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Abstract: This article aims to share reflections on
the concept of translanguaging and how it has been
didacticized in the classroom, constituting what we
refer to here as the principles of a translanguaging
pedagogy mestica. In alignment with the Theory/
Pedagogy of Translanguaging (Garcia; Wei, 2014;
Carcia; Johnson; Seltzer, 2017), we use in this article
the Portuguese word “mestica” to mark our standpoint
and we also maintain the syntactic organization of the
Portuguese language by placing the adjective after the
characterized noun “translanguaging”, to reinforce this
standpoint. Also, this is a gesture, as reflected in the
title of this article, of epistemological disobedience
(Mignolo, 2008), as well as a gesture of indiscipline
in an effort “to explode the boundaries between
theory and practice”, formulating knowledge which is
“responsive to social live” (Moita Lopes, 2006b, p. 100).
These discussions have been carried out by members
of the Research Group named “Nicleo de Estudos
Colaborativos em Contextos Escolares” (N.E.C.C.E.)
(Center of Collaborative Studies in School Contexts,
in English), affiliated with the Reading and Writing
Research and Teaching Laboratory/Laboratério de
Pesquisa e Ensino de Leitura e Redacdo (LabLeR) and
the research line “Linguagem no Contexto Social”
(Language in Social Context) of the Graduate Program
in Language and Literature at the Federal University of
Santa Maria (PPGL/UFSM), in Santa Maria, Rio Grande
do Sul, Brazil. Firstly, we present the reasons why,
within N.E.C.C.E., we have taken up these discussions
in the UFSM context. Secondly, we problematize the
concept of translanguaging and describe how we, at
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Thematic Dossier

N.E.C.C.E., have been outlining teaching proposals that
aim to materialize this concept into classroom practice.
Finally, we share some pedagogical practices that
attempt to didacticize the concept— practices that have
already been implemented by N.E.C.C.E. researchers in
a public preschool education context. Ultimately, we
seek to engage in this discussion insofar as we agree
with Pennycook and Makoni (2020, p. 128) who argue
that proposals aligned with Global South perspectives
must be open to public scrutiny, especially when they
advocate for educational projects that interconnect
theory, social context, and praxis.

Keywords: Translanguaging mestica; translanguaging
repertoire; translanguaging praxis.

Resumo: Este artigo tem por objetivo compartilhar
as reflexdes acerca do conceito de translinguagem e
de como ele comeca a ser didatizado em sala de aula,
constituindo o que nomeamos aqui como principios de
uma pedagogia translingue mestica. Alinhada a Teoria/
Pedagogia da Translinguagem (Garcia; Wei, 2014; Garcia;
Johnson; Seltzer, 2017), utilizamos neste artigo a palavra
mestica em lingua portuguesa para marcar nosso lugar
de fala, e também mantemos a organizacao sintatica
da lingua portuguesa ao usarmos o adjetivo apds o
substantivo caracterizado, translinguagem, para reforcar
esse posicionamento. Trata-se também de um gesto —
como refletido no titulo deste artigo — de desobediéncia
epistemolégica (Mignolo, 2008), bem como de um gesto
de indisciplina em um esforco para “explodir os limites
entre teoria e pratica”, formulando um conhecimento que
seja“responsivoavidasocial” (Moita Lopes, 2006b, p.100).
Essas discussoes tém sido realizadas pelas participantes
do Ndcleo de Estudos Colaborativos em Contextos
Escolares (N.ECC.E), vinculado ao Laboratério de
Pesquisa e Ensino de Leitura e Redacdo (LabLeR) e a linha
de pesquisa “Linguagem no Contexto Social” do Programa
de Pés-Graduacao em Letras da Universidade Federal de
Santa Maria (PPGL/UFSM), em Santa Maria/RS. Em um
primeiro momento, relatamos as razoes que nos fizeram,
no N.E.C.C.E., encampar essas discussoes no contexto da
UFSM. Em um segundo momento, problematizamos
o conceito de translinguagem e como, no N.ECC.E,
temos delineado propostas de ensino que procuram
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materializa-lo em sala de aula. Por fim, compartilhamos
algumas praticas de ensino que buscam didatizar
tal conceito, praticas estas ja implementadas por
pesquisadoras do N.E.C.C.E. em um contexto de ensino
pré-escolar publico. Em dltima instancia, buscamos
fazer esta discussao na medida em que concordamos
com Pennycook e Makoni (2020, p. 128) quando afirmam
que propostas que se afiliam a perspectiva do Sul Global
devem estar abertas ao escrutinio publico, em especial
quando defendem a formulacao de projetos educacionais
que relacionam teoria, contexto social e praxis.

Palavras-chave: Translinguagem mestica; repertério
translingue; praxis translingue.

1 Why were we compelled to reflect on the concept of
translanguaging?*

Approximately three years ago, we observed in our city an increase in schools — primarily in the
private sector —that began to self-identify as bilingual. In their market-oriented discourses, these
institutions promoted whatthey referred toasa“bilingual program.” Theseareschoolstraditionally
established within the Santa Maria community, offering early childhood, primary, and secondary
education, and which have recently adopted this “new” identity, prominently featured on social
media and in different advertising materials (billboards, flyers, radio and TV commercials).
Basically, these advertisements typically highlight the adoption, by these institutions, of a
bilingual program focused explicitly on instruction through the so-called Portuguese and English
languages, with a strong emphasis on the future.

This reality is not unique to the city of Santa Maria. Megale (2018) had already
noted a proliferation of institutions in the Brazilian context that claim to adopt bilingual
practices within their curricula. Here in Santa Maria, these schools have increasingly
sought pre-service or in-service teachers — particularly from the UFSM’s English Language
and Pedagogy programs — to meet this demand. It is worth emphasizing that the
implementation of these “bilingual programs” began within the early years of childhood
education across various schools in the city.

1

In this article, we adopt the term translanguaging, as this term more accurately captures the notion of
languaging, proposed by Maturana (1988) and later revisited by Garcia and Wei (2014) in their formulation of
(trans)languaging, which draws from and incorporates Maturana’s conception. We acknowledge that other
authors employ different terms, such as translingualism and translingual practices (Canagarajah, 2013, 2017),
however our position aligns more closely with the discussions presented by Garcia and Wei (2014), among other
authors, in terms of the epistemology and etymology of the term languaging as well as translanguaging.
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According to Brazilian legislation — more specifically the Art. 62 of the LDB (Brasil,
2023)%, — the professionals qualified to work in such contexts are those holding degrees in
Pedagogy or a high school diploma/degree in teacher education (Normal mode), as they
are authorized to teach in early childhood and early primary education. However, at UFSM’s
Pedagogy program?, for instance, students do not develop competencies related to teaching
mediated through additional languages during their undergraduate development, as in the
caseof English, forexample. While some of these professionalsworkingin Santa Maria’s private
schools may have developed fluency in languages other than Portuguese, we have observed
an intense and competitive recruitment of in-service teachers from the English Language
program to teach in early childhood contexts, as a way of handling this bilingual offer.

However, we also highlight that our English Language undergraduate course at UFSM
does not certify or qualify teachers to teach in early childhood education and/or in the initial
years of Elementary School. According to current legislation (LDB, 2023; BNC-Formacao,
2019), Language (undergraduate) courses/programs are responsible for the linguistic and
pedagogical education of teachers who will work in public and private schools in the final
years of Elementary Schooland High School. Thus, these teachers may work in early education
contexts in collaboration with the main classroom teacher — typically a pedagogue — as part of
an integrated teaching model* (DCN, 2013, p. 137, emphasis added).

This contextual reconfiguration has posed significant challenges to professors in
UFSM’s English Language and Pedagogy programs. In response, in 2023, Professor Maria
Eliza Rosa Gama, from the Department of School Administration of Education Center (CE),
took the initiative to propose a Bilingual Pedagogy degree program/undergraduate course
to the Educational Technology Coordination Office (CTE) and the UFSM Open University
System (UAB/UFSM). The proposal was accepted and submitted to CAPES (Brazilian Federal
Foundation for Support and Evaluation of Graduate Education) in January 2024. With CAPES’
endorsement, a committee of specialists from UFSM’s Pedagogy and English Language
programs was formed to begin curricular planning. Most likely, the Bilingual Pedagogy Course
is expected to start in a blended (semi-presential) formatin 2026 and, in the medium to long
term, with an in-person (presential) version.

In sum, these events were the key trigger points that led us to embark on this journey
of critical reflection in search of an epistemological perspective on language — and on
education—that was sensitive to contextual needs and that, at the same time, acknowledged
the multisemiotic nature of communicative processes, in which the production of meanings
takes into account the relations established between “named language, language, and
power” (Rocha; Megale, 2023, p. 3, our translation®). Our research group, therefore, has sought
to problematize the concepts of translanguaging (Carcia, 2009; Garcia; Wei, 2014, among
many others) and of translingual practice (Canagarajah, 2013), as discussed below, from an

2 Guidelinesonthe organization and functioning of Early Childhood Education, including teacher development,
in line with the National Curricular Guidelines (DCN/Brazil) for Early Childhood Education.

3 Pedagogy Course Site (UFSM): https://www.ufsm.br/cursos/graduacao/santa-maria/pedagogia.

4 According to Diretrizes Curriculares da Educagao Basica, 2013.

5 “Relagdo intrinseca entre lingua nomeada, linguagem e poder.” (Rocha; Megale, 2023, p. 3).
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emic perspective® (Davis, 1995; Watson-Gegeo, 1988), and always in light of the contextual
specificities and challenges we face (Pennycook; Makoni, 2020, p.133).

2 What do we understand (so far) by translanguaging pedagogy
mestica and an extended notion of repertoire?

It is no coincidence that we have organized the subsections of this text according to the
guiding questions proposed by the New London Group (NLG, 1996), which challenge us
to problematize our language and teaching practices by developing a meta-awareness
about “why” we act pedagogically in one way or another highlighting “what” we teach and
“how” we do it (Kalantzis; Cope; Pinheiro, 2020). Our theoretical starting point is grounded
in the understanding of language as social practice (Motta-Roth, 2006). This means that
we approach teaching in such a way that it focuses on praticas linguageiras’ (Motta-Roth,
2006, p. 8) that constitute the (lived) experiences of the social group in question. In this
sense, we draw on the contributions of Critical Genre Analysis (CGA) to design pedagogical
activities that are socially situated and historically constituted. Motta-Roth (2008a, p. 368)
argues that CGA can be characterized from a “hybrid”, “mixed” or “mestica” perspective, as
it incorporates insights mainly from Sociorhetoric (Bazerman, 2006), Systemic Functional
Linguistics (Halliday; Matthiessen, 2014), and Critical Discourse Analysis (Fairclough, 1989).
This hybridization or mesticagem enables to make explicit the particularities of each research
(and/or teaching) context, making them available to support social practices that question
the relations between language and power, often naturalized, for example, in the discourses
that permeate pedagogical activity.®

In this paper, we seek, above all, to make explicit our choice of the term “mestica”
to characterize translanguaging. Although Anzaldda’s work (1987) is highly important and
relevant, and itis also connected to the term mestiza and mestisaje, our primary inspiration for
using the term “mestica” comes from a rather different source. Thereby, our use of the term is
influenced by what Moita Lopes (2006a) and Motta-Roth (2008a) discuss. In his text, entitled
“Uma linguistica aplicada mestica e ideol6gica”, Moita Lopes calls for the need to think about
an Applied Linguistics (AL) that “engages with theories that are crossing the field of social
sciences and of humanities” (20064, p.14°, our translation). The author names this movement

¢ The emic perspective takes into account the views, beliefs, values, and therefore the lived culture of the
participants directly involved in the investigated process (the participants’ perspective, the emic perspective)
(Davis, 1995, p. 433; Watson-Gegeo, 1988, p. 580).

7 Motta-Roth (2006) uses the term “praticas linguageiras” that, from our perspective, is not the same as
language practices, because the term language can be translated into Portuguese as “lingua” or “linguagem”.
Nevertheless, the word “linguageiras” refers to the social use of language in situated activities that are historically
and culturally constituted, through which subjects act in the world and construct meanings, identities, and
social relationships. It’s, in turn, related to communities of practice.

¢ Due to space constraints, it would not be possible to provide a detailed discussion of CGA’s perspective here,
but we recommend reading Motta-Roth (2008a) and Motta-Roth; Heberle (2015).

° [..] uma LA que dialogasse com teorias que estdo atravessando o campo das ciéncias sociais e humanas.
(Moita Lopes, 20064, p.14).
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as AL mestica, of trans/interdisciplinary nature. Similarly, Motta-Roth (2008a, p. 368™, our
translation), although not using this term to define her approach to genre analysis (CGA),
states that “the possibility of using diverse theoretical references and adopting a perspective
mestica, which maintains an intertextuality with authors from various schools, is the most
notable quality that the perspective of genre studies has to offer to language studies”.

Thus, we take these theorizations into consideration when we propose a
translanguaging pedagogy mestica. And, more specifically, through the conception of
the translanguaging repertoire mestico in the sense that we draw from not only the
translanguaging pedagogy (Garcia; Wei, 2014; Garcia; Johnson; Seltzer, 2017, among others),
but from other contributions, other areas and fields that, initially, were not conceived in the
translanguaging approach.

Moita Lopes (2006a, 2013) uses the term to delineate an AL as a transdisciplinary,
ideological, and political science, in the Freirean sense, one that is concerned with
questioning “what —and whom — the knowledge it produces serves” (Moita Lopes, 2006a, p.
25, our translation™). In this sense, AL engages with other human and social sciences in order
to dialogue with the contemporary world, “with the social practices that people live” (Moita
Lopes, 20064, p. 23, our translation™)

Therefore, characterizing translanguaging as a pedagogy mestica means assuming
the importance of investigating pedagogical practices in a situated manner, paying close
attention to the socio-historical-cultural context in which both researcher and researched are
embedded. The translanguaging mestica, thus, entails a dialogue between the local and the
global, also referred to by the authoras research conducted ina glocalized world (Moita Lopes,
2013). According to Anzaldda (1987), it is necessary to build a “consciencia mestiza”, which
leads us to break with the rigidity of borders and to (re)cognize them as fluid, acknowledging,
above all, that such fluidity enables encounters between cultures — what the author (1987)
describes as a collision, a tensioning that carries creative power in and of itself. In other words,
when we immerse ourselves in waters mestica, we no longer belong to one world or another,
but to something new, constructed from multiple meanings. Thus, teaching and learning
developed underatranslanguaging mestica perspective presuppose recognizing the collision
and what emerges from it. The teaching and learning proposal presented here assumes the
encounter of two named languages and of all the social practices that emerge from them,
situated on a piece of ground in the Global South. We depart from the definition of Global
South proposed by Busi Makoni (Makoni, 2023, p. 272), according to which the Global South
signifies much more than a geographical space; it is also a space of invisibility. In this sense,
we seek to give visibility to —and to discuss the viability of —a perspective on language (and
on translanguaging pedagogy) that takes into account the contextual specificities presented
in the following section. Moreover, aligned with a disobedient epistemology (Mignolo, 2008),
we ask permission not to italicize words that do not belong to the named English language,

° “A meu ver, a possibilidade da utilizagao de referéncias tedricas diversas de se adotar uma perspectiva
mesti¢a, que mantém uma intertextualidade com autores de varias escolas, é a qualidade mais notavel que a
perspectiva dos estudos de géneros tem a oferecer aos estudos da linguagem.” (Motta-Roth, 2008a, p. 328).

" “[.] questionar os interesses a que, e a quem-serve os conhecimentos que (LA) produz”’ (Moita
Lopes, 20064, p. 25).

2 “[..] com as praticas sociais que as pessoas vivem [...]” (Moita Lopes, 20064, p. 23).
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since we understand our languaging practices (Motta-Roth, 2008a) to cohabit a single
repertoire (Garcia; Johnson; Seltzer, 2017).

As aforementioned, we use in this article the Portuguese word mestica to denote
our stance, and we also maintain the syntactic organization of our language by placing
the adjective after the characterized noun, translanguaging. In this sense, this is an act, as
reflected in the title of this article, of epistemological disobedience (Mignolo, 2008), as well
as of indiscipline (Moita Lopes, 2006a). Furthermore, drawing on Anzaldia’s perspective
(1987, p. 20), “today we ask to be met halfway”, as this is an invitation from us to you, reader, to
remain open to what is different, somehow unfamiliar, as an attempt “to accommodate us”
(Alzandia, 1987).

Furthermore, we are also aligned with the theoretical principles of the Literacies
Pedagogy (LP) (NLG, 1996; Kalantzis et al., 2016; Kalantzis; Cope; Pinheiro, 2020). The New
London Group (NLG,1996) draws our attention to the multiplicity of communication channels
and the cultural and linguistic diversity we experience in contemporary times, arguing that
these aspects need to be considered in any teaching practice that aims to be “responsive”,
in the sense proposed by Bakhtin (1992, p. 290), to social reality. Thus, in the following
subsections, we provide a brief historical overview of the concept of translanguaging in
the light of the discussions proposed by Garcia and Wei (2014), Garcia, Johnson, and Seltzer
(2017), Pennycook (2018; 2024), Diniz; Camargo and Bizon (2024), Lucena and Cardoso (2018),
Makalela and Silva (2023), Rocha and Maciel (2024), Rocha and Megale (2023), Welp and
Garcia (2022), Kalil, Menezes and Welp (2024) (among many others), since we understand
that these discussions contribute to the epistemological stance underlying the translanguaging
approach mestica we advocate here.

In this sense, this article seeks to problematize (Freire, 2005; 2020) translanguaging
practices grounded in a context that is, to some extent, different from the one investigated
by authors such as Garcia (2009), Garcia; Wei (2014), and Canagarajah (2013). We consider
them different, because, although we experience cross-border proximity with Uruguayans,
Argentines and Paraguayans — constructing a border language that we affectionately call
“Portunhol” — and also being enriched by the heritage of cultures of the Indigenous and
African peoples and also European immigrants who settled here, mainly Italian and German
(but not exclusively, as pointed out by Neto and Bezzi (2008), formally institutionalized
education, in public and private schools, legitimizes the Portuguese and English languages,
and only to a much lesser extent and recurrence, Spanish.

Although there are around 250 languages spoken in Brazil (Megale, 2018), the
formation of the Brazilian nation has been shaped by narratives that sought (and still seek) to
homogenizethislinguisticdiversity, leadingtoitserasure and, consequently, to the promotion
of a discourse that naturalizes the idea of a single, national language that crosses different
territorial borders. Moura recalls how this history has been told in the school context:

The generations that today make up a large part of the teaching staff in schools
were educated during a period in which education was heavily influenced by the
authoritarianism that shaped the country’s politics, with periods of dictatorship
and nationalist ideals that, in the name of a supposed patriotism, constructed
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narratives that erased the multilingualism that has historically characterized
Brazil® (2020, p. 24, our translation).

The prohibition of Indigenous languages, combined with the overvaluation of
the Portuguese language in Brazil, occurred violently at different historical moments,
constructing homogenized linguistic practices under the supposed aim of building a national
identity (Moura, 2020, p. 24). In her semi-autobiographical book, “Borderlands/La Frontera:
The New Mestiza”, Gloria Anzaldia (1987, p. 53-54) recounts a very similar story, from a
personal perspective, in which this violent homogenized process is made through language:

| remember being caught speaking Spanish at recess — that was good for three
licks on the knuckles with a sharp ruler. | remember being sent to the corner of the
classroom for ‘talking back’ to the Anglo teacher when all | was trying to do was tell
her how to pronounce my name. If you want to be American, speak ‘American’. If
you don't like it, go back to Mexico where you belong.

Inthissense, Anzaldda, asa “borderlander”, exploresissues of language tied to identity,
power and culture living between two worlds. She describes situations of her life living on this
border, a place of conflicts, contractions and oppression. Talking from these borderlands, a
physical place (Texas-U.S. Southwest/Mexican border) as well a space “wherever two or more
cultures edge each other, where people of different races occupy the same territory, where
under, lower, middle and upper classes touch [...]” (Anzaldda, 1987, p. 19), the author (1987, p.
58) coins the term “linguistic terrorism”, stating that “because we speak with tongues of fire
we are culturally crucified”.

However, as Paulo Freire (2020) argues, these homogenizing practices imposed by
the political-economic system are never entirely cohesive, and minority groups that find
themselves on the margins develop strategies to transcend and transgress these impositions.
In this case, through the creation and maintenance of different multilingual and multicultural
communities. These communities and groups (although marginalized), organize themselves
and transcend the limitations imposed by the “standard culture/language” considered
“official”, enabling the linguistic heritage to be passed on to their future generations (Fortes,
2017). In other words, it is a process of transgression that enables the preservation and
maintenance of these cultures and languages.

Bakhtin (1981) highlights the constant movement of creation and (re)creation of
language based on the interplay of two forces: a) the centripetal force, which seeks to unify
and centralize the linguistic-ideological world in a unitary, national and abstract language,
in constant struggle with the b) the centrifugal force, which seeks to break away from
these centralizing principles. This centrifugal force, embedded within a “unitary” language,
projected outward from within, has been transformed at every moment of its evolution,
resulting in the phenomenon known as heteroglossia (Bakhtin, 1981). It is within this
profusion of forces, of cultures (and languages) -legitimized or excluded by the educational

3 “As geracOes que hoje compdem boa parte do corpo docente das escolas foram educadas em um periodo
em que a educacio foi fortemente influenciada pelo autoritarismo que determinou a politica no pais, com
periodos de ditaduras e ideais nacionalistas que, em nome de um pretenso patriotismo, construiram narrativas
de apagamento do plurilinguismo que marcou o Brasil” (Moura, 2020, p. 24).

Rev. Bras. Linguist. Apl., Belo Horizonte, v. 26, n. 2, €60687, 2026 8



Article

system — that we seek to reflect on the extent to which translanguaging can contribute to
(re)configure a more inclusive education, taking into account the contextual specificities
mentioned and the wealth of sociosemiotic resources this inclusive process can offer to the
teaching and learning practices.

2.1 Translanguaging as an epistemological challenge: an approach
mestica

According to Garcia, Johnson, and Seltzer (2017), translanguaging had its origins in the Welsh
context with Cen Williams, a teacher who aimed at fostering the students’ development by
exchanging languages, Welsh and English, with the objective to promote students’ access
to academic content. However, this concept has been expanded by other authors (Garcia;
Wei, 2014; Garcia; Johnson; Seltzer, 2017; Kalil; Welp, 2024; Flores, 2014; 2017, Rocha; Maciel,
2024) who see in it not only the promotion of academic practices through the use of different
“languages”, but also the possibility of social justice by recognizing, welcoming and valuing
students’ heteroglossic language practices in the school space; which is still predominantly
monoglossic, in Bakhtin’s (1981) terms, and hegemonic. Flores (2013; 2014;2017) hasevidenced
in his studies the influence of neoliberalism on educational discourse, especially in language
teaching contexts. According to him, neoliberal discourse transforms all social spheresinto a
market/company/enterprise (Flores, 2017; Smyth, 1992). Education, like other areas of society,
has been strongly influenced by this neoliberal marketization both at the macro level —where
the school as an institution operates like a business — and the micro level of the individual,
since the greater and ultimate goal of schooling is to produce individuals who conform to
market demands (Flores, 2017, p. 504).

Thus, pedagogical practices developed under market-driven ethics become technicist
and non-reflective, centered onindividuality, as they prepare learners for the competitiveness
of the “free” market (Flores, 2014; Freire, 2020; Smyth, 1992). This discourse significantly
impacts language policies and the actions that stem from them. As a result, the teaching of
prestigious languages, such as English, under a monoglossic and reproductive conception —
aimedatmirroring native-like proficiency—becomesatool foreconomiccapital asrepresented
by large corporations. Thus, itis common to find, asjustification for the teaching and learning
of prestigious languages, in official guiding documents (such as the BNCC and PCNs) or in
Pedagogical Political Projects, and elsewhere, the inevitable phenomenon of globalization,
as well as the opportunities of well-paid jobs in the market and many other reasons that tend
to unify, standardize, and establish language practices as models to be followed.

By contrast, Garcia (2009, p. 16) warns that this same globalization that seeks to
homogenize all forms of existence and place the learnerin a constant pursuit fora unique way
of living is also the one that drives the intertwining of cultures and languages. Interactions
in the 21st century are shaped by translanguaging practices; therefore, education must be
designed to welcome, embrace and value diversity and difference, distancing itself from
the assumptions of reproduction and competition embedded in neoliberal discourse. After
all, globalization produces the phenomenon of linguistic superdiversity (Blommaert, 2010),
characterized precisely by the hybridity and mixing of language practices of people in contact
with difference — either through physical or virtual borders. In the light of this, Janks (2004)
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states that we, as English language teachers, face a paradox, the access paradox, because if we
promote access to hegemonic and dominant practices in the context of reproduction, we are
perpetuating domination; on the other hand, if we deny students access to these practices,
we are perpetuating inequality, and these individuals remain in the margins of society.

In this sense, we agree with Kalil and Welp (2024, p. 10601) when they argue that
“translanguaging emerges as an important critical pedagogy in socially marginalized
educational settings” as well as in supporting pedagogical practices grounded in affection,
respect, care, and the welcoming and valuing of multiple experiences. For this purpose, we
rely on Vygotsky’s sociocultural approach, which considers the development of language
and thought as socio-historically constitutive principles of interaction. Vygotsky (1984)
states that learning is the process that triggers cognitive, social and affective development
(Stetsenko; Arievitch, 2002; Viygotsky, 1984). Thus, in line with the sociocultural approach,
translanguaging presents itself as a theoretical/epistemological perspective that challenges
the concept of autonomous language — reduced to grammatical structures and codified,
fixed, immutable lexical items — by equally considering its social, cultural, and ideological
constitution (Bakhtin, 1981; Garcia; Wei, 2014; Vygotsky, 1984).

Therefore, from translanguaging lenses, language is alive and is (trans)formed in
actions and languaging practices that are always situated in a context, a place, a space and a
time, constituting processes of identification, ways of thinking and being in the world (Garcia;
Wei, 2014; Motta-Roth, 2006). In short, it is artificial to think that language teaching and
learning processes take place in vacuum, without identity-based interventions and influences
from multiple and diverse practices, that are influenced by both concrete aspects of language,
such as phonetic-phonological features, and more abstract ones, such as discursive ideologies
(Motta-Roth, 2008a).

Translanguaging, thus, positions itself as a decolonial epistemology (Garcia, 2019;
Kalil; Welp, 2024), insofar as it advocates for equality and fairness related to the language
practices and recognizes the school context as a space where cultures intersect, thereby
disobeying the dominant monolingual and monocultural ideology in schools, in which
certain practices are valued over others, the latter often being local ones (Candau, 2008). As
the author (2008, p. 13, our translation) points out, “there is no education thatis notimmersed
in the cultural processes of the context in which it is situated”* For this reason, teaching
based on monocultural ideologies means de-culturalizing the pedagogical experience. In
this scenario, translanguaging reveals itself not only as a critical epistemology for challenging
monocultural ideology, but also as a disobedient epistemology (Mignolo, 2008; Rocha;
Maciel, 2024), by crossing and transgressing borders and recognizing this borderland space
as constituted by the intersection of cultures.

According to Candau (2008), school culture in Brazil, under colonial assumptions,
is naturalized and crystallized in discourses lived and experienced in coloniality, which
reflects the Eurocentric legacies of ways of life. However, what does not fit the standard
(the Eurocentric model) tends to be rendered unviable and silenced. On the other hand,
difference is constitutive of all pedagogical action, which leaves us with no alternative but

“  “ndo hd educagdo que na3o esteja imersa nos processos culturais do contexto em que se situa’
(Candau, 2008, p.13).
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to embrace teaching grounded in interactive multiculturalism or interculturality™, opening
space for critical-other thinking, critical thinking of/from another way of being, of existing,
of knowing and of living (Walsh, 2012). In this sense, decolonial and intercultural teaching
and learning processes develop from the recognition of dynamic, fluid, complex and plural
cultural identities that intertwine in the school space.

Candau (2008, p. 26, our translation) also states that “schools suffer from cultural
colorblindness™ and therefore we need other epistemologies that allow us to recognize
cultural hybridization and to value other ways of producing knowledge. For that matter, the
concept of translanguaging mestica enables us to problematize (and perhaps engage in an
epistemological practice of rupture with) the colonial matrix (Mignolo, 2017; Quijano, 2007)
that shapes educational contexts. Kalil and Welp (2024, p. 10601) state that “translanguaging
emphasizes the pivotal role of repertoires in delineating the language practices” in linguistic
education contexts, since, through the lens of translanguaging, these practices do not belong
to two separate and autonomous systems, but rather to one single “linguistic repertoire
with features that have been societally constructed as belonging to two separate languages”
(Garcia; Wei, 2014, p. 2).

In this sense, translanguaging is an approach that enables us to go beyond “linguistic
forms perse, allow[ing] to understand deeper manifestations of translanguaging, which often
reveal highly significant socio-historical and identity processes” (Diniz, Camargo, Bizon, 2024,
p. 23, our translation™). For this reason, we understand itas mestica, as it draws on dimensions
other than linguistic ones in the construction and negotiation of meanings. Thus, in the next
section, we discuss our proposal of a translanguaging repertoire that is constructed from a
mesticagem too, taking into account the contributions of Wei (2011,2018), Canagarajah, (2013,
2017), Pennycook (2018, 2024), Lau, Tian e Lin (2021), Freire, (2020, 2022, 2024), Maturana,
(1998), Busch (2015), Rocha and Maciel (2024); Kalantzis et al. (2016); Bonacina-Pugh, Da
Costa and Huang (2021) and Makalela and Silva (2023).

2.2 Translanguaging and the translanguaging repertoire mestigo

The epistemology for the translanguaging repertoire mestico evokes the construction of
the untested feasibility' (Freire, 2024) as a tool for social transformation within a language

s Candau discusses three strands of multiculturalism: (i) assimilationist, which recognizes differences, but
these must be assimilated into the dominant culture; (i) differentialist, which recognizes differences and opens
spaces for them to express themselves; and (iii) interactive multiculturalism, which recognizes the intersection
of different cultures, proposing inclusion and respect for others, highlighting, from this perspective, the value of
differences. Candau also calls the latter interculturality, a term coined by Catherine Walsh (2005).

6 “As escolas tém sofrido um daltonismo cultural” (Candau, 2008, p. 26).

7 “[..] formas linguisticas per se permite compreender manifestagdes mais profundas da translinguagem,
frequentemente reveladoras de processos socio-histéricos e identitarios bastante significativos.” (Diniz,
Camargo, Bizon, 2024, p. 23).

' Inédito-vidvel is the term created by Paulo Freire to refer to the actions necessary to break out of “limit-
situations”. Limit-situations, in turn, are historically imposed by oppressors, or dominators/colonizers, as
something given, as historical determinants to which the oppressed have no option but to adapt. According to
Freire, the oppressed find themselves immersed in a “historical anesthesia” and are unable to envision or dream
of the untested feasibility beyond the limit-situations. In this sense, the untested feasibility is, in reality, something
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education system which is still grounded in neoliberal assumptions. It enables culturally
situated perspectives, recognizing other ways of thinking, acting, feeling, being, and
existing in the world (Rocha; Maciel, 2024; Freire, 2022; Walsh, 2012). Thus, we advocate
for a repertoire that embraces the complexity of “being in the world” (Becker, 1995, p. 227,
apud Garcia; Wei, 2014, p. 8). We propose a repertoire mestico whose boundaries merge —a
repertoire not grounded solely in words, but in the universe that constitutes them. Authors
such as Canagarajah (2013, 2017), Garcia and Kleifgen (2019), Lau, Tian e Lin (2021), Rocha
and Patel (2024), Wei (2018), Pennycook (2024), among others, have expanded the concept
of translanguaging beyond language, through the notion of assemblage. This concept frames
meaning-making not merely as a result of syntactic organization or lexical choice, but as
entangled with space, time, and emotions.

Accordingly, the translanguaging repertoire is nurtured by broader cognitive and
sociocultural processes thatencompass full-bodied meaning-makingwith participantsacting
together in contexts situated in time and space (Lau, Tian e Lin, 2021). These authors (2021,
p. 385), based on Thibault (2011) state that translanguaging “involves highly complex and
heterogeneous interactions among the mind, body and culture across spatiotemporal scales”.

The term repertoire was coined by Gumperz in 1964 to understand how people
experience and represent their linguistic practices. However, in the light of globalization,
technological expansion, and migratory movements (Blommaert, 2010; Megale; Liberali,
2020; Liberali et al., 2022; Welp; Garcia, 2022), this concept requires reinterpretation. Busch
(2015, p. 14) proposes a repertoire not limited to “a set of competences, a kind of toolbox from
which we select the ‘right’ language or ‘right’ code for each context or situation”.

Busch’s (2015) conceptdistancesitself fromastructuralistand monoglossicunderstanding of
language, where practices are compartmentalized. This expanded view supports the understanding
of educational contexts involving more than one named language as a medium of instruction.
Thus, N.ECC.Es reflections move toward a proposal that considers the complexity and overlap
of resources mobilized by people as they enter interactive processes. In this proposal (illustrated
in Figure 1), we highlight three key dimensions that constitute any meaning maker’s interactive
process: a) the spatiotemporal, b) the emotional, and c) the semiotic.

unprecedented, not yet clearly known and experienced, but dreamed of, and when perceived, it is no longer
a problem, but a dream that can be realized. Thus, when conscious beings want, reflect, and act to overcome
limiting-situations, the untested feasibility is no longer itself, but the concretization of what was previously
unviable (Freire, 2024, p. 278-279).

¥ |t is worth noting that, as stated by Busch (2012), the term used by Cumperz (1964) was “verbal repertoire”
and was defined by him as a construct that “contains all accepted ways of formulating messages. It provides the
weapons of everyday communication. Speakers choose from this arsenal according to the meanings they wish
to convey” (Gumperz, 1964, p. 138, apud Busch, 2012, p. 2).
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Figure 1—Translanguaging Repertoire
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Source: elaborated by the authors.

The innermost dimension of the repertoire, the spatiotemporal, relates to our
positionality in the world — where we come from and where we first experienced social life.
As we grow, we may (or may not) expand these interactive spaces by accessing new cultural
frames and worldviews. This spatial emphasis has been discussed by Pennycook; Otsuji
(2014), Busch (2015), Canagarajah (2017), and Wei (2018). According to Pennycook; Otsuji
(2014, p. 166), spatial repertoire refers to “available and sedimented resources deriving from
people’s repeated linguistic practices within sets of activities related to specific places.”
This view connects individuals’ life trajectories to the resources available in specific spaces,
highlighting both the broader social nature of space and the uniqueness of particular places.

Busch (2015, p. 4) adds that each space has “its own language regime — its own set
of rules, orders of discourses, and language ideologies.” Similarly, Canagarajah (2017, p.
1) explores translingual practice through spatial repertoires, situating “communication in
space and time, considering all resources as working together, as an assemblage in shaping
construction.” Thus, spatiality is linked to the idea of language as social practice, so that
language is always contextually grounded, physically or abstractly.

Accordingly, spatial repertoire is agentive as it contributes to the language
production process. Canagarajah (2017, p. 3) notes that spaces are “active, generative,
and agentive, [..] holistic construct[s] that includes geography, history, and society.” He
also emphasizes that space includes time, prompting our use of the term spatiotemporal,
evoking Bakhtin’s (1981) concept of chronotope. Busch (2015, p. 13) echoes this by stressing
that, although interactions happen in the “here and now,” they also resonate with what
is spatially and temporally absent, yet “operating or resonating in the background, and
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therefore also intentionally or unintentionally present: relevant others, other spaces and
times from which we take our bearings”.

The emotional dimension is intertwined with space and time, as both evoke different
emotions. Hence, when designing contextually situated teaching and learning proposals, we
consider emotions as central. Maturana (1998, p. 15, our translation?®) defines emotions as
“dynamic bodily dispositions that define and determine the different domains of action in
which we move.” Changing our emotions alters our actions. Emotion does not oppose reason;
rather, it coordinates it. Language manifests in the flow of actions—in inter-action—“notin the
head, brain, body structure, grammar, or syntax” (Maturana, 1998, p. 28, our translation®). For
Maturana, human action is the flow of emotion. He states,

if my emotional structure changes, my way of relating to others changes, and
therefore my language changes. If my language changes, the space of my
languaging changes, and so do the interactions | engage in (Maturana, 1998, p. 27,
our translation?).

Thus, languaging is an ongoing process of autopoiesis, with the ability to create,
recreate, and regenerate itself. Every action gives rise to new languaging, situated in emotion
(feeling), action (doing), being (time), and presence (space). If we seek a transformative
view of language and education, autopoiesis is essential, since, according to Rocha and Maciel
(2024, p. 29) it “emphasizes the autopoietic marks of language, which nourish its internal
fluidity and also its structural flexibility, allowing for situated processes of regeneration and
recreation”. Similarly, Busch’s (2015) idea of lived language experience helps us understand
how bodily and emotional factors shape language.

To illustrate this interrelation between emotion and language, we use two examples
presented by Busch (2015): prelinguistic physical and emotional interaction with infants and
the language teaching process. In the first, she draws on Hassoun (1994) and Kristeva (2002)
to describe “our oldest and strongest feelings — of physical contacts, unarticulated sounds,
words that the by the child hears without understanding them, and which the adult suddenly
rediscovers in a turn of phrase or a change in mood” (Busch, 2015, p. 13). In the second, of
utmost importance for us, language teachers, Busch (2015, p. 12), referencing Kramsch
(2009), highlights that lately it has been recognized that teaching and learning are not purely
cognitive; and that, therefore, there needs to be “a positive emotional experience of language”.

In relation to the emotional and bodily nature of the repertoire, Busch (2015, p. 8)
also cites Butler (1997): “the constitution of the subject by the discursive, performative power
of language shapes thought, speech, feelings and even bodily being” This affirms that
language is embodied, aligning with Maturana (1998). From this subjective and biographical
perspective about the repertoire, Busch shows how emotional and bodily experiences shape
our repertoires. Thus, languaging is emotional and affective, evoking emotions, sensations,

2 “disposicdes corporais dindmicas que definem e determinam os distintos dominios de acio em que atuamos.”
Maturana (1998, p.15).

2 “[..]nao nacabeca, no cérebro, na estrutura corporal, na gramatica ou na sintaxe.” (Maturana, 1998, p. 28).

2 “se minha estrutura emocional muda, muda meu modo de estar em relagdo com os demais e, portanto, muda
meu linguajar. Se muda meu linguajar, muda o espago do linguageiro no qual estou, e mudam as interagdes das
quais participo com meu linguageiro” (Maturana, 1998, p. 27)
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and experiences, even if not linguistically explicit. Emotions are part of us, as is language. So,
in social interaction, we mobilize not only named languages, but also feelings, reasoning,
and bodies. We also consider the framework of ubuntu translanguaging, as proposed initially
by Makalela (2016, 2018, 2022) and discussed by Silva and Makalela (2025), a very powerful
reference since it is a humanist approach to complex co-existence (I am because you are
and you are because | am) and, in this sense, takes into consideration the interconnections
among all beings and the ways we are related to each other (through our feelings, emotions,
affections and so on). By adding this emotional dimension, we echo Rocha and Maciel (2024,
p. 32): “it is possible to think of other dimensions beyond linguistic and semiotic elements,
which have broadly been discussed in translanguaging theory.”

Thethirddimensionin Figure1referstothesemioticaspectoftherepertoire—resources
used in meaning-making processes. These include tangible elements in our communicative
practices through which we interact with others and the world. We draw on the New London
Group (1996) and Kalantzis et al. (2016), who highlight culturally available modes of meaning:
written, visual, spatial, tactile, gestural, audio, and oral. According to Kalantzis et al. (2016),
meaning-making occurs in two realms: representation (creating meaning for ourselves) and
communication (creating meaning to interact with others).

They also argue that while institutional/school focus often emphasizes reading and
writing mechanisms, “our processes of meaningare alwaysatleasttosome extentmultimodal,
bringing together written, visual, spatial, tactile, gestural, audio and oral modes” (Kalantzis et
al., 2016, p. 211). Hence, we must expand the notion of linguistic to the semiotic, since linguistic
is traditionally understood as an integral part of semiotic and that, often, we rely on other
resources (besides written and/or spoken language) to represent or communicate meaning.

Kalantzis et al. (2016, p. 230) describe multimodality as “the theory of how these
modes of meaning are interconnected in our practices of representation and communication”
to account for understanding the highly hybrid, fluid and diverse nature of communication
today. Both multimodality and social diversity are pillars of Literacies Pedagogy (Kalantzis et
al. 2016). In this sense, this pedagogy helps us broaden our understanding of the resources
used in various communicative practices across social contexts.

Relating this discussion to translanguaging, we highlight Bonacina-Pugh, Da
Costa; Huang’s (2021) classification of translanguaging as a “fixed” or a “fluid” approach.
According to the authors, the fluid approach involves dynamically using a set of semiotic
signs, transcending the idea of named language (and arguably of language itself). Our
description of this dimension of the repertoire aligns with their definition of translanguaging
as “the practice of making meaning using different semiotic signs as one integrated system”
(Bonacina-Pugh et al., 2021, p. 10). They note that, in the definitions and conceptualizations
about translanguaging, “progressively a consensus arose: the term ‘semiotic sign’ became
more frequently used rather than the terms ‘features’, ‘linguistic signs’ or ‘discursive practices”
(2021, p.10).

This broadening helps us understand how meaning makers “convey meanings notjust
by drawing on multiple linguistic systems but also by drawing on other non-verbal and visual
systems” (Bonacina-Pugh et al., 2021, p. 10). They also revisit Garcia and Wei’s (2014) idea
of a trans-semiotic system, proposing that “in their repertoire, sign makers do not separate
gestures, gaze, emoticons, languages to communicate and interpret meaning; all semiotic
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signs form one trans-semiotic system” (Bonacina-Pugh et al., 2021, p. 10) and that all these
resources construct this trans-semiotic system.

In this view, translanguaging could be conceived as a process by which we mobilize
named languages and various semiotic resources or modes of meaning-making that
integrate our repertoire to enact our languaging. In other words, our repertoire is activated
to materialize our meaning-making, using, in this process, all available resources — verbal,
audio, gestural, sensory, visual, emotional, temporal, and spatial (Kalantzis et al., 2016).
Ultimately, the idea of a translanguaging repertoire mestico invites us to (re)think constructs like
named languages and semiotic modes through a broader lens that includes the dimensions
aforementioned in our languaging and meaning-making processes.By linking the emotional
and spatiotemporal dimensions to the semiotic, we aim to show how emotions, bodies, space,
time, and material objects shape our ways of using language and of constructing knowledge
in socially and historically situated interactions. However, it is worth emphasizing that we
construct, throughoutourlived experiences (Megale; Liberali,2020), our repertoire, mobilized
in situations of meaning construction and negotiation. In this sense, those three dimensions
are constantly influenced by others, which are part of different repertoires. Thus, we do not
conceive of the translanguaging repertoire from a cognitivist perspective, as something that
“the individual possesses but as something formed and deployed in intersubjective processes
located on the border between the self and the other” (Busch, 2015, p. 7).

The proposal of a translanguaging repertoire mestico presented here becomes
“a practical proposal for overcoming, at least in part, the oppressive aspects perceived in
reality” (Freire, 2020, p. 41, our translation®). It also acts as a space for reflection and action
against the limiting conditions imposed by the current educational context. It is through
the mobilization of this repertoire that we take a more conscious stance on our praxis —
acknowledging centripetal forces from neoliberal thinking while recognizing the importance
of centrifugal forces through new designs that embrace diverse translanguaging practices
capable of unsettling ideological foundations of homogenous language concepts. Thus, we
pursue a constant shift in language education, seeking for one that promotes access through
learning practices that honor the contextual specificities where such processes are rooted
(Garcia; Johnson; Seltzer, 2017).

3 How are we experiencing these concepts in research and teaching
practices at N.E.C.C.E.?

Between August 2023 and December 2024, the group N.E.C.C.E. has offered an initial
and continuing teacher education program? aimed at problematizing the concept of
translanguaging. The program was grounded in the three strands proposed by Garcia,
Johnson, and Seltzer (2017): stance, design, and shift. Alongside theoretical discussions carried
out in the stance module (from August to December 2023), participants were challenged to

3 “uma proposta pratica de superacao, pelo menos em parte, dos aspectos opressores percebidos na realidade”
(Freire, 2020, p. 41).

2 We offered a course that lasted 120 hours and it was entitled “Do ensino bilingue ao ensino translingue:
varios caminhos e linguagens” (From bilingual teaching to translingual teaching: various paths and languages).
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develop a translanguaging teaching unit for their respective educational contexts (March
to July 2024), which was then implemented in the final phase, the shift module (August to
December 2024).

The group of participants was highly diverse and included: a) preservice teachers
in the final semesters of their English Language and Pedagogy undergraduate programs,
interested in bilingual education; b) English teachers and pedagogues working in bilingual
early childhood educationin private schools in Santa Maria; ¢) English language teachers from
higher education institutions undergoing internationalization policy implementation; and
d) a Spanish teacher working in the early years of the public municipal education system in
Santa Maria. The teacher program ultimately included eight participants and was conducted
by the second and third authors of this article, under the supervision of the first author.

In this section, we present a case study illustrating a translanguaging pedagogical
activity developed by three preservice English teachers, who were participants in the
teacher program and members of N.E.C.C.E. As part of their final undergraduate paper, they
collaboratively created a Translanguaging Teaching Unit (TTU) to be applied in a public early
childhood education setting with five-year-old, non-literate children. After implementing
the unit in the school, the TTU became the object of analysis for their final paper work. The
public school in question had approached the university seeking to develop collaborative
pedagogical projects. Therefore, before designing the unit itself, the preservice teachers
engaged in an immersion experience in that school context, enabling them to understand its
specificities and establish a pedagogical-affective relationship with both the children and the
in-service teachers.

It is important to note that the school’s coordinator suggested the unit be
implemented in three pre-kindergarten B classes with children aged five and six. During
the school immersion in April 2024, the state of Rio Grande do Sul experienced catastrophic
flooding — reported as the worst in its history. With the state plunged into chaos and the
destruction of basic infrastructure in many cities (including Santa Maria, especially in
peripheral neighborhoods where many of the children lived), this climate disaster, its causes
and consequences, inevitably emerged as the generative theme of the TTU being developed.

We worked on re-signifying and didactizing this event to problematize it in the
classroom with five-year-old children who were also living through its impacts daily.> The
unpredictability of the theme materialized the spatiotemporal dimension discussed earlier,
grounded in the sociocultural and historical context experienced at that moment by the
school community and, more broadly, by the people of the state of Rio Grande do Sul. It was
impossible to ignore this phenomenon in class when it dominated concerns outside the
classroom. However, it is worth noting that the unit’s objective was not to directly address
the tragedies of the floods with five-year-olds, because these children were already living it.
Instead, the focus was on exploring the idea that we live on a planet that breathes, feels, and
responds whenever it is harmed or nurtured. Through this perspective, we discussed our role
as beings who not only inhabit but also interact with the territory we live in.

% The unit was developed considering the knowledge process: experiencing, conceptualizing, analyzing and
applying (Kalantizis, Cope, Pinheiro, 2020), as well as the principles of Critical Genre Analysis. Both perspectives
allow us to focus on the “language practices” (Motta-Roth, 2006, p. 8) that constitute the experiences of the
social group in question.

Rev. Bras. Linguist. Apl., Belo Horizonte, v. 26, n. 2, e60687, 2026 17



Article

In this way, the unit also aimed to include the emotional and semiotic dimensions of
the translanguaging repertoire by allowing space for children to express ideas, desires, and
feelings about the proposed literacy events. To explore the idea that we coexist within a living
planet, the children participated in an exploratory activity using different modes of meaning-
making to express how they relate to their surroundings. They used various semiotic resources
(Kalantzis et al., 2016). First, they explored the schoolyard (Example 1—Part A), then returned
to the classroom to record their impressions (Example 1—Part B).

Example 1—Recognizing the World Around and Recording Impressions

PartA PartB
ATIVIDADE @ OUR NATURE WALK!
Pora it o uidade, aga uma o com onclra 1 o do el do @@ ISEE... ' 1 SMELL... |
aula & mostrs as imagens abaixo, uma casa & um prédio. Identifique-cs sm
portuguds e em inglés e pergunte aos alunos:
VOCES MORAM EM APARTAMENTO OU EM CA- \
SA? VOCES TEM PATIO/JARDIM?
/\;‘_acus ¢parecivoypirerente entee o o)1= NUE)
« SEU PATIO E O PATIO DA ESCOLA? () ¥ - _!.
el G

O QUE MAIS GOSTAM/NAO GOSTAM NO PATIO DA
ESCOLA? QUE TIPOS DE PLANTAS, FLORES E ANIMAIS
VOCES ENCONTRAM AQUIT O QUE VOCES OBSERVAM,
TOCAM, CHEIRAM E ESCUTAM AQUI NO PATIO? VA-
MMOS COLETAR ALGUNS DESSES ITEMS!

@ | HEAR... I TOUCH...

para voltar & sala @ discuta novamente os elementos que eles cheiram,
tem,

lo. o rals de desenho &
colas 0.0 Imente as opeBes d
da sentido explorado na atividade. Ajude-os. x.
i ario: Atividades * o Q
(pég. 5) impressas, materials para desenho, colas,
fita durex. ¢
D

Source: Garcia; Bisognin; Cabral (2024).

Example 1 refers to the first activity of the unit and is connected to the spatiotemporal,
emotional, and semiotic dimensions of the repertoire. At this stage, after walking around the
schoolyard, students were invited to draw elements of nature they encountered that evoked
four of the five senses (see, smell, hear, and touch). The aim was to help children recognize,
throughsensory perception, thevariouselements presentinnatureand, fromthatrecognition,
learn to appreciate, observe, and value nature and its diversity surrounding them daily.

This activity activated various semiotic resources, such as drawings, colors, named
languages (English and Portuguese) in both written and oral modalities, based on their
observation of the space. Designed as a collaborative exercise, it encouraged interaction
among peers, sharing ideas and different perceptions of the same space, the school
environment and its integration with natural resources. The activity also fostered respect for
diverse ways of seeing the same space or object, as well as different ways of representingit, as
seen in the children’s productions and their sharing with peers.

The second example also explores the emotional dimension of the translanguaging
repertoire by inviting students to expand the idea of the Planet as a living being that also
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needs help when it is “sick.” The activity involved storytelling (“The Planet Has a Fever",
written by Luciana Rosa and adapted by one of the unit’s authors), which was explored
orally. Following Motta-Roth (2008b), based on Wallace (1992), the activity included pre-
reading, reading, and post-reading moments. Initial questions opened up a discussion on
the central problem (Example 2, Part A — Speech Bubble), which then guided the questions
leading into the reading (Example 2, Part A — Activity with starry background). Finally, the
children discussed how they could help the Planet and the feelings generated by such actions
(Example 2, Part B).

Example 2 — Problematizing Care for Planet Earth

Part A Part B

ATIVIDADE @3

Ao finalizar o lsitura da histéria, converse com os alunos sobre os cuidados
que devemas ter com o planeto

Em uma roda com os alunos no chiio da sala de aula, realize uma conversa
de pré-leitura com as seguintes perguntas: ’ AGORA QUE VIMOS COMO O PLANETA TERRA FICOU DOENTE POR

VOCES SABEM O QUE E UM PLANETA? O QUE SAO
SUAS PARTES VERDES E AZUIS?
VQCES SABEM ONDE ESTAO NO PLANETA?

O QUE VOCES FAZEM QUANDO ESTAO DOENTE? QUEM ideial
VOCES PROCURAM?
SABIAM QUE O NOSSO PLANETA PODE FICAR DOENTE?

¥ 4

Mestre a capa do livre "0 Planeta Estd com Febre”
(pag. B), pergunte o que esta acontecendo com o

planeta na imagem e faga especulagées com os aluncs sobre
possiveis titulos da histéria. Inicie a leitura explicandos que esta &
uma histéria sobre um planeta que esta doente e precisa da nossa
ajuda para ficar soudavel novamente. Durante a leitura, faga as
seguintes perguntas para ouxiliar no entendimento da histéria:

Sugestao: utilize
um GLOBO para
VOCES JA FICARAM DOENTES ALGUMA VEI? ilustrar melhor o

CAUSA DA POLUICAQ, VAMOS PENSAR EM COMO PODEMOS EVITAR QUE
1SS0 ACONTECA COM O NOSSO PLANETA.

COMO CUIDAR DO MEIO AMBIENTE?

QUAIS SAO ALGUMAS ATITUDES QUE VOCES JA APRENDERAM SOBRE
‘ 'VOCES ACHAM QUE E IMPORTANTE CUIDAR DO PLANETA? POR QUE?

Na histéria, as crionges ajudaram o planeta a ficor melhor. Destacande
como a ajuda dos eriangas foi importante para salvar o planeta, converse com
os aluncs sobre a importéncia de ajudar outras pessaas e sobre como
pedemos ajudar o planeta

COMO VOCES SE SENTEM AQ AJUDAR OUTRAS PESSOAST
© QUE PODEM FAZER PARA AJUDAR A CUIDAR DO PLANETA?

COMO PODEMOS AJUDAR OS ANIMAIS QUE VIVEM NA o’
NATUREZAT POR QUE E IMPORTANTE CUIDAR DAS o
ARVORES E PLANTAS?

COMO PODEMOS ECONOMIZAR AGUA?

Ao finalizar a discusséio, distribua os cards no centro da reda de alunes.
Pega para que, juntos, sequenciem as imogens de ocordo com as partes do
histéria. Durante essa atividade, incentive as criangas a lembrarem da histéria
pora que possam campartilhar com seus fomiliares © que aprenderam.

Em seguida, distibua as folhas de flashcards pequencs @ orente os alunos o
recortarem e colarem as imagens em seus cadernos, na ordem correta da
histéria

O PLANETA PARECE FELIZ OU TRISTE?
O QUE VOCES ACHAM QUE DEIXOU O PLANETA DOENTE?
POR QUE O PLANETA DECIDIU PROCURAR UM MEDICOT
POR QUE O PLANETA QUIS FALAR COM AS CRIANCAST
COMO O PLANETA FICOU DEPOIS QUE TODOS AJUDARAMYT
COMO ESTAVA O PLANETA NO COMEGO DA HISTORIA? E NO FINAL?

Ausxilie 0s alunos a recortarem e Material necessario:
colarem os flashcards individual-  Atividade “O planeta esta

@ ments, ou incentive-as a liga-los com febre” (pég. 20)
com setas coloridas, criande uma impressa, materiais para

sequéneia visual da histéria. lesenho

Source: Garcia; Bisognin; Cabral (2024).

Emotions are not merely feelings, but dispositions that enable interactions;
therefore, without emotion, interaction is not possible. According to Maturana (1998, p.
68, our translation?), “insofar as different emotions constitute domains of distinct actions,
there will be different types of human relationships depending on the emotion that sustains
them.” For the author, there are two fundamental types of emotions in human interactions:
rejection and love. The former results in the denial of the other, while the latter presupposes
acceptance of the other. The TDU (Translanguaging Didactic Unit) sought to highlight the
fact that we treat the planet with rejection as we neglect it and allow it to become ill, while

% https://www.grupoeditorialzit.com.br/infantil/o-planeta-esta-com-febre. According to the synopsis of the
book’s publisher, the story can be summarized as follows: “One day, planet Earth woke up with a fever. She went
to the doctor and discovered that the problem was global warming. To solve this situation, the planet gathered
several children. Together they understood that only love is capable of changing people and saving the planet”
7 “na medida em que diferentes emocoes constituem dominios de acdes distintas, havera diferentes tipos de
relacdes humanas dependendo da emogao que as sustente” Maturana (1998, p. 68).
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simultaneously encouraging small acts of care (saving water, managing waste, planting trees,
etc.) that materialize love.

For Maturana (1998), to educate within the biology of love means to act from the
acceptance of the other as a legitimate other in their diversity and difference. However, this
firstimplies the acceptance of ourselves and, as we add here, the recognition of how we actiin
relation to others.

Therefore, educating within the biology of love as a rule means not denying the other
(be it a person, an animal, an object, or a space); it is to educate not for competitiveness
and individuality, but for solidarity, understanding the act of educating as a reciprocal and
supportive act, since meaning-making occurs through interaction with others. In this sense,
by proposing multisemiotic reflections (through reading, listening, looking, observing,
drawing, touching, etc.) on the environment, we are proposing a reflection on our actions and
their consequences in the space and time of which we are an integral part.

In this light, our proposal aimed to counter the individualistic worldview by sowing a
pedagogical practice focused on affection, care, respect, and love for the other. This path was
taken as the activities allowed children to exercise agency in their learning processes. Thus,
in the concluding activity of the TDU, the children produced “a book” to take home and read
with their families, offering suggestions on how to protect the Planet so that it does not “get
sick” again (Example 3).

Example 3—Taking care of the planet

ATIVIDADE @

nicie a atividade retemande os principais concsites trabalhades durante as
aulas anteriores, como a importincia da natureza, a reciclagem e come cada
um pode contribuir para um munde mais sustentavel. Depais, explique para a
turma que cada aluno ird eriar seu préprio livio sobre come ajudar o
planeta, utilizande desenhos e colagens para poder contar e relembrar tude
o que aprendeu.

VAMOS USAR TODA HNOSSA CRIATIVIDADE PARA

DESENHAR, COLAR E ESCREVER EM NOSSO LIVRO TUDO O

QLIE APREHDEMOS' O TITUI.O DO NOSSO LIVRO SERA

. NO FINAL, TEREMOS UM

" LIVRO LINDO PARA MOSTRAR PARA NOSSOS AMIGOS E
v FAMILIARES!

Para iniciar as produges, distribua um circule de papel azul para cada um
e explique que esta serd a capa do livre & deve representar o planeta.
Distribua os materiais  disponiveis para os dlunos e incentive-os a
personalizarem suas capas a seu modo, explorande a experigncia sensorial, e
auxilie-os nos diferentes processes de recorte e colagem. Sugestdes para
capa: os alunos podem utilizar as tintas verde e azul para representar o
planeta ou preencher com bolinhas de papel crepam um modelo do planeta.

A medida que forem terminande as copas, chame os aluncs para
selecionarem e receberem os eircules brances, em que irBe desenhar.
Explique que cada pagina do livee deve conter um desenho que abords uma
ideia ou atitude diferents de como ajudar o plansta, come as que sstde
presentes no cartaz | (Atividade 4):

Emm_qm pessoas fechando a forneira & reutilizando agua da chuva.
Baciclar o likg: liveiras de coleta seletiva & pessoas recalhende like na rua.

Blantar drveres: pesssas plantands drveres & cuidands da natureza. o

Emhﬁ.dﬁ.m sacolas eco dgicas e garraf fas e.Jh||z::we|s//J -
%,

Material necessario: Circulos de papel 12x12em Q
azuis, sircules de papel oficio 10x10cm, materiais i ” ‘Ir
para colorir, colas, pincéis e tintas (azul & verds). ™ &

b |

Source: Garcia; Bisognin; Cabral (2024).
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4 Final Considerations

In this article, we problematized the concepts of translanguaging and translanguaging
practice,and howthesecansupportpedagogicalactivitiesgroundedinareflectiveandsituated
view of teaching aimed at social emancipation. In this sense, we highlighted translanguaging
as a pedagogy/epistemology capable of contributing to a praxis that respects “the cultural
identity of students, a cultural identity that implies respect for the language of the other [..]”
(Freire, 2020, p. 92, our translation®®). Thus, we understand translanguaging to be capable of
challenging the cultural and linguistic hierarchies so present in the classroom, as mentioned
atthe beginningof this article, as well as destabilizing rigid boundaries by (re)acknowledging
that students mobilize different resources, (re)constructed in a constant process of hybridity
with each production of meaning.

By proposing the concept of translanguaging repertoire mestico, we ultimately shed
light on a praxis that does not shy away from considering the spatiotemporal, emotional,
and semiotic dimensions that constitute learning practices. This implies the recognition
of differences and the emergence of various identity practices that are often silenced by
neoliberal education (Flores, 2013; Freire, 2020).

Neoliberalism's main goal is to blur differences, placing individuals, as well as
their spaces and identity practices, within an egalitarian ideology in which everyone must
reproduce a hegemonicand monoglossicstandard (Flores, 2013; Freire, 2020). As Flores (2013)
points out, the school as an institution has contributed to the production of the “neoliberal
subject”, who is constantly accumulating knowledge in order to become as close as possible
to a so-called “successful” individual. It is in this pursuit of idealized cultural, linguistic, and
identity standards that students have experienced the erasure of their own identities.

For this reason, in this article we sought to problematize access to and the use of
different repertoires (spatiotemporal, emotional, and semiotic) without hierarchizing
language practices in educational settings. In this regard, considering teaching and learning
processes through the lens of a translanguaging repertoire mestico can open up spaces for a
critical-reflexive praxis, in which teachers and students are co-participants in the construction
of an education aimed at transforming the society we live in. After all, as Freire (2020, p. 51,
our translation®) states, “we must strive to create a context in which people can question
fatalistic perceptions of the circumstances in which they find themselves, so that we may all
fulfill our role as active participants in history.” We are aware that pedagogical practices alone
are not sufficient to challenge an entire neoliberal system entrenched in the educational
environment. However, we align with Flores (2013, p. 518), who states that by providing spaces
forstudents toexperience practicesand identities thatchallenge the neoliberal universalizing
narrative, we are planting seeds so that children may imagine different ways of growing,
being, and existing in the world.

2 “gidentidade cultural dos alunos e alunas, umaidentidade cultural que implica o respeito pela linguagem do
outro[..]” (Freire, 2020, p. 92).

»  “temos de nos esforcar para criar um contexto em que as pessoas possam questionar as percepgoes
fatalistas das circunstancias nas quais se encontram, de modo que todos possamos cumprir nosso papel como
participantes ativos na histéria”. Freire (2020, p. 51).
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Reviews

Review 1

O trabalho é relevante, muito bem embasado teoricamente, com metodologia, objetivos
e resultados claros. E um texto muito bem escrito e organizado. A bibliografia é amplae
concernente com a proposta. Sugiro a publicacao do trabalho com alguns ajustes necessarios.
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Reviewer: Thayse Madella.

Review 2

This is a good paper with a lot of potentials. Some suggested recommendations below:

*

The abstract effectively outlines the scope and structure of the article, but it does
not clearly specify the conceptual contribution. While the term “translanguaging
pedagogy mestica” is introduced, the reader is not made aware of how this notion
extends, revises, or challenges existing translanguaging frameworks (e.g., Garcia
and Li Wei, Pennycook, Makoni). Furthermore, it remains unclear why the concept
of mestica is theoretically necessary rather than merely descriptive or metaphorical,
leaving the innovative dimension of the work under-articulated.

In addition, the paper conflates related but analytically distinct concepts:
translanguaging and translingual repertoire. This distinction is important for precise
theorization in sociolinguistics and applied linguistics. While the two terms are
often used interchangeably in practice, they occupy different analytical spaces:
translanguaging refers to the actual processes of meaning-making in multilingual
interactions, whereas a translingual repertoire denotes the set of linguistic and
semiotic resources available to speakers, from which translanguaging draws.
Recognizing this distinction enables a more nuanced engagement with multilingual
practices and supports clearer theoretical framing. For a thorough discussion of

this distinction, see Dovchin (2025) as well as Jerry Lee’s work, which highlight

the implications of this differentiation for both classroom-based pedagogy and
sociolinguisticanalysis.

Dovchin S. Beyond Translingual Playfulness: Translingual Precarity. Language in Society, v. 54, Issue 4,
p. 609-636, 2025. DOI: 10.1017/S0047404524000708.
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