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ABSTRACT

Dual immersion programs have proven effective in achieving biliteracy for all students.
However, maintaining equitable practices at the core of such programs has be-
come more challenging in remote learning due to the pandemic. It is necessary,
therefore, to revise some of the benefits and challenges of digital instruction mediared
by technology in these settings. Using a middle school Dual Immersion (D1)
program in Southern California as a background, and from the perspective of bi-
lingual education teachers and professors, this article presents a theoretical model
called Dual Immersion Digiral Instruction (D12) that could serve that purpose.
The model includes the five dimensions involved in just, equitable, and inclu-
sive education: Technological, content, social, linguistic, and pedagogical. The
article also analyzes the pedagogical opportunities and challenges that teachers
in DI programs face in regards to each of these dimensions when all instruction
becomes fully online. Finally, the article discusses how the shift to online teaching
in DI classrooms could impact bilingual teacher education programs.

Keywords: Dual immersion; digital instruction; inclusive classrooms; teacher
education; remote learning; covip-19; K-12; online instruction.

RESUMEN

Los programas de doble inmersion han demostrado ser efectivos en lograr la
alfabetizacién bilingiie para todos los estudiantes. Sin embargo, mantener la equidad
en tales programas se ha vuelto mds complicado por el aprendizaje a distancia debido
ala pandemia. Es necesario, por tanto, revisar los beneficios y retos de la Instruccion
Digital mediada por la tecnologia en contextos bilingiies. Con un programa de
Doble Inmersién (D1) de una escuela media situada al sur de California como base,
y desde la perspectiva de maestros de escuela y profesores universitarios, este articulo
presentaun modelo tedrico llamado Instruccién digital en doble inmersién (D12) que
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permitiria lograr este objetivo. El modelo aborda las cinco dimensiones necesarias
para una instruccién inclusiva, justa y equitativa: tecnolégica, social, lingtiistica, de
contenido y pedagdgica. El articulo también analiza las oportunidades pedagdgicas
y los retos que los docentes de programas de DI enfrentan en cuanto a estas
dimensiones cuando la ensefianza se vuelve completamente en linea. Finalmente,
el articulo presenta una reflexién sobre cémo el cambio a la instruccién en linea en
programas de DI podria afectar a los programas de preparacion docente.

Palabras clave: doble inmersién; instruccion digital; inclusién en el aula;
preparacion docente, coviD-19; educacién primaria y secundaria; aprendizaje
a distancia.

RESUME

Les programmes de double immersion se sont avérés ethicaces pour atteindre la
bilittératie pour tous les éléves. Cependant, le maintien de pratiques équitables,
au cceur de ces programmes, est devenu plus difficile dans l'enseignement 4 distance
en raison des épidémies. L'extension de cette phase d’urgence a distance implique la
nécessaire révision des avantages et des défis de 'instruction numérique médiée par
la technologie. En uilisant un programme de double immersion (1) au collége dans
le sud de la Californie comme contexte, et du point de vue des enseignants et
des professeurs d’éducation bilingue, cet article présente un modeéle théorique
(pr?) qui aborde cinq dimensions impliquées dans une approche juste, équitable
et une éducation inclusive: technologique, sociale, linguistique, de contenue et
pédagogique. Nous explorons les opportunités pédagogiques D1 lorsque toutes les
instructions deviennent entiérement en ligne, mettant en évidence les pratiques et
les implémentations fiables qui devraient améliorer ['enseignement dans les salles
de classe di inclusives une fois la phase 4 distance a terminée. Nous analysons
comment les programmes de préparation des enseignants bilingues devraient
revoir leurs cadres, le contenu des cours et les outils d’évaluation.

Mots clés: double immersion ; instruction digitale ; inclusion dans la salle
de classe ; formation des enseignants ; COVID-19; enseignement primaire et
secondaire ; apprentissage a distance.
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Introduction: Dual Immersion Equity
Beyond Remote Learning

The global pandemic that struck the world in the
spring of 2020 has changed the landscape of
education as we knew it. In a time when a large
number of school districts in the United States
transitioned to remote learning, its reverberation
appears to be broad and complex for all stakehold-
ers. The educational response to the pandemics
has been diverse all across the United States, but
public safety and health principles have been
put at the forefront. According to the California
Department of Education (CDE) directives for
school reopening, more than 90% of the students
continued in the distance learning modality as
of February 2021 (cpE, 2020), although the
California Department of Public Health (cDPH)
stated that “schools throughout the state are cur-
rently in various stages of instruction including
distance learning, in-person learning, and hybrid
instruction based on local conditions” (cDPH,
2021, p. 1). From the very beginning, administra-
tors and teachers scrambled to balance the risks
of feasible K-12 instructional models amidst the
worst pandemic of the century, revisiting the edu-
cational principles and practices that defined the
very foundations of the school system. Analogously,
students and parents struggled with the lack of sup-
port systems that a physical school provides beyond
the design, implementation, and supervision of
learning instruction such as nutrition services,
childcare, social, and emotional needs. Further
concerns regarding technology access, equitable
learning environments, academic progress, or the
socio-emotional costs have arisen.

The first response to the wave of school closures
was to default to some sort of distance learning.
Many states, California being one of them, have
kept this option as the most prevalent, adjusting
to the needs while navigating the surge of infec-
tions. While there is no agreement yet on how to
call this type of (often improvised) instruction
(Fisher et al., 2020), in this article, we will use

the term “remote digital instruction™ (Hassel &

Hassel, 2012; Lester & King, 2009). We opted for
the more inclusive concept of Digital Instruction
(as opposed to analog instruction), which has a
less negative bias than other similar concepts such
as online instruction. We may use “online instruc-
tion” when embedded in the literature cited. Both
forms of instruction are enabled by technology
and might be included within the realm of dis-
tance learning, which is a more comprehensive
concept that includes all instruction not delivered
face to face. Distance learning has a long history
that goes back to the first mail courses created in the
19th century and has become progressively medi-
ated by the incorporation of new technologies.
Other related concepts exist: web-based learning,
e-learning, blended or hybrid learning, virtual
learning, cyber-learning, etc. With the outbreak of
the pandemic, denominations such as emergency
or temporary remote learning, online learning, or
distance learning have been used interchangeably.

Moving all learning operations from the tradi-
tional brick and mortar schools to the digital
realm has produced a whole gamut of outcomes,
some closer than others to the ideal virtual class
-a group of students in cyberspace, as opposed to a
classroom as a physical space-. As an ideal concept,
it is understood as the interaction of teachers and
students applying knowledge to problems utterly
mediated by telecommunications and computers
in the virtual space ( Tiffin & Rajasingham, 1995).
Although the closest reference for these outcomes
was online education, the instruction during the
initial remote digital instruction phase was a reac-
tion to a dire necessity more than well-designed,
digitally oriented instruction. As remote digital
instruction settled and became, for many school
districts, the widespread option for the fall of the
new school year, a revision of its potentialities
and challenges as pertaining to dual immersion
becomes essential. Certainly, as a type of distance
education, K-12 online instruction has endured
a dubious reputation; with a somber history
since its inception in 1996 (Ferdig et al., 2009).
Online instruction was previously reserved to
solve aspects such as the lack of remedial courses,
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alternative student placement, crowded schools,
or shortage of qualified teachers (Cavanaugh et
al., 2009). Nonetheless, in this new reality, online
instruction has emerged as the most feasible form
to facilitate instruction. Although in education
nothing compares yet to non-remote, face-to-face
human interaction between teachers and students
(Paechter & Maier, 2010), technology-mediated
instruction was increasingly present in the phys-
ical classrooms before the pandemic. According
to Blake (2013), this type of instruction pro-
moted a shift in the instructional paradigms, from
teacher-centered to student-centered learning. At
the same time, concerns about equity and learn-
ing outcomes have been raised during the remote

learning phase (Chandra et al., 2020).

Since Dual Immersion (DI) programs were con-
ceived with equity as their core (Cervantes-Soon
et al., 2017), as dual immersion researchers and
practitioners, we wanted to explore if the ben-
efits of bilingual education can somehow be
transferred equitably on to online learning and
be maintained even after the emergency remote
phase ceases to exist. The increasing digitalization
of K-12 instruction has undeniable potentialities
and benefits to enhance the already well-knit DI
communities that can be transferred into post-
pandemic phases. There is a consensus that,
despite its potentialities, online classes cannot
supplant face-to-face instruction just yet (Su &
Foulger, 2019). But can the challenges of online
instruction at least be buffered through best prac-
tices in a way that ensures the essential objectives
of dual immersion? As practitioners and schol-
ars in the field of bilingual education in Southern
California, we are enthusiastic about the oppor-
tunities of the digitalization of learning as well as
concerned with the practical assertions in biliteracy
developmentand the instruction of world languages.

The Five Dimensions of Just, Equitable,
and Inclusive Education

The next sections present an exploratory analy-
sis from five dimensions —technological, content,

social, linguistic, and pedagogical- filtered by the
sieve of equity. Then, we introduce a theoretical
model called Dual Immersion Digital Instruction
(D1?), pondering its implications in language arts and
content instruction in the target language, as well as
teacher preparation for dual immersion programs.

Technological, Content Instruction,
and Social Dimensions

The technology dimension epitomizes a long-stand-
ing myth in education that technology alone would
enhance learning (Goodchild & Speed, 2019, as
cited in Komoski, 1969) which coexisted with the
19% century luddite fear that machinery would
dehumanize and harm our society. We have wit-
nessed this same dialog during the emergency
remote phase; educational institutions touted
that technology-mediated instruction would save
the day during the pandemic while others quickly
announced the failure of this type of instruction.
The reality lies closer to technology being a tool,
a powerful one when combined with well-pre-
pared teachers, quality materials, and engaging
learning spaces a necessary cog in the wheel of
quality education in the 21* century. Equity con-
cerns due to the digital divide have been at the
forefront during remote learning (Chandra et
al.,, 2020), where instruction is mediated by tech-
nology, limiting the scope, access, added services,
and the effectiveness that analog schooling pro-
vides. Distance learning can also produce social
and emotional deprivation and can limit engage-

ment (Dorn et al., 2020; Schwartzman, 2020)

Early reports on remote distance learning have
pointed to inequalities in accessing technology and
content that widens the digital divide and wors-
ens the achievement gap (Chandra et al,, 2020).
Minorities and deprived groups have a bigger bur-
den when instruction becomes fully online and
may have long lasting effects afterwards (Dorn et al.,
2020). These authors argue that low-income, black,
and Hispanic students are exposed to higher contin-
gencies, at risk of a higher learning loss. From this
perspective, it seems that distance learning acts as an
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amplifier of previous problems. Furthermore, physi-
cal access to technology is not the only obstacle for
certain students and families. Research has pointed
out a second and third level to digital divides in
terms of types of use of different higher thinking
skills, and quality outcomes of educational technol-
ogy in students with the same digital skills (Scheerder
et al,, 2017). Precisely, the uneven outcomes of digi-
tal instruction have led California legislators to create
new legislation, such as the Education finance edu-
cation omnibus budget trailer bill (cr1, 2020), to
guarantee technology access as well as some sort of
daily live instruction during the pandemic’s remote
phase. These and other considerations convey an extra
layer when applied to DI programs, where the delivery
of content in the target language alone will not suffice.

In general terms, one can argue that technology
enhancesall levels of instruction and all types of con-
tent when used wisely, a tendency thatalso benefited
DI programs. Due to its singularities (Solsona-Puig,
2019), DI programs may present added challenges
in translating equitable and inclusive practices into
remote digital learning: access and digital literacy
of technological tools; the role of students, parents,
and teachers; and digital professional development
for docents. Along with unequal access to infor-
mation and communication technologies (ICT) in
underprivileged groups, digital instruction requires
a more active and mature learner profile (Blake,
2013), positioning the student at the center of its
learning process (Rice, 2012). In the family sphere,
stay-at-home and digitally literate parents may bet-
ter facilitate this transition to digital instruction.
Conversely, the assumption that technologically
savvy students are better learners has been often
challenged (Kolikant, 2010; Neumann, 2016), cit-
ing aspects such as information illiteracy, shortened
attention span, inferior writing skills, predominance
of visual over reading information, and technology
being a distraction as major pitfalls. Students are
not exempt of these technology shortcomings in
the 21* century despite K-12 students being labeled
as “digital natives, and most of their parents and

teachers “digital immigrants” (Prensky, 2001).

Interestingly, technology may not always be closing
the digital divide for all but deepening the chasm in
equity, affectingall three educational spheres; family,
school (teachers, students) and community (Epstein
et al., 2009). In their qualitative study on technol-
ogy access in California high schools, Warschauer et
al. (2004) noted that despite having access to similar
computer-student ratios, their respective uses, per-
formance, and technology access differed between
high and low incomes students. The affectation on
low-income students was expanded in an ulterior
study of three one-on-one programs in California,
Alabama, and Colorado (Warschauer et al., 2014).
Apart from curtailing student engagement, which
we will address in the next section, it appears that
minority parents seem to be less involved or knowl-
edgeable of the school system than affluent families
(Machado-Casas et al., 2014).

In the school sphere, proficient teaching during
remote digital instruction implies a tech-savvy
instructor that masters student engagement
without face-to-face interaction (Archambault
& Kennedy, 2014; Hicks, 2011). Teachers are
not alien to technology pitfalls: resistance to
technology of docents is well documented in lit-
erature (Hicks, 2011; Howard, 2013 Tiffin &
Rajasingham, 1995), especially in veteran teachers
who comprise up to 40% of staff (Orlando, 2014).
Invariably, however, there is the need for proac-
tive teaching (Fisher et al., 2020). On top of the
aforementioned challenges, there is an increas-
ing tendency to digitalize content from print to
the virtual format that may forever change the
traditional way of teaching and learning: digital
literacies may require new strategies and instruc-
tional tools to tackle the content both from teachers

and students (Hodges & Matthews, 2020).

In the content dimension, teaching and learn-
ing academic content utilizing a world language
(sometimes referred as foreign language) is
what defines DI programs (CAL, 2021). Due to
its specificities, some types of content instruc-
tion delivered online have an easier instruction
delivery when compared to other subjects, being
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foreign languages (Oliver, 2012; Blake, 2013) and
mathematics (Oliver et al., 2010; Sugilar, 2020)
more difficult to be taught digitally, resulting
sometimes in lower student achievement.

[t appears that the transition to a remote digital
instruction in DI could potentially hinder the teach-
er’s immediate influence (Ray, 2009) on language
learning naturally occurring in face-to-face instruc-
tion, which is enhanced by social interaction (Blake,
2013), as well as the live rich interaction between
two groups of emergent bilinguals that defines Dual
Immersion (Palmer, 2009). Research on DI has fre-
quently stressed the fact that educators in these
programs bear an added weight in the attainment
of the objectives these programs pursue. DI teachers
must utilize an array of resources and strategies that
help facilitate content, language, and literacy acquisi-
tion in the target languages given the hue of linguistic
repertoires and learning stages of emergent bilin-
guals. These challenges might grow exponentially

when instruction cannot be face-to-face instruction.

However, to compensate for the shortcomings of
content delivery in digital instruction, technological
potentialities may come in handy. One possibility is
delivering individualized content through digital
means that allows student-paced learning. Once the
content is designed and delivered, the immersion
students can access it any time provided they have
adequate access to it. Pre-recorded lessons, webinars,
or other in-class resources are kept in the learning
environment to be retrieved as many times as nec-
essary, as opposed to live instruction, that is gone
when finished. Additionally, interactive content,
multiple media avenues (audio, video, etc.), and
open access to enriched content would enhance the
learning possibilities. Another option is to ensure
that virtual time and space is set up for immersion
students to interact (through break-out rooms, col-
laborative projects, chat or video rooms). There
are plenty of possibilities to virtually connect stu-
dents, schools, and families to enhance the content

through the social aspect of immersion programs.

The social dimension is especially important
since the students in a dual immersion program
rely on social interaction to improve their lan-
guage skills. Conversely, parent and community
involvement are a key component of the success
of these types of programs. Frequently, students
remain in these programs for many years, and
this helps create strong bonds among students,
parents, and teachers. Students value this long-
term relationship, which becomes a cultural and
linguistic investment regarded as positive (Bearse
& de Jong, 2008). Furthermore, parents create a
group of strong advocates for quality instruction
(Solsona-Puig, 2019). However, DI stakehold-
ers must be vigilant to counterbalance the often
referred as “domination of Anglo-white parents”
in these programs (Scanlan & Palmer, 2009;
Burns, 2017). Recreating these social interactions
digitally has been proven as challenging as neces-
sary. Feelings of isolation or disengagement should
be counterbalanced with virtual socialization
among students (like birthdays, scavenger hunts,
social breaks, etc.), flexibility, and meaningful
work (Pretti et al., 2020). Digital student-teacher
interaction other than instruction is also necessary in
order to maintain and enhance this social dimen-
sion. This can be achieved through virtual parties,
chat, check-in time before or after class, or other
alternative digital interactions.

In the intersection of the technological, content,
and social dimensions mentioned above, it seems
probable that teachers have a greater influence in
the physical classroom to compensate for the exist-
ing English cultural dominance (Scanlan & Palmer,
2009). This is especially true at the early stages of
DI programs, where teachers and peers are the main
language and cultural role-model for one another.
Language and literacy resources used as visual cues
(such as images posters, maps, realia, word walls,
etc.) or cultural references used as background lan-
guage are limited to a small two-dimensional screen.
Also, limited access to language variations in the class
(generally, students share less oral language in online
environments with their peers), difficulties in giving

immediate individual oral feedback, and the lack of
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student interaction to enhance peer learning might

hinder the language and social exchange.

Additionally, the lack of human face-to-face interac-
tion might hinder the well-knit DI social networks
that are an essential variable in the success of these
programs (Linholm-Leary, 2005). Another added
difficulty arises with the lack of ability to influence
the language settings in digital platforms; these
rarely allow the use of a language other than English.
During regular DI instruction, on the contrary,
instruction and communication (verbal, written or
visual) happen in the target language only. In face-
to-face instruction the teacher can better control,
expand, or compensate for target language pro-
duction. In this sense, during the remote digital
instruction the precise gauging of content delivery in
the target language by the DI teacher -balancing lan-
guage, culture and content- might be affected.

Equity Through the Linguistic Dimension

Digital teaching and learning of world lan-
guages is by no means a new educational practice.
Globalization, travel, and world trade, combined
with the need to learn asecond language, oftentimes
as working adults, have favored the development
of a broad variety of online language programs.
There are numerous methods, platforms, pro-
grams, and applications that, over the years, have
developed and implemented more, and improved,
virtual spaces and teaching strategies with increas-
ingly better outcomes in language teaching and
acquisition (Blake, 2013). Still, world language
is one of the disciplines that presents greater
challenges in digital learning (Oliver, 2012).
Moreover, it is important to remember that the DI
classroom requires a twofold focus: the need for
target language development and a strong empha-
sis on literacy development in that target language
(Babino & Stewart, 2017; Ray, 2009). It must also
keep its focus on culture maintenance and cul-
tural competence (Palmer, 2009). In that sense,
the challenges of digital teaching and learning of
world languages are combined with the challenges
that pertain to the language arts virtual classroom.

Student engagement is arguably one of the main
factors in language learning gains (Zilvinskis et al.,
2017). It is also one of the main challenges of the
digital classroom in any subject matter. In the DI
classroom, though, it is through student verbal par-
ticipation, oral and written, that the educator is able
to check for understanding, assess learning, and
adjust instruction for oral language development.
Speaking in the target language serves all those
functions, but it is also a goal in itself that hap-
pens mostly between teachers and students, and
less among peers (Ballinger & Lyster, 2011).
Encouraging verbal interaction among students
in the DI classroom and providing spaces for it is
as essential as challenging.

Dual immersion programs strive to achieve stu-
dent literacy as well as proficiency in all skills of
language: speaking, listening, reading, and writ-
ing. Of the four language skills, speaking in the
target language requires the strongest teacher
support (Potowski, 2004), consequently, it might
be the one suffering the most in digital instruc-
tion. Thus, getting emergent bilingual students to
use the target language in the classroom with
consistency should be at the heart of all efforts
in digital instruction. In a context of emergent
bilingualism, in which teacher and student ver-
bal input is an integral part of learning, student
participation and communication are paramount.
Communication with peers and teachers is both
an essential source of learning as well as one of
the most engaging elements in the DI classroom.
Thus, in order to meet the linguistic goals of DI,
teachers must focus on what is arguably the most
challenging aspect of digital teaching: student par-

ticipation and engagement in the target language.

Accordingly, educators must capitalize on the
situation and exploit digital learning to the best
of their ability as a tool for academic growth and
equity, both social and educational. The bright
side of digital instruction is that it can offer students
and teachers an array of possibilities for engage-
ment, linguistic growth, and cultural competence

(Blake, 2013; Hafner et al., 2015). The alteration

of non-verbal communication (Bailenson, 2021),
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context cues, or body language in the physical class-
room can be compensated with enhanced digital
DI instruction. Interactive voice and video appli-
cations, both synchronous and asynchronous, can
help teachers and students have a more comprehen-
sive understanding of the language iterations and
engage students in both productive and receptive
skills. Thus, the four domains of language (reading,
speaking, writing, and listening) can be combined
in project-based activities, or problem-based tasks
that mimic real life, using the target language both
as a tool and as a goal (Hampel, 2006.)

An almost infinite amount of real language sam-
ples (audio, video, text) is available, providing also
a broader variety of accents, lexis, and regional or
national linguistic variations that are paramount
to the inclusivity of the various cultural and lin-
guistic backgrounds in the classroom. Moreover,
the plethora of digital interactive applications
for language production (voice, video, etc.) and
instructional online games (iCivics, Minecraft,
Kahoot, Jeopardy, interactive maps, etc.) help stu-
dent engagement and enhance their productive

and receptive language skills (Chik, 2014).

Online production, whether verbal or written,
minimizes student affective filters and maximizes
flexible and relaxed synchronous and asynchro-
nouslanguage productionand studentinteractions
(Chametzky, 2013). Digital work offers students
the possibility of multiple oral attempts through
video and audio, self and peer correction, and edi-
tion. It is also a way to increase accountability for
daily language production for all students, who
will be able to produce language and participate at
their own time much more often than in the regu-
lar classroom setting (Evans, 2009). Analogously,
it also grants teachers a number of possibilities for
group, small group or individual modifications as
well as faster, more frequent and targeted assess-
ments and student self-assessments.

Finally, another important aspect in which digi-
tal instruction can serve as a device for equity is
that it enhances all students’ exposure to cultural

information (Evans, 2009) that expands their

immediate world experience and cultural capital. For
one, it opens the possibility of virtual world travel
that gives them access to experiences veiled for some
of the students: visits to museums and sites through-
out the world, access to art performances in the
target language, or ability to connect with people
from other countries with whom they can interact
in the target language. Language teachers need to
be aware of the equalizing opportunities that dig-
ital instruction has to offer given that it can help
reduce some effects of the socio-economic divide
that is, at times, present in the DI classroom.

Pedagogical Dimension: Preparing Teacher
Candidates for Just, Equitable, and Inclusive DI?

In the previous sections, we examined the oppor-
tunities and challenges from the technological,
linguistic, social, and content dimensions of devel-
opment and instruction of DI programs. Here, we
analyze how the shift to online teaching in Dual
Immersion classrooms could impact Bilingual
Teacher Preparation Programs (BTPP). Currently,
the focus of BTPPs is to enlighten the next gener-
ation of culturally and linguistically responsive
educators around four guiding principles: (a)
bilingualism and biliteracy, (b) academic achieve-
ment, (c) socio-cultural competence, and (d)
critical consciousness (Alfaro & Bartolome, 2017;

Cervantes-Soon et al., 2017; Howard et al., 2018).

Addingto these four pillars, teacher candidateslearn
how to embed technology in their lesson design,
implementation, and assessment. The integration
of technology is guided by the Common Core
State Standards Technology Skills (cDE, 2013).
These principles guide the design of courses that
include, nurture, and foster the candidate’s skills
in three major areas: language competency, meth-
odology, and culture. It could be argued that once
the bilingual teacher candidates have completed a
BTTP, they are ready to: (a) work with and learn
from students in face-to-face classrooms (Meidl
& Meidl, 2011), (b) use technology as a tool that
enhances their practices (Heitink et al., 2016), and
(c) prepare students for a global society where mul-
tilingualism and technology stand as two key pillars
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(Kelly-Holmes, 2019). Yet, with the new 100% dig-
ital learning reality, these sets of skills will need to be
adapted, modified, and enhanced in order to create a
just, equitable and inclusive digital learning environ-
ments for all DI students and families.

Moreover, BTPPs will have to redesign their struc-
ture to ensure candidates are equipped with the
tools for DI%. An additional challenge will be to
prepare candidates to effectively teach in the tar-
get language (i.e., Spanish, Vietnamese, Mandarin,
Khmer, Hmong) in online settings. Regardless of
the teaching and learning setting (online, hybrid,
face to face), the outcomes for DI programs have
not changed. Students must acquire high levels of
biliteracy across all the subject areas --mathemat-
ics, history, science-- and to become critical users

of languaging (Carpenter et al., 2015).

Before the pandemic, a large number of BTPP
in California programs offered these courses via
face-to-face. Traditional teaching is based in oral-
ity (Kern & Schultz, 2005), and teaching and
learning online still relies predominantly on the
use of voice, but many other communication ave-
nues have opened (chat, icons, smileys, etc.). In
that scenario, shifting teacher preparation from
face-to-face to online models brings exciting
opportunities to ensure just, equitable and inclu-
sive learning in teaching preparation programs.
One of the areas in which online learning could
enhance the array of opportunities for candidates
is the area of clinical work. Before the pandemic,
candidates completed their clinical work conduct-
ing in-person visits to Dual Immersion classrooms.
With this face-to-face possibility out of the map,
clinical work must turn virtual. In this virtual set
up, candidates may virtually visit and observe
Dual Immersion classrooms from any school
district across the state. Having more school
districts available is especially important for can-
didates who speak languages such as Vietnamese,
Mandarin, Korean, Khmer, and Hmong, among
others. The key factor in the effectiveness of this
virtual clinical work is to ensure that candidates

have access ro the same depl:h a,nd breadth than

the one obtained in face-to-face observations

(Caprano et al., 2010; Cliffe, 2017).

Another area where possibilities for teacher can-
didates could increase is the opportunities for
virtually conducted ethnographic research. As
part of their culture course, candidates have to
collect data from a neighborhood and/or com-
munity to further understand how cultures and
languages are constructed, used, and validated
by their inhabitants. The knowledge gained in
this exercise serves as the foundation for the
candidate’s cultural competence and critical con-
sciousness (Paris & Alim, 2017). The mandate of
virtually based practices may open spaces that oth-
erwise would be resistant to an in-person visit and
research. As underlined when talking of virtual
fieldwork, the key aspect would be to ensure that
research, observation, and learning are run within
a humanizing framework in which the researcher
and participants are open to share, question, and
expand their views

To conclude, BTPPs have an exciting opportu-
nity to expand how they have been preparing
candidates for the last five decades. The drive to
continue preparing culturally and linguistically
proficient educators will call for seeing technol-
ogy not as a mere tool to enhance teaching and
learning practices but to amplify and empower the
opportunities for all language learners to stretch
their linguistic repertoires. On the other hand, the
TPACK model (Archambault & Crippen, 2009)
presents itself as a concentric Venn diagram that
revolves around the knowledge application from
three dimensions: Technology, Pedagogy, and
Content. Both models can provide equitable edu-
cation, but as a means to close the opportunity
and achievement gap. It would also require teach-
ers to develop, implement, and assess practices
that guarantee all DI students develop high levels
of bilingualism and acquire subject area biliteracy.

Up to this point, we have examined the five dimen-
sions of just, equitable, and inclusive education in

Dual Immersion settings. We have also presented
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the need for Bilingual Teacher Preparation
Programs to review and transform their practices.
In the next section, we pose what we visualize as
a valid model for digital instruction moving for-
ward in the post-pandemic era.

Dual Immersion Digital Instruction (DI?):
A Theorical Model for Equity

Since its beginnings more than two decades ago,
the experience in online instruction mostly at the
college level (Fish & Wickersham, 2009) has not
produced yet a widely shared model of online dis-
tance learning. The attempts to define the types of
digital learning have encountered a wide array of
variations and constant innovations (Means et al.,
2014). Beyond the four online learning categories/
filters outlined by the authors (context, design fea-
tures, implementation and outcomes), we argue
that technology unequivocally determines this
type of instruction (Tiffin & Rajasingham, 1995).
Parallelly, there has been a process of digitalizing
(Pettersson, 2020) both content and instruction
that has affected the way knowledge is delivered and
the way teachers plan its delivery. Two models have
been recently applied when analyzing the digitali-
zation of instruction: the SAMR and TPACK models
(Puentedura, 2014). The sSAMR model defines four
evolving stages in the application of technology
and how its application enhances instruction:
Substitution, Augmentation, Modification and
Redefinition. Often conceived as a linear model,
can actually be seen as complementing the TPACK
model, and help together to better understand the
digitalization of instruction.

Nonetheless, when applied to DI, both models lack
a crucial perspective that lies at the core of these pro-
grams: equity (Genesee & Lindholm-Leary, 2007).
In Figure 1, we outlined our model for an equi-
table Dual Immersion Digital Instruction (with
five dimensions: technological, social, linguistic,
content, and pedagogical. Thus, each and every
interaction for DI” should be sieved by the prism of
equity, that projects its influence on the five dimen-
sions. Through the social dimension, DI programs
should consider the utterances and potentialities of

EQUITY

Technological

Dhual
Immersion
Digital
Instruction

.t\ T
\\""// Content
- .\././ Pedagogical

Figure 1 Five Dimensions of the Equitable Dual Im-

mersion Digital Instruction (DI?) model.

social interaction mediated by technology. Through
the linguistic dimension, DI programs intertwine
the cultural and socioeconomic, as well as the lan-
guage-related aspects of these types of programs
when turned into digital instruction. Our theoreti-
cal model, DI? provides a better answer to the unique
technological, pedagogical, and content challenges,
adding the linguistic and the social dimensions,
which are at the core of these programs.

The linguistic dimension is in itself both a goal and
a tool paramount to ensure quality instruction and
program success. The social dimension is also two-
fold. It supports the completion of the third pillar
of DI, the sociocultural competence (Howard et al.
2018) that is also embedded in the linguistic and
content dimensions. At the same time, and equally
important, the social environment in DI creates
the necessary support structure that helps validate
the individual and the community, promotes the
sense of belonging, enhances the connection with
the educational system and thus, the overall success
(Alanis & Rodriguez, 2008). It is well researched
that DI programs are more than mere second lan-
guage programs, since the language of instruction
comes inseparably coupled with the need to main-
tain and advocate for the often minoritized student
culture, and to challenge the raciolinguistic ideol-
ogies and coercive relations of power in an English
dominant environment (Cummins, 2017; Palmer,

2009; Scanlan & Palmer, 2009).To this end, we
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present a theoretical model (Figure 1) for just, equi-
table, and inclusive digital instruction.

Using this new model, practitioners can reflect on
educational best practices to digitally counteract
the irremediable loss that comes from lack of per-
son-to-person physical interaction. Furthermore,
they can impact online instruction may have on
the main foci of these programs: linguistic, cul-
tural, and educational equity. We also believe there
needs to be a reflection on the idea of building vir-
tual communities in a program that has long relied

on an active community building process (Alanis &
Rodriguez, 2008) that is mostly created around in-

person interaction.
Recommendations for DI? Practitioners

In this section, and using Table 1 as vehicle, we
summarize the most important recommenda-
tions for an equitable digital instruction in dual
immersion programs covered in this article. We
combined the four pillars of DI with the five
dimensions of the (D1*) model in Table 1.

Table 1 Summary of DI’ reccommendations

o’ dimensions/

ot pillars Technological Content Social Linguistic Pedagogical
Teachers, families,  Digitalize content. Increase Think of different Maximize flexible
and students need  This may not asynchronous instructional and relaxed language
to be proactive decrense its quality  access and engage strategies and tools,  production, as verhal
Bilingualism/ to enhance but enhances its families with under the light of or written digital
hiliteracy bilingualism and access by interactive  recorded meetings digital hiliteracies. production, minimizes
biliteracy. multimedia and or videoconferences the student affective

High academic
achievement

Cross-cultural
Competence

Critical
Consciousness

Consider the three
digital divides:
access, production
quality, and critical
thinking.

Compensate for
students (low-
income, Latinx,
Black) that may
suffer higger
inequalities

Teachers should
counteract digital
platforms’ English
dominance and
equalize the
“white-Anglo”
preponderance.

hiliteracy tools.

Plan for student-
paced content,
multiple access,
and enhanced
organization of
knowledge
Increase
opportunities for
virtually conducted
cultural exchange,
teacher collaboration,
or ethnographic
research.

Design lessons with a
culturally respectful,
multimodal approach
to narratives,
individualized and
interactive relation
with literary texts
and content.

and translation
applications.

Enable peer learning
and socializing
outside class time
through colluborative
virtual projects.

Gauge cultural and
linguistic bias by
designing social
events and content,
avoiding virtual
fatigue.

Create virtual
spaces for parent
and community
involvement and
participation.

Plan activities
balancing all skills of
the target language:
speaking, listening,
reading, and writing.

Compensate the

loss of non-verhal
communication,
context cues, or

body language in the
physical classroom
or cultural exposure
with enhanced digital
ol instruction

Utilize online real
language samples
(audio, video, text)

to promote o critical
view, more inclusive
of the various
cultural and linguistic
background

filter.

Prioritize digital
student engagement
and wellbeing without
overlooking academic
achievement.

Enhance digital
instruction to improve
equity by increasing
students’ exposure to
cultural information
that expands cultural
capital.

Intentionally and
strategically design
instruction that
compensates cultural
bias, limited non-
verbal communication
when teaching online
or hybrid.

MepeLLin, CoLomsia, VoL. 26 Issue 3 (Septemeer-Decemser, 2021), pp. 767-782, ISSN 0123-3432

www.udea.edu.co/ikala

177



778

fkala

Joroi SoLsona-Puig, Maria CappeviLA-GuTiERREZ AND FernANDO RoDRiguEz-VALLS

Conclusions

The DI? theoretical model embodies a transforma-
tive approach for critically enhancing instruction.
From a lens of an equitable, just, and inclusive
teaching and learning approach, the five dimen-
sions of the DI* model ensure a comprehensive
understanding of the DI classroom. Indeed, 1CT’s
have enhanced most aspects of our lives, includ-
ing education. Once this emergency remote
learning phase fades out, and if we take the poten-
tialities mentioned in previous sections, educators
will be left well-equipped with a hue of engaging,

inclusive and equitable enhanced digital practices.

However, thereisyetmuch tobedone. Opportunities
and challenges will be equally present in the months
and years to come. The models and strategies
designed, implemented, and to some extent assessed
during this pandemic stretch have been contextu-
alized within a sort of piloting mode. Teachers and
administrators working in Dual Immersion schools
adapted their practices to first survive, and later to
build the first layers of comprehensive, successful,
and inclusive digital instruction.

We are in a much better position now to learn
from past experiences. We must continue devel-
oping digital teaching and learning practices to
enhance the programs and platforms mediated
by technology with equity as the main lens. Using
and rephrasing the words of Bettina Love (2020),
digital teaching beyond survival should be “the
practice of working in solidarity with communi-
ties of color [in this context multilingual students
and families| drawing on the imagination, creativ-
ity, refusal, (re)membering, visionary thinking,
healing...” (p. 2). Now, it is time to continue
exploring, designing, implementing and evaluat-
ing new practices.

What is next is a process of growth for the DI com-
munity at large. Each participant will attain extra
layers of responsibility in the digital instruction
era. Among these charges, parents will have to con-
tinue to face the need to step in and become active

partners in supporting students and teachers in dig-
ital learning from the home. Students will have to
face the challenges of digital instruction and make
every effort to boost their focus and develop their
time management skills.

At the same time, they will enjoy the benefits of this
self-pacing, student centered, and highly engaging
learning system that might be better suited for their
needs and age. DI teachers will embody a language
role model and become reinforcers and safe-
guards of the linguistic, cultural, and educational
equity promoted in DI programs (Solsona-Puig,
Capdevila-Gutiérrez, Rodriguez-Valls, 2018).
They will also take the lead of developing all these
opportunities for parent involvement and student
engagement. Lastly, administrators will be faced
with the task to continue to create opportunities
for teacher professional development and family
digital literacy, as well as to support the potential
economic divide that could be affected by the

demands of digital instruction.

BTPPs must also review their practices to
strengthen their outcomes in order to offer ade-
quate preparation for the next generation of DI
teachers. New standards for teacher readiness
need to endorse the design and implementation
of technology mediated equitable practices. We
argue that the DI* model would greatly help in
guiding these efforts.

It is time for all of us to regain credibility as just,
equitable and inclusive multilingual educators. As

Heifetz and Linsky (2017) point out,

We never know how an intervention is received un-
less you listen over time. Therefore, just as critical as
the quality of your actions will be your ability to hold
steady in the aftermath in order to evaluate how to
move next. (p. 139)

The aftermath is here, thus, we have to continue
questioning ourselves to ensure Dual Immersion
programs remain and grow to meet the high
expectations students and families have when
they enter multilingual classrooms.
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