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Abstract

Wa ara advocaling fer the adoptich of simaltaneous smergng bilteracy programs in birational /
bilinguel echacks in Golombie. The adopfion af such programs has an mfluance on eacher education
instiutiens scroas the country. We must prepars feachars o raspand the kechnclogical era of the twenty-
first canlury in which indormation is soce=sibla in diffarant Bnguages af the bouch of & bidien, In this
articla, wa present five princioks for emergent biliteracy instiction. Afler providing thase principlas; we
offer implicatione for f=echer edicators end prospeclive teachars
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Introduction

In some schools in Colombla, teachers have the challenging and complex
task in helping students acquire iiteracy in two languages within the context
of bilingual education programs. In actuality, this is a commeon practice in
schools thal Implement a variety of programs that utilize two languages of
instruction {Genesee, 1987; Peal & Lambert, 1962; Swain & Lapkin, 1982).
In this artlcle, we argue that studenis in binational (international} schoals in
Celombia should be exposed to a varety of literacy experiences since the
first day of school in both their native and their second language.

" Although a number of research studies {Ramirez, Yuen, & Ramey, 1991
Snow, Burns, & Griffin, 1998; Thomas & Collier, 1997) suggest that for students
acquiring English as a second language, literacy Instruction should be first In
the native language, one must be cautious in interpolating these findings into
contexts outsice the United States. The main reason for this being that most
of the bilingual programs in the United States are transiticnal bilingual
programs. The goal of transitional bilingual programs is to transition students
into all English classes as quickly as possible (Valdes & Figueroa, 1994).
Furthermore, the majority language outside the schools [s English and the
native languages of second language learners In the (nited States are seldom
valued or supported.

In-contrast, the lingulstic situation in binational schools in Colombia is
dqulte ditferent, Binational schools In Colombia {e.g., Colegio Mueva Granada,
Colegio Los MNogales, Colegio San Carlos in Bogota; Colegio Panamericano
In Bucaramanga; Colegio Karl Parrish in Barrangullla; Colegio George
Washingten in Cartagena; Calegio Albanla In Lz Guajira; Coleglo Bolivar in
Lall: Liceo Inglés In Pereira; Gimnaslo Inglés in Armenia; Colegio Granading
in Manizales; The Columbus School in Medellin) provide a partlcular type of
program referred to as “elite” bilingual education, which serves mainly children
of upper-class, professional parents {de Mejia, 2002). In fact, Heller {1954)
argues that these Immersion schools provide students with linguistic and
cultural capital for increased social and economic mobility. Many Colormbian
parents invest In this type of education te gain advantages at various levels
(e.g., educational, cultural, linguistic, social, power, wealth). In fact, mmary of
these schools (e.g., Colegio Panamericana, The Columbus School, Gimnaslo
Inglés) are parent-owned schools, which were created as a response to the
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sducational needs for today’s glebal society, The main goal of these binational
scheals is for full bilingualism and biliteracy in Spanish and a prestige language
{e.g., English, German, French, ltalian}; thus, creating elite bllinguats. Elite
bilinguals are those who freely chose to become bilinguals {Romalne, 1999),
such a3 Colombian highly educated, high secio-economic status parents who
dercide to educate their children billnguaily in the context of bilingual schosls,
Romaine adds that bllingual education programs work best when is. optional
and not enforced (1999), Moreover, there Is a conviction from binational
schools and parents that child bifingualism is posltive, and the children’s home
language (Spanish) and culture (Colombian) is valued and respected.

Balcer & Prys Jones {1997) refer to these types of schools as international
sehoals. In International schools, students [earn & majority language with
internabional prestige (eig., English, French, German}. This prestige of the
foreign language Is used as a medium b teach part of the curriculum and
also taught as 2 language. In actuality, binational schools in Colombia develop
and reinforce the native language; Spanish, while Intreducing a foreign
language {e.g., English. French, German, ltalian}; thus, creating an additive
bilingual context. Lambert (1977) explains that additive bilingualism refers
to the situation where the native language Is domlinant and prestigious and
mot In danger of being replaced by the second or foreign language. In fact.
Valdés & Flguerca ciaim that additive bilingualism is an enrichment process
through which leéarners acquire & second. language with no fear of native
language loss or abandonment of their owrr cultural Identity and values.

The goals of binational schools in Colombla {in terms of language
tegmning) are to become competent to speak. read atid write In two prestigious
tanguages, and to appreciate the traditions and calture of the home country
and of the country of the target language (e.g., The United States, England,
France, Germany ). In short, these Binational schools want thelr students to
bacome bllingual and bicultural without loss of educaticnal achlievernent.
Therefare, thelr curriculum tends to reflect both the curriculum of both
countries, In the case of many binational schools in Colombia (e.g., Colegio
Panamericano, The Columbus Schools, Colegio Granading), their programs
fulfill both Colombian governmental requirements (Mational Ministry of
Education, MEN) and (LS. accreditation standards (e.q., Southern Assoclation
of Calleges and Schools, SACSY. In fact, many of these schoaols (e.g.. Colegia
Paparmericane, The British School) prepare their stidents for American tests

Linkersidsd Deletal Frandsen e de Caltee
Faufind de Cienas y ESeacin i




Davalaging amergant tiRaracy; Guiding principles tor instruction

or Britlsh examinations. One of their aims is to prepare students to study in
Colombian and/or foreign universities. But binational schools in Colombia
are not limited 4o teaching English and American or Britlsh culture, For
exarnple, there are also German (e.g., Colegio Andino}, French {e.g., Licen
Frances Louis Pasteur), lkalian {&.g., Colegio [kaliano Leonarde da Virecl) and
Hebrew {e.q., Colegio Colombo Hebreo schools in Colombia.- There are alsa
multilingual schools (eg., Colegio Helvetial.

In 2 way., we could compare binational schools in Colombia to the
Irrmerslon programs in French -and English In Canada {Geneses, 1997
Lambert, 1980; Swain & Lapkin, 1991 ). Immersion bilingual education derived
frem Canadian educational experiments (Lambect & Tucker, 19723, This type
of bilingual program supposts the views that bilinguallsm fosters Intellectual
developrient and academic achievement (Fomaine, 1296, The educational
aim of immersion is encichment of language skills and the desired outcomes |5
additive bilingualism, where the addition of a second language and culture is
unlfkely to replace or displace the frst languages and culture (L ambert, 19840},
In addition, parents recognize the value of Kknowing a prestige [anguage {Peal
& Lambert, 1972). In fact, biliteracy in French and English is encouraged and
enabled [Swain & Lapkin, 1982), Moreover, the Canadlan lmmersion model
has proved to be successful and showed that for these elite bilinguais, initial
literacy In the target language (French) did not negatively affect English
language lteracy (Geneses, 1983 For-instance, Lambert & Tucker found
that students in early total Immerskon were.able to read, write, speak. and
understand in both languages {1472).

Similarly, among Colombia's elite, bilingualism Is closely associated with
academic and economic sucress. Canadian immersion programs showed that
the acquisition of content Is not Impaired and compeatence in the second
language 1s far better than is usually achieved by students in second language
courses [Genesee, 1978). Similarly, Valdés & Flgueroa claim that additive
bllingual contexts are associated with high levels of proficiency in both
languages and higher levels of scholastic performance (1934), This also
happens to be true In Colombia, where the majority of the binational schools
are highly ranked according o the ICFES exam. For nstance, the top five
school according to the 2001 ICFES exam were binational schools (Colegio
Los Mogales, Colagio San Carlos; Colegio San Jorge de Inglaterca, Lices
Frances de Pereira, and Liceo Frances Louls Pasteur). Similarly, another
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bilingual school was ranked number one in the nation according 1o the
2002 ICFES exam {Celegio La Guinta del Puente en Flernidabianca, Santander).

Similarly; through application of an immersion program of instruction in
two prestigious languages, where there I3 no danger of the first fanguage
being replaced by the second language. students become literate through
parallel language and literacy experiences. As we mentioned above, this is
the case in Canada, with Anglophone children becoming literate in French
{Kendall, Lajeunssse, Chimilar, Shapson & Shapson, 1987). A key factor in
effective bilingual pregrams for English-language leamers Is that literacy in
the students’ native language is valued in and of itself and that bllieracy is
developed (Au, 1998). Students In such bilingual programs will maintain and
refine their native language literacy skills throughout their schooling, This
happens to be the case in binatlonal schools in Colembia where students
benefit from having several academic courses In Spanish. With some
exceptions, the home language of the majority of the students In binationai
schools in Cofombia is Spanish. Spanish is alsa the majority language of the
comemunity and It is valued everywhare in the country. Consequently, Spanish
I a very prestigious language in Colombia. Moreover, for the most parl,
Colombian binational schools do not have transitional bilingual programs where
students are never fransitioned Into all English classrooms.

This article consists of three major parts. In the first part, we described
the thecretical and conceptual goals of emergent simultaneous biliteracy within
the context of bilingual pregrams in binational schogls in Colombia, [n the
second one, we put forward five princlples for biliteracy instruction. Finally,
we will try to show that these principles have an effect on teacher education
programs in Colombia for they have to prepare prospective teachers to be
effective billteracy teachers.

Theoretical background

Literacy is often viewed as simply the ability to read and write (Teale & Sulzby,
1986), But in reality, llteracy [s more than reading and writing. For instance,
sevaral studies have shown that there s a strong connection between oral
language and reading (Cazden, 2001; Snow, Burns, & Griffin, 1993). In
actuality, literacy leaming involves all elements of the communication process:
reading, writing, speaking. listening, viewing, and thinking. Quite simply,
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children develop thelr ability to construct mesning by having meaningful
lteracy experiences, which might include sharing books ar sitting with their
parents making & grocery list. For example. Heath pointed out In her study
that literacy In the real world involves such things as reading signs.
advertisernents, and bumpes stickers; writing letters, reading newspapers and
magazines; and giving oral and written messages to others or leaving them
for oneself (1983). Moreover, in today’s computerized world, literacy also
Involves communicating through technology { Thornburg, 1992). For Instance,
a lot of the students in binational schools in Colomblan have access to the
internet, e-mail accounts, chat systems, digital organizers, cell phones; and
video and computer games.

On the other hand, emergent literacy Is the idea that children grow into
reading and writing with no real beginning or ending point, that rea ding and
writing develop concurrently, intesrelatedly, and according to no one right
seguence, or order (Clay, 1991: Teale & Sulzby, 1986). Instead, learmers are
always emerging. Furthermore, this process begins long before children enter
school, through the activitles and experiences in thelr daily lives and through
thelr interactlons with peers and adults (Goodman, 1986; Heath, 1983), Teale
& Sulzby (1986) argus that most preschoal-age children cannot read and
write in the conventional sense, and their attempts at teading and writing
show steady development during this stage. Teale & Sulzby explain that the
emergent literacy perspective, which emanated from cognitive psychology
and psycholinguistics, takes a broader view of literacy and examines children's
literacy development before the onset of formal instruction {1986). In the
next section, we present five guiding principles to support emergent billteracy
in Colomblan binational schools.

Guiding principles for biliteracy instruction

The discussion in the previous section points 1o the need to resxamine and
#xpand previous bellefs that second language leamers in bilingual schocls
need to Initially develop literacy in the native language before developing
literacy skills in the second language In contexts whers both languages are
valued and supported, We argue that in today’s global context, a prestlgious
language like English is recognized as a language of power (Fairciough, 1989).
English, for example, is & source of global iInformation and communication
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through avenues such as educational nstitutions, information technologles
and the media. Additbonally;, & peestige language like English alse provides
acoess to scope [n employment and further education. Heller {1994} points
cut thatimmersion education will produce elite groups of children with blilngual
abilities and advantage In educational and job markets. Consequantly, young
children will benefit if they are exposed to meaningful literacy experiences in
two languages since the first day of school, Corsen [ 1990) claims that one
advantage of early immersion programs is that they allow =2 relatively
homogenous language classroom, where children will start from the same
paint, A classroom like this will allow children to grow in the foreign language
under & shared teaching and learning approach. Similarly, Canadian studies
pointed:to the: benaficial effects of knowing two languages and how literacy
development In the first language was poslibvely correlated with literacy
development o the second [anguage {Genesees, 1991} Thecefore, we feeg|
that teacher education institatlons preparing prospective language teachers
need to emphasize the followring five principles in their training programs.

1./Adopt a balanced approach to l[lteracy Instruction

Research suggesis that there [s no ane way to think about [teracy learning. A
balenced approach is needed, using a combination of direct instruction and
authentls reading and wriling éxperences to teach children to be literate in
bvo languages {Snow, Boarms, & Oriffin, 1998 'We recommend the use of
themathc Instructon @ promote language development {Enright & McCloskey,
1998). Thematic instruction lends itself to virtually any content and any grade
level [e.g., animals, colors, foys), Motedyver, thematic instruction provides
meaning and purpose, builds on prior experiences, integrates opportunities
toruse oral and written languages for learning purpssss, promates collabocation,
and provides a lot of variety. The meaningful context estabiishad by the theme
supports the comprehensibilty of instruction, thereby Increasing both comtert
learmning and second language acquisition (Genesee, 1991},

From the beginning of school, children participate in genuine reading
and writlng activities in ways that help them not only ta be-able to read and
write but also to.wani to: read and write as they go through life {Martinez &
Teale, 1993) An important part-of the instouction ina balanced |lteracy
program s to use different types of reading and writing activities to scaffiold

Urdversinzd DEIRA) Franseon Joek g Dabdes
Faribiad da Crenciss y ESUCRCn I3




Davaiaging amergent Bltermaoy: Guiding princinles for insinocton

thie siupport that students need. For example, teachers need to read aloud to
students every day to expose them to a variety of genres (Anderson, Hiebert,
Soolt, & Wilkinson, 19385). Simiflarly, through shared reading and weiting
experiences, teachers model literacy and alicer stodents to begin to undersiand
the literacy process-(Holdaway, 1979 Additionally, by participating in
interactive reading and wriling activities students and teachers are encouraged
to read and write together and in the process, children are also encouraged to
dorlfalone{ Tiemey, Readence £ Dishrer, 1390, Guided reading-and wrlting,
cr the ather hand, reinforce skills, allow stodents- to practice and boild
Independence (Fountas & Flnnet, P855). Flnally, Independent reading and
writing gives students the opportunity to practice their independent level and
will demonsirate them the valie of lteracy (Allingtan & Walmsley, 1995k In
actuality, teachers need to immerse students in an array of rich literacy
experiences inthe two languadgeas.

2. Promote literacy as a social process

As described earfier; the process of acquinng language i continuous and uvnending:
each of us continues to acquirenew aspects of languags through our Interactions
and experiences. Therefore, lamquage acguisition is: first and foremost 2 social
process (Cook-Gumprez, 1986). People use language, and lteracy for that ratter,
for a8 wide variety of purposes, for a wide varety of audiences, and In a wide
variety of situations (Taylor & Dorsey-Galrnes, 1988). In broad terms, we view
literacy simply a3 comrmunicating in real-world situations.

In fact, literacy develops from real Wife sltuations in which reading and
writing are used to accomplish a goal. Thus, function precedes form, The
vast majority of the literacy experiences that young children go through are
embedded insome activity that usually goes beyond the goal of fiteracy Itself.
Literacy should always be functional, meaningful and authentic.

4. Capltalize on children's knowladge

Since there 1 a strong connection between oral language and reading and
writing {Cazden, 2001; Snow, Burns, & Griffin; 1998}, it is important that
schools bulld literacy experiences arcund whatever language a child has
developed, [n fact, literacy Is & process in which students construct meaning
based on their prior knowledge of language; themselves and the world,
Effective literacy programs must incorporate instructional procedures that
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help students activate, or develop and relate, their experiences to what they
read and write. Although each student constructs his or her own learning,
teachers play a significant role in the literacy learning situations of all their
students. Teachers need to make sure that the input is comprehensible and
meaningful and thus more accessible to the students for intake, The best way
to do this is to make certain that students make connections between what
they are currently leaming and what they aiready know. But, above all, teachars
should maintain high expectations for all students and provide meaningtul
opportunities for active leaming and intellectually challenging experiences.

4, Use maaningful texts

Students develop literacy as they encounter many authentic, or real, lteracy
experiences in which they are able to approximate the real tasks of literacy
(Cambourne, 1988). By meaningful texts, we mean texts that children
themselves find meaningful. For instance, texts which children own and bring
o echool, texts that are appeallng to them for a variety of different reasons or
texts that they have written or co-written during shared, interactive, guided
and independent writihg. Teachers neead to provide children with of all kings
of texts ‘and with rich ressurces for feaming to read and write. By using
meaningful or authentic texts; and real [lterature experiences, students will be
rmotivated, captivated and engaged. In fact, authentlc texts provide students
with & natural base for developing and expanding all their languages.

5. Focus o rmeaning

Literacy is much more than applying lsolated skills. In school-based settings,
however, students spend more time on learning isolated literacy skills than
on learning the types of literacy skills they ar= likely to use in real life (Guthrie
& Greaney, 1981). Real literacy experiencas require understanding, and this
understanding is based on prior knowiedge. Teachers need to help thefr
students construct meaning by helping them to focus on the relevant features
of a text and to relate those features to their previcus experiences. Furthermaore,
cormnprehension is a process by which the reader constructs or assigns meaning
by intetacting with the text {Andersen & Pearson, 1984}, But It Is Impertant
te always remember that constructing meaning Is a personal process.
Thersfore, the way children interpret texts varies according to their own
experiences. Finally, reading and writing are both construct/ve processes that
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are mutually supportive (Tierney & Shanahan, 1991). As we stated in the
previous principie, children's first attempts at writing also become their first
taxts {e.g., thelr natnes, their drawings; their stories).

Implications for teaching

The five guiding principles presented in the previous sectlon form the basis
for all of the ideas for developing emergent biliteracy. To prepars teackers to
be successful with second language leamers, teacher sducators must help
prospective teachers recognize the characteristics of effective biliteracy
mstruction and guide their thinking about emergent billteracy development.
Jome of the characteristics of effective biliteracy teachers include:

1. Effective leachers are knowledgeable about children and early literacy.

The theorles of Piaget and Vygotsky were Instrumental in und erstanding the
developmental processes that children experience In learning: Similarly, there
are developmental stages In a child’s reading acquisition and developmental
stages in & child’s writing growth {Teale £ Sulzby, 1986). The develogment of
literacy is a gradual process and will tzke place aver time. Teachers nesd 1o
understand that as young children learn to speak, listen, read and write, they
typleally go through several stages In emergent and early literacy (Teale &
Sulzby, 1986). Moreover, reading and writing develop cone urrently and
interrelatedly in young children, Teachers also need to realize that writing is
actually an easier first learning activity than reading Is, Additionally, although
there are universals to literacy Instruction, teachers need to understand that
there are differences between reading & flrst and a2 second or fareign language
{Chamaot & O'Malley, 19%4; Hornberger, 1994 Reyes 1992,

2. Effective teachers are sensitive to Individual differences.

The best way to teach is to individuallze instruction. But individualizinig
Instruction does not necessarily require one-to-one leaching. Rather, effective
teachers individualize instruction by providing a gocd mateh betwean the
student's level and task demands. The key Is to plan open-ended activities
that provide many different alternatives that will meet sach student's needs.
In this way, the same activity can range from simple to complex, and every
student can experlence success at varying levels. As language is aicquired,
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literacy in the new language develops. Just as each individual acquires the
first language at his or her own pace, English learners also acquire thelr new
language at individual rates {Thomas & Collier, 1997). Similarly, use different
approaches and ways to expose studenis to rich variety of literacy experiences.
Finally, capitaiize on your students’ world by taking advantage of thelr prior
knowledge and backgrounds;

3. Effective teachers promaote children’s literacy experiences at home.
Research suggests that parents and families exert & powerful influence on
ernergent literacy, It is very important thal teachers establish a partnership
with parents. This parmership or connection shauld be genuine and respectul
Irrwhich both parents and teachers are equal partners. In fact, teachers should
empower parents and view them as the experts on the children they are
sducating. This automatically creates a two way communication process in
which parent’s voices are invited into the classroom {Ada, 1993). In order ta
really establish a successful emergent biliteracy program in binaticnal schools,
parents also need to expose their child to meaningful literacy experiences at
home. But teachers must accept different forms and levels of parental
involvernent. For example; parents can engage their children In literacy
experiences In Spanish, in the target language or in both languages if possible,
Parents could also provide them with a variety of literary texts {in any
language}. Furthermore, a very comimon practice in Colombla Is for parents
to hire a tutor to support their children's schaoling, Parents are very enthusiastic
about helping their children become bilingual and biliterate and will make a
lot of sacrifices in order o achieve this. The battom line here is to inforrm the
parents about the goals of the biliteracy program. and the importance of
engaging the children In multipte literacy experlences (in any language) at
home and'in the community.

4. Effective leachers are responsive lo children’s needs.

Earlier we talked about individualizing Instruction. One of the best ways ta do
this is by constantly assessing your students’ strengths and weaknesses. There
should always be & direct connection betwsen instruction and assessmert,
Asssssment should show you what each child can and cannot do, and then
you plan vour Instruction in respomse to each child’s situation, Genesee &
Harnayan {1934) argue that assessment Instruments need ko go much further
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than tests of inauthentic, decormposed language skills. Actually, they need to
collect information aboit the performance of students that may glve amuch
fuller understanding of the children’'s strengths and weaknesses. Although
there are several tests or inventories that could be used to- assess emergent
biliteracy (e, Clay, 1993, the best way to assess-amengent blllteracy 1z by
Just observing the children involved in authentic literacy activities. |deally,
students should be assessed in both languages. but make sure that you have
appropriate measures In both languages. Using translated versions could be
troublesoms because translated versions are not abwrays oecessacily wvalid
measures (Lipez, 2002}, Finally, teachers miust ensure that the-assessment
procedures. are informative and conducted on a reqular basis to determine
the literacy befiaviors of each child and to plan the Instructbon accoedingly.

5. Effective teachers nurture a supportive learning climate.

Finally, teachers need to create a climate that is non-threatening: meaning
that children fesl safe and are willing to take risks. Similacly, teachers need to
promate a lot of cooperation and collaboration between the teacher and the
students and among the students themselves. Cooperative learning consists
of a myriad of teaching strategies that develop social and academic
communication skills (Calderon, Tinajern & Hertz-Lazarowltz, 1992).
Increasing group and collaborative learning is also seen as important in
develaping the productive language proficiency of children (Swain, 1993),
A3 we stated earlier, literacy should be viewed as a social process where
there is a real purpose for using literacy a3 8 communicative device, The goal
should be to truly make classrooms a community of readers and writers. In
fact, current research suggests that a second languadge 15 acqulred most
effectively in highly interactive and tetal communicative environments: Finally,
teachers need to create a language-rich environment that gives students a
chance to engage In meaningful activitles. For example, there should be a lot
of environmental print in the classrooms and school-wide in both languages,

Summary

Az we argued al the beginning of this article, binational schools in Colombia
shiould Immerse preschool students i meaningful literacy experiences in bwo
languages since the first day of school, These schools should take advantage
of all their resources at hand. For example, most of these scheols have a
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mixture of native Spanish-speaking teachers, bilingual teachers and native
English-speaking teachers (e.g., Colegio Panamericane in Bucaramanga has
a plentifisl supply of Canadian and American trained teachers} and the suppart
of the parents at home. This unique situation lends itself to create an
erviranment in which children will have authentic and meaningful literacy
experiences in two different languages. In the long run, these early literacy
experiences In two languages will help students not only to acquire literacy
skills in two languages, but also to acquire the second language. Moresver,
parents view childhood bilingualism as an investment in their children’s future.
They also believe that language acquisition in childhood is easy and they
expect their child to acqulre native-like proflciency.

But above all, the maost important goals of emergent biliteracy programs
are to foster young children's abilities to make sense cut of print and to motivate
therm to want to read in two languages. Simply put, readers and writers become
readers and writers by reading and writing. dltimately, the geoal of emergent
biliteracy programs is to provide authentic and meaningful opportunities for
children to participate fully in multiple literacy experiences it two languages.
We invite teacher education programs in Colombia to prepare prospective
language teachers for this challenging task.
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