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1
Multiple Approaches to Literacies

in the Age of Mobility

Annika Norlund Shaswar and Jenny Rosén

Introduction

In contemporary times, the lives of many people are characterised by
mobility (Blommaert, 2010). This mobility implies physical movement
(categorised as both legal and illegal) as well as increased opportunities for
interaction across geographical borders, including the many possible ways
of engaging with literacies and different modes of texts (New London
Group, 1996). As argued by Canagarajah (2017) language is important
for mobility as our language repertoires become an important human
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capital but mobility has also changed our understandings of language
(p. 3) including literacy. Regarding the many possibilities of literacy, this
includes different media and linguistic resources that are used for audio,
video, and written interaction between family members, relatives, friends,
and strangers who are in different places in different countries. Those who
leave the places where they have lived most of their lives, in order to search
for somewhere to settle down temporarily or permanently, are affected by
the aforementioned aspects of mobility: physical migration and interac-
tion in different languages and modalities. De Fina et al. (2017) note that
‘[t]hese hanges and developments have deeply affected the ways people
use language to communicate in all contexts of life and indeed in all
countries, thus calling for a rethinking of the traditional concepts and
methodologies underlying the practice of sociocultural linguistics’ (p. vii).
The primary goal of this volume is to offer insights into questions

related to literacy practices and language learning of temporary and
permanent migrants in post-migration settlement. By applying different
theoretical and methodological perspectives on literacy and language
learning, the chapter authors explore the complex relations between lit-
eracy and mobility. Our aim is that the volume will contribute to a
widened integrated approach to literacies and mobility. The migrants
who are in focus are adolescents and adults. While most children have
the possibility to attend formal school in post-migration settlement,
adults and adolescents may be offered neither formal language learning
programmes nor other forms of education to support integration into the
new country. Moreover, adults and many adolescents are, despite their
previous experiences, expected to immediately use language and literacies
in many domains of their new country of settlement. The chapters in this
volume address the learning and use of literacies in both informal and
formal educational settings such as state-mandated schools, community
settings, and libraries. However, neither adults nor adolescents can be
seen as homogenous groups. The chapters address both temporary
migrants that travel voluntarily to study in a new country and more
permanent migrants who migrate due to war or other hardships. Hence,
relations between mobility and literacies include both spatial and tem-
poral dimensions.
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In this first chapter, we will introduce aspects of mobility and literacies
by drawing on the narrative of Rizgar, a man who migrated from the
Kurdish part of Iraq to Sweden. Rizgar was one of the participants in a
study by the first author (Norlund Shaswar, 2014), which researched the
literacy history and the present literacy practices of five adult Kurdish
migrants in Sweden. The participants were all learning Swedish as a
second language in the educational context of municipal adult education,
Swedish for immigrants (SFI).

Rizgar

Rizgar grew up with his mother, father, two sisters, and three brothers in a
city in the Iraqi part of Kurdistan. His father’s first language is Turkmenian,
but Rizgar only speaks and understands very little Turkmenian. The family
spoke the Kurdish dialect of Sorani mixed with many Arabic words and still
today, Rizgar uses many Arabic words when he speaks Kurdish.

During his years in school and at the university, Rizgar learned to read
both in Kurdish and in Arabic. During the Arabic lessons, he and his class-
mates read the Quran and Arabic poetry, learned Arabic grammar, and
practiced their reading skills. When Rizgar later started studying mechanics at
the Technical institute, the teaching was mainly in Arabic and English, but
Kurdish was also used during classes. He also studied English until he finished
his university education but says that he did not learn much of the language.
Rizgar worked in different types of jobs in several cities in Iraq. As a child,

he worked in a hair-dressing saloon. After he had graduated as an engi-
neering assistant, he first worked as a cabinetmaker, a driver, and with
purchases and sales. Later he worked as a mechanic at a factory and as a
supervisor in a fish farm where he wrote daily reports and orders when oil or
petrol was needed for the generator. After that, he was employed as a security
driver by foreign oil companies and seismic companies.
The first time Rizgar was employed as a security driver, he had limited

skills in English. However, he needed to use English to interact with his
colleagues and Rizgar had to learn the language while he was working. The
way he was learning differed a lot from how he had learned English at school.
At work, he always had one or two English-speaking individuals nearby with
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whom he talked, discussed, and quarrelled while they were working and he
says that after only six months he had learnt fluent English. Competence in
English meant a lot to Rizgar, since he knew that the company could offer
him a good job and good chances for the future.
After a while Rizgar started working as an assistant and then as an advisor

responsible for Health, Safety, and Environment (HSE) in different oil
companies and seismic companies. He was responsible for protecting the
health and safety of the employees and the environment of the workplace. In
interviews, he describes this work in detail. Before he started his employment,
he took part in an educational programme for one month where he was
taught by a Canadian man and Rizgar found reading and writing in English
a little bit difficult during this time. The reading and writing that Rizgar
performed in HSE work, including using Word and Excel on a computer,
were skills that he learned at work. He wrote and read texts in many different
genres, e.g. incident reports, daily security reports, and action plans. Rizgar
not only read, wrote, and spoke English, but also Arabic and Kurdish. His
language skills meant that he was able to interact both with, as he calls them,
‘the foreigners’, i.e. employees from other countries than Iraq, and ‘the locals’,
i.e. employees from the local area.
Rizgar’s living situation changed because two of his brothers became ill. He

had to choose between continuing to focus on his HSE work or helping his
brothers get health care abroad, in Sweden. He decided to leave Iraq and his
work as an HSE advisor. When the first author meets Rizgar, he lives in a
village in the north of Sweden. When he compares how much he writes today
to when he lived in Iraq, he says that he writes less now since he does not have
a job. Still, when he talks about his everyday life, it is clear that he reads and
writes a lot in English, for example when looking for a new apartment and
helping his two brothers who live in the same village. Rizgar also chats
digitally in English or Kurdish with his friends, using Latin orthography. He
also writes letters in English to one of his brothers who does not live in
Sweden. Rizgar uses his laptop for reading interesting international news. He
says that he gets a headache from reading things that don’t interest him but
not from reading things on the Internet that he wants to know about and
learn from.
Although Rizgar goes to the SFI programme to study Swedish and takes

part in the lessons, he is not interested in learning Swedish. He would like to

4 A. N. Shaswar and J. Rosén



work as an HSE again, and for that, he does not need Swedish but English.
If the teacher asks him a question, he answers, because he does not want to be
rude to her and tell her that he does not intend to learn. Going to school keeps
him occupied, so that he has something to do. Rizgar says that learning
languages is easy for him and if he could focus, the texts that the teacher has
given to him would be easy for him. The fact that he has not finished the SFI
educational programme quickly is due to his lack of interest, because he
cannot focus, and since he has had to spend so much time helping his brothers
and that the educational programme follows the same routine every day. He
explains that he has finished studying and does not have the energy to study
anymore, but now he has arrived in a new country and has to start from zero
all over again.
The narrative illustrates the complex and dynamic relations between

languages, literacies, mobility, identity, and migration in contemporary
societies. Rizgar’s linguistic repertoire includes Kurdish (Sorani), Arabic
and English and he uses both Arabic and Latin orthography. While he
learned Kurdish and some Arabic in his home, Arabic, especially in
reading and writing, was introduced in school. Although Rizgar also
studied English at school and at the university, it was at his workplace he
felt that he developed skills and became fluent in the language. In
Sweden, Rizgar uses Kurdish and English for digital communication
using a Latin orthography even though Sorani is usually written in a
modified Arabic writing system. He shows minor interest in learning
Swedish as he mainly interacts in English, for example with his brothers’
caregivers, and as he sees no need for Swedish for his profession.
Furthermore, the narrative also reveals the importance that access to and
practices of literacies had in different parts of Rizgar’s life and how this
affected his possibilities and identity. A multitude of literacy practices
were integrated with the activities he was involved in, particularly in his
work life. Thus, languages and orthographies are intertwined, con-
structing a complex and unique linguistic repertoire. From the per-
spective of a multilingual turn, Rizgar’s linguistic repertoire exemplifies
the need to problematise and rethink conceptions of languages and lit-
eracies as separate codes, as well as categories, such as first and second
languages (see for example de Fina et al., 2017; García & Kleifgen, 2020;
Otheguy et al., 2015). The question of literacies in regard to a
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multilingual turn will be further developed after introducing the two
main notions of this volume: mobility and literacies.

Mobility

Although mobility is not a new phenomenon, increased and rapid
globalisation has changed its character. While the main research interest
previously was in social mobility (vertical mobility) the focus has shifted
towards emphasising mobility in regard to time and space (horizontal
mobility) (Urry, 2000). In relation to the mobility of people, changes in
migration patterns have been observed by Vertovec (2007), who intro-
duced the notion of superdiversity. The concept has been used by scholars
in several fields, especially in sociolinguistics. Vertovec (2007) originally
used the concept to describe new movements of people in the British
context, reflecting an increasing number of countries of origin and with
different legal statuses and related conditions, divergent labour market
experiences, gender and age, patterns of spatial distribution, and mixed
local areas’ responses by service providers and residents (p. 1025).
Moreover, Vertovec (2019) suggests that the new migration patterns not
only combine these different characteristics but also that the combina-
tions produce new social hierarchies and statuses of stratification
(p. 126). Hence, superdiversity does not only refers to more diversity or
more ethnicity according to Vertovec (2019). The concept can, however,
be criticised for a Eurocentric perspective, since the complexities of
migration and mobility cannot be seen as new in relation to experiences
of the Global South. Moreover, the condition of superdiversity in the
European context needs to be presented in relation to growing global
inequality and polarisation (Kell, 2017).
In the field of sociolinguistics, Blommaert (2010) used the concept of

sociolinguistics of mobility to focus not on language-in-place but on
language-in-motion, with various spatiotemporal frames interacting with
one another, which he described as scales. In relation to questions of
power and inequality, access to, and control over, scales are unevenly
distributed, which becomes clear ‘when we consider typical resources for
access to higher (i.e. non-local and non-situationally specific) scales such
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as a sophisticated standard language variety or advanced multimodal and
multilingual literacy skills’ (p. 5). Similarly, Blackledge and Creese
(2017) argue that understanding mobility is essential to understanding
social life in the twenty-first century and that the understanding of
mobility involves the movement of linguistic and other semiotic
resources in time and space. However, as noted by Blommaert (2010),
the migration or movement of people is never about movement across
empty spaces. Thus, the spaces are always the space of someone else and
therefore filled with norms and conceptions about what counts as normal
language use (including literacies) and what does not. In relation to
Rizgar’s story, the knowledge of English that in Iraq had been essential in
his profession did not generate opportunities for employment in Sweden
but positioned him as a language broker between his two brothers and
the caregivers. Thus, English rather than Swedish, has become essential
for Rizgar’s settlement in Sweden. On the other hand, oral and literacy
practices in English were crucial for his identity as a global citizen who
had no need of learning Swedish, because he did not plan on settling
there permanently. Mobility from a sociolinguistic point of view ‘is
therefore a trajectory through different stratified, controlled and moni-
tored spaces in which language ‘gives you away’. Big and small differences
in language use locate the speaker in particular indexical and ascriptive
categories (related to identity and role)’ (Blommaert, 2010, p. 6).
In regard to globalisation, already in the 1990s, Appadurai (1996)

highlighted the cultural dimensions of the phenomena, suggesting that
‘electronic mediation and mass migration mark the world of the present
not as technically new forces but as ones that seem to impel (and
sometimes compel) the work of imagination’ (p. 4). Thus, the imagi-
nation of mobility in terms of migration to new places has become part
of many people’s everyday life. Moreover, the increased mobility and
changes in societies also change how we make sense of the world and the
way we understand society (Adey, 2017, p. 7). These changes also affect
our literacy practices and in the coming section we will zoom in on the
notion of literacies.
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Literacies

In the beginning of the 1980s, research on literacy took a new direction,
in reaction to the dominance of a psycholinguistic perspective. The focus
had mainly been set on cognitive processes of the individual reader and
writer and on the development and assessment of literacy skills in edu-
cational contexts (Baynham & Prinsloo, 2009; Street, 2003). In reaction
to this, many scholars turned their interest towards peoples’ ways of
engaging with literacy in various contexts in their everyday life. These
scholars became part of the transdisciplinary research field known as New
Literacy Studies (NLS). Research in NLS can be described as made up of
three generations (Baynham, 2004, p. 285; Baynham & Prinsloo, 2009,
p. 1; Prinsloo & Baynham, 2008, p. 4). The studies conducted by the
first generation comprise, among others, Scribner and Cole (1981),
Scollon and Scollon (1981), Heath (1983) and Street (1984). Here,
theoretical perspectives and foundational concepts were formulated, for
example by Scribner and Cole (1981), who performed a study on
reading, writing, culture, and cognition among the Vai in Liberia. In this
study, they researched cognitive skills connected to different types of
reading and writing. Scribner and Cole found that literacy skills to a high
degree vary along with those social practices into which they are inte-
grated. This finding was fundamental as it contradicted the perception of
a general connection between literacy skills per se and specific cognitive
effects (Scribner & Cole, 1981, p. 132 f). Thus, Scribner and Cole had
an important role in the development of the concept practice, which they
defined as ‘a recurrent, goal-directed sequence of activities, using a par-
ticular technology and particular systems of knowledge’ (Scribner &
Cole, 1981, p. 236). This concept has, since the 1980s, been of central
importance to a sociocultural approach on literacy.
In relation to the concept or literacy practice, Heath (1982, 1983), in

her research, focused on literacy events. She outlined them as ‘occasions in
which written language is integral to the nature of participants’ inter-
actions and their interpretive processes and strategies’ (Heath, 1982,
p. 50). She also depicted situated ‘ways of knowing’ in the literacies that
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children meet in their everyday life outside of school as critical to their
school results.
Like Heath, Street (1984, 2003) problematised the view on literacy in

for example schooling and development programmes. Street was critical
of what he referred to as the autonomous model of literacy, that is, the
understanding that literacy is made up of skills that are not dependent on
the contexts where they are learned and used. He formulated an ideo-
logical model for the understanding of literacy. In this model, literacy is
understood as always contextualised, entailing that it is learned and used
in specific ways depending on the political, social, and cultural patterns
of the setting. This understanding implies that there are multiple litera-
cies, some dominant, supported by powerful social institutions, and some
marginalised or resistant (Kell, 2017, p. 415; Street, 2001, p. 1).
Second generation NLS studies developed the theoretical frameworks

and concepts in empirical, often ethnographic, studies. Literacies were
researched from a social practice perspective, by, among others, Barton and
Hamilton (1998). The focus was set on everyday practices in which people
engaged in contexts outside of educational domains. Barton and
Hamilton understood empirically observable literacy events, situated in
specific contexts, as part of literacy practices and found that in these
events, oral and written language were almost always intertwined.
In third generation studies in the NLS, critiques that have been

directed to the research field from two angles have met in empirical
works where the theoretical understandings are problematised in different
ways (Baynham & Prinsloo, 2009, p. 1). This will be outlined below. As
a first strand of critique, and of great importance to research on literacies
in relation to mobility, it has been argued (Brandt & Clinton, 2002;
Collins & Blot, 2003) that researchers in the NLS paradigm have
exaggerated the impact that local contexts have on literacy practices,
while material prerequisites are not given enough attention. Brandt and
Clinton write that ‘if reading and writing are means by which people
reach – and are reached by – other contexts, then more is going on locally
than just local practice’ (Brandt & Clinton, 2002, p. 338). According to
Brandt and Clinton, this results in an insufficient theorisation of the
possibilities of literacy travelling between different settings and being
integrated into and remaining outside of the settings where it has
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originated. Based on the work of Latour, they describe literacy and
artefacts used in literacy as actors. They want to bridge the two opposite
understandings of literacy as on the one hand a decontextualised skill,
and on the other hand, as having originated in local contexts, and they
argue that neither of these understandings is true. In Kell’s (2017,
p. 414) words: ‘how do we account for textual practices which are both
situated/contextualised and distributed/transcontextual?’ Following the
critique formulated by Brandt and Clinton (2002), a number of explo-
rations have been made where researchers, to a larger extent, focus on
modalities, media, and artefacts such as technologies and texts (Kell,
2017; Pahl & Rowsell, 2010).
A way of coming to terms with the dilemma of understanding literacy

as both situated and mobile has been suggested by Ivanič (2009). She
suggests that a more nuanced definition of literacy practice would be
helpful. Presently, literacy practice is on the one hand used to refer to all
reading and writing in relation to an activity (e.g. all the reading and
writing conducted when paying bills or searching for a job). On the other
hand the concept is used for referring to specific literacy processes on a
micro level (or micro practices) performed when participating in that
activity (for example scanning through a text, taking notes or drawing a
mind map). From an Actor-Network perspective, Ivanič, quoting Star
and Griesemer (1989, p. 393), points out that literacy practices have the
potential to function as boundary objects, objects that are:

[p]lastic enough to adapt to local needs and the constraints of the several
parties employing them, yet robust enough to maintain a common
identity across sites. … They have different meanings in different social
worlds but their structure is common enough to more than one world to
make them recognizable, a means of translation. The creation and
maintenance of boundary objects is a key process in developing and
maintaining coherence across intersecting social worlds. (Ivanič, 2009,
p. 111)

Ivanič argues that literacy practices in comprehensive understanding are
not plastic enough and the domains of everyday life and formal education
are too dissimilar for literacy practices to travel across the contexts.

10 A. N. Shaswar and J. Rosén



They are too closely connected to the domain where they take place and
will therefore change when people take part in them in a different
domain. For example, the literacy practice of reading a newspaper is
something very different when it takes place by the kitchen table at home
compared to when it is takes place in a classroom. At home, the reader
can decide for themselves what to read in the newspaper, and how to
read, depending on their interests and needs. When a student reads the
newspaper in a classroom, the teacher, as a part of their role within the
school as an institution, will decide the purpose of the activity, and
the overarching purpose will be learning in order to assess the students’
skills and knowledge. However, literacy practices in the more restricted
sense, micro practices, can be a factor which is meaningful to several
domains and therefore are mobile and can cross the borders between
them, according to Ivanič (2009, p. 117). For example, some micro
practices from the everyday life of adult migrants can be built upon in the
classroom domain where they are learning the dominant language of
their new country (Norlund Shaswar, 2012, 2014).
The second strand of critique directed to NLS, entails how the impact

of power needs to be brought more to the fore than has been done in
previous studies within the field. Collins and Blot (2003) argued that the
ethnographic methodology which was prevalent in NLS research was
valuable in the sense that it contributed an understanding of diversity
and variation of literacy practices, but did not explore the endurance of
literacy’s role in reproducing inequality (Kell, 2017, p. 415).
New in New Literacy Studies (NLS) refers to the fact that the emergent

research field constituted an alternative to a psycholinguistic paradigm
(Lankshear & Knobel, 2006, p. 24; Norlund Shaswar, 2014, p. 16). The
two research fields can be described as separated by a divide in the sense
that many researchers either direct their studies towards connections
between literacy and cognition, or towards the links between literacy,
ideologies, and social practices (Karlsson, 2011). If we look at Rizgar’s
narrative, a psycholinguistic paradigm entails a focus on his reading and
writing proficiency and skills. A social practices perspective implies an
exploration of the literacy practices he engages in, for example within
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settings of the home and with friends and how he identifies in relation to
the literacy events he takes part in, which attitudes he had to different
genres that he learns to consume and produce, etc.
However, there are also researchers who apply a widened perspective

on literacies, which includes a psycholinguistic as well as a social practices
or critical literacy perspective (see for example Alatalo & Johansson,
2019; Chen et al., 2012). This results in an integrative approach where
complex literacy practices are understood both in terms of skills which
people develop, and in terms of practices in which they participate. We
argue that such a widened perspective is in line with the sociolinguistics
of globalisation, and also with Gee’s (2001) sociocognitive perspective on
reading that ‘integrates work on cognition, language, social interaction,
society and culture’ (Gee, 2001, p. 714). A similar integration in the field
of second language learning has been made by Cummins (2000). In the
same way, Alatalo and Johansson (2019) argue that writing and reading
are complex activities and in order to understand them, knowledge from
different research fields needs to be integrated. For example, research on
cognitive learning processes needs to be combined with studies on
learning in social interaction and in relation to students’ earlier experi-
ences. We argue that in order to research multilingual literacy practices in
contexts characterised by mobility, a widened integrated approach is
needed.

Literacy and the Multilingual Turn

The complexity and blending of language and literacies was previously
addressed in relation to Rizgars’ narrative. As part of the multilingual turn,
basic assumptions and norms in second language learning have been
questioned in favour of a shift towards a multilingual norm in research,
policy, and practice (see for example May, 2014). Several scholars have
problematised a monolingual bias and the striving for linguistic homo-
geneity, suggesting that the idea of language itself is founded in European
nationalism and colonialism (Gal, 2006; Makoni & Pennycook, 2007).
While ideas of language separation have dominated in both research on
bilingualism and second language learning as well as in education policy, a
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sequential view of bilingualism (including biliteracy), that suggests that
the first language has to be developed in order to develop literacy skills in
the second language, has dominated. Thus, in many educational pro-
grammes, skills in the first language were supported in order for students
to later achieve skills in the dominant second language. Bagga-Gupta et al.
(2019) identify disciplinary boundaries between bilingualism and second
language acquisition on the one hand and the field of literacy on the other
hand, arguing that since SLA scholars have traditionally focused on
learners and the learning of language (in terms of oral/written,
received/produced and often labelled in terms of a first, second, or foreign
language), this has not been the focus of literacy researchers.
An important contribution in bringing research in bilingualism and

literacies together was the continua of biliteracy model presented by
Nancy Hornberger, which highlights the conjunction between literacy
and bilingualism, focusing on the dimensions of development, context,
media, and content where biliteracy skills and practices develop
(Hornberger, 2003; Hornberger & Skilton Sylvester, 2000). As well as
other scholars such as Cummins (2000) and Martin-Jones and Jones
(2000), the model emphasises the potential for positive transfer across
literacies in relation to contextual social and political factors. The model
has later been developed by emphasising the transformation of power in
relation to mobility (Hornberger & Link, 2012; Hornberger &
Skilton-Sylvester, 2000). A dynamic view of language and a critique of
the notion of named languages have especially been developed through
the concept of translanguaging. As part of the multilingual turn,
translanguaging takes its point of departure from how individuals use and
live with and in language (García, 2009; Paulsrud et al., 2017). By
challenging traditional perceptions of languages as discrete, countable
entities, the notion of translanguaging includes the simultaneous use of
different kinds of linguistic forms, signs, and modalities (Otheguy et al.,
2015), with attention to how people make meaning and sense of their
multilingual world and for who they are in it through ‘multiple discursive
practices’ (García, 2009, p. 45).
García et al. (2006) suggest a pluriliteracy approach, which moves

beyond the continua of biliteracy presented by Hornberger, with its
different interrelated axes, by putting ‘an emphasis on literacy practices in
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sociocultural contexts, the hybridity of literacy practices afforded by new
technologies, and the increasing interrelationship of semiotic systems’
(p. 215). Like the NLS approach presented above, the approach of
pluriliteracy brings forward the social and cultural contexts in doing
literacy and the transfers between contexts. In regard to Rizgars’ narra-
tive, the concept of pluriliteracy can support an understanding of his
contemporary literacy practices where he moves between four named
languages and two alphabets that he also sometimes integrates in new
creative ways, such as when using Kurdish (Sorani) but with a Latin
orthography when chatting with friends digitally.
Moreover, the concept of pluriliteracy, founded in a dynamic view of

multilingualism, brings forward an understanding of individuals’ lin-
guistic repertoires as intertwined rather than separated into different
languages. García et al. (2006) argue that a pluriliteracies approach has
the potential to capture the sociolinguistic realities in the contemporary
world. Canagarajah (2013) uses the concept of translingual practices
(similar to translanguaging practices) to address an orientation that
moves beyond named languages and given meanings. He argues that
compared to the multilingual or plurilingual concepts that view com-
petence, including literacy skills, as tied to a specific language, the con-
cept of translingual enables a ‘consideration of communicative
competence as not restricted to predefined meanings of individual lan-
guages, but the ability to merge different language resources in situated
interactions for new meaning construction’ (2013, pp. 1–2).

Preview of Contributions in the Volume

The chapters in this volume explore relations between literacy and
mobility in different geographical settings. The authors share an interest
in the literacy practices of adult and adolescent migrants. Several chapters
investigate literacy practices in relation to formal education in the
majority language for adult migrants (Hall & Al Dhaif; Lundgren &
Rosén; Norlund Shaswar) and formal education for adolescents
(Dewilde; Wedin). Moreover, the chapters by Baquedano-López and

14 A. N. Shaswar and J. Rosén



Gong and Filimban et al. address literacy practices in educational settings
organised by volunteers or community centres.
Although the volume originates in the perspective of literacy as a social

practice embedded in relations of power, there is also a variation. In their
chapter, Baquedano-López and Gong develop a critical and de-colonial
perspective advancing the ‘notion of “spatial tense” to complicate how
literacy practices of diaspora highlight the sometimes compliant, and
sometimes insurgent, ways people reframe location, and the location of
knowledge in a diaspora and in the face of continued marginalisation’
(p. 26). The different examples presented in the chapter address the
importance of recognising indigenous knowledge (both ancestral and
present-day knowledge) and the different ways of seeing literacy that
connect students and families to language, cultural knowledge and
practices. The chapter also explores the importance of educators being
open to such alternative ways of seeing literacy and knowledge.
In relation to literacy and power, the chapters by Wedin, Lundgren,

and Rosén use the continua of biliteracy presented by Hornberger (1989,
2003) as the start for analysing literacy practices. Lundgren and Rosén
examine the emergence of a translanguaging pedagogy at one school for
municipal adult education in Swedish tuition for immigrants. Focusing
on the teachers at the school, the study describes a project working with a
novel parallel in two languages. The teachers expressed that the possi-
bility of moving between languages created a space in the classroom
where students could use their voice and agency to talk about their
experiences of migration and of settlement in Sweden. The chapter by
Wedin examines education for adolescents in Sweden. The aim of the
chapter is to investigate how diverse linguistic and multimodal resources
are used for writing in the subjects of Swedish as a second language
(SSL), social sciences, and natural sciences. The methodology comprises
linguistic and ethnographic perspectives and the data consists of class-
room observations and interviews with recently arrived students. The two
literacy practices dominating in the classrooms were first whole-class
instruction, also known as chalk-and-talk, and second, writing where
students worked with texts and produced written answers to questions.
Two types of writing were prevalent in these two practices: first, writing
following instruction and modelling, and second, so called
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show-you-know. The most prevalent strategies used by students com-
prised activities where students (1) searched for explanations and trans-
lations (2) copied texts and (3) shuttled between linguistic resources in
their search for ways of expressing themselves in Swedish. The study
shows that despite the available resources in terms of staff (teachers and
bilingual support) and digital tools (multilingual reading service,
instructional films), not much subject-specific writing took place in the
natural science and social science classrooms. Moreover, the study
problematises the introduction of multilingual practices in the classroom,
as these were invited but not valued as an asset for the future.
The writing of adolescents in a multilingual classroom is also explored

by Dewilde. In her chapter, she examines how a class of migrant students
and their two Norwegian teachers engage with language and orientation
for writing in a class for migrant students with little previous schooling
before migrating to Norway. The theoretical framework is Goffman’s
(1959) distinction between front region and back region. The study
shows that the students and teachers constructed opportunities and
barriers with regard to building on students’ minority resources, practices
and knowledge. Students drew on their larger linguistic repertoires and
biographies back stage, sometimes self-censoring and actively choosing
not to push minority resources to the front stage. Teachers sometimes
insisted on the usage of majority resources in the front region, at other
times allowing students to draw on their minority resources back stage
for meaning making. As a way forward, Dewilde turns to Meyrowitz’s
(1990) concept of middle region. Perceiving students’ usage of minority
resources as middle region behaviour, Dewilde suggests that they do not
intend to hide them from the teachers. Also, it may be easier for teachers
to allow and build on minority resources in the middle region as they
may feel freer from monolingual expectations than in the front region.
She concludes by arguing that ‘the middle region [thus] holds peda-
gogical potential for teachers and students to negotiate minority language
resources, practices and experiences and ultimately push them to the
front region of writing instruction’ (p. 257).
Pujol-Valls et al. investigate connections between literacy as practices

and literacy as skills in their explorations of the role played by psycho-
logical and socio-psychological factors in L2 literacy development of
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students who are temporarily abroad. The participants are five university
students from Catalonia who undertook a language teaching placement
abroad within the Erasmus+ programme. Pujol-Valls et al. aim to analyse
how the students self-report their second language written text production
before and after participating in the practicum abroad and the students’
written self-report on their second language literacy and professional
learning development. They also study personality traits manifested in the
students’ journal writing. The students reported that their second language
writing did not improve during their stay abroad. Neither did they relate to
their written text production in their second language when writing their
journals. However, they frequently described their stay abroad as impor-
tant to their professional learning. The personality traits most strongly
manifested were agreeableness, extraversion, and conscientiousness.
The chapters by Al-Dhaif et al., Filimban et al. and Norlund Shaswar

centre on language learning of adult migrants with little to no formal
education. A social and critical perspective is used by Al-Dhaif et al., as
their chapter focuses on the experiences of a 42-year-old Syrian refugee in
order to explore the relationship between her non-literacy in her first
language, Arabic, her investment in learning and becoming literate in a
second language, English, and the implications of this for her navigation
and negotiation of her identity/ies in the multiple domains of her life in
Britain. The chapter shows how the participant’s self-reported
non-literacy skills in Arabic in various ways (directly and/or indirectly)
had an impact on her sense of self and her (dis)investment in learning
English in and outside the ESOL classrooms.
Identity and investment are concepts in focus also in Norlund Shaswar’s

chapter where she studies how Noor and Muhammad, two married adult
second language learners of Swedish, engage in literacy practices as they
struggle for Muhammad to pass the theory part of the Swedish driving
test. They are learning Swedish at Swedish for immigrants (SFI). The
study focuses on how the participants narrate literacy practices for
passing the driving test and asks if these literacy practices are mobile in
the sense that second language learners with brief formal education can
draw upon them in their second language and basic literacy development
in the SFI context. Norlund Shaswar argues that some aspects of the
researched literacy practices could be mobilised into the participants’
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second language and literacy learning in SFI. Having a driving license is
central to Muhammad’s identity as an adult, and for that reason he is
prepared to invest time and effort in literacy practices for passing the
driving test. Such investment, Norlund Shaswar argues, can be mobilised
into a formal educational second lanugage learning context if learners
find that the literacy practices of the educational context resonate with
their identities outside of the classroom.
Questions of identity and agency are further addressed in the chapter

by Busic et al., who employ language biographies to explore how two
migrant women adapt to their new country of settlement and develop
high literacy and language competence in the new language. The two
women were forced to migrate from Bosnia during the Balkan wars of the
early 1990s and the chapter addresses questions of trauma in relation to
forced migration. The chapter focuses on agency expressed in
meta-agentive discourse through analysis of the language biographies of
the women based on interviews.
Filimban et al. explore a volunteer-based, student-run pleasure-reading

programme for adult migrants who lacked or had brief formal education.
The learners engaged mainly in co-reading and in some individual
reading. The programme aimed to support the learners in reading for
pleasure by providing them with fiction and an environment that would
inspire them to participate on a regular basis. The authors explored how
the learners engaged with the texts and how they benefited from this.
106 learners participated in total, and nine of them took part in a more
detailed study that explored the learners’ abilities (phonological aware-
ness, reading level, and morphosyntactic competence) and their
engagement with the books during the sessions. They found that the
majority of the nine learners found the books suitable in terms of level of
difficulty and enjoyed reading them. However, they also found that three
out of four learners, whose organic grammar was at a low level, found it
difficult to comprehend the texts they were reading. Still, most of the
nine participants said that they enjoyed reading the books and perceived
them as easy to comprehend. The authors conclude that the programme
was successful in producing a culture of pleasure reading in the sessions.
Finally, in the epilogue, Jonsson considers how an increased focus on

mobility influences the theoretical development of the term literacies. She
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argues that how the concept of literacies is understood has consequences
not only for what researchers focus on in studies about literacies, but also
for the pedagogical implications and possibilities that these studies can
offer. Reflections about how to unthink, rethink and reinvent literacies
in mobility are developed throughout the epilogue by discussing the
concept of language, the multilingual turn (May, 2014), literacies
as ‘translingual practice’ (Canagarajah, 2013) and various power aspects
in relation to literacies in mobility, e.g. issues of social inequality and
social justice. The chapter shows how translingual, translocal, multi-
modal, and embodied perspectives open up for new understandings of
literacies.
Although the interest in finding ways of looking at literacies from

multiple approaches is not at all new, and although this endeavour is
more important than ever in the age of mobility, there are still many
researchers who stay within the borders of one paradigm in their research
on literacy(ies). Literacies of adult migrants are complex, and in order to
understand them, many different ways of researching and conceptualis-
ing them, many angles to start out from and many different research
methods are needed. We hope and believe that the different perspectives
presented in the chapters in this book will contribute to such a devel-
opment of literacy research.
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2
Indigenous Mobilities in Diaspora.

Literacies of Spatial Tense

Patricia Baquedano-López and Nate Gong

Responding to the important call of this volume for a focus on the
literacies of adult and adolescent migrants, we discuss our research pro-
jects and professional work with two Indigenous, migrant, and diasporic
communities in California. We integrate a set of theoretical frameworks
advanced in the fields of Indigenous Studies and Anthropology to help us
understand how the broader context of Indigenous migration affords and
generates alternative literacy modalities beyond the normative cognitive
process of textual decoding and encoding. Our chapter is thus concerned
with understanding how the experience of relocation due to migration
and displacement shapes learning. We discuss examples of literacy
practices from our individual long-term ethnographic studies on the
education of students and the adults that support them from two dias-
poric communities: A community of Yucatec Maya students and their
parents at a K-5 school (a school for ages 6–11), and a group of ado-
lescents and their adult leaders from Oceania, primarily Tonga, who
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participate in extracurricular activities at a high school. We draw from the
work of anthropologist Elizabeth Povinelli (2011) in her book Economies
of Abandonment: Social Belonging and Endurance in Late Liberalism to
examine whether social belonging is possible in societies impacted by
processes of settler colonialism, that is, by the ongoing system of power
dynamics that oppress Indigenous and racialised people (Veracini, 2010;
Wolfe, 2006). We examine in particular Povinelli’s concept of ‘social
tense’ which explains how people, depending on their positions in
society, live lives marked or ‘tensed’ by historical and present-day events
that shape their experiences of social belonging or endurance. We
advance the parallel notion of ‘spatial tense’ to complicate how literacy
practices of diaspora highlight the sometimes compliant, and sometimes
insurgent, ways people reframe location, and the location of knowledge
in diaspora and in the face of continued marginalisation. Our joint
theoretical inquiry examines how alternative literacy modalities emerge in
diaspora to amplify temporal and spatial constraints and afford spaces for
literacy and language learning.
In the first section of the chapter, we briefly discuss Povinelli’s (2011)

work on social belonging, examining her concept of ‘social tense.’ We
discuss the relevance of Povinelli’s work to the field of education and
which we see as encompassing various levels of analysis, from the larger
historical and sociopolitical context to the situated practices of education
and literacy. We introduce and discuss our concept of spatial tense
arguing that Indigenous migrants who live in diaspora, by their very
multi-situated epistemic and physical locations, create and reinvent lit-
eracy practices that interrupt Western education models and their cog-
nitive cargo. In the second section we discuss selected examples from our
individual projects. We consider these examples helpful for complicating
the scope of literacy practices across spaces and temporalities. The first
examples are taken from the first author’s research and school-university
partnership and offer a view on language and literacies around
Indigenous culture revalorisation and multilingualism with a growing
community of Indigenous Maya students and families at Metropolitan
Elementary School (pseudonym1) in the San Francisco Unified School
District. The second set of examples is representative of the activities of a
group of youth and adults connected to Oceania, especially Tonga, who
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have created educational spaces within and on the periphery of the
Oakland Unified School District, a group with whom the second author
has been working for many years as a teacher and researcher. To further
clarify our approach, we each have carried out independent research
projects that investigate related questions of learning, literacy, and
belonging, and we draw from these individually designed projects to
provide support to our evolving and synergistic theorisation of literacy
practices of spatial tense. We conclude with a discussion of our main
points and pedagogical implications for social projects of belonging, in
Povinelli’s sense.

Overview of Related Literature

Re-articulations of Tense and Place

We draw and expand on theorisations of social belonging, and, in par-
ticular, the dynamics of social tense in late liberalism, a time when the
governance of markets and the management of difference are in crises.
Povinelli (2011) argues that it is in these times that Indigenous com-
munities and other minoritised groups become socially, discursively, and
temporally ‘tensed.’ That is, Indigenous people are framed as subjects of
past and ongoing oppressive economic and social systems (and we add,
including education), which deny them of a full life and humanity.
Cherokee and Thai scholar Maylei Blackwell’s (2015) discussion of
immigrant, transborder Indigenous women from Oaxaca, Mexico, living
in the U.S. is useful here to anchor Povinelli’s ideas. Working from the
broader area of Latinx2 and Native Studies, Blackwell reminds us, using
the case of Indigenous women who have had to leave their lands due to
increased economic precarities, that immigrants who face similar eco-
nomic and social conditions prior and in migration to the U.S. are
positioned differently along multiple intersectional oppressions of the
settler colonial state in terms of race, class, gender, indigeneity, and
migration (p. 140). These intersectional oppressions (differences) are
manifestations of the ways in which minoritised people are socially
tensed. This is important to note given the tendency to homogenise the
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process of ‘entry’ into the U.S. where the histories of migrant experience
become erased. This is the particular case for people arriving from Latin
America, including Indigenous people, who are automatically categorised
as Hispanic or Latinx, as well as Indigenous Pacific Islanders who have
commonly been racialised, classified, and invisibilised as ‘Asian.’ These
processes are also a manifestation of social tense, restricting the full
expression of experience to a simplified category. Yet, as Povinelli (2011)
notes, life experiences framed by such social tense dynamics exist in
dialectical relationship with the creation of ‘spaces of social belonging’ or
the practices, emotions, experiences, and locations generated to not only
cope with the exhaustion of oppressive social systems, but to also
reimagine futures.
We see these alternatives to social belonging helpful to explain how

Indigenous migrants embody, re-story, and remap ancestral knowledge
in diaspora. Writing about the experience of displacement and move-
ment of Native American populations, Seneca scholar Mishuana
Goeman (2008) urges us to shift our understanding of place as fixed or
merely geographical, and to instead reconceptualise it as a creative process
that turns space into action. This action, Goeman notes, includes
remembering and telling stories of survival, which we also understand as
fundamental to creating spaces of social belonging.

The Dynamics of Spatial Tense

Earlier we noted that the concept of spatial tense can be helpful for
understanding mobility in diaspora and the ways in which Indigenous
migrants, by their multi-situated epistemic and physical locations,
complicate the scope of literacy practices. We know from work on dis-
cursive practices of migration that deictic references mark the ideological
and physical, present and past (then/now), and proximal and distal
locations (here/there) (Baquedano-López, 2020; Zavella, 2011).
Reminiscent of examples of chronotopic ontologies and ways of being in
time in place (Bakhtin, 1981; Basso, 1984) a focus on spatial tense
affords an understanding of the ways migrants read and occupy graded
locations that are beyond the ‘here’ and ‘there,’ often in projection of
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other(ed) spaces of instability or belonging. That is, these discursive
processes also make possible, ideologically and pragmatically, forms of
endurance and potentiality amid the continued fight for both presence
and space under settler colonialism. In the cases we discuss in this
chapter, migration expands referential points and generates practices that
spatialise belonging across regional, transregional, and multiple
land/ocean locations across Mexico, Oceania, and California. Across
these communities, people experience the liminality of one’s presence in
migration in the posterior ‘already there’ and the anterior ‘not-quite-yet.’
Youth and adults from transnational Maya families at the elementary
school in San Francisco engage in discourses of multiple spatial and
temporal locations of belonging. As the discussion of the case of Pacific
Islander students will illustrate, an after-school programme in Oakland
re-embodies traditional movements and gestures of family, a correspon-
dence with kin both physically present as well as ancestrally. In both
contexts, we focus on specific ‘days’ (Day of the Dead and Polyday) that
signal cultural celebration on the surface, but with further examination,
they also demonstrate extended timelines of preparation, involvement,
communal process and resourcing and potentialities. In all these cases
youth and adults recall, create, and blend literacies across genealogy and
space. And while we are interested in recognising the points at which the
migrant subject is spatially tensed, we are also interested in articulating
the actualities and potentialities of knowledge production, and of dis-
courses and processes generated through an understanding of spatial
tense dynamics.

Moves Towards (Alter)Native Literacies

We posit that literacies of migration are mediated through both alter-
native and Native modalities beyond the normative cognitive process of
textual decoding and encoding preferred in school. We build on literacy
research of the past three decades that has suggested literacy as never fixed
and in constant flux as a situated social practice (see Bartlett et al., 2011
for a comprehensive review). Consistent with settler colonial processes,
Western presumption of alphanumeric literacy as evidence of
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‘civilisation’ has also been employed to re-order Indigenous and other
non-Western communicative practices in service of maintaining
Eurocentric views of learning (Heath, 1980; Street, 1995). Thus, liter-
acy, and what is defined as literacy, has been central in both
settler-colonial narratives and social control of migrant communities.
In service of resisting these legacies of colonial literacy ideologies, our

work is informed by extended and embodied notions of literacy acts
beyond Cartesian duality and emphasis on alphanumeric decoding and
encoding cognitions. That is, the (alter)Native literacies we are interested
in are contingent and mobile in that they are constituted by the
ever-changing circumstances of migratory communities as they read the
world through multiple epistemic lenses and languages simultaneously.
The first author’s earlier work in language socialisation, or processes of
cultural belonging and competence in communities through and to lan-
guage has explained how transnational multilingual families and com-
munities draw on and socialise multiple repertoires and resources to
negotiate new educational settings (Baquedano-López & Mangual
Figueroa, 2011). The second author’s ongoing work (Gong, 2020)
suggests that this contextuality also includes aspects of learning and
knowing such as embodied narratives that, while ancestral in origin, are
not necessarily stable in their transmission. However, similar to findings
from the first author’s language socialisation work, this instability does
not necessarily indicate disfluency or inauthenticity, but rather is an
aspect of Indigenous literacy as shaped by migration.
The richness of this view on literacies in mobility lies in the oppor-

tunity to examine how global processes manifest themselves in locally
situated practices; that is, how literacies might be actually traced or
recreated across time and space, and how we might find ways to render
them visible. In this respect, multimodality becomes an important lens to
understand the importance of non-linguistic modes of literacy and
knowledge production, which is not to say that even in more traditional
understandings of literacy as reading or writing lacked multimodality,
but that newer understandings of embodied literacies in the age of
mobility provide new affordances to the way knowledge, texts, land,
ocean, sounds, the body, movements are brought together to generate
new meanings. Importantly, as we are concerned with Indigenous
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mobility from Oceanic, bordered, and hemispheric standpoints, so too
we are compelled by the potentiality of decolonial embodied literacies
that can encompass gesture, movement and the centrality of the body.

Method and Approach

The examples of literacy practices that we analyse in this chapter to
illustrate the dynamics of spatial tense and literacy in mobility are taken
from our individual ethnographic projects in schools. We follow De
Genova and Ramos-Zayas’ (2003) comparative and collaborative method
of ethnographic analysis of two immigrant communities to discuss how
the perspectives of our case studies not only substantiate the need for
comparative analyses but also demand it (p. 22). Similarly, the com-
parative work of literacy and language scholars de los Ríos and Seltzer
(2017) reminds us that there is much to learn from a view that extends
into multiple case studies of language and literacy practices in schools.
Drawing from ethnographic observations and interviews from our two
individually designed projects, we discuss practices that illustrate how
participants in the two examples reappropriate literacies and mobilities
and enact and re-story experiences of spatial tense extending location and
Indigenous belonging across transregional land/ocean locations blending
literacies across genealogy and space. Rather than a strict comparative
analysis of literacy practices in the two cases, we discuss multiple
expressions of the same phenomenon to illustrate a theoretical point.

Ethical Considerations

Our involvement and commitment to the communities we write about
in this chapter are personal and professional as we each are connected
through familial ties to Indigenous communities in Yucatan and in
Oceania, and through our work as educators and researchers. The first
author grew up in Yucatan in a family from different racial and cultural
histories. When her grandparents migrated from various locations to the
capital city of Merida the possibility of multilingualism (Yucatec Maya,

2 Indigenous Mobilities in Diaspora. Literacies of Spatial Tense 31



Arabic, and other Indigenous languages from central Mexico) was lost
since Spanish became the only language of subsequent generations in her
family. The second author’s connection comes through his work with
Pacific Islander students in Oakland as a high school teacher and, while
not indigenous himself, is also informed by adjacent familial experiences
of settler-migration from Southern China and Europe, language trans-
formation and cultural assimilation. As descendants of settlers (and in the
first author’s case also from Indigenous peoples) we acknowledge the
complexity of doing ethical research alongside Indigenous peoples in
avoidance of a long history of colonial and extractive practices that has
traditionally guided and characterised the field.
We draw our ethical considerations from scholars such as Eve Tuck

(2009) who, along many others, has called for a cessation of ‘damage
centred research’ of Indigenous peoples and advocates instead for
thoughtful attention towards knowledge production, citation, and dis-
semination to avoid continued objectification and erasure of Indigenous
peoples’ knowledge, language, and bodies. In agreement with their call,
we have attempted to foreground the work of Indigenous scholars and
scholar-allies when informing the theoretical dimensions of our research.
We also have engaged in acts of strategic refusal, whereby we have been
judicious and attentive to what anecdotes, examples, stories and infor-
mation we convey at times refusing, for political or ethical reasons,
sharing what may further bring harm or damage to community and/or
reify existing hierarchies and tropes of Indigenous peoples. Our selection
of what to share in the section below ‘Illustrative Examples’ is informed
by community participants through ‘member checks’ along other col-
laborative and transparent protocols to ensure accuracy of our narratives
as well as centre well-being with our participants.3 Notably, we also avoid
certain academic journal writing conventions (such as conventional
conversation analysis) to not fragment, misrepresent, or distort the
knowledge communicated by community members. Again, we employ
these methods not to be opaque, but rather to acknowledge and address
the conventions and traditions of research of Indigenous peoples that
have replicated colonial forms of extraction and violence.
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Illustrative Examples

Metropolitan Elementary

Community Background

Indigenous communities in the Yucatan Peninsula have experienced
multiple forms of displacement, first through colonial domination from
Spain starting in the 15th Century and in modern days through national
and transnational agreements, such as the North American Free Trade
Agreement of the early 90s which has forced people to leave their
communities in search of work in the mass production of textiles for US
brands in rapidly urbanising centres throughout the Yucatan Peninsula.
Moreover, government policies allowing the selling of agricultural and
communal land managed by Indigenous people further created economic
precarities in addition to rendering Indigenous people landless and
unwilling subjects of globalised capitalism in the U.S.

The First author’s Research Project

Metropolitan Elementary School is the site of the research project led by
the first author (2013–2016). The school hosts a dual language
immersion programme in English and Spanish located in a Latinx
neighbourhood. Metropolitan Elementary has annual school enrolments
between 220 and 250 students where the majority population is
Hispanic or Latinx and English Language Learners. The research phase
of the project focused on ethnographically examining the academic
experiences of Indigenous students through ethnographic classroom
observations, questionnaires, and semi-structured interviews (students,
parents, teachers). The second phase centred on a university-school
partnership developed between the office of Ms. Glasman, the family
liaison who is Latina from Mexico, and the research team that has
organised school events and a series of family literacy workshops on
topics including migration and rights, multilingualism, health and
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well-being, sexuality, family conferences and the report card, transna-
tional identities, racism and discrimination.

Diasporic Rupture and Belonging

The experience of schooling for Indigenous students and for parents who
participate in family activities at Metropolitan Elementary brings both
challenges and opportunities. The negotiation of Indigenous identity is
always a complex process (in Mexico or in the U.S.) given the historical
conditions that Indigenous groups have had to endure after centuries of
colonisation and in their current locations facing cultural and linguistic
ruptures. Following the arguments outlined by Povinelli, even within the
school, Indigenous students and their families are tensed in terms of their
academic possibilities and trajectories, including linguistically given that
the language and literacy practices they have access to are limited to
English and Spanish. But multilingualism persists and it is, as discussed
widely in the language learning literature, inextricably tied to identity
and belonging. For example, for Annetta, a fifth grade student who is an
emergent trilingual youth learning to speak Maya is central to her sense
of belonging:

Annetta (Spanish) Translation (English)
Y me gusta de la maya es que cuando
lo hablas, es, sientes que estás más
conectados a tus familiares porque
yo soy nacida acá y mi mamá ahí en
México, so cuando escucha a la maya
siento que, que estoy más cerca con
mis familiares allá en México

And what I like about Maya is that
when you speak it, you feel more
connected to your family because I
am born here and my mother is from
there in Mexico, so when I hear
Maya I feel that I am closer with my
relatives there in Mexico

Consistent with the recent literature on affect as a social and as socially
mediating process, we follow linguist Mary Bucholtz and colleagues
(2018) when they define affect as ‘the simultaneously cognitive, per-
ceptual, and emotional experience of embodied encounter with the
material world’ (p. 3). Annetta expressed speaking and listening to her
home language as an embodied sense of belonging and closeness across
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dimensions of space. This embodied sense of belonging is further
amplified in the active engagement of Indigenous parents in school-wide
activities that open up spaces for experiencing and feeling (in Annetta’s
sense) Maya language and culture.
Like many schools in the country, under the mounting pressure to

develop programming that supports multiculturalism, Metropolitan
Elementary has a tightly packed calendar of activities around state
sanctioned cultural celebrations for students and their families. Two of
Metropolitan Elementary School’s events that draw a great deal of par-
ticipation from parents from Yucatan are Indigenous People’s Day and
the celebration of Day of the Dead which are often combined and
celebrated at the end of October. Indigenous People’s Day recognises
Indigenous’ experiences of genocide, forced resettlement, and survival.
Day of the Dead has origins variously rooted in Indigenous beliefs of life
and death and in the pan Catholic All Souls Day commemoration.
Through the week-long organisation of these events, Indigenous and
Latinx parents re-story spaces at the school and turn these school-wide
celebrations into learning opportunities that anticipate the potentiality of
spaces of otherwise (Povinelli, 2011; see also Filimban et al. this volume
for a discussion of university-led programming for immigrant parents/
adults supporting reading practices and literacies).

Embodied Approximations in Collective Activity

In an illustrative example taken from video recordings of preparations
over the span of three days for one such combined celebration, a group of
mothers, a few members of the UC Berkeley research team, and the
school’s parent liaison had been discussing plans which were to include
the preparation of tamales from Yucatan, a traditional dish made out of
dough patties filled with shredded chicken wrapped and cooked in
banana leaves. In the flow of talk, a list of the ingredients (Fig. 2.1) was
elicited by Ms. Yost, one of the Indigenous mothers from Yucatan who
sold home-made tamales in the neighbourhood. The list of ingredients,
jointly developed and written down by Ms. Glasman and a university
student researcher, indicated the approximate quantities were to yield
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150 tamales within a budget of $100 dollars. While the exact mathe-
matical approximations of the list are not the main analytical focus here
(or for the group preparing the list for that matter), we note that the list
provided an opportunity, as a literacy event, to learn collectively, not just
about quantity approximations, but also about the social practices asso-
ciated with the larger preparation activity that was taking place over the
span of two days.4

In the course of planning and preparing the elaborate dish transna-
tional references were made about particular ingredients, such as the
achiote or annatto paste used to simmer the chicken, which evoked
dialectal comparisons in pronunciation of the word which is originally
from Nahuatl (achiyotl, meaning ‘shiny seeds’) another Indigenous
language from Mexico. In all these activities, Yucatec Maya and Spanish
were spoken among the mothers as information was shared about the
best type of annatto paste and where to purchase it in the neighbourhood
indicating as well that products also ‘travel’ in migration illustrating how

Community Knowledge and Expertise 

• Collaborative sense -making  

• Use of dialectical variations for food items 
(achiote, ajiote)

• Multilingual practices  (English, Spanish, 
Nahuatl)

• Access to local information about where to 
purchase the best products

• Expertise about calculations and 
measurements

• Collaborative support for a parent’s food-
preparation business

Fig. 2.1 The list indicating the following items and costs: $5 chicken packets, $10
tomato sauce (30 tomatoes), $10 banana leaves, $30 corn dough 30 lbs, free lard,
$9 Ajiote (annatto), $2 onions (2), $ 4 blank, $2 blank. $100 (total to spend) (Photo
credit Patricia Baquedano-López)
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knowledge about these products circulate in social networks. Some of
these activities take place while children are in their classrooms, but it was
frequent to see them stop by and partake of the activities throughout the
preparations.
When it was time for the actual wrapping of the tamales, a smaller

group comprised of 3 mothers, the parent liaison, and two members of
the university research team (including the first author), moved to the
parent liaison’s office and on a portable table laid out with the necessary
food items, the filling and wrapping activity was set to begin (see
Fig. 2.2).
Working ‘al tanteo,’ roughly translated as measuring by touching and

trying out, Ms. Yost modelled how to spread the shredded chicken over a
corn dough patty on a banana leaf. This immediately prompted a
response and discussion on the right amount of filling to use. The group
expressed that the amount of filling placed on a patty by Ms. Yost was
excessive and the correction provided an opportunity to revisit their goals
(a yield of 150 tamales). This tactile literacy practice evoked the same
process of unspecificity used to develop the shopping list the day before
and offered opportunities for openness to approximate and try out
together, illustrating how expertise was negotiable. The objects of their
mutual attention and embodied practice (the food items placed before

Fig. 2.2 Ms. Yost adds sauce and spreads shredded chicken on the dough patty
(Photo credit Patricia Baquedano-López)
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them) and the women’s commentary on their task reframed individual
actions and modelled alternative literacies of measurement and balance
based on collective negotiation, expertise, and outcome expectations.

Spartan High’s Polyclub: The Movements
Have Meaning

Community Background

In correspondence with Indigenous migration from Yucatan, Indigenous
migration from Pacific Island homelands towards the metropolitan
centres around the Pacific Rim is part and parcel of ongoing colonisation
and displacement in Oceania. This process also coincides with similar
histories of Yucatan: European colonisers arrived in Oceania (renaming it
‘the Pacific Ocean’) in the early sixteenth century commencing an epoch
of invasion, Christian missionisation, and settler and franchise colonial-
ism. By the nineteenth century, formal possession of many Pacific Islands
by European state control was solidified only later to be transformed by
post-World War II policies of ‘decolonisation’ into various political and
economic dependency arrangements (Banivanua Mar, 2016). This is to
say that Pacific Islands have a multiplicity of colonial, political and
economic relationships with various American, European, South
American and Asian nation states (Hall, 2015). These relationships have
exacerbated Indigenous migration from Pacific Islands towards Pacific
Rim metropoles often precipitated by global capitalist market forces
(Mühlhäusler, 1996).
California has an increasing Pacific Islander migration and while there

have been moves to disaggregate ethnic data for Native Hawaiian and
Pacific Islanders from underneath an umbrella ‘Asian’ category since the
1990s, the complexity and nuances of multiple genealogical ties to
Indigenous peoples of the Pacific are difficult to calculate under current
U.S. census systems. A 2013 study calculated that Native Hawaiian and
Pacific Islanders (Chamorro, Fijian, Marshallese, Samoan, Tongan, and
Other Pacific Islanders) make up nearly 2.6% (National Commission on
Asian American and Pacific Islander Research in Education, 2013) of
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California’s population although these categorisations are conditioned by
dominant ideologies including race, blood quantum, nationality and
language that are not necessarily compatible with Oceanic definitions of
indigeneity (Kauanui, 2008).

The Second author’s Research Project

Oakland is an important place of Indigenous Oceanic migration, notably
from Tonga, which represents the largest Pacific Islander ethnic group
enrolled in Oakland Unified district schools. Although they represent
roughly 1.5% of the district’s total enrolment, the presence of Pacific
Islander students has impacted the cultural profile of schools, most
notably in the high visibility of extracurricular student-community run
‘Polyclubs’ that have existed for nearly three decades at various schools in
Oakland. These clubs receive no academic accreditation yet are impor-
tant hubs of Pacific Islander community that are organised around tra-
ditional and contemporary Oceanic dances from various island
communities but also function as linguistic and cultural safe spaces for
students and community members. These clubs’ activities are anchored
by annual school wide assemblies known as ‘Polyday’ and feature dance
and musical performances are often lauded by school officials and within
educational communicative discourse as evidence of multicultural vitality
and success. The oldest of these clubs is at Spartan High, a large and
comprehensive public high school, and often has a dedicated member-
ship of 30 to 40 students (a minority of whom are not Pacific Islanders
themselves) who run and design the programme with help and support of
alumni, family and other community culture keepers. Students spend up
to nearly 10–15 hours per week attending club functions, preparing for
and ultimately performing in Polyclub club events. Many students attest
to Polyclub as being one of the most significant aspects of their high
school experience, both in terms of creating community and in some
cases providing an education that was otherwise absent in Eurocentric
schooling.
In contrast to the high visibility and commendation of Polyclub,

dominant deficit narratives still surround Pacific Islander students.

2 Indigenous Mobilities in Diaspora. Literacies of Spatial Tense 39



A 2017 study conducted by the Oakland Unified School District iden-
tified Pacific Islander students as having the lowest literacy (meaning
English literacy) scores as well as having the highest rates of absenteeism
of any ethnic group in the district. Literacy in other languages is not
measured by the district indicating the hegemonic centrality of English
acquisition in local policy while also avoiding the complications of
measuring ‘literacy’ in some Oceanic languages which are orally com-
municated. Typical interventions have been enacted since the release of
the report, including early childhood literacy ‘interventions’ (distributing
English based texts to households) and implementing culturally com-
petent mentorship outreach programmes, which speak to colonial spatial
tensing. First, Indigenous migrants are being encouraged to move
towards immersion of both English literacy and its associated cultural
values with the stated goals college entrance and preparedness to enter
the global market, insinuating through omission that Indigenous lan-
guages and literacies have little to no place in these modern arenas.
Second, the onus of participating in an English dominated collegiate
system and economy is situated as the responsibility of Pacific Islander
students, families and community by way of being measured through
official systems as ‘disfluent’ and interventions that ask families to enact
their own remediation. These twin assumptions belie the profound
educative and anti-colonial potentiality of spaces like Polyclub, both in
the embodied literacies both learned and shared as well as translocality as
spaces that interconnect Pacific Islander students from Oakland with
Oceanic histories and places. Theorisations of ‘safety space’ (Lomawaima
& McCarty, 2010) also help to explain the colonial glossing of Polyclub:
Indigenous Oceanic peoples are free to express themselves in contained
and sanitised formats such as a multicultural exhibitions or extracurric-
ular activities but remain unequal to ‘official’ school literacies (like
English alphanumeric literacy) that receive academic accreditation and
attention. While other minoritised student groups may encounter similar
structures that promote ‘representation’ without altering Eurocentric
normativity, the obfuscation of Indigenous knowledge systems through
narrow conceptions of literacy fits into a longer and larger pattern of
colonial erasure and disorientation.
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Nearly every student who is a member of Spartan High’s Polyclub
describe being attracted to the club because of a profound lack of visi-
bility or understanding of ‘anything Polynesian’ in almost all other spaces
of the school—including curriculum and general discourse. The club is
officially situated in a similar way that many other ethnic or racial ori-
ented student organisations operates within school environments: they
are often student run, include a faculty sponsor, operate in an
after-school capacity and are meant generally as ‘affinity’ spaces. Polyclub
was formed as a de facto space for students to find ethnic communities in
ways that multiracial school communities based on Eurocentric cur-
riculum and educational modes is unable to provide. However, these
clubs have some of the most visibility during school sanctioned multi-
cultural events (such as Multicultural Week or Black History Month
celebrations) and often are involved in some degree of performance or
exhibition of ‘culture.’
Polyclub, the oldest of which is Spartan High’s, was formed in the

early 1990’s in this atmosphere of multiculturalism but also draws from
other roots. In Oakland, the largest Pacific Islander community is
Tongan and are almost universally members of either the Mormon
Church or Free Wesleyan (Methodist) church. These church affiliations
are significant in that Tongan dance is an important part of church
activity - for example a wedding dance tauʻolunga is often practised and
performed through church space and functions and youth described a
sort of travelling ‘Polyday’ via their churches where they were learned and
performed a variety of Tongan dance in church circuits. Importantly,
these dances are learned, adapted, created by and passed down through
family members—most often grandmothers, aunties, uncles and/or
parents teach the dances. Though also influenced by other
pan-Polynesian dance exhibition formats (such as Auckland’s Polyfest or
the offerings of the Polynesian Cultural Center in Hawaiʻi) Polyclub was
formed through movement and dance and performance as the basis of
club activity.
Central to the educative space is the role of punake, a Tongan term

that was described by participants as a community artist, musician and
choreographer who held the appropriate authority and trust from the
community to compose, teach and gift dances and songs. Held in high
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esteem, many of the Polyclub students remarked that a deep under-
standing of Tongan language (both spoken and poetic), dance, culture
and custom was required to create and teach Tongan dance. In short,
literacy that intersects movement, lyric and music are core elements of
this pedagogy that are mediated through narratives and recollections of
family, place, tradition and adaptation. While there have been attempts
to anthropologically categorise these dances, and there is certainly basis in
how bodily gestures interact with spoken or sung speech to signifying
specific meanings, here we are less concerned with pinning down specific
movements to meanings but rather the interest is in how this type of
pedagogy disrupts those very static systems of collection often imposed
by a Western academic stance.
Polyclub operates afterschool on a near daily basis, with dance prac-

tices being held in auditorium or lunchroom spaces after they have been
vacated for use by the general school population. The club has student
officers (carrying titles like ‘president’ in a semantic nod towards club
‘elections’) though it is commonly understood that the dance instructors
(adult Polyclub alumni) support both dance instruction as well as sup-
port and anoint future club leaders. The instructors of Spartan High’s
Polyclub are all American born and the children of a respected punake
and versed not only in Tongan dance forms but also a variety of other
dance forms from Oceania (including hula, haka, ʻoteʻa, meke, mau-
luʻulu, siva). While these forms may also be geospatially situated (and
sometimes described within Polyclub discourse in terms of dancing
‘Hawaiʻi’ or ‘Fijian’), these dance lineages have continually developed
across interconnected kinship lines and shared cultural diffusion that
exceed national (and sometimes colonially imposed) boundaries.
On one hand these dances travel through ancestral and kinship net-

works with a great emphasis on continuity and on the other, there is
room for students and their instructors to co- and recreate dances that
contour with their realities as diasporic Indigenous peoples. A prime
example is the incorporation of a haka into Polyday. One of the
instructors had spent time in Aotearoa (New Zealand) as part of his
Mormon church responsibilities and was hosted by a Maori family. In
turn, they gifted him with a haka which the instructor brought back to
Oakland and taught to the students—including the steps, movements
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and Maori language elements. In situating the haka into their Polyday
performance, the instructor with the students made a decision to inter-
mix this haka with other dance genres, particularly popular Black dance
styles prevalent in Oakland (backed by hip hop). The result was a per-
formance that referenced multiple dance texts simultaneously arranged
not through juxtaposition (i.e. binary of ‘traditional’ with ‘modern’ or
‘normal’ vs ‘exotic’) but rather as continuative extension of multiple
places at once.

Discussion

Through a focus on the analysis of ongoing literacy practices at the two
community sites discussed in this chapter, we examine complex processes
of belonging that are limited or afforded through literacies of spatial
tense. As we have been arguing in this chapter, literacy, and meanings
associated with literacy, have been central in settler-colonial narratives of
the civilised and the educated. Migrant communities, like the Indigenous
students and families we reference here, have experienced schools his-
torically and contemporaneously as spaces where academic literacies
privilege Western knowledge. In their efforts to connect to community
knowledge, they engage in the re-storying of place through the activities
they organise. In doing so, they create, in Povinelli’s sense, key spaces of
social belonging. We presented the case of a group of mothers who make
school-wide interventions by situating Indigenous diasporic knowledge
in school-wide programming. While beyond the scope of this chapter, we
note here that the embodied practices of the group of women planning a
school-wide event include collective thinking and talk is reminiscent of
what feminist philosopher María Lugones’ (2003) described as ‘tantear’
(feeling one’s way, to feel/touch and explore others’ inclinations, p. 1) in
coalition work in resistance work. In the example discussed here, the
group works within alternative paradigms of measurements, cooking
procedures, and even against normative locations for preparing meals.
The group’s goals extend meal preparation and advance the recuperation
and repositioning of Indigenous presence at the school. Further, the
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improvised food preparation location (an office at a school) afforded
opportunities for re-storying, seizing the affordances of spatially tensed
locations.
In the Polyclub example, a group of Tongan adolescents and their

teachers reclaim dance and song as a way to connect ideologically and
culturally with various points of Oceania, extending the meaning of
community and safe spaces (Lomawaima & McCarty, 2010) into the
potentiality of social belonging. While there are moments where specific
dances were introduced to students as being ‘traditional’ versus ‘modern,’
these temporal signatures are not emphasised nor are there many explicit
attempts to recover ‘authentic’ pre-colonial dance forms. This does not
mean that roots and routes of these dance forms carry no weight: it is
very important to the instructors that students ‘get the dances right’ in
matter of responsibility and demonstrating respect, but the generative,
adaptive and possibility for reinterpretation is acknowledged as natural if
not characteristic of exchange and mutual interconnectedness that exists
throughout Oceania prior to arrival of Western and Asian imperialists.
This too was also accomplished because of the literacies that these
Polyclub students had learned and put into conversation with ones they
were already familiar with; it should be noted that many Pacific Islander
families settle, grow up and educated in close proximity with Black
communities in Oakland—many Tongan Polyclub members claimed to
knowing more about ‘Black culture and history’ more than ‘their own’
both due to this proximal exposure. Thus, Polyclub enables a site of
literacy that would otherwise be outside the boundaries of many main-
stream English classes or standard literacy pedagogy: an American-born
Tongan travelling to Aotearoa and returning with haka movements and
Maori language and re-enacting and re-envisioning it with students
through prisms of diasporic existence and experience in Oakland. For
their part, the Polyclub students and instructors did not see this in terms
of contradiction and while those intentions may be difficult to discern
from someone unfamiliar with the histories and specificity of both haka
and Tongan migration, the multiracial school audience reacted enthu-
siastically to what was offered. It would also be untrue to assume that
everyone also shared in the same harmonious interpretation of this
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performance, though it is important to note that multiple literacies
intended in the haka/hip hop performance were attuned to a medium
that transgressed colonial boundaries of place and time.

Pedagogical Implications

The examples we have discussed recognise and re-story Indigenous his-
tories of struggle and ongoing presence at both school sites. Further, they
offer opportunities to re-imagine pedagogical dispositions and practice:

Amplifying Notions of Literacy

Given the broader approach to literacy we offer in this chapter through
an analysis of diasporic practices in which members of Indigenous
communities participate, we consider it important to be open to ‘ways of
seeing’ literacy that connects students and families to language and
cultural knowledge and practice. In the cases we discussed, learning was
mediated through embodied practice, meaning that literacy can be sen-
sorial, felt, or in motion. It would be important for teachers and school
staff to be open to alternative forms of knowledge. To be clear we are not
advocating dances or physical labour in school. We propose instead a
sensitivity towards collaborative inquiry about practices that may repre-
sent embodied forms of knowledge.

Repositioning Indigenous Knowledge

We suggest a deeper examination of both curriculum and school activ-
ities to assess the overt and covert ways that local power dynamics may
relegate Indigenous knowledge to the margins (or a once a year cele-
bration in the first case we discussed in this chapter or peripherally to
school in the second case). It is equally important to recognise that
Indigenous knowledge refers to both ancestral and present-day knowl-
edge. One way to begin to address this set of recommendations is to
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examine the intellectual, ideological, and physical spaces at schools:
When and where is Indigenous experience addressed in the curriculum?
And in schools where there are Indigenous students and families, what
are the physical spaces that Indigenous people are allowed to be in? What
activities include them? How is their participation in school supported?
Such institutional reflexive inquiry can do much to reorient goals
towards a curriculum that expands beyond a normative, white supre-
macist curriculum that ignores the present-day experiences of Indigenous
people the world over.

Conclusion

Our chapter is motivated by the necessity to re-image spaces of belonging
in schools. While Multicultural schooling practice commonly advocates
for single day cultural appreciation events, these are often understood as
primarily a benefit for audiences rather than recognised as substantial
community and student educative projects which extend outside the
boundary of a single ‘day.’ We drew on Elizabeth Povinelli’s work on
social tense to examine the politics of space, as spatial tense, under
globalised and local power dynamics. Under existing systems of
marginalising economic, social, and educative oppressions, Indigenous
communities in diaspora (and other minoritised groups) are made to
experience life as socially ‘tensed’ through normative curricula. Similarly,
as we have been arguing, these groups are also spatially tensed (as many
are forced to relocate and migrate, for example). Centring on expressions
of embodied literacy practices (working/cooking together, dancing
together), the practices we discussed re-embody traditional movements
and gestures of family, a correspondence with kin both physically present
as well as ancestrally, to reimagine and re-story spaces of the school as
sites of cultural belonging in spite of displacement manoeuvres of a
globalised settler colonialism.
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Notes

1. We use pseudonyms for schools and project participants’ names.
2. We use Latinx to avoid Spanish binary gender nouns.
3. Each of the research projects was also approved by the University of

California Berkeley’s Committee for the Protection of Human Subjects.
4. A preliminary analysis of these data was presented at the 10th Congreso

Internacional de Mayistas. Izamal, Yucatan, Mexico (Baquedano-López &
Borge Janetti, 2016).
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3
Lessons for Today from Successful Women.
Forced Migrants’ Language Biographies

Vesna Bušić, Kirk P. H. Sullivan and Christian Waldmann

Introduction

The purpose of this chapter is to explore how two female migrants from
Bosnia who fled the Balkan wars describe their adaption to their new
country, Sweden, and investigate how they achieved high-level literacy
and language competencies in Swedish, the language of their new
country. Considering these migrants’ descriptions of their adaption and
learning has the potential to contribute valuable insights that could
inform the development of improved support for current and future
migrants. This is because ‘in comparison with other forced migrant
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groups the forced migrants from Bosnia have been successful’ (Ekberg,
2016, p. 10, authors’ own translation) and have identical male and
female employment rates. These identical employment rates are as
Ekberg (2016) points out ‘dramatically different to other forced migrant
groups’ (Ekberg, 2016, p. 9, authors’ own translation). This success
cannot be attributed to an economic boom as this group of forced
migrants arrived in Sweden during the deep economic recession of the
early 1990s.

Background

People move and have moved around the globe for a broad range of
reasons including adventure, employment opportunities, escaping a
country in economic recession, and love. As well as this organic move-
ment of people around the world in which individuals, families and
groups are the agents of movement, others flee wars, and ethnic, reli-
gious, sexual orientation and other forms of persecution. These people
are not the primary agents of their movement but are subject to forced
migration. Such migration has continued and, as Maher (2020) pointed
out, has intensified over the past decade and is moreover expected to
grow further. In 2018, Edwards reported that there was a record number
of people moving due to forced migration and placed the number of
individuals at 68.5 million. Many of these forced migrants come from
politically unstable internally warring regions such as those in
Afghanistan, the Congo, Ethiopia, Eritrea, South Sudan, Somalia and
Syria. Major examples of events triggering forced migration during the
twentieth century include the Second World War, the partition of India,
the Vietnam war, the Rwandan genocide, and the collapse of Yugoslavia
and the ensuing Balkan wars that forced our participants to migrate.
Following Boyle et al. (1998), Deumert (2013), and Kamwangamalu

(2013) we view the above types of movement as migration and distin-
guish between voluntary migration, and forced migration or displace-
ment. Rather than referring to individuals who migrate as migrants, Zhu
and Wei (2016) promote referring to these individuals as transnationals.
This term stresses that migration can be more than a one-off movement
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from one place to another, and includes not only individuals who move
between a number of countries, so-called step and chain migration, but
also returning migrants that return back to their country of origin
(Dustmann & Görlach, 2016). It also highlights the importance of
cultural, linguistic, and literacy ties between places in the lives and
experiences of people who move in the ways that Boyle et al. (1998),
Deumert (2013), and Kamwangamalu (2013) consider migration.
Further, the term, transnational, focuses on potential and positive out-
comes of migration, and less so on the cause of the migration. Although
the participants in this study can be seen as transnationals, the forced
nature of the migration experienced by our participants is central to our
interrogation of their agency in relation to language and literacies
learning. We, therefore, use the terms ‘migrant’ and ‘forced migrant’
rather than the term ‘transnational individual’ in this chapter.
Each voluntary and forced migration is unique. However, it is possible

to learn from each unique migration and displacement experience, or
migration trajectory (Tovares & Kamwangamalu, 2017) to be able to
better understand, and support current and future migrants. Some
immigrants succeed in establishing themselves in their new countries,
and some encounter large difficulties in adapting to the demands and
social-norms of their new country. Forced migration, and the ensuing
asylum process that often follows, frequently results in a loss of status,
and the regaining of professional identities has psychosocial and eco-
nomic benefits for the individual migrant (Mozetič, 2018; Shuval, 2000).
The challenges migrants face in their journey towards regaining their
professional status are many. In relation to Non-European Economic
Area (EEA) doctors in EEA countries Herfs et al. (2007) wrote: ‘Not
every foreign doctor will eventually find a job in the medical profession
in a new country. In every European country, examples are known of
foreign doctors even working as unskilled labourers such cleaners, albeit
in healthcare institutions!’ (pp. 283–384). They also pointed out that
high-level language and literacy proficiency is the key to successful re-
(entry) into their professional in their new home country.
As an additional piece of the research puzzle as to why some forced

migrants adapt well to their new countries, we examine the trauma and
the constructions of agency, that is, ‘the socioculturally-mediated
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capacity to act’ (Ahearn, 2001, p. 112) as expressed by two female
migrants from the former Yugoslavia, that has since become seven
sovereign nations. These women come from the area of the former
Yugoslavia that is today the sovereign state of Bosnia and Herzegovina.
They fled the Balkan wars of the early 1990s, and hence are forced
migrants displaced from their country of birth.
The trauma and the constructions of agency in relation to language

learning and literacies of two forced female migrants from the former
Yugoslavia that we examine in this chapter represent two particular life
stories and their associated expectations and cannot be viewed as being
representative of this group of forced migrants from outside of the EEA.
Following Obojska and Purkarthofer (2018), we see the language bio-
graphical narrative data as accounts of language learning and literacy
experiences ‘more broadly and not as prototypical’ (p. 250) for forced
migrants from the former Yugoslavia to one particular country.
Hence, this chapter explores how two female members of the Bosnian

successful forced migrant group (Ekberg, 2016) describe their adaption
to Sweden. Using the lens of agency expressed in meta-agentive discourse
(Ahearn, 2010) in relation to language and literacies learning we consider
how the two participants in our study achieved high-level literacy and
language competencies in Swedish, and can today be described as ‘suc-
cessful’ (Ekberg, 2016). The agency we consider is expressed and
encoded in the way our participants talk about their own and others’
actions, their own and others’ decision-making, and how they attribute
responsibility for actions, choices, events, and decisions relating to lan-
guage and literacies learning in their language biography narratives
(Obojska & Purkarthofer, 2018; Purkarthofer & Steien, 2019). These
actions, choices, events, and decisions include how the participants talk
about the development of their language and literacy skills in relation to
the social and textual settings of their new country and how they set these
in relation to past and current experiences, identities and practices. We
ask the research question: how and in what ways did past and current
experiences, identities, and relationships support them in reaching
high-level literacy and language competencies in Swedish?
The remainder of this chapter is structured as follows. First, we situate

the study presented in this chapter theoretically. We place our study
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within sociocultural theory, and present the concepts of translanguaging,
translanguaging space, agency, power, language brokering, and the use of
interpreters. These concepts support the analysis of past and current
experiences, identities, and relationships found in our participants’ lan-
guage biographies. After presenting our theoretical framework, we
overview our method before we proceed to present our language
biographies. Finally, we discuss the pedagogical implications of these for
today’s and future migrants.

Theoretical Framework

In this chapter in line with Barton (2007) and New literacy studies
scholars (e.g. Janks, 2010; Street, 2013) generally, we view literacy as a
sociocultural act, where together with language it constructs the ways
individuals participate in society’s social, cultural, educational, historical,
and other institutional contexts. Moreover, as we focus on the devel-
opment of language and literacy skills as starting points for integrative
dialogue in the social and textual settings of a new country, the socio-
cultural act of literacy is intensively interwoven with cultural translation
(Bhabha, 1994) between traditions, and the notion of translanguaging
space (Wei, 2011). For Wei (2011) translanguaging is ‘the full range of
linguistic performances of multilingual language users for purposes that
transcend the combination of structures, the alternation between sys-
tems, the transmission of information and the representation of values,
identities and relationships’ (p. 1223). Hence, translanguaging creates a
translanguaging space that allows multilingual speakers to bring together
various elements of their histories, experiences, identities, values and
practices ‘to generate new identities, values and practices’ (p. 1223).
Life stories, whether written or spoken, make visible the ever-shifting

boundaries of translanguaging spaces. Indeed as Wei (2011) wrote, ‘the
construction of the space is an ongoing, lifelong process’ (p. 1223). This
process is evidenced both in individuals who inhabit these spaces from
birth and the challenges this poses for literacy education (see, e.g., Skein
et al., 2020), and in individuals who migrate between language areas as
discussed in the chapters of his volume.
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The words and other resources in which the elements of the life stories
are narrated can reflect specific points in the life history, and are potential
sources of agency towards negotiation of the language and literacy events
of the new country and the creation of new identities. Or as Obojska and
Purkarthofer (2018) wrote, ‘agency can be constructed by speakers in
narratives on [sic] their language biographies, memories, and in their
accounts of multilingual life worlds’ (p. 250).
Al Zidjaly (2009) argued that power is inseparable from agency.

Recently to concretise Al Zidjaly’s argument in relation to new immi-
grants, Busic et al. (2020) posed the question, ‘do immigrants […] have
the agency to claim their role in a conversation, or not?’ (p. 216). They
also considered how the language of communication interacts with
context as this ‘can result in an immigrant experiencing powerlessness
and little agency in contexts that in their former country they would have
experienced empowerment’ (p. 216). However, Busic et al. (2020) did
not explicitly consider intentionality—an element of agency that theo-
rists have integrated into their understandings of agency. Ahearn (2010)
discussed the variation in theoretical positions. Although, in this chapter,
we primarily work with the open definition of agency provided by
Ahearn (2001), at times we work more in line with Kockelman’s (2007)
definition, where ‘Agency might initially be understood as the relative
flexible wielding of means toward ends’ (p. 375).
Kockelman’s (2007) definition of agency in which intentionality is

important, if not central, aligns well with the second language motiva-
tional construct of the Directed Motivational Current (DMC) (Dörnyei
et al., 2014, 2015; Muir & Dörnyei, 2013). These currents are
‘goal-oriented surges of motivational energy’ (Henry et al., 2015, p. 229)
that are simultaneously directed towards the end-term goal, and enduring
with a self-propelling life of their own. Henry et al. (2015) showed how
narratives, in their case linked to self-drawn motivation graphs, have the
potential to capture second language learners’ motivation behaviours
towards long-term identity investment goals and thereby that the theo-
retical ideas of Dörnyei et al. (2014, 2015), and Muir and Dörnyei
(2013) can be captured and studied empirically. These long-term
language-learning and literacy goals impact and interact with

56 V. Bušić et al.



translanguaging space as ‘an ongoing, lifelong process’ (Wei, 2011,
p. 1223) with its ever-shifting boundaries of identities, values and
practices.
Part of this on-going process towards the various goals of DMCs is as

mentioned earlier how language and literacy use interacts with contexts
that can add or reduce power and agency. Busic, Hansson and Sullivan
(2020) discussed how immigrant children’s faster language and literacy
acquisition of the new country’s language has the potential to affect the
adult–child balance in home and community literacy practices (See also:
Barton et al., 2000; Barton & Hamilton, 1998). The children frequently
become language brokers (Antonini, 2015) and can even gain power
beyond their years as they help their parents (Hall & Guéry, 2010).
Lazarevic et al. (2014) posit that practices can also reduce an immigrant
parent’s agency, as the adult immigrant may not perceive themselves as
proficient as their children, and, therefore, not confident enough to
engage in some language and literacy practices without the assistance of
their children.
The route of the DMC can also be affected by the use of translators in

official contexts, such as meetings with medical staff, employment
agencies and immigration services. For example, one of the immigrant
interviewees in Hadziabdic et al.’s (2009) study reported that when
communicating via an interpreter they felt unable to express their
emotions or feelings in the same way they could in their own language or
as they believed they would be able to do once they had learnt the
language of the new country as it is ‘more difficult to convey an emotion
or feeling through an interpreter’ (p. 466). The inability to express
emotional reactions directly and accurately is only one way in which
agency can be reduced in conversation with an interpreter. The immi-
grant shares agency and power with the interpreter, and can lose both
agency and power as the interpreter directs the conversation to its con-
clusion. As Angelelli (2004) stated, ‘the interpreter exercises agency and
power, which materialise through different behaviours that alter the
outcome of the interaction’ (p. 321). Yet, others argue that interpreters
create agency for individuals who need to use an interpreter in official,
and other, conversations where these individuals have little or no agency.
As Mason and Ren (2012) phrase it interpreters can ‘bring change to the
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original network of power relations’ by enabling ‘better access to infor-
mation, to take a turn to speak, to decide on their own to do or not to
something’ (p. 125). Further as Tipton (2008) argued interpreters can
create opportunities for migrants to be seen as social and competent
individuals with agency. Such changes have the potential to motivate
migrants to work with language and literacy learning and gain agency
over their own lives, but also the potential to create an agency that is
dependant on others and demotivates work with language and literacy in
the new language leading to a dependency on interpreters.

Methodological Framework

Around the end of the twentieth century a number of researchers (e.g.
McGroarty, 1998; Pavlenko, 2001; Pavlenko & Lantolf, 2000; Young,
1999) argued for the analysis of language learning memoirs, or the
biographies of second language learners, as these provide a window onto
second language learners’ ‘motivations, experiences, struggles, losses and
gains’ (Pavlenko, 2001, p. 213).
The language biographic data for this chapter were collected in

Sweden that is a Western, Educated, Industrialized, Rich and
Democratic (WEIRD) country (Haidt, 2012). It is also a highly inno-
vative country that is frequently ranked in the top five in the world of
innovation in the World Intellectual Property Organisation’s (WIPO)
rankings. For example in 2020, Sweden was again ranked second after
Switzerland (Cornell University, INSEAD, & WIPO, 2020). Sweden is
also a country where few, if any, forced migrants have had any contact
with the country’s national language prior to arrival in Sweden (Busic
et al., 2020). In the UK context that is primarily an English-speaking
WEIRD country, Al Sharou (2020) pointed out that language skills are
central to experiences of agency, not least as forced migrants who have
fled their home country and sought asylum are frequently also challenged
by a loss of personal and professional status. In smaller countries with
languages, such as Swedish and Norwegian, with which forced migrants
have never had any contact Al Sharou’s observations are particularly
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pertinent as the route to high literacy and language competence begins
tabula rasa.
As the first author had established links with the Bosnian community

in Sweden it was convenient for us to directly contact potential inter-
viewees. Two women from the ‘successful’ Bosnian community in
Sweden agreed to be interviewed. Before being interviewed they were
informed about the study, and agreed to be recorded and for interviews
to be used in research. They signed consent forms, and it was made clear
they could terminate their participation in the study at any time and we
would not ask why. They have also read both our transcriptions and
understandings of their interviews to correct and adjust any misunder-
standings. The project followed Swedish law (SFS 2003:460), and the
research guidelines of the Swedish Research Council (2017).
We refer to these women with the pseudonyms Christina and Linda.

They arrived in Sweden from the former Yugoslavia in the early 1990s as
a result of forced migration. Prior to being forced to migrate due to the
Balkan wars, Christina had worked as a state prosecutor and Linda as a
pharmacist.
The interviews were made by the first author who travelled to

Christina’s and Linda’s homes; this created a relaxed and informal
atmosphere. Both interviews lasted approximately 75 minutes. Christina
and Linda were implicitly encouraged to translanguage as they were told
they could use both Serbo-Croatian and Swedish in the interviews. We
use the term Serbo-Croatian here rather than making a distinction
between Bosnian, Croatian and Serbian. This aligns with the intervie-
wees’ conception of their languages as understood by the first author.
The interviews were initiated by the prompt: Tell me about your jour-
ney, that is your language journey from Bosnia to Sweden. Who were
you when you arrived in Sweden and who are you today when you think
about your languages? During the interview the interviewer was careful
not to direct the language biography and only provided back-channelling
and conformational interjections, for example, mmm, and ah. Follow-up
questions requesting more information were made only when this
seemed to be a natural element of the conversation (Brinkmann & Kvale,
2015). Thus, the participants were allowed to give their language biog-
raphy narrative in their own ways.
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Following Pavlenko (2001), we approached the verbatim-transcribed
interviews of the language biographies. The first author transcribed the
interviews, and translated the Serbo-Croatian into English to avoid a
two-stage translation for this chapter. In our readings we focused on
examples of agency in language and literacies learning and use, for
example decisions to learn Swedish, reactions to interpreters and creation
of friendship groups. Each of the three authors read the transcripts
independently before we met, re-read and discussed our readings toge-
ther. These discussions were both physical and virtual via zoom. During
our discussions the first author always returned to the original verbatim
transcription, and presented her thoughts about how she had translated
the specific part of the biography we were considering. In this way we
aimed to assure that our interpretations were valid and not due to
translation. In our discussions and in our presentation of the translation
in this chapter, we acknowledge in line with Langum and Sullivan
(2020) that translation impacts meaning and presents challenges for
capturing participants’ biographic voices.
We generally agreed on what was interesting in the language biogra-

phies, yet had slightly different preferences; these can be summarised as
the social—informal language and literacy supporting activities—, the
academic—language and literacy supporting activities that include a
formal learning structure—, and aspects of working life—language and
literacy supporting activities linked to working life and work literacies.
The presentation of the language biographies in this chapter is the one
agreed by the authors after discussion. Together we were able to nego-
tiate and limit the impact of personal experiences on our understandings
of the interview narratives.

Findings—Agency in the Language
Biographies

Both of the participants discussed their lives prior to and during forced
migration. To create a starting point for discussing agency for literacy
and language learning in our participants’ language biographies, we first
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present Christina’s and Linda’s descriptions of their initial period in
Sweden. These presentations also help the reader understand the extent
of the language and literacy journey that has been taken by these two
forced migrants. They also help the reader interpret the language and
literacy events that we grouped into our themes: social, academic and
working life.
Christina reflected on the trauma of having not been able to com-

municate, read information in Swedish or learn Swedish as fast she
wanted to during this initial period due to the stress of her forced
migration. She told us how she remembered that period ‘as terrible,
terrible’ and that she thought ‘it could be compared to war trauma’ and
how the lack of agency in communication made her feel ‘a helplessness
that couldn’t even be hidden from the children’.
From this description, it is possible that aspects of Post Traumatic

Stress Disorder (PTSD) were blocking her language learning (Holmkvist
et al., 2018). Trauma is a recurring topic in her narrative that has framed
her post-forced migration character, understanding of individual trauma,
and her language- and literacy-learning trajectory. In the following pas-
sage from Christina’s interview we see clearly how this initial traumatic
period has framed her post-forced migration life:

Original language Translation
Jag har insett att när du som förälder
kommer hit i en viss ålder då hör du
till en generation som måste
genomlida en till trauma. Du måste
bygga en ny identitet och under en
lång period måste du leva utan
någon identitet, så du lever utan
något språk, yrke, någon kultur och
några sociala koder och dessutom
utan några pengar. Detta är ett
trauma som jag jämför med ett
krigstrauma, den enda skillnaden är
att ditt liv inte är i någon fara men
psykologiskt är det är en
kulturchock. (Christina)

I have come to realise that if you come
here [Sweden] at a certain age as a
parent, you belong to a generation
that has to go through yet one more
trauma. You have to build a new
identity but you also have to live
without one for a long time, so you
live without any language,
profession, culture or social codes
and even without any money. That
is the trauma I compare to a war
trauma and the only difference is
that your life is not in danger, but
psychologically it’s a culture shock.
(Christina)
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Linda’s description of her initial period in Sweden dramatically con-
trasts with Christina’s descriptions of trauma. Linda celebrates the day of
her arrival in Sweden every year that she describes as follows:

Original language Translation
När jag kom till Sverige, jag minns
precis, det var som att komma från
ett helvete till en sommar i
Stockholm och jag hade just fyllt 30
och jag minns Sverige som frisk luft
av optimism, allt var så overkligt bra
så att plötsligt kunde jag röra mig
fritt och Stockholm, staden …åh det
var nånting jag kommer aldrig att
glömma …den där känslan av
optimism, hopp …även om vi var
nästan helt pank … så när jag kom
till Sverige var min första upplevelse
att det fanns hopp, allt kändes
plötsligt lätt, inget var svårt, bara det
att kunna röra mig fritt betydde
jättemycket. (Linda)

When I came to Sweden, I remember
exactly, it was like coming from hell
to a summer in Stockholm and I had
just turned 30 and I remember
Sweden as a fresh air of optimism,
everything was so unbelievably
good and suddenly I could move
freely and Stockholm, the city…oh it
was something I will never forget…
that feeling of optimism, hope…
even though we were almost
completely broke…so when I came
to Sweden my first impression was
that there was hope, suddenly
everything felt easy, nothing was
difficult, just being able to move
freely meant a lot. (Linda)

These two descriptions of initial periods in Sweden highlight the
variation in this forced migrant group and the lack of a prototypical
initial refugee experience. This lack of prototypical experiences is further
reflected in the language choices they make during their interviews.
Linda, whose initial experience she narrated as positive, spoke only
Swedish during her interview. Whereas Christina narrated her language
biography initially in Serbo-Croatian and as her narrative became less
traumatic she began to translanguage (Wei, 2011). For example,
Christina said, ‘Dugo, pricali su taj ulicni svedski ali je mnogo energije od
strane lärare islo na stvari koje su za nas bile självklart’ (They spoke
Swedish so poorly and the teachers spent a lot of energy on explaining the
things which were obvious). Then, towards the end of her narrative,
Christina moved to speaking only in Swedish, even when meta-reflecting
on her initial period in Sweden at the very end of her interview. This
mirrored the move to the more recent positive less traumatic periods of

62 V. Bušić et al.



her life that are coupled with increasing Swedish language and literacy
skills. This shift from Serbo-Croatian to Swedish may reflect a cultural
transition (Bhabha, 1994). This shift in values, identities, and relation-
ship life-events may subconsciously belong to different linguistic
resources coupled with greater feelings of agency as part of ever-shifting
boundaries that shape the on-going life-long process of translanguaging
space (Wei, 2011). The differences in Christina’s and Linda’s use of
linguistic repertories, we have highlighted here as they are less visible in
our three themes, social, academic and working life, to which we now
turn.

Social

In the language biographies, our analysis revealed two types of agency
negating activities, and one positive agency in which Christina and Linda
act in similar ways. Interestingly, in their narratives, interpreters are
frequently mentioned as not creating agency in the ways suggested by
Tipton (2008). For example, Christina reported that communicating via
an interpreter was tiring and resulted in many misunderstandings. She
described in a humorous manner how afterwards she was very sure that
her children were vaccinated twice for some diseases. The lack of
opportunity to be seen as competent adult individuals with agency in the
situations using interpreters could be a consequence of the lack of trained
interpreters at that point in time. Further, we see in the biography
narratives that as soon as the interpreter support is no longer available
this created a DMC to learn Swedish. For example, Christina continued
to attend all of her children’s parent evenings even after her interpreter
support was withdrawn. She took control and used her DMC to learn
more Swedish in order to participate in her children’s education and
understand how the Swedish school worked.
Children figure in the language biographies in other ways as well. For

example, they also figure in the biographies as agentic reference points.
These points reveal pain as a result of lack of language skills and a lack of
power. For example, Christina commented, ‘I still think that the lack of
language was most painful when you couldn’t be there for your children
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to represent them in your way’. This lack of ability to act is also seen in
the way she commented that her children ‘started at the same time as me
[to learn Swedish] but it went faster for them’ and that this faster learning
resulted in a shift in roles in the home as the children started to be
language brokers (Antonini, 2015). This Christina described in the fol-
lowing way, ‘the sad part for me was that I had to ask my children for
help often and I didn’t feel comfortable with it’. Along with this lack of
agency, Christina experienced ‘the lack of language as an awful, awful
trauma’.
Although no trauma is evident in Linda’s language biography, fasci-

natingly both Christina and Linda express their agency through the way
in which they took control over creating their language learning
opportunities and interactions (Dockrell et al., 2015; Waldmann &
Sullivan, 2019) in social contexts. The strength of the agency in Linda’s
language- and literacy-learning trajectory can be seen in how she worked
to create language-learning opportunities almost immediately after
arriving in Sweden when still housed in forced migrant accommodation.
She initiated contact with Swedish families. In her language biography
interview Linda described the positive impact this had on her learning:

Original language Translation
Jag knöt kontakt med två svenska
familjer och dessa två familjer var
väldigt fina, vi umgicks och åt
tillsammans, det var väldigt bra för
oss eftersom det att umgås med dem
var också ett sätt att fly
förläggningen, ghettot där alla hade
sina problem…Jag lärde mig svenska
snabbt tack vare dem. (Linda)

I made contact with two Swedish
families and these two families were
very nice, we hung out and ate
together, it was very good for us as
spending time with them was also a
way to escape the camp, the ghetto
where everyone had their own
problems…I learnt Swedish quickly,
thanks to them. (Linda)

Christina also reported how she decided to keep only a few refugee
friends with similar agentic thoughts and how she consciously worked for
her and her family to enter Swedish society, make Swedish friends, and
gain new literacies. We detect in the way she justified this move, a move
out of the trauma of the past. She said:
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Original language Translation
Znači ja sam tu izabrala par ljudi s
kojima sam zadržala kontakte ali
koji su imali isti inställning. Jer tu
sam osjećala da zajedno možemo, i
počela sam puštat te švedske
grannar koji su dolazili kod nas.
Znači dala sam im šansu da se
približimo jedni drugima ali to je bio
jedan medvetet vala (Christina)

So I chose a few people with whom I
kept in touch, those who had the
same attitude as I felt that we could
do it together. Then I started to let
in Swedish neighbours into our
home and in that way we got a
chance to get closer to each other
but that too was a conscious choice.
(Christina)

aSwedish words are marked in bold

Her conscious decision not to look in two directions at once entailed
pain for Christina. She looked forwards and launched a DMC with the
goals of learning Swedish, entering Swedish society, and assuring her
children had a secure future in Sweden. She did not want to deny her
children their origin but focus on a future in Sweden. She showed the
strength of the agency in her language- and literacy-learning trajectory as
she moved from one community to another, from the past to the future,
from Bosnia to Sweden. She stopped inviting fellow forced migrants
home she explains:

Original language Translation
jer sam osjećala da je to destruktivno,
da smo žalili jedne druge i da to
ničem ne vodi. Jer ja nisam imala
snage da istovremeno gledam
naprijed i da se brinem o djeci i da to
stalno ältaa

(Christina)

because I felt it was destructive, that
we felt sorry for each other and that
it didn’t lead to anything. And I
didn’t have the strength to look
ahead, take care of the children and
dwell on the past at the same time.
(Christina)

aSwedish words are marked in bold

Christina’s and Linda’s agency in their social spheres for language and
literacy learning feeds into the agentic events that we have categorised
under the theme academic.
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Academic

In the language biographies, our analysis revealed three sub-themes for
academic: home academic, frustration, and peer learning. The sub-theme
home academic we distinguish from the social theme by requiring a
formal learning structure. For example, Linda’s husband bought the
language course book Colloquial Swedish (Holmes & Serin, 1990) that
became part of their everyday life as they read and worked with the book
‘as the Bible’; she wrote down the Swedish phrases and her child copied
the pictures in the book. The goal to learn Swedish provided the
motivation and agency to continue working independently with this
course book.
In common with most forced migrants both Christina and Linda

attended the state-funded introductory language programme, Swedish for
Immigrants (SFI). Although both Christina and Linda are grateful for
this learning opportunity ‘because it didn’t cost anything’ (Linda), both
were frustrated. They felt that ‘SFI teaching was at a very low level and I
cannot understand why it was so and why they assumed that most of us
could not write’ and ‘you couldn’t learn a lot there’ (Linda). Christina
was particularly frustrated and expressed this as follows:

Original language Translation
Tako da je to [SFI] izazivalo strašnu
frustraciju i mnogi od nas nisu mogli
shvatit zašto se prave takve grupe,
to je znači bio neki kulturkrock
prema ovima koji su tu, varför
tänkte man inte? Jer niko se nije u
grupi dobro osjećao jer se niko nije
mogao dobro naučit… Taj period
učenja švedskog je bio vro naporan
zato sto želja da se provocira da to
ide brzo je želja ali realitet je nešto
drugo.a (Christina)

So it [SFI] caused a terrible frustration
and many of us could not
understand why such groups of
students are formed, it was a sort of
a culture shock for all of us, why
didn’t they think? No one in the
group felt ok because no one could
learn in a satisfying way…That
period of learning Swedish was
really hard because you wish to
affect it to go fast but in the reality
something else happens. (Christina)

aSwedish words are marked in bold

This frustration sparked agency in both Christina and Linda. Both
continued to study and created their own language learning
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opportunities and interactions. For example, Linda when studying for an
examination she needed to pass to be registered and licensed as a phar-
macist in Sweden. Together with a Bosnian friend living in a different
part of Sweden and also studying for this examination, she analysed old
examination papers ‘during long phone calls and identified what was
problematic’. Her DMC towards the goal of regaining her profession
focused her agency on this examination and specifically the language and
literacy elements as she practiced expressing herself ‘in a language
understandable to patients and that you use the correct terms in the right
order’. Moreover, Linda and her friend did more than analyse the lan-
guage of the examination papers, they also ‘analysed the mentality of the
potential clients or patients and how to communicate with them’.
Through this analysis they learnt that ‘you should not say too little or too
much, nothing else, no unnecessary information’ and realised ‘how
language shapes people and their way of communication’.
Hence, the frustration that sparked agency in both Christina and

Linda supported a deeper understanding of Swedish language and lit-
eracies. They realised that these require not only learning words and
grammar, but also understanding the society/ies in which the language is
used. It is this understanding that supports their agency of proactive
language and literacy learning decisions that is evident in how they
approach work literacies.

Working Life

In the language biographies, our analysis revealed sub-themes for
working life: continuation and change. Linda continued in her profes-
sion. Her agency was apparent during her training when she decided to
voluntarily repeat a practical training period. Although she had achieved
a pass grade she demanded to be allowed to repeat this practical training
period as she found it ‘difficult to communicate with the customers’ and
she wanted to be better at this before starting her licensed pharmacist
career in Sweden.
On the other hand Christina’s life trajectory involved professional

change. After discussions with the employment office and a lawyer she
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has realised it was impossible for her to work as a state prosecutor in
Sweden. She realised that as someone around 40 years of age, it was
unlikely that she would develop the advanced written and oral rhetorical
literacy skills necessary to continue in her profession within a realistic
foreseeable timeframe. She needed to focus on the immediate and sup-
porting her children or as she expressed it: ‘Then I thought I would take
any job, for us, for the boys. I am not a prosecutor any more. But you
have to look ahead’. From the trauma of losing her career, she gained
agency to look forwards and asked the question ‘what else am I good at?’.
Christina realised she was good at innovation, studied business admin-
istration, and started her own company.
This work trajectory exposed Christina to the high-level literacy skills

specific to running a business. For example, she had contact with gov-
ernment bodies, such as the tax and employment offices. Starting her
own company provided Christina entrance to more aspects of Swedish
society and she experienced that her Swedish language skills improved.
This allowed her to regain agency and power in life. Ultimately giving
her the self-confidence in her language and literacy skills to make the leap
to become a consultant for immigrants setting-up companies, at which
point she reported:

Original language Translation
Då hände det något med mig, jag
insåg att jag började närma mig mitt
gamla jag, juridiken igen… Så jag
blommade som person, jag fick
användning för mina juridiska
kunskaper samt mina erfarenheter
som egenföretagare och kände mig
komplett igen. (Christina)

Something happened to me, I realised
I was going to get close to my old
self, the law again…So I flourished
as a person, I got to use my
knowledge about the law as well as
my experience as a private
entrepreneur so I felt complete
again. (Christina)

Here we see a change in her perception of herself, an increase in
personal agency, and perhaps a healing of her forced migration trauma.
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Conclusion

The trauma and the constructions of agency presented in this chapter are
case studies and cannot be seen as prototypical. Similarly, the conclusions
we draw cannot be generalised. These are based on our analysis and
interpretations of how, and in what ways, experiences, identities, and
relationships supported two forced migrants reach high-level literacy and
language competencies in Swedish. To generalise our findings a larger
number of language biographies from this group of forced migrants that
point in a similar direction is necessary.
In Christina’s language biography, we see her trauma beginning to

heal as she nears her pre-forced migration self when she feels ‘safe both
linguistically and socially’ and able to ‘lecture or speak in front of people
at a meeting’ as part of her consultancy work that completes a circle back
to her former self. This aligns well with Al Sharou (2020) who pointed
out that forced migrants are frequently challenged by a loss of personal
and professional status in ways similar to those we see early on in
Christina’s language biography. Al Sharou also argued that language skills
are central to experiences of agency and this we see clearly towards the
end of Christina’s language biography when she has regained agency and
power in her life along with higher language and literacies proficiencies.
Indeed, as Herfs et al. (2007) found high-level language and literacy
proficiency is the key to successful entry into a profession in a new home
country. Moreover, Christina’s associated regaining of professional status
had psychosocial and economic benefits in similar ways to those reported
by Mozetič (2018) and Shuval (2000).
Further, Christina’s transition from trauma and lack of agency, to

agency and power was also reflected in her use of linguistic resources in
her language biography. Wei (2011) argued that translanguaging space
and what happens in it changes over one’s lifetime. However, if we
consider Christina’s translanguaging during the 75-minute long inter-
view to be stable, the change in her use of this space is tightly linked to
feelings of trauma, agency, and power in her experiences of life, language
and literacies.
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Linda on the other hand spoke only Swedish in her interview and
found hope and optimism on the day of her arrival in Sweden, as the
contrast to the hell of war was overwhelming. Today she says:

Original language Translation
Jag ser Sverige som mitt land,
möjligheternas land … Och jag har
aldrig känt mig utanför i Sverige
trots språket men jag känner mig
som en främling i mitt hemland även
om jag är född och uppvuxen där
känner jag mig inte hemma där …
jag har fått ett nytt språk och ett
nytt liv! (Linda)

I see Sweden as my country, the land
of opportunities… And I have never
felt outside in Sweden despite the
language but I feel like a stranger in
the country of my birth even though
I was born and raised there I do not
feel at home there … I have got a
new language and a new life!
(Linda)

She has disconnected from Bosnia, yet still said in her interview,
‘Sometimes I feel that I am not going to reach the same level in Swedish
[as in Serbo-Croatian]’. This suggests no language loss and the contin-
uation of the lifelong process of translanguaging space creation (Wei,
2011), even if Linda tends to only use the part of that space that is
Swedish—as in her language biography interview.
Linda’s route to her long-term goal of high-level language and literacy

proficiency shows agency and investment. Linda’s agency had clear
intentionality (Kockelman, 2007) as she launched a DMC (Muir &
Dörnyei, 2013) with its ‘goal-oriented surges of motivational energy’
(Henry et al., 2015, p. 229). During the path of her DMC she took a
number of intentional steps that propelled her increasingly into Swedish
society, and Swedish home and community literacies (Barton &
Hamilton, 1998), and away from the migrant society from her country of
birth. Whether the impetuous for the DMC was a PTSD act of closing
down the trauma of war, the positive nature of the first day in Stockholm,
or a combination of these cannot be determined from the language bi-
ography. However, the intentional acts of creating home, community and
work language and literacy learning opportunities along the DMC tra-
jectory supported Linda’s learning to the high-level she has today.
In sum, our findings align with Al Sharou (2020) and Herfs et al.

(2007) who argued that language and literacy skills are central to
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experiences of agency in the new home country. Our findings also
suggest that agency of proactive language- and literacy-learning decisions
actions across the social, academic, and working life are necessary
regardless of the personal emotional reaction to forced migration and its
causes upon arrival in the new country. These three elements need to be
interwoven; one or two are insufficient to succeed.

Pedagogical Implications

Education is only one aspect of importance for language and literacy
learning. However, our language biographies highlight that education,
both formal and informal, is necessary to provide agency in language and
literacies. This includes structured self-study. Today, the Internet has
become ubiquitous, as has smartphone usage. The materialities of these
tools afford individualisation of language and literacy learning to an
extent that was impossible in the early 1990s. Such individualisation
might have reduced the frustration of the mixed language learning
programmes for adult migrants groups to which both Christina and
Linda refer. Although, these programmes in Sweden have developed
since the 1990s and introduced individual routes, the greater individu-
alisation that the use of distance-based structured self-study affords, when
coupled with distance teacher support along side classroom-based
teaching, has the potential to reduce frustration due to mixed groups.
Another pedagogical implication from our study, and a challenge for

forced migrant language and literacy development, is how to better
support the interconnectedness of our three themes. Here we suggest
student–teacher-graduate partnerships to extend student agency and
provide contexts for the forced migrant to orientate their language and
literacy learning in these three interwoven domains. For example, the
participants in this study could be part of such a partnership. They could
act as mentors for students who have experienced forced migration, and
discuss with their teachers ideas to support the development of course
content of relevant to the local social and current employment situation.
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4
Literacy, Legitimacy, and Investment

in Language Learning. The Experiences
of a Female Syrian Refugee in the UK

Amina Al-Dhaif, Graham Hall and Rola Naeb

Introduction

Literacy development has become a significant focus in understanding
the processes of migration and post-migration settlement. Yet research on
literacy development in the language(s) of host countries often assumes
that migrant language learners are literate in their first language (L1)—
the amount of research about language learners who are non-literate or
have low levels of literacy in their L1 is relatively and surprisingly sparse
(e.g. Bigelow & King, 2015; Young-Scholten, 2015; Young-Scholten &
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Naeb, 2010). Only a small fraction of current research explores the most
vulnerable and severely disadvantaged second language (L2) learners:
those who have received limited education and/or have limited abilities
to read and write in their L1. These learners are often referred to as
LESLLA learners1 (Literacy Education and Second Language Learning
for Adults). They are among the roughly 750 million non-literate adults
around the world (UIS and GEM Report Team, 2019), many of whom
migrate from politically fragile and/or impoverished contexts to highly
literate post-industrialised, democratic communities.
Migration flows, refugee resettlement schemes, the asylum-seeking

process and the political and economic instability in some relatively
low-literate, impoverished regions of the world have thus led to increasing
numbers of low-educated language learners in countries such as the USA,
UK (Young-Scholten, 2015), Germany, Turkey, Italy (Carla Bagna et al.,
2017), and Finland (Suni & Tammelin-Laine, 2018). Their experience of
learning the language of their host communities is a unique undertaking
as often they are learning, in a new language, to read and write for the first
time. They take considerably longer to reach the same levels of proficiency
in the target language than their more educated/literate peers in terms of
both metalinguistic and linguistic development (Kurvers et al., 2006;
Naeb & Young-Scholten, 2019; Schellekens, 2011), and face substantial
challenges in acquiring the linguistic competence and literacy skills that
are essential for their integration.
This chapter will therefore explore the experiences of Nadeema, a

42-year-old Syrian female refugee in the UK who had limited literacy in
her L1. The chapter traces the ways in which Nadeema’s migration and
post-migration settlement experiences in the UK have impacted upon her
literacy development, her changing attitudes/identities, and her social
mobility. We begin by presenting the theoretical framework on which
this paper is based: (1) investment and identity(es) in learning English,
(2) the communities of practice (CoP) framework, and (3) literacy as a
social practice.
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Theoretical Framework

Investment and Identity(ies) in Learning English

The relationship between language learning and identity has attracted
increasing attention (e.g. Block, 2007; Giroir, 2014; Norton, 2000).
This body of work offers new perspectives on language learning, illus-
trating how learners’ identity positions can affect, positively and/or
negatively, their language learning processes as well as, in the case of
migrants, their access to host community resources. It highlights both
how access to linguistic and interactional opportunities is mediated by
language learners’ social class, gender, race, (non-/low-)literacy, religious
and age identities, and the extent to which the conditions under which
language learners speak, learn and use the target language are shaped by
inequitable power relations. For some migrants, participation in their
new host community and in/through its language(s) may provide positive
opportunities for self-expression, identity development and social
mobility. Identifying and being identified as legitimate speakers within
their L2 discourse encourages them to cross boundaries and learn the
language of the host community (Norton, 2000; Pavlenko, 2002). Yet,
sometimes, immigrants might be assigned identities which are negative,
and, for them, unacceptable or incompatible with the identities they
occupied prior to their migration journey. They might find that their
previous symbolic and material resources are not valued, and they might
be positioned as lacking in intelligence, incompetent, ignorant, or even a
burden on society. In such cases, ‘their desire to acquire the symbolic
capital offered by the new language might be in conflict with their
resistance to the range of identities offered to them by that language’
(Pavlenko, 2002, p. 285), and this will consequently impact their
investment in learning the host language and their social mobility.
Hence, identity and identities are dynamic, multiple, contradictory

and potentially contested, fluid, and continually changing over historical
time and social space (Foucault, 1980; Weedon, 1997). This has
important implications for L2 education and teachers; language teaching
becomes an intervention in identity formation and negotiation. As
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Pavlenko (2001, pp. 319–320) argues, ‘the process of second language
socialization and participation in new discursive communities may entail
significant changes in ways some L2 users perceive themselves and are
perceived by others’. In other words, language learning and socialisation
may ‘transform who we are and what we can do, it is an experience of
identity’ (Wenger, 1998, p. 215).
Language plays a central role in identity construction. It is in and

through language (linguistic interaction) that identity is constituted;
language and identity are mutually constitutive and inseparable
(Weedon, 1997). If language is a central element of identity, and if
identity and language learning are intertwined, how might the relation-
ship of learners to the language being learned, and towards learning and
practising it, be conceptualised? In her early research, Norton (2000;
Norton Peirce, 1995) found that ‘high levels of motivation did not
necessarily translate into good language learning, and that unequal
relations of power between language learners and target language speakers
was a common theme in the data’ (Norton, 2013, p. 6). In other words,
learners who fail to learn an L2 are not necessarily ‘unmotivated’. Norton
thus suggests the concept of ‘investment’ as a way of linking learners’
desire to learn a second language, their social context, and their changing
and contradictory identity/ies. Learners ‘invest’ in learning a language in
the hope that they will acquire a wider range of symbolic resources
(language, education, friendship or recognition) and material resources
(real estate, money or employment), which will consequently increase the
value of their cultural capital and social power. As Norton (2016, p. 2)
puts it, ‘this in turn provides for a wider range of identity positions from
which the learner can speak or listen, read or write’. Hence, an invest-
ment in the L2 is also an investment in a learner's own identity and social
mobility and, because identity is multiple, contradictory and frequently a
site of struggle, investment itself ‘is also complex, contradictory, and
often in a state of flux’ (Darvin & Norton, 2016, p. 20).
Investment thus serves as a ‘significant explanatory construct’

(Cummins, 2006, p. 59). A language learner might be highly motivated,
but not necessarily invested in the language practices of a given context if,
for instance, the practices are racist, sexist, homophobic, elitist,
marginalising, anti-immigrant, or anti-refugee, or if there are
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inconsistencies between practices within the language classroom and
language learners’ imagined identities and communities. Thus, language
learners might gradually be excluded and positioned as unmotivated by
teachers, peers or institutional structures and systems. This positioning is
likely to affect the learners’ social mobility, that is, the movement of
individuals or groups through social classes and hierarchies, with
opportunities for and barriers to mobility resulting from the
inter-relationships and interactions between a complex range of factors
(Blommaert et al., 2017; Gurieva et al., 2020). Social mobility can be
further understood through Lave and Wenger’s (1991) Communities of
Practice (CoP) framework, to which we shall now turn.

Communities of Practice (CoP) Framework

Lave and Wenger’s (1991) useful CoP framework emphasises the
quintessentially social character of learning, and views learning as located
in the evolving membership of individuals in their new social commu-
nities and as occurring through participation and engagement within
those communities. According to Wenger (1998), learning is a process of
participation and cannot be separated from the context in which it
occurs. Ultimately, learning can be conceived of as shifts in identity as
learners participate in new (to them) communities of practice and form
identities in relation to those communities: ‘learning and a sense of
identity are inseparable. They are two aspects of the same phenomenon’
(Lave & Wenger, 1991, p. 115). Learning is a process of becoming, or
avoiding becoming a certain person, rather than a simple accumulation of
habits, skills and knowledge.
The CoP framework is often cited by researchers interested in how

language learning and literacy are socially mediated and shaped in
practice, and in how language learners construct identities as they move
from peripheral to full participation in social worlds. CoP is particularly
useful here as it allows us to conceptualise language learners as members
of social and historical communities rather than as isolated individuals,
and opens up the possibility of exploring the relationship between lan-
guage learners’ sociocultural experiences and their language and literacy
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learning. It also allows us to reinterpret such learning as a process of
participation in new linguistic and cultural communities of practice, in
which learners may attempt to gain membership. The concept of ‘le-
gitimate peripheral participation’ (LPP) is a primary component of the
CoP perspective; it proposes that participation in a new community of
practice is initially and legitimately peripheral, but then increases grad-
ually in its engagement and complexity. LPP is perceived as a positive
and necessary point in which newcomers are situated peripherally as a
vital part of their apprenticeship experiences. Through LPP, newcomers
interact with longer-term participants in a given community and learn its
necessary knowledge and skills, become increasingly more adept at
community practices, and gradually move towards fuller participation in
that community, thereby becoming legitimate and active participants.
LPP assumes that all newcomers enter communities with equal access to
community resources and experts of the practice and they all end up
being fully fledged participants and experts in their communities.
Interestingly, however, language learning projects that have applied

the concept of LPP (e.g. Giroir, 2014; Kanno, 1998; Norton, 2000) have
found that LPP, as Kanno (1998) argued, ‘is not how it is’ (p. 128) and
that learners ‘are often blocked from the very resource that is vital to their
acquisition of the L2: opportunities to interact with native speakers’
(p. 129). That is, language learners are not always offered LPP and their
paths towards full participation are not always sanctioned. Language
learners can be denied access to community resources due to unequal
power distributions based on language ideologies, community biases, and
discriminatory practices around social dimensions such as religion, social
class, race, gender, literacy level, and linguistic proficiency. How language
learners negotiate those structures of marginalisation and peripherality
and assume more powerful identity positions remains an important area
of investigation.

Literacy as a Social Practice

Central to this chapter’s approach is the notion of literacy as a social
practice. Literacy is a key aspect in migrants’ lives as it is central to the
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development of the skills and knowledge necessary to interact and
integrate effectively in their new communities of practice. From this
perspective, literacy is a social practice as it occurs in individuals’
everyday lives and activities within their communities of practice (Street,
1997), and takes account of literacy’s different meanings for different
cultural groups (Barton, 2007). A ‘social perspective’ on literacy does not
focus on people’s acquisition or use of technical skills in formal educa-
tion, but rather on the ways people use written language in their everyday
life (as both a producer and/or consumer of written texts). Within this
perspective, literacy is conceived primarily as a social activity with specific
social purposes, meanings, and outcomes. Thus:

• Literacy is best understood as a set of social practices; these can be
inferred from events which are mediated by written texts.

• There are different literacies associated with different domains of life.
• Literacy practices are patterned by social institutions and power rela-

tionships, and some literacies are more dominant, visible and
influential than others.

• Literacy practices are purposeful and embedded in broader social goals
and cultural practices.

• Literacy is historically situated.
• Literacy practices change and new ones are frequently acquired

through processes of informal learning and sense making.
(Barton & Hamilton, 1998, p. 8)

This indicates that literacy is socially and culturally embedded and
mediated (Carter, 2006). It is shaped and mediated by language learners’
learning history, identiti(es), past experiences, the dominant views in
their families and wider communities, and the imagined benefits, if any,
literacy carries for them. For example, for LESLLA learners, literacy
could be something they were able to manage reasonably well without,
and thus it might be of little status. On the other hand, it could have a
high value as it is something that they were deprived of; in this case,
literacy might be seen as a tool of empowerment. Thus, ‘the cultural
embeddedness of literacy along with the individual differences that apply
to all human beings means that it is difficult to predict for a given learner
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what added value they think literacy skills will bring’ (Suni &
Tammelin-Laine, 2018, p. 29). Not only does literacy vary within social
contexts and cultural ideologies, but its meaning and purposes are
grounded also in inequitable relations of power (Street, 1997).

Method

An Ethnographic Research Methodology

The data in this chapter are drawn from a wider 14-month-long
ethnographic project which aimed at understanding the language learn-
ing and related identity experiences of a group of fourteen adult Muslim
Syrian refugees recently arrived in the north-east of England. The project
focused in particular on the intersection of their investment in learning
English with their social, class, gender and religious identities, both
within and beyond the ESOL classroom, and sought to draw out the
participants’ emic perspectives on their experiences, that is, their own
meanings for social actions and their own understandings of their social
world (Davis, 1995). The larger dataset included semi-structured inter-
views with the fourteen refugees and their ESOL teachers, and with the
manager of the institution; classroom observations and field notes
alongside audio-recordings and subsequent transcriptions of classroom
events; learner diaries in their L1, either written or audio-recorded
according to the participants’ preferences; learner shadowing, both
in-class and beyond; researcher diaries; and a collection of relevant
documents which ranged from classroom handouts to UK job-search
forms and related paperwork. The learners were interviewed twice in
their L1 at the start and end of the project and the interviews were
audio-recorded. Data was collected both in Arabic (with subsequent
translation into English) and in English, the multiple sources enabling
the clarification and corroboration of data across the project through a
process of triangulation. The use of different research methods in tandem
compensated for their individual shortcomings and exploited their
respective benefits (Brewer & Hunter, 1989).
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Participants

Of the fourteen Syrian participants in the project, eight were female and
six male, with ages ranging from 19 to 49. Thirteen participants had
come to the UK via Jordan, Lebanon and Iraq under the UK’s
Vulnerable Person Resettlement Scheme (VPR), while one participant
had travelled directly from Syria to Britain. The participants came from
various cultural and socio-economic backgrounds in Syria, and had dif-
fering levels of linguistic proficiency and of literacy. While ten had
received six years of schooling or less, two had university degrees. Ten
participants did not know any English before arriving in Britain, while
four knew very little. None of them had previously experienced living in
a non-Arabic-speaking country. The focus of this chapter is on Nadeema
as she was the least literate in the participants’ L1, Arabic.

Nadeema: The Focal Participant

Born in Damascus, Syria in 1975, Nadeema reported herself, and was
reported by others, to be, ‘illiterate’ in her L1, Arabic, as she needed to
look after her mother who had been severely burnt with boiling oil. Her
literacy test results confirmed that she had limited literacy as she was able
to recognise few letters, a limited number of words, and a few common
phrases.
Literacy was not regarded as a necessity for females in Nadeema’s

home village. As an adult, she had married and had five children. In
interviews, Nadeema reported that she had been constantly ridiculed by
her family-in-law because of her reported ‘illiteracy’, which appeared to
contribute to low self-esteem. During the research, Nadeema often
described herself as ‘illiterate’ and ‘ignorant’, this self-reported ‘illiteracy’
emerging within the data as a crucial identification for her. Accompanied
by her family, Nadeema left Syria for Jordan in 2012 and moved to
England in 2015. Nadeema noted that she was deeply saddened about
coming to England which was entirely her husband’s decision. Nadeema
described immigrating from Jordan to the UK as moving from ‘heaven to
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a prison’. After being in the UK for three years, Nadeema did not appear
to change her attitudes:

Speaker Original language Translation
Nadeema يبردهشيو…دلابلهلاهتيبحام

ندرلأاعيعجريلولوقباذاييلع
عجرب

I don’t like it here…Still, if I have the
choice, I swear by God I’d go back to
Jordan

(Nadeema, phone diary, 13 December 2018)

Since arriving in the UK, Nadeema’s family members (her husband,
four children, and sister-in-law) had made rapid progress with learning
English. Although she was not a shy person, Nadeema was quiet in the
ESOL classroom and reported being bullied by her ESOL classmates (we
shall examine later how her low L1 literacy and social positioning as
‘illiterate’ interacted with her investment in learning English). Although
Nadeema often complained about living in the UK, she seemed to be
dedicated and stable in her investment in English, not missing any
English classes, attending voluntary English-learning courses at the
weekends, and reporting that she asked her children for help studying
English at home:

Speaker Original language Translation
Nadeema معانأ…يايزيلكناملعتألواحمعانأ

يدبولواحيدبولواحلضحرولواح
لواح

I’m trying to learn English. Yeah,
I’m trying and I’ll keep trying. I do
want to learn, I do want to learn

(Nadeema, phone diary, 08 July 2017)

Approach to Analysis

The project followed a broadly ethnographic and interpretive approach.
Taking account of the participants’ diverse backgrounds and experiences,
the aim was to see the world through the Syrians’ eyes from an emic
perspective, understanding ‘the participants’ meanings for social actions’
(Davis, 1995, p. 433). Thus, the consequent interpretive stance in this
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project aimed not to discover meaning and truth deposited a priori
(Walsham, 1993), but to explore how the social world was made
meaningful and interpreted from Nadeema’s own perspective, as this
would shape her behaviour and stances. The approach to the formal
analysis was based on the ‘constant comparative method’ (Glaser &
Strauss, 1967) which involved the discursive procedure of constant going
back and forth through the data and coding it for themes that emerged; it
required moving repeatedly between the concrete, raw data and abstract
theoretical knowledge, ‘between inductive and deductive reasoning,
between description and interpretation’ (Merriam & Tisdell, 2016,
p. 202). It also involved constant re/checking with the participants of our
interpretations. The analysis and report of the participants’ experiences
and stories in the remainder of the chapter therefore involves the authors
as co-constructors of knowledge in order to understand and present
Nadeema and other participants’ ‘multiple perspectives, multiple
voices, and multiple interpretations’ of their experiences (Merriam, 2009,
p. 12).

Results

This section answers the question of how ‘literacy’ as a social construct
was implicated in the experiences of learning English and identity con-
struction and development of Nadeema. It starts by exploring the neg-
ative bearing that Nadeema’s reported ‘illiteracy’ had on her learning of
English and her gendered identities as a mother and a wife. This is
followed by a discussion of the impact of her literacy in her ESOL
classroom and how she was positioned by her ESOL classmates, and
finally the impact this had on Nadeema herself.

Nadeema’s ‘Illiteracy’ as Gendered and a Constraint
on Learning English

In what is clearly a gendered issue, nearly two-thirds (63%) of the world’s
750 million low-literacy adults are women, according to UNESCO
Institute for Statistics report published in 2017. As that same report
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argues, denying women the right of literacy can have implications on the
entirety of their life. Low-literacy is ‘analogous to the oppression of
women in general, and amplified when the two factors together create an
intersectional double bind’ (Parker, 2012, p. 4). For Nadeema, her
low-literacy was not merely a background variable; rather, it was a central
lived experience in the mosaic of her life experiences and identity. The
word ‘illiterate’ and its synonyms were mentioned 53 times by Nadeema
in her self-report data.2 At the very beginning of her first interview,
Nadeema spent quite some time expressing her frustration at ‘being
illiterate’ and the restrictive implications of this ‘illiteracy’ for her sense of
self and her journey of learning English:

Speaker Original language Translation
Nadeema يشينيفاناونأينوسسحب

بتكأوارقأفرعبامنلأصقان
ًانايحأينيفولصتيبكلقمع

انيكحيتاهيتملعتوشيلولوقب
نونأعمةيزيلكناةملكمكيش
ناشمسبوفرعيبامننه
يلعوكحضيوورخسمتي

They {her in-laws} made me feel that I’m
less of a person because I can’t read and
write. Sometimes they call me and say
‘what did you learn? Come on tell us
some English words’ although they
know no English at all. They just want
to ridicule and humiliate me

(Nadeema, interview, 15 August 173)

Because women were seen as primary carers and literacy was not
perceived as important for females in the Syrian village of her childhood,
Nadeema’s parents decided to stop sending her to school so she could
look after her sick mother and newborn sibling. Hence, the roots of
Nadeema’s low-literacy could be traced to gendered and cultural ide-
ologies, and this seemed to shape her life and experiences, also limiting
her social mobility. Due to her lack of literacy skills, Nadeema reported
that she was perceived by her in-laws as inadequate for her husband, who
had only experienced 6 years of schooling himself, and she reported
consequently being often characterised within the family as a woman
devoid of intelligence and character:
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Speaker Original language Translation
Nadeema ولتلقًانايحألاؤسينلأسيبينبا

ةرميلقماقفرعبامهللاو
!؟يفرعتبوشيتنايمأ
ينومرتحييدلاواوناكايروسب
نوهسبينمةبعروتوميو
وريغترييتك

Sometimes my son asks me something
and I say sorry I really don’t know. He
once said ‘Is there anything you know?!’
Back in Syria my children used to respect
me very much and even fear me, but
they’ve changed here massively…

Researcher ةدمتعمكنأببسلايسحتب
ةيزيلكنلااةغللاناشمنوهيلع
؟ةمجرتلاو

Do you think it’s because you often
depend on them with the English
language?

Nadeema ةنوميلدعامونأكدصق
رتكأوفرعيبننهونأنوهيلع
حصكيكحيا؟ينم

You mean that I no longer have authority
over them? The fact that they know
more than I do? Yeah that’s correct

(Interview, 15 August 2017)

Nadeema’s low-literacy in Arabic seemed to shape not only how she
was positioned in the home as a mother, wife and daughter-in-law but
also her prospects of learning English in the UK; she was positioned as an
inadequate language learner. Nadeema remarked that her two daughters
and two sons, aged respectively 16, 12, 24 and 10, and her husband had
made quick and significant progress learning English, while she had not.
She explained the gap between her and her family’s English as the result
of her reported ‘illiteracy’ making her progress far slower, with the result
that she became reliant on her children; this, in turn, tilted the balance of
in-family power in their favour. This was supported by observational data
from Nadeema’s house which showed that her children sometimes
commented on and laughed at her progress in learning English and her
English pronunciation. Hence, Nadeema’s lack of literacy was both
shaped by and also shaped her gendered identities.

In the ESOL Classroom: Low-Literacy as a Hindrance

Nadeema attended pre-entry (pre-A1 CEFR) ESOL classes which
focused on both the ‘four skills’ of speaking, listening, reading, and
writing, and on supporting migrants with their experience of living in a
new community. Learners attended classes for 10 hours per week over
four days. With around 20 learners in a class, the curriculum was
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organised thematically, covering themes such as transportation,
employment, housing, jobs, health, community resources, and hobbies.
Nadeema’s pre-entry class was particularly ‘work’ or ‘job-seeking-driven’.
Nadeema, however, found that her limited L1 literacy impacted on her
learning of English, as she struggled to comprehend what was happening
in the ESOL classroom:

Speaker Original language Translation
Nadeema بتكأوارقأفرعبامنلأ

امفصلابيناعمعريتكيبرعلاب
نمًايئاهنيشمهفأمع
ردقأمعامينعي…يزيلكنلاا
واوملعتيبفصلاب.…بعوتسا
اوبتكيمعنلأينمرتكأاوبعوتسيب
يبرعلاباهانعموتاملكلاظفل

Because I can’t read and write in Arabic,
I’m really struggling in the classroom.
I don’t understand anything at all…
They [other students] do learn and
understand better than I do because
they write down in Arabic the meaning
and pronunciation of the English words

(Nadeema, interview, 20 April 2017)

On many occasions, Nadeema revealed how she was positioned by her
Syrian classmates as an ‘incompetent’, ‘deficient’ and ‘slow’ language
learner, which was confirmed by the data gained from her fellow ESOL
classmates during the wider research project. She believed that her
inability to write down the meanings and translations, in Arabic, of
English words was the most significant reason for her falling far behind
her classmates, and was unaware of other factors, such as study skills
(Olson, 2002; Ong, 1988), that would most likely have enhanced her
ability to succeed in the ESOL classroom and in L2 learning. After 4
academic years in the Pre-entry class, Nadeema stated that she did not get
moved up (member check,4 13 December 2018), while some of her
classmates reached Level 1. When discussing the classroom, Nadeema
downplayed her capabilities and subjugated her knowledge and abilities
to that of her classmates. Despite her slow progress, Nadeema never
lacked interest or investment in learning English. To sum up, Nadeema’s
gendered-based low-literacy seemed to be socially constructed as a tool of
hegemony which relegated her to subordinate and disempowered identity
positions as a mother, wife, daughter-in-law, and language learner. Her
lack of literacy was integral to how Nadeema saw herself and others as
language learners and individuals:
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Speaker Original language Translation
Nadeema رشتييتلاًانايحأفصلابيهبتناقله

نوكبميظعلاهللاويكحتمعنكتب
يكحاأرجتبامسباهيلعةنامهف

بتكأوارقأفرعبامنلأ
يشيكحأناتحفاخب.يبرعلاب
يناتىنعماهلانوكيوطلغةملك

sometimes I understand what the
teacher is saying, but I don’t feel brave
enough to answer because I’m
illiterate in Arabic. I think to myself I
might say a word, but this word could
have another meaning

(Nadeema, phone diary, 08 July 2017)

In many ways, the narratives of Nadeema mainly centred around her
positionality as ‘illiterate’. These negative social positionings accumulated
and clustered over time and manifested themselves in Nadeema’s identity
work as an unconfident language learner (Davies & Harré, 1999) who
was inhibited to speak English and participate in the ESOL classroom:

Because I think it’s her first experience of education…she does plenty of
cheating (laughs) and you have to do you find your ways to get the right
answer to get the approval from the teacher so you know she’ll copy…
she’s still very dependent on other people.

(ESOL teacher, interview, 12 July 2017)

In the ESOL classroom, it was observed that Nadeema relied heavily on
other women to communicate her message in English and get things
done. Of all the language learner participants in the research, Nadeema
was the least confident learner inside and outside the ESOL classroom.
While her limited English proficiency appeared to play a role, it seems that
her lack of literacy in Arabic factored into her own understanding of her
subject positions in English and consequently her confidence to speak
English. From the identity position of an ‘illiterate woman’ who was
discursively positioned as ‘ignorant’ and ‘less of a person’, Nadeema did
not see herself as a legitimate language learner who had the right to try out
and make mistakes. She wanted to speak English and participate in the
classroom, but to her, her inevitable stumbling, errors and low self-esteem
were grounds for exclusion and ridicule by her community members. By
choosing not to contribute (as the quotation above illustrates), she chose
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to perform the role of a ‘silent woman’ in order to save face and avoid
ridicule and rejection, contributing, in a way, to her own marginalisation.

English Literacy as a Tool to Claim More Powerful
Gendered Identities

Responding to our prompts, Nadeema explained the relationship
between her investment in learning English and the challenges she was
experiencing:

Speaker Original language Translation
Researcher رييتكيزيلكنلااملعتونأيليتلق

يبذعتتمعكنأوبعص
معيليوشبيطفصلاب
؟يلمكتيكيلخي

You said that learning English is
extremely difficult and you’re
struggling in the classroom—what is it
that keeps you going?

Nadeema لتميزوجلتمملعتأةباحانأ
نولتميلاحسحيدبيدلاو
يدب.يشبينمنسحأومننه
وتناونايامحتيبيجرأ
لتمانأسبيلعوترخمست

لقأاميتانبلتميزوج
نونم …

I want to learn English just like my
husband and children. I just want to feel
equal to them so they are not better
than me. I also want to prove to my
family-in-law who constantly bullied me
that I’m just like my husband and
daughters. I’m not less than them…

(Nadeema, phone diary, 08 July 2017)

Through developing her reading and writing in English and the
concomitant expansion of linguistic capital and symbolic power
(Weedon, 1997), Nadeema saw that she could begin to reconstruct and
modulate her identities (i.e. mother, wife, language learner, and
daughter-in-law) as ‘equal’ and legitimate in the communities that were
important to her. She realised that the condition of ‘the oppressed’ was
not immutable, and she could become, through learning and literacy in
English, a legitimate member in her communities. Nadeema’s
self-reported ‘illiteracy’ was, in effect, a tool of consciousness-raising,
leading her to challenge and change oppressive social structures. English
would provide Nadeema with more than new communitive codes—‘it
also becomes a powerful marker of group identity, a sense of ‘us’’ (Egbo,
2004, p. 248). For Nadeema, English was a tool of social connection and
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identification with her own family and a wider community of literate and
educated people:

Speaker Original language Translation
Nadeema ةصرفنعضيوعتيزيلكنلاا

ايروسباهتملعتاميليميلعتلا
Learning English is a compensation for a
missed educational opportunity in Syria

(Nadeema, interview, 15 August 2017)

Thus, English literacy would be the catalyst to break free of the
stigmatising discourses around ‘illiterate’ people in her intra- and
inter-worlds, and to become a literate person that she and her family
would admire. This supports Norton’s (2001) argument that ‘an
investment in the target language is also an investment in a learner’s own
identity, an identity which is constantly changing across time and space’
(p. 166). Despite her dislike of and disinvestment in the UK, Nadeema
was greatly invested in learning English as this was also an investment in
her gendered and emerging literate identities. It is crucial to note,
however, that Nadeema’s ability to imagine more powerful and positive
literate and gendered identity positions was originally triggered and
enabled by her participation in new communities of practice with dif-
ferent ideologies and practices of gender, age, and literacy:

Speaker Original language Translation
Nadeema وةيملأاوحمبتدعقايروسبيتخأ

انا…بتكتوارقتتملعتوتلجس
يحتساوفرعيبيامحتانبلوقوش
نسحتساامينعينسحتساامنونم
سب…ملعتانومادقحورأرجتا
سانلاتفشونوهلتيجتقو
حورتأرجتملعتتمعينمربكلأا

انأملعتأمزلاانأ.لطباموجلوكلاع
ًابيرقتنولكنونمرغصأ

Back in Syria my sister went to a literacy
programme and learned to read and
write in Arabic…but I felt ashamed
because of my in-laws…when I came
here and found out that people who
are older than me are learning, I was
encouraged to go to college. I should
learn—I’m younger than most of them
[ESOL learners]

(Nadeema, interview, 15 August 2017)

This aligns with Wenger’s suggestion that leaving a community of
practice can also involve ‘seeing the world and oneself in new ways’
(1998, p. 55).
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It is perhaps ironic that the migrant context, which Nadeema had
strongly resisted, caused her to critically re-evaluate her previous con-
ceptualisation of what she could do as a 42-year-old self-reportedly
illiterate woman, consequently producing her age and gendered identities
in the UK in ways that benefited her processes of learning English and
identity (re)negotiation. Her adoption of new identity positions was not
entirely a product of her own free choice and agency; it was
co-constructed in collaboration with her new communities of practice
that sanctioned and validated these identities. Nadeema’s discursive
renegotiating of dominant cultural, low-literacy, age, and gendered dia-
ries aligned with the findings of many studies that suggest that the
processes of language learning and participation in new discursive com-
munities might trigger significant changes in how some language learners
and users position and are positioned by others (Giroir, 2014; Kinginger,
2004; Norton, 2000). Language learning multiplies possibilities for
self-expression and provides opportunities for agency in the performance
of the self in new communities of practice:

Speaker Original language Translation
Nadeema …يلاحلعلطاناشمملعتامعانا

يشيرتشايدبازاناشم
ناشمةليلقلاع…يلاحليرتشا
يجهوارقأنسحأتعضازا
انأنيو

I’m learning English so that I can got out
alone, to buy things on my own without
the assistance of anyone. At least if I get
lost, I can read the name of the place
I’m at

(Nadeema, interview, 22 April 2017)

For Nadeema, English literacy offered the independence and the
freedom that she had been deprived of all her life whilst positioned as an
‘illiterate’, marginalised woman. In essence, Nadeema’s imagined identity
as an independent and empowered woman was as much a reconstruction
of her low-literacy gendered identity in the past as it was an imaginative
construction of her sense of self in the future (Norton, 2001).
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Conclusions and Pedagogical Implications

The evidence from this project shows how Nadeema’s self-reported
non-literacy in Arabic directly and/or indirectly, and positively and/or
negatively, impacted on her sense of self and her (dis)investment in
learning English in and outside the ESOL classroom. Because Nadeema
had a great sense of investment in her emerging literate identity, she was
extremely invested in learning English; reading and writing in English
and the concomitant expansion of linguistic capital and symbolic power
was the underlying motivation which encouraged her to learn English
despite her very slow progress. Nadeema’s lack of literacy in Arabic,
however, appeared to have restrictive effects on her learning of English.
Consequently, she appeared to have low self-esteem and confidence,
which explained her hesitance to speak and take risks in and outside the
ESOL classroom. An ‘illiterate’ woman, from her perspective, does not
have the right to make mistakes; nor is she the equal of her more literate
and educated classmates. The intricate fusions of low-literacy and English
learning experiences and opportunities indicate that the process of
‘non-literacy enactment’ in language learning is rarely simple and
straightforward, and may entail paradoxical pathways for the same
individual learner as we have witnessed in the case of Nadeema.
Teachers and other practitioners, including institutional managers,

who are more critically informed about the role of low levels of literacy in
learners’ prior experiences, narratives and understandings of their own
lives can better appreciate the length of time it can take such learners to
read and write in the target language and the considerable challenges they
face while learning the language of their new communities. Teacher (and
institutional) awareness of low-literacy language learners’ experiences and
challenges is central to developing a fuller understanding of, and offering
support for, any challenges low-literate language learners might face both
in the classroom and outside the classroom more generally.
Additionally, specialised teacher training and professional development

are vital to address the slow progress and the unique challenges and
frustration that LESLLA learners face (Condelli et al., 2010; Naeb &
Young-Scholten, 2019). Condelli et al. (2010) state that working with
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well-qualified teachers improves LESLLA learners’ chances of success.
There is significant evidence that the adult language learning and literacy
sector in many European countries seems to fall behind in terms of
quality (Schellekens, 2011); it is increasingly underfunded with a
growing reliance on part-time, unpaid and unqualified volunteer teach-
ers. For example, there has been a real terms reduction of 60% to UK
government funding for ESOL in recent years, from £212.3m in 2008 to
£105m in 2018 (Refugee Action, 2019).
The findings of this investigation also suggest that traditional and

conventional models of adult language learning and literacy provision
and progression, which can take years to complete, fall short of meeting
the linguistic needs for migrant language learners, many of whom arrive
in the host communities with pre-CEFR A1 literacy and a lack of study
skills. As Sidaway (2018) notes, obliging leaners to demonstrate pro-
gression by frequently taking level-based exams can significantly affect
motivation. Thus, a more flexible, tailored adult language learning
provision and progression to better meet the diverse needs and linguistic
abilities of the learners is needed; alternative approaches might include:
(1) a form of language learning education that does not solely oblige
learners to experience a centralised curriculum and assessment regime;
(2) integrating a course of study skills in the learners’ own language into
language learning provision to teach low-educated learners how to study
and approach language learning; (3) an additional literacy course for
LESLLA learners to enable them to tackle the complex task of learning
how to write and read; (4) and special training to teachers working with
learners with little or no literacy.5

Besides sustained funding, more flexible language learning provision
and assessment, and specific training and support for teachers, the
greatest hope for the adult literacy and language learning sector seems to
lie in collaborations: collaborations among teachers who are interested in
adult literacy and want to share materials and ideas; collaborations among
ESOL institutions which are keen to forge a common agenda and share
resources and expertise; collaborations between ESOL students, teachers,
and researchers who want to work together and learn from each other;
collaborations among adult language learning institutions and policy
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makers who want to share decision making; and, finally, collaborations
among countries and contexts to share experiences.
Although the focus of this chapter has been the experiences of an

individual 42-year-old LESLLA learner, the issues raised in this research
are likely to be relevant to most LESLLA contexts internationally. What
challenges do such learners face in the language classroom and beyond
more generally? What strategies do they develop and deploy to support
their learning? What lessons are to be learned from listening to their
voices? The results and implications of this project underscore the
importance of expanding the language learning research agenda to reg-
ularly include LESLLA learners. There is much to be gained by
acknowledging language learners of various literacy levels and educational
backgrounds, developing theories to account for a broader range of
language learning contexts, and designing more fine-grained research
instruments and methods that provide opportunities for participants to
express who they are and what they are genuinely experiencing in their
daily lives.

Notes

1. Also adopting this acronym, the international organisation LESLLA
supports adults with little or no home language schooling or literacy, who
are now learning to read and write for the first time in a new language.
Established in 2005, LESLLA promotes, on a worldwide, multidisci-
plinary, and multilingual basis, the sharing of research findings, effective
pedagogical practices, and information on policy.

2. Nadeema’s 53 references to ‘illiteracy’ emerged over the course of her 2
interviews, one focus group conversation, her phone diary, and the pro-
ject’s ‘member check’ interview. In contrast, a male LESLLA participant
in the study, Adham, referred to his low level of literacy only 7 times in
similarly collected data.

3. All interview or diary quotations are by Nadeema herself, with the
researcher’s interpretation in the text.

4. After the end of the project, the researcher conducted formal member
checks with 10 learner participants and one teacher while the findings
were written up and presented. This data is dated and presented in the
discussion as ‘member check’.
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5. The EU SPEAK Project is a collaborative endeavour involving partners
from several European countries. It aims to provide teacher training and
materials (in English and many other languages) to support the language
acquisition and educational outcomes of immigrant and refugee-
background populations with little or no formal education and emerg-
ing literacy skills.
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5
The Mobility of Everyday

Literacies. Literacy Practices for Passing
a Driving Test as a Potential Resource

for L2 and Literacy Development

Annika Norlund Shaswar

Introduction

Sweden, like many other countries, is characterised by globalisation and
mobility in the sense that its population is culturally and linguistically
heterogeneous. Minority groups, such as speakers of Sámi, Finnish,
Meänkieli, Romani and Yiddish, have lived in the country for hundreds
of years. From the 1960s onwards, immigration increased, creating a
need for Swedish to be taught as a second language (L2). One of the
resulting educational contexts was Swedish for immigrants (SFI) which
provides a basic education in Swedish as an L2 for adults residing in the
country. This chapter focuses on the mobility of literacy practices across
the border between a specific context in everyday life, i.e. studying
driving theory, and the SFI context.
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It is crucial for adults to be able to participate in multiple contexts in
their everyday social and working lives. For example, in order to work,
vote in elections and communicate with kindergartens or schools, it is
necessary to learn the main language of the host country. The aim of SFI
education is for students to develop a basic knowledge of Swedish so that
they can actively participate in the context of everyday life, society,
further education and work (SNAE, 2018). In 2019, Sweden had
153,000 SFI students, 20% of whom had received 0–6 years of previous
schooling (SNAE, 2020). The largest country of birth among the stu-
dents was Syria. SFI education is free for students. Swedish municipal-
ities are obliged to provide SFI but they can outsource the teaching to
other organisers.
SFI students are a very heterogeneous group of learners in terms of

why they migrated, their formal education, work, present living condi-
tions and plans for the future. In order to individualise their education, it
has been organised into three different study paths (1, 2 and 3) and four
different courses (A, B, C and D): Study path 1, comprising courses A–
D, is primarily aimed at students who lack or have minimal formal
education; study path 2, courses B–D, is aimed at students with less than
12 years of formal education and study path 3, courses C–D, is aimed at
students who have received 12 years or more of formal education (SNAE,
2020).
SFI also includes basic literacy education for learners who are ‘not

functionally literate’ (SNAE, 2019, p. 1). The term functionally literate in
the sense that it is used in the SFI syllabus (SNAE, 2019) and UNESCO
(2005, p. 419), refers to a person who is able to ‘engage in all those
activities in which literacy is required for effective functioning of his or
her group and community and also for enabling him or her to continue
to use reading, writing and calculation for his or her own and the
community’s development’. However, I prefer (not yet) functionally lit-
erate to illiterate since the latter term has very negative connotations, such
as poverty and lack of knowledge (Franker, 2011, p. 15). Thus, in this
chapter, I use (not yet) functionally literate.
Basic literacy education is an independent part of SFI education and

can be integrated with the A–D courses. However, teaching is usually
conducted in Swedish because, among other reasons, teaching in another
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language is not a requirement in the SFI syllabus. This means that
teachers who teach basic literacy education need to support students in
developing their basic literacy skills in Swedish, a language of which they
only have a basic knowledge.
SFI has frequently been criticised in official assessments and the media

for its insufficient individualisation of education (MER, 2013; SSI,
2018). Individualisation can be described as education and instruction
starting out from an individual and their background, knowledge,
experiences, needs, prerequisites, aims and interests (MER, 2020, p. 66).
One reason for the insufficient individualisation of SFI education is that
students’ knowledge is not thoroughly evaluated when they start their
studies (MER, 2020, p. 94). Study counsellors and teachers find it dif-
ficult to assess the experiences and knowledge of students with minimal
or no previous formal education. These difficulties can be the result of
the lack of a common language, that interpreters are not used, and a lack
of or ineffective local procedures and materials for assessing students’
knowledge and experiences. Often, only a student’s previous level of
formal education will be checked before they are assigned to a study path
and course.
While SFI teachers are facing the educational challenges described

above, this particular group of teachers receives minimal support in
teacher education. There is no specific teacher education for SFI teachers
and courses in teacher education are generally only directed at adult
education to a small extent (Fejes, 2019) and at basic reading and writing
education for adults in particular. Thus, it could be argued that SFI
teachers need support in developing educational practices. One option
for developing pedagogical practices is to use students’ everyday literacy
practices as resources for their learning in an educational context (Ivanič
et al., 2009). People engage in everyday literacy practices at the same
time as they engage in the different activities in their lives, for example,
interacting with their families and friends, looking after their homes or,
in the case of the participants in the present study, passing a driving test.
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Aim and Research Questions

This chapter explores the literacy practices which two adult L2 learners of
Swedish participate in when they struggle for one of them to pass the
theory part of the driving test, referred to in this article as the theory test.
More specifically, the aim of this study is to investigate the mobility of
these literacy practices insofar as it is possible to mobilise them to
enhance SFI students’ basic literacy and L2 development. These aspects
will be investigated using the following research questions:

• How do the participants narrate their literacy practices for passing the
theory test?

• In what ways, if any, are literacy practices for passing the theory test
mobile so that it is possible for SFI students with minimal or no
previous experiences of formal education to draw upon them in their
ongoing L2 and basic literacy development?

The first research question focuses on the participants in this study
and the second research question focuses on SFI students in general.

Acquiring a Swedish Driving Licence

To drive a passenger car in Sweden, a ‘B’ type driving licence is required.
Driving licences issued in countries outside the European Economic Area
(EEA) are valid for one year after the owner has been registered in
Sweden (STAG, 2020). After this time, a Swedish driving licence is
required.
Anyone wishing to obtain a Swedish driving licence must pass a theory

test and a practical driving test. The theory test is a computerised
multiple-choice test comprising 70 questions and two to six response
options. Some of the questions are shown together with one or more
picture. If the test taker is unsure of the answer to a question, they can
mark the question and return to it later. If the test has not been com-
pleted, they can return to an answer and change it. The test lasts for
50 minutes (Alger, 2019; STAD, 2020a). It is available in Swedish and
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14 other languages. For people who take the test in a language other than
Swedish, it is possible to change the language to Swedish at any time
during the test. Changing the language to Swedish also means that the
test taker can listen to the test in Swedish. An additional option is taking
it with the help of an interpreter (STAD, 2020b). This option is open to
people who do not speak, read and understand Swedish well enough to
be able to take the test in spoken or written Swedish.

A Social Practice Perspective on Literacies

A social practice perspective on literacy, which is the theoretical basis of
this chapter (see Street, 2009), starts out from an understanding that the
activities people engage in when they read, write and talk about texts,
vary between different contexts. Thus, combining a social practice per-
spective on literacies with the idea of the mobility of literacies and texts
can be a challenging task (Ivanič, 2009; Kell, 2017, p. 414). A social
practice perspective assumes that literacy practices are situated in specific
contexts and that they will change or transform if they were to take place
in a different context. So, from this perspective, how can literacy practices
situated in everyday life be mobilised in a classroom context? This
question has been discussed by Ivanič (2009) in relation to the college
sphere in Britain. Ivanič argues that literacy practices on a micro level, or
micro practices, can be mobilised from everyday contexts to formal
educational contexts. All literacy practices comprise specific constituents,
such as the content of the texts being read, written and discussed, the
participants in the practice, the activities in which they engage and the
artifacts that are used in the literacy practice (Ivanič et al., 2009,
pp. 49 ff.). Micro practices are culturally recognised small-scale config-
urations of constituents (Ivanič, 2009, pp. 100, 113). Examples of such
micro practices are non-linear reading, interpreting a picture and
understanding the associations between a picture and a text.
One important constituent of literacy practices is how participants

identify with their reading and writing. In this chapter, identity is
understood as being socially constructed, dynamic and comprising a
multitude of related, sometimes conflicting, aspects (Holland et al.,
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1998, p. 16; Ivanič, 1998, p. 10). When people engage in literacy
practices, they are presented with different identities when they read,
write and/or discuss texts and as they participate in literacy practices, they
accept, negotiate or discard them.

Mobility, Literacy and Inequality

The connections between mobility, literacy and inequality are key to
analysing literacy practices in the context of the sociolinguistics of
globalisation (Blommaert, 2010). Globalisation processes involve an
increase in social inequality and hierarchies, implying that not all lin-
guistic resources are mobile (Blommaert, 2019, p. 2; Kell, 2017,
pp. 423 f.). In order to discern the connections between mobility, lit-
eracy and inequality, it is necessary to break down the different kinds of
mobility and explore the connections between mobility and social class
(Collins & Blot, 2003; Kell, 2017, pp. 423 f.). One aspect of inequality
can be found in how the lives of certain migrants are dominated and
regulated by the absence of ‘papers’, particularly the kind of documen-
tation that is needed to establish their legal status in their host country
(Vieira, 2016), as well as documentation that would help them in the
process of settlement and integration. Driving licences are part of the
second category. Collins and Blot (2003) have underlined how this
socio-material aspect of literacies affects people in their everyday lives.
Thus, the study of literacies in contexts outside formal spheres cannot be
confined to agency but must also explore how the dominant literacies
that are developed and supported by powerful institutions affect and
form peoples’ everyday lives. In other words, power and inequality are
integrated aspects of everyday literacy practices.

L2 Learning of Adults

Extensive global research has been conducted on the L2 learning of
adults in educational contexts and in everyday life, as well as some
Swedish research in this field. However, research on L2 and literacy
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development in adult migrants with a minimum level of formal educa-
tion is scarce, both in a Swedish context (Fejes, 2015; Lundgren et al.,
2017) and internationally. In global terms, research has primarily focused
on countries in the global south (Kerfoot, 2009; Papen, 2005; Wedin,
2004). In the New Literacy Studies, UK studies have explored adults’ use
of literacies in their everyday lives (e.g. Barton et al., 2007). In North
America, many studies have researched adults’ L2 learning from a critical
perspective, examining the intersections between language, class, race and
gender (Menard-Warwick, 2009; Norton, 2013; Skilton-Sylvester, 2002;
Warriner, 2010). Norton (2013) has explored L2 learners’ engagement
in literacy practices and has developed the concept of investment in order
to understand the connections between social context, language devel-
opment and identity. Norton (2015) sheds light on hierarchies in social
contexts that affect L2 learners and understands learners as being active
agents who are able to challenge and question the positions in which they
find themselves. Skilton-Sylvester (2002) and Menard-Warwick (2009)
studied L2 learners’ identity processes associated with family, work and
cultural identity and explored how these processes affected their L2
learning.
In a Swedish context, a number of studies have investigated the lan-

guage use in everyday life of not yet functionally literate SFI students.
Rydén (2007) investigated how students handled situations that required
literacy skills, as well as the role of social networks and strategies in such
situations. Rydén found that students’ social networks helped them
develop and change strategies for handling situations that required lit-
eracy skills. This strengthened their self-esteem and developed their
self-confidence.

Studies That Investigate the Connections
Between SFI Education and Everyday Life

A few studies have investigated the connections between literacy practices
of the SFI domain and students’ everyday literacy practices. Lundgren
(2005) conducted a study that focused on the connections between
everyday life, literacy and L2 development in the SFI domain.
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She investigated the experiences of five female SFI students. These stu-
dents felt marginalised by Swedish society and that their life experiences
and knowledge were regarded as being of little importance, which
decreased their self-confidence and negatively impacted their learning.
The overlap between everyday life and the SFI domain has also been

explored by Norlund Shaswar (2014). The study focused on five SFI
students studying in different classrooms and at different schools. The
author found that there were examples where the students experienced
that their identity options in everyday life resonated with their identity as
SFI students. In such cases, the students became engaged and actively
participated in the literacy practices of the SFI domain. However, there
were also examples in which the students’ identities and literacy practices
based on their everyday lives conflicted with the formal learning situation
of SFI. When the students referred to their everyday lives, the teacher
perceived them as being in conflict with the framework that had been
established for education regarding, for example, the languages that
should be spoken and written in literacy events, and the extent to which
the purpose of literacy practices can be negotiated.
Vollmer (2018, 2019) investigated the digital literacy practices of three

male Syrian newcomers in Leeds, England. A part of Vollmer’s data is of
particular interest to the present chapter, i.e. his investigation of the
digital literacy practices in which one of the participants engaged when
he attempted to obtain a UK driving licence (Vollmer, 2018). In order to
obtain such a driving licence the participant had to take both a theory
test and a practical driving test. While he was studying for the driving test
he participated in both digital and multilingual literacy practices, using
two different apps on his smartphone. Vollmer concluded that although
the participant had lost capital (Bourdieu, 1991) in the sense that his
migration to the UK meant that he was no longer allowed to drive—and
he also had limited linguistic capital—he still had capital that he could
use for obtaining a driving licence in his new country, i.e. his knowledge
of using mobile technologies.
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Data, Methods and Ethics

Data Production Methods

The data analysed in this chapter were produced as part of a project that
aimed to investigate multilingual and digital literacy practices in SFI
education and in students’ everyday lives. An ethnographic methodology
was used for the data production. Classroom observations and interviews
were conducted with teachers and students in two beginner groups for
students who lacked or had previously received minimal formal educa-
tion (study path 1, course A) in two different SFI schools. Two teachers
and 10 students were interviewed.
The data used for the chapter comprise three qualitative

semi-structural interviews lasting a total of 168 minutes
(60 + 61 + 47 minutes) with two participants called Muhammad and
Noor.1 The rationale for interviewing them together was that this would
make them feel safer in the interview setting. The first and third inter-
view were conducted in a classroom at the SFI school and the second
interview was conducted in Muhammad and Noor’s home. In the first
and second interview, Muhammad and Noor were interviewed together,
but in the third interview only Muhammad was able to participate. The
interviews were conducted using a Swedish-Arabic interpreter and were
documented in audio recordings, photographs of texts and artifacts, as
well as field notes. In this chapter, the interview excerpts are given in the
original languages (Arabic and Swedish), as well as an English translation.

Using an Interpreter in Multilingual Research
Interviews

Conducting multilingual cross-cultural research interviews in which the
researcher and participants do not speak the same language is compli-
cated for a number of reasons. There are methodological, ethical and
epistemological risks that must be taken into account. One option is to
use an interpreter. In line with Andrews (2013), I regard the interpreter
as being both a linguistic and a cultural mediator. The interpreter actively
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participates in the interview, negotiating and mediating meaning as they
interact with the researcher and the research participant(s) (Bradby,
2002). This means that it is important that the interpreter is well
informed about the purpose of the research, understands the interview
method being used and the researcher’s understanding of how knowledge
is constructed in the interview (Norlund Shaswar, 2021). It is also
important that the interpreter shows respect to the research participants.
This is particularly important when they are in a vulnerable position,
which is the case for adult migrants who are not yet functionally literate.
In the interviews analysed in this chapter, I used an interpreter with
whom I was familiar, and who I knew would treat the research partici-
pants with respect. I informed the interpreter about the purpose of the
study and how the interviews were going to be conducted, i.e. that I was
interested in the interviewees’ experiences of literacies.

Ethical Considerations

The study was conducted in accordance with the ethical rules of the
Swedish Research Council (2017). Before the project started, a research
permit was submitted to the Swedish Ethical Review Authority. When
the permit was issued, all potential informants were informed of the
purpose and methods of the study and gave their consent to participate.
Since students asked to participate are in the initial phase of their
Swedish language development, the Swedish information letters were
translated orally by interpreters into the major languages of the SFI
group. This meant that Muhammad and Noor were given written
information in Swedish and oral information in Arabic. All the names of
persons and places have been changed or omitted in the chapter in order
to ensure the integrity and anonymity of the participants.

Method of Data Analysis

The interaction in the interviews was partially in Swedish and partially in
Arabic. In the first stage of analysis, the parts of the interaction in the
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interviews that were conducted in Swedish were transcribed. A modified
version of Poland’s (2004) method for transcribing was used.

1. Transcription

(Modified in accordance with Poland, 2004)
(…) Three dots within brackets for a pause of

more than one second
(laughs) Extra linguistic information, for example, that

someone laughs, within brackets
she- Hyphen when the interlocutor is interrupted

in the middle of a turn
xx xx for inaudible speech. The number of xs

corresponds to the approximate number of
inaudible words

? Question mark for speech that sounds like a
question

<what measures do you take> Guillemets for reading written text out loud
Translation
She reads Interaction translated from Arabic into

English in italics
Yes Interaction translated from Swedish into

English not in italics

Another part of the analysis comprised reading and rereading the
transcripts of the interviews in order to identify sections of the partici-
pants’ narratives that were of relevance to the literacy practices of passing
the theory test. For excerpts that were of particular interest to the research
questions, the audio recordings were sent to a translation agency and a
translator transcribed the interactions in Arabic into Arabic script, and
also translated them into Swedish. Thus, in the subsequent process of
analysis, the analysis of these translated parts of the interviews was based
on these translations. For the interactions in Arabic that had not been
translated by the translation agency, the analysis was based on the inter-
preter’s translations from Arabic into Swedish that were made during the
interviews. This means that for interactions in Arabic, there was an
additional stage of analysis, by an interpreter or translator, compared to
interactions in Swedish, in which the analysis was conducted directly
based on the audio recordings and the Swedish transcription.
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The data analysis was inspired by narrative inquiry (Connelly &
Clandinin, 1990), meaning that the research participants’ voices are
interpreted and told. This view of voices is in accordance with a dynamic
understanding of narrative (De Fina & Tseng, 2017), in which identities
and experiences are created and modified as negotiation takes place
during an interview and in other societal contexts.
For the analysis of the literacy practices in which the participants

engaged, I used a set of sociolinguistic questions, such as: Who is
reading/writing? What is being read, written or discussed? For what purpose?
In what language(s) are they reading/writing What artifacts and technologies
are being used? These sociolinguistic questions have been further devel-
oped in studies in the research field of the New Literacy Studies (Barton,
2007, pp. 33 ff.; Hamilton, 2000; Heath, 1983 p. 386; Ivanič, 2009,
pp. 100 ff.; Ivanič et al., 2009; Norlund Shaswar, 2014).

The Participants and the Context

Before moving on to the analysis section, I will provide a background
description of Muhammad and Noor and the SFI class. Muhammad and
Noor are originally from Syria and their first language (L1) is Arabic.
When I first met them, Muhammad was 50 years old and Noor was in
her 30s; they had two small children. They had migrated to Sweden two
years previously and were studying Swedish at SFI in the same SFI class.
Muhammad and Noor both studied Swedish on a beginner’s level
(course A, study path 1) and Muhammad also met the challenge of
developing his basic reading and writing skills in Swedish.
When the first interview was conducted, Muhammad had been

studying driving theory for two months; when the second interview was
conducted he had been studying for four months; and when the third
interview was conducted, he had passed the theory test.
The SFI group in which Muhammad and Noor were studying was a

mixed group in regards to educational background. Most of the students
had received only minimal or no previous formal education and were
studying on the A course. However, some students in the group had a
more extensive educational background and were attending the lessons in
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order to gain a quick introduction to Swedish language before moving on
to the B course. The group comprised between 12 and 16 students. The
languages spoken were Arabic, Tigrinya, Somali and Dari. Several of the
students were between 50 and 65 years of age. The teaching took place
every weekday between 08.30 and 12.00.

Literacy Practices for Passing the Theory Test

In this section, the first research question is in focus. Section ‘Literacy
Practices for Studying Driving Theory’ investigates how Noor and
Muhammad described the literacy practices in which they engaged when
studying driving theory. Section ‘Literacy Practices for Taking the
Theory Test’ explores how they described the literacy practices that
Muhammad performed when he took the test.

Literacy Practices for Studying Driving Theory

Neither Muhammad nor Noor has a Swedish driving licence and feel
that it is important that they have one. Thus, they are putting a lot of
effort into Muhammad passing his driving and theory tests. Muhammad
says that a driving licence will make it easier for him to find a job because
when you apply for a job, potential employers usually want you to have a
driving licence. As a child Muhammad did not have the opportunity to
attend school. His father believed that it was better to work than study,
so Muhammad only attended school for two years until he was eight
years old. After this time, he worked in order to support his family. He
worked as a welder, for example repairing train carriages and fuel tanks
for lorries.
Several of Muhammad’s relatives in Syria were truck drivers. He has

driven a car since he was eight years old and says that he knows everything
about cars. Not only does Muhammad have a Syrian driving licence, he
also has a Libyan driving licence because he has worked in both countries.
Muhammad thinks that Swedish traffic regulations are different from the
regulations in Arabic countries, so he needs to learn them.
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Muhammad and Noor spend a lot of money in their endeavour to
ensure that Muhammad acquires a Swedish driving licence. The fee for
the theory test is SEK 350 and for the practical part of the driving test the
fee is SEK 1100. It is not possible to take the tests in the municipality in
which Muhammad and Noor live so they must also pay for his trips to
and from the town where the tests are taken. Muhammad has to take the
theory test nine or ten times before he finally passes it.
In the interviews, Muhammad repeatedly describes himself as illiter-

ate. The first time he describes himself this way is at the start of the first
interview (see excerpt below).

Speaker In the original
languages

Translation

1 Muhammad كلوقلاذهاذهينعي
يشلوايماانا،انحن
ةركفاع

It means, this, this, it should be pointed
out, I want to tell you that first of all I
am illiterate

2 Interpreter Mm Yeah
3 Muhammad ينملجارانااهلوق

ئراق
Tell her that I am an uneducated man

Just after Muhammad has described himself as illiterate, he says that by
practicing on an iPad and other devices he has learned how to read better
in Arabic. He then reads a sentence in Arabic from his iPad. A short while
later in the same interview, Muhammad, Noor, the interpreter and I are
looking at Muhammad’s Swedish language textbook. Muhammad says
that he cannot read and write, but then I see that someone has made notes
in Arabic script in the textbook and ask him who made those notes.
Muhammad initially repeats that he cannot read and write but then says
that he made the notes and that he is learning to write in Arabic.
When Muhammad studies for the theory test, Noor helps him. As a

child in Syria she attended school longer than him, until the sixth year. It
is Noor who downloads the apps that Muhammad uses for practicing
driving theory on his mobile phone. Muhammad and Noor say that
when Muhammad studies for the theory test, Noor helps him with words
in the texts that he does not understand and she also reads the text out
loud for him, as well as asking him questions to which he replies.
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Speaker Original languages Translation
1 Noor نفرعيباميللاتاملكلا Words he doesn’t know
2 Muhammad ارقتبيه She reads
3 Interpreter Mm Yeah
4 Muhammad وناينعيتارمواداهلايلارقتبانا She reads to me a few

times, that means
5 Interpreter Det är hon som läser frågan

och sen börjar och så
förklarar också ibland sä

It is she who reads the
question and then she
starts and she also
explains sometimes sa

6 Annika Jaha Oh
7 Interpreter Då svarar jag på Then I answer
8 Noor نفرعيباميللاتاملكلا Words that he doesn’t

know
9 Interpreter Det är orden som ja It is the words that yes
10 Noor وهولاؤسولطحبتارم.تلاائوسلا

بواجي
Questions. Sometimes I
ask him questions and he
answers

11 Interpreter Mm. Och det kan vara kan
vara förklaring när det
gäller meningen, det kan
vara förklaring när det
gäller ord

Yeah. And it could be
explanation of the
sentence, it can be
explanation of words

The reason why the text contains words that are difficult for
Muhammad to understand is that the words are written in Modern
Standard Arabic (MSA), which he is not familiar with since he only
attended school for two years. Noor helps him understand the text by
reading it and explaining it to him. In the last interview, when
Muhammad has finally passed the theory test, he says that it was thanks
to Noor that he passed it.
Every day when SFI finishes at 12.00, Muhammad and Noor go

home, have lunch and pray. Then Muhammad studies driving theory in
Arabic on a laptop until midnight. In their home, Muhammad has
connected a laptop to a large TV that has been placed on a table in a
corner of the living room. He uses it when he studies driving theory.
The laptop screen is not very large so he is unable to read text on it
clearly. However, when it is connected to the TV screen the letters are
larger. He also uses a mouse. Next to him are some painkillers because
studying gives him a headache. This procedure lasts for six months.
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When Muhammad practices for his driving test, he reads the text and
the response options in Arabic and practices selecting the correct
response option. In the first interview, the interpreter asks him to read
the Arabic text out loud from his mobile phone:

Speaker Original languages Translation
1 Annika Så du läser där So you read there
2 Interpreter ؟بوتكملاأرقتردقت Can you read what is written?
3 Muhammad Eh < يتلاتاءارجلأايهام

اذاليللايفواراهنلايفاهبموقت
ئيضميضامعراشلاناك
كترايسيفلطعثودحببسب
فوقولاعونممناكميفتفقوتو
فرصتتفيكفقوتلاعونممو

؟ةلاحلاهذهيف >

Er <What would you do during
the day or evening if something
happened to your car and you
stopped in a location where it
was prohibited to park or stop?
What would you do in such a
situation?>

Then, in response to Muhammad’s reading out loud in Arabic, Noor
says: ‘He could never read or write’ and points out that he has now
started reading and writing. A few moments later, Muhammad says that
studying driving theory has strengthened his reading skills (line 1 in the
excerpt below).

Speaker Original languages Translation
1 Muhammad تنكاملبقاناارقاتنكمتانوه

لاعرتكاينكماذاهيرويتلاوارقا
ةركف

Here I learned reading and it
should be mentioned that the
theory strengthened my
reading

2 Interpreter M och det här gjorde
att jag lärde mig bra
tack vare teorin

Yeah and this meant that I
learned well thanks to the
theory

3 Annika Är körkortsteori
körkortsteorin

Is driving licence theory driving
licence theory

4 Noor Mm Yeah
5 Muhammad Ja Yes
6 Interpreter ارقتتيدبةصخرلاناشع Because of the driving licence

you have started reading?
7 Noor هاوياةصخرلاناشع For the driving licence, yes
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After spending four months studying for his theory test, Muhammad
says that even though the texts are difficult, he now understands the
contents of the driving theory. He adds, laughing, that because of his
theory studies he has learned 3000 questions by heart.

Literacy Practices for Taking the Theory Test

Muhammad and Noor describe in detail Muhammad’s experiences of
taking the theory test. The first time he took the test, he was helped by
an interpreter. Muhammad explains that taking the test with the help of
an interpreter was difficult for several reasons. A test supervisor was
present during the test. The supervisor sat in front of a computer screen
reading the text and questions in Swedish. Muhammad told him that he
wanted to see the text written in Arabic but the test supervisor told him
that he would read and that the interpreter would then translate into
Arabic.
The interpreter was sitting behind the screen and was therefore unable

to see it, which surprised Muhammad. She translated the text and the
response options into Arabic for Muhammad. However, according to
Muhammad, the quality of the translation was poor because the inter-
preter was unable to see the text and pictures on the screen. Muhammad
could see the text on the screen but since it was in Swedish, he did not
understand it.
The lack of time during the test was an additional issue that

Muhammad mentions. The time limit of 50 minutes meant that he had
to respond quickly. Another issue was his difficulty in remembering.
Since the text was initially read in Swedish then translated into Arabic,
Muhammad needed to remember both the text and all response options
until he was able to choose the response option that he believed to be
correct. He forgot the response options and everything was a mess.
Taking the test in this way was problematic and made Muhammad

feel rather angry. He was supposed to answer the questions by marking
the correct response option with the computer mouse. However, as he
felt stressed, he just marked anything. He decided that the next time he
took the test he would choose to have the text written in Arabic and
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would complete the test without using an interpreter. He says that it is
easier for him if the text is written in Arabic and not Swedish because
then he can have an overview of the text. He can also skip and later
return to questions that he was initially unable to answer. A different way
of taking the test that he also believes would have helped him would have
been if someone could have read the text to him in Arabic. Muhammad
adds that in Arabic, he knows most of the answers to the questions by
heart.
After taking the theory test nine or ten times, he finally passes it.

During the third interview, he says that it was like you had to know the
answers to 3000 questions and that he thinks that he knew the book by
heart, but did not understand any of it. In this interview, Muhammad
also says that he no longer wants to learn Arabic. He only wants to be
able to read and write in Swedish.

The Mobility of Literacy Practices for Passing
the Theory Test

In this section I discuss whether and how it is possible for SFI students
with minimal or no previous formal education to draw on their literacy
practices for passing a driving test in their ongoing literacy and L2
development in the SFI context. The discussion first starts by analysing
Noor and Muhammad’s literacy practices that were analysed above but is
widened to include L2 education for adults with limited previous formal
schooling in general.
As mentioned in section ‘A Social Practice Perspective on Literacies’

above, from a social practice perspective on literacy, the idea of trans-
ferring literacy practices between different contexts is problematic. If a
literacy practice is transferred from an everyday life context to an edu-
cational context such as SFI, the literacy practice will be transformed into
something different (Ivanič, 2009; Kell, 2017). This is also the case for
literacy practices regarding studying for a theory test. In SFI classrooms,
as in all educational contexts, teachers in their role as representatives of
the educational domain initiate literacy events and have the power to
make decisions about when a literacy event should take place, how the
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students should interact, and what artifacts should be used. Such changes
to literacy events would also imply that the events and the literacy
practices they are rooted in would no longer be authentic, in the sense
that the students participating in them would probably no longer see a
clear connection between the literacy events in which they engage in an
educational context and their needs in their everyday lives.
An alternative solution suggested by Ivanič (2009) is that literacy

practices on a micro level, also known as micro practices, are mobilised.
This means that specific constituents of literacy practices from the stu-
dents’ everyday lives are integrated into an educational domain. In the
case of literacy practices for passing the theory test, micro practices, or
single aspects of literacy practices that would be possible to integrate into
SFI education are written in italics below.
It is clear from Muhammad and Noor’s narratives that studying for his

driving licence resonates with Muhammad’s adult identity. Having a
driving licence is of key importance to his understanding of who he is
and his responsibilities as an adult, in relation to both his family and the
possibility of him finding a job. This means that he is highly motivated
to invest (see Norton, 2013) his time and effort in participating in these
literacy practices. This aspect of these literacy practices could be mobi-
lised to enhance his learning in the SFI domain. If Muhammad and other
adult L2 students consider the literacy practices of the educational
domain to be of relevance to them as adults outside the classroom, they
will be willing to invest in them.
Another aspect of literacy practices for passing a driving test that SFI

education can build on are the experiences of collaboration. When people
learn how to participate in literacy practices that are new to them, the
process of learning is often characterised by collaboration (Norlund
Shaswar, 2014; Papen, 2005). Noor plays a key role in Muhammad’s
literacy practices for passing his theory test, in explaining, reading out
loud and asking questions. Studies on the language development of
schoolchildren have shown that collaboration in the form of pair or
group work has the potential of offering L2 learners increased opportu-
nities for different types of output in the current language (Gröning,
2006; Mykleburst, 2018). Group work is not common in SFI classrooms
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(Wedin & Norlund Shaswar, 2019). Thus, teaching practices need to be
developed so that collaboration between students is increased.
Digital technologies play a key role in Muhammad and Noor’s driving

theory studies and also when Muhammad takes his theory test. He uses
digital programmes and apps on a laptop computer and mobile phone. In
these literacy practices he also reads texts in which images, signs and
different visual and spatial arrangements are key to the construction of
meaning. Such multimodal experiences can also become a resource for
L2 and literacy development in the SFI setting. Participating in literacy
practices that involve digital technologies—practices that are charac-
terised by multimodality—is something that virtually every adult needs
to be capable of doing in their everyday lives. However, little research has
been conducted on the digital literacy practices of adult L2 learners who
have received a minimum level of formal education (Young-Scholten,
2015).
Muhammad’s narratives about his experiences of taking the theory test

show that he has knowledge of the kind of reading strategies that are
valuable in a test situation. He has learned the value of having an
overview of a text. He also knows that when he answers questions, it is
useful to be able to skip a question and then return to it later during the
test. This knowledge can be described as language learning strategies that
can be used in literacy practices in L2 and literacy education, for
example, in test situations (Oxford, 1990, 2017).
In narrating their literacy practices for passing a theory test, the par-

ticipants stated that the focus of the learning process is primarily on
learning the content of the texts by heart, without actually understanding
them. The strategy to learn the content of texts by heart can be a
resource, for example, in test situations, but also an obstacle, for example,
in situations in which learners need to develop their reading
comprehension.
Reading a text and selecting the correct response option is a key

characteristic of the theory test and therefore also applies to studying
driving theory. This type of reading can be found in L2 education, for
example, in test situations.
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Discussion

In the global world in which we live, there are winners and losers on the
markets for communicative resources (Blommaert, 2010). Muhammad
and Noor can be described as disadvantaged in the sense that
Muhammad’s life-long experiences of driving a car is not mobile but loses
its value to him and his family when he migrates to Sweden. This aspect of
mobility is decisive to Noor and Muhammad’s need to engage in the kind
of literacy practices that are the focus of the analysis in this chapter. Their
need to engage in literacy practices for studying driving theory originates
in the demands that are made by powerful and influential social institu-
tions (see Collins & Blot, 2003) and that have a decisive impact on their
everyday lives. Thus, the Swedish Transport Administration has the
power to influence Muhammad and Noor’s everyday lives and affect their
processes of identification. Their participation in literacy practices for
practicing driving theory is partially shaped by this societal institution,
although agentivity and creativity are also aspects that influence their
participation in the practices, and which ultimately help them reach their
goal of Muhammad passing his theory test and driving test.
Muhammad’s linguistic practices are not fully visible to him. He

describes himself as being illiterate and when he passed his theory test, he
no longer saw the value of his literacy skills in Arabic. This could be an
obstacle to his ongoing literacy and L2 development because it made him
unwilling to continue developing his literacy skills in his L1. According
to the interdependence hypothesis (Cummins, 1979), the development
of literacy skills in a learner’s L1 will also positively impact the learner’s
L2. This connection between literacy learning in different languages has
been shown to be about basic literacy skills (Shakkour, 2014), as well as
literacy skills developed in relation to linguistic repertoires specific to
different school subjects (Cummins, 2000).
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Pedagogical Implications

Adult L2 learners who are not yet functionally literate learn more when
they are able to see the connections between literacy practices in the
educational domain and the activities in which they engage in their
everyday lives (Kurvers, 2015, p. 75). Consequently, it is important that
teachers are aware of what is going on in the students’ lives outside the
classroom. This can often be easily achieved through informal conver-
sations with the students about what they are engaged in at present.
However, it is very important that the students’ integrity is respected so
that they themselves can decide what aspects of their lives they wish to
share with their teachers.
If teachers show that they value their students’ literacy practices in

languages other than L2, this will help the students realise that these
practices are valuable in their own right as well as for their ongoing L2
education. Associated with this is the importance of teachers becoming
more aware of the language norms that affect their teaching practice
(Norlund Shaswar, 2020).
Muhammad and Noor’s narratives illustrate that the literacy practices

necessary to acquiring a Swedish driving licence are very difficult for
someone who is not yet fully functionally literate in any language. Their
narratives also show the immense engagement and energy that people are
capable of investing when something is really important to them. It is
crucial that teachers keep this in mind when planning and conducting
basic literacy education for adults.

Note

1. The names are pseudonyms.
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Pleasure Reading for Immigrant Adults

on a Volunteer-Run Programme
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Martha Young-Scholten and Abigail Middlemas

Introduction

Among adult learners of an additional (‘second’) language/L2 are those
who have immigrated past the age of compulsory schooling with little or
no formal education or literacy in their home or any other language. This
learner population, which strongly characterises recent migration, requires
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new educational approaches that can complement and sometimes over-
come more traditional literacy practices (Reder & Davila, 2005). In fact,
such traditional practices are shown to be inadequate in several respects,
including the over-reliance on models of children’s L1 literacy to inform
L2 literacy instruction and materials and the underestimation of forms of
literacy other than purely scholastic ones (see e.g. García, 2009; Kurvers,
2015; Peyton & Young-Scholten, 2020; UNESCO, 2017).1 Some literacy
practices alternative to the more common instructional models have
recently attracted the attention of specialists, such as those that characterise
the current age of mobility, e.g. communication through social media and
digital writing (Androutsopoloulos, 2015; D’Agostino & Mocciaro, in
press; Deumert & Lexander, 2013; Lüpke, 2015). However, other prac-
tices are still under-researched and under-implemented in education.
Pleasure reading specifically addressed to adult learners is a case in point.
Yet when facing the challenge of learning to read for the first time in their
lives, pleasure reading is not among the practices in which they engage,
despite its well-known benefits (Krashen, 1993; Nation, 1997; Krashen
2016). With decreasing funding for their educational support in many
countries, including in England, the location of the study we discuss in this
chapter, individualised extra-curricular practices such as pleasure reading
(‘reading for gist’, ‘sustained silent reading’, ‘extensive reading’ or, in
Krashen, 1988, ‘free voluntary reading’) are worth considering if on the
one hand they produce the same benefits as found for other groups of
learners and if on the other hand, they are feasible to implement and a
viable activity for learners.
Adults who struggle to read in an L2 represent a highly heterogeneous

learner population. Some are refugees and asylum seekers, some are
economic migrants and some are members of already-immigrated fami-
lies. What they have in common is limited home language literacy and
formal schooling. What also unites these adult learners is L2 acquisition
that can be up to eight times slower than for educated and literate adult
immigrants, as observed by Tarone et al. (2009); Condelli et al. (2003);
Kurvers et al. (2010); Schellekens (2010) and Strucker and Davidson
(2003). Yet research indicates that all L2 learners regardless of literacy or
amount of schooling prior to immigration have the potential to attain
high levels of competence in the morphosyntax that underpins both oral
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proficiency and literacy (Ehri, 1995; Perfetti, 2010). From the 1970s,
studies of immigrant adults have found that the route of acquisition of
morphosyntax in an L2 is not influenced by education and exposure type
or even the home language or age of exposure (Hawkins, 2001). Recent
work has revealed some subtle differences between those with home
language and L2 reading skills and those with limited reading skills in
both languages who progress slowly; see Julien et al. (2016) on L2
Dutch; Vainikka et al. (2017) on L2 English; Mocciaro (2020) on L2
Italian. Studies of the acquisition of phonology and its development
route in an L2 reach the same conclusions, most recently Al Azmi’s
(2019) study which included a non-literate group of L2 English learners.
Similarly, research on first-time L2 reading by adults with limited or no
home language literacy reveals that they follow a development route
similar to young children’s. This indicates their potential to reach higher
levels than has been observed; see Filimban (2019); Kurvers (2002),
Young-Scholten and Strom (2006) and Young-Scholten and Naeb
(2010, 2020).
If limited home language reading skills upon immigration are not a

barrier to acquisition of oral language and L2 reading, what might
account for these learners’ slow progress? To what extent are instructional
practices responsible? A decade ago out of all systematic studies of the
development of basic skills: only 0.008% had focused on this learner
population; see Alamprese (2009), a situation that has changed little.
Nonetheless, two large-scale studies have been able to single out bene-
ficial pedagogical approaches among which is individualised learning
(Condelli et al., 2003, 2010; Kurvers et al., 2010). An example of
individualised learning is the sort of reading we explore in this chapter;
that is, reading what, when, how and where one chooses. This sort of
reading, often referred to as pleasure reading has been shown to produce
considerable benefits for other groups of readers but is not among the
practices in which learners with very basic reading engage. Funding cuts
in England, where our study was conducted, have made it even less likely
that pleasure reading will be introduced to these adults. Between 2008
and 2018 funding for English for Speakers of Other Languages (ESOL)
classes by further education colleges and similar institutions for adult
refugees and asylum seekers declined 60% from £245.9 million to £105
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million in funding. This has led to increasing reliance on the voluntary
sector. Practices in which learners can engage independently can effec-
tively complement the little language support learners now receive. But
such practices must be feasible and viable.
Literacy operates in the realm of the social and activities and practices

relating to literacy are social (see e.g. Barton & Hamilton, 2010).
Definitions of pleasure reading we mention here include its nature as a
private, individualised activity. As we shall see, the approach we took in
our study reflected this and will have limited the extent to which we
documented interactions among the participants in the reading initiative
where our study took place. We return to this further below in the final
section.
Pleasure reading yields a range of linguistic, literacy, psychological and

social benefits for individuals of all ages. We set out to see whether this
practice yields these same benefits for adult L2 learners with limited
experience of literacy and/or literacy skills under the less than ideal
conditions of a volunteer-run programme on which our study was carried
out. As it turned out, we had to focus on the feasibility of running a
pleasure reading programme and its viability in the eyes of the learners
who participated. Looking at the aspects of learners’ involvement in
reading for pleasure leading to benefits was premature, for reasons we
detail below.
In the next section, we briefly review key evidence for the benefits of

pleasure reading. The subsequent section then describes the current
situation and the context of our study, namely a larger on-going initiative
to promote pleasure reading among immigrant adults with lower levels of
reading and linguistic competence. This includes the site of the study on
which we report a weekly drop-in pleasure reading programme which is
part of a larger university-student volunteer-run initiative. We then
describe how we measured benefits to programme participants through
pleasure reading. These measures focused on a sub-group of nine adult
learners. In the final section, through a critical evaluation of our pleasure
reading programme, we offer pedagogical implications for educators
working in similar less than ideal contexts.
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The Benefits of Pleasure Reading

Studies from Elley and Manguba (1983) onwards continue to show that
the individualised practice of pleasure reading – of reading what, when,
how and where one chooses without any sort of monitoring of compre-
hension by a teacher or a text book – better predicts achievement in
reading comprehension than other reading practices (European
Commission, 2011; PISA, 2002; OECD, 2010). Young children have for
quite a while been encouraged to read for pleasure and countries such as
the UK (Department for Education, 2012) have emphasised the impor-
tance of developing pleasure reading habits in school children. Pleasure
reading is also known to have numerous benefits for adult L2 learners
(among others, see Clark & Rumbold, 2006; Krashen, 2004; Whitten
et al., 2016). Literacy-related benefits are observed which include
improvement in written text comprehension itself and spelling and for L2
readers in particular improvement in morphosyntactic competence and
vocabulary development (Bamford & Day, 2004; Coady, 1997; Horst,
2005; Krashen, 1988, 1989, 2003, 2004; Pigada & Schmitt, 2006).
The practice of pleasure reading predicts reading achievement better

than socio-economic status does, as long as there is access to appropriate
books (Sonnenschein et al., 2000). Importantly, successful pleasure
reading depends on availability of interesting books at the reader’s
reading level and linguistic level, particularly relevant in L2 reading
(Anderson et al., 1987; Crossley et al., 2012; Jose & Brewer, 1984;
Moses, 2000; Ryan & Deci, 2000; White, 2007; Williams, 1986). The
individual who reads for gist will be reading more and more rapidly build
fluency. Hill (2008) argues that it is only fiction that enables the reader
to interact with a large amount of text, doing so comfortably through
narratives that treat universal themes in ways more accessible than
non-fiction including use of dialogue. Fiction seems to be more beneficial
than other genres. Studies of children show that it contributes to social,
cognitive and motivational development (Cass, 1967), and studies of
children and older readers demonstrate that it correlates with increased
wellbeing (Djikic et al., 2009; Mar & Oatley, 2008). In the programme
in which the study was conducted fiction reading is the focus.
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There is a handful of small-scale studies on pleasure reading by adults
at lower L2 proficiency levels and these show this practice is feasible and
that it produces benefits similar to those found for other readers, par-
ticularly when it comes to psycho-social benefits (Constantino, 1995;
Duncan, 2014; Laymon, 2013; Muňoz et al., 2019; Rodrigo et al., 2007;
Williamson, 2013; Yaden et al., 2003). Because the practice is rare,
particularly among immigrants with little or no formal schooling, as
indicated by surveys of practitioners, it is unclear what the other benefits
might be and how they might be realised through this practice (Martin,
2015; Young-Scholten, 2017; Young-Scholten & Maguire, 2009). In
addition to ESOL programmes now constrained by limited funding, two
additional reasons likely account for the rarity of this practice: curricula
that focus on functional literacy at the expense of critical literacy (Freire,
1970; Graff, 1983; Williamson, 2013) and unfamiliarity with what is
required to set up such a programme. We address the second point in
describing our own pleasure reading programme.

The Volunteer-staffed Reading Programme

An ideal pleasure reading programme meets these two criteria: there is a
permanent library and the teacher guides participants in various ways (see
e.g. Day & Bamford, 1998; Duncan, 2014; Krashen, 2004; Laymon,
2013; Rodrigo et al., 2007; Yaden et al., 2003). An example which meets
these critiera is a US family reading programme described in Muñoz et al.
(2019; Magee, personal communication, August 2020). This on-going
programme began in 2018 and involves eleven intact ESOL classes in
which learners have access to a fixed, permanent lending library of over
200 fiction and non-fiction items of which around 29% are for adults.
Learners are guided to select a book, read it silently for at least five
minutes and then share what they have been reading in small groups
which may include an aide who is an experienced learner from the same
programme. As we will see below, due to practical considerations, these
two criteria were not met in the pleasure reading programme we set
up. We therefore had to consider feasibility and viability before exploring
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whether programme participants benefitted from the pleasure reading in
which they engaged.

The Context in England

The decline in ESOL funding has seen the voluntary sector step in to
meet adult learners’ ongoing needs for educational support for L2
English. Further education colleges and similar institutions still provide
classes, but the quantity and quality were already insufficient several years
ago, as reported in Refugee Action’s 2017 survey. Two-thirds of the
responses from 71 providers in England representing 35,563 adult
learners said provision of sufficient hours was a problem and the majority
of those responding expressed concerns about worsening quality of their
classes (Refugee Action, 2019). Learners were also surveyed and over half
said they were able to access at least some classes at colleges and the rest
accessed classes elsewhere, including from the voluntary sector.
North East Solidarity and Teaching (N.E.S.T) is one of many

volunteer-based initiatives which has arisen in England in response to
ESOL funding cuts. It is a Newcastle University Student Union Go
Volunteer initiative which began 2016 as a small English Language
homework group for refugee families. By 2019 it had expanded its
selection of classes and activities run by 400 University student volun-
teers for more than 250 children and adults on campus on week-day
evenings and weekends during the academic year. On week-ends child-
care and homework support is available for adults while parents partic-
ipate in classes. ESOL funding would require adopting a
functional-literacy-driven curriculum, testing learners to measure
achievement, monitoring attendance and placing learners into classes
reflecting the language tests they are preparing to take. As part of the
voluntary sector, N.E.S.T focuses on what learners want and sessions and
activities not only include language classes and help in preparing for the
aforementioned tests but also social, sports, and arts and crafts activities.
The programme does not follow a curriculum or test learners, require
regular attendance or involve trained teachers or tutors. Those who work
with the L2 English learners at N.E.S.T are Newcastle University
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students studying a wide range of subjects keen to participate in one of
the Go Volunteer programmes to enhance their studies. In autumn
2018, N.E.S.T agreed to add ‘Magic Mondays’ pleasure reading as one of
its activities. These programme characteristics presented challenges in
looking at the benefits to learners we set out to evaluate as we will see
below. We see this as similar to the challenges researchers face when not
working with the individuals who are typically the focus of empirical
research, who are ‘WEIRD’ learners (Western, Educated, Industrialised,
Rich and Democratic; Henrich et al., 2010).

N.E.S.T’s Magic Mondays

The programme the team (authors of this chapter) set up, Magic
Mondays, has sought to serve two functions: (1) to support adults who,
based on our previous research, we assumed did not read for pleasure in
English and/or in their home language, in starting to read on their own
by giving them access to fiction appropriate for their age at their reading
and linguistic level and (2) to provide a safe and friendly environment
that would encourage them to participate regularly. Once the programme
had been designed and launched and these aims achieved, the team set
out to observe how the participating learners engaged with the books
made available and to explore how they benefitted from doing so. An
additional purpose was to enhance interdisciplinary collaboration among
researchers located on different continents, with diverse research interests,
who carry out work in languages other than English as is the case for the
authors of this chapter as well as for an Erasmus intern from Germany
who was part of the team in the summer of 2019.

The Magic Mondays Library

A successful pleasure reading programme depends on sufficient books for
the group intending to read. For most readers, creating a good-sized
collection of books is not a problem. There is an abundance of books for
adults and for children of all ages and levels (Clark & Rumbold, 2006;
Krashen, 1989) including for the children of N.E.S.T learners who are
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likely to be exposed to pleasure reading in school. In a pleasure reading
study of a class of adults with weak literacy, including ESOL learners,
none of whom had ever read a book for pleasure, Rodrigo et al. (2007)
gathered enough books so there was a ratio of six books per reader. The
study showed that biography and general fictionwere most preferred by
the learners participating in the study only some of whom were
lower-level ESOL learners. Reaching this ratio for Magic Mondays with
books written for adults was a challenge; there are so few books that those
teachers who read stories with their adult immigrant learners depend on
children’s books (Young-Scholten, 2017). Despite this, children’s books
are often not linguistically simple and not engaging for adults as they
contain animals, fantasy characters and childish storylines instead of the
characters and themes important to adults, with lived experience, con-
cerns and tastes.
The idea for Magic Mondays emerged from another Newcastle

University initiative, Simply Cracking Good Stories, a fledgling effort
started in 2009 with the collaboration by an L2 acquisition specialist
(Young-Scholten) and a creative writer (Margaret Wilkinson) to develop
engaging and linguistically accessible fiction books of up to 300 words for
beginning adult readers; see Wilkinson and Young-Scholten (2011) and
Young-Scholten and Limon (2015) and www.simplystories.org. Simply
Stories books made up around 10% of the portable library of the single
copies of around 100 short books in hard copy available to participating
learners during hour-long weekly early evening drop-in sessions held
during university term-time. The books were also made available at
week-end sessions when one of the team was available. The books in this
library were nearly all in the fiction genre and very simple, with as many
pages with images as pages with text. These included books written for
beginning adult readers from Grassroots Press and Gatehouse Books and
publishers’ series books at the lowest level, A1, of the Common
European Framework of Reference, e.g. Oxford Bookworms with min-
imal word families of 250 words, Penguin Readers (200), Macmillan
Readers (300) and Cambridge English Readers (200) see appendix for
the entire list. These series allowed us to include in the library fiction
genres such as crime, science fiction and adventure. However, not all
these books are designed for pleasure reading and while they can contain
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helpful glossaries they also contain the comprehension questions and
similar activities which individualised reading for gist is not meant to
entail. The library was expanded with the addition of scores of books
produced by undergraduate language and linguistics students for whom
this had previously been an assignment on a module/course immigrant
L2 and literacy acquisition; for a description of how such books were
written, see Young-Scholten et al. (2015). These are shown as ‘Newcastle
Uni’ in the appendix.

Design and Processes of Magic Mondays

What are the benefits of a pleasure reading programme with character-
istics unlike those in studies of pleasure reading, which takes place in
intact classes with classroom libraries where learners attend regularly and
are taught by trained teachers? We cannot start to address the question of
benefits without stepping back and asking whether pleasure reading is
even feasible under quite different conditions. Magic Mondays involved
(1) a classroom into which the books had to be brought from a storage
room for each session; (2) a shifting group of tutors who worked with the
learners; (3) a group of learners whose attendance was inconsistent.

The Physical Space

In autumn 2018, N.E.S.T booked a Newcastle University classroom
from 5 to 6.30 pm for each Monday during term time. It contained arm
rest chairs for 60 students and several rectangular tables. The classroom
like all physical spaces available to N.E.S.T, was used for other purposes
during the day; the book collection was therefore not a fixed classroom
library. Several student volunteers were put in charge of Magic Mondays
under the direction of the head of N.E.S.T. They first carted the library
of books kept in a carry-on suitcase from a large storage unit used for
materials and equipment for N.E.S.T’s various activities. Under the
guidance of the Magic Mondays team (the authors of this chapter), they
took the chairs stacked at the room’s perimeter, and arranged them in a
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large circle around the tables on which they spread the books out by
genre. Learners trickled in. For the first few sessions, the team waited
until eight to ten learners had arrived and they then introduced them-
selves, described the idea of reading books for pleasure and filling out a
slip each time they’d read a book. The Arabic speaker on the team
(Filimban) interpreted into Arabic.

The Volunteer Tutors

As noted above, those who work with adult English learners at N.E.S.T
are Newcastle University students, primarily undergraduates, working on
a wide range of degrees. For Magic Mondays, this increasingly included
students doing degrees which require community outreach and resulted
in as many Magic Monday volunteers as there were learners. The group
of volunteers tended to differ from week to week but this seemed to have
no adverse effect on the safe and friendly atmosphere N.E.S.T values in
its sessions. University students were committed to helping the learners
and the N.E.S.T learners were eager to interact with them. Much of what
the team observed was co-reading and social interaction with the book as
a prompt for conversation topics in student volunteer-learner pairs. Some
learners also used sessions as language classes, and those who were literate
took notes on what the student volunteer said. This was a noticeable shift
away from the silent reading expected during the practice of pleasure.
Co-reading is acknowledged to be effective scaffolding reading for
pre-school children not yet able to read a book on their own (see Law
et al., 2018) and future research will doubtless indicate its value to those
adults who have no reading skills in their home languages and who have
not been read to by or not co-read with their caregivers or others.
Although the team had not planned for this, the way in which student
support was deployed during Magic Mondays sessions made it much
more natural for co-reading (or socialising while enjoying a book) than
individualised silent reading.
A few weeks into the third semester of the programme, in February

2020, we began to introduce a period of five minutes of silent reading
and this appeared to be more appreciated by the learners than the
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volunteers who were enjoying socially interacting with the learners. We
have not had the chance to investigate this further as the University
shifted entirely to remote teaching in the middle of March 2020 due to
the coronavirus pandemic.

The Learners and Success of the Programme

Over 1 ½ years, during the academic year until March 2020 when the
corona virus pandemic escalated, and N.E.S.T shifted to providing
support online, 106 individuals were documented as having participated
in Magic Monday sessions. This figure is based on the lead volunteers’
monitoring of attendance. This indicates that even under the conditions
described here, a pleasure reading programme can attract adults who are
reading fiction books, for the very first time in their lives and in a new
language.
The majority of Magic Mondays participants were male, due most

likely to the session’s pre-evening meal time. More women participated
on weekends. The number of learners in a given session ranged from five
to 21. During the first semester of Magic Mondays, its potential to
establish a habit of pleasure reading began to be noticeable. Learners
would arrive, select a book on their own, take a seat away from others
and start to read. Word appeared to have spread where newcomers often
needed little guidance about what to do and easily observed and followed
what the regular attenders were doing. These 106 learners were diverse in
their educational backgrounds, reading levels and oral proficiency in
English. A few were looking for more difficult reading materials than the
Magic Mondays library included. The team (authors of this chapter) then
provided additional books, (in one case, a biography of actor Dwayne
Johnson written for native-speaking readers and purchased from a local
bookshop). Most were those we had hoped to attract: adults whose basic
English literacy meant that our books were appropriate for them. Among
them was a young man in his early 20 s from South Sudan with relatively
fluent oral English who had problems with basic grapheme-phoneme
correspondences, a Nigerian woman in her mid-30s with very fluent oral
English who could not read in English but could read in Spanish from
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having lived in Spain prior to coming to the UK and who initially
transferred Spanish grapheme-phoneme correspondences to her English
reading and a man in his 50 s from Iraq with weak oral proficiency in
English, no ability to read in English and almost no literacy in his native
Arabic.
We have none of the detailed information about the 106 learners

which would tell us how they were engaging with the books they
selected, and this is due to the nature of how volunteer students were
involved in the sessions, as described above. The most we were able to do
was make sure that learners filled out a slip for each book they read.
These slips asked them to write: their name, the title of the book they
had read, whether they found it easy or difficult and whether they
enjoyed it, by circling colour-coded smiling and frowning faces. Student
volunteers helped with this, and a considerable number of slips was
collected by one of the members of the Magic Mondays team (i.e. the
authors of this chapter). The team also produced a short and simple form
designed for volunteers with no specific training to measure the oral
proficiency, reading skills and activities during book reading but the
volunteers were unenthusiastic about using these and preferred to focus
on supportively interacting with learners. The team accepted this as
necessary in maintaining a welcoming and friendly atmosphere among
both learners and student volunteers. The team was fortunate that
chapter author Middlemas decided to carry out a study of a subset of
nine learners. They were chosen on the basis of their regular attendance
of the Magic Mondays sessions and their willingness to participate in the
study and came from the same social, language and educational back-
grounds as the larger group.

Investigating Magic Mondays in More Depth

Middlemas set out to explore aspects of these nine learners’ linguistic
competence and literacy in relation to how they approached Magic
Mondays. The nine learners were also enrolled in ESOL classes at local
further education colleges; however, the number of hours was minimal,
as few as two hours a week. The average age of the participants was 33
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with an age range of 19 to 72. Length of residence in the UK ranged
from one to three years. Those without home language schooling or
education and lower literacy levels were asylum seekers or refugees,
predominantly from Sudan and Northern Iraq, while this was not always
the case for those with higher literacy levels. Those with no formal
education were somewhat literate in Arabic through worship. With
respect to ethics, the study faced a dual imperative in that it needed to be
academically and ethically sound given that refugees and asylum seekers
are a vulnerable group (Jacobsen & Landau, 2003). This was addressed
by the researcher describing as best she could to each learner that their
participation was voluntary and that if they wished to withdraw their
participation or their data they could do so by contacting her. The
Arabic-speaking team member/chapter author interpreted. In keeping
with Mackey and Gass (2005) they were told their data would be
anonymous, and to comply with this, the codes shown in Table 6.1
below were used and ages not included to prevent identification of the
much older learner. The process of informed consent followed, with
students signing or orally giving their consent using a simple form.
It is important to note that what was measured does not address

whether learners’ reading skills or linguistic competence improved as a
result of reading for pleasure. Rather the focus was on the interaction of
certain internal factors (learners’ abilities) and external factors (what
learners did during sessions) namely: How do learners’ phonological
awareness, reading level and morphosyntactic competence relate to
(1) which books they select, (2) their enjoyment of books and (3) their
attendance? To reduce stress and make the learner feel more comfortable,
the researcher carried out the tasks with the learner in a corner area of the
Magic Mondays classroom or in an empty classroom. In addition to
making use of book forms described above which learners had filled out,
the researcher also observed their reading and used the following means
of collecting data from each learner for the purposes stated.

1. Phonological awareness measurement used tasks from
Young-Scholten and Strom (2006) which had been adapted from
Burt et al.’s (1999) study of pre-school children in the UK to measure
such awareness as a predictor of development of decoding skills by
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those learning to read in an alphabetic script such as English. Three
sub-tasks focused on the syllable, onset and rhyme awareness where
the learner listened to the researcher read ten sets of three words each
within which one was the odd one out (did not match syllable
number, initial consonant or did not rhyme) and the learner had to
say which. A fourth sub-task measured phonemic awareness and
required the learner to listen to monosyllabic words, one by one, and
either delete the first, middle or final sound and say the word to the
researcher. Aspects of phonological awareness except phonemic
emerge prior to reading and because of the strong correlation between
phonemic awareness and the ability to decode words, we present only
these results in Table 6.2.

2. L2 morphosyntactic competence measurement involved placing
learners at an Organic Grammar (OG) stage (Vainikka et al., 2017)
for which the researcher used Young-Scholten and Strom (2006)’s
simple technique: presenting a photograph to the learner and asking
them to describe what had happened. The photograph showed a
bystander and a stopped car whose driver was outside the car looking
down towards a boy who was on the ground by his bicycle. The
learner’s response was audio recorded and the researcher then
orthographically transcribed what the learner had said.

3. Book difficulty, comprehension and enjoyment measurement was
accomplished by looking at each learner’s filled out book slips and

Table 6.1 Details of individuals in the nine-learner
sample

Learner Home language(s) Formal education
A1 Arabic None
A2 Arabic None
A3 Arabic None
A4 Arabic 6 years
A5 Arabic 4 years
A6 Arabic 2 years
K7 Arabic and Kurdish None
K8 Arabic and Kurdish 4 years
K9 Arabic and Kurdish None
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interviewing them about their experiences during the Magic Mondays
sessions.

4. Biographical and other information was collected by the researcher
asking each learner a set of 15 questions. Questions were based on
whether they read for pleasure, how often they did so, what they read,
and participant background information.

5. Attendance, which correlates strongly with learner progress (see e.g.
Condelli et al., 2010) figures were obtained from the N.E.S.T Magic
Mondays lead volunteers.

The results in Table 6.2 indicate that most of the learners perceived
the level of the books as appropriate for them, and even when they
reported books were difficult, that they still enjoyed them. A noticeable
pattern for learners in this group was to read as many as six books a
session. More probing would be necessary to determine whether the
books were actually too easy or learners only superficially read them, just
looking at the images. Three of the four whose Organic Grammar
(OG) stage was at the lowest level, 1a, said they did not comprehend
what they were reading. Book selection may be at fault given that the
Simply Stories books in the library are written at precisely this level. This
does suggest that answers of ‘yes’ for comprehension are based on having
co-read with or been read to with the student volunteer. Most indicated
that they enjoyed the books and that they found them easy. An exception
is learner A4, whose enjoyment score average was the lowest, 1.6 and
who was at the lowest stage of Organic Grammar and demonstrated weak
phonemic awareness. Surprisingly, the amount of home language formal
education he reported was the highest in the sample, six years. When the
researcher asked him about his response to the books, he reported that
this was due to feeling his English proficiency was too low and although
he was observed to read silently, he – like K8 - admitted he was not
comprehending what he read.
The table indicates that the Magic Mondays team have succeeded in

providing books to attract learners if one can generalise to 106 learners
from the sub-sample of nine showing positive engagement. When we
turn to attendance, it is no surprise that A4 had the poorest attendance in
the sample. Benefits to learners on an informal programme such as Magic
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Mondays will only accrue if they attend sessions and they will only do so
if their experience is positive. From the book evaluation slips they sub-
mitted, the majority indicated that the books were enjoyable, easy to read
and that they finished them. This prompts the question of why atten-
dance was irregular, and in order to discover this, the researcher inter-
viewed the nine learners. Results are shown in Fig. 6.1.
All learners’ mentioned commitments such as family responsibilities

and forgetfulness as responsible for much non-attendance. The researcher
then considered the nine learners as two sub-groups, the low-literacy
group and the moderately-literate group to see whether literacy was a
determining factor. Moderately literate learners said they intended or
wished to engage in the pleasure reading sessions regularly, but that when
they were unable to, it was because of external circumstances. For the
50% of the sample in the low-literacy group, they reported feelings that
their English was too weak to read books and that they needed to develop
their oral skills in English first before trying to read. These perceptions
are a confidence issue; the majority of books were aimed at the lowest
linguistic level (1a Organic Grammar) but if they have never read a book
before, whether they can cope is matter of demonstrating to themselves
that they can read a book.

50

21.42
14.28

18.18
7.146.67

40
26.67

13.33 13.33

0

20

40

60

80

100

Percieved English
level to be too low

other du es-
college, work

Forgot/not aware
of me

Doesn't like reading Lives too far away

Pe
rc

en
ta

ge
 o

f l
ea

rn
er

s

Learners primary reason for no/low a endance of Magic Mondays pleasure 
reading sessions

low literacy level learners non-low literacy level learners

Fig. 6.1 Reasons for learners’ irregular/no attendance of Magic Mondays pleasure
reading sessions

148 E. Filimban et al.



Discussion

Magic Mondays succeeded in establishing a culture of pleasure reading
for a group of adult learners from various regions around the world living
in Newcastle at the time of the study. Their final place resettlement may
not be where they first experienced reading on their own and because
pleasure reading is a highly portable activity, once an individual has
established the habit of engaging it in, it can easily travel with them.
The number of learners at sessions increased in number over time,

with between 20 and 30 learners often attending, and with more women
beginning to show up for sessions. The sessions continued to primarily
involve learners and University student volunteers working in pairs.
Many of the learners just before the University break in the summer of
2019 said they would miss the books and the Magic Mondays sessions.
This level of attendance, albeit by learners who often varied across weeks,
indicates that it is both feasible to organise this sort of activity and that it
will result in success in terms of supporting participants in engaging with
short and simple fiction books. Just before the pandemic started, we had
made scores of (Newcastle University student-written) e-books available
to circumvent the problem of not allowing print books to be borrowed.
However, we have not had the chance to work with learners on accessing
these e-books because the arrival of covid-19 in winter 2020 changed
everything. Magic Mondays has continued remotely since spring 2020
but in quite different form, with the Magic Mondays N.E.S.T lead
volunteers deciding to read a book aloud, recording themselves and make
the recordings available. This is a positive sign that N.E.S.T values Magic
Mondays and that as soon as the University reopens, the programme will
resume in person. What requires attention are the lower-literate, low
proficiency learners who cannot yet comprehend what they read, have
diminished enjoyment and do not regularly attend sessions. This sub-set
of learners would benefit from targetted attention from those trained in
some fashion to provide it. The Magic Mondays team are equipped to
provide such training to those student volunteers who are willing to
receive it.
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When Magic Mondays resumes, there is a range of questions to which
we still seek answers. The pandemic has given authors and artists more
time to produce books and as we expand our library, we will want to
know what attracts learners to certain books. Is it (1) narrative content?
(2) images? (3) simple language? What mode of reading do learners prefer
and why? (1) silent reading? (2) co-reading? (3) being read to? We are
aware that we need to devote more time to pleasure reading from a social
practices perspective (Street, 1984). This would entail considering how
learners’ interactions with each other and with the student tutors relate to
their engagement with reading for pleasure and how this might affect
their wider interactions with their compatriots, including family mem-
bers, in diaspora in other cities and other countries. This is connected to
another ancillary project, the Heritage Language Hub; see https://www.
leslla.org/hub-overview A separate group which includes Author
Young-Scholten has been compiling links to collections of books in
learners’ home languages to contribute to helping immigrants maintain
their languages. Unfortunately nearly all of these collections are of
children’s books and the Hub is therefore currently exploring
teacher/tutor and learner co-translation of books such as Simply Stories
into learners’ languages. This will inevitably include looking at
translanguaging, along the lines of what Lundgren and Rosén discuss in
their chapter in this volume. We ultimately want to find out whether
reading for pleasure produces the social and psychological benefits other
studies have documented. We are now sufficiently convinced that a
pleasure reading programme can be set up under difficult conditions to
be confident in recommending this practice to others. However, we will
only feel fully confident in promoting this practice when we also know
whether and how learners’ reading skills and their linguistic competence
(morphosyntax; vocabulary) improve as a result of reading for pleasure.
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Note

1. In this chapter, we focus on the technical skills involved in encoding and
decoding texts and, in particular, on alphabetical literacy, and reading.
This attention reflects the wider space that alphabetical literacy has been
assigned in some areas of L2 acquisition studies. Such studies have con-
sidered the effects of literacy on cognition, memory and language pro-
cessing as crucial for the development of L2 morphosyntax (e.g. Tarone
et al., 2009). However, literacy is anything but a univocal theoretical
construct. For instance, in some sectors of anthropological thinking,
referred to as New Literacy Studies, literacy is not conceived as a mere
technical skill, that is, as decoding and encoding texts, but as a system of
social practices which cannot be reduced to cognition, and which are
always carried out within specific cultural institutions and are ideologically
modelled by such institutions (cf. Street, 1984).
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7
The Diary. Teachers Work with Biliterate
Literature in Adult Education Swedish

for Immigrants

Berit Lundgren and Jenny Rosén

Introduction

The aim of this chapter is to explore teachers’ views of the potential of
translanguaging pedagogy in working with literature in basic second
language learning and literacy instruction. Translanguaging can be
described as ‘a process by which students and teachers engage in complex
discursive practices that include all the language practices of students in
order to develop new language practices and sustain old ones, commu-
nicate appropriate knowledge, and give voice to new socio-political
realities by interrogating linguistic inequality’ (García & Kano, 2014,
p. 261 emphasis in original). The study was conducted among teachers
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in a learning programme targeting adult immigrants who lack basic
competence in the dominant language, in this case Swedish. García
(2017) argues that linguistic integration of adult migrants involves
meaningful participation in society. Issues of power are also important in
biliteracy education (Hornberger, 2003), including the process of shap-
ing and developing identity in diaspora (Bhabha, 2004). In relation to
migration, Kell (2017) shows certain ways in which texts regulate the
lives of migrants, and the limited opportunities for them to practice their
knowledge or engage with those texts. Holm and Pitkänen-Huhta (2012)
argue that ‘in order to fulfil general political and educational expecta-
tions, one has to understand what kind of literacy practices are valued
and how to show competencies in order to gain affirmation and recog-
nition’ (p. 2). In this chapter, we address the potential of working with
bilingual literature while developing translanguaging pedagogy in adult
education for migrants in Sweden.
Sweden has provided language education in Swedish for adult

migrants since the 1960s and from 1986 onwards, instruction has been
organised by Swedish municipalities and regulated by a national cur-
riculum and syllabus. Thus, municipal adult education in Swedish for
Immigrants (SFI) is state-mandated with the aim to ‘provide [for the
students] the language tools for communication and enable active par-
ticipation in everyday life, in society, at work, and in pursuing further
study’ (SNAE, 2018). Those individuals who lack basic skills in Swedish,
are at least 16 years old, and have a residence permit and a full national
registration number have the right to participate in SFI without any cost.
Due to increasing migration to Sweden, with a peak of 163 005 in 2016,
(SCB, 2020), SFI has expanded over the last few years. In 2019, 153000
students participated in SFI instruction, most of whom were born in
Syria, Eritrea, Iraq, and Somalia (SCB, 2020). The teachers working in
SFI have diverse educational backgrounds, but many have a degree for
primary or secondary education.
The study presented in this chapter was part of a research and

development project (2018–2020). The data analysed for this chapter
was produced in collaboration with the teachers in one of the schools
included in the project during one semester when they were introduced
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to translanguaging pedagogy. The following research questions have
guided our analysis.

• How do the teachers work with multilingual reading of a short novel
in adult education?

• How do the teachers relate to the classroom and the activities with the
novel as a translanguaging space?

We start with an introduction to the theoretical framework we
adopted, introducing the model of continua of biliteracy and describing
translanguaging pedagogy. A short overview of research on literature
reading in second language learning classrooms in the Swedish context is
then presented. Thereafter, the method and the empirical material are
introduced. The results are presented using the model of continua of
biliteracy as a framework. Finally, we discuss the findings and the ped-
agogical implications of the study.

Theoretical Framework

The theoretical framework for this study is founded on the model of
continua of biliteracy (Hornberger, 2003), in an ecological perspective
on language and literacy and the concepts of translanguaging (García &
Wei, 2014) and translingual literacy (Canagarajah, 2013). The two
concepts translanguaging and translingual are both used in the chapter
since we see them as a similar pedagogical approach to language
instruction as will be clear below.
Grounded in the ideological model of literacy offered by Street (1993),

literacy is seen as situated in contexts and cultures rather than solely as an
autonomous set of skills. Hornberger (2003) emphasised the conjunction
between literacy and bi/multilingualism through the continua model of
biliteracy, focusing on the context, media, and content where biliteracy
practices and abilities develop: i) the context of biliteracy, ii) develop-
ment of biliteracy, iii) content of biliteracy and iv) media of biliteracy
(Hornberger & Link, 2012; Hornberger & Skilton-Sylvester, 2000). The
continua move between the traditionally less powerful and traditionally
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more powerful. The development of biliteracy is positioned in the
intersecting continua of ‘first language – second language, receptive –
productive, and oral – written language skills’ (Hornberger &
Skilton-Sylvester, 2000, p. 96). This is done with relation to content
positioned between majority to minority perspectives, literary to ver-
nacular styles and genres and decontextualised to contextualised texts.
Moreover, it is done through the medium of two or more languages and
literacies that vary in regard to linguistic structures, from similar to
dissimilar, in regard to scripts, from convergent to divergent, and where
the individual’s exposure varies from simultaneous to successive.
Furthermore, the development of biliteracy takes place in contexts that
involve micro to macro levels and are characterised by diversifying
varieties along the monolingual – bilingual and oral – literate continua
(Hornberger & Skilton-Sylvester, 2000). Hornberger suggests that ‘the
interrelatedness of the continua allows us to see why there is potential for
positive transfer across languages and literacies, whereas the nested nature
of the continua allows us to see that there are a myriad of contextual
factors that may abet or impede such transfer’ ([1989]2003, p. 25). In
later works on the continua model, the importance of power in relation
to the development, context, content, and media is highlighted, focusing
on the transformation of power (Hornberger & Skilton-Sylvester, 2000)
and mobility (Hornberger & Link, 2012).
The mobility aspect, named ‘language in motion’ by Blommaert

(2010) can be understood, according to Hornberger and Link (2012), as
a fluid development of multilingualism and biliteracies, local and global,
oral and written, happening simultaneously. The intention with the
model is to give the actors a voice and highlight the importance of agency
and power for multilingual individuals in society.
As suggested by several scholars (García, 2009, 2017; Garcia & Wei,

2014), educational institutions such as adult education, SFI in our case,
have almost always reproduced monolingual language ideologies and
dominant literacies, which have benefited already privileged groups in
society and assisted them in remaining in power. The continua model of
biliteracy, as well as translanguaging pedagogy, constructs a certain
framework in order to raise awareness of relations of power, language,
and literacy. Canagarajah (2013) uses the concept of translingual
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practices (similar to translanguaging practices) to describe an orientation
among language users that moves beyond named languages and fixed
meanings. As argued by Dewilde (2019) ‘in linguistically diverse con-
texts, meaning is never given, but always negotiated and open to rene-
gotiation in local practices’ (p. 944). A pedagogical context, adopting a
translingual orientation, can encourage teachers to rethink their teaching
practices and develop new pedagogy that invites the experiences and
strategies of students, particularly for adult students, into the classroom
(García, 2017). Canagarajah (2013) suggests that teachers can facilitate
spaces for students’ experiences and help them develop the dispositions
and strategies they bring ‘in more critical, reflective, and informed ways
by engaging with dominant norms and ideologies’ (p. 9).
A similar approach has emerged from the concept of translanguaging

(García, 2017) from the work of Williams in the Welsh context of the
1990s. Translanguaging was used to describe educational practices where
students were asked to alternate between English and Welsh (Baker,
2011). Baker (2011) described translanguaging as ‘the process of making
meaning, shaping experiences, and gaining understanding and knowl-
edge through the use of two languages’’ (p. 288) and as such includes the
use of languages in ‘dynamic and functionally integrated manners to
organise and mediate mental processes in understanding, speaking, lit-
eracy, and not least learning’ (Lewis et al., 2012, p. 641).
Translanguaging has developed as pedagogy in diverse contexts and as a
pedagogical theory emphasising dual language use as a strategy to retain
and develop bilingualism (see for example Paulsrud et al., 2017). Mazak
(2017) suggests that translanguaging as pedagogy involves a flexible use
of linguistic and semiotic resources among students and teachers. Studies
of translanguaging in higher education (Mazak & Carroll, 2017) have
illustrated how teachers take a pedagogical stance to allow and implement
translanguaging in different educational contexts that are often domi-
nated by monolingual ideologies. García (2017, p. 21) suggests five
guiding principles for translanguaging pedagogy for adult migrants:

(1) Give migrants a ‘voice’ and help them to develop it.
(2) Build on their strengths and interests.
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(3) Make sure that students are ‘doing’ language, performing genuine
and authentic tasks, not just that they ‘have’ language structures.

(4) Recognise the entanglements of migrants’ worlds and words and use
them in the process of finalising the product that you intend.

(5) Ensure that migrants appropriate new features into an expanded
repertoire that is their own, and not just that of a nation state or
specific national group.

These principles show a strong connection between translanguaging
pedagogy, social justice, and social change. Yet translanguaging pedagogy
should not be limited to a number of teaching strategies for learning the
subject content but as critical pedagogy that is transformative as it
challenges a monolingual bias and hierarchies of language practices,
striving for social justice (García & Leiva, 2014). In the following sec-
tion, we present research on the use of literature in language education
for learners with a migrant background.

Previous Research

In a worldwide overview of research on practitioners’ work with literature,
different approaches to the use of literature when teaching are outlined
(Haznedar et al., 2018; Paran, 2008). Paran (2008) describes the inter-
section between language learning and literary learning in foreign and
second language learning, while Haznedar et al. (2018) present different
methods to include literature as a resource in second language instruction.
Research on literacy practices in adult education second language learning
in Sweden is limited and most studies have focused on students with
limited schooling background (Franker, 2011; Lundgren, 2005) or lit-
eracy practices in and outside of school (Norlund Shaswar, 2014). Studies
on the reading of narrative texts have focused on primary or secondary
school contexts in Sweden. Furthermore, in the Swedish context,
Lindholm and Lyngfelt (2015) studied multilingual secondary school
(7th grade) students’ reading comprehension in Swedish and ability to
interpret narrative text in a pre- and post-test after they read two short
stories. The data included students’ written responses to the stories and
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interviews with the students. The analysis showed that the students were
able to make inferences and retell the plot in relation to at least some of
the characters in the narratives. Economou (2015) and Asklund (2018)
have studied secondary school multilingual students’ reading in Swedish
as a second language. Economou (2015) examined how this target group
interpreted and discussed two novels and how they interacted with each
other during discussions of the texts. Economou’s study showed that the
students were engaged readers, using their competence to move between
the novel and their own – and varied - experiences (Economou, 2015,
p. 92). Economou suggested that reading literature might support lan-
guage development as well as personal development.
Asklund’s (2018) study examined the cooperation between second

language learners and their teacher in a Swedish introductory class with
students aged 16–19 years, while reading an easy-to-read novel.
Furthermore, Asklund (2018) focused on students’ cognitive and emo-
tionally expressed utterances while talking about the novel and using
sitting drama, which is a teaching method where some students identify
with the characters while other students ask them prepared questions
about the character (Asklund, 2018, p. 97). The students interpreted the
novel, the characters, and the activities using their own experiences.
Asklund used the concept of third space by Gutiérrez (2008) to describe
how the students made room for their personal interpretation. In the
discussions with other students about the novel they could use and share
their knowledge, culture, and experiences.
The studies presented illustrate the benefits of working with literature

in regard to language and reading development. However, few studies in
Sweden have involved second language learners in adult education
especially from a translanguaging perspective.

Methods and Materials

The material analysed for this chapter was generated within a research
and development programme which included ten school leaders and 45
teachers with the overall aim to develop the teachers’ pedagogical
repertoires and their professional identities. During the programme, the
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participants took part in workshops and lectures. The teachers and school
leaders were briefly introduced to Ruiz’s (1984) orientation of
language-as-problem, language-as-right, and language-as-resource and to
the continua of biliteracy by the researchers. Later, the teachers and
school leaders were also introduced to translanguaging and the teachers
were asked to plan an activity where they would use multilingualism as a
resource in their teaching. One school chose to work with literature as
part of the activity and, in this study, we focus on this school where seven
teachers participated. The participants were informed about the research
and gave written consent for their participation. They were also informed
that the research was based on a collaborative approach between the
participants and the researchers (Carpenter, 2015; Lieberman, 1986).
The school, as well as the teachers, has been anonymised and teachers are
referred to using T for teacher and a number (T1).
The seven teachers included in the study presented here were teaching

in different courses in SFI (from course B to D). In order to work with
multilingualism as a resource, the seven teachers had chosen to work with
a novel written specifically for youth and adult second language learners
of Swedish and translated to six languages common among migrants in
Sweden (Arabic, Dari, English, Pashto, Somali, Tigrynia).
The teachers planned the work with the novel together, without any

collaboration with the researchers. While working with the novel,
teachers used a protocol to make observations in each other’s classrooms.
The researchers were not present during the observations nor during the
activities in the classroom. The observations were later presented and
discussed together in groups with the researchers. Hence the data anal-
ysed for the study consist of:

• 180 min of audio-recordings of group conversations
• six observation protocols
• teaching material
• teachers’ evaluation

The teachers’ lesson plan for the reading project, called The Diary,
based on the title of the novel read (see below) was for 9–12 lessons of
90 min each. The students were introduced to the learning aim of the
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reading project and the content of the book in the first lesson. In each of
the seven classes, 15–25 students were divided into groups according to
their presumed strongest language (often referred to as mother tongue by
the teachers). In relation to the linguistic repertoires of the students and
the available translations of the book, groups comprising students reading
in (i) Modern Standard Arabic and Swedish, (ii) Tigrinya and Swedish
and (iii) only in Swedish, were formed by the teachers. Students who did
not know Arabic or Tigrinya were in the (iii) group and worked
alongside those who worked parallel with the text in Swedish and Arabic
or Tigrinya. In the smaller groups (i) and (ii), students compared the
languages’ structures and words for concepts and phenomena and wrote
individually a summary of the chapter. During the final classes, each
student wrote a letter to the teacher and evaluated this project on reading
the novel.
The empirical material was analysed using the four dimensions:

context, content, medium, and development, in the continua of biliteracy
(Hornberger & Skilton-Sylvester, 2000). All these dimensions were taken
into account even if they had been separated in the analyses. Each
dimension had an impact on biliteracy development and the intersection
between the dimensions will be discussed in the last section of the chapter.

The Novel

The novel, chosen by the seven teachers, used in the reading project was
Annelie Drewsen’s Dagboken, (The Diary) an easy-to-read novel. In
Sweden, there is good access to easy-to-read books for adolescents and
adults (Nordenstam & Ohlin Scheller, 2018, p. 47) but the use of such
books in education has also been criticised (Reichenberg, 2014).
Easy-to-read books were originally designed for individuals with a
reading impairment, but have, over time, been developed to target
students who are unaccustomed to reading or others who are inexperi-
enced with reading or with the target language (Nordenstam & Olin
Scheller, 2018).
The novel is about a young man, Tarek, who is studying Swedish. He

cannot use the Swedish words correctly and feels sad about the death of
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his father. The father was the best goldsmith in his home country and
made jewellery for women according to their personality. One day, when
arriving at school, Tarek gets a new teacher who gives all the students in
the class a diary. The teacher recognises Tarek as an individual and
encourages him to write in any language in the diary. The teacher is also
to some degree competent in Arabic and understands what Tarek is
writing in Arabic. Being able to use his full linguistic repertoire, Tarek
starts to write about his experiences in both Arabic and Swedish.

Results

The results of the analysis will be presented using the continua of
biliteracy model (Hornberger & Skilton-Sylvester, 2000) as a framework
in sections devoted to context, content, medium, and development.
Translanguaging pedagogy has also been included in the analysis.

Context

The first concept to be presented is context. Working with literature, such
as a novel, is not explicitly part of the curriculum and it was not a
common practice at this SFI school as they usually worked with shorter
narrative passages in textbooks. Furthermore, working with multilingual
reading was new to the teachers in the school and the context, (in the
continua of biliteracy) thereby shifted from the powerful monolingual
literacy to a more flexible language choice and biliteracy in the classrooms.
Although the students had been able to use languages other than

Swedish during classes, such practices often took place spontaneously (see
also Rosén & Lundgren, 2021). Planning the work with the novel
required the teachers to think through and reflect upon when, why, and
how students would work with the text in Swedish and in Arabic or
Tigrinya. The teachers also discovered that for some students, reading the
novel in Arabic was challenging since they were not used to reading
books in Modern Standard Arabic and therefore, sometimes preferred the
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Swedish version of the text. Hence, orality became important for these
students as they could not read but only talk about the novel in Arabic.
This surprised the teachers as they had expected that the text in Arabic
would serve as a support for the students when reading the Swedish text.
In order to work with the novel in language groups, the students were

divided into new groups, apart from their ordinary classes, based on their
experience of either Arabic or Tigrinya. This was not a common practice
in the school, since students were usually divided according to their level
of Swedish. Thus, the project revolved around the reading and discus-
sions of the novel in two or more languages, which can be understood as
a micro space for translanguaging in a school context dominated by
Swedish. The teachers encouraged the students to use any language they
preferred, and the teaching built upon the students’ strength, culture,
and experiences. One teacher expressed that she strived for a situation
where students ‘should have fun using their language’ and she continued
saying:

Original language Translation
T2: jag tror, jag hoppas, jag tror det
faktiskt, att det är så befriande att
för en gång skull förstå allt, det
måste vara en väldigt fin känsla i
klassrummet […]

T2: I believe, I hope, I really believe,
that it is so liberating [for the
student] to be able to understand
everything, it must be a really nice
feeling in the classroom […]

To sum up, the context at the school (as well as society in general) was
the monolingual norm and target language Swedish towering over a less
powerful multilingual continuum, even though students were not for-
bidden to use other languages at the school. The project with the novel
changed the context towards a more multilingual space where students
could use and develop their linguistic repertories both orally and in
writing. Still, students are expected to pass the national language tests in
Swedish as fast as possible and hence teachers felt that they had limited
possibilities to work with multilingual reading for a longer time period.
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Content

Concerning content, the novel was expected to resonate with the
learners. This was highlighted by the teachers during the group con-
versations with the researchers and also expressed by the teachers in the
written account of the students’ evaluation. The students could connect
Tarek’s experiences to their own, as these excerpts illustrate.

Original language Translation
T1: några menar att de känner igen sig
i hans liv och vad han har varit med
om […]

T1: some express that they feel
familiarity with his life and
experiences […]

T7: de [eleverna] tyckte att historien
var som deras historia – de kände
igen sig

T7: they [the students] thought the
story was like their story – they
recognised themselves

T2: många elever beskriver hur de kan
tänka sig in i Tareks situation

T2: many students describe how they
could see themselves in Tarek’s
situation

Reading a novel where the students were able to identify with the story
of the main character using their own experiences and knowledge made
the text more approachable for the students. Furthermore, the teachers
expressed that the familiar content stimulated conversations about topics
relevant to the students’ experiences. Similar to the hardships of Tarek in
the novel, many students also struggled with their migration experiences
and their frustration with learning a new language, providing a safe way
to talk about their own experiences, and feeling welcome to do so in a
language they could express themselves in. One teacher said that ‘the
conversations were hard but contributed to everyone feeling closer to one
another in the classroom’ (T4) and another teacher wrote in the evalu-
ation of the project that ‘when you read literature, I notice that the
students start thinking a lot about the content and relate it to their
experiences’ (T1).
The examples provided above show that the content of the novel was

meaningful for the students since it mirrored their own experiences and
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might therefore increase their possibilities to use and develop languages
and biliteracies. What is important to notice is the intersection between
content and context, that when combined created a situation familiar for
the students. The infusing of personal content with recognisable context
addresses the students’ social and cultural identity/experiences from a
minority perspective. Furthermore, the students were able to use their
language repertoire; this was especially the case for the Arabic and
Tigrinya speakers who also had access to the text on two languages but
also for the group who only had access to the text in Swedish. Moreover,
the analysis indicates that the students employed their agency by using
the novel to bring up relevant topics during classes.

Medium

Concerning medium, students were encouraged to move between lan-
guages both orally and in reading and writing. According to some
teachers and students, the novel was too simple and some parts of the
Arabic text was thought to be incorrect and not helpful since it was in
Modern Standard Arabic (MSA), which for those students was not their
‘common language’. Some of the Arabic speakers had only oral compe-
tence in the language and were not schooled in reading and writing in
MSA.
All groups started to read the first two chapters in Swedish, followed

by either common reading in Arabic/Tigrinya and, thereafter, silent
reading or continuing reading in Swedish as the book was not translated
into all first languages. Although the teachers recognised the linguistic
repertories of the students as resources, this was the first time they
worked with a novel in languages other than Swedish and integrated the
use of other languages than Swedish into their teaching plans. One
teacher expressed in the interview that working with a bilingual text was
also new to the students:
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Original language Translation
T2: Jag måste påminna mig om hela
tiden att dom faktiskt har två, två
språk med samma text och jag sa det
flera gånger. Men titta men vad
betyder det? Vad betyder det? Men
titta på den arabiska texten där har
ni alla svaren. Och det är så skönt att
se för det är en kontext att det är i
ett sammanhang […] faktiskt samma
text på då ditt starkaste språk. Titta,
använd det som resurs, man måste
påminna eleverna också hela tiden
men det är inte konstigt eftersom vi
har kört på att det är svenska som
gäller hela tiden

T2: I need to remind myself all the
time that they actually have two,
two languages with the same text,
and I said it several times, but look
what does this means? What does it
mean? But look at the Arabic text,
the answers are there, and it is so
wonderful to see that there is a
context, that it is in a framework
[…] the same text in your strongest
language. Look! Use it as a resource!
You need to remind the students
also all the time but that is not
strange since we have been working
with Swedish only

An important part of the work with the novel was discussing the
content in small groups. The students were sometimes asked to discuss in
any preferred language but to produce a text in Swedish. According to
the teachers, the possibility of moving between languages motivated the
students to engage in discussions despite their weaker competence in
Swedish. One teacher said:

Original language Translation
T1: Grupperna diskuterade vilt på sitt
modersmål och där man verkligen
ser att de vrider och ändrar fram och
tillbaka och att även de elever som
är nya, och inte kan lika bra svenska
eller kanske mindre motiverade
också varit fullt med i diskussionerna

T1: The groups had wild discussions in
their mother tongue and there you
could really see how they twist and
change back and forward and that
even new students that don’t know
as much Swedish or are less
motivated participated fully in the
discussions

When a novel is translated into a minority language, in this case MSA
and Tigrinya, the readers have the opportunity to learn simultaneously in
two languages; however, this was not the case for all the groups in this
study. This notwithstanding, reading in any language and talking/writing
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about the content creates a shift from a literary novel to more vernacular
language which is often less valued by society.

Development

Concerning development, the overall aim of the SFI programme regu-
lated by the national curriculum is still to develop Swedish, both orally
and in writing, rather than developing biliteracy, despite the transfor-
mation towards translanguaging pedagogy. The teachers expected the
students to already have literacy skills in their so-called mother tongue,
first language or strongest language, which was not always the case.
Therefore, working with the novel turned out to be challenging in both
languages, as some students were not used to reading and discussing
literature in any language. However, according to one teacher (T7), the
students appreciated working with the text in a language more familiar to
them than Swedish. The teaching practices also shifted between oral
discussions to vernacular writing and students learned new concepts in
Swedish. Students were also able to discuss similarities and differences in
varied languages, which supported the students’ biliterate development.
In the group conversations, another teacher (T1) pointed out that the

students’ parallel reading in two languages supported their development
of Swedish. Furthermore, the students were positive about negotiating
the content in their so-called home language before expressing themselves
in Swedish according to teacher T4. When asked by one of the
researchers about the language development in both MSA and Swedish,
one teacher had observed that the questions she asked supported the
students in developing their metalinguistic awareness:

Original language Translation
T1: Ja det tror jag att dom gör,
faktiskt, för dom diskuterar ju, jag
skriver ju frågor, jämför vad är
likheter och skillnader vad kan du
översätta vad kan du inte översätta,
så att han trampade på marken

T1: Yes, I think that they actually do
because they discuss, I write
questions, and compare what are
the similarities and dissimilarities?
What can you translate and not? So
that he stepped on the ground isn’t

(continued)
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(continued)

Original language Translation
heter inte ens trampa det heter golv
eller mark det spelar ingen roll, det
är samma sak på arabiska och man
säger inte trampa jo man säger det
men man säger trampade med foten
på cigaretten […]

even called stepped, if it is the
ground or the floor it doesn’t matter
because it is the same in Arabic and
you say step, yes you say it but you
say stepped with the foot on the
cigarette […]

The teachers also remarked that the short chapters and reading level of
this novel might have been below the students’ level and decreased their
motivation for reading. Teacher T1 expressed that the advantages with
using the students’ home or strongest language in the development of
biliteracy was that reading the text in two languages supported the
understanding of the text and teacher T7 underscores the development of
the second language by reading in parallel in the two languages. In this
project, while reading the novel, the teachers moved from a normative
monolingual literacy practice to a burgeoning biliteracy classroom real-
ising the benefit of using translanguaging pedagogy.
As mentioned before, most teachers specifically made a reference to

the importance of reading a novel where the main character had expe-
riences similar to those of the students. One teacher argued that she
wanted students to develop a more aesthetic reading, where the students
‘could feel, think and relate to themselves’ which was made possible
through both the medium of two languages and the content of the novel.
Teachers referred to their teaching practices as book talk (see

Chambers, 1985). The students started with discussion around the
content and character and moved together with the teacher to the target
language, Swedish.

Original language Translation
T2: det var väldigt mycket boksamtal
tycker jag för att det var både och
det var både språkliga men också det
litterära som kunde hända eftersom

T2: there was a lot of book talk I think
because it was both, both the
language but also the literary that
could happen, because I think they

(continued)

176 B. Lundgren and J. Rosén



(continued)

Original language Translation
tycker jag eftersom dom fick lite
förförståelse genom sitt språk, och
då kunde man ju ha lite djupare
diskussioner […] jag tror att för min
del som lärare detta är det viktigaste
det högsta målet att kunna göra det
att kunna prata och ha ett djupare
samtal, att inte begränsa sig av sitt
då nya språk

got a bit of pre-understanding in
their own language and then you
could have deeper discussions […] I
believe that for me, as a teacher, it is
the most important and the highest
goal to be able to talk and have a
deeper conversation, not to be
limited by your new language

The analysis shows the importance of describing each dimension of
the continua and the relationships between them in order to be able to
recognise how the teachers talked about biliteracy and language learning.
The teachers talked, for example, about the shift from majority to
minority content perspectives as well as a shift in the context of biliteracy
from monolingual to more dynamic language use in the classroom while
reading the novel.

Discussion

In this part, the result will be discussed from Hornberger’s (2003)
continua of biliteracy and García’s (2017) features for translanguage
pedagogy in adult education. The aim of this chapter is to explore the
potential of translanguaging pedagogy in working with literature in
regard to basic second language learning and literacy instructions. The
research questions, to explore how teachers work with multilingual
reading of a short novel in adult education, and the potential of
translanguaging pedagogy when teachers relate to the classroom and the
activities with the novel as a translanguaging space, will be discussed.
The novel was chosen by the teachers in order to connect the content

of two worlds, past and present, of the migrants, although it is important
to note that migrants have different experiences and may not per se
identify with the main character. In this study, teachers expressed for the
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students that reading the novel was not just about learning Swedish
grammar and vocabulary but also to engage in book talks about topics
relevant to their lives. The teachers facilitated these book talks by posing
questions to the students that could, as pointed out by Canagarajah
(2013) and Dewilde (2019), open up a space to negotiate meaning, both
in regard to the content, as well as the different languages involved. Being
able to use both Swedish and Arabic/Tigrinya orally and in writing
stimulated meta-linguistic discussions. Furthermore, the teachers
expressed their own increased consciousness about the context and
curriculum goals for SFI education. Although the students are expected
to learn Swedish, this does not mean that teaching needs to be in
Swedish only, it could include translanguaging pedagogy. The impor-
tance of including students’ linguistic repertoires in the classroom and
how that related to questions of empowerment and engagement became
visible for the teachers during the project with the novel.
For García, translanguaging pedagogy can provide a space for the voices

of migrants, empower and support them in developing their voices both
inside and outside the classroom. The results presented here show that, on
the one hand, the possibility of moving between languages motivates
students to develop their voices in the classroom and to engage in
instruction. On the other hand, as the analysis of the context highlights,
adult education in Swedish for immigrants is still dominated by Swedish
language and students are expected to develop functional Swedish and pass
the national tests as fast as possible in order to become employable.
Although there may not be a conflict with those goals and working with
translanguaging pedagogy, the findings show that teachers were limited by
such contextual factors. Despite this, the teachers’ evaluation of the project
showed that by moving from more monolingual teaching they realised the
benefits of using the students’ language repertoires, for example students’
comparisons between languages or negotiating content from their own
experiences. According to the findings, this was facilitated through reading
a novel in more than one language, showing the importance and devel-
opment of biliteracy. The findings show an intersection between the four
dimensions, content, context, media, and development, and insights from
the teachers have in this study contributed to creation of a space for
translingual pedagogy within this reading project.
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To conclude, by using the model of continua of biliteracy as a
framework, the study indicates a shift towards translanguaging pedagogy.
According to the teachers, the possibility of moving between languages
during instruction created a translanguaging space where students could
use their voice and agency to talk about their own experiences of
migration and settlement in Sweden. Creating such possibilities in the
classroom can support critical awareness of the power of different lan-
guages, nationally as well as globally, (e.g. Hornberger & Skilton-
Sylvester, 2000). Moreover, the students were thereby able to perform
and transform their bilingual and biliterate identities.

Pedagogical Implications

The study illustrates the process of transforming second language
instruction for adults towards more inclusive pedagogy, one that enables
students to use their linguistic repertoires as learning resources. Although
the school and the teachers were positive towards students using lan-
guages other than Swedish, the teaching had previously been dominated
by a monolingual norm, and the project involving a novel in several
named languages was a step towards working with the different linguistic
repertoires in more conscious and expedient ways. However, the study
also shows the importance of recognising students’ varied linguistic
repertoires as they may have oral competence but limited experiences of
literacy in that language, or experiences of certain varieties of language
but not others. Hence, it is essential for teachers working towards
translanguaging pedagogy not to take the competence of students’
so-called L1 or mother tongue for granted, but rather to open up a space
for students’ varied linguistic repertoires in the language learning process.
Finally, we want to highlight the potential of working with novels such

as The Diary in language instruction for adults, especially regarding
engagement and agency, which García (2017) argues for in the five
guiding principles (see p. 21) for translanguaging pedagogy for adult
migrants. Similarly, Cangarajah (2013) and Hornberger and
Skilton-Sylvester (2000) also encourage teachers to support students to
develop the dispositions and strategies that they bring to the classroom in
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more critical and reflective ways. Language instruction for adults, espe-
cially migrants like in the context of the SFI programme, tends to focus
on the reading of texts relevant to the students’ every-day life or text-
books rather than novels. It is important to introduce adult students to
different types of texts as well as different types of reading to support
them in their investment in the new language (e.g. Norton, 2013).
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8
The Role of Psychological

and Socio-Psychological Factors in L2
Literacy Development of Temporary

Migrants

Maria Pujol-Valls , Angélica Carlet
and Katarzyna Ożańska-Ponikwia

Trainee Teachers’ Individual Differences
and Their Literacy Practices While Abroad

The Erasmus+ exchange programme has become increasingly popular
among European students as a form of temporary mobility. More than
10 million people have participated in Erasmus+ or its predecessor
programmes over the last three decades (European Commission, 2020a)
becoming mobile citizens (Duchêne et al., 2013) for a short period of
time. Among others, the promotion of language learning and linguistic
diversity is one of its aims (European Commission, 2020b). However, to

M. Pujol-Valls (&) � A. Carlet
Universitat Internacional de Catalunya, Barcelona, Spain
e-mail: mpujolv@uic.cat

A. Carlet
e-mail: acarlet@uic.es

K. Ożańska-Ponikwia
University of Bielsko-Biala, Bielsko-Biała, Poland
e-mail: kponikwia@ath.bielsko.pl

© The Author(s), under exclusive license to Springer Nature Switzerland AG 2022
A. Norlund Shaswar and J. Rosén (eds.), Literacies in the Age of Mobility,
https://doi.org/10.1007/978-3-030-83317-6_8

185

http://orcid.org/0000-0001-6314-4675
http://orcid.org/0000-0001-8411-4731
http://orcid.org/0000-0003-4896-0521
http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-030-83317-6_8&amp;domain=pdf
http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-030-83317-6_8&amp;domain=pdf
http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-030-83317-6_8&amp;domain=pdf
https://doi.org/10.1007/978-3-030-83317-6_8


what extent do these stays away from home improve the literacy of
sojourners? Studying abroad (SA) does not bring solid linguistic gains
(DeKeyser, 2010; Grey et al., 2015) and the results in learning outcomes
obtained in linguistic studies have been varied. It has been noticed that
not all students benefit equally from an SA experience (Kinginger, 2008,
2009; Marijuan & Sanz, 2018; Mitchell et al., 2017; Regan et al., 2009).
This is so because of individual differences such as initial L2 proficiency
level, working memory and other cognitive factors (Mitchell et al.,
2017). It has also been proven that psychological and socio-psychological
factors can contribute to the development of some L2 skills by students
that undertake their language teaching practicum abroad, as a part of the
Erasmus+ mobility programme (Ożańska-Ponikwia et al., 2019). This
recent study focused on grammatical accuracy and speaking proficiency
in immersive and non-immersive settings. The findings revealed that the
majority of the Erasmus+ mobility programme students obtained greater
linguistic progress in grammar and speaking in comparison to the
at-home students. The present research follows up on this previous study
and it assumes that those factors can also influence literacy in L2 by SA
sojourners.
Research on language learning in a study abroad context has often

reported a positive impact on language learning (Freed, 1998). Oral
production has been the most investigated aspect in empirical studies on
L2 development during SA (Llanes, 2011), whereas L2 writing has been
less addressed. Moreover, most research on L2 gain abroad analysed
North American students, and only some is set in Europe and has been
undertaken with Erasmus students (Llanes, 2011). Understanding liter-
acy practices of temporary migrants in education contexts breaks new
ground in research fields that intend to assess the impact of exchange
programmes such as Erasmus+. Exploring the role of psychological and
socio-psychological factors in relation to L2 writing development may
contribute to filling the gap in the field of SA research.
The Erasmus+ experience is seen in this chapter as a kind of migration,

in line with Canagarajah’s (2017) concept of the term. While
Canagarajah sees mobility as a general term applied to the movement of
people, resources, products, capital, information and knowledge, the
concept of migration is focused on human mobility. The kind of
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migration analysed here is considered temporary as it lasts for a few
months only. The students analysed could also be considered skilled
migrants because they are becoming international workers with specific
skills obtained in higher education or specialised work experience.
However, there is disagreement in applying this label to people that
migrate for a short-term—which is the case of these students—as well as
permanently and in relation to work or not (Lising, 2017).
Regarding the concept of literacy, Barton (2007) defines it as a con-

figuration of communication practices that help represent the world by
means of a system of symbols. He calls these social activities literacy
events, understood as ordinary occasions affected by the written word.
People participating in literacy events use literacy in general cultural
ways, which are called literacy practices. Heath (1983) points out that
definitions of literacy can be diverse and each one is influenced by the
functions and uses that are attributed to it. Street (1995) refers to this
phenomenon when he argues that literacy is determined by ideology, by
the social institutions where literacy practices take place. These authors
follow a social approach as literary events need to be contextualised in a
social setting, a specific community and a historical period. Their focus
on society recalls Freire and Macedo’s (2016) perspective of literacy as a
process, a right and empowerment that is conditioned by people’s
position in society, in opposition to a more traditional conception of
literacy as a set of skills.
In this chapter, this social approach allows the analysis of literacy

events within very specific contexts: the social role of its participants is
that of university students that, at the same time, behave as teacher
assistants in schools, who are also multilingual and that have the task of
composing a journal.
The aim of this study is threefold. First, it intends to analyse how L2

written language proficiency is self-reported before and after students’
practicum abroad. Second, it investigates what importance students give to
their L2 literacy development and professional learning experience in their
practicum portfolio. Third, it explores what personality traits are reflected
in trainee teachers’ journal writing, seen as a tool for L2 literacy practices.
The approach of this research is inspired by the two general areas of

research on language learning in an SA experience. On the one hand, it
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analyses students’ perceptions of the SA experience and how those views
influence their learning; on the other hand, it focuses on the develop-
ment of literacy and sociolinguistic skills.

Temporary Migrants’ Literacy Development
in L2 and Journal Writing

Over the last few decades, societies have become noticeably more
dynamic, diverse and internationalised, due to a combination of
increased levels of mobility and an increased number of forms of mobility
(Urry, 2008). Whilst some temporary migrants relocate in order to seek
better job opportunities or better lives all together (asylum), others decide
to be mobile for leisure or for an educational purpose (Duchêne et al.,
2013). This paper focuses on temporary migrants who had a short ex-
perience abroad with educational aims, that is, who decided to migrate
temporarily in order to undertake part of their university teaching
training in a different country through an Erasmus+ programme. It is
interesting to note that, as Duchêne et al. (2013) explain, the participants
of the present study do not fit under the traditional and stereotypical
‘immigrant’ label, due to the fact that their reasons and circumstances for
going abroad are not socio-economically related. A migrant is usually
identified as somebody seeking opportunities and refuge, is less privileged
and less welcome than a mobile, which is someone who can afford the
resources and has access to travelling (Canagarajah, 2017). Migrants
often have to communicate in multilingual settings and need to learn
new languages, so different languages can be used in different domains of
life. Therefore, people associate different languages with different litera-
cies, depending on the purpose and social role of each language (Barton,
2007).
Recent research linking mobility and language has often been focused

on the role of basic constructs such as space, context, resistance, social
mobility, social inequality, institutions and their policies, labour, work-
place mobility, (un)skilled migration, translanguaging, citizenship,
nation-state and transnationalism, identity, ethnic minorities, migration
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trajectories and superdiversity (Canagarajah, 2017; Duchêne et al.,
2013). This chapter adds to the field by linking innovative variables such
as personality traits and emotional intelligence to language learning and
literacy by mobile citizens.

Temporary Migration with Educational Aims

Another form of temporary migration among skilled migrants docu-
mented in the field is the internalisation of higher education (Lising,
2017) or graduate migration (Cairns, 2017). The most common and
popular mobility programme for skilled migrants in Europe is the
Erasmus+ exchange programme. Up to 2 million learners in higher
education have been expected to benefit from grants to temporarily
migrate to another European country in order to study and/or train
abroad between 2014 and 2020; this figure more than doubles the
opportunities offered in the past 30 years (European Commission,
2020a).
This programme is currently investing in the fields of education,

training, youth and sport in order to help overcome socio-economic
challenges. Interestingly, this form of international mobility is a relevant
life event for the personality development of young adults (Zimmerman
& Neyer, 2013). Cairns (2017) mentions that Erasmus+ is the European
success story, as it is a successful example of cross-border cooperation and
an opportunity for students to improve their inter-cultural skills and
work capacities.

Practicum Abroad

A stay abroad in the form of a practicum (teaching placement) is not
greatly documented in the field of SA research. However, it is highly
important for foreign language trainee teachers since it consists of an SA
opportunity in which the foreign student is immersed in the teaching
culture abroad and is in daily contact with the local language and culture.
Byram and Doyé (1999) explain that a teaching placement abroad is
crucial in a school language teacher’s career and they highly recommend
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that this practice should be included in primary and secondary teaching
courses. Woodgate-Jones (2008) adds that participants gain confidence
in both linguistic competence and especially in intercultural under-
standing after a teaching placement abroad. In the same vein,
Durán-Martinez (2011) highlights the benefits of this experience in
developing the interculturality of teachers specialised in a foreign
language.
A recent study (Ożańska-Ponikwia et al., 2019) investigated

socio-physiological factors and L2 development among two groups of
practicum students—one undertook their practicum abroad and the
other took it at local schools in the country of their residence. It has
shown that the SA group was the only one that demonstrated significant
linguistic improvement, even though some students within that group
failed to make any progress. It was speculated that the progress in L2
grammar and speaking whilst abroad could be assigned mostly to the
amount and quality of the language input outside of the classroom set-
ting. The authors concluded that the relationship between attitude,
language engagement and development of social networks might be of
crucial importance, as it influences exposure to the target language and
consequently L2 proficiency development while abroad.

Influence of Personality Traits, Attitudes and
Motivation in L2 Learning Abroad

Language is a way of representing the world that links one’s thoughts
with society. It is a symbolic system that mediates between somebody’s
inner life and other people. Internal processes are necessary for creating
written representations and these processes are psychologically based.
Language has a metalinguistic power and the awareness, attitudes and
values towards literacy determine people’s actions (Barton, 2007).
It has been proven that various psychological (personality traits) and

socio-psychological factors (attitudes, motivation) are often intertwined
in influencing different aspects of the SA programme (Baker-Smemoe
et al., 2014; Basow & Gaugler, 2017; Harrison & Voelker, 2008;
Isabelli-García, 2006; Savicki et al., 2004; Whitworth, 2006). Research
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has also shown that linguistic progress of SA learners depends largely on
individual differences (Hessel, 2017). As has already been outlined in
more detail (Ożańska-Ponikwia et al., 2019), factors such as L2 profi-
ciency, intercultural adjustment, social network development, personal-
ity, coping strategies and emotional intelligence can be important
predictors of language gains for students learning abroad.
Studies on the role of personality differences in L2 development in

migrants have also been recently reviewed (Ożańska-Ponikwia et al.,
2019): it has been evidenced that personality and emotional intelligence
can influence cross-cultural adjustment and expatriate employee success
(Gabel et al., 2005; Huang et al., 2005; Jassawalla et al., 2004). At the
same time, immersion in the foreign culture and personality traits—
especially agreeableness, openness and emotional intelligence as well as
empathy—can influence self-perceived L2 proficiency, whereas the fre-
quency of L2 use is linked to immersion as well as psychological and
socio-psychological factors such as self-esteem, stress management,
adaptability, wellbeing and emotional intelligence (Ożańska-Ponikwia,
2013, 2015; Ożańska-Ponikwia & Dewaele, 2012).

Differences in Writing Development
in L2 Learning Abroad

Up to date, few studies have explored how individual differences impact
mechanisms of L2 writing (Forbes, 2019; Kormos, 2012). Kormos
(2012) claimed that more research was needed into the way learner
differences affect L2 writing practices, how L2 learning skills are obtained
and how students can learn about L2 through writing. Consequently, her
study is one of the few that explores the role of individual differences in
L2 writing processes, as well as L2 writing as a learning tool. The indi-
vidual differences taken into account were aptitude, working memory
and motivation. Her arguments regarding motivational and
self-regulatory factors in particular, set a precedent for the present
research. Basing her remarks on research on L1 writing and education
psychology theories, she states that students’ interest, self-efficacy beliefs
and the value attributed to a written task influence the attention, effort
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and time spent in the writing process in L2. When L2 learners are
writing, they need to be able to apply self-regulatory strategies to solve
problems, such as lack of attention, anxiety, boredom and inappropriate
working environments. Kormos (2012) also points out that positive
self-evaluations presuppose a better task engagement than with a negative
self-evaluation.
For her part, Forbes (2019) applies an intervention of strategy-based

instruction in order to evaluate different students’ trajectories at sec-
ondary school level. She looks at the learners’ level of proficiency, attitude
towards writing, knowledge of other languages, process of strategy
development and ability to transfer strategies from one language to
another. She states that there seems to be a relationship between the
enjoyment of writing in a particular subject and the willingness to use
language strategies.
In research on students’ writing development in SA contexts, the focus

has not been on attitudes towards L2 writing and literacy. Whereas some
studies analysed variables that can represent writing skills—and their
results revealed that longer texts were written by SA participants—others
addressed writing more holistically, of which, some concluded that stu-
dents staying at home had more fluent writing, whereas others confirmed
that students going abroad had a more significant improvement in
writing strategies and styles (Llanes, 2011).

Journal Writing as a Reflective Activity

Research on migrants’ identities and representations often revolve around
the way migrants perceive and discuss their experiences and emotions,
focusing on language learning and how they relate it to other experiences.
This is usually achieved through autobiographical narratives (De Fina &
Tseng, 2017).
Language and literacy enable people to represent the world to them-

selves and to others and to reflect upon abstract ideas and to generalise
experiences (Barton, 2007). Written verbalisation allows thoughts to be
conveyed to a reader at the same time as helping writers clarify their
perspectives. Likewise, when teachers or student teachers write journals,
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they can gain awareness of their own contexts, behaviour and thoughts
and enhance their reflection and learning skills (Holly & Mcloughlin,
1989; Leshem & Trafford, 2006). Journal writing also helps to better
understand their thinking, their relationships with their actions and the
practical, personal and professional dilemmas that they might encounter.
Expressive components—reflections about other teachers, their feelings
and intentions as protagonists of what they have experienced—and ref-
erential components—reflections on the situations experienced and their
processes, tasks and participants involved—can be blended into them.
Writers give longitudinal and immediate accounts of what has been
experienced and, at times, can see themselves from a different perspective
so they establish dialogue with themselves. For all these reasons, journal
writing has been considered an instrument of great expressive potential
(Zabalza, 2004). English and Gillen (2001) add that journal writing can
be defined as a learning technique that helps to reflect intentionally and
systematically. It improves personal and professional learning because it
can foster the capacity to respond to intellectual, emotional and aesthetic
stimuli that might otherwise be defensively blocked.
Writing a journal can be understood as a literacy event, where literacy

has the role of making students report on and reflect on their experience,
at the same time being used as material for assessment. For the latter
reason, in this research, journals are considered to be an imposed use of
literacy—following Barton’s (2007) dichotomy—where, in other con-
texts, they could be considered as self-generated.

Designing the Present Research

In the light of the above literature background, this study sought to
investigate whether L2 writing is self-reported differently before and after
a three month practicum experience abroad. Also, it intended to inves-
tigate what importance students give to their L2 literacy development
and professional learning experience in their written practicum portfolio,
and to explore whether the participants’ personality traits are reflected in
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their journal writing, seen as literacy events during their stay abroad.
More specifically, this study aimed at answering the following research
questions:

1. What differences, if any, can be found in students’ self-reported L2
written language before and after their stay abroad?

2. What importance do students give to their L2 literacy development
and professional learning experience in their practicum portfolio?

3. What personality traits are reflected in trainee teachers’ journal
writing, seen as a tool for L2 literacy practices?

Method

This study adopts a convergent parallel mixed method, as it collects and
merges qualitative and quantitative data. Applying mixed methods is one
of the innovations in studies of mobility that are becoming prominent
(Canagarajah, 2017). Using narrative studies of migration is due to the
‘narrative turn’ in social sciences that embraces qualitative analytic
approaches (De Fina & Tseng, 2017). At the same time, it has been
maintained that quantitative methods, combined with qualitative
methods or alone, are needed to investigate the role of individual dif-
ferences in the writing process of L2 (Kormos, 2012).
A mixed methodology helps in studying the research questions from

this chapter with more evidence than quantitative or qualitative research
alone (Creswell & Plano Clark, 2018) because quantitative data—
gathered by examining the participants’ scores in grammar and vocab-
ulary tests, self-reported writing tests and personality and emotional
intelligence questionnaires—can be complemented with qualitative data
about the self-perception of their experience, taken from the practicum
portfolios. This qualitative collected data is analysed through directed
qualitative content analysis.
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Participants

The participants in this study are five learners of L2 English from
Catalonia who undertook a three-month language teaching placement
abroad as a part of the Erasmus+ mobility programme in the 2017/2018
academic year. Participants went to public schools abroad, either in the
UK (n = 3) or Finland (n = 2). They were all in their early twenties and
were majoring in their fourth year of degrees in pre-school education or
primary school education in a private university in Barcelona at the time.
It is relevant to mention that 4 of these students were majoring in the
foreign language specialisation, since their aim was to teach English as a
foreign language after completing their studies. The fifth student was
enrolled on another specialisation but still had the option to take the
placement abroad. These five students formed the research group as they
were the only ones who volunteered from the whole group of students
that took their school placement abroad in the 2017/2018 academic year.

Instruments

A set of tests was applied in order to obtain the quantitative data for this
study. Two of them measured personality traits, one measured emotional
intelligence and another was used to measure self-perceived English (L2)
proficiency. These tests were chosen as they are all validated and well
known research tools used widely in studies focusing on personality
traits.

1. The Big-Five Personality Test (Goldberg, 1992), obtained from the
International Personality Item Pool (IPIP), measured personality
traits such as extraversion, agreeableness, conscientiousness, emotional
stability/neuroticism and openness. Subjects responded to each item
on a five-point Likert scale. The Cronbach’s a for the Big-Five broad
domains personality test was 0.84.

2. The Multicultural Personality Questionnaire by Van Der Zee and
Van Oudenhoven (2000) is a personality assessment questionnaire
that was constructed specifically to describe behaviour when one is
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interacting with people from different cultures. It consisted of 40
Likert-type items measuring such factors as cultural empathy, flexi-
bility, social initiative, emotional sociability, and open mindedness.
The Cronbach’s a for the Multicultural Personality Questionnaire
was 0.86.

3. The Trait Emotional Intelligence Questionnaire by Petrides and
Furnham (2003) used in the present study comprised 30 items rated
on seven-point Likert scale providing scores on four factors of broad
relevance: wellbeing, self-control, emotionality and sociability. Its
Cronbach’s a for the whole questionnaire was 0.88.

4. The Self-reported Proficiency Questionnaire was introduced in order
to gather data concerning participants’ opinions regarding their
overall L2 proficiency as well as L2 proficiency in four micro skills of
speaking, writing, listening, and reading. Only the questions con-
nected with writing skills will be shown in this study.

Qualitative data is obtained from the students’ practicum portfolios
written in English. This portfolio fulfilled some of the aims of their
final-year school placement, such as collecting data to create new
knowledge, developing a journal that covers relevant aspects of the
placement and relating theory and practice (Universitat Internacional de
Catalunya, n.d.-a, n.d.-b). From all the original sections belonging to the
portfolio, the more descriptive ones—such as the school context, the unit
plan and the school organisation—were discarded and the four most
argumentative ones were selected: an optional introduction, the reflective
journal of the in-class observation, the self-assessment of the teaching
experience and the overall assessment of all the school placements. These
sections were selected because they were the ones that, due to their
nature, offered the students the chance to be more reflective.
Zabalza (2004) argues that journals have been increasingly used as

instruments of qualitative research in education. He claims that, although
journals have been sometimes criticised as scientific instruments, they are
valid if they are applied to describe specific subjects and they do not
intend to be representative of a whole group, and they are legitimate if
they are used as a resource for professional development that makes
writers reflect, without taking so much into consideration the degree of
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construction of reality. As Leshem and Trafford (2006) explain, journals
are like mirrors that portray their authors because both journals and
mirrors allow writers to see and analyse themselves, although the image
may be distorted. The main purposes of the analysed journals coincide
with these theories: firstly, they make student teachers reflect and, sec-
ondly, they offer examples of their thinking.
As with any technical instrument belonging to the field of educational

research, journals can be used both for strictly investigative purposes and
for personal and professional development. Both are often combined and
complementary (Zabalza, 2004), as is the case in this research. So this
research follows the collecting procedure described by Bronckart (1996)
as one that selects copies already produced from a category of texts
previously defined—in opposition to texts purposely written.
In the applied linguistic field, narrative studies of migration have

gained a wide variety of perspectives. These have been grouped into two
classifications, which are general and permeable. One focuses on the
content of narratives and understands them as representations created by
the migrants about their identities, experiences, values and social rela-
tions. The other pays attention to the functions of narratives, as an
activity developed in migrants’ communities and institutions they are in
contact with (De Fina & Tseng, 2017). In this research, the first
approach is more relevant. It concretely fits with the category of studies
on migrants as language learners.

Procedure

All participants of the study were informed about the purpose of the
research and granted full confidentiality. They were also informed that
they could withdraw from the study without consequence, at any time.
After students’ written consent was obtained, they were asked to partici-
pate in the research. Regarding the quantitative data, all participants were
tested in a private university in Barcelona before and after (T1 and T2)
their three-month teaching placement. T1 and T2 involved a battery of
tests, namely the Big Five Personality Questionnaire, the Multicultural
Personality Questionnaire, the Trait Emotional Intelligence Questionnaire
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and the Self-reported Proficiency Questionnaire. The tests were adminis-
tered online in a computer room.
Regarding the application of the directed qualitative content analysis,

the theoretical background, the research questions and the quantitative
instruments were used to identify key concepts as initial coding cate-
gories. The coding process took into account the following categories:
(1) role of temporary migration in students’ training as teachers and the
work capacities required; (2) students’ personality traits (extraversion,
agreeableness, conscientiousness, emotional stability and neuroticism,
openness); (3) students’ multicultural personality (cultural empathy,
flexibility, social initiative, emotional sociability, open mindedness);
(4) students’ emotional intelligence (wellbeing, self-control, emotional-
ity, sociability); (5) students’ language engagement (languages used,
activities involved, frequency); (6) students’ use and development of
literacy; (7) students’ comments about journal writing as a reflexive
activity. Then, two portfolios were analysed in order to confirm the
appropriateness of the chosen categories, before analysing the coded data
as a whole.
As is characteristic of a mixed approach methods study, once the

quantitative and qualitative results had been obtained, the set of results
for each student was then compared and contrasted.

Findings on the Role of Individual Factors
and Writing Development

The first objective of this study (RQ.1) concerned differences in the
self-reported L2 writing before and after a three month stay abroad,
during which participants performed their teaching placement. The
self-reported scores for the learners’ L2 writing proficiency before
(Pre-test) and after (Post-test) the stay abroad can be seen in Table 8.1.
As observed in Table 8.1, at pre-test, one participant rated her writing

proficiency with the maximum score (5/5), two participants rated it with
the second highest score (4/5) and two participants rated it at 3/5.
Interestingly, the exact same scores were self attributed by the students
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three months later, at post-test. Thus, this result indicates that students
did not feel as if their L2 writing improved due to the target language
exposure received during their three month stay abroad. This similar self
score at pre-test and post-test might be due to two factors. On the one
hand, this result might be connected to the short amount of time spent
abroad, three months. In a previous study, Sasaki (2011) found that only
students who were abroad for over a period of four months were able to
improve their L2 writing. On the other hand, this similar self score
before and after the practicum abroad might be due to the fact that these
participants probably did not make use of written language extensively
during their practicum abroad. It is relevant to note that these temporary
migrants are not the typical Erasmus students abroad, since these par-
ticipants were not attending university courses and doing university
coursework (i.e. writing essays). They were performing their practicum
abroad instead, and acting as teacher assistants. Thus, most probably
their roles involved lots of oral communication with the teachers, peers
and pupils as well as lots of reading, active planning and marking rather
than writing. Their main written task was probably submitting a port-
folio at the end of their placement. According to Street (1995), people
give relevance to literacy during socialising processes if they participate in
literacy events many times every day. Barton (2007) also argues that
literacy can be more meaningful whenever people need to use particular
literacies when adopting certain roles. The participants of the current
study, however, do not seem to give importance to L2 writing and
literacy development in the social setting they were immersed in while

Table 8.1 L2 self perceived writing at pre-test and post-test

Participant Place abroad L2 self-perceived
writing pre test

L2 self-perceived
writing post test

Max score 5 5
P.1 UK 3 3
P.2 UK 3 3
P.3 Finland 4 4
P.4 Finland 5 5
P.5 UK 4 4
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abroad, as they do not mention self-generated nor imposed literacy
practices (Barton, 2007) in their journals.
The second objective of this study (RQ.2) was to determine the

importance that the trainee teachers gave to their L2 literacy practices
throughout their practicum portfolio and how teaching trainees report
their overall professional learning experience as temporary migrants. First
of all, a qualitative analysis of their portfolio writing, seen as a literacy
event whilst abroad, shows that none of the students include any com-
ment related to their writing in English nor to the effects of elaborating a
journal; the focus is either on oral skills and/or English proficiency as a
global measure. Therefore, similarly to the results of RQ.1, it might be
the case that the trainee teachers did not give a lot of importance to their
L2 literacy development during this temporary migration. As regards to
their professional learning experience, they often indicate that the SA has
made a big impact on their training in the education field.
For instance, Participant 1 (P.1) has a lot of enthusiasm for learning,

she very often states that she is willing to learn, to make the most of this
opportunity, to have new experiences and to adapt herself to a British
school:

Original language Translation
P.1: [Aquesta escola] m’ha ensenyat la
importància de l’autosuperació,
l’autoconfiança i la capacitat
d’adaptació a l’entorn. Crec que han
estat les pràctiques que més m’han
ensenyat i omplert com a persona,
pel fet d’haver començat amb una
certa por i incertesa, però on la
força, les ganes i la vocació per la
meva futura feina han estat motius
més que suficients per plantar cara a
la situació

P.1: [This school] has taught me the
importance of self-improvement,
self-confidence and the ability to
adapt to the environment. I think
this has been the internship that has
taught and fulfilled me the most as
a person, due to the fact that I
started with a certain fear and
uncertainty, but strength, will power
and vocation for my future job have
been reason enough to stand up to
the situation

She is fascinated by and thankful for her learning.
P.2 is willing to go abroad to speak English and to know more about

British education. Although she describes having felt lost at the
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beginning of the SA, at a later stage she reports being happy there and
willing to learn. She adds that she is learning a lot and that this expe-
rience is overall very rewarding and enjoyable. Interestingly, apart from
fulfilling her initial aims, she also learns about multiculturality, team-
work, patience and constancy: ‘I can say that this last practicum has been
one of the best chances I have ever had and it really helped me to open
my eyes, to preserve my expectations, understand them [the children],
give them limits, to be grateful, and finally to keep on learning, because
when it comes to learning, the more the better’. She is aware that she has
learnt thanks to the teachers and to the pupils. She is determined to learn
to become a good teacher.
For P.3, the aim of this placement was to learn from Finnish education

and apply it in the future: ‘The final goal of this practicum is to know, on
a personal level, how a Finnish day care center works, taking notes about
their ideology and their class dynamic. Due to this experience, I am going
to gain new knowledge which I am going to take into account for my
future professional setting and try to follow the same path as the top
educators’. She often states that she is achieving this goal and she defines
this SA as a unique experience.
P.4 often expresses that she wants to apply her learning from Finnish

education and culture, and that she took part in a wide variety of
activities that were new for her during their SA abroad, such as Nordic
skiing, geocaching, multilevel classrooms, class assemblies and meetings
with parents: ‘The fact of going on training in a foreign country has given
me a critical view of both educational systems, which has allowed me to
compare the Finnish and the Spanish systems, analyse their strengths and
weaknesses and study the feasibility of some methodologies’.
P.5 focusses the aims of the journal on sharing and analysing her point

of view on new experiences. She has learnt a lot about multiculturality,
her own personality and emotional intelligence. She mentions that what
she acquired at university has become meaningful during her SA abroad,
since she was able to put it into practice. She also lists the areas where she
has improved, such as her communicative abilities, flexibility/
adaptability, problem-solving, intrapersonal relationships, positive atti-
tude, trust, initiative and willingness to learn.
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These findings described above illustrate how all five participants are
aware that they have learnt in many ways during their school placement
abroad and that this temporary migration has been beneficial for devel-
oping their professional and personal capacities, in line with previous
research (Byram & Doyé, 1999; Durán-Martinez, 2011; Woodgate-
Jones, 2008). The trainee teachers’ enthusiasm for new experiences is
expressed to different degrees, but it is present in every single portfolio, as
afore described. Moreover, these findings confirm that journal writing
helps trainee teachers to reflect on the context of their school experiences
and their performance in them (Holly & Mcloughlin, 1989; Leshem &
Trafford, 2006; Zabalza, 2004).
The final research question (RQ.3) addressed which personality traits

were reflected in the trainee teachers’ journal writing, seen as a literacy
event whilst abroad. In order to answer this question, both more
objective measures (quantitative results) and predefined categories found
in the journal writing (qualitative results) were taken into account. The
quantitative results on personality traits and emotional intelligence can be
seen in Table 8.2.
By looking at the variables in Table 8.2, high scores are found in

agreeableness, followed by extraversion and conscientiousness. These
results match the expected profile of a trainee teacher, since they are
required to be social and communicative. Moreover, only hard working
students with high academic records are selected to take their practicum
abroad in this university. Similar evidence can be seen in the portfolios,
as all the participants are sociable and work diligently. Scores in openness
are between moderate and high, which coincides with the qualitative
data, as they all seek new experiences and intellectual pursuits, but shown
to different extent. For example, the participant with the lowest score in
openness (28/50) often mentions that she made interesting discoveries
that benefited her as a future teacher. Similarly, the participant with the
highest score in openness (47/50) affirms that: ‘With this last practicum I
have understood that it is crucial for teachers to be in a constant learning
process, to recycle our knowledge and in order to be able to offer
forward-looking methodologies’.
Emotional stability is the trait with the lowest score when compared

with the rest of the variables. A parallel to this finding can be seen in the
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journals, although less prominently. All participants mention that they
are nervous, worried and/or scared at some point—usually when they
start implementing their unit—although four of them also say that they
are confident or in control of new situations. These findings might be
explained due to their lack of professional experience and to the challenge
of interacting in a different culture, which is affecting their control and
stability while abroad.
The variable of emotional intelligence obtained very similar results to

openness in the test. However, the portfolio does not confirm the data
from the test this time: the student with the lowest score in emotional
intelligence (121/210) shows as much capacity to detect and express her
own and other people’s emotions, to be adaptable, social and assertive as
much as the other students, who obtained rather higher scores. At the
same time, the traits detected in the journal from the student with the
highest result (191/210) are not necessarily distinctive in relation to the
other participants, although she is the only one who defends the
importance of teaching children how to recognise their emotions.
It is also worth mentioning the results obtained by the participants in

the second questionnaire measuring personality, which focuses on cul-
tural aspects (Table 8.3).
All scores from cultural empathy and open mindedness are high. The

results for flexibility and social initiative are high or moderate. Not
surprisingly, they show themself in the same way in the portfolio.
Sentences like this one, by P.5, are very common: ‘I have learnt the way
to live with people from so many countries, with so many languages,
religions and/or ways of doing things’. Nevertheless, some differences
have been found according to the country of residence. The three

Table 8.3 Scores in multicultural personality

Participant Cultural empathy Flexibility Social initiative Openmindedness
Max score 40 40 40 40
P.1 37 40 27 33
P.2 39 29 35 33
P.3 38 36 33 33
P.4 39 33 31 38
P.5 35 33 26 37
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sojourners in the UK—because of sociological reasons, it is worth
pointing out here that they were based in London in particular—declare
that this experience helped them overcome prejudices. The two in
Finland often refer to Finnish cultural traditions and food, which is
logical because Finnish culture is less well-known to them than British
culture. In addition, they also sometimes allude to Finnish stereotypes, as
expressed by Finns themselves, and as such these can be understood as
cultural attributes rather than being xenophobic.

Concluding Remarks

The present study aimed at investigating the possible role of different
psychological variables in the literacy development of 5 learners of
English as L2 who undertook a three month teaching placement abroad.
The first objective concerned possible differences among the
self-perceived L2 written language before and after their practicum
abroad. The results regarding this first question showed that all five
participants did not feel as their L2 writing improved during the SA. So,
it was concluded that a three month stay abroad was not long enough to
enhance learners’ confidence and self perception of their L2 literacy
development, in line with previous research (Sasaki, 2011). Furthermore,
these students did not participate in literacy events during their SA very
often because they acted as teacher assistants, rather than Erasmus stu-
dents attending university courses and doing university coursework.
Therefore, they did not give a lot of meaning to literacy. This fact is
supported by Street’s (1995) theory on the relation between using lit-
eracy and giving importance to it, and by Barton’s (2007) arguments
advocating that the relevance of particular literacies depends on the roles
adopted by people—in this case, by education students undertaking their
practicum abroad. The social approach to literacy by these authors
facilitates an analysis of this phenomenon considering the social and
historical context of the migrants.
The second research questions investigated how sojourners reflect their

L2 literacy development and learning abroad in the practicum portfolio.
Students did not consider their literacy development as an important
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feature during their time abroad, as no mention of it was qualitatively
found in their practicum portfolio. Thus, it can be concluded that these
practicum students abroad did not make great use of their L2 writing
during their teaching placement and did not make any references to the
effects of composing a journal, and thus did not see L2 literacy devel-
opment as an important practice whilst abroad. Therefore, these results
are in line with the ones from the first research question. As regards to
professional learning, all of them gladly express that they have acquired
different kinds of learning and that they are more prepared to become
teachers in the near future thanks to this temporary migration. They have
developed personal and professional abilities and traits such as confi-
dence, self-esteem, patience, teamworking, cultural awareness, openness
and willingness to learn. They define this experience as unique,
life-changing, character-building and enjoyable. These findings support
previous research (Byram & Doyé, 1999; Durán-Martinez, 2011;
Woodgate-Jones, 2008) that confirms the development of professional
and personal capacities of students taking a teaching placement abroad.
Thus, it can be concluded that these students have substantially learnt
during their practicum, and the fact of being temporary migrants has
positively influenced and enhanced this learning.
The third research question looked at which personality traits were

qualitatively reflected in their journal writing. The main results
demonstrated that high scores were found in agreeableness, extraversion
and conscientiousness, and less high in openness and emotional intelli-
gence. All these traits were similarly represented in the trainee’s portfo-
lios, except for emotional intelligence. Interestingly, this aspect was
detected rather uniformly in all journals, having received diverse scores in
the test. Emotional stability is the factor with the lowest results in the
tests, which is partly confirmed by the qualitative evidence, as students
sometimes expressed fear or nervousness. Regarding multicultural per-
sonality, tests and portfolios show that their cultural empathy and
open-mindedness are very high, followed by also high flexibility and
social initiative. These results coincide with another study that detected
that traits such as cultural empathy, open-mindedness and emotional
intelligence were higher for student teachers taking their placement
abroad than for their classmates staying at home (Ożańska-Ponikwia
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et al., 2019). However, very limited research has been developed on this
field and with this focus. Taking all of this into consideration, it can be
concluded that the traits that obtained analogous results with qualitative
and quantitative instruments are generally the more prominent traits.
These results suggest that student teachers that temporarily migrate for

their school placement in pre-schools or primary schools do not neces-
sarily pay attention to their L2 writing while abroad, since this is not the
most used competence during that period. However, trainee teachers are
very much aware of the learning of other skills obtained while abroad at
the same time that their journal writing becomes a tool to reflect on that
learning, as other studies have already argued (English & Gillen, 2001;
Holly & Mcloughlin, 1989; Leshem & Trafford, 2006; Zabalza, 2004).
Moreover, qualitative and quantitative data can be complementary to
each other when analysing psychological and socio-psychological traits of
sojourners in their L2 writing. Following the innovative tendency of
applying mixed methods in the field of mobility (Canagarajah, 2017) is
advantageous for this research. This result also confirms that combining
quantitative methods with qualitative methods is an appropriate strategy
to analyse the role of individual differences in the writing process of L2
(Kormos, 2012). As Creswell and Plano Clark (2018) also state, a mixed
methodology can help give more evidence than just employing quanti-
tative data or qualitative data. In this case, the students’ practicum
portfolios offer qualitative data that contain reflections on their literacy
development and professional learning experience as well as representa-
tions of their personality traits. Quantitative data are obtained from a set
of tests that measure personality traits, emotional intelligence and
self-perceived proficiency in L2.

Limitations of the Study and Pedagogical
Implications

The findings of this study have to be seen in the light of some limita-
tions. Although the participants of this research were enrolled in the same
practicum, some of them travelled to an English speaking country
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whereas others went to Finland. English is widely used in this country,
but it is learnt as a foreign language in schools, where their own official
languages are taught and used. Thus, participants who went to Finland
mostly had contact with L2 speakers of this language. However, since the
purpose of this study focused on the participant’s literacy development as
a practice rather than their L2 language accuracy, the main objectives of
the present study are not hindered.
The results obtained also suggest that some pedagogical implications

can be taken into account by policy-makers, coordinators and teachers in
higher education language courses and in exchange programmes. In order
to optimise the L2 learning of sojourners abroad, schemes could be
designed taking into consideration that the participants’ needs can vary
depending on their personality traits, language engagement and attitudes.
At the same time, the advice given to students willing to temporary
migrate would be more accurate and personalised if these factors were
contemplated. Moreover, it would be interesting to expand this research
to understand the long-term effects of SA experiences, as it is an issue that
has received little attention (Llanes, 2011) and which would also be
beneficial for students, teachers, programme coordinators and policy
makers.
As participants did not mention their literacy practices in their prac-

ticum portfolios, nor did they state that the act of writing a journal
helped them reflect on the experience as a whole, it is suggested that
coordinators of any programmes that involve journal writing should
make sure that students reflect on and develop their literacy skills. It has
already been seen that the social context and the role of each person
involved in literacy events affects the relevance assigned to literacy
(Barton, 2007; Street, 1995). For this reason, journal writers that have
received the task of elaborating a journal—considered as a learning
technique to report and reflect on their experience (English & Gillen,
2001; Zabalza, 2004)—will make the most of this opportunity if they
acknowledge the effects of journal writing as literacy practices in their
learning process.
Finally, the concepts of mobile citizen and migrant (Canagarajah,

2017; Duchêne et al., 2013) from this research have been understood as
people physically moving to a new location. However, Canagarajah
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(2017) himself indicates that research also needs to address new impli-
cations of mobility in citizens that might not move to another place but
that are still affected by new forms of border making, transnational
relations and policies that restrict movement. Even people that do not
move might not occupy static and homogeneous social spaces because
they are in contact with mobile citizens. For all these reasons, mobility
influences people who flee elsewhere but also people physically not
moving. In consequence, it is worth considering this notion together
with the increasing initiatives in virtual exchanges or at-home mobilities
in higher education (De Wit, 2016; Jager et al., 2019), as well as the new
paradigms in the field of mobility triggered by the pandemic initiated in
2019. This justifies that educators and policy-makers could consider how
the benefits from temporary migrations can be transferred to students
who do not have the chance to travel but still deserve the possibility of
making the most of new technological, pedagogical and social opportu-
nities in order to be involved in mobility.
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9
Writing as Multilingual and Multimodal
Practices. The Case of the Language

Introduction Program in Swedish Upper
Secondary School

Åsa Wedin

Introduction

Developing advanced strategies for reading and writing is important for
students in upper secondary school and requirements regarding writing
skills are high. For adolescents who are recently arrived in a new country
the demands are extremely high, having to learn a new language
including developing advanced literacy skills in short time to qualify for
upper secondary school. In Sweden recently arrived students
(RAS) between the ages 16 and 19 years, who have not yet qualified for a
mainstream program in upper secondary school, are admitted to
Språkintroduktionsprogrammet (the Language Introduction Program, here
LIP). At LIP they receive education in Swedish as a second language and
in other school subjects that they need to fulfil the requirements for a
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mainstream program in Upper Secondary School. Education should be
planned individually for each student and according to the Swedish
Education Law (SFS 2010: 800) students have the right to what is called
Mother Tongue Tuition and Study Guidance through the Mother
Tongue (SGMT). Students should, through SGMT, receive support
through a language other than Swedish that they master. Students’ sit-
uation is extremely challenging as there is a limit set at the age of 19, after
which they will not be admitted to a mainstream program. Thus, LIP is a
transitional program and students need to progress at the highest rate
possible.
The focus of this chapter is on the writing that takes place during the

studies in LIP. The aim is to investigate how diverse linguistic and
multimodal resources are used in writing in the subjects Swedish as a
second language (SSL), social sciences and natural sciences. Social sci-
ences (SS) in Swedish upper secondary school includes the subjects civics,
history, religion and geography, while natural sciences (NS) includes the
subjects chemistry, biology and physics. These subjects are chosen as they
are central in the LIP. All students need to pass SSL to be admitted to
ordinary programs and most students also have to supplement previous
studies in one or several of the other subjects. As writing skills are
important not only in SSL but also in subject studies when subject
knowledge becomes more abstract, technical and complex (Fang &
Schleppegrell, 2010; Schleppegrell, 2004; Shanahan & Shanahan, 2008),
an investigation of the writing that goes on in these subjects may give us
important information about relationships between SSL and learning in
other subjects. To investigate the use of linguistic and multimodal
resources the following research questions will be used.

1. What literacy practices are students involved in in class?
2. What is the role of writing in these practices?
3. What strategies do teachers and students use for writing that include

multilingual and multimodal resources?
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Theoretical Framework

The chapter starts in the concept languaging as source of meaning (Wedin,
2021), derived from Barwell’s (2018) language as sources of meaning,
which draws on the shift in sociolinguistics from descriptions of lan-
guages, dialects and registers, to a more complex view of language as fluid
and changing resources. Thus, language as sources of meaning continues
earlier work by researchers such as Baker (2001), Blackledge and Creese
(2010), Blommaert (2010) and García (2009). Barwell (2018) created
the concept language as sources of meaning for mathematics education,
and includes multiple discourses, multiple voices and multiple languages
in his concept. Languaging as source of meaning takes a step further
understanding language as negotiated and developed in interaction
between people ‘orchestrating language and other semiotic resources to
their benefit’ (Canagarajah, 2018, p. 809). This means in this case
recognising that much more is at stake in writing than only formulating
text but that writing as all verbal resources is ‘mediated, shaped, and
embedded in diverse other semiotic resources, situated in expanded
social, material, historical and geographical scales’ (Canagarajah, 2018,
pp. 810–11).
The focus on writing in this chapter will be based on New Literacy

Studies (NLS) (Street, 1995; Barton, 2000) with its basic concept literacy
practices. In NLS and critical aspects of literacy (Janks, 2010) the focus is
directed towards classroom practices in relation to writing, the socially
and culturally situated practices when participants, teachers and students,
read, write, talk and in other ways relate to written text. Thus, what
participants do is foregrounded while what they know is in the back-
ground. This does not mean that literacy skills are not perceived as
important, but that the focus here is on how participants value and use
written text in various situations and in ways that may influence their
learning. To enable an analysis of writing in these classrooms as a
complex phenomenon, embedded in the web of ongoing social practices,
Hornberger’s continua of biliteracy will be used (1989, 2003). This model
is grounded in an ecological perspective on language, through its four
continua context, media, content and development. The combination of
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NLS with Hornberger’s model allows an analysis of literacy practices
through various variables. The continua intersect and Hornberger
includes aspects of power in the three dimensions of each continuum.
Through the intersection, the model shows the flexibility and variability
in the various dimensions, while the whole is kept together. According to
Hornberger ‘the more the learning contexts allow learners to draw on all
points of the continua, the greater are the chances for their full biliterate
development’ (1989, p. 286). The whole model relates language practices
to issues of power relations through the multi-dimensional continua
which have one end associated to what is commonly assigned lower status
and the other to what use to be assigned higher status. This makes the
model relevant in this case enabling the analysis of one dimension in
relation to the whole while including aspects of power relations, as RAS
often face a tough situation and may live in a vulnerable situation under
high pressure.

Writing in Various School Subjects

The situation for RAS is not much researched and writing in particular is
seldom researched in relation to other school subjects than languages.
Applebee and Langer (2013) stress that a significant part of writing in
middle and high school classrooms is done in various subjects. They
found that although more writing was done in English than in any other
single subject, there was in total more writing done in other subjects than
in English by itself. However, most of the writing in other subjects was of
the type that they call show – you – know writing and not in the form of
more authentic tasks. They claim that writing is not an add-on but an
integral part of various disciplines themselves, emphasising the impor-
tance of writing to learn and the importance of writing in disciplines. For
them writing is a comprehension strategy that is cognitively engaging. It
may be used instructionally to activate students’ knowledge, to consoli-
date new learning, as well as to extend what they already know (2013,
p. 7).
Also Schleppegrell (2004), Fang and Schleppegrell (2010) and

Shanahan and Shanahan (2008) stress the importance of rethinking
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content area literacy. Fang and Schleppegrell highlight the increasing
linguistic demands that are needed to express the more specialised
knowledge that students face in secondary school. Shanahan and
Shanahan (2008) brought subject experts in Chemistry, Mathematics
and History to read subject texts and to discuss their strategies to find
ways to teach these to students. They illustrate the literacy progression
through a triangle with basic literacy as the base, through intermediate
literacy to disciplinary literacy at the top (Fig. 9.1). This may be com-
pared to Cummins’ (1979) concepts Basic Interpersonal Communicative
Skills and Cognitively Advanced Language Proficiency, and academic
language (Schleppegrell, 2004; Shanahan & Shanahan, 2008). Shanahan
and Shanahan show that cause-effect relationships between different
historical events are important in history and that students need to be
given opportunities to construct these themselves to learn to think like
historians. In chemistry importance was rather on the transformation of
information from one form to another and to create knowledge through
experiments. Thus, focus was on understanding how a particular
experiment took place and how processes developed. In mathematics, on
the other side, emphasis was on precision of meaning and correct
understanding of words. The importance of creating errorless proofs and
rereading these proofs was highlighted, as was memorisation of the true
meaning of definitions. Specific for mathematics was also the use of
letters and symbols to signify specific meanings.

Basic Literacy 

Disciplinary  
Literacy

Intermediate Literacy 

Fig. 9.1 The increasing specialisation of literacy development (after Shanahan &
Shanahan, 2008)
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In their study Applebee and Langer (2013) found that tasks in typical
classrooms mainly meant that teachers did all the composing while
students were engaged in filling in missing parts. They highlight stu-
dents’ need to develop writing in various disciplines as a way to construct
knowledge and generate networks of knowledge, something that they
found was rare. They emphasise the importance of students engaging in
discovery, problem solving and to become active participants in devel-
oping reasoned interpretations. For history they stressed, as did the
experts in Shanahan and Shanahan’s study (2008), the importance of
learning to question historical sources, in terms of the time they were
written in, the situation, the author and the audience.
In science, researchers such as Lemke (1990) have raised issues about

language use. Huang (2004) created education where students were
trained step by step to write classification texts to learn scientific thinking
and communication. Starting with a model text and using graphical
representations students developed their scientific thinking through their
writing. Regarding L2 students, Richardson Bruna et al., (2007, 2010)
warn teachers in science against focusing too much on terminology, as
this may restrict students’ development of the scientific language. Focus
on concepts tends to deplete the dialogue, while exploratory interactions
may develop skills for scientific problem-solving and scientific reasoning.
They stress the importance of offering students a rich linguistic in- and
output, and cognitively demanding thought patterns to help students see
the connection between concepts and how different systems and phe-
nomena work. They claim that to teach science and its language implies
teaching students to formulate hypotheses, draw conclusions, evaluate,
classify and generalise. This means that students need to get to know and
be able to decipher and use explanatory, investigative and instructing
texts, and to be able to formulate such texts themselves. Thus writing is
positioned as an important tool for learning in all subjects, implying that
the development of necessary writing skills should be related to the
characteristics of the needs in each, specific subject.
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Method and Material

The material used here was created as part of the research project Recently
arrived students in Swedish upper secondary school—a multidisciplinary
study on language development, disciplinary literacy and social inclusion.
The research used Linguistic Ethnography (LE) as a methodological
frame (Copland & Creese, 2015; Martin-Jones & Martin, 2017). LE is
an umbrella term that combines linguistic and ethnographic approaches.
Influenced by linguistic anthropology, LE has been developed by
researchers such as Copland and Creese as a base for the exploration of
‘disciplinary boundaries of linguistics and sociolinguistics’ (2015, p. 3).
LE allows linking ‘the micro to the macro, the small to the large, the
varied to the routine, the individual to the social, the creative to the
constraining, and the historical to the present and to the future’
(Copland & Creese, 2015, p. 26). This is particularly relevant when
analysing a complex phenomenon such as writing in classrooms,
including the use of multiple discourses, multiple voices and multiple
languages in the negotiation of meaning that goes on between partici-
pants. Data was created during two school years, autumn 2018 to spring
2020, and the material consists of observations of 37 lessons with ten
teachers, each 60 min long with fieldnotes, together with photographs
and video-recordings from various parts of observed lessons. The focus of
the observations was on language use and interaction patterns in class-
room practices. Also semi-structured interviews with twelve students and
informal interviews with 25 students are used. Students were interviewed
in Swedish in pairs or individually and interviews were between 17 and
42 min. Questions focused on previous studies before arriving in
Sweden, their study situation in Sweden and their plans for the future.
The first four semi-structured interviews using video-stimulated recall,
where students were interviewed in relation to observed lessons and these
interviews were video-recorded. The other eight were interviewed indi-
vidually or in pairs, and these interviews were audio-recorded. Some of
these students were in their first year of the program and some were in
their second year. During observations students were sometimes asked or
told the researcher about their work and how they used various media.
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In Table 9.1 an overview over the data from classroom observations used
here is presented.
Ethical considerations have been taken into account through the

whole research process, following the directives from the Swedish
National Research Council (2020) and the study has been approved by
the Regional Ethical Board in Linköping (Dnr 2018/191–31). Informed
consent was gathered and only students and teachers that approved were
recorded. The video camera was mainly aimed at students’ work and not
at their faces. All material has been handled following the data processing
plan for the project and will here be presented in ways that prevent
recognition of individual teachers and students.
To analyse how diverse linguistic and multimodal resources are used in

the writing in the lessons, Hornberger’s continua will be used to identify
various resources in relation to writing. The dimensions in the model will
be used through the four continua (Hornberger, 1989, 2003):

• context (micro–macro, oral–written, multilingual–monolingual),
• development (reception–production, oral–written, first language–sec-

ond language),
• content (minority–majority, vernacular–literal, contextualised–

decontextualised),
• media (simultaneous exposure–successive exposure, different struc-

tures–similar structures, various scripts–similar scripts).

For the analysis only material from teacher-initiated writing activities
will be considered, as this was what was visible in the material. Students’
private activities including writing, such as private communication

Table 9.1 Data used

Lessons á
60 min

Teachers Student
groups

Social sciences 9 3 4 Video 1 lesson
Natural sciences 8 1 1 Video 2 lessons,

photographs
Swedish as a second
language

20 6 4 Video 7 lessons,
photo
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through social media, have not been included here. The analysis will be
presented in three steps. In a first step teacher-initiated literacy practices
in the classrooms will be distinguished with a focus on writing. This
means that research questions one and two will be answered about the
literacy practices students are involved in, and the role of writing in these.
In a second step strategies used for writing including multilingual and
multimodal resources will be identified through observations and inter-
views to answer research question three. Finally, the education in the
three subjects will be related to each other through analysis of how
languaging is used as source of meaning through multilingual and
multimodal practices in the respect of writing in these classrooms.

Findings

To understand the role of writing in the literacy practices that students
were involved in during the observed lessons, first the role of writing in
varied literacy practices in the observed classrooms will be analysed
through Hornberger’s continua, focusing on context, development,
content and media.

Writing In Literacy Practices

The two dominant literacy practices in these classrooms including
writing are probably common in classrooms all over the world. The first
consists of whole-class instruction, what is sometimes called chalk – and
– talk, with the teacher standing in front of the class giving instruction,
while using the board for written texts. The second practice is when
students work with texts and write answers to questions. In all these ten
teachers’ classrooms, and eight school subjects, these practices were
common and resembled each other. Thus, these literacy practices in all
subjects will here be analysed together regarding use of linguistic
resources in all eight subjects and classrooms.
The chalk – and – talk practice has been analysed elsewhere but

mainly through its interactional pattern, Initiation – Response –
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Evaluation (Sinclair & Coulthard, 1975). Here the focus is instead on
the use of multilingual and multimodal resources in relation to writing.
In all classrooms the context was a macro context dominated by tradi-
tional school norms with Swedish as the default language. Teachers
combined their talk with written text on their whiteboard. Sometimes
this was handwritten before the lesson by the teacher and presented
through the lecture and sometimes teachers wrote parallel to their talk.
The writing was mainly in Swedish but English expressions were
sometimes used and only by SGMT assistants who also used other
languages relevant for students, such as Dari, Arabic or Somali were used
as translation. In Picture 9.1 a SGMT assistant has written an explana-
tion of the concept ‘inspiration’ in Somali and Arabic on the whiteboard.
Varied media were used, although there was a strong dominance for

oral and written Swedish combined with photographs or short educa-
tional films. Some teachers used their computer for their lectures through
a projector that was available in each classroom, but no classroom had a
smartboard. Those who used projectors had either prepared a text to
show or used the Internet to access information, films and illustrations.

Picture 9.1 Written text on whiteboard in three languages
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The school had access to a digital platform, Unikum, which was some-
times referred to but only exposed once on the whiteboard during the
observations. It was not common, but happened, that students copied
text from the whiteboard in their note books. On one occasion, in the
beginning of one lecture, the teacher invited students to ‘sammanfatta,
anteckna lite’ (summarise, note a bit) during the instruction. That was
not followed up by the teacher. The content of teachers’ talk may be
understood as related to the majority rather than the minority, as the
topic was something planned by the teacher based on the curricula. It
may also be understood as literal rather than oral, building on content in
curricula and textbooks. Only one instruction during the observed les-
sons may be understood as having minority related content, or at least as
possibly closer related to students’ interests outside school. That was an
instruction in SSL where students were to write texts in groups about one
of three popular artists at the time, Rihanna, Massi and Cherry.
The level of contextualisation varied, from the content being clearly

related to students’ everyday life and experiences, such as the skin (bi-
ology) and sound (physics), and to more abstract and decontextualised,
such as the role of the Jewish people through history (religion) and ions
(chemistry). Teachers mainly used Swedish while students and SGMT
assistants shared translations and explanations in varied languages.
Thus, students’ development of writing in Swedish during teacher-led

instruction drew mainly on listening and reading and, to some extent,
their own writing while they did not talk much Swedish. Swedish was the
main language used, but also other languages were used, mainly through
talk between students and SGMT assistants and through digital resources
on the Internet, but not to a high extent during this practice.
The second main literacy practice, when students worked with texts

and exercises, usually covered the main part of the lesson. While the
instruction part commonly covered 5–15 of the 60 min, in most lessons
40–50 min were used for work with exercises. During all nine lessons in
SS and in seven of the eight in NS the task was similar to what Applebee
and Langer (2013) described as show – you – know where the text
composing was done by textbook authors or the teacher while students’
task mainly was to fill in missing parts. This practice also existed in SSL
but to a lesser extent, only in parts of some of the lessons and then
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usually in the form of grammar exercises. In SS and NS students had
textbooks that were simplified versions of ordinary books, originally
produced for students with learning disabilities. This means that texts
were short, fragmented and linguistically simplified and the content on a
relatively basic level. Students were, particularly in social sciences,
required to read these texts and answer questions in an exercise book.
These questions did not usually require extended writing but rather
words, phrases or single sentences. Students had access to various media
and through these to a variety of languages. Each student had a laptop
through the whole study time, and most of them also had a private
mobile phone which they frequently used to translate words, phrases and
whole texts, and to look for explanations as in Picture 9.2. When SGMT
assistants were present, in eight of the 37 lessons, they also helped some
of the students through diverse languages.
Some students wrote translations in their textbooks and some held

their mobile over the text to access a translation. Only one of the stu-
dents claimed not to have access to a translation tool as it was not
available in his language. Through inläsningstjänst (Reader Services)
students had access to oral translations of texts in the textbooks in NS
and SS in various languages, and in some cases also to explanations of

Picture 9.2 Using private mobile phone to find explanations
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content. In NS they also had access to educational films with oral talk
and/or undertexts in varied languages. These films only covered parts of
the content and in many cases were aimed at children of 10–12 years of
age. Not all languages that students needed were available and the
material was at the time of observations not complete, but many students
used the services to support their reading and writing for their
meaning-making to understand. In SSL classrooms there were sets of
dictionaries in some of the relevant languages, but they were never
observed to be used. Instead, digital media were used for translation. In
the work with texts and exercises, students’ development relied on their
use of their varied languages to a higher extent than in whole-class
instruction. In these practices they mainly looked for explanations and
translations using media and each other. It should be noted that avail-
ability was different for different students, and as mentioned above not all
students had access to tools in a language they mastered.
Focusing on writing in the text-exercise practice, it became obvious

that writing was not done in isolation, but students used their varied
media, through varied languages, and their writing was embedded in
reading and talk. Writing in this practice was short, mainly in the form of
words, short phrases or single sentences.
Apart from these two dominant practices some other teacher-initiated

literacy practices which included writing where observed, and only one of
these was observed outside SSL, one writing task in NS. This was also the
only observed example outside SSL where students were required to write
a whole text. The task was from a chemistry lesson on healthy food where
students were assigned to write a text explaining tallriksmodellen (the
eat-well-plate, a Swedish model for a healthy meal) based on the con-
cepts: proteins, carbohydrate, fat, water, minerals and vitamins. Then
students used their books, handouts and digital tools through their
laptops and mobiles, and talked to each other to find explanations of the
words. They combined explanations from the given concepts in the
textbook, the handouts, Google translate, Wikipedia, and in some cases
also other web-pages. They did not get any instruction on how to write
the text or how to use varied sources, but to describe a healthy meal
based on the eat-well-plate using the concepts. They prepared the texts
during the lesson and finished the writing at home. The written texts
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were handed in as assessment for that part of the chemistry course. Thus,
in this case students developed their writing by finding explanations and
translations and using them to compose their texts. They had access to
varied languages but mainly used Swedish, and the texts they produced
were close to the formulations they found in the varied media.
As may be presumed in the subject SSL there were regular lessons

focused on writing. Topics related to writing such as critically valuing
sources and how to write arguing and reasoning texts were talked about
and students wrote texts and filled in gaps in given texts in relation to
that. Teachers instructed students and showed examples of written text of
various types, such as reviews, chronicles, debate articles, reportages,
letters and personal descriptions, and then students were required to
write texts of their own following the instructions. Instructions followed
what is commonly called genre pedagogy or genre-based approach
(Gibbons, 2002), presenting models for texts. Although focus was on
written Swedish, various languages were used in the work, mainly
through the talk of students and SGMT assistants and through digital
media. When students searched on the Internet they mainly looked for
Swedish explanations and translations which they used for their texts.
Notably students did not talk Swedish much, but most Swedish talk was
done by the teacher. Thus, students’ reception of Swedish was mainly
through teachers’ talk and reading pre-produced texts, while their pro-
duction was mainly in written form.
The content for the writing in SSL was in some cases related to topics

in NS and SS, such as climate zones and healthy food. In these cases, no
collaboration was observed between teachers in SSL and the different
subject teachers or reference to texts from these subjects, such as
textbooks.
The analysis revealed different practices related to writing, as well as

varied opportunities for students to develop writing skills with variations
between the three subjects. While students were instructed in writing in
SSL, including writing various types of texts on topics related to other
subjects, no instruction about writing was observed in the lessons in NS
and SS. In SSL students wrote varied types of texts and were instructed in
how to use varied language and in how to construct their texts following
given models, while in NS and SS the writing was mainly of the type
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show – you – know (Applebee & Langer, 2013) and fragmentised
copying from textbooks or the white board, through the two main
practices identified, whole class instruction and students’ work with texts
and exercises, and their talk and writing in Swedish was mainly in the
form of single words or short phrases. The text-writing of the eat-well
plate, where students wrote based on explanations of concepts and their
writing was used as assessment, was the only observed exception.
The content may be understood as macro in all three subjects, planned

based on the curricula and preparing for tests, as was the earlier men-
tioned work with popular artists. This was however the only observed
case during all 37 lessons where a topic was initiated by a teacher that
may be referred to micro context. That the macro context was dominant,
with Swedish norms and curricula, could perhaps be expected in the
context of LIP, where the main goal is that students qualify for an
ordinary program. It is apparent that students were encouraged to, and
did, use a variety of languages and media, while the linguistic focus was
on Swedish, of the type that Shanahan and Shanahan (2008) call in-
termediate literacy and Schleppegrell (2004) academic language. However,
what Shanahan and Shanahan call disciplinary literacy, which may also be
called subject-specific language, did not appear.
The writing that took place in these lessons was in a majority domi-

nant context, the school setting where Swedish was the target language,
while other languages played an important part. Also the content was
predominately macro and written, while the use of media was diverse,
including both varied structures and simultaneous exposure. Notably oral
Swedish was mainly produced by teachers while students mainly talked
other languages while writing in Swedish. The role of writing in these
literacy practices may be summarised as of two major types; (1) writing
following instruction and modelling, and (2) show – you – know
(Applebee & Langer, 2013), with the first predominant in SSL and the
latter mainly in NS and SS, but also represented in SSL. The practice
that may be called writing to learn, the type of writing which was
highlighted for subject learning (Applebee & Langer, 2013), did not
appear at all.
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Strategies for the Use of Multilingual
and Multimodal Resources

In the second step of the analysis, strategies for the use of multilingual
and multimodal resources will be identified. The use of strategies is not
always observable and students may have created and used varied
strategies for their learning which are not recognisable through obser-
vation. This concerns for example strategies for homework and studies
outside the classroom. Here mainly strategies made visible through
observations are analysed, complemented with some strategies mentioned
by students in formal and informal interviews.
Teachers and students were observed to use various strategies in

relation to multimodal tools and diverse language resources. Teachers
used and referred to various media, but were never observed to use other
languages than Swedish, with the exception of a few expressions in
English. They all inspired students to use diverse modalities and lan-
guages to find explanations and translations and then find ways to express
the knowledge in Swedish, but they were not observed to show how to
do this or to suggest useful strategies, such as strategies to learn new
concepts in Swedish through the support in other languages.
Some of the students who had previous long school education were

observed to use specific strategies and in interviews they also explained
such use, while most of the students were mainly observed to translate or
look for illustrations of various concepts. There were for example stu-
dents who were observed to and who explained how they worked
through various languages to create understanding of new concepts. Two
students explained how they deliberately worked with a combination of
the language they knew best and that was available, which in this case
was Arabic for both. One first read or listened to the text in Arabic and
then read it in Swedish, while the other read the text in Swedish while
listening to the text being read in Arabic. One student explained how she
in her home used to sing new concepts and have her younger brothers
dance to this, and that she used a strategy for memorisation of important
concepts by repeating them in the four languages she knew best, Arabic,
English, French and Swedish. Another student said that she created her
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own power points where she related new concepts to each other and to
particular topics, to create a context for the Swedish concepts. Some
students explained that because they had already studied on more
advanced levels earlier than they were studying on now, they could value
the information they got on Internet critically and choose what they
perceived as reliable. However, other students had short or no earlier
schooling and when asked they did not explain how they judged the
reliability of the information but said that they wrote down what they
found.
Students also helped each other, and asked each other for help, mainly

students sharing the same language but also between various languages.
In their interaction students shuttled between the linguistic resources
they had, and for example students who spoke Somali, Dari, Kurmanji
and Sorani discussed various issues through similarities between their
languages, such as words with Arabic roots. Few students used English as
a tool for support, but one of the students, Lemlem (all names are
pseudonyms), who sometimes was disappointed with what she perceived
as a low quality of translations in Tigrinya searched for translations in
English, a language that she did not master. Her class-mate Musahkah,
with Somali background, had a high level of English so through her help
Lemlem got an explanation in Swedish. Thus, strategies including
translanguaging, use of varied linguistic resources, was visible among
students and SGMT assistants, while teachers were not observed to
involve themselves in such strategies. That some teachers were not aware
of the translangauging practices among students in classrooms is exem-
plified by one teacher who referred to students’ and SGMT assistants talk
as ‘using their mother tongue’, and in one case when the researcher
mentioned an example of multilingual conversation during the lesson
said: ‘Oh, is that so? I didn’t know that they have different languages and
that they know several languages’.
Students did not frequently ask teachers for help, but rather asked

their class-mates or tried to find a solution another way. It is difficult to
determine by observation if a student does not understand but avoids
asking the teacher, but it was apparent that few students asked the
teachers questions although they could be observed not to understand
certain things, either by arriving at the wrong answer or by not writing
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some of the required answers, and that they used peers and digital media
to try to solve problems rather than asking teachers. One student said
explicitly that she preferred not to ask the teacher but rather to ask her
friend, her parents or try via the Internet. This may be understood as an
example of a face-saving strategy (Wedin, 2004; Chick, 1996;
Hornberger & Chick, 2001). Such strategies have been shown to be used
particularly in demanding situations to create an image of successful
teaching and learning. This is probably a common strategy used by many
upper secondary school students, who strive to show proficiency as a
strategy to gain desired grades, and it may be in both the teacher’s and
the students’ interest to create an image of students as understanding
what they are expected to.
One difference in teacher strategies between subjects was that while

teachers in SSL taught the writing of specific text types, with Shanahan
and Shanahan (2008) intermediate literacy, teachers in NS and SS did
not teach disciplinary literacy, or subject specific literacy, and how to use
writing to learn in the various subjects, and no writing practices were
observed in these subjects to exercise such skills. As one example, the
observed instruction of writing on climate zones and healthy food was
done in SSL, while the learning of these topics was part of the content in
the specific subjects, geography and chemistry respectively.
To summarise, the main strategies identified among students for using

multiple languages and the variety of media for writing were (1) search-
ing for explanations and translations, (2) copying from other texts, and
(3) shuttling between linguistic resources to find ways to express the
intended knowledge or information in Swedish. There were ambiguities
in teachers’ strategies in relation to language, on the one hand encour-
aging the use of various resources including multiple languages, while on
the other hand not engaging themselves in translanguaging practices.
Another ambiguity was that students were taught academic writing in
relation to subject knowledge in SSL, while not having access to subject
teachers or subject textbooks. Thus, writing became an issue for SSL, and
it was up to students themselves to transfer their writing skills to other
subjects. Furthermore, some teachers gave much responsibility to stu-
dents to find explanations and translations on their own, while showing
discontent with their work.
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Multilingual and Multimodal Resources in Writing
in the Three Subjects

As a third step, similarities and differences regarding the use of multi-
lingual and multimodal resources in the different subjects will be dis-
cussed. Using Hornberger’s continua (1989, 2003); context, content,
media and development, in combination with identifying strategies for the
use of diverse resources revealed that multimodality and the use of varied
digital resources was frequent in this context, both among teachers and
students, but while students used these to shuttle between linguistic
resources, teachers were nearly exclusively observed to use Swedish, in
writing in the standard form that may be called academic language or
intermediate language. What teachers do signals what is valued as
important, and thus students’ other linguistic resources were invited but
never explicitly valued as assets for future studies but rather as a tool to
develop Swedish. That the content was mainly on a macro level, related
to official curricula and tests, may be expected in a transitional setting
such as LIP, but means that there was limited space for students’ ini-
tiatives or contribution for example regarding choice of topic or in
relation to their earlier knowledge. Although students may be presumed
to draw on their earlier knowledge, this knowledge was rarely made
visible but what was acknowledged in class was explicitly related to the
Swedish curriculum.
The importance of giving students opportunities to engage with texts

that are subject specific and to construct such texts themselves was
highlighted by Richardson Bruna et al., (2007, 2010), Fang and
Schleppegrell (2010) and Shanahan and Shanahan (2008). This was,
however, not observed in NS and SS. The subject specific language
students met was restricted to teachers’ instructions and the simplified
books, and their writing in NS and SS was fragmentised. This means that
the examples they could build on for their writing in various subjects
were few as were their opportunities to write such texts, as the only text
examples of some length they met were in SSL and did not focus on
subject specific writing. For an example, the writing in SSL of the text
about healthy food was done earlier the same semester as the chemistry
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task writing a text on healthy food based on the eat-well-plate and on
particular concepts. There was however no reference made by teachers
between the two writing practices, and no collaboration between the
involved teachers was observed in this case. Thus, the developing of
strategies to a high extent relied on the individual student’s knowledge
and students’ own agency and collaboration with others than the teacher.

Discussion and Pedagogical Implementations

The study of writing as embedded in literacy practices, through
Hornberger’s continua, has painted a picture of how languaging is used
as source of meaning in the observed classrooms. Through the continua
also power relations in practices related to writing became visible. While
the content and context were mainly at the majority end of the continua,
the inclusion of multiple language resources and multiple media enabled
a language development among students that covered both majority and
minority parts of the continua. In the classrooms, multilingual and
multimodal practices appear as crucial in practices where writing was
part. However, the analysis made ambiguities visible, when multilin-
gualism was invited but not valued as assets for the future, and the
development of writing was referred to SSL. The use of writing, as
highlighted by Applebee and Langer (2013), as a comprehension strategy
to engage cognition, to consolidate learning and to extend earlier
knowledge, that is writing to learn, did not appear during observations.
Thus, writing did not become the important tool for learning that it has
the potential to, and students did not get opportunities for their devel-
opment of necessary writing skills in specific subjects. The importance of
writing to develop understanding and formulate explanatory, investiga-
tive and instructive texts lifted by Richardson Bruna et al., (2007, 2010)
was here referred to SSL which means that students did not have access
to subject teachers and subject texts in relation to this work.
A question that appears is what the reason may be that the necessary

subject specific writing did not take place in these classrooms considering
available resources, such as teachers educated in their respective subjects,
SGMT assistants in some of the students’ other languages, digital tools
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such as multilingual reading services and instructional films, and access to
the Internet. One reason that emerges may be considered as structural
traditions for Upper Secondary School and LIP. Teachers are educated in
their respective subject; SSL teachers are educated in language develop-
ment and conditions for learning among L2-students, while teachers in SS
and NS are generally educated in their respective subjects, but not in the
role of language in the development of knowledge and relations between
development of language and knowledge (see for example Hermansson
et al., 2021, Paulsrud & Zilliacus, 2018). Traditionally, teaching in dif-
ferent subjects on secondary school level is separated from each other and
teachers may collaborate in their respective subjects but not often between
subjects, which was also the case here. Moreover, the role of SGMT
assistants is not clear, and reports (School Inspectorate, 2017) and
research (Avery, 2016; Reath Warren, 2016) show that structures for
collaboration between them and teachers are often not well developed.
Another structural problem may be due to the heterogeneity in LIP which
results in students in the same study group studying different subjects. In
this case students were grouped mainly according to their level in Swedish,
and not as much depending on what subjects they needed to supplement
their former studies with. Thus, individual students in the same study
group in SSL participated in different subject studies, which made col-
laboration between teachers of different subjects difficult.
Another tradition that may be of relevance in this context is the role of

the secondary school student. These students are in a situation where the
focus is on transition, to fulfil requirements to be admitted in an ordinary
program. The students in these classrooms took on a role of the good
student, by seeking to show good performance rather than inquiring and
contesting. That role is not unusual in upper secondary school and it can
be understood as in the interest of the students to show high performance
rather than to show lack of understanding, such as by asking questions.
This may be understood as a type of safe strategy (Chick, 1996; Wedin,
2004) to create an image of good education where students learn what
they are expected to, an image that both teachers and students may be
interested in maintaining. This may, however, have devastating effects on
students’ learning, if it means that teachers become unaware of students’
actual comprehension and knowledge level.
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10
Negotiating Minority Language

Resources, Practices and Experiences
in Norwegian Writing Instruction

for Migrant Students

Joke Dewilde

Introduction

The ability to write in the dominant language of a society is often
considered essential for succeeding in education, for ultimately having a
comfortable life in that society and for participating from a citizenship
and democratic perspective. Access to standardised orthography, the
standard literate variety of the language and literate narrative skills gives
individuals status and opportunities for upward mobility. However, this
does not hold across all spaces or at all times. Critics have notably warned
against a lack of appreciation for indigenous oral culture and the appli-
cation of punitive and normative reading of texts (Blommaert, 2005;
Menezes de Souza, 2007). In addition, transnational migration and the
new political order bring about social and political change (Duchêne
et al., 2013). The value attached to linguistic signs and messages will
therefore differ in time and space, causing opportunities and barriers for
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people to make sense and to voice their experiences as they draw upon
and deploy discursive means in a given context (Blommaert, 2005;
Duchêne et al., 2013).
Institutions such as schools are ‘places where we can still encounter

contradictory ideologies and practices concerning language’ and where
people may face exclusion based on their competence and linguistic
performance in the dominant language. In other institutions, such as in
the private sector, multilingualism may be viewed as an asset or even a
necessity to make a profit (Duchêne et al., 2013, pp. 2–3). Equally
important is how the hierarchisation of languages affects the speakers.
Duchêne et al. (2013) challenged the notion of migrants as victims and
emphasised that the inequality of languages is very much part of speakers’
embodied experiences, as they are not only positioned by processes of
linguistic regulation and capitalisation but also actively engage with
them.
The overall aim of this chapter is to construct new knowledge about

teacher–student interaction with regard to migrant students’ minority
language resources, practices and experiences in writing instruction.
Here, I examine how a class of 13 migrant students and their two
Norwegian teachers engage with language and orientations to writing in a
class for migrant students with little previous schooling before migrating
to Norway. I apply a critical ethnographic–sociolinguistic stance that is
concerned with ‘the overt and covert ways language and institutional
practices address core questions concerning power and the place of
migrants in various national contexts’ (Duchêne et al., 2013, p. 2). The
research question is What opportunities or barriers do teachers and migrant
students create with regard to the inclusion of students’ minority language
resources, practices and experiences in writing instruction? To investigate
this, I draw on Goffman’s (1959) work on the concept of region. He
defined a region as ‘any place that is bounded to some degree by barriers
to perception’ (p. 109). His conceptualisation allows us to investigate a
person’s performance aspects of talk. Following the design and methods
section, I present my findings and discuss the pedagogical potential of
teachers’ and students’ interaction around writing in the multilingual
classroom.
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Writing Instruction in Multilingual
Classrooms

The investigation of Norwegian writing instruction for migrant students
can be situated at the crossroads of several fields. Laursen (2019) noted
that multilingualism and second language learning traditionally have
received little attention in literacy research, and vice versa, that literacy is
a minor focus in multilingual and second language research. In addition,
while oral skills have been emphasised in multilingual and second lan-
guage research, in literacy research the written word is at the centre.
Moreover, research on writing in multilingual classrooms has tradition-
ally focused on the study of second language students’ texts and, more
precisely, on language and composition without taking into account their
larger repertoires and the wider social context (Canagarajah, 2006;
Golden & Hvistendahl, 2015).
Following the social and multilingual turns in language education

(Block, 2003; Conteh & Meier, 2014; May, 2014), researchers have
contributed with studies that attempt to understand more fully the
resources multilingual students bring with them to the classroom.
Regarding writing instruction, many researchers have worked closely
with teachers (Cummins & Early, 2011; Ebe, 2016; Krulatz & Iversen,
2020; Orluf, 2016; Wedin, 2020) and some with students (Canagarajah,
2019; Dewilde, 2018; García & Kano, 2014) to develop multilingual
pedagogies that allow students to negotiate and invest their complex
identities in and around writing. Investigations of young people’s
out-of-school writing have also contributed with important knowledge
about how they muster their multilingual and multimodal repertoires
when interacting with family and friends in, for example, social media
(Dewilde & Skrefsrud, 2016; Zhao & Flewitt, 2020). Some studies with
newly arrived students have successfully used culturally sensitive litera-
ture to build on students’ biographies and experiences (Ebe, 2016;
McAdam & Arizpe, 2011). In a similar vein, students with little formal
schooling have been found to benefit from instruction that builds on
known minority content to understand majority content, allowing the
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students to move back and forth between oral and written practices
(Martin-Jones & Jones, 2000; Winlund, 2020).
However, monolingual orientations to literacy still dominate many

language classrooms. Studies have documented how teachers and stu-
dents express scepticism about the value of drawing on minoritised lin-
guistic resources in writing (Arnold, 2020; Beiler, 2020; Wedin, 2020),
which serves as a reminder of some of the potential barriers researchers
need to be aware of when advocating for the implementation of multi-
lingual approaches to writing. Little is known about how teachers and
migrant students in a class for newcomers negotiate minority language
resources, practices and experiences in writing instruction. The intent
here is to help rectify that.

Social Behaviour in the Front, Middle
and Back Region

Blackledge and Creese (2017) stated that ‘in order to understand social
life in the twenty-first century we need to understand mobility, and
understanding mobility requires attention to the movement of linguistic
and other semiotic resources’ (p. 31). Transferring these thoughts to
making sense of migrant students’ language practices in the classroom, it
is necessary to investigate how the communicative resources they draw on
—or refrain from drawing on—have travelled in time and space.
Researchers have suggested using translanguaging and related concepts to
describe and analyse linguistic practices in flux (Canagarajah, 2011;
Creese & Blackledge, 2010; García, 2009; Hornberger & Link, 2012).
Common among these researchers is the assumption that meaning
making is not restricted to discrete and countable languages and that
categorising them into separate entities is in fact an ideological act. In
many contexts, teachers promote the target language and majority con-
tent, thereby constraining the use of other resources and contributing to
social inequality (Dewilde, 2013; Martin-Jones & Jones, 2000; Martín
Rojo, 2013). A useful framework to better understand some of the
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mechanisms at play is Goffman’s (1959) distinction between front stage
and back stage.
In his dramaturgical analysis of social interaction, Goffman (1959)

argued that any social role involves highlighting and concealing or even
supressing certain social characteristics of a person’s personality depen-
dent on the circumstances. He calls a person’s selection of appropriate
behaviour for a performance. According to Goffman (1959) a person’s
performance can broadly fall into two regions: front region behaviour or
back region behaviour. In the front region, a person (e.g. a teacher)
performs for an audience (e.g. students) and plays an ideal version of a
social role, whereas the back region is used to relax, make strategies and
even analyse front region behaviour away from the audience. Individuals
performing in the front region will thus uphold certain standards,
whereas their performance in the back region differs from and sometimes
even contradicts the impression fostered by the front region. An example
of a teacher’s front stage talk is when she speaks the majority language to
the students at all times. In the back region, she may talk more infor-
mally with colleagues about migrant students’ poor writing and abun-
dance of grammar mistakes in school texts or about how migrant
students could be more included in the school’s social life. Another
school example is students actively responding to the teacher’s questions
in the school language by raising their hand in the front region, while at
the same time communicating with other students on social media in a
minority language about last night’s soccer game behind the teacher’s
back.
As we have seen, very often the back stage is physically located away

from the performance, either at one end of the place where the perfor-
mance is presented or cut off by a hallway or wall (Goffman, 1959). In a
school, the back region may thus be the teachers’ staffroom. For the
students, the back region may be at the end of the classroom away from
the teacher’s vision, but also the classroom itself when the teacher is not
present and they for example watch Bollywood movies or check their
social media (Dewilde, 2018). A third region called the outside refers to
the world and people outside and without access to the performance.
In language education research, Heller and Martin-Jones (2001a) used

Goffman’s notions of front region and back region to analyse how
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multilingual resources are managed in multilingual educational settings
and, more precisely, what are considered legitimate language practices in
bilingual classrooms. They noted that certain discursive practices found
in multilingual classrooms, often essential in accomplishing front region
activities, are ‘ritually marginalized, hidden, placed “back stage,” so as not
to overtly contradict front-stage affairs’ (p. 9), reproducing inequalities
masked through symbolic practices. According to Heller and
Martin-Jones (2001a), studying participant structures in turn allocation
gives insight into whose practices can enter the floor and be made
legitimate and whose are kept away. Strategies for managing multilingual
resources, such as changing codes, are of particular interest, as these may
be used to construct or contest symbolic domination.
Meyrowitz (1990) challenged Goffman’s strict separation between the

front region and the back region and stated that one’s perception of social
roles depends on keeping control of the information in the separated
regions. He argued that electronic communication media have eroded
the barriers between the regions. Social behaviour that was traditionally
front region or back region behaviour has now become accessible in a
new, middle region. For example, in the media, cameras and microphones
have made it possible to show and transmit different aspects of national
politicians’ lives to millions of people via TV or radio. In this middle
region, the audience gets to see politicians socialising with their families
or sitting together with colleagues in a meeting where future strategies are
being discussed. These social behaviours are thus not hidden as back
region behaviours any more, and nor are they front region behaviours
because they do not uphold the same standards and ideals. In that sense,
politicians lose some control over their message and performance.
Today’s classrooms are not only more technologically advanced than

when Goffman (1959) coined his concepts, but as Heller and
Martin-Jones (2001a) showed, they are also increasingly linguistically
diverse. In the findings section, I will further investigate middle region
behaviour in the multilingual classroom.
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Study Context and Study

Even though Norway has always been a home to linguistic minority
groups, including an indigenous Sami population and national minority
speakers of Kven and Romani, as in many Western countries Norwegian
schools have become increasingly linguistically and culturally diverse due
to international migration (Ipsos, 2015; Svendsen et al., 2015). Most
students who have immigrated are from Poland and Somalia, whereas the
two largest groups of Norwegians born to immigrants have a Pakistani or
Somali background. Notably, there are geographical differences, as most
students with a minority background live in the capital of Oslo (SSB,
2016). In terms of linguistic educational rights, Sami speakers have the
right to full instruction in their language, whereas students from other
minorities are entitled to mother tongue teaching and bilingual subject
teaching if their Norwegian language skills are not sufficiently developed
to follow mainstream teaching (Opplæringslova [Education Act], 1998).
The present study was a one-year-long linguistic ethnography of a class

for young people between the ages of 16 and 24 at an upper secondary
school in Norway with a focus on their writing practices. Linguistic
ethnography combines theoretical and methodological approaches in
linguistics and ethnography to investigate social questions concerning
language. Open ethnographic observation is one of the cornerstones and
is often used in combination with interviews, interactional data (audio
and video recordings) and written texts to make sense of people’s emic
perspectives in the light of larger discourses in society (Copland &
Creese, 2015; Rampton et al., 2004; Tusting, 2019). In contrast to
traditional anthropological work, many linguistic ethnographic studies
are topic-oriented and therefore take a more focused approach (Snell
et al., 2015).
The site was a large upper secondary school with a long tradition of

adapting the education of newly arrived students through measures such
as offering three so-called combination classes. These classes blend
teaching in Norwegian with teaching in mandatory subjects needed to
apply for upper secondary school (Rambøll, 2018). The Norwegian
Education Act §3–1 (Opplæringslova [Education Act], 1998) gives
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students attending combination classes the right to receive education at
the upper secondary school level, but they need more teaching at lower
levels due to their short residency in Norway. The two teachers who
participated in the current study, Anne and Tina (all names are pseu-
donyms), were experienced Norwegian teachers and were responsible for
one of the combination classes. This class consisted of 13 students aged
16–21 who were all working towards a diploma at the lower secondary
school level. Seven of the students were born in Somalia and the others
were born in Afghanistan, Eritrea, the Philippines, Mongolia or
Myanmar. In addition, many had lived in transit countries before
arriving in Norway. In the findings section, I include examples with the
students Afsar, Chimeg, Khushi, Neda and Sihaam.
I conducted 39 days of participant observation during Norwegian

lessons, took field notes, interviewed students, audio recorded naturally
occurring interaction, collected student texts written in and outside of
school and took pictures of the linguistic landscape. My participant
observer role varied from sitting at the back of the classroom observing
the teaching to engaging in multilingual pedagogies informed by my
growing knowledge of the students’ biographies and interests (for more
structured interventions in linguistic ethnograpy see e.g. Lefstein &
Snell, 2014).
In terms of data analysis in line with linguistic ethnography, I set out

to construct rigorous accounts of participants’ subjective meanings by
investigating their communicative practices (Copland & Creese, 2015;
Erickson, 1990). To do so, I progressed from detailed, descriptive field
notes to more analytically focused memos that identified and explored
initial theoretical directions and possibilities (Emerson et al., 2011). After
the field work ended, I read the entire set of notes with the intention of
generating themes grounded in my observations through a systematic
and rigorous bottom-up reading. These themes were partly guided by my
research aims, but I was also open to other themes that appeared
important to the participants. Once the themes were constructed, I did a
second reading and produced a document populating the themes with
examples from the field notes accompanied by more analytical pieces of
writing. For this chapter, from this final analytic reading I determined a
salient category in writing instruction, being the value of certain
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linguistic resources, practices and experiences. This was supported by
enough examples in the field notes to identify it as an emically important
feature to both students and teachers. Subsequently, I selected student
texts, classroom interaction and interviews to further evidence my anal-
ysis (Shaw et al., 2015).
The study received ethical approval from the Norwegian Centre of

Data Research. Participants consented at the outset of the study and were
asked again for their consent when being audio recorded or when
handing in texts.

Findings

In this section, I present my theoretically informed analysis, engaging
with Goffman’s (1959) notions of front region, back region and outside
region, as well as Meyrowitz’ (1990) middle region, to make sense of
students’ negation of minority language resources, practices and experi-
ences in writing instruction. The first section investigates students’ sense
making through minority language resources, practices and experiences
before and during writing. The second section deals with how students
refrain from writing due to self-censorship, language barriers or dominant
writing practices.

Making Sense Through Minority Language Resources,
Practices and Experiences

A recurrent pattern is how students made sense through their minority
language resources, practices and experiences during preparatory or
process-oriented writing activities despite their teachers controlling the
front region by insisting on the use of Norwegian. I will present three
examples from the data.
The first example deals with teacher feedback on students’ written

assignments. Most of the writing was process-oriented writing. When the
teachers gave feedback on students’ drafts, very often there would be
discussions around particular vocabulary or grammar. On these occa-
sions, one of the teachers frequently drew on other European languages.
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The following field note reveals how she compared Norwegian to both
German and Danish:

Original language Translation
Læreren [Tina] skriver ‘denne boka’ på
tavla og sier at den bestemte
formen er vanskelig på norsk.
Danskene ville si ‘denne bog’ og
bruke ubestemt form isteden.
Ahmed spør om du kan si ‘Jeg skal på
besøk hos søstera mi’. Læreren svarer
at dette er en litt annen ting, men at
hun ofte hører frasen brukt på feil
måte. Hun skriver på tavla, ‘Jeg skal
på besøk til søstera mi’, og legger til
at ‘jeg tror det kommer fra et annet
språk’. ‘På tysk’, fortsetter hun, ‘da
sier de Ich gehe zum besuch nach
meine Schwester’. Jeg hører at
Sihaam hvisker til de tre andre
somaliske jentene og har en relativt
langt samtale, antageligvis om
setningen, før de nikker til læreren,
om at hun kan fortsette

The teacher [Tina] writes ‘this book’
on the whiteboard and says that
determiners are difficult in
Norwegian. The Danes would say
‘this book’, using the indefinite form
instead. Ahmed asks if you can say ‘I
am going to visit at my sister’. The
teacher replies that this is a different
matter, but that she often hears this
phrase used in the wrong way. She
writes on the whiteboard, ‘I am
going to visit my sister’, adding that
‘I think it comes from a different
language’. ‘In German’, she
continues, ‘then they say I go and
visit my sister’. I hear Sihaam whisper
to the three other Somali girls who
engage in a relatively lengthy
conversation, presumably about the
sentence, before nodding to the
teacher, indicating that she can
continue

(Field note, 17 Sept. 2015)

In terms of different language resources, this field note is interesting in
several ways. First, the teacher compared Norwegian to other European
languages, which presumably she had mastered but her students had not
and in that sense kept control of the front region. By doing so, she
showed a positive attitude towards using other languages for pedagogical
purposes but legitimised European languages in particular. Like in
Beiler’s (2020) study, where teachers positioned Norwegian in English
language lessons differently than other languages, German and Danish
are here seen as more useful to the teacher presumably because of her
familiarity with these languages (see also Wedin in this volume).
However, unlike Norwegian, these languages were neither the target
language nor a common language between the teacher and the students.
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As the students were also learning English at school, English would have
given them more common ground. Second, the students made com-
parisons to their own language, indicating that they found it useful for
understanding and improving their first drafts. It is possible that it was
precisely the teachers’ comparison to German and Danish that made the
students compare to their stronger language. These comparisons were
allowed by the teacher but not commented on or picked up on, pre-
sumably because she was unfamiliar with Somali. Consequently, the
students’ language was not treated as legitimate or illegitimate in the
front region. Also, the students’ talk was on topic, was not private and
was not necessarily meant to be hidden from the teacher. I would argue
that there is pedagogical potential in viewing the Somali talk as middle
region behaviour that could be made accessible to the teacher provided
that students offered a translation.
In the second example, the class had just watched an episode of the

popular Norwegian–American TV series Lilyhammer (Bjørnstad et al.,
2012, February 1) in the school auditorium. The main character Frank
Tagliano is a former New York gangster who is starting a new life in
Lillehammer, a small town in Norway. In the series, the characters pri-
marily speak Norwegian and English, with other languages being spoken
occasionally, particularly by migrants in the town. Two scenes are of
particular interest here, both involving a brother and sister dressed in
traditional garments worn by Muslims (e.g. cap, long shirt, hijab) and
speaking Dari to each other. The first scene was set in an adult education
class for migrants where the brother refrained from shaking the hand of a
new female teacher, with the brother explaining to his sister in Dari that
he believed it was ‘haram’ (forbidden). Tagliano confronted him in the
toilet facilities, calling him ‘towel head’ and adding, ‘You might wrap
your women in mummies back in Taliban country, but here we treat our
(women) with respect’. In a similar scene, the town’s police officer walked
into the kebab shop where the brother and sister work and where a TV is
playing in the background. While waiting for his food to be prepared, the
officer changed the channel and started watching the American TV series
24, which included multiple terrorist plots. The brother got upset and
switched off the TV. When the police officer asked for an explanation,
the sister translated, saying that the series did not show respect for Arabs.
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Classroom discussion about the content was led by the teacher Anne,
who asked if the students had understood topics such as smuggled
alcohol, Elvis Presley, Lysgårdsbakken (a ski jumping hill in the city of
Lillehammer) and bullying. Afsar, one of the students from Afghanistan,
took the floor, and I wrote the following in my field notes:

Afsar asks why the Afghan brother who spoke Dari was called ‘Arab’ and
why the sister was upset that Arabs were portrayed in a negative light.
Chimeg responds that perhaps Norwegians do not see the difference
between ethnic groups. Tina [one of the teachers] comments that people
do not have to be Arabic in order to think that Arabs are represented in a
bad way, before shifting back to the topic of Norwegian alcohol politics
and discussing this at greater length. I had not realised that the brother
and sister spoke Dari and not Arabic, and presumably not the teachers
either. (Field note, 8 Sept. 15)

The teachers controlled the front region and by deciding to watch the
episode with the students minority language resources and topics were
brought in. Presumably, very few in the class were aware that the brother
and sister characters spoke Dari and not Arabic (even though the speakers
were called Arabs). However, the talk remained inaccessible to the larger
audience due to unfamiliarity with Dari. Here, Afsar demonstrated
important knowledge, which was not commented on by the teacher. As a
result, Dari had little symbolic legitimacy in the front region in the lesson
(see Heller & Martin-Jones, 2001a). In addition, the derogatory language
used by Tagliano was left unexplored in the whole classroom interaction.
One would expect migrant students to have an opinion on or similar
experience with regard to the matter, which in fact can be sensed in the
conversation between Afsar and Chimeg, thus making it an important
issue to explore both in pre-writing activities and in student texts (see
Ebe, 2016; McAdam & Arizpe, 2011). This second example shows how
access to minority language resources in the front region does not nec-
essarily lead to opportunities for students to express their opinions on
important societal issues. In fact, when investigating the students’ texts
where they wrote an interview between two of the characters, none of
them explored issues related to minority languages or topics.
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The third example deals with a teacher’s guidance while the students
were writing poems. My running conversations with the teachers over
time contributed to a certain change in the teaching with regard to other
languages. The topic of one of the lessons was poetry. The teacher gave a
PowerPoint presentation and taught the students about the connection
between poetry and music, motif, theme and message, traditional poetry
vs. modern poetry, contrast, repetition and so on. The examples she gave
were taken from Hávamál (a collection of Old Norse poems from the
Viking age) and Norwegian poets such as Sigbjørn Obstfelder, Arne
Garborg, Einar Skjæråsen, Robert Nilsen and Inger Hagerup. After this
introduction, the students were to write their own poems. At a certain
point, the teacher encouraged the students to write the poems in their
mother tongues but emphasised that they also needed to be in
Norwegian because otherwise the teachers would not understand. Even
though the students were encouraged to include their mother tongues in
a final classroom product, the insistence on the teachers being able to
understand underlines both the indisputable position of the Norwegian
language and the power of the teacher in deciding on the distribution of
language resources in the classroom.
When the students began searching the internet for poems in other

languages, the teacher picked up on the students’ middle region beha-
viour and said the following:

Original language Translation
Anne: men nå synes jeg dere bruker
veldig mye energi på å finne dikt og
så oversette. da er det kanskje bedre
å skrive det selv. det å oversette, det
er forferdelig vanskelig. (xx) men vi
vil ikke ha sånne minnebokvers som
vi finner på norsk også for da har- da
har dere ikke skrevet det selv

Anne: but now I think that you are
using a lot of energy on finding
poems and then translating. then it’s
perhaps better to write it yourself.
translating, that’s incredibly
difficult. (xx) but we don’t want that
kind of proverb that we find in
Norwegian too ‘cause then- then
you haven’t written it yourself

As the extract shows, the teacher opposed the students’ strategy of
copying verses and engaging in translation, calling it ‘incredibly difficult’.
This product orientation is a common monolingual orientation to
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writing (Canagarajah, 2013), typically underestimating the pedagogical
potential of translating (cf. Beiler & Dewilde, 2020). Even though the
teacher had direct access to students’ middle region behaviour, she
upheld certain standards in the front region (Goffman, 1959) by insisting
the students write independent products.
Summarising this section, the evidence shows that the students’

negotiation of minority language resources, practices and experiences in
the middle region were more or less accessible to the teacher. The teacher
sometimes accepted their practices (students’ translation to Somali) and
at other times did not pick up on their knowledge (when the student
demonstrated knowledge of Dari) or directly went against their practices
and demanded that Norwegian be used in the front region (e.g. students’
writing practices).

Self-Censorship, Language Barriers and Writing Practices

Another recurrent pattern in the data is students’ refraining from writing
due to self-censorship because of the topic or because of perceived bar-
riers in terms of language or writing practices. In the following, I present
three illustrative examples of self-censorship from the data, referring to
them as the fourth, fifth and sixth examples.
The fourth example relates to Neda, who wanted to write a poem

about forced marriage. However, when she heard the poems were going
to be displayed on the classroom wall she changed to writing about her
childhood and the games she used to play. When asked about her
decision, Neda argued that Norwegian students from mainstream classes
would not understand her first topic, so she kept it ‘concealed from the
audience’ (Goffman, 1959, p. 125). These ‘Norwegian students’ were
normally in the outside region, but they could enter the front or back
region during breaks or perhaps for lessons, and the thought of outsiders
coming in had an effect on the performance. This space was obviously
quite different from the space described by Ebe (2016), where the stu-
dents’ multilingual work was typically displayed on the classroom walls,
or the space in Martín Rojo’s (2013) study, where a student was found to
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conquer the front region and impose a new topic. In Goffman’s frame-
work, retaining control over access to information in a region is
important to the actors. Neda’s need to shield ‘Norwegian students’ from
certain topics common in the back region serves as a reminder of larger
school and societal discourses where a certain type of knowledge is
possibly not valued or understood. She did write about these topics in her
diary at home, however (see Dewilde, 2019).
The fifth example relates to Khushi, a Somali student who had learnt

Hindi as a foreign language from watching Bollywood movies during her
spare time. Early in the field work, she told me that she regularly wrote
poems in Hindi in her diary about topics that were important to her. In
another publication (Dewilde, 2018), I have shown how Khushi’s
understanding of writing poetry differed from mine, as what she had
done was to copy bits and pieces from well-known Bollywood songs, a
practice that in a school context is often perceived as plagiarism (see also
the next section). When she wanted to write a poem for an assignment in
her Norwegian class, she confided to me that she did not know how to
write poems in Norwegian. In my field notes, I recorded the following:

Khushi would like to write a poem and asks me how to write Norwegian
poems. I reply she can just write like when she writes poems in Hindi. She
explains that it is different, more direct, you start right away. I say she can
do that in Norwegian as well. ‘I’m afraid to do so’, she replies. I reassure
her by saying that she can try, and that I will look at it. When I come back
after ten minutes, she has written a sentence in Hindi on a draft sheet with
a red pen, and would like help to be able to say it in Norwegian. She
translates word for word (house, family, make, stone, not). We talk about
what it means, and I suggest a Norwegian sentence: ‘You build a house of
family, not of stone’. She explains that the word for family also contains
close ties, in Hindi. A little later, she has written a new sentence in Hindi
on the sheet, again translating word for word to Norwegian (“real life
dreams bridge”). I ask if what she wants to say is that there is lacking a
bridge between real life and dreams, but she explains that you have to
cross the bridge to get to your dreams. So together we make the sentence
‘Between real life and dreams there is a bridge’. (Field note, 6 Nov. 2015)
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The field note illustrates how transferring a back region writing practice
in Hindi to the front region may cause unease but also how support in
the middle region provides an opportunity to go between languages and
knowledge and to voice them in writing. Khushi’s unease may have been
related to writing in the target language but also may have been related to
the school’s demand for independent writing, which I investigated in the
previous section.
In the sixth example, the class read an extract from Anne Franks dagbok

(The Diary of Anne Frank). After having worked on some preparatory
tasks, such as explaining words in the text and describing a picture of
prisoners in a concentration camp, the students were given the task of
retelling the content of the extract and making an audio recording. The
teacher Anne explained that the students could write about whether they
liked the extract, add some sort of conclusion and include their opinion.
Afsar suggested the prompt ‘Det var trist å-’ (It was sad to-), which the
teacher wrote on the whiteboard. She finished her introduction by saying
that many live in hiding in the world today. Anne Frank gave a voice to
many Jews during World War II and to many refugees today. When the
students started writing, Chimeg called on me, and I helped her several
times, particularly with her conclusion. I wrote the following in my field
notes:

Chimeg tells me that Hitler only liked people with fair hair and blue eyes.
In Afghanistan, there are two ethnic groups where people have the same
religion but different languages and do not get along. In Mongolia, there is
a similar situation with Mongols and Chinese Mongols, the last group
being a minority. She explains that, back in time, Mongolia and China
were at war, and that that is why many Mongols don’t like the Chinese
language. Chimeg is excited when she talks. She asks if I can help her
formulate her thoughts, and we talk about racism and different ethnic
groups who don’t like each other. She needs a lot of help to formulate
relatively short sentences in Norwegian. When I ask her if we should write
about the example from Mongolia, she smiles and quickly says no. (Field
note, 1 Oct. 2015)
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Chimeg’s choice not to write about the example from Mongolia as
illustrated in the field notes may be interpreted in multiple ways. It can
be noted that Chimeg spent a lot of time formulating sentences in
Norwegian, which was still a relatively new language to her. Her choice
not to write may be due to a potential barrier to expressing complex
thoughts. Process-oriented writing in a stronger language would be one
alternative way for Chimeg to formulate her thoughts in writing (Krulatz
& Iversen, 2020; Orluf, 2016). An alternative interpretation of Chimeg’s
choice not to write is that she responded to a perceived front region
discourse set by the teachers where minority experiences are not valued in
the same way as majority experiences (Arnold, 2020; Beiler, 2020).
In this section, I have shown how some students refrained from

writing and have argued that this may be because of the lack of necessary
language skills in the target language or the perceived marginal nature of
the topic. Working with the students in the middle region (Meyrowitz,
1990) offered some possibilities both to gain access to different resources
normally in the back region and to assist them in expressing themselves
in writing in the front region.

Discussion and Pedagogical Implications

In relation to the research question posed at the beginning of this
chapter, I found that the students and teachers constructed opportunities
and barriers with regard to building on students’ minority language
resources, practices and experiences in writing instruction in multiple
ways. While students sometimes made sense of writing activities through
their minority language resources, at other times, they refrained from
drawing on their resources in writing due to language barriers and
self-censorship of a certain topic. Similarly, the teachers sometimes
insisted on the usage of majority resources in the front region, while at
other times they allowed students to draw on their minority language
resources for making meaning. In many ways, the findings confirm
previous research findings where multilingual students in educational
settings with monolingual ideologies are not encouraged to draw on their
wider repertoires to make sense and to voice their opinions (Heller &
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Martin-Jones, 2001b; Jaspers & Rosiers, 2019) or where teachers and
students show scepticism regarding the value of minority resources for
learning to write in a new language (Arnold, 2020; Beiler, 2020). To
nuance the debate and suggest a way forward, in this final section I return
to Meyrowitz’s (1990) middle region concept.
Meyrowitz (1990) noted that the middle region is accessible to all

parties but lacks the extremes of the front and back regions. Performers
adapt to the presence of others but continue to hide what still can be
hidden. My analyses showed how students sometimes drew on languages
other than Norwegian, in that sense challenging front region expecta-
tions. However, their talk was often on topic and useful to make sense of
the classroom activities and was thus in line with front region expecta-
tions. In addition, perceiving the students’ behaviour as middle region
rather than back region behaviour suggests that they do not intend to
hide their practices from teachers. Studies have demonstrated how
teachers could include these resources in multilingual writing pedagogies
through, for example, translation tools and collaboration with
co-students or bilingual teachers (García, 2017; Orluf, 2016; Wedin,
2020).
The analyses showed how the teachers sometimes allowed students to

draw on their minority language resources, breaking with front region
expectations. However, they did not ask for a translation or pick up on
the talk for further pedagogical purposes, thus reinforcing majority
resource expectations. Teachers’ ambivalent strategies can be explained as
the outcome of negotiating monolingual institutional ideologies (Jaspers
& Rosiers, 2019). One way forward suggested by García (2017) is to give
up some authority and take up different teacher roles, such as detective,
co-learner, builder and transformer, and to legitimise minority language
resources, practices and experiences in the writing instruction classroom
(García & Kano, 2014; Krulatz & Iversen, 2020). The idea of a middle
region is especially important here, as teachers may feel freer from
monolingual front region expectations and demands and build on their
interpersonal relationships with the students (Winlund, 2020).
However, as my analyses showed, students may have different reasons

for not pushing minority language resources, practices and experiences to
the front region. It therefore requires much from teachers to detect what
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is at stake and why students hide these resources when writing texts. The
middle region offers pedagogical potential for supporting students in
voicing their opinions and for hopefully overcoming both students’ and
teachers’ ‘barriers of perception’ (Goffman, 1959) in terms of what kind
of behaviour is legitimate and valued in a certain region. At the same
time, I believe it is important to stay sensitive towards some students’
silent response to homogenising discourses that exist in schools and
society at large (Duchêne et al., 2013).
As a researcher, I played a special social role in the classroom, being

neither the actor nor the audience. This meant that I could work more
flexibly with students, being partly removed from the teachers’ front
region ideals and demands. Through my continuous conversations with
the students in the middle region, I was able to push certain resources to
the middle region that students normally kept hidden in the back region
(e.g. writing about certain topics or drawing on certain writing practices).
At the outset of this chapter, I pointed to the importance of being able

to write in the dominant language of society and to the barriers that exist
in many classrooms for migrant students to draw on minority resources,
practices and experiences to voice their opinions in writing. In this
chapter, I have argued that the middle region holds pedagogical potential
for teachers and students to negotiate minority language resources,
practices and experiences and ultimately push them to the front region of
writing instruction.

Transcription Conventions

speech transcribed speech
speech translated speech
(xx) speech inaudible
- word cut off, both self-interruption and other speaker

interruptions
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Reinventing Literacies in the Age

of Mobility. An Epilogue

Carla Jonsson

Introduction

Mobility vastly influences the ways in which we communicate and our
literacy practices. This volume brings together contributions where the
concept of literacies is used as a lens for analysing and creating an
understanding of various situations related to the language use of
migrants in a time characterised by mobility. The chapters offer us
glimpses into literacies in different educational settings as well as in other
settings for learning, under different conditions, as we read about
Indigenous students in the US (Baquedano-López & Gong), Erasmus
students in Finland and the UK (Pujol-Valls, Carlet &
Ożańska-Ponikwia) and migrants in various educational settings in
Norway (Dewilde), Sweden (Norlund Shaswar; Lundgren & Rosén;
Wedin) and the UK (Al-Dhaif et al.; Filimban et al.).
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This epilogue considers how an increased focus on mobility influences
the theoretical development of the term literacies. As Blackledge and
Creese (2017) suggest, understanding mobility is key to understanding
modern social life. Such an understanding furthermore ‘requires atten-
tion to the movement of linguistic and other semiotic resources’ (p. 31).
These ideas are in line with translingual and multimodal perspectives
suggested in this epilogue and in other contributions in this volume.
Languages—according to Blommaert’s (2010) paradigm of a ‘soci-

olinguistics of mobility’ (p. 5)—can be regarded as mobile resources. He
argues that:

globalization forces sociolinguistics to unthink its classic distinctions and
biases and to rethink itself as a sociolinguistics of mobile resources, framed
in terms of trans-contextual networks, flows and movements. (Blommaert,
2010, p. 1)

Such an unthinking is crucial since the ways in which we conceive of
language and other central terms—such as e.g. mother tongue, native
speaker, first and second language—have implications for the ways we view
and work with literacies. Our views have consequences for what we focus
on and even for what we see in the first place. Consequently, any lim-
itations concerning the notion of language and other key terms may also
restrict our understandings of literacies. There is therefore a need for the
study of literacies to ‘unthink its classic distinctions and biases’, to ‘re-
think itself’ (Blommaert, 2010, p. 1) and to reinvent itself as literacies in
mobility. How we understand the concept of literacies has consequences
not only for what we focus on in studies about literacies, but also for the
pedagogical implications and possibilities that these studies can offer.
Reflections about how to reinvent literacies in mobility will be further

developed throughout the epilogue by discussing the concept of lan-
guage, the multilingual turn (May, 2014a), and literacies as a ‘translin-
gual practice’ (Canagarajah, 2013a). Issues relating to power are at the
core of studies of literacies and thus also in the contributions of this
volume. Different power aspects in relation to literacies in mobility will
therefore be discussed, e.g. issues of social inequality and social justice.
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In what follows, central consequences of mobility for literacies are
discussed. Thereafter the term literacies and some of its definitions are
presented and discussed. This discussion is followed by an outline of key
themes that have arisen in the different contributions in the volume.
Finally, directions for future research are presented. The chapter closes
with some concluding remarks.

Literacies in the Age of Mobility

The age of mobility has been characterised by global movement of
people and by extensive use of digital technology for communication.
The movement of people has come to a dramatic halt due to the
Covid-19 pandemic while, at the same time, the pandemic has led to an
increased use of and reliance on digital technology for online meetings
with colleagues, friends and family (even those living nearby). The two
premises—global movement of people and the extensive use of digital
communication—vastly influence what and how we read and write, with
whom we communicate, and how we use language.
Globalisation and mobility are intricately interconnected. These phe-

nomena are highly evident and heightened in modern society, but they are
not in themselves new phenomena (e.g. Blommaert, 2010), just as lin-
guistic diversity is not new. Research about ‘language-and-globalisation’
focuses on communication ‘beyond the local level’ (Grey & Piller, 2020,
p. 54). Language use is at times ‘a key site of contestation’ (ibid., p. 59)
due to ‘the hierarchical nature of global linguistic orders, and the inter-
section between global and local hierarchies’ (ibid.). This potential for
conflict becomes particularly evident in formal writing which is often more
normative than speech (see e.g. Canagarajah, 2011).
Globalisation, Grey and Piller argue, can be regarded as ‘a discursive

construction’ (p. 59). By this they mean that ‘language is not only affected
by globalisation, but also effects globalisation’ (p. 59; emphasis in origi-
nal). Similar arguments could be made about mobility and language.
Mobility and globalisation affect the ways in which we conceptualise
language. Perhaps it may have been easier to accept the idea of language
as a somewhat more stable concept in a world that was not as intensely
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characterised by mobility. Blommaert (2010, p. 2) suggests that language
as a concept ‘is dislodged and destabilized by globalisation’. Now, in
postmodern times characterised by mobility and transcultural flows
(Pennycook, 2007, pp. 6–8), there is a need to revise and reimagine the
concept of language in order to more aptly describe the fluidity and
complexity of real-life, everyday language practices. Makoni and
Pennycook (2007) have described this as a need of ‘disinventing’ lan-
guage because, as they argue, ‘languages do not exist as real entities in the
world’ (p. 2). In accordance with such a viewpoint, languages are
regarded as ideological constructions or ideological artefacts (Blommaert
& Rampton, 2011, p. 4), rather than as static entities, and as a practice,
as ‘an activity’ and as something we ‘do’ (Pennycook, 2010, p. 2), rather
than merely as a system that exists. Our understandings of language have
consequences for the way we view and study literacies, as well as for the
way in which literacy is taught in classroom. By moving away from a
view of language as purely a system of words and grammar to a view of
language as a practice, we can broaden our scope to include different
aspects of literacies (e.g. translingual, multimodal and embodied, see
below), which in turn has pedagogical implications and possibilities for
literacies in classrooms.
In addition to the two premises described above—global movement of

people and the extensive use of digital communication—Kell (2017)
suggests a third premise, namely ‘the idea that along with migration and
digital communication there has been a concomitant increase in social
inequality and polarisation’ (p. 423). By taking this third premise into
consideration, Kell argues that it would be possible to give more nuanced
accounts of literacies and their ‘translocal and transnational manifesta-
tions’ (p. 423). This argument is in line with Blommaert’s (2010, p. 1)
idea that globalisation makes it necessary ‘to think about phenomena as
located in and distributed across different scales, from the global to the
local, and to examine the connections between these various levels’; it is
not sufficient to look merely at the ‘strict context of occurrence’. Mobility
of people implies ‘mobility of linguistic and sociolinguistic resources’
which in turn leads to language use that can be characterised as
‘translocal’ and ‘deterritorialized’ (Blommaert, 2010, p. 4). Literacies can
thus be both local and translocal. This duality needs to be considered
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both in research about literacies and in education. Literacy practices of,
for instance, students may well be local and situated but at the same time
translocal; one such example could be the everyday practice of writing an
email and sending it to a friend or relative in another place.
The contributions of this volume offer important insights into

translocal literacies and new forms of social and linguistic inequality.
Even though all contributions focus on the literacies of migrants, the
particular conditions around the migratory experience vary: some have
migrated voluntarily for a limited period of time (e.g. the Erasmus stu-
dents) whereas others have migrated out of necessity and may plan to
reside more permanently in a new country. Bušić et al. (this volume) use
the terms migrants and forced migrants to denote people who have
migrated voluntarily and people whose migratory experience is that of
‘forced migration or displacement’. The degrees of power to decide over
the migratory experience are thus very different among different people.
Different types of mobility and migratory experiences may in turn affect
both the expectations placed on migrants to learn the language of the
host country, and those migrants interest in investing (Norton, 2000) in
new languages. Other conditions also affect language use, such as the
status and role of languages in a particular context, and professional and
other roles of migrants in the new country (e.g. elite mobility). These
aspects in turn have their own implications for social and linguistic
inequality.
In their introduction, the editors describe the common view of lit-

eracies in all the contributions in the volume as ‘social practice[s]
embedded in relations of power’ (Norlund Shaswar & Rosén, this vol-
ume, p. 15; cf. Street, 1984: 1). By taking a social practice perspective on
literacies, the significance of power and ideologies is acknowledged and
highlighted (Street, 1984). While subscribing to the social practice view,
the contributors of this volume have written about literacies from a
multitude of different perspectives, including sociocultural, cognitive,
critical, and decolonial perspectives. Through their various and varied
perspectives on literacies, they suggest different ways in which to rethink
and reinvent literacies in mobility. The remainder of this contribution
will investigate the possibilities and challenges that various viewpoints of
literacies pose.
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Defining Literacies

Literacies is used throughout this epilogue in its plural form (except in
quotes) in opposition to ‘the a-social, a-historical skill/ability understanding
of reading and writing’ (Martin-Jones & Jones, 2000, p. 4), which is
associated with what Street referred to as the ‘autonomous’ (as opposed to
the ‘ideological’) model of literacy (Street, 1984). With the term critical
literacies, Janks (2010) wishes to signal a questioning of ‘the naturalised
assumptions’ (p. 13) of literacy. The perspective of critical literacies deals
with power relations and has a ‘social justice agenda’ (p. 12). Also according
to Janks (2010), a ‘critical literacy teacher’ (p. 19; emphasis in original) takes
interest in ‘what all kinds of texts (written, visual and oral) do to readers,
viewers and listeners and whose interests are served by what these texts do
(p. 19; emphasis added). The focus is therefore on what students and texts
do rather than merely on what students know, which is in line with Freire’s
view of literacy as a process (Freire, 1972).
In this volume, several contributions are based on studies that use a

methodological framework from Linguistic Ethnography. Within what
can be referred to as a ‘critical strand of ethnographic research on literacy’
(Martin-Jones et al., 2009, p. 46), there is ‘a commitment to multi-level
analysis (linking micro and macro processes)’ (ibid.), to studying changes
of literacies over time, and to studying the ‘specific ways in which literacy
practices and values are shaped by political economy, social structures,
and institutions’ (ibid.). Such analyses are present in contributions in this
volume.
Literacies are inextricably linked to ideologies and to power. Not only

are different languages and varieties ascribed different values and status in
society, but monolingual ideologies in society also often lead to the
expected norm of using one language during communication
(Canagarajah, 2013b, p. 1). Monolingual norms—according to which
‘one language at a time’ is regarded as the ‘ideal’ (Jørgensen, 2008,
p. 168)—are particularly evident in writing where languages are generally
expected to be kept separated from one another. Canagarajah (2011,
p. 7) points out that in writing, ‘standardized and discrete codes’ are
privileged, whereas translingual writing is censored.
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However, as Foucault (1978) writes, ‘[w]here there is power, there is
resistance’ (p. 95). By languaging and literacies, power relations and
oppression can be resisted and challenged. Monologic tendencies in
society can be resisted by for instance heteroglossia and dialogism in
speech and writing. Heteroglossia assumes that languages or varieties are
always imbued with different voices and meanings and that languaging
therefore always is dialogic (see Bakhtin, 1981, p. 428). Dialogism ‘in-
sures that there can be no actual monologue’. Instead, ‘[e]verything
means, is understood, as a part of a greater whole – there is a constant
interaction between meanings, all of which have the potential of con-
ditioning others’ (Bakhtin, 1981, p. 426). By acknowledging
heteroglossia and dialogism in literacies, we open up for a representation
of literacies in which a multitude of different voices can be acknowledged
(see also Blackledge et al., 2014).
Terms like bilingual and multilingual literacies have been proposed to

describe literacies where two or more languages are used. With the term
multilingual literacies, Martin-Jones and Jones (2000) wish to describe
‘the multiplicity and complexity’ (p. 5) inherent in peoples’ repertoires
(see Rymes, 2010). The term also accentuates ‘the multiple ways in
which people draw on and combine the codes in their communicative
repertoire when they speak and write’ (Martin-Jones & Jones, 2000,
p. 7). These codes are not merely limited to two languages, as the term
bilingual might suggest. Canagarajah (2013a) moves the discussion one
step further in viewing literacies as a ‘translingual practice’. A translingual
perspective enables us to move beyond binaries such as ‘mono/multi or
uni/pluri’ (p. 2) and to regard all types of integrated language use (e.g.
translanguaging, code-switching) as ‘fundamental to all acts of commu-
nication’ (p. 2) and, as a consequence, as something relevant not merely
for multilinguals but for everyone.
The concept of literacies—like other central terms about language and

communication—has long been defined according to monolingual ide-
ologies (Canagarajah, 2013a). In the renegotiation and revision of the
concept according to translingual ideologies, Canagarajah suggests a
focus on practices instead of on form and grammar. Such an emphasis on
practices enables pedagogical possibilities as it moves from prior
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emphases on form, codes and norms to a new emphasis on various
strategies associated with the ‘production and reception of texts’ (p. 4),
since it is through practices that ‘people negotiate difference and achieve
shared understanding’ (p. 5). This new view on literacy is in line with the
view of language as practice described above.
A translingual perspective on literacies—while focusing on practice—

does not however disregard form. Instead, ‘form is shaped for meaning in
relation to … ecological, social and contextual factors’ (p. 8). In edu-
cation, this may result in the co-construction of meaning and an
examination of what has traditionally been conceived of as errors.
Pedagogical possibilities associated with a translingual approach to lit-
eracies entail acknowledging and opening up the classroom to students’
communicative strategies outside the classroom (e.g. Creese &
Blackledge, 2010). By scaffolding and building on the resources that
students bring to class teachers can enable and support ‘spaces for voice
for students’. A translanguaging space (Hua et al., 2017, p. 412), i.e. a
space created ‘by and for [t]ranslanguaging practices’, could be one such
possible space.
In order to account also for ‘non-linguistic modes of literacy’,

Baquedano-López and Gong (this volume, p. 30) argue for multimodal
approaches (see also Street, 2017). The relevance of multimodality is also
seen for instance in Wedin’s contribution (this volume) where she—
building on Barwell’s (2018) idea of language as a source of meaning and
on Canagarajah (2018)—suggests a view of ‘[l]anguaging as source of
meaning’, by which she refers to ‘understanding language as negotiated
and developed in interaction between people’ who are ‘orchestrating
language and other semiotic resources to their benefit’ (Canagarajah,
2018, p. 809, as quoted in Wedin). In her contribution, Wedin writes
about how teachers at times encourage their students to use different
languages as well as different modalities as part of their learning process
when learning Swedish. This is in line with Norton’s (2014) suggestion
that ‘[t]he challenge for literacy educators is to reconceptualise classrooms
as semiotic spaces in which learners have the opportunity to construct
meaning with a wide variety of multimodal texts, including digital,
visual, written, and spoken texts’ (p. 116). Multimodal approaches have
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relevance not only for literacies in educational contexts, but also for
workplace literacies since professionals may well be expected to have ‘the
ability to choose suitable language/s and modalities when writing dif-
ferent texts’ (Jonsson & Blåsjö, 2020, p. 377). This highlights the
relevance of developing such competences in education.
Besides linguistic and multimodal approaches, Baquedano-López and

Gong (this volume, p. 45) put emphasis on ‘embodied forms of
knowledge’, warning that narrow definitions of literacies may result in
the concealment of for instance Indigenous knowledge systems and in
‘colonial erasure’ (p. 40). As an alternative, they call for understandings
of ‘decolonial embodied literacies’ (emphasis added) which take account of
how ‘knowledge, texts, land, ocean, sounds, the body, movements are
brought together to generate new meanings’ (p. 30). Literacies, they
argue, may be ‘sensorial, felt, or in motion’ (p. 45). This is in line with
Block’s (2014) argument that ‘embodiment and multimodality are
essential to any understanding of communication’ (p. 73).
The need to take embodiment into account is made relevant in a study

of seven multilingual African migrants in the Barcelona area, where the
authors Garrido and Codó (2017) shed light on ‘tabula-rasa discourses
that delanguage and, more generally, deskill migrants’ (p. 29). Garrido
and Codó urge for ‘the need to undertake sociolinguistic analyses of
language capitals, in this case English, as inseparable from speaking
bodies emplaced in specific ideological and political regimes which are
shaped by and in turn shape unequal global relations of power’ (p. 47),
suggesting that language cannot be separated from embodiment. On a
different level, Baquedano-López and Gong (this volume) show that
alternative literacies are developed collaboratively in the embodied
practice of preparing a meal together.
By broadening the concept of literacies, we lessen the risk of

accounting for only the literacies and voices of some, while excluding the
literacies and voices of many others. A broader concept including
translingual, multimodal and embodied aspects could perhaps more
accurately account for the complexity inherent in everyday
communication.
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Key Themes in the Volume

The chapters in the volume contribute with discussions about literacies in
relation to themes such as mobility, migration, power, social justice, voice,
agency (Bušić et al.), languaging (Wedin), translanguaging (Lundgren &
Rosén), language ideologies, investment (Al-Dhaif et al.), identities and
belonging. These perspectives are intricately interwoven in the contribu-
tions but will for the sake of clarity be discussed under different headings.
The chapters report on studies that have adopted different method-

ological and theoretical approaches. Linguistic Ethnography is employed
in several chapters but other theoretical and methodological frameworks
and perspectives have also been used, such as Hornberger’s (1989, 2003)
continua of biliteracy (Lundgren & Rosén; Wedin), Wenger’s (1998)
communities of practice (Al-Dhaif, Hall, & Naeb), Goffman’s (1959)
notions of front region, back region (used as front stage and back stage)
(Dewilde), language biographies (Bušić et al.), mixed methodology (e.g.
different types of tests, questionnaires and written portfolios,
Pujol-Valls et al.) and frameworks from the fields of anthropology and
Indigenous-studies anthropology (Baquedano-López & Gong).

Mobility

Mobility as a central aspect of this volume infuses all the contributions.
Mobility is described by Blommaert (2010) as ‘the dislocation of lan-
guage and language events from the fixed position in time and space
attributed to them by a more traditional linguistics and sociolinguistics’
(p. 21). As mentioned, languages are regarded as mobile resources in his
paradigm of a ‘sociolinguistics of mobility’ (p. 5). In a globalised world,
new ‘markets for linguistic and communicative resources’ (p. 3) are
established (cf. market, Bourdieu, 1991). In such markets, people com-
pete for resources resulting in ‘winners and losers’ (p. 3); whereas certain
linguistic resources are highly valued in the economy of language and
literacies (cf. linguistic capital, signs of wealth, Bourdieu, 1991; cf. lan-
guage as commodification, Heller, 2010), others are less so. The linguistic
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and communicative resources of some people are described by
Blommaert as ‘mobile’ (e.g. high prestige varieties of language), whereas
the linguistic and communicative resources of others lack such ‘semiotic
mobility’ (p. 3; cf. mobility capital, Grey & Piller, 2020). This distinc-
tion, Blommaert (2010) claims, results in social inequality (p. 3). In
relation to moving from one place to another peoples’ ‘communicative
resources are affected […]: accents, styles, modes of conversational
arrangement all proved to be sensitive to mobility, and what worked well
in one part of the world proved to lose functional efficacy in another’
(Blommaert, 2014, p. 6). Such an observation is exemplified in
Al-Dhaif et al.’s chapter about Nadeema, a female Syrian refugee in the
UK, whose self-reported low literacy in Arabic seems to have conse-
quences for her learning of English, and in Norlund Shaswar’s descrip-
tion of Muhammad, an adult L2 learner of Swedish, whose long
experiences with driving a car prove not to be ‘mobile’ in the sense that
these experiences temporarily lose their value as consequence of his
migration to Sweden. To pass Sweden’s theoretical and empirical driving
tests, Muhammad and his wife Noor engage in collaborative literacy
practices, shaped by a societal institution (the Swedish Transport
Administration) as well as by their own agency and creativity.

Language Norms and Language Ideologies

Mobility entails moving across spaces that can be regarded, in the words of
Blommaert (2010, p. 6), as ‘someone’s space’. This space is therefore ‘filled
with norms, expectations, conceptions of what counts as proper and
normal (indexical) language use and what does not count as such’. This
point brings us to the discussion of language norms and language ide-
ologies. As many researchers have pointed out, monolingual norms
strongly prevail in society and in research about language use, language
acquisition, and language education (e.g. Blackledge, 2008; May, 2014a).
Grey and Piller (2020) write that ‘against the backdrop of normative
monolingualism … multilingualism today can seem like a new, anomalous
and complex feature of globalisation’ (p. 56; emphasis added) despite the
fact that it is not at all a new phenomenon. As mentioned above, people
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are—according to monolingual norms—expected to communicate using
‘only one language at a time’ (Jørgensen, 2008, p. 168; cf. the monolingual
bias, Block, 2003). Such norms assume that ‘languages have their own
unique systems and should be kept free of mixing with other languages for
meaningful communication’ (Canagarajah, 2013b, p. 1). Monolingual
communication is in many contexts preferred and seen as legitimate (cf.
legitimate language, Bourdieu, 1977, 1991), whereas translingual com-
munication—that is, integrating different languages—is regarded as devi-
ant. This dichotomy is often evident in educational contexts where
monolingual norms are pervasive. In a study of an international school in
Sweden, it was observed by the author that students in their everyday lives
engaged in translingual literacy practices (in the article described as mul-
tilingual literacy practices), including online literacy practices. The teaching
in the school, on the other hand, was characterised by language separation
and by monolingual norms (Jonsson, 2013). The translingual perspectives
of the students were thus not in line with how teaching was organised and
performed, which clearly has pedagogical implications for teaching and
learning in this context.
Language ideologies are examined throughout the volume in relation

to different roles ascribed to languages, such as for instance majority
languages, minority/minoritised languages (Dewilde), and indigenous
minority languages (Baquedano-López & Gong). Majority languages
have their obvious central position in language learning for migrants, in
the sense that language learners need to develop both oral and literate
skills in majority languages in order to participate in society, in order to
pass national tests, and in order to become employable (Dewilde;
Lundgren & Rosén, this volume, cf. May, 2014b). Despite the central
position of majority languages, the importance of including the existing
linguistic repertoires (see Busch, 2012) of students is strongly emphasised
in these chapters. Dewilde (this volume, p. 257) points to:

the importance of being able to write in the dominant language of society
and to the barriers that exist in many classrooms for migrant students to
draw on minority resources, practices and experiences to voice their
opinions in writing.
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This quote shows the importance of the balance between learning a
dominant language while at the same time preserving and developing
other languages in one’s linguistic repertoires. In her chapter, Wedin
(this volume) shows how multilingualism was encouraged as a resource
for learning in the classroom, but, at the same time, not valued as an asset
for the future. This illustrates the persistence and pervasiveness of
monolingual norms in society and education.

The Multilingual Turn

Blackledge (2008) points out that in society there is often ‘an ideological
drive toward homogeneity, a drive which potentially marginalises or
excludes those who either refuse, or are unwilling, to conform’ (p. 36).
This observation accords with Blommaert’s discussion of a market for
linguistic and communicative resources with winners and losers. Recently
this monolingual bias in society, research and education has been
questioned and problematised in different manners and through different
forums. Piller (2013) suggests that ‘[a] research agenda that takes lin-
guistic diversity as the basis of sociolinguistic inquiry must also include
the hidden histories of linguistic diversity and modernity’s attempts to
erase diversity’. What has been described as ‘[t]he multilingual turn’
(May, 2014a) suggests ways in which to unthink the monolingual bias in
for instance second language acquisition and bilingual education. May
(2014b) emphasises the importance of combining our ‘understanding of
the complexity, reciprocity, and porosity of multilingual repertoires’
(p. 217) with an understanding of a ‘need for access to standardized
language varieties and to the achievement of bi/multiliteracy’ (p. 217),
since access to both of these resources are crucial for multilingual
learners. He also urges that the repertoires of multilingual learners should
have a central and foundational position in the language curriculum as
well as in assessment (ibid.).
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Identities, Belonging and Learning

Questions regarding identities and belonging are considered in many
contributions. Baquedano-López and Gong (this volume, p. 46) push for
the need to ‘re-image spaces of belonging’ in educational systems. This
idea accords with Dewilde’s (this volume) comments, described above,
about the importance of creating safe writing spaces and Lundgren and
Rosén’s (this volume) discussion about a creating translanguaging space/a
space for translingual pedagogy.
Al-Dhaif et al. (this volume, p. 95) emphasise the relationship

between identities and language learning in the chapter about Nadeema,
a female Syrian refugee in the UK, who struggles to learn English but
whose ‘self-reported non-literacy in Arabic directly and/or indirectly,
positively and/or negatively impacted on her sense of self, and her (dis)
investment in learning English in and outside the … classroom’. The
view of low literacy that arises in the chapter is ‘socially constructed as a
tool of hegemony’ (p. 91). Literacies are, according to Al-Dhaif et al.,
formed by ‘language learners’ learning history, identiti(es), past experi-
ences, the dominant views in their families and wider communities, and
the imagined benefits, if any, literacy carries for them’ (p. 83). In order
to offer support for learning, Al-Dhaif et al. emphasise the importance of
awareness about experiences and challenges faced by low literacy lan-
guage learners. They conclude the chapter by stressing the ‘importance of
expanding the language learning research agenda to regularly include
LESLLA learners’ (p. 97).
In their discussions about low literacy and language learning,

Al-Dhaif et al. link these aspects to Norton’s (2001) concept of invest-
ment. Norton writes ‘an investment in the target language is also an
investment in a learner’s own identity, an identity which is constantly
changing across time and space’ (p. 166; as quoted in Al-Dhaif, Hall &
Naeb, this volume). The willingness to invest in a language and an
identity may depend on many different aspects for instance, the reasons
and rationale for learning a language, the requirements and imagined
benefits of learning a language, and the received support when learning a
language.
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A Translingual Approach to Literacies

Pedagogical possibilities associated with a translingual approach to lit-
eracies involve encouraging students to become aware of the power of
educational institutions as these ‘reproduce monolingualist language
ideologies and dominant norms in society and institutions’ (Canagarajah,
2013a, p. 9). In order to gain ‘social and educational success’ (p. 9),
people need to engage with such norms—‘[h]owever unfair and limited
they may be’ (p. 9)—but people do not need to uncritically accept them
or adapt to them. In education, teachers can encourage students to use
and develop the communicative strategies that they have developed
elsewhere, while becoming aware of dominant language ideologies in
society and engaging with these in a critical and reflective manner. Such
critical educational engagement can result in ‘the pluralization of norms
and the construction of more democratic social spaces’ (Canagarajah,
2013a, p. 10).
Lundgren and Rosén (this volume) show how a translanguaging

pedagogy can be employed in the teaching of Swedish to adult migrants.
By working with a translingual reading project as part of a research and
development programme, teachers became aware of the importance of
including the different linguistic repertoires of the students in their
education, and of how inclusion of these repertoires could be linked to
engagement and empowerment.
All contributions, with their different perspectives and foci, contribute

to the field of literacies in mobility by highlighting different but inter-
related themes and issues. They all take a social practice perspective on
literacies and suggest different ways in which to rethink and reinvent
literacies in mobility. The different perspectives might also entail certain
challenges by adding layers of complexity to the discussion of literacies by
representing different strands and different terminology. However,
acknowledging this complexity also contributes to a broader and more
detailed picture of everyday literacy practices in mobility.
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Future Research Directions

Twenty years ago, Barton (2001) pointed out the relevance of using
literacies as a starting point for learning more about a variety of topics.
He wrote:

Whether it be technological change and Internet use, educational change
and the nature of learning, the relation of language to poverty and social
exclusion, or language in the changing workplace, an analysis which starts
from literacies is central to understanding. (Barton, 2001, p. 101)

The contributions in this volume illustrate how the study of literacies can
allow us to comprehend various situations related to migrants’ language
use in our times characterised by mobility and globalisation. These
contributions also show us directions for future research by signalling
areas that would benefit from being pursued further, such as (but not
limited to) social inequality and social justice, belonging and identities,
voice, digital literacies, multilingual/translingual literacies, multimodality
and embodiment.
In the unthinking, rethinking and reinvention of the concept of lit-

eracies, we have seen how translingual, translocal, multimodal, and
embodied perspectives open up for new understandings. I suggest that a
way forward for New Literacy Studies in relation to mobility, migration
and translingual language use includes such perspectives to account for
the complexities inherent to literacies in mobility. By translingual,
multimodal, and embodied perspectives, it is possible to counteract
monolingual biases and norms in the study of literacies and by including
a translocal perspective, it is possible to take into account both the local
and the translocal in research about literacies and in education. Four
primary areas for future studies about literacies in relation to mobility are
suggested in what follows.
Social inequality and justice stand out as prime areas for further

investigation of literacies in mobility. Blommaert (2010) explicitly
highlights that, in addition to old patterns of inequality, globalisation
leads to ‘new patterns of inequality’ (p. 197) which urgently need to be
addressed. Several different challenges have been identified throughout
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the contributions. One of the main challenges involves rethinking and
broadening both the concept of literacies as well as the gaze of researchers
in the field, in order to explore the literacies of speakers that traditionally
have less representation (e.g. migrants with low literacy in their first
language) and speakers whose languages have been marginalised in
society, e.g. speakers of Indigenous and national (or regional) minority
languages. By broadening both the concept and the gaze, it will be
possible to give more socially just accounts of literacies and to make
literacies of more people visible.
Questions regarding the gaze of the researcher (what we chose to focus

on and what we see), reflexivity of the researcher, and the emic per-
spective on research have been identified as prolific. These are issues that
are typically discussed and problematised in studies of Linguistic
ethnography and for which such an approach is suitable. These and other
questions would benefit from being addressed further within the study of
literacies. This is in line with Street’s (2017) suggestion that:

the ethnographic approach adopted by many researchers and practitioners
in the New Literacy Studies and in literacy as social practice could
fruitfully link with work in the field of multimodality and of new tech-
nologies to inform policy and practice in education that could help us see
and then build upon such practices. (Street, 2017, pp. 11–12)

Digital communication and new technology are central in our times
characterised by mobility. Through digital literacy practices, ‘[g]lobal
discourses and flows are on the move’ and people can access places and
other people around the world (Jonsson & Muhonen, 2014, pp. 98).
Such access to global discourses and to varying places vastly affects our
everyday life communication and literacies. As mentioned, the ongoing
Covid-19 pandemic has led to an increased use of and reliance on digital
technology for online meetings both for professional and private pur-
poses. In a time where societies have closed down and where we have
been forced to quarantine and isolation, technology and digital com-
munication has opened up for new ways in which to meet, work and
socialise. The rapid and dramatic changes in society have led to
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increasing demands on and possibilities of technology which in turn can
lead to new research questions.
As for pedagogical implications and possibilities, we need to develop

our knowledge about how different types of experiences ‘of relocation
due to migration and displacement’ shape learning conditions
(Baquedano-López & Gong, this volume, p. 25). Such understandings
are central if education is to build upon different types of knowledge and
experiences that students bring to class, and to develop an inclu-
sive educational system for all, which implies that all languages and
voices will be valued. Accomplishing this goal has implications for what
learning opportunities are offered to whom, and for students’ willingness
to invest or disinvest in the learning of new languages.

Concluding Remarks

By opening up and broadening the concept of literacies, the study of
literacies can become more inclusive, encompassing the voices and lit-
eracies of more people. In the reinvention of the concept literacies, dif-
ferences along several gradients could be taken into account, such as the
gradient between spoken and written, between social justice and social
inequality, and among changes from local to translocal and global. It is
also argued that the term benefits from being reinvented in relation to
concepts such as mobility, spatial context, time, language, multimodality,
embodiment, power, resistance, identity/belonging, digital communica-
tion, and new technologies.
Throughout this epilogue, it has been suggested that translingual,

translocal, multimodal and embodied literacy practices offer productive
ways in which to investigate literacies in relation to mobility and
migration. Translingual, multimodal, and embodied perspectives, offer
us a possibility to counteract monolingual biases and norms in society
and in the study of literacies, while translocal perspectives allow us to
take into account both local and translocal aspects. Our understandings
of the concept of literacies has consequences not only for what we focus
on in studies about literacies, but also for the pedagogical implications
and possibilities that these studies can offer.
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