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Abstract

In this paper we will focus on data from bi/multilingual educators and discuss
aspects of translanguaging as a Culturally Sustaining Pedagogy (Paris and
Alim, Culturally Sustaining Pedagogies. Teaching and Learning for Justice in
a Changing World, Teachers College Press, New York, 2017). The data from
the bi/multilingual educators come from a recent qualitative research (Tsoka-
lidou, SiDaYes! I1¢pa amd ) StyAwooia wpos ) Stayiwooikotnta/Beyond
bilingualism to translanguaging, Gutenberg, Athens, 2017) that aimed to bring
forward the issue of translanguaging (TL) in the everyday life of multi/bilin-
guals. Our findings suggest that TL could function as a means of increasing
the confidence and self-esteem of minoritized students, while offering them a
feeling of normality and pride for their linguistic and cultural backgrounds. It
also becomes clear from our data that going against the grain of monolingual-
ism and mono-culturalism is a great challenge for all.
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1 Introduction

The contemporary world is challenged by demographic changes which make
promoting diverse linguistic and cultural dexterity necessary not only for valu-
ing all communities but also for the development of “skills, knowledges, and
ways of being needed for success in the present and the future” (Paris and Alim
2017, p. 5). As Paris and Alim (2017) put it, the future is a multilingual and mul-
tiethnic one, regardless of attempts to suppress that reality (p. 6). This reality
cannot but challenge educators to acknowledge and develop the diverse linguis-
tic and cultural skills of their students as well as of themselves. To this end they
call upon a Culturally Sustaining Pedagogy (CSP). This is in line with Garcia’s
(2017) suggestion that teachers need to take up a “translanguaging stance”, shed
their authoritative position, and adopt different roles. She suggests that through
TL teachers can take on the four roles of “detective”, “co-learner”, “builder”
and “transformer”. She notes that as teachers of migrants, they are also inter-
ested in social justice. Such an ideological stance requires them to become co-
learners of their students’ worlds (through interviews, life stories, co-production
of video-documentaries). At the same time, through translanguaging practices,
teachers are also involved in transforming the social reality of their adult migrant/
refugee students, as they build on the human ability to re-mix and recontextual-
ize; that is, to inscribe language performances and identities into new contexts
(Garcia 2017, p. 23). In this paper we will discuss aspects of translanguaging as
a Culturally Sustaining Pedagogy (or CSP) (Paris and Alim 2017). We will then
illustrate this connecting of the two concepts using data on views of bi/multilin-
gual educators from a recent qualitative research (Tsokalidou 2017) that aimed
to bring forward the issue of translanguaging (TL) in the everyday life of multi/
bilinguals from different parts of the world. In this paper, we will specifically pre-
sent the perspectives of those bi/multilinguals who are involved in education. Our
findings suggest that TL in education could function as a means of increasing the
confidence and self-esteem of minoritized students, while offering them a feeling
of normality and pride for their linguistic and cultural backgrounds.

2 Translanguaging

Translanguaging (Baker 2003, 2011; Garcia 2009a, b, 2011) could be considered
one of the most dynamic contemporary sociolinguistic approaches to the study of
linguistic variation (Tsiplakou 2016). Through this approach we look into what
we refer to “beyond bilingualism” or beyond what has been called by Cummins
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(2007) the “two solitudes” or double monolingualism. Research in the area of
bilingualism and language contact phenomena, within a fluid and ever-changing
contemporary sociopolitical and educational context, has very little to benefit
from a study in the types of bilingualism or in issues of maintaining heritage lan-
guages. Within the context of the constant need for (re)defining the deeper mean-
ing and dimensions of language contact, of language itself, we attempt to muster
all our intellectual tools in order to shed more light onto the issue of what we
call “communicative collaboration”, both on a personal and a collective level.
Based on Tsokalidou (2017), we call “collaboration” the process whereby all our
linguistic and cultural tools render us communicatively competent and in a posi-
tion to handle our uniqueness as well as our explicit or implicit relations with the
other members of the communities we inhabit as linguistically active and socially
vibrant members. Translanguaging as a term, process and surrounding reality can
express the collaborative relations that connect each person with his/her linguistic
equipment, as well as with the rest of the members of the communicative commu-
nities in which s/he partakes (family, friends, professional context, etc.).

According to Tsiplakou (2016), it is common knowledge that most linguistic
communities, synchronically and diachronically, are characterized by multilin-
gualism and hybridity. In this context, she suggests that the approach of trans-
languaging puts forward a dynamic stance to language, not as a static system, but
as languaging, a series of performances placed within specific social and cultural
micro- and macro-contexts. Within the context of translingual performances,
many elements from various linguistic repertoires can be put to use, producing
a variety of multi-level sociocultural meanings and acts of identity. Thus, while
translanguaging allows for values to be negotiated, and personal “voices” to be
heard, it also creates a broader “platform” where issues of language ideologies
and language policies can become more visible.

The term “translanguaging”, or TL for short, was created by the Welsh edu-
cationalist Cen Williams in the 1980s in order to describe the planned and sys-
tematic use of two languages for teaching and learning within the same lesson
(Baker 2003, 2011). It was coined as a Welsh word “trawsieithu” by Cen Wil-
liams and a colleague of his (Dafydd Whittall) during an in-service course for
deputy headteachers in Llandudno (North Wales) and it was later translated into
English as “translinguifying” but then changed to “translanguaging” following a
conversation between Cen Williams and Colin Baker. “Translanguaging” came to
mean the process whereby one language is used in order to reinforce the other
with the aim to increase understanding and in order to augment the pupils’ ability
in both languages (Williams 2002, p. 40). In other words, through translanguag-
ing, pupils internalize new ideas they hear, assign their own understanding to the
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message/concept and, simultaneously, utilize the message/concept in their other
language(s), from their own perspectives. In doing so, they augment and supple-
ment the message/concept through dual language processing. This idea seems
to be in line with the notion of “transduction of meaning” (Kress 2000) and the
“cone scheme” analysis developed by Skourtou (2011, p. 150), according to
which shared content is expressed by similar concepts in each language, although
the languages are different. Therefore, the cone scheme includes L.1—L?2 on top,
E1—E2 in the middle and C1=C2 at the bottom, forming a cone. Although we
find this idea very interesting, we believe that it expresses the approach to TL
by Williams (2003), as the more recent approaches go beyond the dichotomy of
L1—L2, treating the language level in a similar manner to that of the concept and
content levels, as we will discuss later.

Williams (2003) suggests that translanguaging focuses more on the pupils’ use
of two languages (and what they are able to achieve by using both languages)
rather than on the teachers’ role within the classroom, although it may be engi-
neered by the teacher. Williams (2003) also suggested that through translan-
guaging often the stronger language is used in order to develop the weaker one
thereby contributing towards a relatively balanced development of a child’s two
languages. This approach was important in the Welsh context as the aim was for
the child to develop their two (or more) languages at school and translanguaging
was seen as a strategy for retaining and developing bilingualism rather than one
promoting the teaching of the second language. The four potential educational
advantages of translanguaging put forward by Williams, as documented by Baker
(2001, 2006, 2011) are:

a) the promotion of a deeper understanding of the subject matter

b) the development of the students’ weaker languages

c) the facilitation of the co-operation between the home and the school and
d) the integration of fluent speakers with early learners.

Ofelia Garcia (2009a, b) extended the term “translanguaging” to mean more than
the pedagogic variation of linguistic input and output. Garcia treats “translan-
guaging” as a strategy that bilinguals use to make meaning, shape their experi-
ences, gain understanding and knowledge, and make sense of their bilingual
worlds through the everyday use of two (or more) languages. Garcia proposed
the definition of “translanguaging” as “a powerful mechanism to construct under-
standings, to include others, and to mediate understandings across language
groups” (Garcia 2009a, p. 307 f.). Garcia argues that it is impossible to live in
communities such as New York and communicate among multilinguals without
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translanguaging (Garcia 2009b, p. 151). Based on observations of translanguag-
ing practices in bilingual communities, Garcia’s approach towards translanguag-
ing helped extend the use of this process to include the complex everyday
realities of home and street (Garcia 2009a).

In other words, Garcia (2009a, 2011) views translanguaging as “engaging in
bilingual or multilingual discourse practices” (2009a, p. 44), as an approach cen-
tered not on languages, but on the communicative practices of bilinguals. Within
the notion and process of translanguaging, other linguistic contact phenomena are
included, such as code-switching and translation, but the emphasis is given on
the process adopted by bilingual students in their classrooms, rather than on the
languages involved.

The proposed approach to translanguaging seems to be in line with the
approach to bilingualism proposed by Brutt-Griffler and Varghese (2004, p. 94),
according to which “Bilinguals remind us that linguistic space is rather a contin-
uum of Language (...) it is not only languages that cohabit in the same space but
(...) also an accompanying process of (...) ‘mixing of cultures and world views’
that is impenetrable to some, troubling to others”. In other words, according to
the above approach, the fusion of different views and cultures plays a significant
role in understanding bilingualism, and, at the same time, the traditional distinc-
tion of autonomous languages is abandoned as emphasis is given to the existence
of a linguistic continuum as expressed by bilinguals themselves. This definition
shows that the resistance to bilingualism is attributed, to a great extent, both to
the concerns of the dominant society about a potential subversion of the linguistic
norm, and to the failure of monolinguals to appreciate the importance of language
coexistence for bilinguals and the rest of society (Tsokalidou 2015). Equivalent
is the approach expressed by Velasco and Garcia (2014), according to which the
language practices learned by emergent bilinguals are in functional interrelation-
ship with other language practices and form an integrated system. TL is more
than code switching, which treats languages as separate systems (or codes) that
are “switched” for communicative purposes. Moreover, we believe that while
code-switching refers mainly to the language level, translanguaging allows
us to refer to the wider ideological issues of multilingual management and the
development of languages and language varieties, life in between different cul-
tures and language varieties, elements which make up our personal and collec-
tive identity/identities. Garcia and Kleyn (2016) make a thorough review of the
literature on translanguaging, explaining the differences between TL approaches
to code-switching and Cummins’ interdependence hypothesis and emphasize
that for them TL “refers to the deployment of a speaker’s full linguistic reper-
toire, which does not in any way correspond to the socially and politically defined
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boundaries of named languages” (Garcia and Kleyn 2016, p. 14). To express this,
they refrain from using L1 or L2 and instead they symbolize language use as Fn
and TL as a series of Fn (Fn, Fn, Fn, Fn...) where for code-switching and other
traditional models of bilingualism the symbols L1 and L2 are used and Fn stands
for any language use. They note that in the TL model, named languages such as
English, Spanish and Russian have a material and social reality but not a linguis-
tic one. They also explain that Williams’ TL model refers to an internal linguis-
tic view of language but it corresponds to an external social view of language,
namely Welsh and English.

According to our approach, translanguaging could include a variety of adopted
language practices such as translation, transference of elements, code-switching
and others, while surpassing them at the same time. It becomes an educational
and social practice that contributes to linguistic creativity through the synthesis of
linguistic and cultural multimodal elements (Tsokalidou 2016). Through translan-
guaging we can, thus, overcome the socio-educational reality of “invisible” bilin-
gualism, which refers to the existence but ignorance of the bilingual potential of
students from various backgrounds in Greek schools, as these students are termed
“arNOoyhwooa” (“alloglossa” meaning “other language speaking”) and not bi/
multilingual, as their linguistic wealth remains simply invisible (Tsokalidou 2012,
2015, p. 44 1.).

3 Culturally Sustaining Pedagogies (CSP)

As Edwards (2004) proposes globalization has given multilingualism visibility but
also an added value associated with the ability to speak several languages. How-
ever, not all language speakers receive the same added value for their languages
(Tsokalidou 2017). Nonetheless, through translanguaging weaker or stigmatized
languages can find a place along dominant ones whose value is not questioned.
This is in line with the approach known as Culturally Sustaining Pedagogies (or
CSP) (Paris and Alim 2017) which “calls for schooling to be a site for sustain-
ing the cultural ways of being of communities of color” (p.5). Like in the U.S,
Greece and Europe as a whole are also challenged by demographic changes which
make promoting diverse linguistic and cultural dexterity necessary not only for
valuing all communities but also for the development of “skills, knowledges, and
ways of being needed for success in the present and the future” (p.5). As Paris
and Alim (2017) put it, the future is a multilingual and multiethnic one, regardless
of attempts to suppress that reality (p. 6). Paraphrasing the goals and content of
Culturally Relevant Pedagogy (CRP) (Ladson-Billings 2017), translanguaging can
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become a powerful means of expressing the ways in which race, ethnicity, lan-
guage, literacy and engagement with culture are enacted in shifting and dynamic
ways. The coexistence of languages, the constant references to the need for more
than one, imposed upon us, way of being and expressing oneself, the need to sus-
tain elements from our familial and communal lives along with elements that con-
nect us to our contemporaries, while leading us to a common diverse and dynamic
future can be located and expressed through creative translanguaging practices. As
participants mentioned when asked to expand on the notion of translanguaging,
cultures and languages need to be sustained as fluid, ever-changing and dynamic,
according to the many and complex ways in which people place themselves
within and beyond ethnic, cultural and linguistic groupings in their effort to define
their own sociolinguistic universe.

According to its founders (Paris and Alim 2017), CSP relies on the theories
of funds of knowledge, the third space and culturally relevant pedagogy. Funds
of knowledge refer to the knowledge that students bring with them from their
homes and communities and which needs to be used for their cognitive and
overall development (Gonzélez et al. 2005). Third Space theory focuses on the
uniqueness of each person as a hybrid (Gutierrez 2008) and is used in order to
understand and bring forward the spaces “in between” two or more discourses
or binaries (Bhabha 1994). Through this approach we can appreciate the process
whereby people negotiate and synthesize their traditional cultural background
with newly imposed cultures, creating their unique third space cultures. Cultur-
ally Relevant Pedagogy (CRP) involves three main components which are:

a) afocus on student learning,
b) developing students’ cultural competence and
¢) supporting their critical consciousness (Ladson-Billings 2017).

Ladson-Billings (2017) discusses how these three components have been mis-
understood and misused by teachers who seem to follow culturally relevant
pedagogy. She stresses, among other issues, the fact that culture goes far beyond
issues or lists of “cultural tendencies” or “cultural stereotypes”, encompassing
worldview, thought patterns, ethics, epistemological stances and ways of being
that are fluid and dynamic (p. 143). Through a study of both CRP and CSR, it
becomes evident that such approaches cannot be implemented without involving
multilingual and translingual practices in class. As it has been shown from our
research, language and culture are so intertwined that they cannot be separated in
our efforts to sustain them as we support our multilingual/multicultural students
within and outside the classroom context. The work of Bucholtz et al. (2017)
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makes this connection evident, too, as they claim that one “of the most important
yet most devalued resources available to youth of color is their language”, which
is often and superficially described as “improper”, “sloppy”, “ungrammatical” or
“broken” rather than as innovative, creative or flexible, central to young people’s
creation of their identities (p. 44). As the same writers claim, the recognition of
the importance of language in the lives of youth of color has led Paris and Alim
(2017) to include “the valorization of language as a central component of CSP”
(p- 44). The impossibility of separating language from culture is made clear in
the statement by Bucholtz et al. (2017) that “it is culture, produced primarily via
language, that endows experience with meaning and provides a deeply held sense
of identity and social belonging” (p. 45). Although the work of Bucholtz et al.
(2017) refers mainly to youth of color, we believe that the same premise holds for
all minoritized students in general as well as adults who often feel that their color
or their ethnic/cultural/linguistic backgrounds place them in a position of feeling
like a “wog” or a “gharib” (Tsokalidou 2017). This feeling is not just a personal
matter, but it reflects vividly the established structural power inequalities between
mainstream and minorized communities in migration communities. In this con-
text it is worth highlighting the point made by Paris and Alim (2017) that “too
often cultural practices, activities, and ways of being and doing are invoked in
ways that obscure the racialized, gendered, classed, dis/abilitied, language (and
so on) bodies of the people enacting them.” (p. 9). Just like culture and language
cannot be sustained separately, Paris and Alim claim that CSP is about sustaining
cultures in relation to sustaining the bodies and the lives “of people who cherish
and practice them” (p. 9). This is an important aspect that makes cultural values
and realities person-specific and person-centred and helps educators and stu-
dents realize the individual complexities and idiosyncrasies that matter for people
within the contexts of their ethnic and other affiliations. Such a realization makes
the bond between CSP and translanguaging even more vital as we all need to
appreciate the unique ways in which individuals and groups express their universe
combining all the linguistic (which are also culturally sustaining) means available
to them.

In their discussion of multilingualism, Cenoz and Corter (2015) note that dur-
ing the last 15 years there has been a shift from a cognitive to a social perspective
in the fields of second language acquisition and bilingualism, as well as a turn
towards multilingualism. Within this context the distinction between a second and
a foreign language seems to lose its momentum. The example of the sociolinguis-
tic context of countries in regions other than Europe, such as Lebanon and other
countries in the Middle East, has given us more parameters to consider (Tsoka-
lidou 2000, 2012) which challenge traditional terms used in language learning
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and use. Having studied the written work of immigrant students in Greece, Archa-
kis (2019) notes that the issue of hybridity and hybrid identities, as it surfaces
from the students’ own texts, needs to be taken into consideration in the planning
of language teaching. Archakis proposes that the terms “teaching Greek as a sec-
ond or foreign language” within the context of hybridity and diversity are at least
redundant, while a more general term such as “language teaching” can be more
accurate and meaningful. Equivalent issues of the inadequacy of monolingual lan-
guage tests for adult immigrants in Greece have been noted by other research-
ers (Androulakis 2015; Moschonas 2010). This approach seems to be in line
with the holistic view of the linguistic repertoire as adopted in “Focus on Mul-
tilingualism”, a research and teaching approach for multilingual contexts (Cenic
and Seltzer 2011). This approach encourages students to use their resources
cross-linguistically rather than separately (Cenoz and Gorter 2015). Blommaert
(2010) proposed the term “truncated multilingualism” in order to describe the
use of bits and pieces from different languages that people have at their disposal
while communicating in multilingual contexts as “repertoires composed of spe-
cialized but partially and unevenly developed resources” (p.23). Although we
find the term appropriate for many multilingual communicative contexts, we
prefer to describe this process as translanguaging, as the term “truncated” might
have negative connotations that may not do justice to the often miraculous way
in which people actually manage to communicate across individual or named,
according to Garcia (2016), language borders. We can say that despite the limita-
tions set by one’s lack of knowledge of many aspects of the languages that make
up one’s “linguistic universe”, communication does happen and strong bonds do
form between people from diverse backgrounds.

4 The Research: Methodological Issues, Research
Sample and Findings

The research presented here belongs to a qualitative research paradigm and the
analysis carried out can be described as qualitative content analysis (Tsokalidou
2017). As Zhang and Wildemuth (2009) suggest, “qualitative content analysis
goes beyond merely counting words or extracting objective content from texts to
examine meanings, themes and patterns that may be manifest or latent in a par-
ticular text. It allows researchers to understand social reality in a subjective but
scientific manner” (p. 1). Qualitative research is fundamentally interpretative,
and interpretation represents our personal and theoretical understanding of the
phenomenon under study (Patton 2002). However, the current research can be
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characterized as inductive within a grounded theory approach, according to which
the researcher does not derive variables/categories from existing theories or previ-
ous related studies but immerses herself in the data and lets the categories emerge
on their own.

The data presented below is part of the research by Tsokalidou (2017) which
involved a broader range of issues to be addressed. In this paper we focus on the
data regarding bi/multilingual educators and their views on TL practices. The
data were gathered through a combination of oral communication and inter-
views with the participants. Since they all live in different countries (Australia,
Sri Lanka, Dubai, Germany, Italy, Thailand and Greece) the interview questions
were, in some cases, sent to them by email and communication with them took
place either through social media or in person. In every case, however, the partici-
pants themselves wrote or corrected the content of the provided answers and had
control over the way in which they answered the questions. The purpose of the
research and its focal concept of translanguaging were explained to them, while
a short definition of TL was provided in the written interview questions. The
bilingual participants were encouraged to express their views on the given topics.
They all wanted their own name to be used in the analysis as they all expressed
their desire for their voice to be heard.

The findings presented come from the following bi/multilingual partici-
pants who are all involved in education. Valbona, 45, is an Albanian background
woman living in Greece who teaches Albanian to Albanian-background stu-
dents. She regards Albanian, Greek and English as her languages of use. Sta-
cey, 26, is a Greek-background woman living in Canada who teaches Greek to
Greek-background students. She mentioned English, Greek, French, Italian,
(some) Arabic, (some) Hebrew and (some) Turkish as her languages of use.
Devika, 50, is an Australian-Sri Lankan woman living in Sri Lanka who teaches
English to tertiary education students. She mentioned English, French, Italian,
Spanish, Korean and Sinhala as her languages of use. Gianna, 55, is a Greek-
background woman living in France, teaching French to students in informal
French education. She referred to Greek, French, Russian and English as her lan-
guages of use. Kathy, 39, is a bilingual (American-)Lebanese-background woman
living in Dubai, carrying out seminars on self-improvement to adults. She uses
English, Arabic, French and Spanish. Max, 68, is a Greek-background man liv-
ing in Adelaide, Australia, teaching theater to students in formal education. He
mentioned Greek, English and French as his languages of use. Last but not least,
Badal, 57, is a man from Pakistan who lives in Italy and teaches ethnology to
University students. He uses Balochi, English, Urdu and Italian to communicate.
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5 Educators’ Perspectives on Translanguaging

The participants answered questions about the use of TL in class, the possible
advantages and disadvantages of TL for both bi/multilingual and monolingual
students. Below we examine their main responses.

Valbona replied that TL “civat erevbepia yia péva. Iidvw towv eqvto ov
OTL WLGEL GAAT) YOO, TTX EAANVLKG VT Y ad Pavicd oty Ta€n. Apvntio
lowg eival 0Tl SV eVloXDETAL 1 €KULAONON TNG YAOOOAS OTOXOU, OAAG
ameLeVIEPOVEL Toe TAULSLG KU EUEVA TGP TTOAD, ‘ameplypantn’ eievdepia.
Avurapfovopal 0Tl AGw EAANVIKG VT Yl dAPAVIKG QTTO TO «1] PELO»
Tpoocwna Twv padntov/piov pov”. [it is freedom for me. I catch myself speak-
ing another language, i.e. Greek instead of Albanian in class. Perhaps it is nega-
tive as the learning of the target language is not reinforced but it frees the children
and me very much, “indescribable” freedom. I realize that I speak Greek instead
of Albanian when I see the “calm” faces of my students].

Stacey said “I question the absolute immersion (in my case the immersion into
the Greek language) and use of the languages my students speak. In addition,
I am certain that the use of multiple languages will boost their confidence and
self-esteem. I also turn to code switching when I teach, in order to ease the
language-learning process. Especially now that I teach to English-speaking pre-
schoolers Greek I need to switch between English and Greek often, otherwise they
don’t understand and lose interest”’. Moreover, she commented that “By allow-
ing students to speak in their own language and by enabling them to share their
heritage language with their classmates, we raise their self-respect and shape a
positive environment for them. Furthermore, TL eases the educational process. It
makes it quicker and easier for students to understand a new concept or idea, as
they will relate it to previous knowledge”.

Especially in relation to the monolingual students, Stacey said that “This cul-
tural and linguistic exposure fosters an unprejudiced attitude for monolingual
students and promotes a peace building and conflict resolution culture”.

When asked about her own language use in class, Devika replied that “I am
currently learning to understand Sinhalese, and expanding my vocabulary and
phraseology, to enable me to create course materials in English for students from
rural and regional areas who are cut off from the wider world. There is a need
for me to start to think as they do, to understand how best to reach them and help
them equip themselves with English skills in a way which respects their original
language and cultural base”. Moreover, according to Devika, translanguaging
lessens her “perceived remoteness” from her students, while it “opens our minds
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to think outside our own exclusive frame of reference. It helps us stay open and
fluid and adaptive, in dealing with others”.

Gianna said about the importance of TL in class: “ITpoogépet pia
KOVOVIKOTNTA, QUOLOAOYLKOTNTY OTO Vo gloot SIyAwooos/n, VOULILOTOLEL
KQTG KGTTOLO TPOTTO QUTH TNV KATAOoTAoT). 18iwg ota Tadld wov n GAAN Tovg
ylwooa Sev eival kol TOAD ‘amodekT’, OTWG T apaflkd ) TA TOLWVLKA.
Avtiy n kataotaon o Ponbact va VoLOGOUVY KAADTEPH KOl VA T POOSELTOVY
VEVIKG KoL OTO LXONUATA YADOONS HAAG KAl OTK UTTOAOLTTY Lo jpate. Ne
Byovv amo 10 UTAOKGPLOUA TOU TOUS TPOKUAEL TO OTL €IVl SLOPOPETLKG.
oo ™Y TAELOYN@IN Kl voe Sovv TN SLyAwooia oy KATL OSTIKO KL Ol oV
erattwopa” [It offers a sense of normality to being a bilingual, it legitimizes,
somehow, this situation. Especially for children whose other language is not very
“acceptable”, like Arabic or Polish. This situation helps them feel better and make
general progress in language class as well as in the other classes. To get out of the
blockage caused by the fact that they are different from the majority and to see
their bilingualism as something positive and not a defect].

In relation to monolingual students, according to Gianna, TL “Tovg Bon6ast
va katardafovy, va avTIAN@HoLY OTL VITA,0 XOUV TTOAAOL TPOTTOL VA TTODILE, G,
Kot var S0D[LE (LA KXTAOTHON, LK LBEX, TOV KOO[LO, TOUS aAlovs/es. Kamrou
TOUG/TIS WOl vor PaBOVOVY TLG YVIOTELS TOVUG OE (LA GAAN YAOOOW 1 VO TTAVE
KoL 08 (e GAAY YAoow, va L1 LEIVoUY povoylwooot/es” [helps them under-
stand, realize that there are many ways to express, to see a situation, an idea, the
world, the others. Somehow it urges them to deepen their knowledge in another
language or to go to another language, not to remain monolingual].

Kathy said about TL: “I think it’s something that good teachers do anyway. In
my classes I'll use slang, Arabic or French words to get my meaning across if [
feel it resonates more with my students. I'm also careful to pick up their language
and re-use it to explain things rather than sticking to textbook terminology”.
When asked about monolingual and bilingual students in her classes, she com-
ments that “Most of my students are bi- and tri-lingual. I don’t have any mono-
lingual students, what I have is mono-cultural or mono-socialized students and
that makes for a greater barrier to teaching new concepts than language does 1
think”. When students are narrowly socialized and educated they have a harder
time being flexible and accepting of new ideas. Remember that I teach innovation
and entrepreneurship so the students that have traveled more, explored more and
experienced more are much faster at picking up and adopting new concepts that
the ones that have stayed put.
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Max said the following: “Well, clearly, students can feel “more comfortable”
about crossing bridges in communications. Sometimes, language classes are quite
strict and the teacher demands that responses must only be in the language under
study. I know from personal experience this puts great pressure on individuals
who may avoid the task to avoid embarrassment”.

‘If you provide this “freedom of speech” you will have many more “teachable
moments” in your classes”.

Badal said about TL in class: ““My personal opinion is that such a process
might be very effective for students from all backgrounds. It increases the con-
fidence of those kids who are a minority in number and whose language is not
the medium of instruction or communication in school and society but also to the
host students who, learning a few words from the minority/guest language, create
a kind of bridge to approach the world of the minority’....”each language has its
place in this mosaic of the world of diversities but also of similarities at the same
time”.

From the participants’ own views, we can see that, according to bi/multilin-
guals involved in education, TL provides as a means of increasing confidence and
self-esteem for minority/minoritized students, gives them “indescribable free-
dom” (in the words of Valbona above), “strength of thought”, a feeling of pride,
a deeper adaptability and openness and as Max mentions this freedom of speech
provides “more teachable moments”. This last point about creating more teach-
able moments seems to be in line with the argument put forward by Garcia and
Kleyn (2016) that translanguaging in education is not random or haphazard but
strategic. Although the insights of the participants in this research project focus
on broader cultural rather than linguistic goals in their TL teaching practices, the
opportunities created through them have strategic importance for the class con-
text. As Gianna and Badal suggest, assisting the students’ need to overcome any
negative feelings attached to the other, minoritized, languages and cultures and
giving them a sense of normality and belonging is one major strategic goal in
education and TL can be a very powerful means of achieving it. Moreover, the
participants’ views on TL in education seem to be in line with the research find-
ings of University students who were asked to participate in multilingual prac-
tices (Kyppo et al. 2015), such as the importance of cultural contexts and their
impact on language use and TL especially. As Kathy suggested, in order for the
benefits of multi/bilingualism to become evident, it is important that cultural
aspects are developed, since mono-culturalism may hinder human development
more so than monolingualism. The use of various languages allows for other
“voices” to be heard and have a place within social and educational norms.
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6 Conclusions

Within an educational context, the strategic use of TL, as explored by Garcia
and Kleyn (2016), could be aligned with the idea of creating more teachable
moments. This is suggested by our findings as well. Other main issues that sur-
faced from our research are TL as a means of assisting students to overcome any
negative feelings attached to their other languages and cultures and giving them
a sense of normality and belonging, which is another major strategic goal in edu-
cation for social justice. Moreover, TL in education is related to the importance
of cultural contexts and their impact on language use (also suggested by Kyppo
et al. 2015), the restriction of monocultural perspectives and the treatment of
bilingualism as the embodiment of the world’s cultural diversity.

TL for our participants appeared to be a powerful means of cultivating a
deeper understanding of the world, offering openness, adaptability and creating
more teachable moments. However, it also became clear from the bi/multilingual
educators’ perspectives that going against the grain of monolingualism and mono-
culturalism within and beyond the educational context is a great challenge for all,
even for those who strongly believe that it is only through TL that all “voices”
can be heard and given a place within social and educational norms.

However, all agree that it is important to highlight diverse cases where stu-
dents are given the space to perform using their full linguistic repertoire, and
educators are multifunctionally designing and incorporating TL spaces into their
teaching and the everyday life of their classrooms (Fu et al. 2019). This way we
could follow how educators develop their TL stance, how students are practicing
it, and how TL itself results to benefits both on emotional and cognitive aspects of
learning and schooling of these students. As Garcia concludes in her foreword to
Fu et al. (2019): “It is all here ‘within reach’”.
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