new language features that make up English, students who are learning English are ¢odgiad béingual.
Understanding this simple fact would mean that all educators, and not just bilingual ones, would need to understand
bilingualism and leverage translanguaging in instruction.

When do students stop being emergent bilinguals?

Accordingtoour vi ew of | anguage as action, a speaker never
especially as life experiences change. That is why college students take English as a subject since their use of English
becomes more complex. A speakaty uses or performs a language according to the opportunities or affordances he or
she is given. Thus, weore al/l emergent bilinguals in

Why is translanguaging particularly important in the education of emergent bilnguals?

Emergent bilinguals are at the initial points of the continuum of bilingualism. Thus, they are unable to understand
instruction in another language. Translanguaging facilitates comprehension and allows emergent bilinguals to tackle
challenging aademic tasks in a language they are yet developing.

Which types of educators are able to enact translanguaging?

Just as translanguaging strategies would be beneficial for all students, translanguaging strategies can be carried out b
educators, alibugh their use might differ as strategies are adapted to the types of students they teach and their own
strengths. Both bilingual and monolingual teachers can carry out translanguaging strategies if they consider the
bilingualism of their students a resoarfor teaching and learning. All that is needed is a bit of good will, a willingness to
let go of total teacher control, and the taking up of the position of learner, rather than of teacher. The beauty of
translanguaging strategies is that they can béedanut by different teachers in many different classroom coritekts
monolingual general education classrooms, bilingual classrooms, English as a second language classrooms, even fore
language classrooms!

MORE ABOUT TRANSLANGUAGING



Where can | readmore about translanguaging?

The term translanguaging was first used in Welsh by Cen Williams to refer to a pedagogical practice where students
alternate languages for the purposes of reading and writing or for receptive or productive use. Ofeliz€tbtiocgatarm

and expanded it in her bodgilingual Education in the Zicentury: A global perspectiy@009). Malden, MA and

Oxford: Wiley/Blackwell. The theoretical underpinnings of translanguaging are further developed in her other work that
can be found inwww.ofeliagarcia.orgMany authors are now using translanguaging as a conceptual tool to better
understand the language practices of bilinguals and the teaching strategies that must accompany thoskn practices.
particular, we refer the reader to the work of Adrian Blackledge, Suresh Canagarajah, Angela Creese, Jim Cummins,
Nancy Hornberger, Li Wei and Peter Sayer. Following are some of the essential readings to expand on your
understandings of translanguagingm a more theoretical perspective.

Blackledge, Adrian and Creese, Angela. 2(MQltilingualism.London: Continuum.

Canagarajah, Suresh. 2011. Codemeshing in academic writing: Identifying teachable strategies of translariaging.
Modern Language donal 95(iii): 401-417.

Creese, Adrian and Blackledge, Adrian. 2010. Translanguaging in the bilingual classroom: A pedagogy for learning anc
teaching™odern Language Journ&4 (i), 103115.

Cummins, Jim. 2007. Rethinking monolingual instructional sgragein multilingual classroom&anadian Journal of
Applied Linguistics10 (2): 221240.

Garcia, Ofelia. 200Bilingual education in the Zicentury: A global perspectivilalden, MA and Oxford:
Blackwell/Wiley.

Garcia, Ofelia. 2011 (with Makar, C.atevic, M. & Terry, A.).Translanguaging of Latino kindergartenerBilingual
youth: Spanish in English speaking societags., K. Potowski and J. Rothman, J-583Amsterdam: John
Benjamins.

Garcia, Ofelia. 2011. From language garden to sustailaigaaging: Bilingual education in a global wofRkrspective.

A publication of the National Association for Bilingual Educati®apt/Oct 2011, pp.510.

Garcia, Ofelia. 2013. Theorizing and enacting translanguaging for social justitetehoglos& as practice and
pedagogy, edsA. Blackledge and A. Creese. New York: Springer.

Hornberger, Nancy and H. Link. 2012. Translanguaging and transnational literacies in multilingual classrooms: A
bilingual lensInternational Journal of Bilingual Educatioand Bilingualisml5(3): 261278.

Li Wei. 2010. Moment analyses and translanguaging space: Discursive construction of identities by multilingual Chines
youth in Britain.Journal of Pragmaticg43(5): 12221235.

Sayer, Peter. Forthcoming. TranslanguagiraxMex, and bilingual pedagogy: Emergent bilinguals learning through the
vernacularTESOL Quarterly.

*]1 &dm gratef ul to Nelson Flores for his comments on ar
making this guide eeality.
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HOW TO USE THIS TRANSLANGUAGING GUIDE:
THE COLLABORATIVE DESCRIPTIVE INQUIRY PROCESS

Ofelia Garcia
and
Laura AscenzMoreno

How do | use this guide?

This guide is meant to be read neither in isolation nor from beginning to end in eiskEmt Just as translanguaging

itself goes beyond linear conceptualizations of additive bilingualism of individuals, this guide is meant to be used in
socially dynamic ways. What do we mean by that? We mean that it is intended to bétlustldersandfor theunique

needs and purposes you identify in your scho®lse first step in using this guide is to decide, in collaboration with your
ot her coll eagues, school | eaders, and parents, what )
strategies would best help move your school towards meeting those goals. The second step is to select some strategit
from this guide to use either during your common prep time or other consistent professional development time establisl
throughout theyear for a process of teacher inquiry we callaborative descriptive inquiry

What is collaborative descriptive inquiry and how can it support school change?

Collaborative descriptive inquiry is a disciplined process of inquiry derived from theoi/&dtricia Carini in the

Prospect Center for Education and Research in the 1980s (also known as Prospect Descriptive Process) and continue
this day by many educators, most notably by Cecilia Traugh. The core of the process of collaborative dasquipgive

is the valuing of human capacity to teach and to learn. Through disciplined description of the process of teaching and
learning, a group can collaboratively make the complexity of the classroom reality more visible, and enlarge
understandings thatn generate ideas for collective action.

Collaborative descriptive inquiry supports school change in two major ways. One is that through this process a suppor
and collegial environment is established and maintained. This type of environmeitastormaking school changes

that are longasting and consistent throughout the school. Secondly, collaborative descriptive inquiry provides you with
forum to try out these translanguaging strategies, to improve them, and to reflect on how thettseipgarning of your
bilingual student s. By putting the studentsd | earni ng
teaching strategies which are delineated in this guide with the learning of the bilingual child.

What is description? Why is it important to the collaborative descriptive inquiry process?

Description is at the heart of the collaborative inquiry. Description allows us to examine teacher practices, student wor
students, etc. from a perspective steepagpanness and curiosity. As teachers we are often asked to evaluate.
Therefore, it is important to understand the difference between description and evaluation. Statements which are
embedded with judgmental words and/or not specific can be considetedtieea rather than descriptive. For example,
consider the following evaluative sentences and their descriptive alternatives:

Evaluative:

1 Maria is always willing to spend time with new teachers (Use of always is not specific).
Descriptive:

1 Maria stays fierschool until 5 once a week with Janet, a new teacher.

Evaluative:
1 Henry is a very aggressive boy (Aggressive is evaluative, not descriptive).
Descriptive:

T When told to put the blocks away, Henry knocke



Being descriptive offtings, events, and people is very hard work. The work of the each and every member of the
collaborative descriptive team is to strive towards description, so that member can consider a particular piece of teache
practice, work, or child, with an open rdimnd consider a range of possibilities in addressing the teaching and learning of

students.

The sections that follow delineate the steps you must take to build and sustain a collaborative teacher inquiry group. Tt
give you stegby-step guidelines dfiow to launch your collaborative descriptive inquiry at your school.

How do | form the groups and design meeting times?

A

Select the members of a group

The constitution of the inquiry group should be done strategically according to your Inesstae casg the

group would be constituted only of teachers who specialize in the education of emergent bilinguals; that is,
bilingual and ESL teachers. In other cases, the group would be constituted of different types of teachers at t
same grade level or graderd. In yet others, the group would consist of teachers of the same subject. And in
yet others, the group would also include administrators, staff and parents.

Establish the size of the group and the parameters of the meeting design

The group should natonsist of more than 8 participants and should not last less thaififertyinutes. It is

also possible to have more participants in the collaborative descriptive inquiry group if you extend the time. |
the group is larger than 14, thenitiseasidrmv e -hoiwft bsbketting, with a ro
participants, and an outer circle of active listeners.

Select a facilitator
Each group needs a facilitator. The facilitator could rotate on a weekiyedkly or monthly schedule (for
more i nformation see the section entitled, AWhat

Define the frequency of meetings
The inquiry group should meet on a weekly entainthly basis throughout the entire academic year.

Decide on types of group needed at yauhso o | and membersd participatio
It is possible to have many collaborative descriptive inquiry groups for different functions in one school.
When schools constitute groups according to different criteria, it is possible for group members to alternate
atterdance to one or the other group.

What is the role of the facilitator?

The facilitator should rotate among members in a gr ol
instrument, but to direct, by paying close attention withoutiatert i ng. The facilitatords r
A Remind the group to describe carefully, and others to listen attentively and take notes for clarifying question
A State the focusing question at the beginning.
A Listen attentively and take summarizing notes.
A Pull the hreads at the end of the description, anc-wag if it is a large group.
A Remind participants gently, if needed, that the task is to describe translanguaging strategies for teaching an
learning.
A Direct the clarification guestions and answers, and thememmdations.
A Thank the participants at the end.
A The facilitator also writes and disseminates the notes of the inquiry sessions so as to provide a historical

record of the movement in the group and of the body of knowledge they have developed over tose Bec

of the burden of this task, this could be a simple log as the one that appears below with the date of the inqui
session, the strategy described, the person doing the description & the focusing question, a list of the
recommendations generated, angl ensight about children, teaching and learning that emerges from the
session.



Date | Strategy describe(¢  Person Recommendations Insights
describing
& focusing
guestion

What are the steps of the collaborative descriptive inquiry process?

The collaboative descriptive inquiry process consists of three main parts: description, clarifying questions, and plannin
for the next meeting. These parts are described in detail below.

Description

A Educators would have tried out one agrapdn strategy fortdeast a week (for more information, see the
section entitled, AHow do | select a strategy t

A At the time of the meeting, educators sit in a circle.

A The facilitator begins the meeting by stating the foawesstjon.

A Each weeloneof the educateparticipants is asked to do a full description of of the strategy that they

selected the prior week. The description should be geared to answering the focusing question. Although the

focusing question couldchangga or di ng t o the groupds needs, the
Describe in detail how you used this particular translanguaging strategy this week. Be specific.
Select work from two children in your class with different characteristics done thtieegh
transl anguaging strategy. Bring the student
translanguaging strategies and describe them fully. Describe what you and the children grapplec
with in translanguaging.

A There are no interruptions or gtiess while the description is taking place. The other participants listen

carefully and take notes so that they can ask questions when all individuals in the group have taken a turn.

(This part should take approximatdli8 of the inquiry time)

Clarifying questions, the threads, and recommendations

A Each participant has a turn asking a clarifying question. The turns are taken in the order in which the group
members sit. There is no Askipping around. o0 It

A The educator doing the description listens carefully to the clarifying questions and responds to them at the
end of the round. This process of posing questions, having a person answering them, and hearing collectiv
responses enl ar g eiadividdallundérditamdingsd ucat or sd own

A The facilitator who has been listening attentively and taking notes now summarizes the threads that have
come up during the description.

A Each participant now has a turn making recommendations to the presenter, based on Wwaaé thegrd,
and what they themselves have done in their classrooms. Again, the turns are taken in the order in which tt
group members sit; there is no skipping around;

(This part should takalmost 2/30of the inquiry time, minus 5
minutes).

Selecting the next strategy
A Members of the group then agree on the strategy that they will try out with their students during the up
coming week, as well as agree on the facilitator and the person who wi# degbription and answer the
focusing question.
(This part should také minutes of the inquiry time).

How do | select a strategy to use during collaborative descriptive inquiry?

In order to select a strategy, it is important to choose the type @gstithiat the group has interest in pursuing. For this
purpose the guide is divided into three parts:

Part 1: The Translanguaging Classroom



Part 2: Content and Literacy Development
Part 3: Language Development

A To start, select a strategy from Part 1, hapbne from Part 2, and another one from Part 3, according to your
needs. This would help you familiarize yourself with the contents of the guide.

A Then select the strategy for your first collaborative descriptive inquiry group. Please begin with choosing
strategy from Part 1.

A Communicate to group members the strategy selected.

What meanings emerge from collaborative descriptive inquiry?

Collaborative descriptive inquiry is a disciplined process that seems mechanistic at simple glance, but hasidgsp mea
A collaborative descriptive inquiry process helps a school community take an inquiry stance to their work. Its core is
composed of collaboration, description, and inquiry.

I. Collaboration

Because collaborative descriptive inquiry isadlaborativeprocess, it calls into question all expert knowledge,

ensuring that teachers, school leaders including the principal, parents and other staff members participate as equal
All voices are included and put alongside each other, ensuring that everyorfe bas &8 e s paceo fr om
without being questioned or interrupted. Through disciplined collaboration, collaborative descriptive inquiry enlarges
individual understandings, and generates questions and ideas for collaborative action.

II. Description

In addition, collaborative descriptive inquiry uses langudegeriptively Description, as we said before, means that
there is no judgmental or evaluative language used. Instead, the participant describes from her experience, her var
point, beingrespectful being respectful of the children whose work they describe as makers of their work. Descriptio
also allows patrticipants to be respectful of each other as educators, makers of their own teaching work.

Being descriptive creates a generous spiaaeenables the group to more easily trust. Being descriptive also helps
participants focus on what is importdntthe integrity and richness of the work of the teacher who is doing the
description, as well as that of the student whose work is beinglussd ooking at work descriptively helps us ask
the crucial questions:

A How can educators of bilingual students use translanguaging in order to produce what they are so capable
A How can bilingual students use translanguaging in order to produce¢heliatre so capable of?

[I. Inquiry
Finally theinquiry itself points to a process of grappling with the rough edges of work that characterizes all human
wor k. Rat her than Ashow and tell, o this.Ipaddtoress al |

collaborative descriptive inquiry values lelagpking and listening, as well as being patient, important traits in all
inquiry and research.
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ABOUT THIS GUIDE

The scope of this resource: Parts 1, 2, and 3

This guide is dividednto three partdPart 1 sets the stage and the context for translanguaging iwdttke development

of a multilingual ecology in the school, the design of instruction and of collaborative work, and the use of multilingus
resourcesPart 2 focuses on usingranslanguaging strategies for the learning of rigorous academic content and the
development of advanced literacy practices. Finliyt 3 gives attention to how translanguaging can assist with specific
aspects of language development.

We urge users ohts guide to use Part 3 alongside Part 2. Although we have included a section on language developm
to reflect the language strand of the Common Core State Standards (Part 3), for us language is more than a syste
structures. Language is action andqgtice, and its development depends on the relationship of students with other peopl
and texts, as well as their relationship with the learning ecology in the classroom. Educators must provide all stude
including emergent bilinguals, with the oppoities and affordances to construct new knowledge and understandings,
and so calevelop the complex language practices which students must perform in school. The power of translanguag
strategies lies precisely in its ability to provide students withetloggoortunities to grapple with challenging academic
content. At the same time translanguaging can play an important role in helping stutieetsheir language practices
and develop their bilingual identities.

Overall Structure

Each strategy is set @3 follows:
- Thed Wh at sestionigitve® an overview of the strategy ielMhat does this strategy help students to
do/understand? In what context is it used? What research supports the use of this strategy? This section also
outlines how you could athe strategy to your existing teaching.

- T h drarslanguaging Howtod s ect i on ebyptépaliocess of puiting thiststeagegy into practice. It
includes questions to consider, templates and examples of the strategy, and resources youavilsegbis
strategy in your classroom.

- T h ddeds for Implementationd s ecti on i s Elbmedskyand d ¢ wacondanygradesHere
we include examples of how real teachers have used this strategy in their classes. We indicate botlicthe specif
grade level and the program (bilingual, ESL, NLA, or general education) to provide a context for how this
strategy was implemented.

Color Coding:

At the top of each strategy, you will see colored boxes that say Elementary, Middle, and SecondanpWw/ékentlyose
boxes, it means that the strategy you are about to read can be applied to those grade levels. Most strategies have all
l evel s, but sever al (AMul tilingual Listening Center,
across Languageodo) are either El ementary/ Middle or Mid
that interestyodwe 6ve found that some strategies that are tra
levels with nodification.

Essential questions:

Each of the three parts of the Guide has two to thre

and help frame your thinking as you read the various sections of the Ghise questions coulcelused as you and

your coll eagues begin the coll aborative descriptive |

on this process)/Ve hope that the strategies within each sect@snwell as your work in your own classrooms, Wwélp

you fAanswero the essenti al guestions wedve posed.

The Sidebar:

Each individual strategy has a sidebar. Within the si
- The Common Core State Standards
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Because of the growing emphasis on the CCSS in schools, we have aligned eaghtstimiumber of specific
English Language Arts standards. In red, you will find the strand (reading, writing, speaking and listening, c
| anguage), the broad category within the strand (
more specific anchor standard, denoted by its number. For example:

Language: Conventions of Standard EnglishStandard 1

Underneath, we provide the genet&l SSdescription of the anchor standard. You can look at the standard for the
grade level(s) you teh for more specific information about what students are expected to know and do from
grades K12. In italics, we provide further explanation of the standard itself and/or how it connects to the specific
translanguaging strategy.

- Resources
Most stratgi es have a AResourcesodo sidebar howhyau carpacaessi d
materialsyou may need to successfully implement this strategy.

- Emergent Bilinguals
Many of the strategies in this Guide can be applieltbilingual studets. However, there are some strategies or
modifications to strategies that are more relevant to students who have low literacy in both English and th
home languages. This includes both SIFE and LTEL students. The modifications in this sidebar sedt®n ca
applied to any learners who struggle with literacy across their languages.

- Other relevant information related to the strategy
In addition to AResourceso and fAiEmergent Bilingua
information relevat to that particular translanguaging strategy. These sections outline any information that is
related, but not necessarily essential, to that strategy.

Acronyms

The following acronyms are referred to within the guide:

- EBL(s)1 Emergent bilingual leaer(s)

- ESLi English as a Second Language

- CCSSi Common Core State Standards

- LTEL 7 Longterm English Learner

- NLAI Native Language Arts

- SIFET Students with Interrupted Formal Education
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A Culturally R elevant Learning Environment

MIDDLE

Essential Questions

1 How can we create a
classroom and school
environment that
cel ebrates s
languages and cultures?

1 How can we raise ALL
studentsdé aw
different languages and
scripts in their
commurties?

Alignment with Common
Core State Standards:
Research shows that when yol
have students read culturally
relevant texts, their reading
proficiency is greater. With
this stronger comprehension,
bilingual students are
positioned to develop the
readirg skills outlined in the
anchorReading standardas all
three areas:

1 Key ldeas and Details

 Craft and Structure

1 Integration of

Knowledge and Ideag

In the content areas, including
multiple cultural perspectives
for a topic gives all students a
deeper undstanding of the
content. This is an important
way to help EBLs meet the
standardén social studies,
science, andath.

What is it?

ACul turally r el eseeaomedby GlosacLhdseBiltings (1994)toa p h
describe Aa pedagogy that empowers stu
politically by wusing cultural referent
t hat t e ac heownsbackgr@aunds and lksh@vedgs td build bridges to content

understandingslo do this, we must create a learning environment where emergent
bilinguals feel represented and valued, bringing their cultures into the classroom in a
meaningful way. Creatingfac ul t ur al ly rel evanto | ear
for emergent bilinguals. Many students come from diverse cultural backgroundd, ang
students benefit from understanding how their learning relates to different cultures. T
means doingnore than just celebrating a few multicultural holidays throughout the yeg
Instead, this strategy shares four powerful ways you can make your classroom and
instruction moreculturally relevant to students. These strategies can also allow for
exploration into social justice issues that are relevant to students from diverse backgrg
1 Expand the contentarea curriculum to include other cultures
o Social Studies

The social studies curriculum is full of opportunities to make connectio

the geographyhistory, traditions, and governments of other cultures. Y

can take any learning objective in the social studies curriculum, and e

it to include connections to other cultures.

o Science and Math
Science and math are more universal subgeaioss cliures. However, for
the science or math concepts you are teaching, you can try to give a r¢
world application that isulturally relevant to your bilingual studenthe
most powerful way to do this is to connect the math concepts to a
multicultural s@ial studies or science unit you are teaching at the same
time. You can also explore social justice issues related to science and
For examplewww.radicalmath.org has examples of math used for soci
justice issues relevant to students with divéisekgrounds.

9 Choose culturally relevant texts
Research shows that when bilingual studesaisl texts they can connectittexts
that areculturally relevanto themi theirreading proficiency is greaterand they
aremore engagedEbe, 2010; 2011; 2@). Culturally relevant texts are ones thg
connect directly to studentsod part.i

Incorporating culturally relevant texits your teaching helps your bilingual studer
draw upon their background knowledge, or schemeotaprehend what they are
reading. These texts are also a powerful way to validate and celebrate the cu
experiences of the students in your class, while improving their literacy skills.

You can use a dcul tur al r detemnin@awhiche |
books youmilingual students&entify with the most. Keep in mind that the more
relevant the books are, the greater your | i ng u a l s tommtehension ¢
and engagement will be.

1 Write identity texts
This pedagogical strateggescribed in detail by Cummins, has bilingual student
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Integrated Instruction

Many elementary teachers fee
they donét hay
teach socibstudies and science
given the large focus now on
literacy and Math with the statg
tests. Look at thetimitegy
Integrated Instructiorfor how
to combine conterarea
instruction with literacy
instruction to develop deep
contentarea knowledge with
your students. This will help
you implement the
multicultural contenarea
curriculum discussed here.

T

Translanguaging HowTo
1.

create a bilingual text in Engligindtheir home language as a way to share thei
cultural and linguistic identities and experiences. As Cummins expf@tsdents
invest their identities in the crgan of these texts which can be written, spoken,
visual, musical, dramatic, or combinations in multimodal form. The identity tex
then holds a mirror up to students in which their identities are reflected back in
positive light. When students share itigntexts with multiple audiences (peers,
teachers, parents, grandparents, sister classes, the media, etc.) they are likely
receive positive feedback and affirmation of self in interaction with these
audi e(@uneing005).

To create bilingual ientity texts, students begin by creating initial drafts in
whichever language they choose, typically the language in which they have a
stronger writing ability. This allows them to more freely express their ideas ar
their identities. Then, they work wita peer or an adult to create a translation of
text into the other language. Examples of identity texts in different languages
at different grade levels can be foundthtrnwood.peelschools.org/Dual/You
can even have students creditgital identity texts by using digital audio recorder
and cameras. For more on creating digital identity texts, see
http://www.nwemahub.net/course/view.php?id=26

Include multiculturalism in classroom or school displays
0 When you create a display, think aboatwhyou can visually represent the
multicultural lens students have been using to learn about a candent
topic.
0 You can also create a display that shows the multiculturalism present
your classroom. This can be done at a schvdé level as well.

Look at your curriculum through a multicultural lens
Consider:
0 Isthere awaytoconnectthiscontant ea t opi c t o my
o Will | need to include different texts or resources to represent this
multicultural perspetive?
o What <cul tural Afunds of knowl ed
draw upon? Coul d | farhilgt membea cord in to
talk with the class?

Social Studies Examples

0 When studying a period of time in American History, e@knnections to
how this is similar or different to what other cultures have experienced
highlight how other cultures were involved in that part of American hist
For example, when students study Native American groups from the N
York area ind™ grade, you can compare and contrast these groups with
other indigenous groups around the world. When students'igrade
study the causes and effects of American Revolution, help them comp
this to revolutions other countries have experienced.

0 When students study communities in the primary grades, you can
emphasize the different cultures that make up our New York City
communities. Look on a world mépvhere do these cultures originally
come from?

0 When students study families in the prigngrades, include a deeper focy
on how families are similar and different across cultures, drawing from
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Bilingual Studentsas
Experts

Draw upon the knowledge you
bilingual studenthiave about
their culture when teaching
your conterdarea units from a
multicultural perspective, and
when reading multicultural
literature. This positions them
as members of the classroom
community who possess expel
knowledge, instead of viewing
them as students who have a
deficit because they do not teay
as much English proficiency.

Getting Families Involved
When you plan ways to make
multicultural connections with
your conterdarea curriculum,
tal k with your
to see if they would like to
come in and talk with students
adbout their cu
or their h ome
experiences.

Many families are hesitant to
do this, but you can set it up in
a nonthreatening way. Try
having students ask questions
instead of expecting the family,
member to giQre
have a few photographs or
images ready that the family
member can share with studer|
to talk about their culture. If
students have read a text abot
the topic already, they can
simply talk with the family
member about W
learned to have aemv audience.

your own studentsd experiences.

o 9Mand 16 grade Global History provides many opportunities for culturs
relevance. For example, when studentsystiatious belief systems, they
can explain the role of certain religions in their home countries and cuf
communities. When studying ancient civilizations, there is already a fo
on different areas of the worl,d
you can supplement the curriculum with readings, media, and artifacts
are relevant to studentso6 cul tu

Science Examples
0 When students study ecosystems, have them compare and contrast a
ecosystem with one found in you

o In studying Chemistry, discuss how scientists from different countries |
conducted experiments to make advances in the field.

0 When learning aboutuman impact on the environment, compare the is
facing different countries.

Math Examples

o During a4™ grade place value unit, the teacher was also teaching a uni
Native Americans. She had students examine the place value of the
numbers of people who belong to modday indigenous groups in the
countries her students were from. As students ipeatteading, writing,
and ordering large numbers, they were also able to discuss these dive
indigenous populations and why some groups are larger than others.

o Ina 10" grade math class, the teacher brought in examples of real peo
from her stué n t s dsingthevcerent mathematics they were learning
She talked to and got relevant examples from community members an
studentsdé family members so t ha
l earning Ain action. 0 Sorkeesuseg a m
geometry, restaurant owners using budgeting and percentages, and f3
using measurements in cooking meals.

o During a f'grade unit on addition and subtraction, the teacher was als
teaching a unit on Families. She posed addition andastiotn story
problems that involved counting objects related to the things her stude
encountered at home and in their communities.

2. Choose culturally relevant texts for your different units of study
You can use the English and Spanish versions afuteral relevance rubric
(Figures2 and3) with your bilingual student® see if the texts you currently use
your units of study are ones that your students can identify with. If you find th
cultural relevance is minimal with certain texts, ywaun look for ones your EBLS
would be able to connect with that target the same genre, topic, or theme.

3. Find places in your curriculum for
When you have students create a piece of writing as part of the curriculum,
determine ifit would be possible for them to creatbiingual versionof that
writing. Have them begin by writi:
they are most comfortable with, and then translate it to the other language. T
translation can bdone independently, or with the help of another person.
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Ideas for Implementation Across Grade Levels

Elementary Grades
A 4"gradeSpanish/English bilingual eacher included a
activity on the first day of school that was designegetiostudents talking about
their cultural backgrounds. She displayed a world map, and had students ind
where they were born, and where their famiigse originally from The teacher
| abel ed the map with st uden triEliaguat a mg
studentsvere actually born in the United States, but their families were from
Mexico. Other students were born in another country, and later moved to the
United States. Thisctivity was a way to involvall students in talking about theil
backgrounds and how they identify with different cultures. As new EBLSs arrive
throughout the year, the teacher added their names and photos to the display

1 During a unit of study on explorers, the state curriculum indicated that student
were to learrabout explorers who came to what is now the New York area.
However, since most of the students in the class were from Mexico, Central
America and South America, the teacher broadened the focus to compare the
experiences of explorers going to the New Yara with explorers going to Latin
America and Canada during that same general time period. The teacher crea
display with students to show this multicultural fo¢Emure J. They mapped out
which European countries sent explorers to which pattstofe A New Wo
Students later wrote historical fiction pieces from the perspective of one of the
explorers or from one of the indigenous groups.

Figure 1

Getting Families Involved
T Cultural Differences

with Math
Even though math is considerg
a Auniversal s

some cultural differences. For
example, different countries us
different procedureot
calculate operations like
subtraction and division. Also,
some cultureswitch theuseof
decimal pointandcommas to
mark place value.

You can occasionally invite
family members to come in ani
teach students the way they
learned how to do certainath
operations in their home
countries. Many students even
find these ways easier to
understand!
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The ACul ture
Part of creating a culturally
relevant learning environment
is introducing your students to
cultural norms within th&JS.
Delpit (1995) coined the term
fifcul ture of paqg
defines as fico
participating
Adelman Reyes and Kleyn
(2010) discuss how critical it is
for bilingual students and EBL
to learn these codes and rules
which areoften those that refer
to white, middleclass cultural
norms. Explicitly teaching then
how to recogni
these rules he
students with the dominant
cultural knowledge that they
will need in the futurd where
they may be judged fortbier
having or lacking such
attributeso (2
thenquestionandchallengethe
culture of power, thinking
about who created these code
and rules and why.
Encouraging students to
examine norms in the United
States and compare them to
norms in heir home countries
and cultures creates a truly
critical, multicultural learning
environment.

Figure 2

Cultural Relevance Rubric

1. Are the characters in the story like you and your family?

Notatall HKe us... ... Just like us
1 2 3 4

2. Have you ever lived in or visited places like those in the story?

4. How close do you think the main characters are to you in age?

Notcloseatall ... Very close
1 2 3 4

5. Does the story have main characters who are boys (for boy readers)?
Girls (for girl readers)?

Adapted from: Ebe, A. (2010). Culturally relevant texts and reading assessment for English
language learners. Reading Horigons 50 (3), 193-210.
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A Sampling of Culturally
Relevant Texts
(Ebe, 2011)

Ackerman, K. (1999). By
the dawnbs e
York: Simon & Shuster
Chi | dPuldighiags

Choi, Y. (2001). The name
jar. New York, NY: Knopf
Books for Young Readers.

Cisneros, S. (1991). The
house on Mango Street.
New York, NY: Vintage.

Contreras, K. (2009).
Braids/ Trencitas.
Lyndhurst, NJ: Lectorum
Publications.

Dorros, A. (197). Abuela.
New York, NY: Puffin
Books.

Dumas Lachtman, O.
(1995). Pepita talks twice.
Houston, TX: Pinata Books,

Elya, S. M. (2002). Home a|
last. New York: Lee & Low
Books Inc.

Figueredo, D. H. (1999).
When this world was new.
New York, NY: Lee & Low
Books.

Gershator, D., & Gershator,
P. (1998). Bread is for
eating. New York, NY:
Henry Holt and Co.

A new (2012) Scholastic
chapter book series,
Bordertown for older
students:
www.malinalegria.com

Figure 3

Evaluacion Cultural de Textos

1. :Se parecen los personajes del cuento a ti y a tu familia?

Son exactamente como NOSOtros ... Miun poco
4 3 2 1

2. ;Has visitado o vivido en lugares como los que se relatan en el cuento?
B e No
4 3 2 1

3. ;Crees que podria suceder este cuento en este afio?
B e No
4 3 2 1

4, ;Qué tan cerca a tu edad crees que el personaje principal esta?
MUY CEITAMD .o e oA @ CETCANO
4 3 2 1

5. i Hay personajes en el cuento que son:
nifios (para nifios ) o nifias (para nifas)?

3 USRS No
4 3 2 1
6. ¢ Crees que los personajes en este cuento hablan como td y tu familia?
B e No
4 3 2 1
7. ¢ Con qué frequencia lees cuentos como éste?
Con mucha TeqUenCIa e e MNunca
4 3 2 1
8. ;Alguna vez has tenido una experiencia como la que se cuenta en este libro?
B e No
4 3 2 1
Ann Ebe Hunter College — CUNY aebe{@hunter.cuny.edu
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SecondaryGrades

A 10" grade ELA teacher planned a semester in which students would explorg
common topic of coming of age through literature. Instead of sticking to classi
like Catcher in the Ryeshe included texts that helped studente®the important
role of culture in individual sd col
teacher took note of all the various cultures represented in her classroom. Mo
students were Dominican, but others were from Mexico, Central America, the
I ndies, and Pakistan. Some student g
had been in the United States for generations. The teacher found texts that to
coming of age stories through the |
other®) from poetry to music to fullength novels. Throughout the unit, students
read about, discussed, debated, compared and contrasted the influence of cu
the coming of age experience. The semester culminated with students writing
papers and giving psentations to the class about their own cu@iuséluence on
their adolescence and coming of age pracess

Some texts used in the Multicultural Coming of Age Unit:

oy .
“Wg Novel Shabanu: Daughter of the WiiidSuzanne Fisher
Staples (Pakistan)

Poem @A @i rby Jamaica Kincai

Novel: The Secret Life of Sonia Rodriguiealan
Lawrence Sitomer (United States; Mexico)

Anthology: Coming of Age Around the World: A
Multicultural Anthologyi ed. Faith Adiele and Mary
Frosch (various coun#s)

Short StoriesDrown1 Junot Diaz (United States;
Dominican Republic)

19



MIDDLE

A Multilingual L earning Environment

Essential Questions

f How can we create a
classroom and school
environment that
cel ebrates s
languages and cultures?

1 How can we raise ALL
student so6 aw
different languages and
scripts in their
communities?

Alignment with Common
Core State Standards:

Language Knowledge of
Language: Standard 3

Apply knowledge of language to
understand how language function
in different contexts, to make
effective

choices for meaning or style, and {
comprehend more fully vém
reading or listening.

When you create a classroom
or school landscape that
reflects stude
linguistic backgrounds, you ca
discuss how languages functig
in different contexts.

What is it?
ltds i mportant to create classroom and
all of your student$ including yourbilingual students Settirg up your learning
environment to i ncl ud e-bysidemitreEmdlish éecognizes¢he
linguistic diversity they bring to school, and heglisstudents become more aware of wh
languages and scripts-eaist with English in their comunities.

Translanguaging HowTo
1. Think: What parts of my classroom environment could | make multilingual?
Consider how you can make yduri | i n g u alanguagesuvisiblanin tked
classroom, in a way that is manageable for you. You might think about:
o Oral English: Whendo | use English orally for community building, or f
the nuts and bolts of running the classroom? Would it be possible to U
home language signals, transitions, songs, or greetings in addition to ¢
instead of English?
o Written English: Wheredo | have English written in the classroom? Of]
those places, where would it make sense to create multilingual labels
displays?

Some ways to make the classroom environment multilingual:

1 Greetings
Havebilingual studentseach their classmatesgreeting in their home
language, practicing over several days until the class is able to use these
multilingual greetings when entering the classroom.

T Songs
If you use music during instruction (to transition from one activity to anothe
during a moring routine, to connect to a content topic, at the end of the da
etc.) you can incorporate songs that have multilingual versions. You can g
substitute some of your English s
translated in English. Have yobilingual studentielp the class learn the hon
language version of whatever songs you choose.

1 Transitions
Think about the signals you use with students to transition between activit
Do you use some sort of verbal signal? If so, talk with Ydimgual students
to see if they can help you say something similar in their home language,
Google Translate (see sidebar).

 Table names
Many classrooms give names to each table or group. These names can K
multilingual, andbilingual studentsan bea part of the process of teaching th
classmates how to say the table name in their home language. Thisis a g
community building activity at the beginning of the year.

T Rules and Routines charts
Many teachers display charts outlining class rulegxplaining stegoy-step
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Resources
GoogleTranslate

You can use Google Translate
to help create a multilingual
environment. If you need to
hearwhat the translation
sounds like (to help you say
those words as part of a class
greeting, as part of a song, or i
a transition signal), you can
click on the sound icon below
the translation box. The qualit]
of the audio translation is very
good, and you can lish as
many times as you need to.

You can also use the App
Jibbigo, which is a speecto-
speech voice translator betweg
English and 9 other lguages.
When you say something in
English, it says aloud the
translation in the other
language. You can make it
interactive by having students
say something in response in
the home language, and hear i
translated into English.

routines. You can easily translate these by typing the text into Google
Translate, and copying the translation into a document. Enlarge the text,
out, and you can post the home language translation along with thehEnglis

1 Labels

You can | abel things in the cl ass
languages. Write each language in a different color todisfipguish them. If
your bilingual studentare literate in their home language, they can help wri
the translation on the labels. You can create multilingual labels for:

1 Classroom library book baskets

1 Common things in the classroom (elementary grades)

1 Supplies

T Math manipulatives

2. Start a schootwide initiative to have the school environment represent
studentsd | anguages
Start a conversation with teachers and administrators about how the school
landscape can makei | i n g u alhnguagesuvisiblantd tkeGschool communit
and build all student sd awareness

Same ways to make the school environment multilingual:

1T Display signs translated into alll
Bilingual members of the school community can help with this, or you can
a website like Google Translate. You can also enlist the help of EBilzate
in their home languages to create these multilingual signs.

1 Morning Announcements
You can include morning announcement greetings in different languages,
highlighting certain ones each day on a rotating basis. Also, think about w
important tofc you share with the school during thienouncements. You car
have bilingual studentsome down to the office to share over the intercom h
to say that topic in their home language.

1 School staff using multilingual greetings
Have the principal, ass#sit principal, and other staff learn greetings in the
different languages represented at the school, and use them tarnyrsteident
(explaining which language it is).

Ideas for Implementation Across Grade Levels

Elementary Grades

1 As part of a morningautine, a I grade teacher used interactive writing to have
students help her write different labels for important things in the classroom. |
day they created several new labels for the classroom. For each word, the te
orally asked her Spasitspeaking and Arabispeaking EBLs if they knew what th
word was in their home language. Often they were able to provide a translatiq
Some things they didnét know how t
on Google Translate. Using tharnslations she saw on the website, she wrote {
words i n Spanish. For Arabic, she
comfortable replicating that herself. Seeing the wordslsyesde on the labels,
the teacher was able to help studentssgaéarities and differences between the
languages. With Spanish, students were able to see that many sounds are
represented with the same letters in English and Spanish. With Arabic, stude
were able to see how the script reads from right to |dits maised awareness for
all students about how different languages work.
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Getting Families to Help
Songs:!l f youdr e
to start, reach out to your
EBLs6 families
what songs in their home
language would be appropriate
for your studge
They can give you song titles,
ormy have CDs ¢
music in their home language.
You can invite them into the
classroom to help teach
students a particular song as
well. In teaching the home
language song, you can help
students make connections to
what those words mean in
English if you translate the
song lyrics ahead of time using
a website like Google
Translate.

Labeling: In elementary
classrooms, you can invite an
EBLO6s family n
in to help students label the
classroom. As the class labels
different things irthe room in
English, the family member ca|
teach students what those wor
are in their home language, an
write them on labels. If there
are multiple home languages i
your classroom, try to get a
family member to represent
each language. Thisis a
wonderful beginning of the yea|
activity, and helps build home
school connections.

Bilingual Studentsas
Experts

To help the class practice the
new multilingual aspect of the
routine, enlisttie expert
knowledge of your bilingual
students They can be thenes
to teach their language to the
class, and help the class
practice saying (and possibly
reading) the words. For
languages that use other scrip
like Arabic or Korean, this is a
fantastic opportunity for other
students to see how those
scripts work Arabic reads right
to left; Korean has characters
that represent ideas, etc.).

Inad’grade team, alll of the teachers
the continents, since this was the focus of fhgrade social studies curriculum.
OneFrench/English bilinguateacher decided to make those table names
multilingual, writing the continent name in English as welFesnch To refer to
the table names, the teacher often said thegittier language

At a K-5 elementary schoalith a bilingud program and an ESL prograthe
principal decided to learn several different ways to greet his Spapéstkirg
students and their familiesince they were kargepresence in the school. He ma
an effort to greet families and students at evéfigime each morning, and he
always did it in Spanish. Families appreciated this effort, and he asked the st
to teach him more phrases to use. Teaching the principal their own language
students in the important position of being the expert.

SecondaryGrades

A 9" grade Living Environment teacher realized that her labs would be easier
EBLs if the lab itself were more multilingual. She took her students into the lal
where she had already labeled the important equipment, tools, and ardastsSt
then traveled around the room, noting which words they knew the home langu
translations for and which they did not. For those words that students knew, tf
teacher had them add their translations beneath the English word on the labe
the wods that students did not know, the class looked up translations on Goo
Translate and either copied them onto the label or, if the word was in a differe
script, printed it out and taped it to the existing label.

A grade level team of teachers who taug" and 18" grade EBLs decided to learr
new ways of complimenting thelirench and Fulargpeakingstudents on their
work. The math teacher started this learning by asking students to brainstorm
various ways of giving academic compliments in their htanguages (i.e.: Good
job, Nice work, Well done, etc.). After recording these phrasésihome
languages, and learning how to say each one, the math teacher shared the pt
with the other teachers on the team. Each teacher created a displayweat steo
various ways (both written and phonetically) that both teachers and students ¢
use to compliment one another on a job well done. The teachers used these 1
phrases orally in c¢class, and al so

A middle school dministration decided to +e&ork their ParenTeacher
Conferences to make them more inviting for parents and students. One way t
decided to do so was to decorate the school with displays that illustrated stud
learning in different languages. The adistration asked teachers and students t
design hallway bulletin boards that were multilingual and illustrated work withi
different content areas. With the help of students, bilingual staff members, ang
Google Translate, teachers and administrators aldeeto invite parents into the
academic conversation by showing them what their children were doing in the
classes in their home languages.
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MIDDLE

Language Portfolio

Essential Questions

f How can we create a
classroom andgchool
environment that
cel ebrates

languages and cultures?

 How can we raise ALL
student so

scripts in their
communities?

Alignment with Common
Core State Standards:

A language portfolio is a way

for students to demonstrate
their ability to use different

languages to meet tlseandards

in ELA, math, science, and
social studies.

aw
different languages and

S

What is it?
A language portfolio is a way for students to record and celebrate their language lear
and cultural expgences over time. It has been developed in Europe over the past ten
with each country creating its own versions, accredited by the Council of Europe. Th
language portfolio includes several different sections, and is something that students
with them as they progress through the grades. There are also adult versions that gr
students can use as a way to officially demonstrate their competency in different lang
as well as their multicultural awareness. The three componentslahtheage portfolio are
a
0 Language Biography
This is a place for students to describe thgperiences irdifferent languages
andwith different cultures. ANY student could create a language biograpl
even if they currently only know one langudgleecause it is a place where
they can record thelanguage learninggoalsas well as their current languag
abilities. It is also a place where all students can record their intercultural
understandings. See fAl deas fter |
language biography can look like at different grade levels.

0 Language Passport
This includes different types of rubrics and charts for students to record ar
describe their competencies in different languages: what they know and c
in each langa g e . See Al deas for | mpl emé
language passport can look like at different grade levels.

0 Language Dossier

This is a place for students to compile examples of their work in different
languages, celebrating their linguisiccomplishments. While this is most
powerful for emergent bilinguals to showcase their multilingual abilities,
students who only speak one language can also include examples of their
in that language. They can set future goals for what langudgeysyvould
l' i ke to begin |l earning. See il
the Dossier can look like at different grade levels.

de

Different European countries have developed their own Language Portfolio templateg
teachers to downloadhd use with students. Below are two examples from English
speaking countries that you can refer to: one for elementary grades from the United
Kingdom, and one for middle & secondary grades from Ireland. You may want to use
of t he pag ¢hsese poefaliosjosydu chnruserthem as a basis for developin
your own language portfolio. This is an excellent sclvadk initiative, so that all student
in the school use the same language portfolio, which can travel with them from grade
grade. Each year, they can record how their proficiency in each language is developir
how their cultural understandings are developing, and add new examples of their wor|
each language.

i Example of an Elementary Grade Language Portfolio from the United
Kingdom:
http://www.primarylanguages.org.uk/resources/assessment_and_recordin
/european_language_portfolio.aspx
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Bilingual Students

Keep in mind that there are
many students in general
education classes who speak
other languages at home. The
bilingualism (or
multilingualism) is rarely
acknowledged or celebrated.
Having all students in general
education classes keep a
language portfolio recognizes
these bilingua
linguistic repertoire, and
positions it as a strength to the
rest of the class.

1 Example of a Middle & Secondary Level Language Portfolio from Ireland
http://www.ncca.ie/uploadedfiles/Curriculum/inclusion/Pp_ELP.pdf

Translanguaging How-To
1. Decide which programs could incorporate a language portfolio
1 Elementary Grades

Sinceall students benefit from creating a language portfolio, even if they
currently only speak one language, you can consider incorporating a langt
portfolio in all general education, bilingual, and ESL classrooms. A langu
portfolio fits in naturally with literacy instruction as students record their
developing ability to read, write, speak, and listen in each of their languagg
The components where stermts record new cultural understandings could b
part of literacy or social studies instruction.

q Secondary Grades
Sinceall students benefit from creating a language portfolio, even if they
currently only speak one language, you can congigerporating a language
portfolio in all ELA, NLA, and ESL classes. Having students across progrg
use the same portfolio sends a powerful message about the importance o
developing proficiency in multiple languages and developing an understan
of other cultures.

2. ldentify times when students will fill in the language portfolio
We often begin the school year with grand plans for what we will implement, &
the months go by we begin to let go of things due to time constraints. To mak
languageportfolio manageable, and to ensure its success from September to J
identify when students will update each component of the portfolio. You coulc
introduce the language portfolio during the first days of school as an excellent
Agetti ng tocbvitykamdtevbuild gourdclasa community. This gives ya
a September baseline for the language portfolio. Then, you could have stude
update the portfolio at each marking period. If you teach in trimesters, then
students would update the portfolioNovember, March, and June. If you have §
marking periods divided between two semesters, you may want to have stude
update the portfolio at the conclusion of each semester.

Another option is to add to it when a major piece of writing or a ntajotentarea
project is completed. Students could include some of their work from that unit
examples for their language portfolio. If you already have portfolios where yo
keep student work and reflections, the language portfolio could be one cornpo
of your existing portfolio.

Ideas for Implementation Across Grade Levels
Elementary Grades
1 Language Biographyi Sample Pages

Figure 1 shows a page where students write down their current language use,
future goals for language learning and trawvgli
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Learning a Foreign Language
As students reach middle
school and secondary school
grades, many of them begin to
learn a foreign languag
English speakers may not
realize that this makes them
bilingual (even if they are in th
early stages of learning anothe
language). Keeping a languag
portfolio helps these students
become more aware of their
bilingualism, and helps them
keep track btheir progress in
the new language.

Figure 1

BIOGRAFPHY

I can understand and speak in several languages — I am plurilingual.
The languages are

I watch TV programmes, films or see magazines or books in the
language,'s

sometimes [ ] often [ ]

I have made these contacts, e.q. penfriend, e-mail or visited these countries

I have friends or family who come from these countries and speak thesa
languages

In the future I would like to go to

and T would like to learn these languages
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Figure 2is a page where students reflect on what they have noticed about lan
and culture. This ia great way for ALL studenisbilingual studentsnd students
who only speak Englishto think about their experiencestiwvlanguage and
culture in their communities and other places they have visited.

Figure 2
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Figure 3 has bubbles for students to color in when they have attained certain
intercultural understandi ngs. canfame
sever al di fferent |l anguages, 0 and,

~

country.o

Figure 3

Y iahgwigd
BIOGRAFHY

Colour in the speech bubbles when you have done these things

-\\ I can explain ™
Ican name f something to
several different|  |someone who doesnt )
languages speak Erigi.ish___.a-"'
" 1 have compared

(\' pictures of places i,.') o '-./. .\_.fwr!::l P H___._____‘_\-\

different countries f ;
l\_\ with pictures | _ -."" fi:} F know how to greet ™
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Making the portfolio
culturally relevant

If you decide to implement this
strategy in your classroom or g
a whole school, you will
inevitably hear comments like,
Aibut | dondt g
|l anguage! 0 or
English!d For
only speak English, it might be
difficult to see the pat of this
kind of language portfolio.
However, since this portfolio is|
meant to hel@ll students be
more linguistically and
culturally aware, you need to
inform these students that they
are, in fact, speakers of many
differentEnglishe$

Students areat used to
thinking about laguage as a
nuanced, multmodal, and
everchanging thing. We can
show students that what they
think of as fis
is actually speaking different
forms ofalanguage. For many
students, especially those in
rural or uban areas, learning
ischool Engl i g
English) is very much like
learning a new languageit
looks, sounds, and works
differently than other Englishes
they speak. Making these
differences transparent, and
honoring stude
Englishes (iformed by their
cultural and regional
backgrounds, their family
history, etc.) is crucial if we are
to foster a truly multicultural
and multilingual environment.
You can have your students fil
out language portfolios for the
many different Englishes they
speak, focusing on when,
where, and why they use each
one and how using different
forms of English makes them
more culturally and
linguistically aware.

For more on multiple
Englishes, you can look at the
work of:

- Lisa Delpit

- Braj Kachru

- Shondel Nero

- John Rickford

- Geneva Smitherman

- Water Wolfram

1 Language Passpori Sample Pages

Figure 4 is the first page of the language passport from this example from the
United Kingdom. Studws record the language(s) they are learning at school a
the language(s) they speak at home. ANY student can create a language pag

even if they currently only speak one language.
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MY LANGUAGE

PASSPORT

This document 1s a record of:

&) My progress in leaming languages

) My interuttural experiences and contacts

When I move to @ mew clizss or school, I can use my Longuage Passport bo

show whai I hove done ond the levels T hove reached.
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Name

School
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My Languages
At school I am learning

At home I speak
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Figure 5is a checklist where students can monitor theiigress in each language
in the areas of listening, speaking, reading, and writing. There is also a space
the teacher to make comments.

Figure 5
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Figure 6 shows an example of the type of assessment rubrics included in this
particular Language Passport, based on the language proficiency levels develc
by the Council of Europe. You can alter the rubrics to reflect the language
proficiency levels and standards used in your school.

Figure 6

my ianguase \l!
PASSPFORT

READING

Tick when you can do these things.

Breakthrough

A 1 I can understand familiar names, words and
very simple sentences

P i
T T

e e T

waather .

Grade 1 |I can recogniss and read out a few familiar words and phrases
i eg. from stores and rfymes, bebels on fomibier objects, the dofe, the

Grade 2 |1 can understand familiar written phrases
g simple phreses, weather phroses, simple desonplion of ciffects. semeone
writimg aboat their pef ..

privtad soript

Grade 3 |1 cn understand the main poirt{s) from a short written passage in dear

2. very simple messages on o pockoard or i an e-mail ...

Preliminary

A 2 I can read very short, simple texts and find
information 1 need in longer texts such as
simple messages, stories or Internet texts = V

writhen

someone'’s school day ...

Grade & |I can understand the main points and some of the detail from a short

paszage
eg. thvee o four senberces of informetion about sy e-pol; o descriphion of

Grade 5 |I can understand the main points and simple opinions (&g likes and
dislile=s) of a longer wiitten passage

eq. r postoond or letfer from o penpel; @ wiitfer oomount of school bfe. o
poem or part of o shory .

future events

Grade 6 |I can understand longer passages and distinguish present and past or

eg. o short stonyg o desoiption of someone’s doy; @ leffer in which someoas
cheFibes @ persow or ploce. on encursion

0 LT, e tional Cantre for Languages 2004
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Figure 7is a threecolumn chart wher students record and describe different

contacts or experiences theydve haiy
designed for experiences with other countries, you could create the same chal
intercultural contacts and experiences students mateirown communities This
is a great way for students to explore the cultural richness of their own area, g
as experiences theyodve had i &Envioohnieet:!
Community Study

Figure 7

md afduade 11
PASSPORT

mY CONTACTS AND
INTERCULTURAL EXPERIENCES

List the main experiences and contadts wou've had with people or places
abroad, e.g. e-mails, postoards, letfers, meeting with people. excursions,
vider excihanges, fodidays.

Comtact or experienoe Details When?

&7, Ew MySomi Casdm ke Lomgrage. 2005 Fi
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1 Language Dossieii Sample Page

Figure 8 shows a cover page for the Language Dossier. It details what type of
students can include as a way to demonstrate their abilities with language ang
understanding of other cultures. Any student can create a language ddhsigr
simply include work for whatever language(s) they speak, and what experieng
they have had with other cultures.

Figure 8

D, Pocfiio Esmpéan des ol sconidd N¥ 0206 my 1anguage 1)
3 MI!-‘IHEL-_‘(;IH,‘; DOSSIER

MY DOSSIER

The dossier is your own personal property
® (hoose what goes into your dossier.
® Put pieces of work into your dossier to show what you can do in languages.

® Show examples of your contacts and experiences of other languages and
cultures.

@® Put in things which you'd like to show to others.

® Replace things whenever you like.

© 11, the Nationsd Cantre for Languages 2006 "7
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Secondary Grades
1 Language Biographyi Sample Pages

Figure 9is a page where students reflect on their diffeexperiences with
language and culture. This example is set up for students to reflect on experie
theyébve had with other countries, I
and cultural experiences students have had within their own coitynT his is a
great way for ALL students emergent bilinguals and students who only speak
Englishi to reflect on cultural similarities and differences in their communities
in other places theydve been.

Figure 9

My language and intercultural experiences

The: fatis and intTeresting thiegs I noticed when tretling or Shaying in oTher countres.

Gutural Simiarities with my own CouwsTy:

Cuftural similaritees with my own cousiTy:

Cuftural similaritees with my own cousTy:

GLT Coundl of Europs Acedialion nurmbses T2 3000 (nea 004 11
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Figure 10shows an examplef the type of chart included in the language
biography for each subject area; this one is for mathematics. The charts give
students a place to reflect on their experiences with languages in each subjec

Figure 10

MATHFMATICS

Lirvel | Sinll E] L ki

43} | Tcan endarstand neshars and impaortant

mathematical words

[Ij- + | I can mecogsise mumbers amd synshols in
simple problems n my textbook

Al (0 34 A Tcan we neerbers and some key wods

:.:;' I can sy important mathamatical words

A | Ican we nember and symbols to do
simp e sxaomples in my waibock

A ) ::a.!:.z-:hfslz.u.d.nrpla.u.aﬁ.u:ﬁ of sinple
mathamatical problans
:.}l" I can follow sinsple problams in oy

taxthcok
"4 ) T ean work with my Siends to sohve
AY simplo problems and ask for help if1
do='t emderstind
f;}- I can wie e mathamatical words [ know

to axplaim a wmpls problam

A | T ean work throwgh some short problams
im oy e theook and write dowrs important
new wonds

Az ) |1 can exdarsand mest sxplanations m
maths chass

V¥ |1 can read and esdarstand most problams
im oy temthook

"+ ) Lean discass pathapatical problams and
Bl ProCaiies

"j' I can give a clear axplanstion of a
mathamarical problam

I.& I can write a clear sxplezation of a
mathamatical proced: and note nsefal
wrds and sxpresidons

GILT Coundl of Europs Acsedivion numised 12 200N (reea 004 15
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1 Language Passpori Samge Pages

Figure 11is a chart where students saffsess their linguistic abilities in each of

their languages.

Figure 11

My proficiency in languages other than English

Self —assessment of proficiency

Al

AZ Bl

B2

Lz ]

oZ
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They use the rubric iRigure 12to determine what level of proficiency they have
in each area. This rubric is bas®uthe language proficiency levels developed b
the Council of Europe. You can alter this rubric to reflect the language proficig
levels and standards used in your school.

Figure 12
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