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Translanguaging in a Swedish Multilingual Classroom

Ann-Christin Torpsten
Linnaeus University

The overarching aim of this article is to inves-

tigate perceptions regarding linguistic potential

and language competence in relation to trans-

languaging strategies. The data presented con-

sists of classroom activities, texts, and pictures

produced by eleven-year-old pupils and their

teacher in a multilingual classroom context.

The pupils have varying lengths of in-country

residence, from being born in Sweden to being

newly arrived. At many schools only the target

language is supposed to be used in teaching

(Cummins, 2007). But the simultaneous use of

multiple languages, also called translanguag-

ing, in the classroom leads to broader and

deeper knowledge of language and subjects

(Williams, 1996). Teaching based on pupils’

resources is crucial for multilingual pupils’

thinking and learning (Meier & Conteh, 2014).

The results show that the pupils have large lin-

guistic potential, but there are great differen-

ces in estimating and perceiving their

languages. A pattern stands out: Those pupils

who have given their languages high ratings

are considerably more positive to the teachers’

initiative by shaping new relationships and

contributing to the mutual development of

knowledge than those with discrepancies in

their ratings.

Almost one fifth of pupils in Swedish preschools

and primary schools have foreign backgrounds. Some

of them are born in Sweden and some have recently

immigrated to the country. In mandatory schooling in

Sweden, pupils have the right to be instructed in one

of two languages: their mother tongue or Swedish as

a second language. Teaching in these languages has

been offered for just over 40 years. According to

each respective language curriculum (Skolverket,

2015), the pupils are given the opportunity to develop

their languages in speaking and writing in order to be

confident in their language ability and to be able to

use their languages in various contexts for different

purposes and for learning.

This article has the overall purpose of generating

knowledge about linguistic diversity in schools by

investigating multilingual pupils’ perceptions regard-

ing linguistic potential and language competencies in

relation to translanguaging (Garc�ıa, 2009; Garc�ıa &

Kleyn, 2016) strategies. Through an ecological

(Kramsch, 2008) and a linguistic life-story approach

(Bengtsson, 2007) to learning, teaching, interacting

with the environment, and looking at the school as a

pedagogical practice, I examine different kinds of

data produced in a classroom setting where nine dif-

ferent native languages are spoken. In this multilin-

gual classroom the teacher has introduced

translanguaging following Garc�ıa’s (2009) pedagogi-
cal principles of social justice and training.

Mother Tongue and Swedish as a Second Language

A rich and varied language is the precondition for

being able to understand and work in a society where

cultures, philosophies, generations, and languages

meet (Skolverket, 2015). Language skills are shown

to support both second-language development and

learning in other areas, and access to instruction in

one’s best known language has significance for multi-

lingual pupils’ literacy development as well as per-

sonal and cultural identity, emotional and social

maturity, and cognitive development (Cummins &

Schecter, 2003; Janks, 2010). In this context, the sub-

jects of mother tongue and Swedish as a second
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language most often are organized as separate

instructional practices where only the target language

is used in teaching. Mother tongue instruction is

organized outside the typical school schedule (Svens-

son & Torpsten, 2013). This form of educational pol-

icy using distinct instructional practices and only the

target language in teaching the subject can negatively

affect the pupils’ acquisition of knowledge (Cum-

mins, 2007; Garc�ıa, 2012).

The Expanded Language Sphere, Learning Settings,
and Development

The interaction between pupil and teacher proves

to be decisive for the acquisition of a second lan-

guage. The attitude of the pupils who are going to

learn and the environment in which they are being

taught is crucial to both the language being taught

and the learner. Pupils learn languages by socializ-

ing with friends who speak the target language; by

speaking, reading, and writing together with others

in school; and by direct instruction. The most favor-

able situation is if the teachers organize lessons and

use teaching strategies that lead to learning settings

where pupils feel accepted by their teachers and are

included in the class’s teaching community (Cum-

mins & Schecter, 2003; Frank & Torpsten, 2015).

Researchers such as Cummins and Schecter (2003)

stressed the importance of first-language education

for personal development. If multilingual children

have an opportunity to develop thinking and learn-

ing in all their languages, they catch up with mono-

lingual pupils in language competence and across

school subjects (Axelsson, 2013). Axelsson (2013)

pointed out four crucial factors in the education of

second-language learners. One factor is a socially

and culturally supportive environment that promotes

identity and cooperation. Another is language devel-

opment that includes both the first and second lan-

guage. The third is the development of school

subjects, and the fourth factor is cognitive develop-

ment, which is strongly connected to the other three

factors.

Translanguaging, Pedagogical Practices, and
Learning

Translanguaging is a pedagogical practice and a

teaching activity, emergent across different contexts,

that switches the mode of language in bilingual

classrooms (Garc�ıa, 2009; Garc�ıa & Kleyn, 2016). It

is a multidiscipline practice in which bilinguals

engage to make sense of their bilingual worlds.

Reading can be done in one language and writing in

another, and this pedagogical principle, approach,

and interaction with the environment allows multi-

lingualism to be a tool for developing language and

acquiring knowledge in all school subjects (Garc�ıa,
2009).

Pupils learn languages by
socializing with friends who speak
the target language; by speaking,
reading, and writing together with
others in school; and by direct
instruction.

The strategic use of multilingualism promotes

multilingual pupils’ identity and knowledge develop-

ment (Baker, 2000; Creese & Blackledge, 2010;

Cummins & Persad, 2014; Garc�ıa, 2012; Garc�ıa & Li,

2014). According to Meier and Conteh (2014), teach-

ing based on pupils’ resources was crucial for multi-

lingual pupils’ thinking and learning, with potential

benefits for individuals and society. Williams (1996)

showed that the simultaneous use of multiple lan-

guages in the classroom led to broader and deeper

knowledge of the language and other school subjects.

Language development benefits from the strategic and

concomitant use of multilingual pupils’ full language

potential in a school-learning practice. Thinking in

terms of a resource, where the pupils’ overall lan-

guage potential is taken into account in school, lan-

guage practice can lead to learning in all subjects and

promote the development of identity and knowledge

(Creese & Blackledge, 2010; Cummins & Persad,

2014; Garc�ıa, 2012). When instruction based on

pupils’ linguistic resources is critical to multilingual

pupils’ thinking and learning, there also appears to be

rewards for the individual and society (Meier & Con-

teh, 2014).

Monolingual and Multilingual Environments

For a long time language education and immersion

programs have been kept apart, and languages have been

learned one at a time. During recent years multilingual

environments have become common and multilingual-

ism normal (Cenoz & Gorter, 2015). Global migration

has gone through a process leading to super-diversity

within neighborhoods where common assumptions

about the inhabitants’ national, regional, ethnic, cultural,
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or linguistic status often do not hold true (Blommaert,

2010). Research (Kramsch, 2008; Kramsch, 2009)

showed that multilingual speakers do not keep their lan-

guages apart as they operate in multilingual and multi-

cultural environments. Furthermore, they have the

ability to shape the very context in which languages are

learned and used in terms of symbolic competence. Eco-

logical approaches (Kramsch, 2008) to language learn-

ing and teaching showed the human interaction between

the innate properties and environments that people live

in and where development occurs in harmony with the

environment. It also showed the system that surrounds

the individual where she or he is at the center. Haberland

(2005) discussed domain and domain loss, stressing how

people deal with language choices in order to make the

best use of one’s linguistic resources and pointing at

bilingual speakers’ dominance configurations due to

place and situation. Manyak (2004) stressed the impor-

tance of both extending bilingual pupils’ linguistic rep-

ertoires and creating classroom activities that engage

and prepare pupils to find successful ways in a more and

more diverse society. Working with translanguaging in

multilingual classrooms is emphasized as a practical and

powerful way to facilitate multilingual pupils’ language

and literacy learning.

An Ecological Approach: Empirical Data,
Methodology, and Analysis

Through an ecological approach (Kramsch, 2008)

and what one can call a linguistic life-story approach

(Bengtsson, 2007) to learning, environment, teaching,

and interaction, my intention is to investigate percep-

tions regarding linguistic potential and language com-

petence in relation to translanguaging strategies.

Looking at the school as a pedagogical practice, I

examine different kinds of data—such as classroom

activities, texts, and pictures—produced by three

compulsory school pupils in a multilingual classroom

context. This examination is part of a multiyear

school development and research project: An inter-

vention school project (Denscombe, 2016) based on

translanguaging in which I was both a researcher and

a participant observer. The school is situated in a

multilingual area, has 220 pupils from preparatory

school through Form 6, and is 98 percent multilingual

with native languages/mother tongues other than

Swedish. There are up to 30 pupils with varying

lengths of in-country residence, from those born in

Sweden to those newly arrived, in each classroom.

The three pupils participating in this study speak dif-

ferent first languages. They began learning Swedish as a

second language at different times. Their teacher speaks

Swedish. To retain their confidentiality, I call the pupils

Aisha, Somsa, and Vanja, and the instructor is called

Teacher. I use the term native language when speaking

about the pupil’s first or best known language. The

parents gave permission (Denscombe, 2016) for their

children’s material to be used. On the same form they

answered questions regarding their arrival date in Swe-

den, when their child first started learning Swedish, and

which languages are spoken at home, and which is the

pupil’s native language.

Aisha’s parents came to Sweden a year before she

was born. Somali is her native language, and at the age

of two she started learning Swedish in preschool. She

has attended mother tongue education one hour a week

since she started school.

Somsa came to Sweden from Thailand at the age of

four and he speaks some Thai, but his mother now pre-

fers speaking Swedish to him. He does not attend mother

tongue education and had no literacy competence in

Thai at the time when his teachers started this translan-

guaging practice project.

Vanja came to Sweden at the age of nine. She spoke

Chechen with her relatives and friends, and she learned

Russian in school. After some time in the preparatory

class, she moved to an ordinary Form 4 class. She

entered this class when the teacher started the translan-

guaging project. In the beginning she received in-class-

room mother tongue support in Russian during science

lessons. Once a week she attends mother tongue educa-

tion in Russian.

Linguistic Life Stories, Told Events, Analysis, and
Research Questions

People give events meaning when they present them-

selves in various contexts (Atkinson, 1998; Kohler

Riessman, 1993; Polkinhorne, 2005). In this specific

classroom context pupils have presented themselves in

different ways, and in this article different kinds of texts

and activities are interpreted as parts of the participating

pupils’ whole life stories and linguistic memories

(Atkinson, 1998; Kohler Riessman, 1993; Polkinhorne,

2005). I read the texts several times in order to clarify

themes and see connections, focusing on told language

competence and critical events. I asked the following

questions about the texts and activities: What is told

about the translanguaging practice and possibilities in

life? What is told about language learning, potential, and

competence? What critical events and turning points

become visible?

Thematic quantitative content interpretation and anal-

ysis (Bryman, 2002) forms the basis for reflection that is

broadened when I link the analysis to theories of trans-

languaging practice, language and literacy learning, and

teaching.
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Results and Analysis

The following section contains thematic quantitative

content interpretation and an analysis of data in a spec-

trum of language potential and events in translanguaging

practice. The section begins with a thematic analysis and

connections to the theories of the themes that became

visible. I use as evidence quotations taken from the data,

translated from the original Swedish.

Translanguaging Practice in a Multilingual
Classroom

During the first years of school, these pupils’ native

languages were unheard in the classroom and ignored as

valuable languages to learn because Swedish was the

target for all language learning. To make multilingual-

ism a tool for language and identity development as well

as acquisition in all subjects in school, the teacher intro-

duced translanguaging following Garc�ıa’s (2009) strate-
gic and pedagogical principles of social justice and

social training. The class began to discuss the value of

multilingualism, then the pupils assessed their knowl-

edge of languages and pointed out their native language

(s). In this class nine different native languages were

spoken, and nineteen languages were more or less

known. Noted on the blackboard were Swedish, Norwe-

gian, Russian, Romanian, Turkish, Arabic, French,

English, Thai, Chechen, Albanian, Bosnian, Spanish,

Ukrainian, Macedonian, German, Kurdish, Greek, and

Somali. The following quotation is what one of the

pupils wrote in her diary about the languages she knows:

I know Swedish, Somali, English, and some words in

German, French, Spanish, and Ethiopian. I am happy I

know so many languages. That is the best thing that has

happened to me. When I am grown up I will know so

many languages that I can speak. About my class I am

happy that so many of my classmates know several

languages. [Aisha]

According to Cummins and Schecter (2003),

teachers’ and learners’ attitudes toward languages and

learning are crucial for language acquisition. In this ped-

agogical practice, positive attitudes toward language

knowledge encouraged the pupils. In the beginning of

the classroom translanguaging, Somsa was very reluc-

tant to try to write in Thai. But he became interested

when he saw his classmates writing in their native lan-

guages and discussing the languages with each other,

and finally he wrote a short text. The following quotation

demonstrates Somsa’s and his teacher’s attitudes toward

the languages he knows.

I know Swedish the best and then English. I wish I could

speak Thai as good as Swedish. [Somsa]

What if you could learn more Thai! I wish you could

teach me Thai! How cool to know so many languages.

[Teacher]

Somsa seemed to be encouraged by his teacher’s

response and went on writing in Thai, and from then on

he at times tried to write in Thai. He was not really

familiar with the script, but after some time he brought

lessons home to his Thai-speaking mother, and they

worked with concepts and texts. After a month he wrote

about his languages in his diary using both Thai and

Swedish.

In this pedagogical practice the subject content was

discussed in both homogeneous and mixed-language

groups. Pupils worked in these language groups, writing

texts in Swedish, in their native languages, and translat-

ing texts. Research (Williams, 1996) showed that the

simultaneous use of numerous languages in the class-

room leads to broader and deeper knowledge of lan-

guage and other school subjects. Later research (Baker,

2000; Creese & Blackledge, 2010; Cummins & Persad,

2014; Garc�ıa, 2012; Garc�ıa & Li, 2014) showed how the

strategic use of multilingualism promotes multilingual

pupils’ identity and knowledge development. One can

say that the teacher and these pupils developed positive

attitudes in relation to language learning and multilin-

gualism when strategically working with language and

knowledge in this multilingual group of pupils. Knowing

many languages and working in different language

groups were perceived as good and desirable.

Language Learning, Potential, and Competence

In translanguaging practice the pupils wrote and

painted postcards in their native languages and made

weekly notes about what languages they used before,

during, and after school. These activities show different

linguistic practices. Aisha speaks, writes, and reads

Somali, Swedish, and English over the course of a day.

When the pupils were asked to draw and paint pictures

describing linguistic aspects of their lives and the signifi-

cance of known languages as represented in parts of their

bodies, Aisha painted her language knowledge as

follows:

The yellow veil represents the brain with Swedish as the

language for thinking and talking. The red rosette and

hands represent German as my sister is half German and

sometimes she sends me messages. On the forehead is a

little bit of green for Arabic and Ethiopian, a language I

sometimes use for thinking and counting. The feet are
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dark blue, representing English, because English carries

me up. The heart is light blue and represents Somali.

The language I speak at home. I am that language.

[Aisha]

Research (Kramsch, 2008, 2009) showed that multi-

lingual speakers do not keep their known languages

apart and that they use their language knowledge accord-

ing to situation and place. This allows the pupil to per-

form in different scenes depending on the situation

(Torpsten, 2008). Aisha’s picture of herself demon-

strates her multilingualism and her language possibili-

ties, and the reference to her German sister gives a hint

of her relatives and family’s diaspora as they have been

scattered all over the world. With what one can call an

ecological approach (Kramsch, 2008, 2009), Aisha

makes linguistic choices (Haberland, 2005; Manyak,

2004) in her multilingual world and environment. She

uses her linguistic competence as a resource when inter-

acting with others.

Vanja knows five or even six languages. The follow-

ing quotation is from Vanja’s picture of herself and the

languages in her body. (The added comments in brackets

are mine.)

Orange [on top of head] is French because I want to

learn a lot of French. Lilac [in the mouth] is Russian

that I speak at home. Red [in the heart] is Chechen, my

home language. Blue [in the eyes] is Swedish that I like

to look at. Dark blue [in the hands] is Ukrainian that I

know. English [in the ears] is what I hear. [Vanja]

Vanja’s picture of herself demonstrates her potential

to act on different scenes by using known languages as

resources in different situations when interacting with

others (Haberland, 2005; Kramsch, 2008, 2009;

Manyak, 2004). A multifaceted, multilinguistic compe-

tence and somewhat fragmented knowledge became vis-

ible when she wrote in her diary a short story in Swedish

and added expressions from Russian, Chechen, and

Ukrainian.

There was a girl named Lina. Lina has three brothers.

She is twelve years old, and her family wants to go to

Finland to her younger siblings. When they were to

leave the car crashed. [Vanja]

The third pupil, Somsa, speaks mostly Swedish. He

uses very little Thai, the language he spoke up to four

years of age. Now his mother prefers speaking Swedish

with him. Somsa’s language choices could be under-

stood in terms of domain and domain loss (Haberland,

2005), and there is a risk that his language spheres will

not be extended (Bengtsson, 2007; Torpsten, 2008).

After school he speaks Swedish and English, and he

plays Danish computer games. Cummins and Schecter

(2003) and Janks (2010) stressed the significance of

native language instruction and multilingual pupils’ lit-

eracy development and cognitive development. Somsa

does not attend mother tongue instruction and he does

not mention Thai when describing his day’s linguistic

habits. Yet when drawing a picture of the languages in

his body, Somsa gave Thai a prominent place.

The yellow colour for Thai is placed in the eyes, ears,

mouth, and heart. Swedish is blue and placed in the

hands, legs, and mouth. English is red and I have a bit

on my head and mouth. [Somsa]

Somsa’s language in the body picture demonstrates

his multilingualism, and his knowledge becomes visible.

According to Meier and Conteh (2014), teaching based

on pupils’ resources is crucial for multilingual pupils’

thinking and learning. When it comes to Somsa, attend-

ing mother tongue instruction could be considered

important and decisive regarding his language, knowl-

edge, and identity development.

Critical Events and Turning Points

These three pupils have all encountered a new,

unknown language in school, and they all coped with

this in different ways. From this perspective, learning a

new language could be described as a critical event and a

turning point in the child’s world. Encountering the

school and an unknown language can be understood as

experiencing a new linguistic practice. Pupils who learns

to master languages and are encouraged to reflect on the

use of different languages expand their language spheres

and extend their linguistic horizons so they can under-

stand the world in different ways (Bengtsson, 2007;

Torpsten, 2008).

In this interpretation Somsa’s language situation

appears to imply changes in his life and a modified

understanding of the world (Bengtsson, 2007; Torps-

ten, 2008). His daily native language practice and

knowledge of the world changed when he started

school. Living in a world expressed by a new and

unknown language could be described and understood

as a critical event in Somsa’s language and linguistic

life world. In this context, learning Swedish appears

to be a turning point where his linguistic sphere was

expanded. Another critical event and turning point in

his life is writing, but not in Thai. Somsa saw his

classmates writing in their native languages and dis-

cussing languages with each other, so he finally wrote

a short text in Thai and involved his mother in his

homework. This, plus the teacher’s positive response

and encouragement, seems to be another turning

point where his linguistic sphere was expanded.
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Cummins and Schetcher (2003) and Frank and Torps-

ten (2015) stressed the importance of being accepted

and involved in the learning and teaching community.

Somsa’s teacher organized lessons and used strategies

that got him involved, included, and encouraged in

the classroom. He saw his classmates speaking, read-

ing, and writing together in their different native lan-

guages. This teacher had an ecological approach

(Kramsch, 2008) to teaching and learning, and one

can say that these events and turning points were

boosters in the pupil’s multilingual and identity

development in a changing world.

Concluding Reflection and Final Word

In this investigation I have focused on three multilin-

gual pupils and their different kinds of texts and class-

room activities. These pupils share a common

experience of having faced a new linguistic practice

when they encountered Swedish as an unknown lan-

guage and learned it as a second language (Skolverket,

2015). Other languages, including their native lan-

guages, were more or less already known. The pupils

were of different ages and had different linguistic skills

when encountering Swedish, but they participated in the

same teaching practice at school. At the beginning of

this project only Swedish was allowed in the classrooms

and on the schoolyard, and knowing Swedish was the

target for all language teaching activities. Separated lin-

guistic learning practices were the norm, and mother

tongues (Skolverket, 2015) were taught during special

after-school lessons. In the new pedagogical practice,

newly arrived pupils were encouraged by their teacher to

write texts in their best known language because the

teacher supposed it was easier to express experiences,

knowledge, and ideas in that language. There was coop-

eration between pupils as well as between and within

languages regarding translating concepts and texts and

writing texts in both native languages and Swedish.

There was also cooperation between parents and mother

tongue teachers. The teaching strategy followed the ped-

agogical principles of social justice and training in order

to break away from the previous monolinguistic

approach in school and to promote learning in all

subjects.

Findings show that the pupils have increased their

multilingualism, have used more than one language dur-

ing a school day, and have learned from each other. But

the pupils benefit from translanguaging in schooling in

quite different ways due to their preconditions, varied

ways of coping with this situation, and unique linguistic

life stories that became visible. Participation in mother

tongue classes could be understood as offering pupils

options to choose a multilingual identity (Torpsten,

2008). Two of these pupils participate in mother tongue

classes, and the mastery of several languages could be

understood as valuable for both the individual and the

society by creating an ability to switch languages, to per-

form at various venues depending on the situation, and

to allow for conscious identity changes.

One student’s story reveals strong positive attitudes

toward multilingualism by making visible the use of

spoken and written native, second, and other languages

as kinds of readily available skills. Multilingualism is

highlighted as both a personal resource and as something

to be proud of in a multilingual class and at home. In this

story different languages are easily used both in speak-

ing and in writing in different settings, demonstrating

how long stories can be written and translated from a

native language to a second language and to other lan-

guages or vice versa. These written and told texts in dif-

ferent languages are performed in various school

subjects. Working with translanguaging approaches

gives the impression of positive influences where lan-

guages are easily learned.

Another student’s story is about uncertainty, and per-

haps anxiety, regarding speech and language use. Scores

regarding linguistic abilities and the use of native, sec-

ond, or another language differ to a high degree. The

language preferred at home is the same as the one used

in school, and the second language is the one used at

school. During leisure time some other languages are

used as well. This story reveals that after a period where

classmates were working with translanguaging in the

class, this pupil became curious and abandoned his resis-

tance so he could admit that his native language has

some place in his life. His attitude changed to what can

be understood as curiosity and willingness to try to

experiment and apply one’s native language.

Yet another student story concerns being multilin-

gual, knowing three languages as a nine-year-old pupil

encountering the Swedish school system, and having to

understand one more language: Swedish. The presented

translanguaging project had just started in the class, and

this pupil had a positive attitude toward knowing differ-

ent languages. This pupil has applied known languages

in various ways and known languages are given scores

that highly differ. Knowledge in understanding, talking,

reading, and writing differs across the various languages,

as illustrated by the texts being written in one language

and translated to another. After a year in the class, this

student speaks and writes Swedish.

References

Atkinson, R. (1998). The life story interview. London: Sage.

Axelsson, M. (2013). Flerspra
�
kighet och l€arande [Multilingualism and

learning]. In K. Hyltenstam & I. Lindberg (Eds.), Svenska som

Multicultural Perspectives Vol. 20, No. 2

109



andraspra
�
k—i forskning, undervisning och samh€alle [Swedish as

a second language—In research, teaching and community]. Lund,

Sweden: Studentlitteratur.

Baker, C. (2000). The care and education of young bilinguals: An intro-

duction for professionals. Clevedon, UK:Multilingual Matters.

Bengtsson, J. (2007). Den levda kroppen [The lived body]. Pedagogiskt

magasin, 1(2), 54–57.

Blommaert, J. (2010). The sociolinguistics of globalization. Cam-

bridge, UK: Cambridge University Press.

Bryman, A. (2002). Samh€allsvetenskapliga metoder [Social science

methods]. Malm€o, Sweden: Liber.
Cenoz, J., & Gorter, D. (Eds.). (2015).Multilingual education:

Between language learning and translanguaging. Cambridge,

UK: Cambridge University Press.

Creese, A., & Blackledge, A. (2010). Translanguaging in the bilingual

classroom: A pedagogy for learning and teaching.Modern Lan-

guage Journal, 94(1), 103–115.

Cummins, J. (2007). Rethinking monolingual instructional strategies in

multilingual classrooms. Canadian Journal of Applied Linguis-

tics, 10(2), 221–240.

Cummins, J., & Persad, R. (2014). Teaching through a multilingual

lens: The evolution of EAL policy and practice in Canada. Educa-

tion Matters, 2(1), 3–40.

Cummins, J., & Schecter, S. R. (2003). School based language policy

in cultural diversity contexts. In S. R. Schecter & J. Cummins

(Eds.),Multilingual education in practice: using diversity as a

resource. Portsmouth, NH: Heinemann.

Denscombe, M. (2016). Forskningshandboken—f€or sma
�
skaliga for-

skningsprojekt inom samh€allsvetenskaperna [Research hand-

book—Small-scale research projects in the social sciences]. Lund,

Sweden: Studentlitteratur.

Frank, E., & Torpsten, A.-C. (2015). One-to-one computers and lan-

guage development in a multilingual classroom. US-China Edu-

cation Review A, 5(2), 77–90.

Garc�ıa, O. (2009). Bilingual education in the 21st century: A global

perspective. Hoboken, NJ: Wiley.

Garc�ıa, O. (2012). Theorizing translanguaging for educators. In C.
Celic & K. Seltzer (Eds.), Translanguaging: A CUNY-NYSIEB

guide for educators (pp. 1–6). New York, NY: CUNY-NYSIEB.

Garc�ıa, O., & Kleyn, T. (Eds.). (2016). Translanguaging with multilin-

gual students: Learning from classroom moments. New York,

NY: Routledge.

Garc�ıa, O., & Wei, Li (2014). Translanguaging: Language, bilingual-

ism and education. New York, NY: Macmillan.

Haberland, H. (2005). Domains and domain loss. In B. Preisler, A.

Fabricius, H. Habeland, S. Kjaerbeck, & K. Risager (Eds.), The

consequences of mobility (pp. 227–237). Roskilde, Denmark:

Roskilde University Department of Language and Culture.

Janks, H. (2010). Literacy and power. New York, NY:

Routledge.

Kohler Riessman, C. (1993).Narrative analysis. ThousandOaks, CA: Sage.

Kramsch, C. (2008). Ecological perspectives on foreign language edu-

cation. Language Teaching, 41(3), 389–408.

Kramsch, C. (2009). The multilingual subject: What language learners

say about their experience and why it matters. Oxford: Oxford

University Press.

Manyak, P. C. (2004). “What did she say?” Transition in a primary-

grade English immersion class.Multicultural Perspectives, 6(1),

12–18.

Meier, G., & Conteh, J. (2014). Conclusion. In G. Meier & J. Conteh

(Eds.), The multilingual turn in language education: Opportuni-

ties and challenges (pp. 292–299). Bristol, UK: Multilingual

Matters.

Polkinhorne, D. (2005). Narrative configuration in qualitative analysis.

In J. A. Hatch & R. Wisniewski (Eds.), Life history and narrative

(pp. 5–23). London, UK: Falmer.

Skolverket. (2015). L€aroplan f€or grundskolan, f€orskoleklassen och fri-

tidshemmet 2011 [Curriculum for primary schools, preschool

class and the leisure time program 2011]. Stockholm, Sweden:

Author.

Svensson, G., & Torpsten, A.-C. (2013). Makt och literacitet:

Modersma
�
lsl€arare skriver om modersma

�
lsundervisning (Power

and literacy: Native teacher writes of mother tongue educa-

tion). In D. Skjelbred & A. Veum (Eds.), Literacy i

læringskontekster (pp. 166–176). Oslo, Norway: Capplelen

Damm Akademisk.

Torpsten, A.-C. (2008). Erbjudet och upplevt l€arande i m€otet med sven-

ska som andraspra
�
k och svensk skola [Offered and experienced

learning in the meeting with Swedish as a second language and

the Swedish school] (Doctoral dissertation). V€axj€o Universitet,

V€axj€o, Sweden.

Williams, C. (1996). Secondary education: Teaching in the bilingual

situation. In C. Williams, G. Lewis, & C. Baker (Eds.), The lan-

guage policy: Taking stock (pp. 39–78). Langefni, UK: CAI.

The Official Journal of the National Association for Multicultural Education

110


