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Language policies and early bilingual education in Sweden 

An ethnographic study of two bilingual preschools in Stockholm 

Nicolò Galantini 

 

 

Abstract 

 

This research aims to shed light on language policies and early bilingual education in Sweden. 

It highlights the main language policies developed by Sweden while framing them within a 

European perspective, thus comparing the “national” language policies to the “international” 

language policies, stressing differences and similarities. More specifically, it analyzes the 

language policies and guidelines related to bilingual education created by the Council of 

Europe and afterwards applies the same procedure to the Swedish ones. Furthermore, this 

study investigates the language practices of children and teachers in two 

bilingual/multilingual settings. In order to do this, the research was framed as a sociolinguistic 

ethnography and was carried out using observations, interviews and audio-recordings in order 

to achieve triangulation wherever possible. Interview and observational data were analyzed 

thematically while interactional data was analyzed to establish the purposes for which 

different languages were used by participants. In conclusion, this study might give an idea of 

how appropriate the Swedish language policies are while stressing the need to revise and 

implement those policies that might affect the success of early bilingual/multilingual 

preschool education in Sweden.  

 

Keywords: language policies, early bilingual education, linguistic practices, translanguaging 

practices, sociolinguistic ethnography. 
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Språkpolitik och tidig tvåspråkig undervisning i Sverige 

En etnografisk studie av två tvåspråkiga förskolor i Stockholm 

Nicolò Galantini 

 

Sammanfattning 

 

Denna studie ämnar belysa språkpolitik och tidig tvåspråkig utbildning i Sverige. Ett av målen 

är att titta närmare på rådande språkpolitik i Sverige ur ett Europeiskt perspektiv, genom at 

jämföra ”nationell” och ”internationell” språkpolitik och belysa likheter och skillnader. Detta 

innebär, mer specifikt, att analysera språkpolitik och riktlinjer för tvåspråkig utbildning som 

är utarbetad av Europarådet och sedan ställa dem mot de riktlinjer som är utarbetade i 

Sverige. Dessutom är målet att undersöka olika lingvistiska praktiker hos elever och lärare i 

en tvåspråkig kontext. Studien har utförts med sociolingvistisk, etnografisk metod och 

metodologisk triangulering som inkluderat olika tillvägagångssätt såsom observationer, 

intervjuer och inspelade ljudupptagningar. Insamlad data har undersökts med syfte att 

klassificera olika språkliga beteenden för att söka förstå de olika strategier och vanor som 

utgör själva kärnan i interaktionen mellan tvåspråkiga elever och lärare. Slutligen är syftet 

med studien att ge en inblick i hur lämplig svensk språkpolitik är i fråga om tvåspråkig 

utbildning och samtidigt belysa vad som kan behövas reviderasoch införas för att påverka 

framtida tvåspråkig/flerspråkig utbildning i Sverige. 

 

Nyckelord: språk politik, tidig tvåspråkig undervisning, språkliga praktiker, 

“translanguaging”  praktiker, sociolingvistisk etnografi. 
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1 Introduction 

Two hundred years ago, language issues began to assume greater importance in European 

society. With the emerging socio-economic restructurings and the formation of nation-states, 

there was an increase in the need for administrative centralization and national unity which in 

turn dictated the (perceived) need for a common and unifying language (Wingstedt 1998). 

Therefore, this need gave birth to many language ideologies on the subject of language which 

they frequently complement each other and it is all closely interconnected. Moreover, these 

language ideologies led to what nowadays we call „language policy‟. Spolsky, identifies three 

components of language policy: 

 Language management: also known as language planning, language intervention, language engineering, 

or language treatment, and referring to direct efforts to manipulate the language situations; 

 Language practices: the habitual pattern of selecting among varieties that make up linguistic repertoire; 

 Language beliefs or ideology: the beliefs about language and language use. (2004:5) 

The use of language policy carried out by individuals, communities, groups and especially 

governments or other authoritative bodies, has shown deliberate efforts to influence the 

linguistic practices of others with respect to the acquisition (acquisition planning), structure 

(corpus planning), or functional allocation of language codes (status planning).  

In the majority of cases language policies are planned from the top down (Garcia 2008). 

Moreover, acquisition planning is particularly relevant to those who are interested in bilingual 

education. However, sometimes the actors who develop and carry out language policies do 

not have enough knowledge of the topic or of how bilingual education works. In many cases, 

the lack of competence within the educational or linguistic field has led to poorly structured 

and ambiguous policies leaving to the educators the challenging duty to adapt them in a 

multilingual setting. Despite the many policies promoting language diversity and cultural 

awareness, with the upcoming educational reform
1
 Sweden might risk to undermine the 

stability of early bilingual/multilingual education and accidentally affect its educational 

system which is internationally considered “state-of-the-art”. In addition, the current research 

will stress the need to implement a pedagogy that is more closely related to children‟s 

language practices for teachers who work within bilingual/multilingual settings. 

1.1 Language policy: The European Commission 

The European Year of Languages (2001) highlighted the many ways of promoting language 

learning and linguistic diversity. The heads of the state and government in Barcelona in 

March 2002 recognized the need for the European Union and member states to act to improve 

language learning; they called for further action to improve the mastery of basic language 

skills, in particular by teaching at least two foreign languages to all students from a very early 

age. This need is connected to the fact that the European Union is built around the free 

movement of its citizens, capital and services. The citizen with good language skills is better 

                                                           
1 1st of July 2015. 
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able to take advantage of the freedom to work or study in another Member State. Learning 

and speaking other languages encourages us to become more open to others, their cultures and 

outlooks (Commission of the European Communities). However, as stated by the 

Commission of the European Communities, 

Language skills are unevenly spread across countries and social groups. The range of foreign languages 

spoken by Europeans is narrow, being limited mainly to English, French, German, and Spanish. 

Learning one lingua franca alone is not enough. Every European citizen should have meaningful 

communicative competence in at least two other languages in addition to his or her mother tongue. This 

is an ambitious goal, but the progress already made by several Member States shows that it is perfectly 

attainable. (2003:4) 

The action plan identifies three broad areas for action and defines specific objectives for each 

of them. The first area of action is life-long language learning. For this area the action plan 

identifies the following specific objectives: 

 “Learning a mother tongue plus two other languages from a very early age; 

 continuing language learning in secondary education and vocational training; 

 continuing language learning in higher education; 

 encouraging language learning among adults; 

 developing language learning for persons with special needs; 

 widening the range of languages offered in education.” (Commission of the European Communities 

2003) 

The second area of action aims at improving language teaching, specifically through a more 

adaptable school structure. In this context, the action plan identifies the following specific 

objectives: 

 “Implementing global language learning policies in schools; 

 disseminating more widely the tools developed for teaching and learning languages; 

 improving the training for language teachers; 

 increasing the supply of language teachers; 

 training teachers so that they can teach their subjects in at least one other foreign language; 

 testing the language skills of citizens using a European indicator of language competence and 

facilitating comparison between these skills.” (Commission of the European Communities 2003) 

The third area of action involves creating a language-friendly environment. To this end, the 

action plan identifies the following specific objectives: 

 “Promoting an inclusive approach to linguistic diversity; 

 creating language-friendly communities, through the use of sub-titles in cinemas, for example, or by 

capitalizing on the skills of the many bilingual citizens; 

 improving the supply and take-up of language learning.” (Commission of the European Communities 

2003) 
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In conclusion, language learning and linguistic diversity are issues that can be addressed in 

different ways at different levels. Therefore, the Commission of the European Communities 

clarifies that, 

It is the authorities in Member States who bear the primary responsibility for implementing the new 

push for language learning in the light of local circumstances and policies, within overall European 

objectives. The Council of Europe encourages its Member States to reflect upon these responsibilities 

through a „language audit‟ with a view to formulating language education policies that are coherent 

with the promotion of social inclusion and the development of democratic citizenship in Europe. The 

European Union‟s role in this field is not to replace action by Member States, but to support and 

supplement it. Its mission is to help them develop quality education and vocational training through 

cooperation and exchange, and to promote developments in those issues that can best be tackled at a 

Union-wide level. (2003:5) 

 

1.2 The Council of Europe 

The 5
th

 of May 1949 the treaty of London established the Council of Europe signed by ten 

states (Belgium, Denmark, France, Ireland, Italy, Luxemburg, The Netherlands, Norway, 

Sweden and The United Kingdom). The Council of Europe has its headquarters in Strasbourg 

and nowadays is the continent‟s leading human rights organisation. It includes 47 member 

states, 28 of which are members of the European Union. All Council of Europe member states 

have signed up to the European Convention on Human Rights, a treaty designed to protect 

human rights, democracy and the rule of law.  

With regard to education and languages, the Council of Europe shares the same ideology as 

the Commission of the European Communities. For instance, Europe‟s linguistic diversity is a 

precious cultural asset that must be preserved and protected. Therefore, in the point 6 of the 

Recommendation No. 1383 (1998) of the Parliamentary Assembly of the Council of Europe 

suggests that the new approach to modern languages in Europe‟s education systems should 

focus on the following objectives: 

 “A wider selection of languages to cater for the new needs generated by the development of 

international exchanges; 

 the teaching of languages of local minorities at school if there is sufficient demand; 

 the acquisition of satisfactory skills in at least two foreign languages for all pupils by the time they 

leave school; 

 the possibility of modern language learning as a lifelong activity; 

 the recognition of partial skills and learning ability; 

 knowledge of the social, economic and cultural realities of the countries where the languages are 

spoken.” (Parliamentary Assembly 1998) 

Thus, following the guidelines of the Parliamentary Assembly, the Committee of Ministers of 

the Council of Europe developed the Recommendation No. R (98) 6 for the Member States 

concerning modern languages which encourages them to promote widespread plurilingualism: 

 “By encouraging all Europeans to achieve a degree of communicative ability in a number of languages;  

 by diversifying the languages on offer and setting objectives appropriate to each language;  

http://www.coe.int/t/cm/adoptedTexts_fr.asp
http://www.coe.int/t/cm/adoptedTexts_fr.asp
http://www.coe.int/t/cm/adoptedTexts_fr.asp
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 by encouraging teaching programmes at all levels that use a flexible approach - including   modular 

courses and those which aim to develop partial competences - and giving them appropriate recognition 

in national qualification systems, in particular public examinations;  

 by encouraging the use of foreign languages in the teaching of non-linguistic subjects (for example 

history, geography, mathematics) and creating favourable conditions for such teaching;  

 by supporting the application of communication and information technologies to disseminate teaching 

and learning materials for all European national or regional languages;  

 by supporting the development of links and exchanges with institutions and persons at all levels of 

education in other countries so as to offer to all the possibility of authentic experience of the language 

and culture of others;  

 by facilitating lifelong language learning through the provision of appropriate resources.” (Committee 

of Ministers 1998) 

1.2.1 The European Charter for Regional or Minority Languages 

The most important project developed by the Council of Europe is „The European Charter for 

Regional or Minority Languages‟. This charter was opened for signature by the member 

States and for accession by the non-member States on the 5th of November 1992 in 

Strasbourg and it came into force on the 1st of March 1998
2
.  

This treaty aims to protect and promote the historical regional or minority languages of 

Europe. It was adopted, on the one hand, in order to maintain and to develop the Europe's 

cultural traditions and heritage, and on the other, to respect an inalienable and commonly 

recognized right to use a regional or minority language in private and public life. 

First, as defined by the charter, “regional or minority languages” are (Part I, Article 1): 

Languages traditionally used within a given territory of a state by nationals of that state who form a 

group numerically smaller than the rest of the state‟s population; they are different from the official 

language(s) of that state, and they include neither dialects of the official language(s) of the state nor the 

languages of migrants. (1992:2) 

The expression “territory in which the regional or minority language is used” means:  

The geographical area in which the said language is the mode of expression of a number of people 

justifying the adoption of protective and promotional measures as provided for in the Charter. (1992:2) 

The expression “non-territorial languages” means: 

Languages used by nationals of the state which differ from the language(s) used by the rest of the 

state‟s population but which, although traditionally used within the state‟s territory, cannot be identified 

with a particular area thereof. (1992:3) 

Secondly, it enunciates objectives and principles that parties undertake to apply to all the 

regional or minority languages spoken within their territory, (Part II, Article 7):  

 Recognition of regional or minority languages as an expression of cultural wealth. 

 Respect for the geographical area of each regional or minority language. 

 The need for resolute action to promote such languages. 

                                                           
2 Conditions: minimum 5 ratifications. 
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 The facilitation and/or encouragement of the use of such languages, in speech and writing, in public 

and private life. 

 The provision of appropriate forms and means for the teaching and study of such languages at all 

appropriate stages. 

 The promotion of relevant transnational exchanges. 

 The prohibition of all forms of unjustified distinction, exclusion, restriction or preference relating to 

the use of a regional or minority language and intended to discourage or endanger its maintenance or 

development. 

 The promotion by states of mutual understanding between all the country‟s linguistic groups. 

(1992:4) 

 

Further, the charter sets out a number of specific measures to promote the use of regional or 

minority languages in public life. These measures cover the following fields (Part III, Articles 

8-14): 

 Education. 

 Judicial authorities. 

 Administrative authorities and public services. 

 Media. 

 Cultural activities and facilities. 

 Economic and social life. 

 Transfrontier exchanges. (1992:5-13) 

 

Moreover, the charter states that, 

“Each party undertakes to apply a minimum of thirty-five paragraphs or sub-paragraphs chosen from 

among these measures, including a number of compulsory measures chosen from a "hard core". 

Moreover, each party has to specify in its instrument of ratification, acceptance or approval, each 

regional or minority language, or official language which is less widely used in the whole or part of its 

territory, to which the paragraphs chosen shall apply. Nonetheless, the charter is based on an approach 

that fully respects national sovereignty and territorial integrity. It does not conceive the relationship 

between official languages and regional or minority languages in terms of competition or antagonism. 

Development of the latter must not obstruct knowledge and promotion of the former. A deliberate 

decision was taken to adopt an intercultural and multilingual approach in the Charter, with each 

category of language taking its rightful place. In each state the cultural and social reality must be taken 

into account.” (Council of Europe 1992) 

 

In conclusion, the enforcement of the charter is under control of a committee of experts which 

periodically examines reports presented by the parties. 

 

1.2.2 Parliamentary Assembly on the place of mother tongue in school 

education 

Immigration is still a big issue for Europe. Although immigrants‟ trajectories may have 

changed, nowadays many still arrive from Eastern countries and Northern Africa. These 
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people are more often qualified professional than manual workers as it was in the past, but 

still they find a very hard situation when they enter a new country, both in terms of social and 

educational environment (Council of Europe 2007). For this reason the Council of Europe is 

careful and tries to suggest its member states ways to set up language education structures for 

immigrants to support them and, in particular, their children in the process of acquisition of 

the national language. The principle underlying these recommendations is that integration of 

migrants in the new country is mainly achieved through learning the national language and 

being able to master both oral and written forms of communication. Therefore, as explained 

by the Council of Europe, 

For a time, the national language of the host country can only be a second language for such new 

citizens: the language of the media, work and ordinary social relations […] In many cases, the 

integration of such populations, even when temporary and reversible, takes place through the 

acquisition of (one of) the national variety(ies). At the latest, this will occur in the second generation 

through school attendance. But this also raises the question of recognising the mother tongues of the 

migrants‟ children in a manner comparable to those of established national minorities. (2007:22) 

The question of the mother tongue of migrants‟ children is also an important issue. In fact, it 

is not clear if and how the new country will be able to guarantee for them the same status as 

that given to national language minorities and, at the same time, safeguard them from 

becoming merely heritage languages. Generally, in the process of integration and recognition 

of ethnic communities, little attention is given to how the new citizens can be integrated while 

preserving their cultural and linguistic identities (Council of Europe 2007).  This seems to be 

very unfortunate since the presence of speakers of other languages is most often to be 

regarded as a phenomenon of enrichment and growth, both culturally and in economic terms. 

The teaching of a national language and the importance given to that language is often linked 

to the need of one/more social groups to preserve their power. Therefore, by imposing one‟s 

language becomes an instrument of domination tout curt. For this reason, language issues 

need to be discussed and implemented since the early years of schooling and include all 

citizens, be them born in the country or migrants. The exclusion of the needs of some ethnic 

groups may lead over time to problems in the whole process of acquisition, not only of the 

language but also as to the child performance in any subject (Council of Europe 2007). Thus, 

the Council of Europe claims that, 

The role of languages as an element of membership of the national community explains the attention 

they receive in education systems. For this reason, the national language is often the first written variety 

learned in the education system, even by children who have not acquired its oral forms in their home 

environment. It can be expected that in all cases where the linguistic variety of the school does not 

include the mother tongue or home language this situation will produce inhibitions or delay in these 

children‟s learning processes. (2007:23) 

Secondly, Cummins (2002:25) argues that, “the first language must not be abandoned before 

it is fully developed, whether the second language is introduced simultaneously or 

successively, early or late, in that process.” According to Cummins‟ (1989) „Common 

Underlying Proficiency‟, students who have developed literacy in one language will tend to 

make stronger progress in acquiring literacy in an additional language since knowledge of 
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linguistic practices, as well as prior knowledge of the world, transfers across languages 

(Garcia 2008). Also, what is learned in one language does not have to be re-learned in 

another, since conceptual knowledge transfers, and it is just linguistic labels that might have 

to be taught. With regard to this Garcia (2008:69) argues that, “Linguistic interdependence is 

present in the case of bilingualism in linguistically congruent, as well as linguistically distant 

languages.”  

On the other hand, children who acquire a second language at the expense of their first 

language, most likely have a reduced possibility of developing the second language 

appropriately, since these learners are unable to use their first language in making sense of 

new linguistic and cognitive situations (Garcia 2008). Therefore, the mother tongue education 

should be encouraged to avoid such linguistic handicaps and to respect a democratic principle 

which is the core of the international declarations (Council of Europe 2007). 

Nowadays, in some national education systems such as Sweden or Norway, the entitlement of 

immigrant populations to be educated in the official linguistic variety of the host country has 

been recognized (to avoid any discrimination), while emphasizing the need to develop the 

heritage language and culture (Council of Europe 2007). Thus, according to the Council of 

Europe,  

It is accepted that the acquisition of writing should initially take place in the language of the child‟s 

family socialisation. But, in this case, it is accepted that these are only transition programmes to the 

acquisition of the written form of the national variety of the majority, though there are exceptions in 

Europe to this quasi-general rule. The very establishment of such programmes has given rise to 

negotiations regarding the age at which children should be exposed to the school variety or the subjects 

which may later be taught in the mother variety. Exposure to the mother tongue may be desired as early 

as possible, and as many subjects as possible taught in the mother variety. (2007:23) 

However, the general purpose of transition programmes is not the preservation and 

development of students‟ linguistic diversity instead they are a temporary solution which 

eventually will lead to a homogeneous integration towards the national language of the host 

country. 

On the other hand, the Council of Europe argues that, 

The situation has become more complex with the accession to certain forms of political autonomy by 

regions recently formed in existing sovereign states, since the minorities there have acquired the right to 

educate their children in their own linguistic variety rather than that of the linguistic majority. If writing 

skills are acquired in this initial variety, the mastery of writing skills in the national variety will also be 

necessary, which may be justified in terms of participation in collective life as a whole. This makes 

compromise bilingual schooling indispensable, with the problems underlined above of a satisfactory 

balance between the mother/regional and national linguistic varieties. This situation is made still more 

complex if there are substantial minorities in these regions. Language education policies of this type, 

which are still a significant current in national policies, do not seem to be receptive to the concept of 

plurilingualism (Bakhtin 1984) and diversified language repertoires. (2007:24) 

Thus, the obligatory coexistence of linguistic varieties as a result of negotiation, could be 

completely received in teaching and result in the coordination of the various languages 
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(mother, affiliation, official, national, etc.), which would consequently form the foundation of 

plurilingual education (Council of Europe 2007). 

Therefore, in the Recommendation 1740 (2006) the Parliamentary Assembly recalls (point 1-

11): 

 “The importance of the instruments adopted by the Council of Europe such as the European Charter for 

Regional or Minority Languages (ETS No. 148) as well as those adopted by other bodies, such as the 

UNESCO Convention on the Protection and Promotion of the Diversity of Cultural Expressions. 

 It would be desirable to encourage, as far as possible, young Europeans to learn their mother tongue (or 

main language) when this is not an official language of their country. 

 At the same time, every young European has the duty to learn an official language of the country of 

which he or she is a citizen.  

 The language which is the vehicle of instruction has a crucial role in that it is the key to classroom 

communication and consequently to pupils‟ acquisition of knowledge. A great deal of research has 

confirmed that types of education based on the mother tongue significantly increase the chances of 

educational success and can even give better results. 

 In European societies, everyday use of the official language is the main precondition for the integration 

of children whose main language is different from the official one of the country or region. However, a 

large amount of research yields common results on one point: immediate schooling of such children in a 

language they do not know well, or not at all, seriously jeopardizes their chances of academic success. 

Conversely, bilingual education based on the mother tongue is the basis for long-term success. 

 Recent studies have shown that the ideas that every language is linked to a particular culture and that 

bilingualism ultimately excludes the individual from both cultures are mistaken. The view that 

bilingualism or plurilingualism is a burden on pupils is also incorrect – they are assets. 

 There are various ways in which bilingualism in children can be supported by education systems. They 

can be distinguished by their political objectives: maintaining a minority language, revitalizing a less 

widespread language or integrating children who speak a foreign language into the dominant society. 

There are appropriate bilingual educational models in all cases. Which is chosen will depend on prior 

reflection and a transparent decision on objectives, negotiated with those directly concerned. 

 “Strong” bilingual educational models which aim to equip the future adult with real bi/plurilingual 

proficiency have many advantages over “weak” models which treat bilingualism as an intermediate 

stage between mother-tongue monolingualism and official-language monolingualism rather than as an 

end in itself. These advantages concern both the people who benefit from such models and the societies 

that provide them. In all cases, however, the condition for success is that bilingual educational programs 

should last several years. 

 Particular attention should be paid to the case of regional languages exclusively spoken in a country 

with a different official language or which are spoken in more than one country but are not official 

languages in any of them, as well as in the case of deterritorialised or diaspora languages. Significant 

support by educational systems can be the condition upon which the very survival of these languages 

may depend.”  

In conclusion, the assembly advices the Committee of Ministers to develop a recommendation 

inviting the governments of Member states to (Parliamentary Assembly 2006, point 12): 

 “Develop bilingual and plurilingual education on the basis of the principles set out above. 

 Foster development of children‟s plurilingual repertoires and give substantial support to all languages in 

children‟s repertoires. 

  Propose, whenever appropriate and useful, strong support in their mother tongue for children for whom 

it is not an official language of the state. 
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 Promote threatened languages with parents and communities so that their commitment to their language 

receives support and reinforcement. 

 Develop and implement policies for the use of languages in education, in open dialogue and permanent 

consultation with the concerned linguistic groups.” 

 

1.3 Sweden: historical background 

After the Second World War, the Social Democratic party tried to develop the image of 

Sweden as a neutral, and socially equal welfare state model, known as „folkhemmet‟ (Milani 

2007). The neutrality and the welfare state based on the principle of social equality 

demarcated and distinguished Sweden from Europe in the international arena. Nonetheless, 

the Social Democratic priority (internationalism) and the historically „natural‟ view of 

Swedish as the “official” language decreased the symbolic function of Swedish nationally and 

increased the symbolic function of English during the 1970s as the language representing 

Sweden internationally (Milani 2007). In other words, the Swedish national identity was 

created by the principle of neutrality, social equality and the welfare state instead of focusing 

on the Swedish language and nation. 

However, during the 1970s, due to increased immigration, the Swedish language became a 

major topic of debate among politicians and academics. Even though the phenomenon of 

immigration, during the 1970s and the 1980s was not new to Sweden, it was different 

compared to other periods in nature and volume. During the 1950s, immigration was still 

numerically contained and was generally welcomed as a mean to support the expansion of the 

Swedish economy. On the other hand, the immigrants who came to Sweden during the 1970s 

onwards abandoned their countries for political, personal and economic reasons (Milani 

2007).  

During the 1950s and 1960s immigrants were mainly expected to leave their cultural heritage 

and be assimilated into Swedish society. However, the immigration during the 1970s replaced 

the assimilation process with multicultural policies. As far as language is concerned,  

according to Milani (2007:177), “the debate focused, on the one hand, on the importance for 

immigrants to learn Swedish as a prerogative for a successful integration, and, on the other, 

on rights of immigrants to maintain and develop their home-languages.” 

These two different goals led Sweden to ratify the „European Charter for Regional and 

Minority Languages‟ (1992) and to develop a proposal for an action program for the Swedish 

language called „Mål i Mun‟ (2002). 

1.3.1 Sweden ratifies the European Charter for Regional or Minority 

Languages 

The European Charter for Regional or Minority Languages was opened for signature on the 

5th of November 1992. The Charter came into force on 1 March 1998. Sweden ratified the 

Charter the 9th of February 2000 and the Charter came into force for Sweden on 1 June 2000. 
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According to paragraphs a and c of Article 1 of the Charter, Sweden recognized Sami, Finnish 

and Meänkieli (Tornedal Finnish) as „territorial‟ minority languages. Moreover, Romani Chib 

and Yiddish were recognized as „non-territorial‟ minority languages (Regeringskansliet 

2001). 

1.3.2 Mål i Mun 

The Draft action program for the Swedish language has two intended purposes: firstly, to 

advance the position of Swedish, and secondly, to ensure that everyone in Sweden has equally 

good opportunities to acquire the Swedish language. According to the Committee of the 

Swedish language (2000), an action program for the Swedish language was needed because 

the language situation in Sweden had changed: 

 

 English has won an increasingly strong position internationally, thereby also becoming a more and 

more important language in our country. 

 Sweden has become an increasingly multilingual country, primarily because of immigration but also as 

a result of the elevation some years ago of five languages to the status of national minority languages. 

 There is greater demand in society at large for an ability to use language well both orally and in writing. 

(Mål i Mun 2002:1) 

 

According to the previous purposes the Committee has chosen to aim to ensure three points 

by the proposals they presented  

 Swedish shall be a complete language, serving and uniting our society. 

 Swedish in official and public use shall be correct and shall function well. 

 Everyone shall have a right to language: Swedish, their mother tongue and foreign languages. (Mål i 

Mun 2002:2) 

 

Moreover in the section regarding „Multilingual Sweden‟ the action program includes the 

following measures to promote Sweden‟s continued development as a multilingual society:  

 

 Measures shall be taken to bring about a positive change in attitudes towards the Swedish language and 

different linguistic varieties. 

 Measures shall be taken to strengthen the Nordic language community. 

  Minority and immigrant languages in Sweden should receive support. 

  Measures shall be taken to support access to media in minority and immigrant languages. 

 The position of sign language shall be clarified. Measures shall be taken to strengthen and develop sign 

language. 

 Modern languages shall be given a stronger position in Swedish education. (Mål i Mun 2002:5) 

 

In the section regarding „Social disparities and language acquisition‟ the Committee argues 

that there are clear indications that children from different socio-economic backgrounds have 

different prospects of acquiring the language. One key factor consists of the substantial social 

disparities observable in the reading and media consumption habits in the home environment. 

Therefore, the action program contains the following measures to combat these types of 

differences: 
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 Efforts should be made to stimulate reading and storytelling in children‟s home and pre-school 

environments. 

 All parents should receive information at an early stage about small children‟s need for linguistic 

stimulation and about the important role played by parents in this respect.  

 Central government shall continue to support the publication and distribution of books and the 

acquisition of literature by public and school libraries, and shall support initiatives to promote reading. 

 Newspaper distribution support shall be increased. (Mål i Mun 2002:8) 

 

 

2. The phenomenon of bilingualism and bilingual 

education. 
 

Before explaining the various types of bilingual education, it is necessary to fully understand 

what “bilingualism” is and what group of people might be labelled as “bilingual” individuals.  

During the 20
th

 century, the common idea developed that a bilingual individual is 

approximately fluent in two languages across various contexts, the so called „balanced 

bilingual‟ (Grosjean 2010). Even though it is possible to find those kind of individuals, this 

group does not represent the whole phenomenon of bilingualism and we cannot address all the 

bilingual individuals as „balanced‟ (Grosjean 2010). With regard to this matter, Baker claims 

that, 

A person may be able to speak two languages, but tend to speak only one language in practice. On the 

other hand, the individual may habitually speak two languages, but competence in one language may be 

limited. Another person will use one language for conversation and another for writing and reading. 

Therefore, the crucial distinction is between ability and use that sometimes can be referred as the 

difference between degree and function (1993:5).  

For this reason it important to understand that the degree of the basic language abilities 

(listening, speaking, reading and writing) can vary among bilingual individuals. This concept 

might avoid the simple classification of who is, or is not, bilingual. Therefore, some 

individuals may speak a language, but not read or write in a language. Some listen with 

understanding and read a language (passive bilingualism) but do not speak or write that 

language. Some understand a spoken language but do not themselves speak that language. 

Hence, to classify people as either bilinguals or monolinguals is too simplistic. As Baker 

argues, 

The four basic language abilities do not exist in black and white terms. Between black and white are not 

only many shades of gray; there also exist a wide variety of colours. Each language ability can be more 

or less developed. Reading ability can be simple and basic to fluent and accomplished. Someone may 

listen with understanding in one context (e.g. shops) but not in another context (e.g. an academic 

lecture). This suggests that the four basic abilities can be further refined into sub-scales dimensions. 

There are skills within skills. (1993:6) 

 

Therefore, in the light of these different “groups” of individuals, bilingual education is a 

simple label for a complex phenomenon (Baker 1993). In some cases, people tend to include 

under the category “bilingual education” the education of students who are already speakers 
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of two languages and occasionally the education of students who are studying an additional 

language. Even though the development of some type of bilingualism is accomplished in both 

„language-teaching programs‟ and „bilingual education programs‟, the first teach the language 

as a subject whereas bilingual education programs use two languages “as a media of 

instruction”. Moreover, according to Garcia, 

 

What continues to separate these two kinds of programs has to do with the broader general goal of 

bilingual education – the use of two languages to educate generally, meaningfully, equitably, and for 

tolerance and appreciation of diversity- and the narrower goal of the second – or foreign-language 

teaching – to learn an additional language. (2008:6) 

 

2.1 Subtractive bilingual education 

 

Subtractive bilingual education is based on a „monoglossic‟ ideology of bilingualism. In other 

words, the aim of this type of bilingual education is to achieve the proficiency in the dominant 

language according to monolingual norms through „submersion‟ programs or „transitional‟ 

bilingual programs.  

 

2.1.1 Submersion program 

 

Children in submersion programs are mixed together with students whose L1 is that of the 

school and their lack of proficiency in the school language is often treated as a sign of limited 

intellectual and academic ability. Children in submersion programs may often become 

frustrated because of difficulties in communicating with the teacher (Cummins 1979). These 

difficulties can arise both because the teacher is unlikely to understand the child‟s L1 and also 

because of different culturally-determined expectations of appropriate behavior. The basic 

aim of a submersion program is thus assimilation of language minority speakers, particularly 

where there has been a high level of immigration (USA or England). Also, where indigenous 

language minorities are perceived as working against the common good, submersion 

programs become a tools of integration (Baker 1993). In conclusion, the school becomes a 

melting pot to help create common social, political and economic ideas. 

 

2.1.2 Transitional bilingual program 

 

The aim of transitional bilingual programs is also assimilationist. It differs from submersion 

programs by language minority students temporarily being allowed to use their home 

language, and often being taught through their home language, until they are thought to be 

proficient enough in the majority language to cope in mainstream education (Baker 1993). In 

other words, the L1 is used only as a tool towards achieving proficiency in the majority 

language, the second language is added while the first is subtracted. Therefore, these 

programs allow bilingualism only as a temporary solution. During the past, subtractive 

bilingual education has been used by many states in the education of Indigenous children. In 

other words, these children have been cut off from parents and communities who spoke their 
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home languages rendering them monolingual and denying the possibility of developing their 

bilingualism. Garcia (2008:116) argues that this happened because, “The „monoglossic‟ 

orientation considered minority students only as monolingual  and saw their bilingualism as a 

problem, and supported linguistic and cultural assimilation, having monoculturalism as a 

goal.” While monolingualism is the aim of transitional bilingual programs, teachers or their 

assistants need to be bilingual, most often members of the ethnolinguistic group themselves, 

who have a deep knowledge of the home language practices and culture (Baker 1993). 

Because of the lack of a clear language policy that states when one language or the other is to 

be used, these teachers usually code-switch back and forth. In other words, the teachers have 

to teach children the majority language and to use the children‟s home language to facilitate 

and speed up the process (Garcia 2008). Moreover, in the last decade there has been a growth 

of these kinds of programs to support the transition of immigrant children to the dominant 

language, especially in the USA where the Spanish language has been considered as a threat 

to the unity of American society.  To a certain extent, the increasing growth of these programs 

was also connected to the first constitutional amendment to make English the official 

language of the United States, introduced by Senator Samuel Hayakawa in 1981. According 

to Garcia (2008:172), the Amendment reads, “Neither the United States nor any State shall 

make or enforce any law which requires the use of any language other than English. This 

article shall apply to laws, ordinances, regulations, orders, programs, and policies.” Moreover,  

 

“Since 1981, 25 states have adopted various forms of “Official English” legislation, in addition to four 

that had already done so. Subtracting Hawaii (which is officially bilingual) and Alaska (whose English-

only initiative has been declared unconstitutional) leaves a total of 27 states with active Official English 

laws. These measures are unrelated, however, to the process of amending the U.S. Constitution.” 

(Language policy) 

 

The spread of this Amendment might be connected to the fact that neither the school system 

nor the society considers bilingualism to be a resource (Garcia 2008). 

 

2.2 Additive bilingual education 

This type of bilingual education shares the same language ideology (monoglossic) of 

subtractive bilingual education. However, the final goal is to achieve proficiency in each one 

of the two languages. This kind of bilingual education is focused on the acquisition, 

maintenance and development of the children‟s bilingualism both at home and at the school 

where the majority languages usually set up „diglossic bilingual education types‟ where each 

language is accurately compartmentalized (Garcia 2008). In other words, the children come in 

speaking one language, the school adds a second language, and they end up speaking and 

writing both. Three main types of bilingual education programs have been developed based 

on this approach: maintenance, prestigious and immersion programs.  

 

 

http://www.languagepolicy.net/archives/langleg.htm#Hawaii
http://www.languagepolicy.net/archives/langleg.htm#AK
http://www.languagepolicy.net/archives/langleg.htm#State
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2.2.1 Maintenance bilingual education program 

The maintenance bilingual education programs are mainly focused on minority children who 

need to acquire the majority language and maintain their home language. Besides teaching 

academic subjects through two languages, these programs reflect community cultural values, 

and often are interested in the community‟s self-determination. Maintenance programs not 

only maintain the group‟s home language while teaching the dominant language but also 

instill a strong bicultural identity in the children. Usually these kind of schools often decide 

how to arrange the languages based on practical considerations, such as the number of 

teachers of each language, their qualifications and interests, the instructional material they 

have, the parents‟ wishes, the community‟s sociolinguistic profile and that of the student s 

(Garcia 2008). Generally speaking, these programs use one language of instruction for some 

period of time, and the other language for another, of equal or unequal length. 

2.2.2 Prestigious bilingual education program 

In prestigious bilingual education programs, majority children are taught through the medium 

of two languages of prestige, mostly with two teachers, with each one teaching in a different 

language. Usually the bilingual arrangement is teacher-determined. In other words, one 

teacher speaks only one language, and the second teacher solely speaks the other language. 

However, there are different manifestations of teacher-determined and language-structuring, 

Garcia argues, 

- Two teachers, two classrooms. This is the strictest of this teacher-determined separation. It 

combines teacher-determined, with time-determined separation. In this case, one teacher 

teaches in one language at some time of the day, while at the same time another teacher 

teaches in the other language. 

- Two teachers, one classroom. Another arrangement is to have two teachers within one 

classroom who speak only one language to the students but are able to facilitate their learning 

in the other language because they themselves are bilingual. This is the usual arrangements 

when there are enough resources, especially in early childhood. (2008:293) 

2.2.3 Immersion bilingual education program 

The aim of these types of programs is to achieve a proficiency level in a second language. 

Therefore, the language majority children are often taught, for a certain period of time, only in 

the language that they are trying to acquire. This second-language teaching approach is 

connected to the principle that languages are best learned when used in authentic 

communication than when they are explicitly taught, as in second language education 

programs (Baker 1993). To that end, the additional language is used as a medium of 

instruction. Usually, immersion bilingual education programs not only use two different 

teachers for each of the languages, but children often switch rooms which are carefully 

designed for a specific language. Despite the immersion of the child in the other language for 

education, the child‟s home language is honored, respected, used throughout the school, and 

taught after the immersion period (Garcia 2008). However, immersion bilingual education is 
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an umbrella term. Within the concept of immersion experience are various Canadian 

programs differing in terms. For instance, according to Baker, 

Age at which a child commences the experience. This may be at the kindergarten or infant 

stage (early immersion); at nine to ten years old (delayed or middle immersion), or at 

secondary level (late immersion). (1993:158) 

The total immersion usually commences with 100% immersion in the second language, after 

two or three years reducing to 80% for the next three or four years, finishing junior schooling 

with approximately 50% immersion. Partial immersion provides close to 50% immersion in 

the second language throughout infant and junior schooling. Early total immersion is the most 

popular entry level program, followed by late and then middle immersion (Baker 1993).  

2.3 Developmental bilingual programs 

According to Garcia, 

Whereas maintenance bilingual education stems from a monoglossic vision, based on separation from 

the language-majority community and seeking self-determination for the group itself and biculturalism, 

developmental bilingual programs are more heteroglossic, based on a bilingual/multilingual and 

bicultural model of community and seeking recognition of equality, but enacting multiple languages 

and identities. (2008:129)  

Therefore, developmental bilingual education programs are for non-dominant language 

groups who are reaffirming and developing their minority language. Because their language 

shift has not been extensive and thus the languages are not endangered, these developmental 

recovery education programs are more appropriate than immersion revitalization programs 

(Garcia 2008). Through these programs, language minority children develop academic 

proficiency in their home languages, as well as in a dominant language. These language 

minority groups have received sufficient attention from the state or are organized enough to 

be able to support these types of bilingual education programs. Deaf bilingual education 

usually falls under this type. For instance, in 1983 Spain‟s Law of Linguistic Normalization 

was passed, aimed at regulating the use of Spanish and promoting the other languages 

(Catalan, Galician and Basque). Moreover, “ The 1988 Education act  gave Welsh the status 

of a core subject of the National Curriculum in Wales in Welsh-medium schools, defined in 

the Act as „Welsh speaking schools‟, and the status of a foundation subject in the rest of the 

schools in Wales” (Jones 2001:9). 

Catalan 

“The Catalan language is one of the Romance languages spoken in Spain, with its earliest literary text,     

the Homilies d'Organya, dating back to around the middle of the 12th century. In the 13th, 14th and 

15th centuries, Catalan literature flourished, first under the influence of Provençal literature and later as 

the producer of its own thematic and formal resources. From the 16th to the 18th centuries the Catalan 

language in Spain underwent a period of decline, in which the Spanish royalty and other political 

upheavals imposed different restrictions until it emerged in the 19th century with the movement known 

as the Renaixença, or Renaissance. Its modern linguistic normalization was brought about with the 

creation of, in 1907 by Prat de la Riba, the Institut d'Estudis Catalans, whose principal pursuit was 

http://www.donquijote.org/en/learn-spanish-in-spain
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higher scientific research of all the elements of the Catalan culture. It is at this famed Institut where 

Pompeu Fabra effected the regulation and grammatical systematization of the Catalan language; thus 

unifying spelling standards for its use in 1913. Since 1979, both Castilian and Catalan are the official 

languages of Catalonia and since 1983 of the Balearic Islands. In 1982, the Autonomous Community 

of Valencia declared Castilian Spanish and Valencian, a local variation of the Catalan language, as co-

official languages of the region. Catalan is also spoken in some areas of Aragon and Murcia and outside 

of Spain in the French Roussillon region, the Principality of Andorra and in the Italian city of Alguer 

(Sardinia). It is the mother tongue of 5 to 6 million people. Many Castilian/Spanish speaking people 

who live in any of these aforementioned areas speak and understand it.” (Donquijote) 

Today Catalan is used as the only teaching medium at all levels of the education system in 

Catalonia and is also taught as a subject, with Spanish taught only as a subject throughout the 

grades. In addition, Spanish is used as a medium of instruction in one content area from grade 

3, and two content areas from grade 6 (Garcia 2008). 

Galician 

“Another Romance language is Galician-Portuguese which originated in Galicia at the beginning of the 

Middle Ages, and was carried by the Christian conquerors outwards to present day Portugal. It‟s first 

literary and notary texts date from the 12th century. In the second half of the 14th century, after 

producing a splendid body of literature, the language split into Galician and Portuguese, for historical 

and political reasons. It was the War of Independence against Napoleon, and even more the ensuing 

struggles between absolutists and liberals, that encouraged a certain literary renaissance of Galician 

language, especially of a political nature, with pieces in verse and dialogues or prose speeches, which 

are of interest today from the standpoint of the history of the language and society of the region. 

However, the true renaissance did not come till half-way through the 19th century, especially via 

poetry. It became the co-official language of Galicia in 1981 but it is also spoken in areas of Asturias 

and Castile-Leon. Today nearly two million people speak Galician, although due to its similarity to 

Castilian and the multiple interferences derived from a practically universal bilingualism; therefore it is 

very difficult to make an exact calculation.” (Donquijote) 

Today, through the advent of bilingual education programs, Galician children are biliterate, 

reading and writing the extensive literature that is being produced and published in Galicia 

(Garcia 2008). 

Euskera 

“Euskera, or the Basque language, is spoken in the northern central area of Spain (where the Pyrenees 

meet the Bay of Biscay) and it is nowadays written with the Latin alphabet. There are about 600,000 

speakers in the north of Spain, throughout the province of Guipúzcoa, in Biscay and Navarra and in 

some parts of Álava. However, Basque is not only spoken in Spain, you will also find Basque people in 

the French Atlantic Pyrenees (approx. 100,000 speakers). The origin of Basque is not really traceable 

and there have been a number of hypotheses. It has been suggested that the forerunner of the Basque 

language was introduced into this part of Europe by immigrants from Asia Minor at the beginning of 

the Bronze Age (c. 2000 BC). Basque and Castilian entered history together, since the first text 

preserved in Castilian, the Código emilianense (c. 977), is also written in Basque. Since 

1982, Euskera has been the official language of the Basque Provinces together with Castilian. The 

mountainous landscape of the region has contributed towards maintaining linguistic diversity, leading 

some linguists, based on the intercommunicative difficulties found, to claim the existence of seven 

different Basque languages. To overcome this fragmentation the Royal Academy of the Basque 

http://www.donquijote.org/en/learn-spanish-in-spain/valencia
http://www.donquijote.org/en/learn-spanish-in-spain
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Language was created in 1919, and in 1968, a standardized Basque grammar called batúa was adopted 

for official purposes.”  (Donquijote) 

According to Garcia, Euskadi has three bilingual education programs, 

 Model A: instruction is carried out in Spanish. Euskera has the status of a language subject taught for a 

stipulated number of hours. 

 Model B: schooling is carried out in equal proportions through two languages (Euskera and Spanish), 

and in addition both languages are taught as subjects. 

 Model D: schooling is carried out in Euskera, and Spanish is taught as a subject. (2008:253) 

Nowadays, the majority of the students follow the model D. 

Welsh 

It should be highlighted that the legislation which concerns the Welsh-medium education is 

separate from that dealing directly to the language
3
. According to Jones, 

It was the 1870 Education Act which opened the door to teaching Welsh in schools. An important step 

forward was taken in 1927 with the publication of a report prepared by a committee established by the 

President of the Board of Education on Welsh Education and Life which reported that although Welsh 

had made remarkable advances in schools since the 1880s, considerable resources were required for the 

training of teachers and the preparation of teaching materials. It was not until the Education Act of 1944 

that legislation was passed to enable Local Education Authorities to provide Welsh-medium schools. 

The first primary school supported by public funding was opened in 1947 in Llanelli, in South West 

Wales, and by 1950 there were another 6 Welsh medium schools in South Wales and 5 in North East 

Wales. In 1956 Ysgol Glan Clwyd, in North Wales, was established as the first Welsh-medium 

secondary school. Full recognition for Welsh education came in 1988, when the Education Reform Act 

gave Welsh the status of a core subject of the National Curriculum in Wales in Welsh-medium schools, 

defined in the Act as „Welsh speaking schools‟, and the status of a foundation subject in the rest of the 

schools in Wales. Welsh became a compulsory subject for all students in Wales at Key Stages 1, 2 and 

3 (i.e. up to age 14) in 1990. In 1999 it became a compulsory subject at Key Stage 4; this meant that all 

pupils in Wales study Welsh (either as a first or a second language) for 11 years, from the ages of 5 to 

16. (2011:8-9) 

 

2.4 Dynamic bilingual education 

Plurilingualism, or a dynamic form of bilingualism, is the core of this type of education. 

Garcia argues that, 

It uses programs that develop the ability to move along the communicative ridges and craters created by the 

multiple linguistic interrelationship of the many individuals along the many points of the bilingual continuum 

(2008:119).  

In addition, it considers all students as a whole, acknowledges their bilingual continuum, sees 

their bilingualism as a resource, and promotes transcultural identities; that is, the bringing 

                                                           
3
 The Welsh Language Act came into force in 1993, establishing the Welsh Language Board, giving the Board 

statutory functions; the Act established the principle that in the conduct of public business and the administration 

of justice, the Welsh and English languages should be treated on a basis of equality in Wales. 
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together of different cultural experiences and contexts generating a new and blended cultural 

experience (Garcia 2008). Garcia claims that, 

A dynamic theoretical framework of bilingualism allows the simultaneous co-existence of different 

languages in communication, accepts translanguaging, and supports the development of multiple 

linguistic identities to keep a linguistic ecology for efficiency, equity and integration, and responding to 

both local and global contexts (2008:119). 

Moreover, it supports the integrated education of children at different points on the bilingual 

continuum, sometimes from different linguistic and cultural backgrounds. Finally, it supports 

the education of children to use languages for „functional interrelationship‟, and not simply 

for „separate functional allocations‟ (Garcia 2008). 

This type of education contains the following programs: 

 Poly-directional or two-way programs (dual lang., bilingual immersion, two-way 

immersion); 

 CLIL and CLIL type; 

 Multiple multilingual programs. 

2.4.1 Poly-directional or two-way bilingual programs (Dual language) 

These kinds of programs occur when approximately equal numbers of language majority and 

language minority students are in the same classroom. However, they have never been very 

popular because they require two or more ethnolinguistic groups who are comfortable being 

educated in each other‟s languages. This type of programs are based on theories of second 

language acquisition which suggests that native and non-native speaker interactions are 

essential and that such relationships are also important in developing cross-cultural 

understandings (Garcia 2008). Baker argues that, 

Since both languages are used for instruction and learning, the aim is to produce relatively balanced 

bilinguals. Biliteracy is as much an aim as full bilingualism, with literacy being acquired in both 

languages either simultaneously or with an initial emphasis on native language literacy (1993:164). 

 

European schools for civil servants 

The  European Schools for civil servants were conceived in 1953 to promote the mobility of 

European civil servants. Students who attend the European Schools are mainly children of 

official employees of the EU. Other children not related to diplomatic employees of the 

Community are granted admission if there is room available. Instruction is free of charge 

except for the children of non-civil servants who are expected to pay a small fee (Baetens 

Beardsmore and Swain 1985). These specific schools offer an education to children during 

their time abroad, which allows them to carry on their studies in their home country or in 

another European country. Therefore, such schools are usually found close to European 

institutions and offer a wide range of multilingual education. Thus, these schools emphasize 

on the children‟s own language and culture while developing knowledge of and promoting 
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respect for the languages and cultures of other European countries (Baetens Beardsmore and 

Swain 1985). The European School model is principally conceived as a language maintenance 

program, focused on supporting the dominant language in a complex multilingual setting. As 

stated by Baetens Beardsmore and Swain, the basic principles behind the network of 

European Schools are as follows: 

 Children receive their total education in one of the seven linguistic sub-sections available according to 

the free choice of the parents, though sometimes on advice of the school authorities when mixed 

marriages or complex mobility patterns lead to an involved linguistic background for the child in 

question. 

 Most education takes place in the child's first or dominant language with native speaker teachers. 

 Each of the seven language sub-sections follows the same time-table and the same curriculum. 

 All children are required to receive instruction of and in a second language (from grade 1 of primary 

school), known as the 'vehicular language' of the school. There are three vehicular languages, French, 

German and English, from which pupils select one which must be different from the language of the 

sub-section in which the pupil is enrolled. Hence a German child can select between French and 

English, an English child between French and German. Moreover, in the upper grades of middle school, 

the study of a third language is required. 

 Communal lessons, known as 'European hours', are given from the third grade to mixed groups from the 

different linguistic subsections in one of the vehicular languages. These are intended to promote cross-

cultural unity and exchanges within the school. (1985:5) 

2.4.2 CLIL and CLIL-type bilingual programs 

To a certain degree, the European Commission created a bilingual education program known 

as  Content and Language Integrated Learning (CLIL) that has some characteristics related to 

the Canadian „immersion‟ but it differs due to the different social contexts. For instance, a 

difference between many CLIL-type programs and the Canadian immersion is in their goals. 

Full immersion offers intensive contact with the target language and aims for native or near-

native competence, at least in receptive skills of comprehension and reading. Most CLIL-type 

programs offer less intensive contact with the target language: instruction though the students‟ 

second language does not take extensive portions of curriculum time (Garcia 2008). CLIL-

type programs aim at achieving a functional competence in both receptive and productive 

skills, particularly when the target language takes a low portion of curriculum time, as in 

vocational or professional training. In addition, another major difference is that right from the 

beginning, CLIL programs have always tended to include the teaching of the target language 

as a subject parallel to its being used as a vehicle for content-matter learning, in order to 

enhance accuracy and to help assimilate the target language rules and norms (Garcia 2008). In 

many cases, though not all, this involves different teachers who are in tandem, a language 

teacher and a subject teacher who conveys the content through the same language as that used 

by the language teacher. This approach, whether supplied by one and the same teacher or not, 

provides a learning environment that is more authentic, both for content and interaction. The 

authentic material used for the content-matter subject relates to the real world, whereas the 

traditional language classroom tends to talk about pseudo-real and fictitious content (Garcia 

2008). Moreover, students can benefit in a variety of ways, as CLIL: 

 “Builds intercultural knowledge and understanding; 
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 Develops intercultural communication skills; 

 Improves language competence and oral communication skills; 

 Develops multilingual interest and attitudes; 

 Provides opportunities to study content through different perspectives; 

 Allows learners more contact with the target language; 

 Does not require extra teaching hours; 

 Complements other subjects rather than competing with them; 

 Increases learners‟ motivation and confidence in both the language and the subject being taught.” 

(European Commission) 

 

2.4.3 Multiple multilingual education programs 

These kinds of programs reflect the global multilingual situation and they adapt the bilingual 

education policies that develop and spread multiple languages among its citizens, as schools 

use more than two languages to educate. Garcia argues that, 

In these cases, the aim of bilingual education is not simply to recover minority languages that are 

expanding, but to develop multiple languages and spread them throughout an entire population. An 

education in two languages is not sufficient, and trilingual and multilingual education is becoming more 

important (2008:267). 

Luxembourg 

In Luxembourg, the educational system shows unique characteristics of the country and its 

society. Geyer argues that, 

In the case of Luxembourg such a characteristic is first and foremost its accentuated trilingualism. 

Unlike in the neighboring – also multilingual – Belgium, Luxembourg is not divided into different 

language communities, in which each community learns, works and lives practically in one dominant 

language regime. Instead, Luxembourg in its entirety is officially – and in everyday life – trilingual: 

Luxembourgish (Lëtzeburgesch, a Franconian/Moselle dialect), French and German. The first is the 

national language and vernacular of the population. Legislation is drafted in French. Administrative and 

legal affairs are handled in all of the three languages. Consequently there is not one language of 

instruction in schools, but three; which one depends on the level of education. Luxembourgish is the 

basis in pre-primary and the first two years of primary school. In the first year of primary school 

German is hence introduced as the language of instruction (reading and writing), followed by oral 

teaching of French from the beginning of the second year and written French from the third year on. 

Luxembourgish continues to be used in parallel with German and French. Building on this, English is 

later taught as a „truly‟ foreign language. Moreover, throughout schooling the three languages are used 

as a medium for non-linguistic content-matter. (2009:1) 

With regard to this specific educational system, Garcia argues: 

The schedules for languages as a subject reflects the importance given to this aspect of the program, 

which takes up almost 40% of the curriculum in primary education and from 36% to 50% in general 

secondary education, less in technical and professional schools (2008:267). 
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2.5 Early childhood bilingual education in Sweden 

Sweden as a country does not fit into any of the previously mentioned bilingual typologies 

(for preschool education). This is mainly due to the fact that Sweden does not have any clear 

law regulating early childhood bilingual education (excluding the education offered in the 

national minority languages). On the other hand, according to the data in section 4, Sweden 

may be broadly additive and developmental. However, it should be highlighted that each 

preschool is free to employ the bilingual arrangement that suits best its language ideology. 

3 Method and data 

3.1 Sociolinguistic ethnography 

I framed my research as a sociolinguistic ethnography using a methodological triangulation 

which included different methods such as observations, interviews and audio-recordings. I 

chose to apply this methodology because the use of alternative methods allows the findings 

from one method to be compared and contrasted with the findings from another. According to 

Denscombe (2010:347), there are two main benefits accruing to this form of triangulation: 

“findings can be corroborated or questioned by comparing the data produced by different 

methods; findings can be complemented by adding something new and different from one 

method to what is known about the topic using another method.”  

Methodologically, the choice of naturalistic data was inspired by studies within language 

socialization paradigms (Garrett & Baquedano-Lopez 2002; Schieffelin & Ochs 1996) that 

focus on language learning as a social and situated phenomenon. The analysis is also 

informed by conversation analysis, which means that talk is studied as social action (Heritage 

1984). Such an approach entails detailed attention to interactional work, explored through the 

participants‟ perspectives and sense-making orientations displayed on a turn-by-turn basis. 

More specifically, in line with the studies that follow the learners‟ perspective (Bannink 2002; 

Mori 2004; Ohta 2001), the present study has primarily focused on the children‟s 

communicative practices and interactional resources in classroom interactions. An 

ethnography of classroom interaction, grounded in detailed microanalysis of interactional 

patterns, may provide knowledge of what goes in a bilingual/multilingual classroom 

(Erickson 1996; Mehan 1979; Van Lier 1988). Integrating microanalyses of data with 

ethnographic knowledge of the setting allows us to more fully analyze children‟s interactional 

contributions. Ethnographic classroom data form the basis of my understanding of how the 

specific practices are distributed and the ways in which the interactional patterns cut across 

the children‟s classroom and play activities. In addition, the field notes and ethnographic data 

on the present communities of children include information on the children‟s social and 

linguistic backgrounds. In this way, taking notes, making observations and interviews helped 

to contextualize my understanding of classroom life, and the information recorded, adding 

depth to the knowledge about classroom events, the children‟s language use and 

communicative practices. 
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3.2 Setting 

The two bilingual/multilingual preschools where I carried out my study are both located 

within the municipality of Stockholm. The first preschool is located in a central area and uses 

English, Swedish and French as a medium of instruction. I focused my research on the 

English/Swedish department due to a lack of linguistic competence in French. The second  

preschool uses Spanish and Swedish as a medium of instruction and it is located in a suburban 

area with a high immigrant population. Therefore, the nationalities and language backgrounds 

of the children between these preschools varied. However, in most of the cases the 

language(s) spoken in the children‟s household matched one of those used as a medium of 

instruction in the preschools with a few exceptions. Moreover, both preschools contained age-

integrated groups (children representing different ages). However, the way in which language 

classroom activities are organized and influenced by a range of factors. They involve both  

local considerations and concerns, the demands and expectations of the teachers, children and 

parents, the wider social context and the society at large, including the institutional ideologies 

of school (Van Lier 1988).  

3.3 Participants in the first preschool 

The focus group contained 14 children ranging in age from nearly 4 to 5 years old with almost 

the same linguistic background. The majority of the children could understand and speak 

English while their linguistic competence in Swedish and French varied depending on which 

of these two languages was spoken within the household. Secondly, four teachers were 

included in my study. Two of them could speak Swedish, English and French, one could 

speak English, French and had some knowledge of Swedish, and one could speak only 

Swedish and English. Moreover, once a week a Swedish teacher came to carry out a project 

called “Kompis Klubben” which aimed to increase the children‟s friendship awareness as well 

as enhancing their linguistic competence in Swedish through songs and rhymes. 

3.3.1 Classroom activity and language in the classroom 

In the first preschool the activities ranged from the so called “Circle time” to teacher-led book 

reading or story-telling, sharing time, rehearsals of Swedish/English songs and rhymes, 

vocabulary training but mainly aesthetic activities such as drawing, art and crafts projects and 

playing different instruments during the “music” time. Every day after the circle time and 

sometimes after the afternoon snack, the teachers brought the children to a park close to the 

preschool where the children could play freely. Once a week they also brought the children to 

the local library where they could borrow books in different languages (French, English or 

Swedish). In the classroom, the teachers employed teaching techniques that were centered on 

active child participation. Children‟s spontaneous contributions were encouraged throughout 

individual work as well as during teacher-led activities. Raising one‟s hand to bid for 

attention or a turn was rare (overall at that young age), and peer group talk, if it did not 

disturb or interrupt classroom activities, was tolerated. Many activities occurred 

spontaneously, and the children were included in the preparation of the afternoon snack that 
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consisted in baking cakes, making porridge and other kinds of snack. Importantly, the lenient 

atmosphere of the classroom did not evolve into chaotic behavior. The English language was 

the predominant medium of instruction. 

3.4 Participants in the second preschool 

The focus group contained 15 children from nearly 4 to 5 years old in age with a more 

homogeneous linguistic background than the children in the first preschool. For instance, 

Spanish was spoken within all the children‟s households and it was the dominant language in 

the preschool. Four teachers were also included in my study. Two of them were Spanish 

native speakers who further acquired Swedish once they moved from their home countries, 

more than 30 years ago. For that reason I considered them as „sequential‟ bilingual 

individuals. The other two teachers were Swedish monolingual. 

3.4.1 Classroom activity and language in the classroom 

As in the first preschool the activities ranged from the so called “Circle time” to teacher-led 

book reading or story-telling, sharing time, rehearsals of Swedish/Spanish songs and rhymes, 

vocabulary training and aesthetic activities such as drawing and art and crafts projects. Every 

day after 9.00 in the morning the children had free-play in the private backyard of the 

preschool. Once back in the classroom, the teachers usually started the so called “Samling” 

(circle time). After lunch the children were divided into two groups. Usually the oldest ones, 

with a Swedish monolingual teacher changed classroom to not disturb the youngest during 

“nap” time. The activities for the oldest group always started with a story-telling in Swedish 

and after that, they were allowed to free-play in the classroom. The teachers were attentive to 

the children‟s initiatives, and focused their instructions and spontaneous (whole-class) talk on 

their topics of interest. Speakership was primarily distributed through students‟ self-

selections. Such an informal and open organization of interaction created a great deal of 

uncertainty as to who would speak when a turn terminated, resulting in turn-taking 

competitions and simultaneous talk. Classroom life entailed, thus, a great deal of 

improvisation and humor, and often deviated from what can be seen as an official pedagogic 

agenda (allowing for the children‟s spontaneous off-task contributions). Spanish and Swedish 

were the medium of instruction. The children who were Swedish/Spanish bilingual usually 

interacted in Spanish with the bilingual teachers and in Swedish with the monolingual ones. 

However, the rest of the children (the ones with a lower linguistic competence in Swedish and 

the newly arrived into the country) spoke only Spanish. 

3.5  Observations 

In both schools I used „systematic observations‟ based on my observation schedule which 

enabled me to: 

 be alert to the same activities and be looking out for the same things;  

 record data systematically and thoroughly. (Denscombe 2010:199) 
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My observation schedule was mainly focused on the use of the children‟s linguistic 

repertoires particularly on the occurrences of so called „translanguaging‟, initially coined by 

Williams in the 1980s to name a pedagogical practice which deliberately switches the 

language mode of input and output in bilingual classrooms. To a certain degree, 

“translanguagings are multiple discourse practices in which bilinguals engage in order to 

make sense of their bilingual worlds. Translanguaging therefore goes beyond what has been 

called code-switching, although it includes it, as well as other kinds of bilingual language use 

and bilingual contact” (Garcia 2008:304). Translanguaging has also been called “hybrid 

language use”, that is, a “systematic, strategic, affiliative, and sense- making process” 

(Gutiérrez, Baquedano-Lopez and Alvarez 2001:128).Therefore, translanguaging includes but 

extends what others have called language use and language contact among bilinguals. Rather 

than focusing on the language itself and how one or the other might relate to the way in which 

a  monolingual standard is used and has been described, the concept of translanguaging makes 

obvious that there are no clear-cut boundaries between the languages of bilinguals. What we 

have is a language continuum that is accessed (Garcia 2008). Translanguaging includes 

languaging bilingually within the same domain. It is true, however, that bilinguals usually 

have differentiated use and competence in the languages in which they translanguage, having 

had exposure to various language practices. Sometimes this differentiated use and competence 

has to do with personal preference. Grosjean (1997) refers to this language use of bilinguals 

as the “complementarity principle” and explains that any bilingual is never two monolinguals 

in one person, and any child, regardless of circumstances or education, will never be able to 

become two monolinguals in one person. This concept was previously explained by Baetens 

Beardsmore, who argues, 

Although many bilinguals‟ performance in two languages may well differ distinctively from that of two 

separate monoglots, in terms of the totality of the range of abilities, the bilingual may well achieve a similar, 

if different repertoire (1982:11). 

Thus, research on linguistics should be centered as on the „multilingual speaker as a norm‟, 

not on the monolingual individual (Herdina and Jessner 2000). 

3.6  Interviews 

The interviews in both preschools were recorded and they took place at the end of my 

observation process, usually during the last day. The „nature‟ of the questions varied 

according to what I had noticed during my observations and recordings. Because of the 

different social and linguistic backgrounds of the children and methodology used in both 

preschools, I adjusted the topic of my questions with regard to what was more appropriate and 

interesting to ask. In the first school the interviewees were the teacher responsible for the 

English department, the preschool‟s head teacher and the owner of the school. In the second 

preschool the interviewee was the head teacher of the bilingual section. In both preschools I 

used „unstructured‟ interviews because they go further in the extent to which emphasis is 

placed on the interviewee‟s thoughts. The researcher‟s role is to be as unintrusive as possible 

to start the ball rolling by introducing a theme or topic and then letting the interviewee 

develop their ideas and pursue their train of thought (Denscombe 2010). Moreover, these 
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types of interviews allow interviewees to use their own words and develop their own 

thoughts. Allowing interviewees to „speak their minds‟ is a better way of discovering things 

about complex issues and, generally, unstructured interviews have as their aim „discovery‟ 

rather than „checking‟. These unstructured interviews were carried out as a „one-to-one‟ form 

which involves a meeting between one researcher and one informant. The reason why I chose 

this kind of form is because it is relatively easy to arrange. Only two people‟s diaries need to 

coincide. Another advantage is that the opinions and views expressed throughout the 

interview originate from one source: the interviewee. This makes it fairly straightforward for 

the researcher to locate specific ideas with specific people. A third advantage is that the one-

to-one interview is relatively easy to control (Denscombe 2010). The researcher only has one 

person‟s ideas to grasp and interrogate, and one person to guide through the interview agenda. 

A fourth advantage of conducting one-to-one interviews becomes evident when the researcher 

embarks on transcribing the interview tape: it is far easier to transcribe a recorded interview 

when the talk involves just one interviewee. There is only one voice to recognize and only 

one person talking at a time. However, in the first preschool I had to use a „group‟ interview 

with the head teacher and the owner due to difficulties in matching our agendas. The positive 

thing is that this led to greater variety of opinions and increased the benefits in term of 

representativeness of data.  

3.7  Audio recordings 

The main data in the study are recordings of children‟s on- and off-task interactions. In total, 

the data amount to 12 hours of recordings, 7 hours in the first preschool and 5 hours in the 

second preschool. The recordings occurred only within the children‟s classrooms because it 

was technically impossible for me to record them while they were free-playing at the park or 

in the backyard. This is the reason why there is not a balanced amount of audio-recordings 

between the two preschools. The recording session covered a one week period in both 

preschools and they were made with a small recording device (Olympus VN-713PC). The 

focus of the audio recordings was distributed across the children in the class providing 

approximately 1 hour of recordings per day, principally during „circle time‟, when they were 

divided in small groups for activities and when they were engaged in private conversations 

and in interaction with teachers. My presence in the preschools slightly varied according to 

the children‟s daily schedule and activities. Usually, I was there from 9am (when almost all 

the children were dropped off) until 2 pm. Despite that, I was present during the classroom 

activities and spent considerable time together with the children during recess, their outdoor 

play, and lunches, taking field notes, and engaging in informal conversations and interviews 

with the teachers and the children.  

3.8  Transcriptions 

The recordings of recurrent classroom activities, transitional periods between classroom 

activities, and the children‟s informal conversations were selected according to the research 

questions and transcribed by the author. Afterwards, the transcripts were analyzed for the 

children‟s interactional repertoires, occurring across the boundaries of various classroom 
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activities. The children‟s interactions in English and Spanish have been transcribed by the 

author, and the transcription of excerpts in Swedish was done with the help of a native 

speaker. The ambition has been to preserve the children‟s original style of speaking to the 

greatest extent possible, including errors. 

 

3.9  On the role of the observer 

In the following, I will discuss how my presence and the presence of a recording device might 

have affected the interaction in the classrooms and among the peers during recess. My 

ambition was to introduce myself and to adopt a rather neutral role in the classroom, by trying 

to avoid a hierarchical teacher-associated position in relation to the children. For instance, I 

avoided taking responsibilities for supervising the children‟s classroom work, disciplining 

them, or staying with them in the classroom without the teacher present. I also avoided 

interfering with the children‟s sanctionable activities (for instance, when during recess the 

children stayed and played inside in different rooms). Moreover, I told the children that my 

overall research interest concerned their “way of using languages”. In the initial phase of data 

collection, the children were allowed to try out the recording device and they were invited to 

use it by themselves. When their initial interest was satisfied, it was rare that my own 

presence or that of my recording evoked comment or attention. However, sometimes they 

were a bit intimidated to speak when the recording device was close to them. Such episodes 

mainly occurred during the first day, or when the children were engaged in private 

conversations. Most of the time, however, they were engaged in their daily business and were 

preoccupied with participating in classroom life, trying to get the teacher‟s or their peers‟ 

attention, and having their contributions heard in the complex chorus of the classroom setting. 

Occasionally, during the lessons, the teachers became involved in spontaneous conversations 

with me. This was not an unusual phenomenon, in that similar side conversations between the 

teachers (concerning a variety of practical issues in the classroom) regularly occurred in both 

preschools, thereby leaving considerable scope for the children‟s own simultaneous 

interactions. So, is it possible to investigate social interaction without interfering and, to some 

extent, affecting participants‟ practices? As noted by Duranti (1997), most of the time, people 

engage in social actions, and employ the interactional repertoires and resources that are 

available to them independently of the presence of the researcher and/or the recorder. In both 

preschools, the intensity of life and the activities of the classroom were the primary concerns 

of the teachers and the children. Moreover, episodes in which the researcher was included or 

addressed by the children can be valuable in that they may uncover and elaborate the tacit 

knowledge organizing the participants‟ actions. 

 

3.10 Ethical considerations 

 

The present thesis has followed the Swedish Research Council‟s ethical directions for 

collecting and handling data. This means that, at the outset, the teachers involved and the 

preschools‟ principals or responsible authorities were contacted. I presented myself as a 

Master‟s student from the Centre for Research on Bilingualism at Stockholm University, and I 
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explained my interest in studying young children‟s linguistic repertoires when engaged in on- 

and off-tasks interactions. I also explained that I had no interest in evaluating the pedagogy, 

the teachers, or the students per se, rather, my interest was in studying the children‟s linguistic 

practices in a bilingual/multilingual setting. The ethical considerations that guided the 

research were reported in a consent form (see Appendix 1 and 2) and handed out to the 

teachers. These included issues concerning participation in the study, such as: 

 

 the participants (teachers and students) always have the right to stop their 

participation in the study;  

 all participants‟ names and information concerning the school (name and district of 

the school) will be anonymized; 

  the study will not use information that indirectly can lead to identification of the 

participants;  

 the collected data will not be made available to persons not involved in the research 

project;  

 recordings will not be used outside the research project. Similar information was 

provided for the students‟ parents, and their written consent for the children‟s 

participation in the study was obtained.  

 

The consent forms for the parents and teachers were written in three different languages: 

Swedish, English and Spanish. The teachers helped to explain the information concerning the 

study to the parents. The children were introduced to the general aims of the study by me. 

Furthermore, I used fictitious names for the participants in the transcriptions in order to 

prevent identification. In conclusion, the recordings will be stored in the Centre on an external 

hard drive and destroyed after two years. 

 

4 Findings and analysis 

4.1 Profile of the first preschool 

During my observations and recordings I noticed that the two languages (English and 

Swedish) were strictly separated and teacher-determined. On the other hand, the preschool did 

not have any clear language policy; therefore, this bilingual arrangement wasn‟t school 

determined but mainly arranged by the teachers. However, the Swedish-speaking teachers 

were principally hired from the preschool to use Swedish as a medium of instruction. Two 

teachers spoke only in English, and the third teacher who rotated between different sections 

spoke only in Swedish. Generally, we find this type of bilingual arrangement within the 

additive bilingual education programs. This is usually what happens, for example, in 

prestigious bilingual programs, immersion bilingual programs, and some maintenance 

bilingual programs. However, once a week a Swedish teacher from the French department 

came and carried out a special activity called “Kompis Klubben” where Swedish was the 

main medium of instruction. In this specific case, we could argue that Swedish was also 
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„subject-determined‟ in this preschool context because the children knew that Swedish was 

used as a medium of instruction for this particular activity. 

4.1.1 Children’s language practices 

The participants in the two examples that follow are having the morning snack. A Swedish-

speaking girl, Francesca, whose bilingualism was at the very beginning stages, Luca, a 

French-speaking boy whose bilingualism was slightly more advanced, although still emerging 

and Serena, a Swedish/English bilingual girl: 

 

1)  

M
4
:   [ Francesca is trying to pour water into her cup holding a water pitcher in the wrong way.] 

          No Francesca. Not like that, from the bottom. It‟s easier. 

L:     Bottom. [He was repeating it to Francesca to make sure she understood.] 

S
5
:     No Giacomo! [ Giacomo was not supposed to help Francesca.] 

L:     But Francesca wanted. Bra Francesca. Bra! (Good Francesca. Good!) 

Even though Luca‟s Swedish linguistic competence is far from being fully developed, he used 

the Swedish word “bra” instead of “good” to interact with Francesca. The translanguaging 

that occurred allowed a more “intimate” interaction because Luca adapted his linguistic 

repertoire to congratulate Francesca and make sure she properly understood him. 

2)  

F:      Apple. Apple. Apple. I said apple, please! 

L:     Apple, please? Ok. 

M:     No more apple. 

L:      No. Francesca. No more Francesca [He was trying again to make sure she understood.] 

F:      Jag äter upp det (I ate it up). 

L:     Is no more Francesca. Is no more Francesca. 

F:     Jag ätit det (I ate it). 

L:     No. 

F:     Jag ätit en apple (I ate an apple). 

L:    Not here. 

F:     Jag ätit den. (I ate it.) 

L:    No. Is not here Francesca. 

F:    Jag ätit en. Där! (I ate one. There!) 

L:    Där? (There?) 

 

Francesca started the conversation in English because she wanted to call the teachers attention 

and to make sure that everybody understood her needs. Once Luca told her that there weren‟t 

any apples left, she code-switched into Swedish. This translanguaging practice might be 

related to the fact that Francesca did not have enough linguistic competence in English to 

express herself clearly. Moreover, she knew that Luca understood a bit of Swedish so she 

continued to use her mother tongue when she was addressing him. On the other hand, Luca 

                                                           
4
 M is “myself”. 

5 Serena is a Swedish/English bilingual girl. 
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kept using English because his beginning stage of bilingualism did not allow him to code-

switch into Swedish properly. In conclusion, Swedish and English were the two different 

input and output languages according to who was speaking. 

In the example that follows, Diego, a French/Swedish bilingual boy with a more advanced 

level of English/Swedish bilingualism was drawing during recess time. A Swedish-speaking 

boy, Andrea, whose bilingualism was at a very beginning stages asked him what he was 

drawing: 

3)  

A:    Is that a girl? 

D:    No is a boy. Vi låtsas att det var en tjej med en tjej och kille med en kille. (We pretend that it was  

        a girl with a girl and guy with a guy.) 

This translanguaging event occurred because both participants had a good knowledge of 

Swedish. In other words, Andrea formulated a question in English, and Diego started 

answering in English but once he realized that his interlocutor was also a Swedish speaker he 

suddenly code-switched into Swedish to make his answer more effective. 

In the next excerpts, two Swedish/English bilingual girls, Anna and Serena are drawing 

during recess: 

4)  

S:    Anna I‟m making a kind of different flower. I‟m gonna make a tulip. 

       I like tulips and I know how to draw them. [ Addressing me.] 

A:   I don‟t. 

S:    Look a tulip! I made a tulip. [ She tried to call my attention.] 

M:   That‟s beautiful! 

S:    I‟m gonna make a bumble bee! 

A:   Titta, vad tycker du om min nya blomma? (What do you think about my new flower?) 

       Och den här blomma ska bara vara till Ulla. (And this flower will be just for Oscar.) 

       Bara till Ulla. Serena? (Just for Oscar. Serena?) [ Serena is not paying attention.] 

 

 

5)  

A:    Jag kan inte lägga den här till Ulla. (I can‟t  add this to Oscar.) 

        Den här. (This.) [Pointing at a piece of paper.) 

M:    Have you finished with your tree? [ Addressing Serena.] 

A:    Utan att ha en kille. (Without having a boy.) 

M:   What do you want to draw? [ Towards Serena.] 

A:    Ah. Serena. I think I know. 

S:     What? 

A:     Ojsan. These. [Pointing at some flowers on the drawing.] 

S:      But they are already good! 

 

 

6)  

A:     Du kan rita flygorna. (You can draw flies.) 

S:      Jag vet inte hur man gör det heller. ( I don‟t know how to draw it either.) 

         How does it look a bee? 
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M:    A bee? 

S:     How do you draw a home firefly? 

 

7)  

S:    Where does it say “Ulla”? 

        Kan du skriva “Ulla”?(Can you write Ulla?) 

A:    Ok.Det gör jag i rosa. (I do it in pink.) 

        Så här är min pappa last namn. (My dad‟s last name is like that.)  

        P. A. L. En till L. (P.A.L. Another L.) 

S:     Anna. Top to bottom. Top to bottom. 

A:    Jag vet man gör. En till. En till L. (I know how to do it. Another. Another L.)  

        [She was writing the name “Ulla”.] 

M:    And “a”. Do you know how to write the letter “a”? 

A:    Menar du “a”? (Do you mean “a”?) [she pronounced the letter “a” in Swedish.] 

S:     Look! A lot of stuff going on! 

A:    Serena. Maybe I skriva att kissa! (I write to pee!) 

S:     Nej, Anna! 

 

In the first example Serena is mainly interacting in English while Anna is using Swedish as 

the main medium of the conversation. Serena‟s linguistic choice might have been influenced 

by my presence because since the first day I presented myself as an English-speaking 

individual. Therefore, the children assumed that I did not have enough linguistic competence 

in Swedish to engage a conversation with them. In the second excerpt I was engaged in a 

conversation in English with Serena while Anna tried to call her attention talking in Swedish. 

Then, after I formulated the question, “What do you want to draw?” Anna immediately 

translanguaged into English because she wanted to be included in the conversation between 

Serena and me. Anna also produced some language mixed sentences such as “Ojsan. These.” 

and “Maybe I skriva att kissa”, which Jacobson and Faltis (1997) call „intrasentential 

switch‟
6
. In the third excerpt we can notice that Serena who was talking in Swedish to Anna, 

suddenly translanguaged into English when she addressed me. She also tried to make a 

translation of the Swedish word “flygorna” (flies), initially associating it with the English 

word “bee” and then with “home firefly”. In the last example, both girls were engaged in 

translanguaging practices. An interesting part of the excerpt is when Serena translanguaged 

into English to explain to Anna how to write properly, “Anna. Top to bottom. Top to bottom.” 

Again, I might interpret this linguistic choice as a will to include me in the conversation or 

she wanted simply to let me know that she knew how to write properly. In addition, we can 

notice that Anna mixed the Swedish word “efternamn” with the English word “last name” 

resulting in the word “last namn”. 

In the following fragment of conversation I was playing a game with some children. The 

game consisted in my drawing different animals on the blackboard and the children having to 

guess the animal. The participants of this game were: Diego, Anna, Luca and Giulia, a 

French/Swedish bilingual girl (her mother is French and her father is Swedish): 

                                                           
6
 Those switches that occur within a sentence and which are most common in bilingual communities. 
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8)  

M:    I‟m going to draw here [pointing the blackboard] something and I‟m going to draw it 

         really slowly, and if you understand what it is you have to raise your hand and tell me, ok? 

         So let‟s start! 

G:     A elephant? 

M:    No.  
A:     A dog? 

D:     A struts?(Ostrich.) 

M:    No. 

A:     That looks kind of funny! 

D:     Cat? 

M:     Yes! 

D:      I won! 

A:      The eyes of the cat and the ears! [ I kept drawing the cat because it wasn‟t finished.] 

G:      I was gonna say a cat. 

M:     Ok. Next animal! 

G:      Elephant? 

M:     No. 

L:      Zebra? 

A:     It‟s a pizza! 

M:    It‟s an animal. 

G:     A snail? 

M:    Yes, it‟s a snail! 

         Next one. 

G:     Butterfly! 

M:     Yes. Next one! 

D:      Struts!  

M:     Isn‟t it Swedish? 

D:     Struts? 

G:     Struts?  

M:     No. How do you say struts  in English?[Addressing Diego.] 

A:      Ostrich! 

G:      Ostrich. [Repeating Anna.] 

M:     What is that? [Pointing at the blackboard.] 

D:      A bug? 

M:     No. 

G:      I know! 

M:     What‟s that? [Addressing Giulia.] 

G:      Coccinelle? (Ladybug.) 

M:      In English is called Ladybug. 

G:       Ladybug? 

In this excerpt we can find two examples of translanguaging. The first one occurred when 

Diego said struts, the Swedish word for ostrich and the second example occurred when Giulia 

used the word coccinelle, the French word for ladybug. This linguistic choice might have 

been caused by their not fully developed lexical competence in English. Therefore, they 

automatically used a Swedish and a French word. Eventually in these fragments of 

conversations we can see that children employed code-switching practices in different ways. 

For instance, they mainly code-switched for managing attention, providing feedback and 

intelligibility, and when they lacked of some linguistic competence in one language. 
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4.1.2 Teachers’ language practices 

The two participants in the example that follows are Luca and a Swedish/English speaking 

teacher who used Swedish as a main medium of instruction: 

9)  

L:    It‟s my birthday. [ Luca was pretending that it was his birthday.] 

T:     är det din födelsedag? (Is it your birthday?) 

L:     Yes. 

In this short excerpt we notice that Luca produced an utterance in English while the teacher 

replied in Swedish. In this particular case the teacher‟s linguistic choice might have been 

related to Luca‟s beginning stage of bilingualism. In other words, the teacher chose to not 

code-switch into English because she knew that Luca (more than other children) needed to 

acquire more vocabulary in Swedish. Therefore, she used the Swedish word födelsedag which 

recalled the word birthday used by Luca. 

The participants of the following two fragments of conversation are Diego, Serena, Giulia, 

Francesca and a Swedish/English bilingual teacher who used English as the only medium of 

instruction. Both examples are excerpts recorded during “Circle time” (including singing 

songs and rhymes in different languages): 

10)  

T:    Francesca, can you look out of the window and tell me how is the weather today? 

        Is it raining? Look at the sky. 

F:     Sola! (Sun.) 

T:    Is it sunny? 

G:    Cloudy. 

T:    It‟s a bit cloudy but I think that the sun is coming out. It‟s just hiding. 

 

11)  

T:    Can someone tell me what Tuesday is in Swedish? 

D:    Torsdag? 

T:     Rise your hand. Serena, do you know how to say Tuesday in Swedish? It also starts with T. 

D:    Tisdag! (Tuesday.) 

T:    Tisdag! What about in French? 

D:    Mercredi?(Wednesday.) 

T:     Lundi. Ma… (Monday. Tue.) 

G:    Mardi! (Tuesday!) 

T:    Mardi! 

        

In the first example, the teacher asked a question in English to Francesca who answered in 

English due to her beginning stage of bilingualism. After Francesca‟s answer the teacher 

reformulated the question in English trying to connect with Serena. In the second example, 

the teacher tried to teach the children the days of the week in different languages. This type of 

translanguaging is a quite common practice when it concerns the use of song and rhymes. In 

other words, the teacher made a conscious code-switch to produce meaning in different 
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languages while teaching them new vocabulary. In addition, in this specific occasion she also 

used French as a medium of instruction because some of the children spoke French within 

their household. 

The following excerpt was recorded during the “Kompis Klubben” class. The participants are 

Diego, Giulia, Luca and Stella, an English/Danish bilingual girl. The teacher was a 

Swedish/English-speaking bilingual individual who carried out this specific activity using 

Swedish as the only medium of instruction: 

 

12)  

T:    Stella, kan du berätta  nånting? (Stella, can you explain something?) 

        Vad gör man på kompis klubben? (What do you do on friend‟s club?) 

        Do you have something to tell? Så vi  får berätta för Nicolò. (So we can explain it to Nicolò.) 

        Vad gör vi på kompis klubben? (What do we do on friend‟s club?) 

S:     I don’t know. 

T:    Du vet inte. Du behöver inte berätta. (You don‟t know. You don‟t have to explain.) 

        Luca, vad gör vi på kompis klubben? (Luca, what do we do on friend‟s club?) 

L:    [he says something unintelligible in French.] 

G:    Jag tror han menar vi ger en radio bil till någon annan som är en flash maskin. 

        (I think he means that we give a radio car to somebody else who has a flash machine.) 

 

13)  

T:    Vad heter förlåt på engleska? (How do you say sorry in English?) 

C
7
:    Sorry! 

T:    I’m sorry. 

D:    På franska är pardon! (In French is pardon!) 

T:    Pardon. Jätte bra! (Pardon. Very good!) 

 

In the first example, the teacher addressed a question to Stella who had not yet mastered 

Swedish so well. Therefore, the teacher reformulated the same question in English because 

she wanted to make sure that Stella understood. This type of translanguaging is quite common 

in bilingual/multilingual classroom overall when the children have different stages of 

bilingualism. Thus, translanguaging might help the children to understand the topic of 

discussion and create meanings. We can also notice that Giulia helped the teacher to 

understand what Luca said in French providing a translation in Swedish. In the last excerpt 

the teacher asked to the children how to say  förlåt in English which led the children to code-

switch into English. Moreover, Diego provided also a French translation, pardon. Finally, the 

teachers principally code-switched to provide provision of correct models, explicit teaching of 

social routines, promoting positive effects and encouraging conversational participations. 

 

 

                                                           
7 Children. 
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4.2 Second preschool profile 

During my observations and recordings in the second preschool I noticed that the two 

languages (Swedish and Spanish) were both teacher-determined and place-determined. Two 

Spanish/Swedish bilingual teachers used Spanish as the main medium of instruction and two 

Swedish-speaking monolingual teachers used Swedish as the only medium of instruction. In 

the afternoon one of the Swedish-speaking monolingual usually took the oldest children to 

another classroom for the “story-telling” in Swedish. Therefore, during their stay in that 

classroom Swedish was the main medium of instruction. Place-determined separation is the 

structure used in many European classrooms and also in many Canadian immersion bilingual 

education programs. Most often, place-determined separation is done in conjunction with an 

arrangement that is teacher-determined (Garcia 2008). 

4.2.1 Children’s language practices 

The four participants in the examples that follow are drawing while they are waiting to go out 

in the backyard. All the participants are Spanish/Swedish bilingual girls named Sofia, Laura, 

Erin and Gloria. All these girls have a quite advanced level of bilingualism, although still 

emerging: 

14)  

M:    Vad heter du?(What‟s your name?) 

S:     Sofia. 

M:    Sofi? 

S:      No, inte Sofi. Sofia! (Not Sofi. Sofia!) 

M:    Sofia. Y tu? (Sofia. And you?) 

G:    Gloria. 

M:    Bien! (Good!) 

G:     Bien?En español? (Good? In Spanish?) 

M:     Si. Yo hablo español también. (Yes. I speak Spanish too.) 

G:      Mucho o poco? (A lot or a little?) 

M:     Bastante. (Quite enough.) 

G:      Bastante? (Quite enough?) 

M:      Si. (Yes.) 

 

15)  

E:    Jag vill äta en fisk och steka dem! ( I want to eat a fish and fry them!) 

G:    Nej! (No!) 

E:    Jo och grilla! (Yes and grill them!) 

G:    No vas. No vas a comer fisk! (You won‟t. You won‟t eat fish!) 

 

 

16)  

M:    Kan du skriva dit namn här? (Can you write your name here?) 

G:     No se. G. (I don‟t know. G.) 

L:     Después? (And then?) 

E:     Den här. (This one.) [she‟s writing a letter.] 

M:    Om du vill, kan du säga det på Spanska. (If you want you can say it in Spanish.) 

         [Addressing Erin.] 
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L:     Si? (Really?) 

E:     Un de esto. Más de esto. Uno más. (one of this. More of this. One more.) 

         [she‟s pointing at some letters.] 

L:     Nej. Det är fel! (No. It‟s wrong!) 

E:     Así mira. Como así y un de esto. (Like this, look. Like this and one of this.) 

 

 

17)  

M:    Cuantos años tienes? (How old are you?) 

G:     Cinco. (Five.) 

M:    Cinco. Y tu? (Five. And you?) 

L:     Cuatro. (Four.) 

E:     También voy a tener cinco. Igual que ella. (I‟m gonna turn five as well. Like her.) 

M:     Y cuando? Sabes cuando? (When? Do you know when? 

G:      El lunes. (Monday.) 

M:     El proximo lunes? (Next Monday?) 

E:      No. 

G:     Martes! (Tuesday!) 

E:     Martes, pero en juni. Pero yo soy cinco. (Tuesday but in June. But I‟m five.) 

 

In the first example Sofia answered to my question in Swedish but when I code-switched into 

Spanish Gloria automatically followed my input. In the second excerpt, Gloria and Erin had a 

conversation in Swedish while suddenly Gloria code-switched into Spanish adding more 

emphasis to her sentence. In addition, her sentence included an „intrasentential switch‟ 

because of the Swedish word fisk. In the third example, I started the conversation with a 

question in Swedish but Gloria who understood that I could speak both languages decided to 

answer me in Spanish. Laura, followed Gloria‟s linguistic choice but she code-switched into 

Swedish when she had to express her disapproval. On the other hand, Erin followed my 

linguistic input, overall when I told them that they could say it in Spanish and in that exact 

moment Erin translanguaged from Swedish into Spanish. In the last fragment, we can notice 

that Spanish was the main medium of the conversation except for the final sentence produced 

by Erin at the end of the excerpt. In other words, we can notice again the presence of an 

„intrasentential switch” made by Erin using the Swedish word juni. As we have noticed from 

the previous excerpts children mainly code-switched to provide feedback while talking to 

each other. 

The participants of the following examples are Valentina, a Spanish-speaker girl with a 

limited level of bilingualism, Francesco and Hibba, both Swedish/Spanish-speaking children 

with a more advanced level of bilingualism, although still emerging, Erin, Laura and Gloria. 

Here we can see a range of strategies that the children applied when they were engaged in 

code-switching practices: 

18)  

F:     El tuyo es un poquito lindo. El tuyo. (Yours is a bit nicer. Yours.) [both children are drawing.] 

M:    Solo un poquito? (Just a bit?) 

F:     Mucho! Y el mio? (A lot. Mine?) 

M:    También. (Yours too.) 



43 
 

F:      Mucho? (A lot?) 

M:    Si. (Yes.) 

F:      Y el tuyo es un poquito más  lindo que nosotros y el mio es más  bonito que el tuyo. 

         (Yours is a bit nicer than us and mine is a bit nicer than yours.) 

M:     Que está  haciendo Hibba? Está dibujando? (What is Hibba doing? Is she drawing?) 

          [Addressing  Francesco.] 

F:      Un corazón. (A heart.) [Addressing me.] 

M:     Vad gör du, Hibba? (What are you doing, Hibba?) 

H:      Un blomma corazón. En blomma. (A heart shaped flower. A flower.) 

F:       Flor. En sueco se llama blomma y en español se llama flor. [Addressing me.] 

          (Flower. In Swedish is called blomma and in Spanish is called flor.) 

 

19)  

         TM
8
:    Är det paket eller brev?( Is it a package or a letter?) [Addressing Valentina.] 

V:    Packet. (A package.) 

E:     Quieres un cicle? (Do you want a chewing gum?) [Addressing Valentina.] 

F:     Quiero también un cicle. Nej, det är inte cicle. Det är parlor! (I want it too. It‟s not a chewing  

         gum. It‟s a bead!) 

T:     Skrivit så här. Titta, jag skriver paket till mamma från Valentina.  

        Valentina skrivit paket till  mamma. Har du skrivit på spanska eller på svenska? 

       (Write like that. Look, I‟m writing package to mom from Valentina. Valentina wrote package to 

        mom. Did you write it in Spanish or Swedish?) 

F:    En español o en sueco? (In Spanish or in Swedish?) [Addressing Valentina.] 

V:   På spanska. (In Spanish.) 

 

20)  

E:    Titta! han har en dålig peruk. Han såg jätte kul! (Look! He has an ugly wig. He looked 

        quite funny![ she is pointing to a character in the book.] 

TM:   Ja. Han ser ju rolig ut. (Yes. He looks quite funny.) 

L:   Han också! (Him too!) [pointing to another character.] 

E:   Ahi! [Gloria accidentally sat on Erin‟s hand while she was trying to get on the couch.] 

G:  Y que tu estabas allí  en la mano. (You had the hand there.) 

E:   Pero tu me hiciste así! (But you did like that!) 

G:   No tienes nada. (You don‟t have nothing.) 

 

In the first excerpt we can notice that Hibba made an „intrasentential switch‟ using the 

Swedish word blomma. After that, Francesco tried to help me understand the meaning of the 

Swedish word blomma providing a direct translation into Spanish. In the second example, two 

conversations are occurring at the same time. The first, in Swedish between the monolingual 

teacher and Valentina and the second between Erin and Hibba who used an „intersentential 

switch‟
9
 from Spanish to Swedish providing conceptual reinforcement. Secondly, when the 

teacher addressed a question in Swedish to Valentina, Francesco provided another direct 

translation helping Valentina to understand the teacher‟s question. The last fragment of 

conversation was recorded during the „story-telling‟ in Swedish. As we can observe, Erin 

started expressing opinions in Swedish but after Gloria accidentally hurt her she immediately 

                                                           
8
 Swedish monolingual teacher. 

9 Between sentences. 
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translanguaged into Spanish even though she knew that the teacher couldn‟t understand her.  

As we can see from the previous fragments of conversations the children used code-switching 

practices to improve intelligibility, provide feedback and to explicit teaching of social 

routines.  

The participants in the excerpts that follow are Hibba, Laura, Erin and Gloria. Both fragments 

were recorded during recess time in the afternoon: 

21)  

H:    Gloria, Laura och Erin kan gå till mitt hem. (Gloria, Laura and Erin can come to my house.) 

L:     Inte jag. (Not me.) 

H:     Jo. Och inte Valentina får gå till mitt hem. (Yes. But Valentina can‟t come to my house.) 

E:     Yo voy a decir a mi mamá que tu puedes ir a mi casa. (I‟m gonna tell to my mom that you can  

         come to my house.) [Addressing Valentina.] 

G:     Yo también? (Me too?) 

E:      Yo le voy a decir a  mamá que te vaya a comprar godis y cicle también. (I‟m gonna tell to my  

          mom to buy you some candies and also chewing gums.) [Addressing Valentina.] 

 

22)  

H:    Min mamma är på jobbet. Hon ska inte hämta mig.  (My mon is working. She won‟t come to pick  

         me up.)   

E:     Din pappa kommer hämta dig. (Your dad is gonna pick you up.) [Addressing Hibba.] 

H:     Ja. (Yes.) 

G:     Min pappa ska hämta mig och Hibba. (My dad will pick up me and Hibba.) [Addressing Erin.] 

E:     Jag kommer. Yo voy a decir a mi mamá que te va a buscar. (I will. I‟m gonna tell to my mom to  
         pick you up.) [Addressing Hibba.]  
 

In the first fragment we can notice that Swedish was the main medium of interaction but Erin 

decided to translanguage into Spanish when she addressed Valentina. This might have been 

connected to the fact that Erin was aware of Valentina‟s beginning stage of bilingualism. 

Therefore, she code-switched into Spanish because she knew that was Valentina‟s dominant 

language. Moreover, we can also notice another case of „intrasentential switch‟ when Erin 

mentioned the Swedish word godis. In the last example the majority of the conversation was 

carried out in Swedish. However, Erin‟s last sentence included an „intrasentential switch‟ 

probably because in that exact moment she lacked of Swedish words to continue her 

utterance, thus she decided to complete the clause in Spanish. Finally, the children were 

engaged in codes-witching practices to improve intelligibility, encourage conversational 

participation and explicit teaching of social routines. 

4.2.2 Teachers’ language practices 

The participants in the examples that follow are a Spanish/Swedish bilingual teacher (TB), a 

Swedish/Spanish passive bilingual teacher (TP), Erin, Gloria and Laura. 

23)  

TB:    Vamos. Nu ska vi säga, en , två, tre! (Let‟s go. One, two, three!) 

           [Then the Swedish version of the welcome song started.] 
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24)  

TB:    Angela, vi kunde inte vänta på dig längre, men du var med i alla fall.  

          Kommer nu barnet, titta, de ska välja ljud. Mire, así !  

          (Angela, we couldn‟t wait for you any longer but no worries. Look, now the children will choose    

           a sound. Look, like this.) [ Talking to the Swedish monolingual teacher.] 

 

25)  

TB:     Vamos a esperar Anna. (We have to wait Anna.) [Addressing the children.] 
           Om du sitter kanske där och hjälpa dem.  (If you can sit here and help them.) 

           Bravo! (Well done!) [Addressing a child.] 

           Vi kan säga det på spanska. (We can say it in Spanish.) [Addressing the Swedish monolingual 

            teacher.] 

           Como se llama esta forma? (How do you say this form?) 

C:        Círculo ! (Circle!) 

TB:      Y en sueco? (And in Swedish?) 

C:        Circel! (Circle!) [The teachers showed several pictures.] 

C:         Cuadrado! (Square!) [It was the wrong answer.] 

G:        Rectángulo! (Rectangle!) 

TB:      Rectángulo! Y en sueco? (Rectangle! And in Swedish?) 

 E:        Rectangel! (Rectangle!) 

TB:       [the teacher showed a picture of a square.] 

C:         Cuadrado! (Square!) 

L:          Fyrkant! (Square!) 

TB:       [The teacher showed a picture of a triangle.] 

C:         Triángulo ! Triangel! (Triangle! Triangle!) 

               

26)  

 

TB:       Kan du hjälpa mig? Allihopa ska ha en triangel, en circel och en kuadrat. (Can you help me? 

             Everybody should have a triangle, circle and square.) [Addressing the Swedish monolingual 

             Teacher.] 

TP:      Alla ska?(Everybody?) 

TB:       Si. (Yes.) 

 

27)  

 

TB:        Carina kan du. Ursäkta de kan lämna tillbaka så vi kan sjunga. (Carina can you. Sorry, they                     

               can put them back so we can sing.) [Addressing the Swedish monolingual teacher.) 

TP:        Ska vi lämna tillbaka i tur och ordning? Alla sätte sig. Vänta. ( Should we put them back in a  

               nicely? Everybody sit down. Wait.) [Addressing the children.] 

 

In the previous examples we can notice that the Swedish/Spanish bilingual teacher always 

translanguaged when she addressed the Swedish monolingual teacher. Moreover, during the 

activity in the third excerpt, she used Spanish as a medium of instruction while the children 

translanguaged into Swedish following her instructions. In other words, her questions 

changed the children‟s linguistic output, pushing them to answer in Swedish during the class 

task. On the other hand, the Swedish monolingual teacher only interacted in her mother 

tongue with the children because she didn‟t have any active knowledge of Spanish. In 
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conclusion, in the first example, the Swedish/Spanish bilingual teacher produced an 

intersentential switch before introducing the Swedish version of the “welcome” song.  

4.3 Institutional dilemmas 

Despite the children‟s and teachers‟ different linguistic/cultural backgrounds, during my 

observations and recordings I observed that both preschools had some mutual characteristics. 

For instance, they had the same bilingual arrangement such as a teacher-determined 

separation of the two languages. Moreover, the second preschool also combined it with a 

place-determined separation. Another common feature was the “age-integrated” class. In 

other words, the linguistic gap among some children was quite obvious. This is due to the fact 

that usually a three year old child does not have the same linguistic competence of a five year 

old. Furthermore, in the first preschool there were some children that had a different mother 

tongue than the languages used as medium of instruction in the kindergarten. On the other 

hand, in the second preschool all the children spoke at least Spanish within the household. 

However, some of these children had a limited knowledge of Swedish because they were 

recently arrived in the country. Therefore, even though in both preschools there was a clear 

bilingual arrangement the educators had to adopt different strategies to make sure that all the 

children could acquire and develop both languages.  

4.3.1 First preschool 

In the first preschool I noticed that the teacher responsible for the English/Swedish 

department preferred to avoid using translanguaging practices. Therefore, during our 

interview session I tried to understand the reason of this practice and as she highlighted, it 

was a personal choice rather than a policy within the preschool. Further, she explained that 

she used to code-switch quite often when she was working in a class in the Swedish/French 

department as the only English speaking teacher
10

, overall to help the children to understand 

her instructions. As she argued, most of those children did not have any knowledge of 

English. Initially, these translanguaging practices helped the children to follow the 

instructions but at the same time she noticed that when they were addressing her they usually 

employed Swedish instead of English. Therefore, since she started working in the 

English/Swedish department she decided to not adopt any translanguaging practices to avoid 

the same linguistic behavior. Those children‟s linguistic practices may have been connected 

to the fact that she was the only English speaking teacher in the classroom, therefore the 

English linguistic input that she was providing to the children was outweighed by French and 

Swedish input. In other words, the children might have perceived English as the „minority‟ 

language in the classroom while Swedish and French were perceived as the dominant 

languages. Hence, her translanguaging practices might have promoted a shift to the more 

powerful languages, and hindered, rather than developed, bilingualism; especially, in that case 

                                                           
10 Initially this school opened as a French and Swedish bilingual preschool. Afterwards, they decided to add 

English on parents‟ demand. Therefore, she started working as one of the first teacher using English as a medium 
of instruction. However, within the French/Swedish classrooms the teachers were mainly focused in the 

development of these two languages. 
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where the three languages had clearly unequal value in the educational setting. Therefore, it is 

important to pay some attention to how the languages are to be used; otherwise these 

translanguaging practices might erode the „minority‟ language as the majority language takes 

over, encouraging language shift.  

4.3.2 Second preschool 

In the second preschool, the main topic of discussion during my interview with the 

responsible of the Swedish/Spanish department was about children‟s linguistic competence. 

In other words, all the children could speak Spanish but part of them did have only passive 

knowledge of Swedish. Therefore, the educators had to face the challenging duty to develop 

the linguistic competence of the Swedish/Spanish emerging bilingual children and at the same 

time help those newly arrived into the country to acquire Swedish. This situation is not so 

uncommon in Sweden or in other country with a high level of immigration. Hence, from the 

interview it emerged that the children who were already bilingual because they had at least 

one parent who could speak Swedish to them, would have been more likely to reach the same 

linguistic competence as a Swedish monolingual child once they started primary school. On 

the other hand, the children who recently came to Sweden (in this particular case some of 

them were already four years old) would probably not be able to reach the same linguistic 

competence as a Swedish monolingual child. Thus, they might face some difficulties during 

the first years of school. This might be related to the fact that this preschool was located in an 

area which, like many others in the suburban area of Stockholm, was not linguistically 

integrated. In other words, there was a dominant linguistic group (Spanish) and the only 

linguistic input in Swedish was mainly provided by teachers. Moreover, when a 

Swedish/Spanish bilingual child was playing with a Spanish monolingual child they were 

more likely to interact in Spanish because the bilingual child did not identify his or her 

interlocutor as part of his or her bilingual community. In conclusion, these Spanish 

monolingual children with a passive knowledge of Swedish knew that they could always rely 

on their mother tongue because it was the dominant language in the educational setting.  

5 Discussion 

5.1 Krashen’s input hypothesis and child-directed speech 

During my presence in the preschools I observed that all the educators used a common 

strategy, in other words they created „comprehensible input‟ for the children utilizing the so 

called „foreigner talk‟
11

. This appears to be a fundamental strategy overall when trying to 

ensure that our interlocutor understands us, more important when he or she is a child in his or 

her early stages of bilingualism. This strategy can be explained by Krashen‟s „Input 

hypothesis‟(1985). Even though Krashen‟s theory has been critiqued because it is supported 

                                                           
11

 A simplified and pidgin-like variety sometimes used to address strangers and foreigners (Mitchell & Myles 
2004:164). 
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by little empirical evidence and is not easily testable (McLaughlin 1987), still it includes 

some salient ideas that are a reality in early language acquisition, such as: 

 Speaking is a result of acquisition and not its cause. Speech cannot be taught directly but „emerges‟ on 

its own as a result of building competence via comprehensible input; 

 If input is understood, and there is enough of it, the necessary grammar is automatically provided. The 

language teacher need not attempt deliberately to teach the next structure along the natural order – it 

will be provided in just the right quantities and automatically reviewed if the student receives a 

sufficient amount of comprehensible input. (1985:2) 

As previously mentioned, this strategy was enabled by adopting the so called „foreigner talk‟ 

or „child-directed speech‟. A collection edited by Gallway and Richards (1994) provides a 

useful overview of the interactionist tradition within first language acquisition studies. The 

editors of this volume point out that child-directed speech might be expected to facilitate 

language acquisition in a wide variety of ways, including: 

 Managing attention; 

 Promoting positive effect; 

 Improving intelligibility; 

 Facilitating segmentation; 

 Providing feedback; 

 Provision of correct models; 

 Reducing processing load; 

 Encouraging conversational participations; 

 Explicit teaching of social routines; (Gallway and Richards 1994:264) 

However, the contributors to the 1994 collection are cautious about the extent to which any of 

these possible child-directed speech contributions to language acquisition have been solidly 

demonstrated. Despite that, in these two preschools child-directed speech was typically 

„semantically contingent‟; that is, the educators talked with the child about objects and events 

to which the child was already paying attention and used languages in different ways to 

achieve this aim as discussed in the next section. As argued by Gallway & Richards 

(1994:265), “There is much evidence that semantic contingency is facilitative, [though] the 

final causal link is frequently lacking”. Also, in child-directed speech explicit corrections of 

child‟s productions are unusual, but recasts are common; that is, utterances in which the 

educator produces an expanded and grammatically correct version of a prior child utterance as 

we have seen in example 10. Moreover, in excerpt 9 the teacher code-switched during the 

recast to provide correct models in the target language (Swedish) and help the child to acquire 

new vocabulary. 

5.2 Random versus responsible code-switching 

Another important teaching strategy is what has been traditionally called „code-switching‟. It 

is well recognized that bilingual communities code-switch as a way to achieve their full range 

of expression. That is, just as monolingual communities style switch from more formal to 

more informal registers; bilingual communities code-switch because they have at their 
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disposal more than one code. However, the randomness of those switches which potentially 

change the effect of communication in communities is not always appropriate in educational 

settings where the development of academic language is necessary. Random code-switching 

is however often the way in which bilingual teachers use languages in transitional bilingual 

education classrooms. That is, they use two languages to teach the same content 

„concurrently‟, with frequent shifting back and forth between the two languages within a 

lesson or activity, and with little thought as to why they are doing so (Garcia 2008). In 

random code-switching, teachers do not usually have clear control of why a switch is made. 

Thus bilingual teachers might also, in effect, promote the shift to the more powerful language, 

and erase, rather than develop, bilingualism by often code-switching into the majority 

language. Jacobson and Faltis (1990) attempted to develop a pedagogy that used code-

switching as a pedagogical tool, known as the “New concurrent approach”. Jacobson‟s 

approach taught teachers never to use „intrasentential switches‟, but instead to use only 

„intersentential switches‟ as a way of providing conceptual reinforcement and review. For 

instance, we see this happening in extract n°12,23 and 25. On the other hand, intrasentential 

switches mainly occurred spontaneously among children, as we can see in example 

n°7,15,17,18,19 and 21. 

Despite the negative associations with code-switching in the classroom, Ferguson‟s argues 

that the evidence suggests that, 

Code-switching is a useful resource for mitigating the difficulties of learning through a foreign 

language. There is a good case, then, for moderating official hostility to code-switching, for 

acknowledging its prevalence and, indeed, for incorporating awareness of code-switching as a resource 

into teacher education curricula (2003:193). 

Moreover, Merrit, Cleghorn, Abagi, and Bunyi (1992) have found that teachers use code-

switching to focus or regain students‟ attention and to clarify or reinforce lesson material , and 

Bloom (2008) has observed that code-switching is a scaffolding technique in bilingual 

classrooms, making the additional language more comprehensible. According to the data, the 

teachers employed this technique during classrooms‟ task such as in example 11 ,13 and 25. 

However Van der Walt, Mabule, and De Beer (2001) argue that teachers must monitor both 

the quantity and the quality of their code-switching. In terms of quantity, the main part of the 

classroom instruction needs to take place in the language being developed. As to quality, 

teachers should code-switch to offer meaningful instructional support such as extract n°11,12 

and 25. 

On the other hand, teachers should not merely code-switch to give orders, instructions, call 

attention, discipline, or follow the language input of the child. That is, code-switching cannot 

be simply regulative but should also scaffold learning as in extracts n° 11,13 and 25. In 

addition, O‟Neil and Velasco (2007) give three ways in which code-switching to the child‟s 

home language could be a useful and responsible pedagogical technique: 

 When providing the definition of a word; 

 When providing a linguistic summary; 
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 When providing a summary of a lesson in one language so that the child can derive 

more meaning, as well as focus on the language structure. 

From my data, it would be important to add that code-switching might be useful when 

providing a recast in the target language so that the child can acquire more vocabulary. 

5.3 Translanguaging 

When describing the language practices of bilinguals from the perspective of the users 

themselves, and not simply describing bilingual language use or bilingual contact from the 

perspective of the language itself, the language practices of bilinguals are examples of what 

we call translanguaging (Garcia 2008). Therefore, “translanguagings are multiple discourse 

practices in which bilinguals engage in order to make sense of their bilingual worlds. 

Translanguaging therefore goes beyond what has been called code-switching, although it 

includes it, as well as other kinds of bilingual language use and bilingual contact” (Garcia 

2008:304). In other words, translanguaging practices are particular discourse practices that 

bilingual individuals use in their daily interactions. Moreover, these discourse practices are 

employed with the use of the so called “code-switching”. Therefore, “code-switching” is more 

of a tool which allows bilingual individuals to better communicate among themselves and to 

improve the understandings of their bilingual worlds. In a more international context, the 

growing popularity of translanguaging as a term for code-switching in education can be seen 

as emancipation from many negative ideas about bilinguals and bilingualism in the first half 

of the twentieth century. This includes: additive (where a second language adds to, rather than 

replaces the first language) rather than subtractive bilingualism (Lambert 1974), code-

switching as natural in early childhood language development compared with strict “one 

language – one parent” compartmentalization strategies (Baker 2010). Recently, 

neurolinguistic studies have shown that both languages remain active when just one of them is 

being used and can be easily accessed and used by a bilingual speaker (Hoshino and Thierry, 

2011). 

 

In education, separating languages in the classroom by subject or topic, teacher, time (half 

days, whole days) has been quite popular until now. The idea of language 

compartmentalization in bilingual education appears to relate to, for instance: 

 Giving increasing time to the majority language when assimilation is predominant; 

 Giving protected and sometimes maximal time to an indigenous or heritage language to optimize 

fluency, literacy, confidence and positive attitudes around that language; 

 Avoiding inefficiencies in translation and duplication; 

  Prejudices about bilinguals becoming mentally confused if two languages are active. (Baker, Jones and 

Lewis 2012:3) 

 

The term „translanguaging‟ was created by Cen Williams, a well-known Welsh educationalist, 

in the 1980s for the planned and systematic use of two languages for teaching and learning 

inside the same lesson (Williams 1994). This term was initially coined to name a pedagogical 

practice which deliberately switches the language mode of input and output in bilingual 
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classrooms. According to Williams (1996:64), “translanguaging means that you receive 

information through the medium of one language and use it yourself through the medium of 

the other language. Before you can use that information successfully, you must have fully 

understood it.” Williams (2002) also explained this process from the child‟s perspective, 

arguing that pupils internalize new ideas they hear, assign their own understanding to the 

message/concept, and simultaneously and immediately utilize the message/concept in their 

other language(s). An example of this process can be found in the interaction between Hibba, 

Laura, Erin and Gloria in extract n°20. For instance, Erin‟s translanguaging practice enhanced 

and supplemented the message/concept through dual language processing. Thus 

translanguaging commenced as a pedagogical theory, but with an emphasis on the child and 

not the teacher in parallel with the strong child-centered approach in most Welsh classrooms. 

Williams (2003) suggests that translanguaging focuses more on the pupils‟ use of two 

languages (and what they are able to achieve by using both languages) rather than on the 

teachers‟ role within the classroom, although it may be engineered by the teacher. Again, with 

an emphasis on a child‟s development, Williams (2003) suggested that translanguaging often 

uses the stronger language to develop the weaker language thereby contributing towards a 

potentially relatively balanced development of a child‟s two languages. There are boundaries 

when translanguaging can operate in the classroom that are less to do with age and nothing to 

do with a specific language, but about a child‟s dual language competence. Consequently, 

Williams (2002) advocated that translanguaging is more appropriate for children who have a 

reasonably good grasp of both languages, and may not be valuable in a classroom when 

children are in the early stages of learning and developing their second language. It is a 

strategy for retaining and developing bilingualism rather than for the initial teaching of the 

second language (Williams 2002). However, as the data showed, children used 

translanguaging practices independently from the classrooms‟ bilingual arrangements and 

they automatically created meanings for themselves while employing this technique. 

Therefore, teachers might take advantages from their linguistic practices and use 

translanguagings as a strategy to help them develop the second language, overall at an initial 

stage. On the other hand, teachers should deeply understand this technique before using it, 

overall with regard to quality and quantity, otherwise it might promote a shift to the dominant 

language as we have seen in page 48. 

Developing Williams‟ conceptualization of translanguaging, Baker (2011) discusses four 

potential educational advantages to translanguaging, thus arguing for the importance of the 

concept as a pedagogical practice: 

 

 It may promote a deeper and fuller understanding of the subject matter; 

 It may help the development of the weaker language; 

 It may facilitate home-school links and co-operation; 

 It may help the integration of fluent speakers with early learners. 

 

Finally, it may help a child at the beginning stages of bilingualism to acquire more vocabulary 

in the target language, such as in extract n°9. 
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Nowadays, with the advent of the globalization, massive immigration and consequently a 

melting-pot of cultures, these linguistically integrated classrooms are the norm. Despite the 

arrangements that separated languages in the schools, the data showed that the most prevalent 

bilingual practice in these bilingual education classrooms was that of translanguaging overall 

among pupils. This is due to the fact that children appropriate the use of language, and 

although teachers may carefully plan when and how languages are to be used, children 

themselves use their entire linguistic repertoires flexibly. Such linguistic practices can be 

found in extract n°20 during „story-telling‟ in Swedish. For instance, Erin started expressing 

opinions in Swedish but after Gloria accidentally hurt her she immediately translanguaged 

into Spanish even though she knew that the teacher couldn‟t understand her.  

Secondly, there is no simpler translanguaging than that which takes place in translations. It 

turns out that effective linguistically integrated classrooms rely on these in order for children 

to make sense of what is being taught or said (Garcia 2008). In both kindergartens, two 

particular bilingual children, Serena and Francesco, provided translations for me and for a 

classmate. The examples n°6,18 and 19 provide evidence of their ability to translanguage in 

order to co-teach. 

 

In conclusion, as the data showed, children used translanguaging practices independently 

from the classrooms‟ bilingual arrangements. Moreover, it would be important to add that 

children mainly translanguaged to improve intelligibility for others and for explicit teaching 

of social routines as they became “teachers” themselves, such as in extract n°3,6,7,12,18,19 

and 21. In other words, they adjusted their linguistic repertoires according to the level of 

language knowledge of their interlocutor and they adopted some teaching strategies (e.g. 

direct translations, recasting, providing feedback and encouraging conversational 

participations) to maximize understanding. Therefore, when combined with translanguaging 

practices, these techniques might be a useful resource for teacher when it comes to develop 

classroom‟s activities or tasks. In other words, the educators might use these strategies to 

better create meanings with the children while aiming to improve their linguistic competence. 

On the other hand, in “subtractive bilingual education” these strategies are used to promote a 

shift to the dominant language and therefore hinder the development of bilingualism. Hence, 

if not wholly understood or employed appropriately these techniques might affect the second 

language acquisition process. 

 

5.4 Policy implementation in Sweden 

Currently in Sweden there is no policy that regulates the right to receive the mother-tongue 

education (modersmålsundervisning) during preschool years. On the other hand, according to 

the Swedish “skollag” (Educational Act), this type of education is granted starting from 

grundskola (primary school), cap 10:  

“En elev som har en vårdnadshavare med ett annat modersmål än svenska ska erbjudas modersmålsundervisning 

i detta språk om: 

 Språket är elevens dagliga umgängesspråk i hemmet; 
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 Eleven har grundläggande kunskaper i språket. 

 

Modersmålsundervisning i ett nationellt minoritetsspråk ska erbjudas även om språket inte är elevens dagliga 

umgängesspråk i hemmet. Regeringen eller den myndighet som regeringen bestämmer får meddela föreskrifter 

om modersmålsundervisning. Sådana föreskrifter får innebära att modersmålsundervisning ska erbjudas i ett 

språk bara om ett visst antal elever önskar sådan undervisning i det språket.” (Riksdagen 2010:800) 

 

In English, 

 

A student who has a parent or guardian with a mother tongue other than Swedish will be granted mother tongue 

education if: 

 The language is spoken by the student within the household; 

 The student has a basic knowledge of the language; 

The mother tongue education of a national minority language shall be offered even if the language is not spoken 

by the student within the household. The government or an authority chose by the government may issue 

regulations regarding mother tongue education. Such regulations may indicate that mother tongue education 

should be offered in one language only if a certain number of students require such education in that language. 

(My translation) 

 

In the previous paragraph it is explained that „mother-tongue‟ education can be granted only if 

there are at least five pupils who apply within the same municipality and they must speak that 

particular language within the household (which implies that they need to have basic language 

skills). Moreover, it can be extended for a maximum of seven years (Hyltenstam, Axelsson 

and Lindberg 2012). If the mother-tongue education is in one of the national minority 

languages (Sami, Finnish, Meänkieli, Romany or Yiddish) the municipality is obliged to 

provide such education even in the case that the student does not speak the language at home 

or there are less than five students who applied for such education. The same right applies to 

international adopted children. The seven years limit does not apply for the national minority 

languages (Hyltenstam, Axelsson and Lindberg 2012). 

 

Therefore, the government tried to cope with the lack of  „mother-tongue‟ education during 

preschool years including a similar policy in the 2010 revised edition of the „Läroplan för 

förskolan‟ (Educational plan for preschool) also known as Lpfö 98: 

“Förskolan ska sträva efter att varje barn som har ett annat modersmål än svenska utvecklar sin kulturella 

identitet och sin förmåga att kommunicera såväl på svenska som på sitt modersmål.” (Skoleverket 2010:11) 

In English,  

“The preschool should strive to ensure that each child with a mother tongue other than Swedish develop their 

cultural identity and the ability to communicate in both Swedish and their mother tongue.” (Skoleverket 

2010:10)
12

 

Hence, this paragraph was one of the main topics of discussion during the interview that I had 

with the teacher responsible for the English/Swedish department in the first preschool.  The 

main idea that came out from our interview is that it would be possible to help the children 

develop their own mother tongues overall with the presence of bilingual teachers who could 

                                                           
12 English version. 
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also speak the child‟s home language. However, in many cases we can find a large number of 

different nationalities within preschools, therefore it would be quite difficult and extremely 

expensive for the preschools to find mother tongue teachers for each child. For this reason, 

the municipalities adapted the following guidelines to help the teachers to cope with this 

requirement:  

 “Lära sig enstaka ord eller fraser på modersmålet; 

 Låta modersmålet vara synligt genom alfabet, böcker, affischer, kartor, bilder från olika länder och 

kulturer o. dyl;  

 Spela musik från olika länder;  

 Låta barnen lyssna på sagor på sitt modersmål; 

 Använda barnens familjer som en resurs; 

 Som ett komplement till ovanstående stöd finns ibland: 

 Flerspråkig personal som kan tala sitt modersmål i det dagliga arbetet.” (Solna Stad) 

In English, 

 Learn some words or sentences in the mother tongue; 

 Let the mother tongue be visible using alphabet, books, posters and maps of different countries; 

 Play music from different countries; 

 Let the children listen to stories in their mother tongue; 

 Use the children’s families as a resource; 

Sometimes you can complement the previous support with: 

 Multilingual staff who can speak their native language during the day. (My translation) 

From our interview it emerged that it would be possible to apply some of these suggestions 

such as playing songs, learning words and sentences, and let the mother tongue be visible 

using posters, maps, etc. However, it would be quite difficult for a teacher to read a story in 

the child‟s mother tongue without any linguistic competence in that language. You might 

cope with that by playing stories using a laptop or others technical devices but still it is quite 

difficult to find „interactive‟ stories in so many different languages and honestly quite time 

consuming for the teachers. The most salient help might be the parents. As the teacher told me 

during the interview it is really important that the parents keep talking in their native 

language(s) with their children to improve their linguistic competence. Another problem that 

the teacher highlighted during the interview was related to time‟s quantity. In other words, 

both paragraphs from Lpfö and the Solna stad‟s guidelines did not mention the amount of 

time that the teacher should dedicate to the mother tongue‟s development. For instance, 

according to Krashen‟s input hypothesis (1985) to acquire and develop a language there 

should be „enough‟ comprehensible input. Therefore, playing a song per day or saying just a 

few words in the target language might be useful to develop the children‟s cultural awareness 

but it certainly cannot be considered as „enough comprehensible input‟. 

Another important topic of discussion emerged during the interview I had with the owner and 

head teacher of the first preschool. The debate was focused on the upcoming educational 

reform stating that,  
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“Efter 1 december 2013 får du med lärare- eller förskollärarlegitimation möjligheten att bli behörig om 

du har tillräckligt lång erfarenhet av undervisning. Det gäller även dig som tänker söka legitimation och 

har en behörighetsgivande examen. Du kan bara åberopa erfarenhet som du tillgodogjort dig innan 1 

juli 2015”. (Skoleverket) 

In English, 

After the 1
st
 of December 2013 you may have the opportunity to apply for the teacher or preschool 

teacher certification if you have enough working experience. This also applies to those who intend to 

seek the certification and have a qualifying degree. You can only rely on your personal experience 

before the 1
st
 of July 2015. (My translation) 

This new reform was created to cope with the fact that until now anybody could work in a 

preschool even without a specific qualification. In other words, having a bachelor degree as a 

preschool teacher wasn‟t a mandatory requirement but after the 1st of July 2015 all teachers, 

even the one already employed must be certified. Apart from a one year working experience 

as a preschool teacher, the main prerequisite to obtain this certification is a bachelor in early 

childhood education. Therefore, many international and bilingual preschools that have hired 

not fully qualified preschool teachers until now might face some negative consequences. 

Hence, this interview raised a main issue. According to both owner and head teacher of the 

preschool when this reform will come into force, they will be compelled to hire more certified 

preschool teachers. Even though most of the language teachers working in that preschool had 

a recognized foreign bachelor as preschool teachers another of the prerequisites to obtain the 

Swedish certification is mastering the Swedish language, so to speak. In other words, they 

first need to have an academic knowledge of the Swedish language, precisely one of the 

following options according to Skoleverket: 

 “Ett godkänt resultat i svenska för utomnordiska studenter. Undervisningen anordnas av universitet eller 

högskola i Sverige. 

 Ett godkänt resultat på det så kallade TISUS- testet. Det är särskilt test i svenska för universitets- och 

högskolestudier.  

 Godkända kunskaper som motsvarar kursen Svenska 3 eller Svenska som andraspråk 3 alternativt 

Svenska B eller Svenska som andraspråk B.” 

In English, 

 A good result in Swedish for non-Nordic students. The teaching has to take place in a university in 

Sweden. 

 A good result in the so called TISUS test. It is a Swedish test for university studies. 

 Good knowledge of Swedish 3 or Swedish as a second language course 3. Alternatively, a good 

knowledge of  Swedish B or Swedish as a second language course B. (My translation) 

With just a few exceptions: 

 “Om du har svenska, danska, färöiska, isländska eller norska som modersmål behöver du dock inte visa 

upp dokument som stödjer dina kunskaper.” (Skoleverket) 

In English, 

 If you are a native speaker of Swedish, Danish, Faroese or Norwegian you are exempt from taking a 

Swedish language course or test. (My translation) 
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Therefore, this new law might affect negatively the diverse linguistic environment of 

bilingual/multilingual preschools, forcing owners to hire more certified preschool teachers 

who would be more likely Swedish native speakers. In addition, these certified teachers might 

disrupt the linguistic balance which is the pedagogical core of bilingual/multilingual 

preschools, and promote a language shift from the minority language to the dominant 

language (Swedish). But more important, because of the difficulties to find 

bilingual/multilingual certified teachers, the future staff might not be able to deeply 

understand and use „translanguaging‟ practices as a tool to develop and implement the 

children‟s linguistic competence. In conclusion, this new reform might penalize foreigner 

language teachers and may go against the following recommendation of the Commission of 

the European Communities, 

Some Member States face shortages of adequately-qualified language teachers; these may be general 

shortages or may relate to certain languages or certain types of education or training; these shortages 

need to be addressed and sustainable solutions found. More can be done to exchange teachers between 

Member States; such teachers may work as teachers of their mother tongue, teachers of another 

language or as teachers of another subject through their mother tongue. In linguistic border areas there 

is particular scope for initiatives targeting neighboring languages in this field. Member States have been 

recommended to remove legal and administrative obstacles to the mobility of teachers and their 

progress needs to be monitored (2003:11). 

 

6 Conclusion 

 
In our globalized world, the ability to use two or more languages flexibly is a must. The 

people of Europe are building a single Union out of many diverse nations, communities, 

cultures and language groups; it is a Union built around the equal interchange of ideas and 

traditions and founded upon the mutual acceptance of peoples with different histories but a 

common future. Within a very short time, the European Union will undergo its most 

significant enlargement to date. The new Union will be home to more than 450 million 

Europeans from diverse ethnic, cultural and linguistic backgrounds (Commission of the 

European Communities 2003). It will be more important than ever that citizens have the skills 

necessary to understand and communicate with their neighbors. Building a common home in 

which to live, work and trade with one another means acquiring the skills to communicate 

with each other effectively and to understand one another better. Learning and speaking other 

languages encourages us to become more open to others, their cultures and outlooks. The 

Commission of the European Communities argued that,  

Learning one lingua franca alone is not enough. Every European citizen should have meaningful 

communicative competence in at least two other languages in addition to his or her mother tongue. This 

is an ambitious goal, but the progress already made by several Member States shows that it is perfectly 

attainable (2003:4). 

It is a priority for member countries to ensure that language learning in kindergarten and 

primary school is effective, for it is here that key attitudes towards other languages and 

cultures are formed, and the foundations for later language learning are laid. The European 
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Council in Barcelona called for further action to improve the mastery of basic skills, in 

particular by teaching at least two foreign languages from a very early age. The advantages of 

the early learning of languages - which include better skills in one‟s mother tongue - only 

accrue where teachers are trained specifically to teach languages to very young children, 

where class sizes are small enough for language learning to be effective, where appropriate 

training materials are available, and where enough curriculum time is devoted to languages 

(Commission of the European Communities 2003). Initiatives to make language learning 

available to an ever-younger group of students must be supported by appropriate resources, 

including resources for teacher training. Early learners become aware of their own cultural 

values and influences and appreciate other cultures, becoming more open towards and 

interested in others. This benefit is limited if all pupils learn the same language: a range of 

languages should be available to early learners. Parents and teaching staff need better 

information about the benefits of this early start, and about the criteria that should inform the 

choice of children‟s first foreign language (Commission of the European Communities 2003). 

However, despite the many policies promoting language diversity and cultural awareness, as 

the data showed, with the upcoming educational reform Sweden might risk to undermine the 

stability of early bilingual/multilingual education and accidentally affect its educational 

system which is internationally considered “state-of-the-art”. Therefore, there might be a need 

to revise and implement those policies that might affect the success of early 

bilingual/multilingual childhood education in Sweden.  

Apart from that, nowadays it is difficult to categorize the different types of bilingual 

education because of the myriad of variables that interact within a bilingual school, starting 

from the diverse children‟s linguistic background or bilingual arrangements. We should take 

this linguistic diversity and use it to improve children‟s linguistic competence in a dynamic 

way. Hence, if we understand their language practices we might employ these practices as 

tools. Thus, the current research stressed the need for teachers who work within a 

bilingual/multilingual setting to implement a pedagogy that draws on children‟s language 

practices. In other words, teachers should try to employ a pedagogy which includes more 

strategic and thoughtful translanguaging practices, also outside the formal learning activities. 

In all cases, however, it is important to remember that responsible code-switching and 

translanguaging practices are an instrument to develop students‟ metalinguistic 

understandings and metacognitive awareness, important for today‟s bilingually educated 

individuals (Garcia 2008). 
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Appendix 1: Spanish consent forms 

 

Formulario de consentimiento para los educadores.  

Título de la tesis/ Titeln på masteruppsatsen:        Políticas Lingüísticas y Educación 

Bilingüe en Suecia. 

Investigador/ Forskare:                Nicolò Galantini 

Datos personales/ Kontaktuppgifter:         0738929136  nicogal87@libero.it 

 

Come educador en la guardería  Gamlabyplan 9 yo reconozco los siguientes puntos/ Som 

lärare på Gamlabyplan 9 förskolan, medger jag följande: 

 

1. El investigador me ha explicado los objectivos del estudio y que todas las 

informaciones obtenidas en esta investigación únicamente se usarán en dicho estudio. 

(Forskaren har förklarat studiens syfte. Han har även informerat om att all information 

kommer enbart att användas i forskningssyfte.) 

 

2. He dado permiso al investigador para observar y grabar el sonido en mi clase. 

(Jag ger min tillåtelse att han iakttar i mitt klassrum och tar ljudupptagnigar.) 

 

3. Entiendo que mi participación es voluntaria y que puedo retirarme del estudio en 

cualquier momento. 

(Jag förstår att mitt deltagande är frivilligt och jag kan dra mig ur studien om jag 

skulle önska.) 

 

4. Entiendo que los datos de la escuela así como los de todos los participantes en esta 

investigación serán anónimos. 

(Jag förstår att skolan och alla deltagare kommer att förbli anonyma.) 

 

 

mailto:nicogal87@libero.it
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5. Entiendo que este no es un estudio evaluativo. 

(Jag förstår att detta inte är en utvärdering.) 

 

Firma/Signatur:  ………………………………………………………………… 

Fecha/Datum:  ………………………………………………………………… 

Lugar/Plats:  ……………………………………… 

 

Formulario de consentimiento para los padres. 

Título  de la tesis/ Masteruppsatsens titeln:  

Políticas Lingüísticas y Educación Bilingüe en Suecia. 

Investigador/ Forskare:                Nicolò Galantini 

Datos personales/Kontakt uppgifter :         0738929136  nicogal87@libero.it 

Estimados padres/tutores, 

He solicitado permiso para observar y grabar el audio de los alumnos de la clase (…) para 

incluirlos en mi master tesis realizada en la Universidad de Estocolmo sobre bilingüismo y 

multilingüismo “en el ámbito escolar”. Debido a que los alumnos son menores de edad, es 

necesario vuestro permiso escrito mediante este formulario de consentimiento para la 

realización de mi investigación. 

(Till förälder/vårdnadshavare  

Jag behöver din tillåtelse för att observera och spela in prat från barnen i klass som del i min 

master uppsats i tvåspråkighet och flerspråkighet på Stockholms Universitet. Ditt skrivna 

medgivande behövs för att jag ska få genomföra den här studien.) 
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Objetivo de mi estudio/ Målet med Studien 

 

El objetivo de este estudio es investigar qué tipo de estrategia y metodología usan los 

educadores para implementar el plan educativo y mejorar la 

alfabetización bilingüe/multilingüe. Así mismo, estudiar cómo los alumnos usan sus 

repertorios bilingüe/multilingüe cuando están involucrados en las diferentes tareas durante la 

clase.  

Este estudio también permitirá entender qué implicaciones tienen estas prácticas con respecto 

a la política lingüística de las lenguas minoritarias en Suecia. 

(Målet med Studien är att undersöka vilken typ av strategi och metodik lärarna använder sig 

av för att följa läroplanen och förbättra tvåspåkighets/flerspråkighets läskunnighet. Dessutom, 

hur barnen använder sig av sin två- eller flerspråkighet i klassrummet. 

Studien ämnar även att låta forskaren undersöka hur minoritets språk i sverige tas upp i 

språkpolicyn.) 

 

Métodos de investigación/ Metoder för Studien 

 

La investigación se llevará a cabo mediante la observación de vuestro hijo/hija durante la 

clase y grabaré el sonido.  Es importante destacar que la enseñanza no se verá interrumpida de 

ninguna manera durante la investigación. 

(Jag kommer att observera din son/dotter under deras lektioner och göra några 

ljudupptagningar. Jag kommer absolut inte att störa i undervisningen på något sätt.) 

 

Este estudio es voluntario y anónimo/ Det är frivilligt och anonymt 

 

Vuestro hijo/hija no está obligado a participar en la investigación. La privacidad de vuestro 

hijo/hija será protegida. Ningún nombre será incluido en la versión final de la tesis. Una copia 

de la tesis será entregada a la escuela. Además esto no es un estudio evaluativo. 

(Din son/dotter behöver inte delta. Det kommer inte att finnas några påföljder för att inte ha 

deltagit. 
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Din sons/dotters integritet kommer att skyddas. Inga namn kommer att finnas i några 

dokument. En kopia av studien kommer att bli överlämnad till skolan. Det är ingen 

utvärdering.) 

 

Muchas gracias/Tack, 

NicolòGalantini. 

 

Por favor firme abajo para indicar que ha leído y entendido la naturaleza y los propósitos de 

este estudio. Su firma confirma la recepción de una copia del formulario de consentimiento y 

expresa su voluntad de permitir a su hijo/hija participar en esta investigación. 

(Var god signera nedan för att indikera att du läst och förstått studien natur och syfte. Din 

signatur medger att du tillåter din son/dotter att delta i studien.) 

 

Muchas gracias por su ayuda/ Tack för din hjälp. 

. 

-----------------------------------------------------------------------------------------------------------------------  

Yo/Jag,…………………………………………. doy (tillåter) /  no doy(tillåter ej) (circunda 

uno por favor/var god ringa in ett alternativ ) permiso para que mi hijo/hija participe en este 

estudio(att min son/dotter deltar i studien.) 

Firma del padre/madre/tutor(Vårdnadshavarens signatur):................................................ 

Nombre del hijo/hija(Son/Dotters namn):  ........................................................................ 

Fecha/Datum:           ………………………….. 

Lugar/Plats:            ……………………… 
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Appendix 2: English consent forms 

 

Informed consent form (teacher). 

Title of the master thesis:      Language Policies and Bilingual Education in Sweden 

Researcher:     Nicolò Galantini 

Contact details:    0738929136   nicogal87@libero.it 

As a teacher in (…) School, I hereby acknowledge the following:  

1. The researcher has explained to me the purpose of this study. He also explained to me 

that all information received as part of the study will be used for research purposes 

only. 

2. I have given permission for him to observe in my classroom and to use audio 

recordings. 

3. I understand that my participation is voluntary and that I can withdraw from the study 

at any stage. 

4. I understand that the school and all participants in the study will remain anonymous. 

5. I understand that this is not an evaluative research. 

 

Signature:  …………………………………………………………… 

 

Date:  ………………………………………………………….. 

 

Place:   …………………………………………………………. 
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Informed consent form (parents) 

 

Title of the thesis:  

Language Policies and Bilingual education in Sweden 

Researcher:    Nicolò Galantini 

Contact details:  0738929136  nicogal87@libero.it 

 

Dear parent/guardian, 

I have requested permission to observe and audio-record the children in the (…) class as part 

of my master thesis on bilingualism and multilingualism at the Stockholm University. Your 

written permission on this form is required for me to do this research. 

Goal of the study 

The aim of this research is to investigate what kind of strategy and methodology the educators 

use to implement the educational plan and improve bilingual/multilingual literacy. In 

addition, how children use their bi- or multilingual  repertoires when engaged in classroom 

tasks. 

This research will also enable the researcher to understand what implications these practices 

have for language policy related to minority languages in Sweden. 

Research methods 

I will observe your son/daughter during the daily class and make some audio-recordings. 

Most important, I will not disrupt teaching in any way.  

It is voluntary and anonymous 

Your son/daughter does not have to participate. There will be no penalties against your 

son/daughter for not participating. 

Your son/daughter's privacy will be protected. No names will be recorded or attached to the 

mailto:nicogal87@libero.it
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research report. A copy of the final research report will be given to the school. Furthermore, 

this is not an evaluative research. 

Thank you, 

Nicolò Galantini 

 

Please sign below to indicate that you have read and understood the nature and purpose of the 

study. Your signature acknowledges the receipt of a copy of the consent form as well as 

indicates your willingness that your son/daughter is going to participate in this study. 

 

Thank you for your help.  

----------------------------------------------------------------------------------------------------------------- 

I,…………………………………………. do / do not (please circle one) give permission for 

my son/daughter to participate in the survey. 

Parent‟s signature:             …………………………………………… 

Son/daughter‟s name:         …………………………………………… 

Date:  ……………………………………… 

Place:   ……………………………………… 

 

                  

 


