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Abstract: Albeit the linguistically diverse settings in Ontario Canada, language policies in schools with English and/or French as the 
only instructional language(s) departmentalize language repertories of bi/multilingual students. In response to the surging demand for 
bi/multilingual students, translanguaging advocates to appreciate students’ funds of knowledge and their full language repertoires. This 
paper explores the role of translanguaging in early childhood education curriculum in Ontario from a socio-constructive and critical 
theoretical perspective and highlights the need to ensure equitable learning environments for bi/multilingual students, which is neglected 
in teacher’s implemented curriculum. This paper argues that translanguaging scaffolds learning by allowing students to draw on their 
full linguistic resources, promote cultural responsiveness, and acknowledge the unequal power dynamics between multilingual and 
dominant language communities. This paper also emphasizes the transformative potential of translanguaging as a political tool that 
empowers multilingual students to challenge social injustice and transform their future possibilities. This paper suggests that future 
research should be conducted in early childhood classrooms in Ontario to facilitate students’ meaning-making and emancipation of 
individual voices, and that there is a need for teacher education and professional development to integrate translanguaging in 
instructional design.  
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Introduction 
 

he number of bi/multilingual children (i.e., children who speak more than one language) has increased 
rapidly in Western societies due to globalization and immigration (Langeloo et al., 2019). In Canada, 
for instance, one-in-four of the population is bi/multilingual (Statistics Canada, 2022), and in Ontario, 

approximately 28.3% of the population speaks a language other than English or French (Statistics Canada, 
2021). Albeit the linguistically diverse settings in Ontario, the early childhood education (ECE) system (i.e., 
birth to age 12) continues to operate within a monolingual ideology (Lory, 2020), departmentalizing language 
repertories of bi/multilingual students (García, 2009). 
 

The ECE classrooms in bi/multilingual societies present a range of difficulties, such as pedagogical 
challenges in addressing the need for multiple languages (Kirsch & Mortini, 2021), parenting difficulties in 
supporting children’s literacy development (Krijnen et al., 2020), and challenges in children’s language 
acquisition (Nesteruk, 2010). Some early childhood educators hold negative beliefs about integrating other 
languages, and even restrict students’ language uses (Peyer et al., 2022). Cummins (2005) criticized the 
ignorance of students’ home linguistic resources in Canadian curriculums and language policies. Specifically, 
the prohibition of using home languages leads to students’ self-doubt about their identities (Krumm, 2016), 
and marginalizes language-minoritized students by overlooking the cultural and linguistic resources and 
abilities the students have (Otheguy et al., 2015; Sembiante, 2016). Although Ontario was one of the first 
provinces to implement language equity education to protect and promote individuals’ and groups’ linguistic 
rights (Shewchuk & Cooper, 2018), the monolingual language environment contributes to Ontario students’ 
linguistic insecurity, such as inadequate exposure to their home languages and a greater comfort level when 
using the dominant language (Lasagabaster, 2018). Therefore, it is critical to address bi/multilingual students’ 
varied and unique learning needs (Aguasvivas & Carreiras, 2022). 

 
In response to the surging number of bi/multilingual students in Ontario (Chavez, 2019), translanguaging 

is advocated to appreciate students’ social and cultural capital as well as their full language repertoires 
(Duarte, 2018). According to García (2009), translanguaging is an approach that enhances students’ learning 
by integrating and making meaning with students’ whole linguistic, cultural, and social repertoires. 
Translanguaging enhances students’ comprehension and overall performance by creating spaces for 
bi/multilingual students to access their full linguistic resources (Martin-Beltrán, 2014; Yilmaz, 2021), thereby 
offering voices to language-marginalized students (García & Wei, 2014). However, translanguaging in 
Ontario multilingual ECE contexts is an area that has received scarce attention in research (Galante, 2020). 

 
As a heritage language teacher (i.e., teaching Mandarin as a second language) and an emergent scholar 

in curriculum studies, I believe that it is timely and relevant to begin the critical conversation regarding the 
integration of multiple languages in Ontario ECE curriculums. The concept of curriculum is complex, 

T
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encompassing various levels and approaches (Morris & Adamson, 2010). For the purpose of this paper, 
curriculum refers to the implemented curriculum, namely what happens in the teaching and learning process 
in the ECE classrooms (Morris & Adamson, 2010). In other words, curriculum actualized by teachers 
demonstrates how teachers interpret curriculum policies and actualize learning goals (Craig & Ross, 2008; 
Morris & Adamson, 2010). Therefore, the purpose of this paper is to connect teachers’ implemented 
curriculum regarding translanguaging with relevant curriculum and learning theories. 

 
This paper will start with demonstrating the theoretical foundations, socio-constructive theory and 

critical theory relevant to translanguaging as a socially constructed and transformative pedagogy. Then, this 
paper will review the literature about translanguaging and how it could be incorporated into the curriculum. 
Finally, this paper discusses the need of implementing translanguaging in Ontario classrooms and offers both 
theoretical and practical implications. 

 
Theoretical Framework 
 
This study applies socio-constructive and critical theory lenses to investigate the implementation of 
translanguaging in Ontario ECE classrooms. Studies about translanguaging in ECE center on bi/multilingual 
identities and students’ full linguistic repertoires mediated by the social context. Drawing insights from 
critical theory, translanguaging is not only a pedagogy, but a means of emancipating bi/multilingual children 
from the oppression of the students’ rights to voice their thoughts due to the ignorant of their full linguistic 
repertoires in ECE classrooms. 

 
Socio-Constructive Perspective on Curriculum 

 
The socio-constructive theory is rooted in the work of Vygotsky (1986). Ertmer and Newby (1993) examine 
the topics of teaching, learning, and curriculum through a socio-constructive lens. They argue that learning 
is a subjective process that takes place when individuals construct meaning from their experiences. To foster 
meaningful learning, teachers must incorporate authentic tasks within a social context. Learners are 
considered active participants who internalize their experiences, leading to self-regulation and autonomy. 
Meanwhile, socio-constructivism emphasizes the teacher’s role as a coach and facilitator who utilizes real-
life examples, encourages student reflection, and assesses problem-solving abilities.  
 

Vygotsky argues that learning should be student-centered and extends constructivism by considering 
social factors (Kay & Kibble, 2016). In alignment with the socio-constructive perspective, learning is not 
only the process of individual knowledge construction, but is also mediated through interactions with social 
environments, such as technological tools, cultural artifacts, and languages (Lave & Wenger, 1991; Lemke, 
2001). Apart from authentic learning experiences purported by socio-constructivism (Ertmer & Newby, 
1993), learning occurs when learners fill the gap between their previous level and the level of the task 
requires, namely the Zone of Proximal Development (ZPD) (Kay & Kibble, 2016). In other words, ZPD 
cannot be achieved by learners themselves but through scaffolding, the support from other people and/or 
external resources (i.e., most knowledgeable others) to connect students’ actual level and the expected 
learning goal (Kay & Kibble, 2016). Accordingly, teachers acknowledge the importance of social and cultural 
factors in learning, and appropriate instructions and resources to scaffold students’ learning processes based 
on students’ ZPD.  

 
Albeit that the socio-constructive perspective recognizes the crucial role of students and social factors in 

curriculum development, the socio-constructive theory overlooks the underlying value and power dynamics 
that contribute to the development of the hidden curriculum (Morris & Adamson, 2010). In bi/multilingual 
classrooms, monolingual language policies often view bi/multilingual children as inferior (Martínez et al., 
2015), leading to the marginalization and exclusion of bi/multilingual students from classroom practices 
(MacSwan, 2017). Therefore, this paper draws from critical theory to make the inherent biases and power 
imbalances explicit and proposes a transformative approach through translanguaging to acknowledge 
students’ funds of knowledge and empower them to voice their thoughts in ECE teachers’ implemented 
curriculum.  
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Critical Perspective on Curriculum 

 
Critical theory is a theoretical lens that critiques and challenges the underlying values and interests that are 
often taken for granted in normalized practices (Eisner, 2002). It originated from Marxist views of human 
emancipation from exploitation (Antonio, 1981). In an educational context, Freire (1970) revealed the 
oppressive and dehumanizing system in education and advocated for the revitalization of critical curiosity. 
Paulo Freire (1970) distinguished between the banking model and the problem-posing model of education, 
emphasizing the importance of education in emancipating individuals. The banking model views education 
as a process of depositing knowledge into students’ minds as if they were empty bank accounts (Freire, 1970). 
Teachers employ a banking model to maintain power by narrating and lecturing to students, while ignoring 
the learning preferences and needs of the students (Freire, 1970). In contrast, the problem-posing approach 
emphasizes the learner’s role as an active participant in the learning process, engaging in questioning and 
critically analyzing the world (Freire, 1970). 

 
To practice critical theory, Giroux (1988) purported an investigation of dominant ideologies in schools, 

curricula, and daily practices. Apple (2004) emphasized that education is not neutral but rather reflects social 
and cultural values that reproduce dominant social, economic, and political relations. Therefore, it is essential 
to critically examine educational practices and curriculum to uncover hidden messages and ideologies that 
shape them. In line with the critical approach to curriculum, the teacher’s role is to develop students’ complex 
views of examining the world and revealing the unheard voices of less privileged communities (Eisner, 2002). 
Curriculum development should balance the voices of different stakeholders, such as teachers, parents, and 
students (Schwab, 1973). 

 
Yosso (2002) extended critical theory by taking race into consideration and rejecting cultural literacy to 

address the dominant value of the white middle class in the prescribed curriculum. A critical race curriculum 
is important because the current North American curriculum privileges the white and disregards the voices 
of other races, such as indigenous people, immigrants, and other racial minorities. Such a curriculum can 
perpetuate the dominant white culture and reinforce racial hierarchies, which marginalize the languages, 
experiences, and knowledge of racial minorities. Conversely, a critical race curriculum acknowledges and 
values the diverse languages, perspectives, and experiences of all racial groups, challenges the dominant 
narrative by centering the experiences of racial minorities, and explores the social and historical context of 
racial inequity. By implementing a critical race curriculum, educators can provide a more inclusive and 
empowering education for students from varied linguistic and cultural communities, leading to critical 
thinking skills, a deeper understanding of how race operates in society, and greater social justice and equity 
both inside and outside of the classroom. 

 
In summary, this section provided a theoretical framework for investigating the implementation of 

translanguaging in ECE curriculum in Ontario. The socio-constructive perspective highlights the importance 
of considering social and cultural factors in curriculum implementation, while the critical perspective 
emphasizes the need to challenge the underlying values and interests of existing educational practices. 
Building on these theories, the next section will review literature that examines the implementation of 
translanguaging in Ontario ECE curriculum. 

 
Literature Review 
 
To address the question of how translangauging can be implemented in Ontario ECE classrooms, I will first 
review the literature about translanguaging as a socio-constructive and transformative pedagogy. Then, I will 
review the literature about the relationship between translanguaging and the ECE curriculum. Finally, I will 
review the literature about translanguaging in Ontario to demonstrate a gap in the literature. 

 
Translanguaging 

 
Williams (2002) first used translanguaging as a systematic pedagogical practice that employs two languages 
to strengthen students’ dual language competencies. Translanguaging came from the concept of languaging, 
a term that refers to using language to make sense of the world (Yilmaz, 2021). In contrast to the focus of 
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translanguaging on pedagogy, Cenoz and Gorter (2017) conceptualize translanguaging as a universal practice 
of multilingual students, which is not limited to classrooms. Accordingly, translanguaging is viewed as “the 
reality of bi/multilingual usage in naturally occurring contexts where boundaries between languages are fluid 
and constantly shifting” (Cenoz & Gorter, 2017, p. 904).  
 

Instead of translanguaging as a spontaneous phenomenon shared by bi/multilingual children (Cenoz & 
Gorter, 2017), García (2009) highlights the disempowered status quo of bi/multilinguals in classrooms and 
argues that translanguaging is a transformative approach that addresses equity and diversity issues. García 
and Wei (2014) argue that translanguaging is a fluid and dynamic process of multilingual individuals making 
meaning with social, cultural, linguistic and multimodal resources, thereby achieving social justice. 

 
Translanguaging, in line with socio-constructive theory, enhances multilingual students’ general learning 

achievement through scaffolding content learning (Yilmaz, 2021). In practice, the utilization of different 
languages in their classrooms (Williams, 1996) is validated and justified to scaffold multilingual students 
(Martin-Beltrán, 2014). Teachers take advantage of multilingual students’ social, cultural, and linguistic 
resources to promote students’ overall performance (García, 2014). For instance, Bauer et al. (2017) 
investigated how teachers can improve the writing skills of emergent bilingual students through 
translanguaging. The authors conducted a study in a bilingual kindergarten classroom where teachers used a 
collaborative writing approach that encouraged students to use their full linguistic repertoires and partnered 
them with students of different language backgrounds. The approach resulted in improved writing skills in 
both languages and an increased ability to use translanguaging strategies. Teachers can create an inclusive 
learning environment by valuing and utilizing the social, cultural, and linguistic resources of multilingual 
students.  

 
Translanguaging is a powerful approach that not only scaffolds bilinguals’ content and language learning 

but also gives them a voice in schools where monolingual language policies and ideologies dominate (Flores 
& García, 2017). By incorporating the complex unitary linguistic repertoire and identities of language-
minoritized students, translanguaging can create an equitable learning environment that challenges power 
dynamics in the classroom from a critical perspective (Yilmaz, 2021). According to Otheguy et al. (2015), 
translanguaging involves using one’s entire linguistic repertoire without regard for socially and politically 
defined language labels or boundaries. Translanguaging values and appreciates the entire repertoire of 
bi/multilingual students as a tool, thereby challenging strong norms that articulate the sharpness of linguistic 
boundaries (Otheguy et al., 2015). It is important for teachers and educators to discern the transformative 
entity of translanguaging to implement it appropriately to create an equitable learning environment that 
challenges coercive power relations in the classroom, particularly for language-minoritized students (Yilmaz, 
2021). 

 
Despite the aforementioned benefits, research has shown that translanguaging is hindered by two factors: 

(1) language policies, and (2) teachers’ and learners’ beliefs (Prilutskaya, 2021). Elementary Schools’ 
monolingual policies disrupt the actualization of translanguaging, whereby teachers may be punished for 
using another language (Prilutskaya, 2021). Such monolingual policies are rooted in white supremacy and 
refuse the rich resources brought by multilingual students (Flores & García, 2017). Meanwhile, teachers’ and 
students’ negative beliefs about using their home languages also impede the implementation of 
translanguaging (Prilutskaya, 2021). Teachers view multilingual students as inferior and slow learners who 
use their home language as lazy behavior (Martínez et al., 2015). Although some monolingual teachers are 
willing to integrate students’ home languages, those teachers may lack self-efficacy beliefs or confidence in 
facilitating students through translanguaging (Bernstein et al., 2021; Smith et al., 2022). Some multilingual 
students in the context of English as a dominant language may feel ashamed of their identity as multilingual 
individuals and refuse to use their home languages (Wei, 2020).  

 
Translanguaging challenges traditional monolingual approaches to language education and highlights 

the importance of valuing students’ linguistic and cultural capital, which has significant implications for the 
implemented curriculum. The following section will explore how translanguaging can be incorporated into 
the ECE curriculum to create more equitable and inclusive learning environments for bi/multilingual 
students. 
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Translanguaging and The ECE Curriculum 
 
According to Tyler’s (2013) model, teachers’ implemented curriculum in ECE classrooms encompasses the 
purpose of the curriculum, scope of content, teaching and learning processes, and assessment and evaluation. 
Teacher’s implemented curriculum demonstrates teachers’ interpretation of and reaction to education policy 
based on teachers’ personal experiences, beliefs and knowledge (Deng, 2010). To counter the hegemonic 
force of linguistic purism embodied by the monolingual policies (Hill, 1985), teachers may incorporate 
translanguaging to recognize the fluidity of children’s language shift in everyday classrooms (García, 2009). 
For example, DeNicolo’s (2019) qualitative case study aimed to investigate how translanguaging contributed 
to school belonging for emergent multilingual students in contrast to the hegemony of monolingual policy. 
The study included two emergent multilingual students from a US elementary school, and data were collected 
through classroom observations, interviews, and artifacts. The research shows that translanguaging plays a 
vital role in promoting school belonging for emergent multilingual students by allowing them to express their 
identities, participate fully in the classroom, and develop relationships with peers and teachers. This study 
underscores the need to recognize and value the diverse language and cultural backgrounds of emergent 
bi/multilinguals to promote inclusive and counter-hegemonic teacher implemented curriculum. 
 

To provide more access to the curriculum content, translanguaging disrupts the traditional view of 
language separation and recognizes the coexistence of students’ full linguistic repertoire. For example, 
López-Velásquez and García’s (2017) study aimed to investigate the bilingual reading practices and 
performance of two Hispanic first-grade students. The study utilized a qualitative case study approach, with 
data collected through classroom observations, interviews with the students, and analysis of their reading 
samples. The study found that the students’ reading performance was influenced by their exposure to literacy 
materials in both languages. The study underscores the importance of the role of language exposure and use 
in their multilingual reading development. The findings of this study have implications for teachers and 
educators to provide diverse and meaningful literacy materials in both languages and support the transfer of 
skills and knowledge between languages. 

 
In the process of teaching and learning, teachers not only scaffold and appropriate multilingual students’ 

content and language learning but also offer students a space to express their ideas in monolingual-dominated 
contexts in a translanguaging space (Flores & García, 2017). Multilingual students can flexibly deploy their 
full linguistic repertoires to make meaning in social contexts and demonstrate their multilingual identities 
(García & Wei, 2014). For example, Johnson et al. (2019) explored how a Spanish teacher connected 
students’ home languages and historical backgrounds with reading through translanguaging in literacy 
classes. Another research was done by Escamilla et al. (2019), who conducted a longitudinal quasi-
experimental design to examine students’ writing performance through translanguaging. Both studies 
demonstrate that translanguaging scaffolds multilingual students’ literacy development through culturally 
responsive, linguistically relevant practices, and enhances the efficiency, equity, and diversity of instructional 
design. 

 
Concerning assessment, teachers incorporate translanguaging as a formative assessment to differentiate 

tasks based on students’ language needs and authenticate students’ learning through culturally relevant tasks 
(García et al., 2012; Kelly, 2009; Yilmaz, 2021). As such, Wei (2011) argues that the authenticity of 
assessment brought by translanguaging establish equity for language-minoritized students, in that it integrates 
diverse linguistic and cultural resources, appropriate assessment tools, and allows critical discussions that go 
beyond student’s rote memorization of knowledge. In addition, translanguaging allows students to develop 
their metalinguistic awareness (i.e., the ability to think and reflect on the language and its use) (García & 
Kleifgen, 2010), thereby facilitating a more comprehensive understanding of students’ linguistic repertoire 
as opposed to traditional monolingual tests (García et al., 2012). For example, Bauer et al. (2020) focus on 
the assessment of literacy in a bilingual kindergarten classroom. Students deployed multimodality and home 
languages to support their meaning-making in narrating stories and retelling a wordless book. Students also 
demonstrated linguistic knowledge transferred from their home language to the target language in the 
formative assessment. 

 
Overall, translanguaging can play a vital role in promoting inclusive and counter-hegemonic education 

in the ECE curriculum. By recognizing and valuing the diverse language and cultural backgrounds of 
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emergent multilinguals, teachers can promote school belonging and facilitate access to the curriculum 
content. Through culturally responsive, linguistically relevant practices, teachers can scaffold multilingual 
students’ literacy development and enhance the efficiency, equity, and diversity of their teaching practice. 
Finally, by incorporating translanguaging as a formative assessment, teachers can differentiate tasks based 
on students’ language needs and authenticate students’ assessment through culturally relevant tasks, allowing 
language-minoritized students to display higher-order thinking skills and develop their metalinguistic 
awareness.  

 
Translanguaging in Ontario ECE Curriculum 

 
Translanguaging is specified in Ontario’s ECE curriculum from the Ministry of Education (MoE). The 
kindergarten program (MoE, 2016) indicates that "it is essential that the children’s home language is valued 
and encouraged" (p. 118). It also advocates that teachers perform translanguaging by translating their talk 
and engaging students to write in their home language (MoE, 2016). Similar to French as a second language 
curriculum (MoE, 2013), strategies of translanguaging are specified, such as using students’ home language 
to "talk, read, and write at home" (p. 11). In the English as a second language curriculum document (MoE, 
2007), however, the only description pertaining to translanguaging is “strategic use of students’ first 
languages” (p. 23) without specific guidance and activity recommendation. In contrast, the mathematics, 
science, and social studies curriculums (MoE, 2018, 2020, 2022) acknowledge language learners’ home 
language as their linguistic resources and legitimate access to their home languages in classrooms. 
 

Notwithstanding the recognition of students’ home languages in the curriculum, there is a scarcity of 
research on translanguaging regarding multilingual ECE contexts in Ontario (Galante, 2020). One example I 
found was the research by Stille et al. (2016), who collaborated with Ontario teachers across curricula to 
explore why and how translanguaging is implemented. The findings showed that teachers shifted their 
perspective of integrating home language in their classrooms and co-created activities to accommodate 
multilingual students’ needs. Stille et al. (2016) identify a gap in the macro policy level in Ontario to maintain 
the sustainability of translanguaging and a need to develop students’ self-esteem in using their home 
languages. Another example was that Brubacher (2022) recognizes a conflict in Canada’s policies as claiming 
to be multicultural in a bilingual country. These conflicts result in learners feeling humiliated by using their 
home language, as discussed by Stille et al. (2016). To alleviate this problem, Brubacher (2022) viewed 
students as co-researchers and regained their confidence in writing through translanguaging and eliminated 
doubts about using home languages as a lazy behavior. 

 
Discussion 
 
This paper incorporates socio-constructive theory and critical theory to examine how translanguaging in the 
implemented curriculum can engage multilingual students in socially and culturally responsive practices and 
empower multilingual students to embrace their identities, interests, and rights in Ontario ECE classrooms.  

 
Translanguaging, in line with socio-constructive theory, can scaffold students’ learning by engaging their 

entire linguistic repertories (Kay & Kibble, 2016). That said, both teachers and students play a crucial role in 
the fluidity of utilizing any language purposefully and strategically (Priestley et al., 2012). Teachers can 
create culturally responsive environments by incorporating students’ home languages and cultures (Ladson-
Billings, 2014), while students can develop literacy skills and thinking abilities through the mediation of 
linguistic and human resources in the classroom (Kay & Kibble, 2016). For instance, students from diverse 
language backgrounds can act as experts to support each other’s bilingual development. Moreover, the 
integration of translanguaging in the ECE curriculum can support multilingual students’ comprehension and 
promote their development of their ZPD (Kay & Kibble, 2016). As such, by legitimizing access to students’ 
complete linguistic resources, translanguaging can bridge the gap between students’ current level and desired 
level of understanding. However, monolingual teachers’ negative beliefs about translanguaging in practice 
due to their limited understanding of alternative languages remain a challenge (Prilutskaya, 2021). 

 
Translanguaging is also a transformative approach in line with critical theory. The mono-lingual policies 

in schools reflect the white supremacy of language usage and espouse standard English while diminishing 
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the vernaculars of different races and linguistic resources of multilingual learners (Yosso, 2002). As such, 
the predominant language policies and content fail to acknowledge multilingual students’ capability based 
on their cultural and linguistic resources. As opposed to monolingual policies and racialized curriculum 
(Morris & Adamson, 2010; Yosso, 2002), translanguaging frees multilingual children by offering them “tools 
to engage with the relationship between language and power so as to transform their future possibilities” 
(García & Wei, 2014, p. 74). Translanguaging as a political tool empowers multilingual students to fight 
against social injustice, makes the fixity of language identities embedded in national ideologies visible, and 
transforms learners with the ability to reveal the complexities of communicative and historical discourses 
(García & Wei, 2014).  

 
Translanguaging in Ontario ECE curriculum recognizes the unequal power in the hidden curriculum 

between multilingual students and students from the dominant language communities (Anyon, 1980; Morris 
& Adamson, 2010). While research on translanguaging has mainly focused on the voices of students and 
teachers against hegemonic monolingual policies at the institutional level (e.g., Frieson & Scalise, 2021; 
Martínez et al., 2015; Rowe, 2022), studies pertaining to Ontario ECE curriculum have not considered the 
perspectives of parents regarding the implementation of translanguaging. 

 
In summary, translanguaging, in conjunction with socio-constructive and critical theory, can be a 

powerful approach in Ontario ECE curriculum. Research in translanguaging has demonstrated that 
translanguaging centers on bi/multilingual identities and encourages the use of students’ full linguistic 
repertoires by drawing on their funds of knowledge. By empowering multilingual students to engage with 
their identities and social practices in ECE classrooms, translanguaging supports an equitable and inclusive 
learning environment. Teachers who incorporate translanguaging in their practice are able to scaffold 
students’ learning by connecting with their linguistic repertoires, while also promoting cultural 
responsiveness and acknowledging the unequal power dynamic between multilingual and dominant language 
communities.  

 
Conclusion and Implications 

 
This paper explores translanguaging in teachers’ implemented curriculum in Ontario, drawing on socio-
constructive and critical theory. The paper argues that translanguaging should be a social and critical 
component in Ontario ECE classrooms to facilitate students with meaning-making and emancipation of 
individual voices. The ECE curriculum policy in Ontario acts as a guide for teachers to advocate 
translanguaging in their classrooms. However, the ECE curriculum does not adequately address the concerns 
and negative beliefs of monolingual teachers regarding the use of translanguaging in teaching, often due to a 
lack of understanding of alternative languages (Prilutskaya, 2021). 

 
Resonating with Stille et al. (2016) and Brubacher (2022), this paper urges the incorporation of 

translanguaging in teachers’ professional development to promote an asset-based belief toward 
translanguaging from the instructional level and the teacher education level. Pedagogically, teachers can 
differentiate the languages and forms of assessment to promote multilingual students’ learning (Kelly, 2009; 
Tomlinson et al., 2003). Teachers can create culturally responsive spaces by drawing on students’ home 
cultures and languages, while students can act as experts to support each other’s bilingual development in the 
classroom. Concerning teacher education, teachers should be introduced to the concept of translanguaging 
and given opportunities to explore its theoretical foundations and practical implications through coursework, 
workshops, and experiential learning (García & Wei, 2014). Moreover, teacher education programs should 
critically examine the underlying ideology of monolingualism and its impact on multilingual students 
(MacSwan, 2017). Lastly, teacher education programs can collaborate with multilingual communities to 
develop a deeper understanding of the cultural and linguistic practices of their students (Reyes et al., 2016). 

 
Given the limited research contextualized in Ontario, future research should be conducted to explore 

teachers’ beliefs and implemented curriculum about translanguaging in Ontario ECE classrooms. 
Researchers may also investigate how multilingual students in Ontario use translanguaging in their daily 
practices at home and in the classroom through qualitative methods, such as interviews, observation, and 
collecting artifacts, thereby demonstrating and acknowledging the nature of students’ linguistic practices. 
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These endeavors can inform curriculum development, policymaking, and teaching practice regarding 
translanguaging.  
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