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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

162 B. Lundgren and J. Rosén



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)
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(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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