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





teachers’ stories attend to student language and culture and contribute to theoretical and pedagogical 
           









                










              

            





   





ural practices: “when different cultural systems meet, one rarely simply replaces 
the other,” (p. 173).  In conversation with Duranti and Ochs, Gutiérrez was inspired by the ways language




to Vygotsky’s 


syncretism, Gutiérrez demonstrated the rigor and generativity in migrant youths’ literacy practices, actively 






(Vogel & García 2017) demonstrates that named languages (e.g., “Arabic”, “academic” or “vernacular”) are social 






Welsh (Lewis, Jones, & Baker, 2012). García’s work on translanguaging in the US 


           

students’ sensemaking in relation to their friends, adults, and various contexts, looking at the student as a full 


in the Welsh origins of translanguaging laid the groundwork for García’s work on translanguaging theory in the 
US context, focusing on the expansiveness and fluidity of bi/multilingual speakers’ language practices.



 ’          é 


             



              

           






––
teachers to support bi/multilingual students’ learning in computing related subjects. Partner teachers were 
            



            

           

            



                



           







WDS’s TLC took place in summer 2020 and focused on introducing teachers to the data analysis tool CODAP 
 CS’s 


              

               

              

                







   










work from Calli’s lesson. We used this data to develop empirical vignettes (






 

               

translanguaging. The aim in empirical storytelling was not to evaluate whether or not teachers “got” these 
   evidenced in their narrative. Rather, in “sister team meetings,” the authors identified 


       ng these lessons, and (3) what clues these teachers’ 
                










              

English). She participated in the TLC with WDS with the goal of having her students “look at data meaningfully 
   l [CODAP].” For Calli, issues of racial justice and equity were integral to 
teaching STEM; she described science as “a social endeavor that involves institutions with systemic inequities 
and historical racism” and reported that she “[has] felt uncomfortabl
into science education.” She framed data literacy as “so important for [students’] critical thinking and also 
advocating for themselves and their community.” Calli took up WDS’s use of CODAP, data visualization


–   –


Calli’s storytelling about the learning design


She wanted to make ideas from the TLC “more festive” and used a Halloween theme. In th  


focus groups to sell products. At the time, all instruction was online and Calli described the unit as an “opportunity 
s to connect with others” including their own cohort and people in their households. These connections 


 ents’ lives as data into their practices of 
data collection. In her “hook” or “launch” activities that introduce new topics, questions, or themes, Calli 
“[collected] data from students’ own experiences.” She stated that “no matter who you are, you’re bring
knowledge, you're bringing in your own data and connecting that to new understandings,” which she believed can 
“support student knowledge and selfesteem in STEM areas.” Calli echoed this support in a later interview:





–
–   
          






students’ agency in the practice of data literacy. For example, her language 
around “confidence” and “becoming data analysts themselves” was also reflected in her desire for students to “be 
researchers themselves and they’re not passive about it.”







   

             

context. Students’ planning included developing ques






statement “explaining why they think their candy would sell successfully at a local level based on their CODAP 
” Calli designed this unit to counter “what usually happens” in STEM classrooms, where students use 
“expertcollected data from a professional.” Instead, Calli “wanted them to go through the process of being a 
researcher…being someone out in the field collecting information and collecting input.”

Language emerged as a theme in Calli’s storytelling about her design. In the TLC, Calli critiqued her 
school’s “focus on English as the only way to communicate information in our classroom” and emphasis on 
stakes testing. In contrast, she argued that “disruption” can 
happen “at the classroom level when you allow students to reflect and share their knowledge in other languages, 
r in other languages.” For her, this practice “support[s] learning even if 
it’s not in English.” She contrasted her expansive approach to language with less productive approaches. Calli 








that maybe they don't have access to in …academic language …yet. So instead of saying “well 
mmunicate in this way, I’m not interested in hearing it.” Rather than 


those observations that maybe you're not ready to, or not as accessible to you…without sh



She reflected on her students’ language practices both in and out of the classroom, emphasizing that 
            

nd that limiting their communicative repertoires amounts to “shutting down” their 


literacy: “that's such a huge component–
claim for this dataset?” Students shared a link to the survey with family and friends via social media or email. 
However, if the survey was “not in the language that they read,” teachers offered strategies to “getaround that” 
like administering the survey “interview style” in a different language, then manually “fill[ing] out the form to 
submit” it to the class dataset.

Calli’s storytelling about the implementation
             




o said, “Hey I'm going to just go off the data. What the data 
says is the most popular, I'm going to go with that.” The second group of students was like, 
“Everyone is not in their right mind. They don't know what's good. I'm just gonna go with what 


wack. I'm not going to go with it.” And then the third group were the ones that were like “Yeah, 
o what I want.” So they 
were funky. You know, the funky creative minds are like, “I want to do something weird. I want 
to do something unique.” 


Calli acknowledged that “sometimes there was a contradiction with [students’] C
their ads.”Rather than evaluating their work as wrong or unsuccessful, she affirmed her students’ sensemaking: 
“They're like, ‘okay well if I were to go off the data, this is what I would say, but if you give me the opportunity 
not go that route.’” Students drew different conclusions and used different 


more traditional “majority rules” logic, students took up the ad space


their audience. Calli designed for students’ lived experience to be used in data collection and c


and everyday by positioning students’ cultural repertoires and everyday knowledge as generative for data






   


               





“I don’t really understand it yet. But I do work with, with a large enough population, and I can see it being very 
helpful for them.” I
that fall. In the unit, students developed a hacker’s code of ethics for their classroom community. This syncretic 
text put students’ hacking literacies into conversation with those of computer scientists. Sandy’s pedagogical 
reasoning and her students’ engagement illuminates generative tensions in centering student language and ideas 


Sandy’s storytelling about the learning design


from computer science (CS), the teacher’s disciplinary home (e.g., library), and students’ home communities. 
Sandy grounded her unit in students’ home liter  
shared how her idea for a unit on hacking came from students’ contributions in her class. 




      

   



disruptive conversation of like, “Oh, you’re hacking me.” “Why are you doing that?” “How are 
you doing that?” And then it turns into how maybe their family members got hacked in there, 
               



always comes up, I thought it would be a good idea to design a unit that really gets into, “What 
t look in our community and do you think it belongs in our classroom?” 
               

             

   

              



they’re designing the lesson instead of me. 




students’ comments about hacking as ancillary to the focus in her class, but
    

remained at the margins. Sandy shifted from positioning students’ conversations as “a huge disruption” to s
them as productive to the point of commenting “it’s like they’re designing the lesson for me.” She quickly and 
confidently identified regularity in students' comments about hacking, sharing numerous examples like, “‘Oh 
you’re hacking me.’ ‘Why are you doing that?’ ‘How are you doing that?’” These comments are examples of 


 



            ’ 


Sandy’s unit engaged students in the question “What is hacking?” through a collective defining process. 
In doing so, she elevated her students’ knowledge and ideas about hacking. By asking “How does [hacking]
in our community and do you think it belongs in our classroom?” she recognized that students believed that 


                

            







Sandy’s storytelling about the implementation
however, her expectation for having students “engaged right 
from, from the very beginning” did not match the ease of feeling like they were “designing the lesson instead of 





   

me.” In fact, during Sandy’s follow up interview a year later, she shared that ther
from her students when she first wrote the word “hacker” on the board:




in trouble. They thought I was gonna be trying to say “someone  
account and now you're in a lot of trouble.” Like but they would kind of timidly uh approaching 
the idea, because they also, it was like, “I don't really want her to know what I know, because I 
e in trouble,” you know, like, “I don't want to get in trouble 
for hacking someone else's account because I thought it was funny.” Or, “I don't want to get in 


going to let me play it anymore.” So, it kind of, it took a minute.




of the lesson: to build off of students’ 
knowledge to develop a hacker’s code of ethics for their classroom community. While Sandy made the syncretic 
move to attend to her students’ translanguaging practices and center their thinking about hacking in an a




hacking the object of study and analysis rather than “spotlightthem” or draw attention to their previous hacking 
activity: “I wouldn't use the word ‘you’ I wouldn't say. ‘What did you do?’ [...] I would say, Ah, ‘Based off of the 
video, What does hacking mean?’” Sandy described taking the pressure off students to rev
experiences with hacking that they were uncomfortable sharing by asking them to reason about other people’s 
               

         







           unit: to create a “safe 
environment.” When asked what made the unit feel successful, Sandy shared, “bringing the idea of hacking that 


ss overall.” Getting past students’ hesitancy to engage was an important outcome for Sandy. She started 


tic literacies in her class by bringing students’ home hacking practices into 
conversation with computer scientists’ hacking practices. Thus, in response to her students 


her students’ hacking experiences to developing (previously taken








             





In both cases, while teachers’ syncretic moves afforded pedagogical opportunities, they also presented 
pedagogical tensions. Both teachers’ stories emphasize a goal of lessening barriers between learners’ lived 
everyday and academic). Calli’s data literacy design positioned student 






              









about “hacking” to lead to enriched learni
Both teachers’ stories also highlighted tensions that emerge when boundaries between academic and 





   

everyday knowledge and literacies were disrupted. In Calli’s case, a tension arose as students’


disciplinary ways of understanding might encourage a “majority rules” approach to determining the “best” candy 
e for, yet students’ sensemaking drew upon other resources that might not have been captured in the 




for an audience). As Calli made sense of what seemed to be a disconnect between students’ CER paragraphs and 
their candy ads, she validated students’ moves as productive expressions of st
and not “incorrect” data reasoning.

Sandy faced an unexpected tension as she invited her students’ language practices and interests into the 


this reorganization drawing from their understanding of boundaries between what was “okay” and “not okay.” 




from asking students to share about their own experiences with hacking to what they thought about others’ hacking 
–a Hacker’s code of ethics–
ethical considerations for students’ future– –       
          



               

              




                

              



to sensemaking. Yet humans’ semiotic resources are also marked by social structures that may impede their full 
exercise. In classrooms, including monolingual ones, students’ ability to for




are routinely more welcome than others. Teachers leverage power to invite or reject students’ cultural repertoires 


s’ syncretic pedagogical moves as related to translanguaging–








           



students’ language into a        
classroom met. Further, García and colleagues’ (2002) descriptive inquiry enabled teachers to s
engaging students’ use of unofficial discourses, which would create what we see as third spaces. These theoretical 
       









 



with students as they accept or resist these invitations and involve teachers’ re
For example, Calli’s candy ad unit design emphasized the importance of students drawing on their expe




However, Calli noted that some of her students’ conclusions countered traditional forms of CER 


decided “what the data says is the most popularI'm going to go with that [in my ad].” In this case, unmarking the 





   



Students extended Calli’s pedagogical offering, widening the third space sh
                 

practices. In contrast, Sandy’s invitation to bring in students discourses around hacking, to unmark their 
practices about a topic of interest they shared, was not initially reciprocated by her students. Sandy’s story 


 to reframe students’ computational literacy practices. Re  
topical connections within students’ discourse, and also recognizing ideological implications of language and 
      

attempted to unmark what could be talked about, but students’ initial responses revealed that unmarking 






    





 

stories and theories together help us understand how teachers’ work to disrupt language and cultural boundaries 
               

computational literacy practices, when negotiated with students’ acceptance and resistance to such invitations.




graders’ multimodal and multilingual learning. 


–


García, O. and Traugh, C. (2002) ‘Using descriptive inquiry to transform the education of linguistically diverse 
U.S. teachers and students’, in L. Wei, J.       
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