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Abstract 
Translanguaging, with its connection to second language acquisition (Abrahamsson, 
2009), is more useful now than ever, as multicultural classrooms are increasing drastically 
across the world (Hua, 2014). This is the case for Sweden, in particular, as one fifth of 
the students have foreign backgrounds (Torpsten, 2018). Bilingualism is, in other words, 
common in Swedish schools and many studies have investigated the benefits of 
translanguaging in the Swedish as a second language classrooms. However, few studies 
have focused on the role of translanguaging in the English classrooms in Swedish upper-
secondary schools and none are from the students’ perspective. To fill this gap, this study 
investigates the students’ attitudes towards translanguaging in the ESL classrooms in 
Swedish upper-secondary schools. Data was gathered by means of a questionnaire, with 
62 participants from separate schools, and a focus group interview, with 4 participants 
from the same school. The findings show that although research strongly supports the use 
of translanguaging in second language classrooms, the Swedish students tend to agree 
with the more traditional view on SLA; namely, only speaking English in the English 
classroom. Furthermore, this research paper indicates that the teachers, according to the 
students, share the traditional view, with some exceptions. This paper shows that the 
translanguaging strategy has not been used enough in the Swedish classrooms that 
participated in this study and, therefore, the young learners of English are not acquainted 
with its benefits in SLA. 
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1. Introduction 

Up until the late 1960’s, using one’s mother tongue to learn a new language was seen as 
a hinder rather than a successful acquisition strategy (Abrahamsson, 2009). In today’s 
world, diversity is seen as an advantage and the traditional ways of perceiving language 
are being questioned (Garcia & Seltzer, 2016). Recently, many researchers have 
investigated the effects of using one’s full linguistic repertoire when learning a new 
language (Cummins, 2017; Garcia & Li, 2014; Mazak & Carroll, 2017; Karlsson et al, 
2016). Using language learners’ full repertoires to develop their knowledge of the target 
language is what is known as translanguaging, which according to Garcia and Kleyn 
(2016) would “[…] not only improve the education of bilingual students, but, in so doing, 
we build a better and more just world” (p. 14). Although it is not a term that is easily 
defined, the practice of translanguaging comes with many benefits (Garcia & Li, 2014). 
Garcia & Li (2014) explain the concept of translanguaging as for example reading and 
discussing in one language and writing in another, which allows the learner to digest and 
get a deeper understanding of the target language, as well as develop the ‘weaker’ 
language by receiving help from the ‘dominant’ language. Moreover, it is claimed that as 
a pedagogical approach, translanguaging enhances the teaching by using the speaker’s 
multilingual and multicultural identities to improve the speaker’s knowledge of the target 
language (Mazak & Carroll, 2017).  
 Despite the benefits, research has shown that state schools continuously use 
monolingual practices in the classrooms (Garcia & Li, 2014). Torpsten (2018) writes that 
many schools only use the target language in their teaching, even though translanguaging 
has been shown to develop a deeper and broader knowledge of the language. Garcia & 
Kleyn (2016) mean that many teachers avoid using the practice of translanguaging in their 
classrooms, since this goes against what the schools have traditionally used as methods 
in the language classrooms. This can be seen in the curriculum (developed by the National 
Agency of Education in Sweden), which states that only English is to be used in the 
English lessons (Lgy11, Skolverket, 2011). This can be connected to the language 
ideology of ‘one nation one language’, which, according to Mazak & Carroll (2017), leads 
to monolingual ideologies and is an obstacle when developing a multilingual society.  
 The reason behind schools being discouraged from teaching 
translanguaging strategies in language classrooms is unclear, since the world has never 
been more multilingual than it currently is. More than 50 % of the world’s population 
speak more than one language and continuous migration has led to more multilingual 
societies around the world, especially in European countries (Berényi-Kiss, 2012). 
Moreover, Garcia & Li (2014) mean that migration has occurred faster than ever before 
in the 21st century which shows a clear picture of the greatness of the linguistic 
heterogeneity in the world. In the case of Sweden, one fifth of the students have foreign 
backgrounds (Torpsten, 2018). Hua (2014) claims that multicultural classrooms have 
increased across the world, where students from different backgrounds are learning to co-
operate in the classrooms. More importantly, the National Agency of Education in 
Sweden has, in their annual statistics in 2003, shown that students with foreign 
backgrounds are a majority in the category of students who fail their subjects in school, 
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which Karlsson et al (2016) suggests can be explained by their incompetence in their 
second language, since they do not have tools to develop their L2 fast enough. 
 Research clearly shows that languages are migrating with their speakers 
across the world. In Sweden, the schools are flooded with bilingual students, which begs 
the question of what the students’ views are on translanguaging strategies. Previous 
research has already investigated what schools’ and teachers’ views are, but none have 
focused on the Swedish students in English classrooms. Mazak & Carroll (2017) state 
that the only literature on translanguaging that exists is from the US and UK in primary 
and sometimes secondary classrooms. Cummins (2017) claims that the past decade has 
shown a major gap concerning typical monolingual instructional practices in SLA and 
optimal bilingual instructional practices – meaning that the latter practice has not been 
argued for enough. To fill these gaps, this paper investigates what Swedish upper-
secondary school students’ attitudes are regarding translanguaging in the English 
classrooms. Although many students come from different language backgrounds, even 
the ones with Swedish as L1 have the opportunity to explain their attitudes towards 
translanguaging when developing ESL. The students’ attitudes are in focus partly because 
teachers’ perspectives have been presented in previous research, and partly to highlight 
whether the practice of translanguaging truly is in use in Swedish ESL classrooms. 
 
1.1 Background  

This section will present background information that is relevant for answering the 
research questions of this paper. Three sections will be presented: historical background, 
definitions, previous research and the Swedish National Agency of Education on EFL. 

 

1.1.1. Historical background 

In the beginning of the 20th century, the mother tongue was regarded as an obstacle rather 
than an aid when teaching a second language (Ringbom, 1987). Behaviouristic 
psychology began discussing transfer in the 30’s and 40’s (Ringbom, 1987; 
Abrahamsson, 2009). According to behaviourism, transfer is when the previously learned 
materials influence the current learning of a task (Ringbom, 1987). The difference 
between the structure of the first and the second language was the big difficulty in 
language acquisition and transfer from L1 structure to L2 production was seen as a major 
error (Abrahamsson, 2009). This view resulted in the development of ‘The Contrastive 
Analysis Hypothesis’ (CAH) (Abrahamsson, 2009). The primary conclusion of the CAH 
was that language errors must be avoided at any cost, otherwise incorrect learning would 
occur (Abrahamsson, 2009). The tool was to give examples of general errors from specific 
L1, i.e. negative transfer, that could occur, so that the teachers could prevent this from 
happening; however, the fault in this was that many learners make errors that do not 
originate in their L1 (Abrahamsson, 2009). Another problematic part of the CAH is that 
most errors are not even connected to L1 at all, but also occur with children who speak 
the target language when they are younger (Abrahamsson, 2009), e.g. when a verb tense 
is overgeneralized (goed instead of went). The CAH was, because of the noted problems, 
abandoned in the end of the 1960’s (Abrahamsson, 2009).  
 Other theories arose after behaviourism, such as the Mentalist theory. The 
Mentalist theory claimed that language competence develops through actively generating 
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a set of mental rules and creating utterances from those mental rules (Abrahamsson, 
2009). The primary statement of the Mentalist theory is that language comes naturally to 
the human and should therefore be perceived as an innate trait (Abrahamsson, 2009). 
 Interlanguage theory, which developed after the behaviourism and the CAH 
theory, was focused on the positive aspects of transfer and other language strategies that 
involved the L1 of the L2-learners. Abrahamsson (2009) argues that whilst the previous 
theories focused on the undesirable results of transfer and the threat against the continuous 
language development, the public now started to see that language errors are harmless 
and completely natural and that they are a part of the natural process of language 
acquisition. L2-learners were now encouraged to use L1 when necessary (Abrahamsson, 
2009). This led to the emergence of the Ignorance Hypothesis (1968), which explained 
that L2 learners often times ignore incorrect constructions in the target language and utter 
the incorrect construction anyway, when lacking a better way to express themselves (this 
involves transfer and code-switching) (Abrahamsson, 2009). All of these concepts are 
included in the term cross-linguistic influence. According to Ringbom (1987), cross-
linguistic influence is essential and influential in L2 learning. In the 1970’s the influence 
of L1 on L2 became clearer by each study that was published, and in the 80’s, the change 
of the attitudes regarding transfer and cross-linguistic influence differed greatly in 
comparison to the traditional views (Ringbom, 1987).   
 
1.1.2. Definitions of the central concepts 

This section will provide definitions of the most relevant concepts in regard to the topic 
of this paper. The definitions will follow this order: first language, multilingualism, 
vehicular language/vernacular language, transfer, translanguaging and motivation.  
 A first language is defined as the first language that the individual is 
exposed to by parents or a guardian, whilst a second language usually refers to any 
language that is learnt after the establishment of the first language (Abrahamsson, 2009). 
This does not mean that the first language necessarily is the best language, meaning that 
the speaker does not have to be most competent in their first language (Abrahamsson, 
2009). Cook (2003) argues that although the public knowledge is that the L1 (first 
language) influences the L2 (second), L2 can also influence the first language. Cook 
(2003) refers to this as multi-competence, meaning that two or more languages function 
or co-operate at the same time in the mind of the speaker (see Figures 1.1 and 1.2). Garcia 
& Seltzer (2016) mean that by stigmatizing a first and a second language, the bilingual 
students are excluded from ever knowing their L2 as ‘well’ as an L1-speaker of that 
language.  
 To provide a solid definition of multilingualism, it must become clear what 
the term monolingualism stands for. According to Cook (2003) a monolingual person 
speaks the language they were taught in childhood and no other languages. Moving on, 
there is a difference between societal and individual multilingualism (individual 
multilingualism is also called plurilingualism, according to Garcia & Li, 2014); the first 
being the co-occurrence of several languages in one single society, whilst the second 
stands for knowledge of various languages in one speaker (Berényi-Kiss, 2012). In other 
words, a multilingual society does not necessarily have a multilingual population. One 
might confuse multilingualism with bilingualism, the latter meaning “knowing and using 
two autonomous languages” (Garcia & Li, 2014, p. 11).  
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 Other terms that are commonly used when speaking of languages are 
vehicular and vernacular language. A vernacular language is a language or a native 
speech of a specific area, country, district or even group; it can be both national and 
international (Berényi-Kiss, 2012). A vehicular language, on the other hand, is a variety 
of a language that is commonly used in particular situations and social practices (Berényi-
Kiss, 2012). 
 Moving on to the concept of transfer, the concept has several definitions 
depending on one’s perspective; traditional or up-to-date. Traditionally, transfer was 
either negative or positive; negative meaning that errors occurred based on the speakers 
L1 and positive referring to when the L1 and L2 have similar systems and therefore create 
‘successful’ use of the L2 language (Ringbom, 1987). Abrahamsson (2009) argues that it 
is crucial not to separate the two parts (negative and positive transfer), since they both can 
occur in the same process. Some of these errors could be seen as fossilisation, meaning 
that the errors would become permanent in the learner’s language use (Abrahamsson, 
2009).  
 Transfer, in its modern definition, is 
related to theories of how several languages can co-
operate in the mind. Cook (2003) gives a thorough 
explanation of these types of occurrences of several 
languages working simultaneously in the mind. The 
ones relevant to this study will be explained briefly. 
Figure 1.1 represents the separation model, which 
argues that the user never uses the two languages at 
the same time, which is common in many language 
classrooms, where the focus is only on the target 
language (Cook, 2003). Figure 1.2, the partial 
integration model represents the two languages 
overlapping in the same mind (Cook, 2003). In 
connection to this research paper, Figure 1.1 
represents the traditional view on how SLA works, 
and Figure 1.2 shows how translanguaging can occur 
when producing speech in L2.  
 The term translanguaging was first mentioned and used by a Welsh teacher 
in 1994 when he studied how teachers can teach bilingual students (Garcia & Kleyn, 
2016; Garcia & Li, 2014; Mazak & Carroll, 2017). His students were asked to use their 
full language repertoire to deepen their knowledge of Welsh and English (Garcia & 
Kleyn, 2016). This, in turn, resulted in the students building a bilingual identity, which 
was also referred to as integrated bilinguals, since the two languages were integrated in 
the acquisition process (Garcia & Kleyn, 2016). Translanguaging got the definition of 
“the deployment of a speaker’s full linguistic repertoire” (Garcia & Kleyn, 2016, p. 14). 
A second way of describing the theory is the ability to mix and switch between languages 
and use their repertoires as an integrated system (Garcia & Li, 2014). It is, however, not 
to be mixed with code-switching, since translanguaging involves the full repertoire and 
not single word switching (Garcia & Li, 2014; Otheguy et al, 2015). A famous quote that 
is used to explain translanguaging is from one of Garcia’s lectures (Garcia & Seltzer, 
2016, p. 22): 

L1 L2

Figure 1.1 Separation model 

L1 L2

Figure 1.2 Interconnection model: Partial 
integration 
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When typing or texting, your smartphone allows you to change or switch languages simply by 

pressing a key and switching your keyboard, following the concept that there are named 

languages. But when the bilingual speakers use their phones to text with other bilinguals, they 

use their entire language repertoire of features, their own language, with some words and 

phrases associated with one named language and other words and phrases associated with the 

other. The result is that the smartphone autocorrects words in one language to words in that of 

the language you’re typing in, often to very frustrating – or humorous – effect! Translanguaging 

is the ability to precisely ignore this kind of language function on the smartphone, and to use all 

language features fluidly because they are part of the bilingual speaker’s repertoire. […] 

However, society – and most importantly, the school – educates bilinguals according to a 

named-language view, not this translanguaging view.  

Lastly, translanguaging is a beneficial approach to use in order to protect minoritized 
languages and communities, since it gives space for all languages to integrate (Otheguy 
et al, 2015).  
 The final definition concerns the term motivation, which, similarly to the 
other concepts, has many definitions. Abrahamsson (2009) argues that there are two types 
of language motivation: integrative and instrumental. The integrative type is when the 
language learner wants to identify with the target language, the speakers of that language 
and its culture, whilst the instrumental is like an investment – a tool to use in order to 
achieve another goal (Abrahamsson, 2009). According to Celce-Murcia et al (2014) 
language motivation is closely related to language learning success or failure, depending 
on whether the learner has motivation.  Celce-Murcia et al (2014) divide the term into 
intrinsic and extrinsic motivation; the first having the same meaning of Abrahamsson’s 
integrative definition and the latter being the same as instrumental motivation. The goal 
that the learner wants to achieve in instrumental/extrinsic motivation can be to receive a 
good grade, avoid punishment or to gain status (Celce-Murcia et al, 2014).  
 
1.1.3. Previous research 

Several researchers have had multilingualism and translanguaging as their focus in their 
investigations. These will be presented separately in this section. Although many student 
essays have focused on translanguaging from the teachers’ perspectives, none have 
investigated the students’ attitudes towards translanguaging. Furthermore, no published 
articles have focused on translanguaging in the EFL classrooms in Swedish schools.  
 Berényi-Kiss investigated how “teachers perceive linguistic diversity and 
individual multilingualism and how they treat the involved languages as a result” (2012, 
p. 2). The researcher argues that foreign language classrooms provide a context which is 
ideal for studying bi- and multilingualism (Berényi-Kiss, 2012). The study takes place in 
Viennese EFL classes in secondary schools, where the focus is on multilingualism and 
linguistic diversity and how these are perceived in the specific setting (Berényi-Kiss, 
2012). The researcher also examines how German and other languages are treated in the 
EFL classrooms, or in other words “[…] the study investigates which languages are 
legitimate in the EFL classroom and the implications this has for the learners” (Berényi-
Kiss, 2012, p. 34-35). According to the researcher, multilingualism is often looked upon 
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as a burden rather than an advantage in the language classrooms across the world 
(Berényi-Kiss, 2012). The study shows that students with different L1 than the rest of the 
school adapt to only use the school’s vehicular language, since there is no one who shares 
their L1 (Berényi-Kiss, 2012). The results also show that teachers do use the students’ 
different cultural backgrounds, since it is perceived as an advantage; however, language 
diversity is not perceived similarly (Berényi-Kiss, 2012). The researcher claims that 
language diversity is as important to the individual’s identity as culture and should 
therefore be seen as equally as important to use in the language classrooms (Berényi-Kiss, 
2012). As a conclusion, Berényi-Kiss (2012) argues that learners should be encouraged 
to use their L1 and that they should have explicit training in using translanguaging as a 
learning strategy.  
 Two articles had different approaches in presenting the practice of 
translanguaging: Wedin & Hedman (2013) and Garcia & Kleyn (2016). Wedin and 
Hedman (2013) present different studies that aim to give examples of how to teach a 
foreign language whilst using the speakers’ other languages. The researchers mean that 
simple questions that lead to the participation of several students give the learners positive 
signals when developing new languages (Wedin & Hedman, 2013). Garcia and Kleyn 
(2016) show examples of how translanguaging has developed the role of the language 
teacher, meaning that the practice is not only beneficial for the learner, but the teacher 
and the educational system as well (Garcia & Kleyn, 2016).  
 A Swedish study, focusing on the language use of immigrant children in 
science classrooms in middle school, shows that the language learners develop a 
flexibility when they are encouraged to use all of their repertoire when learning new terms 
in the specific subject (Karlsson et al, 2016). Karlsson et al (2018) also conducted a 
similar study in 2018, investigating how translanguaging in a science classroom in 
primary school can benefit science learning. The language of instruction in science 
classrooms in Sweden is Swedish, with the exception of international English schools in 
Sweden, even though many students have other mother tongues than Swedish (Karlsson 
et al, 2018). Therefore, the researchers clarify that in this context, translanguaging occurs 
not only between the instructional language and the different discourses, but also the 
different mother tongues in the classrooms (Karlsson et al, 2018).  
 A study conducted in Roskilde University, Denmark, focused on the results 
of translanguaging in a classroom where students were explicitly asked to use the practice 
of translanguaging (Daryai-Hansen et al, 2017). The researchers focus on teachers’ and 
students’ practices of translanguaging as well as their attitudes towards it in both teaching 
and learning (Daryai-Hansen et al, 2017). The results show that the students’ attitudes 
towards implementing translanguaging are positive, since it gave the students the 
opportunity to use their ‘stronger’ language in order to develop their ‘weaker’ (Daryai-
Hansen et al, 2017). Most of the student participants explained that they had more courage 
to participate in the classroom when they were allowed to use their other languages 
(Daryai-Hansen et al, 2017). The teachers showed strong willingness to use 
translanguaging in the classrooms; however, only when the other languages were Danish 
and/or English (Daryai-Hansen et al, 2017). 
 Similar to the previous study, a study of Cantonese-English classrooms, in 
1996, showed that the observed classes benefitted from using translanguaging methods 
in English classes, such as writing in English but speaking in Cantonese; however, the 
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study was concluded with the following sentence “However, because official policies 
discouraged bilingual classroom practices, teachers were largely unwilling to 
acknowledge code-switching and bilingual language use in the classroom” (Cummins, 
2017, p. 108). Cummins (2017) explains that many researchers have explored different 
approaches of using home and school languages simultaneously; however, it is difficult 
since many countries’ school systems encourage monolingualism in the language 
classrooms. Cummins (2017) presents a Canadian study where students were encouraged 
to use their L1 when learning English. The students mentioned that it is beneficial for 
them to use their L1, since they noticed that translanguaging not only improves their L2 
skills, but also their L1 (Cummins, 2017). 
 Torpsten wrote an article investigating “perceptions regarding linguistic 
potential and language competence in relation to translanguaging strategies” (2018, p. 
104). The researcher explains that multilinguals have the opportunity to catch up with 
monolingual students in different subject classrooms by making their repertoires 
accessible to them in learning the target language (Torpsten, 2018). Like many other 
studies, this one also emphasizes the promotion of the identity of the individuals, as it is 
crucial in language learning (Torpsten, 2018). The conclusion of the study is that students 
benefit from using translanguaging, because they learn from each other; however, they 
benefit in different ways because of their different schooling backgrounds (Torpsten, 
2018). A similar study was conducted by researchers at Malmö University in Sweden, 
which focused on a school for three years, where teachers and students use Swedish and 
Arabic in multilingual classrooms (Höst, 2019). The study showed that not only do the 
students often use Arabic to make sense of Swedish science terms, but they also switch 
from formal academic language to informal language, which the researchers call 
‘language loops’ (Höst, 2019). The researcher also concludes that using multilingual 
individuals’ full language capacity evolves their knowledge in the target language and it 
can disfavour the students greatly if this strategy is not available to them (Höst, 2019).  
 With all of the previously mentioned facts in mind, it is important to add 
that translanguaging has become a topic of interest in the pedagogical world. For instance, 
the use of translanguaging as a pedagogical tool was discussed in a conference in Sweden 
in 2015 and a journal focusing on translation and translanguaging was published for the 
first time, with the purpose of educating teachers in using helpful strategies (Garcia & 
Kleyn, 2016). 
  
1.1.4. National Agency of Education: EFL curriculum 

The Swedish National Agency of Education claims that English competence expands the 
individual’s thinking in a way that allows the individual to be a part of several social and 
cultural contexts with new perspectives (Lgy11, Skolverket). In teaching the English 
language in Swedish schools, the correctness of the pupils’ language use is of great 
importance, whilst pupils should use different strategies when their knowledge is lacking 
(Lgy11, Skolverket). In other words, the curriculum states that the speakers should speak 
correctly, yet use strategies when their language is inadequate. However, it is not 
mentioned what these strategies might be. The curriculum does mention that the students 
“[…] should be given the opportunity to develop their ability to use different strategies” 
(Lgy11, Skolverket, p. 52).  
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 Although the National Agency of Education does not mention precisely 
what strategies should be used, it does say that the students should be given “[…] the 
opportunity to develop plurilingualism where skills in different languages interact and 
support each other.” (Lgy11, Skolverket, p. 53). In contrast, on the same page, it says 
“Teaching should as far as possible be conducted in English” (Lgy11, Skolverket, p. 53).  
 In the curriculum, there is a mention of the importance of identity and 
upholding the students’ identities (Svensson, 2016). Svensson (2016) argues that when 
teachers empower multilingual students’ languages, it results in the empowerment of the 
students’ identities as well. Furthermore, Svensson (2016) claims that this leads to a 
society of young adults who are responsible and who critically reflect on their 
surroundings.  
 
1.2 Aim 

The aim of this paper is to highlight the students’ perspective on translanguaging in the 
English classrooms in Swedish upper-secondary schools. This will be shown through one 
interview with four students and a questionnaire that was answered by 62 participants. 
The students are from two different upper-secondary schools, 21 students from School A 
and 41 students from School B. These two schools will not be compared, since it is 
beyond the scope of this study. The choice behind having two schools is solely based on 
having more participants to be able to generalize more than one can with less participants. 
 
1.3 Research Questions 

This paper aims to answer the following three research questions based on previous 
research and the data that was collected through mixed methods research. 

• How prevalent is translanguaging in the EFL classrooms in Swedish schools, 
according to the students?  

• What are the students’ attitudes towards using L1 in any way during English 
lessons in Swedish schools? 

• How do the teachers react to the usage of L1 in English classrooms, according to 
the students? 

 

2. Methodology   

This section will present and explain the reasons behind the mixed methods used in this 
project, followed by a brief explanation of the actions that were carried out to uphold the 
principles of research ethics, validity and reliability.  
 
2.1 Mixed methods research  

Dörnyei (2007) explains mixed methods research in one simple sentence: “Words can be 
used to add meaning to numbers and numbers can be used to add precision to words” (p. 
45). In other words, quantitative and qualitative methods are combined in one research 
project in order to use the best parts of each method, i.e. their strengths (Dörnyei, 2007). 
From a historical perspective, researchers that have preferred quantitative methods have 
viewed qualitative methods as too bound to contexts, whereas qualitative researchers have 
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seen quantitative research as decontextualized and too simple, since the method does not 
present the meaning behind each participants actual view on the topic (Dörnyei, 2007). 
Dörnyei (2007) argues that a mixed methods study is the best of both worlds, since the 
weakness in each method is complimented by the other’s strength. 
 Mixed methods were used to collect the data for this paper, for the benefits 
mentioned above. The quantitative data was collected through a questionnaire, created 
via Google Forms, with 62 participants from two different schools and the qualitative 
research was collected through an interview with four participants from the same class. 
The questionnaire was answered in the different classrooms, where the students were 
prepared with the link to the questionnaire ready in their personal computers. No names 
were presented, except for the researcher’s, and no emails were collected, to ensure the 
anonymity of the participants. The questionnaire took no more than 30 minutes. The 
interview, which was an unstructured focus group interview (see 2.2.2. Interview), was 
recorded by the interviewer with the approval of the participants. The participants were 
treated completely anonymously, since their names were never given to the interviewer 
and because they only referred to each other as A, B, C and D. The interview took 15 
minutes, including the introductory speech. 
 

2.2 Questionnaire and interview 

 
2.2.1 Questionnaire 

Questionnaires fulfil the requirements for collecting statistics through a quantitative 
method, since the questions are often specific and brief (Dörnyei, 2007). However, adding 
open-ended questions changes the nature of the questionnaire from quantitative to 
qualitative (Dörnyei, 2007). Dörnyei (2007) argues, in contrast to other researchers, that 
open-ended items are useful, if they appear right after a closed-ended item. This research 
paper’s questionnaire conforms to his guidelines, which is why they only occur after a 
multi-choice question (See Appendix 1). Dörnyei (2007) writes: “By permitting greater 
freedom of expression, open-format items can provide a far greater richness than fully 
quantitative data. The open responses can offer graphic examples, illustrative quotes, and 
can also lead us to identify issues not previously anticipated” (p. 107). Clarification 
questions, where the participants are asked to clarify their options in the previous question 
(Dörnyei, 2007), are included in the questionnaire to create clarity (See Appendix B). The 
clarification questions are optional, since they require personal input and some 
participants do not feel comfortable explaining their thoughts or views on all questions.  
  To collect the questionnaires, the following steps were taken. Firstly, the 
questionnaire was tested with a pilot group and was later modified according to the 
feedback that was received from the pilot group. After the changes were made, teachers 
from different schools were contacted with information regarding the research paper and 
a link to the questionnaire, so that they were well-informed of what the questionnaire was 
about. Three teachers responded with interest after having discussed with the students 
whether they wanted to participate, and we arranged meetings where the participants 
would be able to answer the survey anonymously. On the day of the meetings, the students 
had already received the link to the survey though their schools’ forums, since the 
participation had to be anonymous. The teacher and researcher were both present, in case 
any questions would arise. Before collecting the answers, a brief introductory speech 
about the questionnaire was presented to the participants, where the most important 
concepts were defined.  
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 The challenging part, in collecting this questionnaire, turned out to be the 
participants’ preunderstanding of the concept of translanguaging; namely, the difference 
between translanguaging and named languages. According to Otheguy et al (2015) it is a 
common confusion that translanguaging and named languages are the same. Even though 
the concept of translanguaging was introduced in the introductory speech, the students 
had no previous knowledge of the term. As a result, some of the answers are not as 
specific as would have been ideal in this study. A better method, for future research, 
would be to visit the group beforehand and work on the terms in group activities, so the 
participants are more prepared when these concepts, such as ‘first language’, appear in 
the questionnaire. It is, however, important to mention that these terms only occur a few 
times in the questionnaire, whereas most of the questions are formulated in a language 
that the students are familiar with. Therefore, most of the questionnaire has reliable 
answers, whereas some parts are not fit to be generalized. All in all, the data from the 
questionnaire is not representative of all Swedish students’ views on translanguaging in 
the English classrooms, but they do show an overall view that could be shared amongst 
the majority of the young students in Swedish upper-secondary schools.  
 

2.2.2. Interview 

Dörnyei (2007) claims that interviews have the benefit of giving detailed personal 
accounts to studies, which is suitable for this paper’s purpose, since it aims to present the 
students’ view on translanguaging and, therefore, needs their full opinions on the matter. 
Among the variations of interviews, there is the unstructured interview, which Dörnyei 
(2007) explains as a method that has maximum flexibility and minimum input from the 
interviewer. Dörnyei (2007) explains the intention of unstructured interviews as serving 
“[…]to create a relaxed atmosphere in which the respondent may reveal more than he/she 
would in formal contexts, with the interviewer assuming a listening role” (p. 135). This 
type of interview does not require any planning ahead, perhaps a few guiding opening 
questions, since the interviewer’s only job is to listen, take notes and not interrupt 
(Dörnyei, 2007). Since unstructured interviews are not planned ahead, this part of the 
research was not tested in a pilot group.  
 Flick (2009) argues that the interviewer has specific tasks during a focus 
group interview, mainly to make sure that one participant does not dominate the interview 
and affects the whole group’s contributions. This type of interview can be used alone or 
with other methods (Flick, 2009) and because of its rich results, it is often included in a 
mixed methods studies (Dörnyei, 2007), which is why it is combined with the 
questionnaire in this research paper. Dörnyei (2007) points out two recommendations to 
get the best results regarding focus group interviews: 1) have between 6-12 participants, 
since less would limit the different perspectives and more would hinder all participants 
to participate, 2) use segmentation when choosing participants, i.e. choose people who 
are homogeneous enough to understand each other, yet heterogeneous enough to have 
different perspectives. The results would be ideal if several groups were interviewed 
(Dörnyei, 2007); however, the number of the participants was limited in this research, 
which resulted in only one focus group interview with 4 participants. Although this paper 
does not fulfil the first recommendation from Dörnyei, it does meet the second, since the 
teacher assisted when choosing the participants that she knew would be similar and 
dissimilar enough to fit the requirements.  
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 The four students were asked if they would like to participate in a short 
interview, around 10-15min, where they would discuss and present their views on 
translanguaging in the English classroom. Since an interviewer is obliged to present the 
purpose of each chosen method (Dörnyei, 2007), the purpose of the focus group interview 
was explained to each student separately, in order for them to decide whether they wanted 
to participate by themselves without pressure from peers. As mentioned before, the 
teacher recommended which students she thought would be good as a focus group, and 
all four students agreed to participate. Moreover, the confidentiality of the interview was 
clearly stated as well as what the results of the interview would be used for. In addition, 
as some people do not like to be recorded (Dörnyei, 2007), the participants were also 
informed that they would be recorded and that they should not address each other with 
names, but in alphabetic order (person A, B, C and D). 
 Recording a focus group can be complex, one complication being that it has 
to be anonymous, yet be clear about who is saying what (Dörnyei, 2007). On the other 
hand, taking notes is not suitable at all in interviews, since it distracts the interviewer and 
might not turn out to be reliable, since the wording can change the meaning behind what 
the interviewee actually meant (Dörnyei, 2007). Therefore, the interview in this research 
was recorded and later transcribed. Dörnyei (2007) argues that transcribing an interview 
can be problematic, since it is hard to define who is saying what, because of the different 
voices. This problem was solved in this research paper by explaining beforehand to each 
student which letter they had (A, B, C or D), so they had time to prepare in order to 
remember not only their letter, but each other’s. This simplified the transcription process, 
since they clearly stated their letters before speaking and they only referred to each other 
by letters.  
 In conclusion, all methods have advantages and disadvantages. Flick (2009) 
argues that focus groups create a space where the respondents get inspired by each other 
and, as a result, have more to add to the discussion. Yet the transcription process and how 
to document the data in a way that does not affect the participants’ anonymity, whilst 
presenting each speaker’s statements separately, is what makes this method problematic 
(Flick, 2009; Dörnyei, 2007). This problematic area is, however, not impossible to solve, 
which this research paper has shown through distributing letters to the speakers. Lastly, 
the most convenient advantage of focus groups is that it is low cost and less time-
consuming than one-on-one type of interviews (Flick, 2009).   
 

2.3 Validity, reliability and ethical aspects  

2.3.1. Validity 

This research has aimed to fulfil the criteria of internal validity by making sure that the 
chosen variables are the only ones affecting the results. Even though the students’ lack of 
previous knowledge of some of the terms could have affected their answers in the 
questionnaire, the researcher was present in the process of collecting the answers, to 
ensure that the participants could receive clarification of some of the questions, if needed. 
No observations were made in EFL classrooms, since the  aim was to avoid any 
misinterpretations. Instead, the participants were asked to give an account of their 
experiences in their own words. Similarly, the focus group interview was unstructured 
for the purpose of presenting only the students’ views and not affecting the results by 
having a dominant interviewer. However, this paper does not fulfil the terms of external 
validity fully, since the number of participants was too small to be completely 
generalizable and representative of all students in Swedish EFL classrooms. It would have 
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been more generalizable if even more participants were interviewed. However, for the 
time frame of this study, it has achieved interesting results.  
 
2.3.2. Reliability 

This study has ensured the comparability and the consistency of each procedure and has 
given explicit account of the steps that were taken in each part of the process in collecting 
the data. Moreover, by referring to each participant of the interview separately as speaker 
A, B, C and D, and by presenting the statistics from the questionnaire, the distinction 
between the participants’ voices and the researcher’s interpretations are made clear.  
 
2.3.3. Ethical aspects  

There are four ethical aspects that need to be fulfilled in order to protect individuals’ 
privacy. These are 1) the requirement of information, 2) consent claim, 3) confidentiality 
and 4) use of data. These are all directly translatable from Swedish (informationskravet; 
samtyckeskravet; konfidentialitetskravet; nyttjandekravet) (Vetenskapsrådet, retrieved 
2019-11-14). The recent GDPR law, that was fully implemented in EU in 2018, requires 
all organisations  and researchers to handle all identifiable information in full secrecy and 
that the participants have the right to examine all projects that may involve their 
information in any way, before it is published (CODEX, updated 2019-06-22).  
 This paper has fulfilled all requirements mentioned above by collecting only 
anonymous answers, both through the questionnaire and the interviews. No names have 
been told to the researcher and no e-mails or other identifiable information have been 
collected. All participants were older than 15 years and the participation was not 
mandatory, since they were told that they could choose between participating in their 
normal lesson or answering the questionnaire. The respondents of the interview were also 
not obliged to take part of the interview and they were not given either positive nor 
negative consequences for their participation. Since none of their personal information 
was gathered, they simply gave their consent when answering the questionnaire and no 
questions involved giving information that could be used to identify the respondents. The 
interviewees also had the chance to read the transcription of the interview as well as listen 
to the recording, and they all gave their consent for the conversation to be used in this 
research paper. Additionally, they were all informed that they could stop their 
participation at any moment and go back to the lesson with their teacher.  
 

2.4 Participants 

Previous sections have presented how the participants were chosen; however, this section 
will give more information about the participants backgrounds. To begin with, although 
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some would claim that English is 
not a foreign language in Sweden, 
others would claim that it is indeed 
a foreign language, since it is not a 
part of a Swede’s everyday life.  
 The total number of 
participants in the questionnaire 
was 62 participants. The students 
were nearly equally divided 
between the three courses (See 
Appendix B). As seen in Figure 3, 
the range of first languages was 
extensive, the majority (82%) 
having Swedish as their first 
language and some (6%) having English and Swedish as their first language.  
 
3. Results and analysis  

The results and analysis of the data will be presented here in three different sections. The 
sections are based on the three research questions – the use of translanguaging, the 
attitudes of the students on translanguaging and lastly, the teacher’s reactions from the 
students’ point of view. The results are mainly from the questionnaire, because of its 
larger number of participants, complemented with data from the interview.  
 
3.1 The use of translanguaging 

The question of whether the students use translanguaging in the EFL classrooms, to begin 
with, is answered vaguely (see Figure 3). As shown in Figure 3, the answers are 
distributed quite evenly, where 6 participants out of 62 answered (5) and 5 out of 62 
answered (1). The majority (24 out of 62), however, chose number (3), which is 
understood as a ‘maybe, sometimes’.  

Figure 2. The participants’ first languages, questionnaire 
 

Figure 3. Questionnaire question 8. 1- No, not at all, 5- Yes, very often 
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 In Figure 4, the answers are presented in their original spelling. The chosen 
answers in Figure 4 are examples of the common themes. As seen in the answers, the 
common theme is that it is embarrassing to speak English, when the students share a 
different language outside of the English class.  
 
9 If you chose number 4 or 5 in the previous question, please answer this 

question. Why do you think that you speak other languages than English 
during English lessons? 

1 It’s easier when you know that the other people in class know Swedish 
2 Beacuse Swedish is my first language 
3 It doesn’t feel natural to speak with Swedish classmates in another language than 

Swedish. I am often open to speak English while my classmates are not so that 
just embarrassing for me. 

4 Because we all speak swedish so it feels awkward to “pretend” by speaking 
English 

5 Because it is embarrassing to say something wrong, and sometimes I don’t know 
the words 

6 I honestly think it feels a bit awkward to speak anything other than Swedish to 
my peers especially if someone addresses me in swedish. Right now I’m working 
on it, but it takes some time getting used to as my previous teachers were okay 
with me speaking Swedish during the class. 

7 maybe i dont know the Word i think 
8 i don't understand evrithing and need to ask on help, and also i use it all the time 

 
 
 In contrast, the participants’ answers were clearer in question number 14, 
as seen in Figure 5. 16 out of 62 participants answered that they never feel the need to use 
their first language(s) during English lessons and 26 participants chose number (2), which 
could be interpreted as ‘very seldom’. Only one participant answered ‘yes’ to this 

Figure 4. Questionnaire question 9. 
 

Figure 5. Questionnaire question 14. 1-No, never, 5-Yes, always. 
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question and 14 students chose alternative (3), meaning ‘sometimes’. Furthermore, the 
students received a voluntary question (See Figure 6), where 18 students participated. 
Again, the most common themes are presented in their original spellings. The themes 
show that the students use their L1 as a guide to either understand words better or to 
ensure that their utterances are correct.  
 
15 If you chose number 3, 4 or 5 in the previous question, please answer this 

question. Why do you think that you need to use your first language(s) 
during English lessons? 

1 Sometimes i cant express myself in english 
2 Because then I won’t say anything incorrect  
3 yes, to understand and se if i said the right thing.. its like a( fasit.) 
4 because I can easly be insecure with my English in class 
5 beucase need help whit some Words or to now what we shullde du 
6 Becuse I forget words in English but know what they are in swedish 

 
 
 To summarize this section, the students tend to use their L1 knowledge in 
EFL classes, because they feel that it is more suitable, since they always speak their L1 
with their classmates outside of English class and, therefore, they feel more comfortable 
speaking their L1. Some also feel that it brings them more clarity in what the task is in 
class when they can receive an instruction in their shared L1, i.e. the vernacular language 
of the class. Although the majority of the students claim that they do not feel the need to 
use their L1 in EFL classes, the students that disagree explain that they use their L1 to 
understand the English words better and because they feel insecure in their speaking 
skills.  
  
3.2 The students’ attitudes toward using translanguaging 

Moving on to the second research question, the participants’ answers to the questions 
regarding their attitudes towards using L1 in a L2 setting are less divided than the previous 
section. Most of the students rate their English skills as fluent rather than poor (See Figure 
7). 22 students chose the option in between 1 and 5, which is interpreted as neither poor 

Figure 6. Questionnaire question 15. 
 

Figure 7. Questionnaire question 11. 1- Poor, 5- Fluent 
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nor fluent, 22 students chose option (4), which is close to fluent and 16 students chose the 
option ‘fluent’. Furthermore, the majority of the students do use some English outside of 
school, as seen in Figure 8. Figure 7 and 8 show similar answers, since they show that the 
students are quite comfortable in speaking English overall. This is interesting in 
comparison to the previous section, where the students explained that they speak Swedish 
in English class, because they are not used to speaking English with their classmates. On 
one hand, they do consider themselves fluent in English and they do use English in their 
spare time, on the other hand, they feel ‘awkward’ when using English with people who 
they usually speak with in Swedish (see Figure 4).  

 Moreover, in question number 23 (see Figure 9), 46 students out of 62 
replied with brief answers and the most common themes are presented in Figure 9 with 
their original spelling. The common themes are that the students who feel the need to 
express themselves in their L1 often times consider their English to not be good enough. 
At times, students say that they believe that it will make their English ‘worse’ if they keep 
getting support from their L1. Others answered that using their L1 has no effect on how 
they perceive their English skills.   
23 If you would feel the need to express your thoughts or questions in your 

first language(s) during English lessons, how would that make you feel? 
1 It is okay to do that and our teacher will often accept it. 
2 Ebarrassed or nothing at all 
3 I do that only if i dont know the Word or that i dont have the time to ask the 

question in English 
4 that i need to practice English more so that i can do it in English next time 
5 Not as smart. 
6 that i am not that good at English 
7 Like I'm bad at English 
8 That it will make my english worse 

 
 

Figure 8. Questionnaire question 12. 1-Never, 5-Very often 
 

Figure 9. Questionnaire question 23. 
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 When the question of the participants’ attitudes is asked more clearly, as in 
question 25 (See Figure 10), their attitudes become even more clear. The majority thinks 
that speaking another language than English in EFL class is, in fact, negative. In Figure 
11, the explanation to why using L1 is negative is presented. The common themes are 
that English class should be the perfect opportunity to develop ones’ English. Another 
common theme is that it can affect the grade negatively, if one uses their L1, and using 
Swedish can affect the development of the students’ English skills negatively. The 
opposing answers are presented in Figure 12, where the most common themes point at 
having the right to express ones’ thoughts, even if one does not know how to express it 
in English.  

  
 
 
26 If you chose number 4 or 5 in the previous question, please explain why 

you feel that it is negative to speak another language than English during 
English lessons. 

1 English lessons are one of the few chances during the week that we have the 
opportunity to practice our speaking skills and because of that our English 
won’t develop if we speak Swedish during the lessons. 

2 Because I almost always speak Swedish outside of the classroom and When I 
get the chance to practice English I shouldn’t waste it on speaking my first 
language. 

3 Cause we are Boeing encouraged not to 
4 It might affect the grade 
5 Simply beacause i want to get better at English and i am not going to get better 

by speaking Swedish. 
 
 
 
27 If you chose number 1, 2 or 3 in question number 25, please explain your 

choice here: 
1 not being able to express yourself can be hard if you dont know how to speak 

English. 
2 i Believe that if i can´t express what i want then i can use my first language to 

make people understand 

Figure 10. Questionnaire question 25. 1-No, it is not negative, 5- Yes, we should only use English. 
 

Figure 11. Questionnaire question 26. 
 



 

 18 

3 I Think that you should use English if you can but if you for some reason can´t 
say what you want to say in English it´is okay to use Swedish. 

4 If you can't say it in English then you should still have the right to answer. 
 
 
  
 Furthermore, the participants are asked whether they feel that they can 
benefit by using their L1 in EFL class (Figure 13). As seen in Figure 13, the common 
themes are that it is beneficial; however, a few answers point at it not being useful at all.  
 
28 Do you feel that you can benefit by using your first language(s) during 

English lessons? Please write a short motivation to your answer. 
2 Yes, in the situations when you don’t know the words. 
3 No not at all. It should not be banned for obvious reasons but it should be 

heavily discouraged. 
4 Sometimes, becaue the English language dosen't Always have the right Words 

or meanings that we have in Swedish. 
5 I learn more things in enlish if a now the Swedish Word for it. like a understan 

faster and also i learn ny words 
6 Yeah because then u can link the two languages to a better understanding 

 
 
  
 Although some of the student are negative towards using L1 in English 
class, two of the participants in the interview explained that they have used 
translanguaging outside of school. Student A said that she felt the need to explain things 
in Swedish when she had German exchange students living at her family home once (See 
Appendix A). Student A explained that she tried to translate a sentence to German, but 
the meaning was lost in the translation (Appendix A). Student B explained that since she 
is fluent in English and since it is her first language, sometimes, when speaking to her 
Russian mother, she cannot express her thoughts in Russian, so she uses English and 
Russian at the same time (Appendix A).  

Figure 12. Questionnaire question 27. 
 

Figure 13. Questionnaire question 28. 
 

Figure 14. Questionnaire question 29. 
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 In question 29, the students were asked if they feel that they could fail the 
English course if they used their L1 in class, where 43,5% answered ‘maybe’, 41,9% 
answered ‘no’ and 14,4% answered ‘yes’ (See Figure 14). The answers given in Figure 
11, 12 and 14 can be interpreted as some type of language anxiety. Some students mention 
in Figure 11 that it can affect their grade if they use their L1 in EFL class. In Figure 11, 
the participants explain that they are encouraged not to use their L1, which is why they 
believe that it is not beneficial to use L1 when learning L2. In Figure 12, the participants 
explain that they do not feel comfortable expressing themselves in L2 and therefore they 
use their L1 to have something to say rather than nothing at all. Lastly, in Figure 14, we 
can see that 43,5% plus 14,5% see a risk in failing the English course if they use their L1. 
When speaking of anxiety, it is essential to remember that the levels of anxiety differ 
from one individual to another, since any situation can be seen as a potential threat to one 
person, whilst it is the opposite to another (Szyszka, 2017). Szyszka (2017) explains that 
in a situation where a person feels some type of threat, they can choose to fight (deal with 
the issue), freeze (act indifferent), or flee (avoid the situation in any possible way). These 
reactions are common when a person feels language anxiety, especially in L2 learning 
(Szyszka, 2017). It can also be the case when an individual is under pressure, for instance 
during some type of oral examination, or when the person is in the spotlight when being 
asked a question in class – it all depends on how the individual evaluates the possible 
threatening situation (Szyszka, 2017). This is also shown when the students in the 
interview are asked whether they believe that their classmates, who might not feel as 
comfortable speaking English, would find it hard to express themselves in English in a 
pressured context, to which all four participants answered ‘yes’ to (Appendix B). 
 
3.3 The teachers’ point of view 
Last, but not least, the students were asked a few questions regarding how they experience 
the teacher’s reactions to the use of L1 in EFL class. During the interview, student B 
answered that their teacher encourages them to try to explain their thoughts in English 
and lets other students fill in, if the previous student cannot express themselves fully, 
which according to the interviewees is helpful (Appendix B). Student A filled in by saying 
that the teacher does not pressure them but asks them politely to say it in English 
(Appendix B). On the contrary, the questionnaire showed different results (see Figure 15).  

Figure 15. Questionnaire question 16. 1-No, never, 5-Yes, always. 
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 In Figure 15, 34 out of 62 participants answered that their teacher does not 
encourage them to use their L1 in class. In Figure 16, it is clear that the answers from 
Figure 15 match those of Figure 16, since most students say that they are encouraged to 
only speak English in EFL class. In Figure 17, we can see the thoughts of the participants 
regarding question 15 and 16.  

 
 Figure 17 presents the common themes, which show that the reactions from 
the teachers can be both positive and negative, or even indifferent. Some themes show, 
however, that the negative reactions can be presented aggressively, e.g. shouting.  
 
18 If you use your first language(s) during English lessons, how does your 

teacher react? 
1 Tell me to say it in English 
3 Negetivaly 
4 He tels us to try again, in English 
5 He tells me to remeber That we should Only speak english in the classroom 
6 He yells at us to stop 
7 He says: in english please, or jokes about not understanding 
9 she would like to repeat in English instead 
10 She wants me to talk English but sometimes she is understanding that we are 

Learning 
11 She doesnt really care to be honest. 

 In Figure 17, the answers are quite similar, except for a few exceptions. The 
majority of the answers are that the students are told to use English instead of Swedish, 
yet some answers highlight the fact that the teachers understand that the students are in a 
learning process. Overall, the students’ answers in the questionnaire shows that they are 
not encouraged to use their full language repertoire to develop their EFL skills. The rule 

Figure 16. Questionnaire question 17. 1-No, Never, 5-Yes, always. 
 

Figure 17. Questionnaire question 18. 
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of only speaking English in EFL class seems to go both ways, since it is shown in Figure 
18 that the teachers follow the same rule.  

 In regard to language anxiety, as previously mentioned, Figure 19 and some 
comments given in the interview show that language anxiety might take place because of 
the implicit pressure that is on the students. In Figure 19, 17.7% answer that they agree 
with the statement that their teacher judges their EFL competence if they use their L1 or 
any other language in EFL class, and 33.9% answered that they do not agree. However, 
48.4%, i.e. the majority, answered ‘maybe’, which shows that the students do see the 
usage of L1 in EFL class as a potential risk of being judged or failing.  
 Furthermore, student A, from the interview, says “I sometimes feel not so 
good when speaking English. Like not so long ago I had an exam and I was trying to find 
the word for democracy, but I couldn’t and said it in Swedish instead and I didn’t know 
that I would pass the test anyway” (Appendix B). She explains her surprise when passing 
a test even though she used a word in Swedish instead of English. According to Szyszka 
(2017), it is common for students who experience language anxiety to assume some type 

Figure 18. Questionnaire question 21. 1-No, never, 5-Yes, always. 
 

Figure 19. Questionnaire question 30. 
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of failure when they are pressured to speak an L2 that they are not used to. In connection 
to language motivation, these results can also prove that the students are motivated to 
only using English, because they are implicitly taught that it can affect the end results, 
i.e. their goal in passing the course, if they use their L1 instead.  
 

4. Discussion and conclusion 

The traditional view on translanguaging, transfer and use of L1 in an L2 learning setting 
have had their impact on educational environments historically and, as this study 
indicates, the traditional views still has an impact on students’ perspectives on language 
learning.  As shown in Figure 9, 11 and 13, the participants of this study mostly believe 
that firstly, it is not necessary to use L1 in EFL class and secondly, that using your first 
language has a negative impact on your learning process of L2. This is similar to how the 
usage of L1 was seen in the beginning of the 20th century (Ringbom, 1987) and how 
language errors were avoided according to the Contrastive Analysis Hypothesis 
(Abrahamsson, 2009). On  the other hand, the participants explain that they sometimes 
use their L1 to get a better understanding of a task or a word (See Figure 4 and 6) and 
other times because they feel that they are ‘pretending’ when they speak English with 
their Swedish speaking friends (See Figure 4). Moreover, in Figure 9, the students explain 
that it is okay for them to use L1 if they would have to and that this does not really affect 
their overall skills in the subject. Yet, when they are asked whether using their L1 in EFL 
class is negative, the majority answered ‘yes’ (See Figure 10). All in all, their answers 
differ and there is no clear consensus.  
 The participants’ different understandings of the questionnaire could be 
explained by the fact that the students are not educated in what translanguaging actually 
is. Although the students were given a brief introduction on what translanguaging and 
first language is, they showed clear signs in their answers that they had not used the 
practice extensively in their English class before. In comparison to the research done by 
Daryai-Hansen et al (2017) at Roskilde University, where the students were informed 
explicitly to use translanguaging in order to have an opinion on its benefits and 
problematic areas, this study was not as extensive and these students have not been 
introduced to translanguaging as a learning strategy. As a result, the students’ transparent 
answers show that they indeed have not used translanguaging and therefore are not 
familiar with its effects on SLA.  
 On the other hand, the students’ answers show that they are affected by what 
they have heard from their schools and teachers, namely that they should not use any 
other language than English in English class, and that using L1 will “make my English 
worse” (answer 8, Figure 9). For instance, (see Figure 11) they feel that they waste 
valuable time if they use their L1 in L2 settings, since they could use the opportunity to 
work on their L2. The answers also say that it might affect their grade if they incorporate 
their L1 in their learning (Figure 11). Moreover, the participants give even more elaborate 
answers in Figure 13, where some say that they cannot benefit from using L1 and that 
“[i]t should not be banned for obvious reasons but it should be heavily discouraged” 
(answer 2, Figure 13). Although many answers are similar to the previously mentioned, 
some students also explain that it is beneficial to link the two languages together and that 
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they understand better when they know the meaning of the word in their L1 too. An 
explanation to these thoughts could be that the curriculum for English (see 1.1.4) 
explicitly states that “[t]eaching should as far as possible be conducted in English” 
(Lgy11, Skolverket, p. 53), which the teachers must follow. However, the teachers’ view 
(presented by the students) seems to be imprinted on the students, and therefore, the 
students also perceive translanguaging as a hinder rather than a strategy. It is interesting 
that the teachers seem to have this perspective, even though the curriculum clearly states 
that other strategies for learning a language should be incorporated in the teaching of a 
L2 (see 1.1.4). More importantly, the curriculum also says that the students’ identities 
should be empowered, which, according to the data, is lacking in these participants’ 
classes, since the students’ views are that they are not being encouraged to use their L1 
(see Figure 15). As presented before, a student’s L1 is as connected to their identity as 
their culture (Berényi-Kiss, 2012), which is being neglected, according to the results. 
Another aspect is that the curriculum can be interpreted in several ways, which leads to 
different teachers having different views; yet, either way, their views are affecting the 
students’ views on translanguaging, intentionally or unconsciously.    
 Even though English is a vehicular language across the world (Berényi-
Kiss, 2012), the majority of participants of this research mean that it is irrelevant for them 
to communicate in English with their classmates, when they already have a shared 
language, that being Swedish (See Figure 4). In other words, their vehicular language is 
Swedish and not English. One could argue that the students do not see a value in speaking 
English, except for receiving a good grade, i.e. instrumental/extrinsic motivation. From 
this perspective, if the students see a potential threat in failing a course, because they have 
understood that using your L1 shows your incompetence in L2, they will not use their L1. 
The reason for that could be their extrinsic motivational goal, which is to pass the course 
and receive a good grade, for instance. Furthermore, if they are put in a pressured 
situation, similar to Student A from the interview, where they need to speak L2 
‘correctly’, they would experience language anxiety, since they would feel the threat of 
not passing a test (Szyszka, 2017). In other words, their negative view on translanguaging 
could have its roots in that the students see it as a risk of failing the course.  
 On the contrary, in many of the open-ended answers, it is clear that students 
who use Swedish instead of English do it because they either feel awkward when speaking 
L2, in the sense that it is a matter of identity (see Figure 4) or because of their inadequacies 
in English (see Figure 6). These students’ identities are affected by the reactions that the 
teacher shows, e.g. yelling ‘stop’ when the students use their L1. Identity, playing an 
important role in education (Berényi-Kiss, 2012; Garcia & Kleyn, 2016; Torpsten, 2018; 
Svensson, 2016), should be something that the students are able to develop in upper-
secondary school. However, the results show that the students tend to perceive L1 and L2 
according to the separation model (see Figure 1.1), which could be the reason behind their 
attitudes towards not using L1 in class. If a negative reaction is shown by the teacher 
when using L1 in L2 class, it is logical that the reaction from the students is to not use L1 
or to use L1 with an underlying extrinsic motivation, e.g. to challenge the teacher’s 
authority. Although the results show that the students consider themselves as rather fluent 
English speakers (see Figure 7) and that they use English outside of school (see Figure 
8), for some reason, they still feel ‘awkward’ and inadequate when using their L2 in class. 
A reason for this could be that their identities are more acceptable outside of class and 
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that the class environment, i.e. motivational pressure and language anxiety, affects their 
identities negatively.  
 
4.2 Conclusion 

The aim of this study is to present Swedish students’ perspectives on translanguaging in 
an EFL classroom setting. The study has answered the three research questions and the 
results have shown that the majority of the students do not use translanguaing, with a few 
exceptions. The results have also presented the students’ attitudes towards 
translanguaging, which are both positive and negative. However, the attitudes are more 
negative, since the participants believe that they will learn better if they only use English 
in the EFL classrooms, which could have its roots in the teachers’ attitude towards the 
practice of translanguaging. The students feel that the teachers react negatively, most of 
the time, or indifferently, when the students use their L1 in class. Most importantly, the 
students’ answers gave the unexpected insight that they might feel language anxiety. The 
majority of the participants could see a potential risk in getting a lower grade if they use 
their L1, even though a number of the participants explained that they use their L1 to 
understand the target language better. Furthermore, this also points at a lack of 
empowerment of the students’ identities, which is an important aspect of teaching a 
language, according to the English curriculum. Although the results show that the 
students’ do not feel comfortable using a language that, according to them, does not play 
a significant role in their daily lives, their answers also prove that English is a language 
that they use outside of school. This indicates that the English classroom is not perceived 
as a safe enough environment to develop the participants’ L2 identities. 
 
4.3 Future research  

Although this study has presented many students’ perspectives on translanguaging and 
their perception of the teachers’ thoughts and reactions towards the use of L1 in a L2 
setting, the results could have been even more reliable if observations of a classroom in 
action had been made. The ideal situation would be to have data on how the students 
actually perform in class, with translanguaging in mind, since the data of this study only 
presents what the students believe that they do in terms of translanguaging, not what they 
do in reality. Another interesting aspect would be to perform a pre- and post-test on 
participants, like in the case of Roskilde University (Daryai-Hansen et al, 2017), but in a 
Swedish school setting. Furthermore, future research could look more into how second 
language anxiety is presented in the English classrooms in Swedish upper-secondary 
schools and how this affects the students’ second language identities.  
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Appendix A 

Questionnaire:  
 
Usage of first language in the English classroom 
This survey will collect data for a study that focuses on the usage of a first language during 
English lessons in Swedish schools. 
 
1 What is the name of your school? 
____________________________ 
2 Which English course do you study? 

o English 5  
o English 6 
o English 7 

3 What is your age? 

o 15 

o 16 

o 17 

o 18 

o 19 

o 20 and older 

4 What is your gender? 

o Female 

o Male 

o Other 

5 What grade did you receive on your last examination in English? 

o A 

o B 

o C 

o D 

o E 

o F 

6 What are your first languages? 

_________________________ 

7 Which language would you say that you know best? 

_________________________ 

8 Do you use another language than English during your English lessons? 

1 – No, not at all 

2 

3 
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4 

5 – Yes, very often 

9 If you chose number 4 or 5 in the previous question, please answer this question. Why do you 
think that you speak other languages than English during English lessons? 

_________________________ 

10 Which languages do you speak during your English lessons? You can mention more than one 
language here. 

_________________________ 

11 How would you rate your overall English skill? 

1 – Poor 

2 

3 

4 

5 – Fluent 

12 How often do you use English outside of school? 

1 – Never 

2 

3 

4 

5 – Very often 

13 If you chose number 1 or 2 in the previous question, please answer this question. Why do 
think that you do not use English outside of school? 

_________________________ 

14 Do you feel the need to use your first language(s) during your English lessons? 

1 – No never 

2 

3 

4 

5 – Yes, always 

15 If you chose number 3, 4 or 5 in the previous question, please answer this question. Why do 
you think that you need to use your first language(s) during English lessons? 

_________________________ 

16 Do you feel that your teacher encourages you to use your first language(s) during your 
English lessons? 

1 - No, never 

2 

3 

4 

5 – Yes, always 
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17 Does your teacher encourage you to only speak English in class? 

1 - No, never 

2 

3 

4 

5 – Yes, always 

18 If you use your first language(s) during English lessons, how does your teacher react? 

_________________________ 

19 Does your English teacher respond in English only to questions during lessons? 

o Yes 

o No  

o Sometimes 

20 What other languages does your teacher use in English class, apart from English? 

_________________________ 

21 Does your teacher always speak English during English lessons? 

1 - No, never 

2 

3 

4 

5 – Yes, always 

22 If you, or your classmates, ask your teacher a question in another language than English in 
class, what reaction does your teacher show? 

_________________________ 

23 If you would feel the need to express your thoughts or questions in your first language(s) 
during English lessons, how would that make you feel? 

_________________________ 

24 Do you tell your other classmates to express themselves in English, if they speak another 
language during class? 

o Yes 

o No  

o Sometimes 

25 Do you feel that it is negative to speak another language than English during English 
lessons? For instance, Swedish. 

1 - No, it is not negative 

2 

3 

4 

5 – Yes, we should only use English 
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26 If you chose number 4 or 5 in the previous question, please explain why you feel that it is 
negative to speak another language than English during English lessons. 

_________________________ 

27 If you chose number 1, 2 or 3 in question number 25, please explain your choice here: 

_________________________ 

28 Do you feel that you can benefit by using your first language(s) during English lessons? 
Please write a short motivation to your answer. 

_________________________ 

29 Do you feel that you will fail your English course if you use your first language(s) during 
English lessons? 

o No 

o Yes 

o Maybe 

30 Do you feel that your teacher judges your competence in English if you use another language 
than English during English lessons? 

o Yes 

o No  

o Maybe 

31 Would you feel more comfortable speaking English, if you were allowed to use your first 
language(s) in class in order to understand the English language better? 

o Yes 

o No 

o It would not make a difference 

32 If you do not feel that Swedish is your first language, please answer this question.                            
Do you think that it would benefit you if your teacher could speak your first language(s) as 
well as Swedish? 

_________________________ 

 

Link to see all the answers: https://docs.google.com/forms/d/1pqQwnu5ybDAPL2-
G4LN63JL91Hy_rNv7ZrekZaO-cJI/edit?usp=sharing 

 

 

 

 

 

 

 



 

 31 

Appendix B 

Interview:  
 
I: Ok, so we can start with the questionnaire. What did you think? Was it easy to 
understand?  
B: Yeah, I thought it was easy to understand. It was, the questions were a little confusing, 
sometimes, because I didn’t really… I understand that they were like made for a big group 
of people, they weren’t like specifically made for me, so it was a bit confusing, but it was 
also easy to understand. 
I: Ok, does anyone else have an input?  
D: As you said (B), it was made for like a larger group, it was not too, it was not hard to 
understand, but it was like the answers would be like really different from each student, I 
think. So, that would be challenging for you.  
I: But when you’re thinking of the whole theme of using your first language in a second 
language classroom, do you feel that sometimes you wouldn’t allow yourself to express 
something in your first language in the English classroom? Is it hard?  
C: for me, my father spoke English to me when I was little, so that was like the first 
language I heard. So, English is my first language. So, it’s not hard for me to express 
myself during English lessons, since it is my first language.  
I: Mhm, but what other languages do you speak? You speak Russian, right (B)? Everyone 
else?  
A: I speak Swedish as my first language and then English as my second language, and I 
studied French in school, but didn’t learn so much. 
D: It’s both. I went to the International English School, so, I mean, since sixth grade I’ve 
been speaking English on a daily basis. So, it’s like, it’s almost like my first language, 
but you know I was not grown up with it.  
I: How do you feel that your teacher reacts if another classmate says something in 
Swedish?  
B: Well she tries to, like, ask the person to try to say it in English, but she’s not pressuring 
us. She’s nice. The last question, I’m incredibly comfortable in English, and it’s not my 
first language. But it will be, it doesn’t make a difference if I speak another language, 
cause, I’m just, I feel like English is my first language, even though it really isn’t.  
I: Have you experienced translanguaging in the classroom?  
C: I think, probably sometime, but it doesn’t happen often.  
I: Have you experienced it outside of school.  
A: Yeah, when I was in ground school, we had German exchange students living with us, 
then some words in English doesn’t mean the same in Swedish, so I tried translating it to 
German. Sometimes it’s hard cause you really want to say it in Swedish.  
B: Honestly, I sometimes speak my first language, and I find it hard to express myself in 
the first language, even though I am incredibly comfortable speaking it. I just start talking 
English, which confuses my mother. 
D: Our teacher encourages us to like not say the word in Swedish, but explain it in other 
words. If another student knows the word, they can fill in the student that doesn’t know 
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the word. So, it’s not like team work, but like I don’t know it but she knows it so she’s 
helping me to understand.  
I: Have you done the national test in English?  
C: Yes.  
B: Me too.  
I: Do you find it more difficult to speak English in those situations?  
B: Not the national test, but in my last school I did the Cambridge test, and that wasn’t 
too hard, but it was a little harder.  
D: But the Cambridge test is made for English talking students, in like Britain, so that 
was more challenging. I also did that.  
I: Is it harder to “fake” a conversation than just speaking regular English?  
C: I personally think that it is as easy. Yeah.  
I: Do you think that other classmates of yours, who aren’t as fluent as you in English, 
would find it harder to speak English in a pressured situation?  
Everyone: Yes.  
A: I sometimes feel not so good when speaking English. Like not so long ago I had an 
exam and I was trying to find the word for democracy, but I couldn’t and said it in 
Swedish instead. And I didn’t know that I would pass the test anyway. 
I: How would you feel if you hadn’t passed the test because you said a word in Swedish? 
A: It would hurt if I got a lower grade or didn’t pass because of one or two words. 
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