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This thesis explores the out-of-school language use of young adolescents in con-
temporary multilingual urban neighborhoods, located in the three largest cities in
Sweden. More specifically, the thesis explores the potential interplay of out-of-
school language use, language ideologies, investment in languages and identities.
Dimensions of multilingualism have attracted wide scholarly interest, yet the
knowledge about the out-of-school language use and encounters among this group
of adolescents in connection to language ideologies and identities, is limited.

Employing an explanatory sequential mixed methods design, three different
instruments have been used (questionnaire, language diaries and interviews). The
study was conducted between 2019-2021 with young adolescents (IN=92) aged
11-14 at schools located in Stockholm, Gothenburg and Malmé. Adopting a
Bourdieusian approach, the notion of habitus, and the related pillars of capital and
tield, have guided the integrated analysis of the findings of the young adolescents’
practices and perceptions.

Findings reveal patterns of young adolescents’ everyday use and encounters
with Heritage Languages, Swedish, English and additional languages in a wide
range of different activities and interactions. The patterns demonstrate a high
prevalence of Swedish and English in most everyday activities. The use of Swedish
also dominates in interactions with siblings and friends whereas Heritage
Languages tend to be more prevalent in interactional practices at home with
parents and relatives. The findings also indicate how participants’ out-of-school
language use is intertwined in various multifaceted ways with their language ide-

ologies, investment in languages, identity constructions and linguistic sense of



placement. While the language use patterns showed the distribution of languages
in different activities and situations, integrated findings revealed underlying
foundations of language practices and how the use of languages could be tied to
several intersecting dimensions. The overall findings demonstrate how everyday
language use and ideologies of languages play a vital role in shaping the young
adolescents’ investment in languages, sense of placement and construction of
identities.

The findings in this thesis signifies the importance of bridging the gap between
home and school and for education to take a critical view on the role of language
in educational equity. The young adolescents’ accounts and level of awareness
signal the urgent need for education to take seriously how hierarchical relations of
languages and language use impact young individuals’ perceptions of themselves,

their imagined futures and sense of place in the social world.
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1. Introduction

The increasing number of children and adolescents who grow up using one or
more languages in addition to Swedish has spurred an interest in multilingual
practices and the educational needs of minority language children and youths in
Sweden. However, the systematic knowledge about the out-of-school language use
and encounters among this group of students in connection to their perceptions
of language use and identities, is limited. This study explores the reported practices
and ideologies of language use in relation to investment and identities among
young adolescents attending schools located in linguistically diverse and socially
segregated urban neighborhoods in the three largest cities in Sweden. This chapter
introduces the thesis by presenting a background, followed by the stated aims and

research questions and the organizational outline of the thesis.

1.1 Background

Language use is an integral part of human life. Our use of and encounters with
languages are central to our everyday lives, our representations of ourselves and
the wotld we live in. Language use contributes to shaping how we perceive the
wortld and how we picture ourselves (and others), as individuals and collectives in
vatious local settings, and as human beings in the world at large. Language use
carries meaning and value, and linguistic practices as situated encounters can be
fundamental in shaping perceptions and dispositions. Hierarchical relations of var-
ious forms of power embedded in linguistic practices (and our tacit recognition of
these), invisibly exercise symbolic power through which some linguistic practices
and speakers, implicitly, become perceived and recognized as more legitimate than
others (Bourdieu, 1989, 1991, p. 23). As we move between situations and contexts
the values placed on linguistic practices may vary and what is valued in one context
may be undervalued in others. The way languages are used thus depends on the
dominant practices and ideologies permeating different activities, situations, and
contexts. This can lead to mixed and ambivalent positions towards languages or
language practices which can impact our use of languages as we navigate between

contexts of conflicting values and powers. How languages and language practices
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are used, perceived, and valorized may have powerful implications on the early
shaping and negotiation of identities and belonging. The roles and values ascribed
to languages and the perceptions of speakers of languages — explicitly or implicitly—
might impact on where we invest our energies, what we consider to be our
imagined future possibilities, our understanding of the world and our place in
society. Language use matters.

As integral to human life, most people would agree that languages and linguistic
practices are fundamental for education in ensuring equal access to learning
opportunities and attainment and development of knowledge, information, and
skills. The world is multilingual and across the globe people use several languages,
in various ways and for various purposes, every day. Yet, students’ multilingual
realities are often ignored by education systems (Benson, 2016). In most contexts,
education is provided in the language(s) considered dominant in the society at
large. Even though students may speak other languages at home, their linguistic
practices or linguistic experiences are seldom fully considered as resources for
learning, creating a discrepancy between home and school as well as unequal op-
portunities for learning (Benson, 2016). Of the world’s population, 40 percent lack
access to education in the languages they speak or understand well (Walter &
Benson, 2012). Exclusive use of dominant languages as means of instruction has
been criticized for having a negative impact on students’ access to knowledge, the
quality of education and students’ future opportunities and for more than half a
century, early teaching in students’ “mother tongue” languages! has been strongly
recommended (UNESCO, 1953, 2003; see also Benson, 2005). The linguistic
rights of children in education are also expressed in the UN Convention on the Rights
of the Child Article 29 (United Nations,1989). If educational equity is to be attained
and sustained, the dynamics and diversities of languages, ideologies and linguistic
practices children and young people bring to school need to be acknowledged and
taken into real consideration in educational policy and practice.

The last decades of increased mobility and patterns of migration have gener-
ated a heightened awareness of multilingual realities in socially, culturally, and
linguistically diverse communities (Blommaert, 2010; The Douglas Fir Group,
2016). This has led to a growing interest in multilingual practices and the dynamics
of multilingual interaction within the fields of language education and
sociolinguistics as well as other disciplines, stressing the linguistic and educational

needs of minority language children and youth. With increased scholarly attention

! For a further discussion of the term “mother tongues” see Chapter 4.
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and compelling research evidence (e.g., Collier & Thomas, 2017; Thomas &
Collier, 1997, 2002), the importance of promoting Heritage Languages? to enhance
language development and long-term school success is widely recognized by
researchers, educators, and policymakers (Bigelow and Collins, 2018). However,
despite growing acknowledgment and scholarly attention, the multilingual and
cultural resources of children and adolescents are not necessarily appreciated and
valued as assets for learning in educational settings in Sweden and other European
countries (Agirdag, 2014; Haglund, 2005; Lindberg, 2011; Otterup, 2005; Van
Avermaet, 2009). Contemporary dimensions of societal tension between
transcultural diversity and nationalistic uniformity impact practices and ideologies
of languages and linguistic diversity. The often-divergent natures and ideologies
represented in the school setting vis-a-vis young people’s multilingual out-of-
school realities in everyday practices, further emphasize the need for drawing
attention to linguistic practices and perceptions of children and adolescents.

In Sweden, a country of nearly 10.4 million people, around 2 million residents
are born in countries outside Sweden (Statistics Sweden, 2021). In 2018, of the
around two million children in Sweden under the age of 18, more than half a
million are either born in countries outside Sweden or born in Sweden by parents
born in other countries (Statistics Sweden, 2020). Statistics show that compared to
children of Swedish-born parents, children with ‘foreign background’ to a greater
extent live in and attend schools located in segregated urban areas with low socio-
economic status (Statistics Sweden, 2020). Children with foreign backgrounds to a
lesser extent, than their peers with Swedish-born parents, qualify for upper
secondary school (Statistics Sweden, 2020; Skolverket, 2022b). The statistics report
also points to the probability of language as playing a key role. The increasing
school segregation and rising educational inequality (Yang-Hansen & Gustafsson,
2016, 2019), thus call attention to the educational needs of children and youth of
migrant background. In Swedish compulsory school, 28.6 percent of students are

entitled to ‘mother tongue’ instruction (Skolverket, 2021). However, as pointed

2 The term Heritage Iangnages will henceforth be used when referring to the named migrant
languages that the participants may use at home or come in contact with through their families
and/or communities. These languages may or may not correspond to the languages the
patticipants consider to be their ‘mother tongues’. The term ‘mother tongue(s)’ is used when
referring to instances where the participants explicitly refer to languages as (what they recognize
to be) their “mother tongues”. In other cases, the named language(s) referred to by the
participants will be used.

3 Term used by the Swedish Ministry of Education and in national statistics referring to pupils
born abroad, or pupils born in Sweden of two parents with a foreign background.
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out by several researchers, the Swedish school tends to be characterized by
traditional monolingual and monocultural norms (e.g., Gruber, 2007; Haglund,
2005; Lindberg & Hyltenstam, 2012; Runfors, 2009). Yet, the concept of
multilingualism has continued to influence educational research and is increasingly
recognized by policymakers. For example, in 2018, the Swedish National Agency
for Education published the report ‘Greppa flersprakigheten — en resurs i lirande
och undervisning’ [Take hold of multilingualism — a resource in learning and
teaching (my translation)] (Svensson, Rosén, Straszer & Wedin, 2018), in which
the authors emphasize the importance of making use of learners’ linguistic
resources in teaching and call attention to the role of language and identity in
teaching and learning. In alighment with the Government assignment to
implement efforts to strengthen the quality of education for newly arrived students
and students with a mother tongue other than Swedish, the Swedish National
Agency for Education now offers multiple articles on the topic of multilingualism
and provides a wide range of instructional guidance and teaching resources.

The dominance of English and its spread as a “lingua franca” adds yet another
dimension to language use and multilingualism, raising questions of the role of
English in relation to other languages. The presence of English in the Swedish
daily context is beyond noticeable, and most people come into contact with
English on a daily basis in one way ot another. Communicative competence in
English is highly valued in many areas such as business, culture and higher
education, and holds a particular status and position in Swedish society
(Hyltenstam & Milani, 2012; Hult, 2012). Proficiency in English, in contrast to
other languages besides Swedish, has become the expected norm, with English
present in education as an indisputable “natural” essential ingredient already in
preschool, establishing a ‘bilingual habitus’ (Lainio, 2013). The status of English is
also explicitly reflected in education where English is a mandatory school subject
throughout the school system and introduced in the core content stated in the
syllabus for years 1-3 (Skolverket, 2011). Many children also come into contact
with English in their spare time from a very young age and as an example 10-12-
yeat-old children spend a considerable amount of time on activities where English
is used (Sundqvist & Sylvén, 2016). Furthermore, the diverse ways of interacting
in multiple languages, locally and globally through the use of online media and
communication technologies, have made studies of how young language users
navigate in these spaces of particular interest. Much of the work conducted in the
field of research related to out-of-school language (e.g., Reinders & Benson, 2017)

or extramural activities (Sundqvist & Sylvén, 20106) typically involve a primary in-
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terest in out-of-school language use in relation to language learning. Thus, such
studies often focus on improvement of linguistic skills and increased proficiency
and investigate the level of engagement in out-of-school language learning activi-
ties in relation to language learning outcomes (e.g., Sylvén, 2004; Sundqvist 2009;
Olsson, 2011; Sundqvist & Sylvén, 2014; Jensen, 2017). With a few exceptions
(Sundqvist, 2009; Sylvén & Sundqvist, 2012; Sundqvist & Sylvén, 2014; Mufioz &
Lindgren, 2011), studies of out-of-school language exposure activities in the Swe-
dish context have primarily focused on adolescents in secondary school. Less
attention has been paid to explorations specifically targeting the multilingual out-
of-school language use of young adolescents. Likewise, to the best of my
knowledge, no previous studies have investigated the linguistic repertoires as
manifested in multilingual language use and exposure outside school among young
adolescents in multilingual urban Swedish environments. While the present study
shares the interest in the role of out-of-school language use and exposure in
different domains and activities, it takes a critical sociolinguistically informed
approach by placing the multilingual patterns of out-of-school language use in
dialogic relation to language ideologies, investment, and emergent identities.
Adopting a Bourdieusian approach and drawing on the poststructuralist
concept of investment (Norton, 2000), this study explores the out-of-school
language use among 61—7t% grade pupils (aged 11-14) in multilingual urban school
settings, examining the role of out-of-school language use in the interplay of
language ideologies, investment, and identities. As the scholarly interest in issues
of language and identity continues to grow (see e.g., Norton, 2013; Edwards,
2009), exploring the role of language in eatly identity formation may provide
valuable insights regarding how patterns of language use and views of languages
can be identified in young adolescents from a very young age. Consequently,
knowing more about the language use of young adolescents might be essential in
deepening our understanding of the multifacted nature of language practices, and
its potential role in investment in languages and perceptions of identities. A deeper
understanding of children’s daily multilingual practices, ideologies and perceived
identities may further contribute to informing educational policies and practices
that not only acknowledge but also value diversity, ensuring that the linguistic
repertoire of each pupil is appreciated as a vital asset for learning and social

participation.
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1.2 Aim and research questions

The overall aim of the thesis is to explore the potential interplay of reported out-
of-school language use, language ideologies, investment, and identities of young
adolescents in linguistically heterogenous urban areas in Sweden. Drawing on self-
reported data, it should be made clear that this thesis refers to the reported
language use of the participating young adolescents. Henceforth, if not specified
as reported, the terms /anguage use or language practices, when used in relation to the
participants in this study, refer to reported practices. By investigating the reported
daily language use of young adolescents and their accounts of how they petceive
and navigate through increasingly diverse and linguistically complex urban spaces,
this study seeks to add to the existing research on the role of language and
identities. A deeper understanding of young adolescents’ linguistic practices and
ideologies may have pedagogical implications as regards how pupils’
communicative repertoires and linguistic and cultural realities outside the school
setting can be recognized and used in learning and teaching as a contributing force
in striving towards increased academic success, educational equity, and social
justice.

The more specific goal of the thesis is twofold. First, to identify young
adolescents’ patterns of everyday language use by investigating what languages
young adolescents use and encounter when engaging in different activities in their
spate time. Second, to explore in what ways, if any, language use patterns interplay
with young adolescents’ perceptions of languages, investment in languages, and
identities and vice versa. Consequently, the following research questions ate

addressed:

1. With whom, when and in what, activities, situations and contexts do young
adolescents aged 11-14 use the languages in their repertoire?

a.) What distributional patterns can be discerned in young adolescents’ de-

scribed use of Heritage Language(s), Swedish, English, and additional

languages in different out-of-school domains and linguistic practices?

2. How do young adolescents describe their use of languages in different
domains, situations, and activities?

a.) What dispositions do young adolescents show towards Heritage Lan-
guage(s), Swedish and English?

b.) In what ways are language ideologies reflected in young adolescents’

out-of-school language practices and language investments?
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3. What role, if any, does out-of-school language use and exposure play in
shaping young adolescents’ investment in languages, language ideologies
and identities, and vice versa?

a.) What is the role of everyday language practices in young adolescents’
investment in Heritage ILanguage(s), Swedish, English, and other
languages?

b.) How do young adolescents describe their present and imagined future

language use and the role of language in shaping identities?

1.3 Outline of the thesis

This thesis consists of 12 chapters. First, chapter 1 introduces the thesis, provides
a background, and presents its aim and stated research questions. It also outlines
the organization of the text. Chapter 2 presents the theoretical perspectives and
key concepts framing this study. It situates the study in a poststructuralist socio-
linguistic tradition and describes developments in the study of multilingualism
within the field of sociolinguistics. The chapter also provides an overview of
conceptualizations of multilingualism, multilingual practices, and other relevant
key concepts. It further introduces the Bourdieusian thinking tools and
poststructuralist perspective of language, identity and investment employed in this
thesis. The chapter continues with a description of what the concept of ‘out-of-
school’ may encompass, followed by a discussion of potential ways of locating
linguistic practices in time and space. The final section of chapter 2 presents the
concept of language ideologies. Following this, chapter 3 provides accounts of
previous research on everyday multilingual language use among school-aged
children and adolescents in multilingual urban settings, focusing primarily on
language use in out-of-school situations and domains. Chapter 4 describes the
mixed-methods design adopted in this study. This chapter also contains a
description and discussion of each of the three different research methods used in
generating data, and the considerations made in the preparation and design of the
research materials. Chapter 5 covers a presentation of the research settings, the
participants, and the process of generating data. This is followed by a description
of the procedures involved in conducting and administrating the questionnaire,
the language diaries and the interviews. The chapter then finishes with a discussion
of ethical and methodological considerations. Chapter 6 presents the analytical
approach and procedures undertaken. This is followed by four results chapters

which report integrated findings of participants’ reported language use, ideologies,
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investments, and identities. The first chapter, chapter 7, reports findings regarding
the participants’ language use practices in various out-of-school domains, focusing
mainly on patterns of language use in interaction with different interlocutors and
in different settings and situations. In chapter 8, attention is turned to the activities
the participants engage in and presents findings regarding participants’ use and
engagement with languages through out-of-school activities involving popular
culture, various media sources, hobbies and interests or other leisure activities. The
third results chapter, (chapter 9) presents findings focusing on participants’
language ideologies and described investment in languages and the relationship
between out-of-school language use and ideologies. The last results chapter,
chapter 10 describes participants’ accounts of language use and ideologies in close
relation to cultural belonging, identities, and linguistic sense of placement. Chapter
11 provides a discussion of the findings. This chapter also includes a discussion of
the potential implications for policy and practice and ends with suggestions for
future research. The thesis closes with chapter 12, providing a summary in
Swedish.



2. Theoretical Perspectives and Key
Concepts

In this chapter, theoretical points of departure and key concepts framing this study
are presented. The chapter begins by providing a brief description of eatly and
more recent developments of the study of multilingualism within the field of
sociolinguistics. This is followed by an overview of dimensions of
multilingualism(s), multilingual practices, and other key concepts of relevance. The
chapter then continues with presenting the Bourdieusian approach to language and
the poststructuralist perspective of identities and investment from which this study
departs. Thereafter, a section is devoted to a presentation of the terminological use
and conceptualization of out-of-school language use. The final part of this chapter
provides a description of language ideologies, particularly addressing issues of

immediate relevance.

2.1 A poststructuralist sociolinguistic
perspective of language use

This study is concerned with the daily language use of young adolescents, their
perceptions, and navigations through linguistically diverse urban spaces. Most of
the young adolescents participating in the study use multiple languages on a daily
basis although the patterns of use in different domains and activities may vary
greatly. The thesis thus involves an exploration of multilingual practices as
manifested in the out-of-school language use of young adolescents and as such a
presentation of multilingualism(s) and its related concepts is needed. This thesis
takes a poststructuralist sociolinguistic approach to language by positing a view of
language and language use as multifaceted, dynamic and mobile, yet closely and
reciprocally interconnected to societies, histories and cultures and thus,
inextricably linked to values and power and structures of domination. While there
are several definitions of what sociolinguistics entails, this study is closely tied to
the sociolinguistics of resources as put forward by Blommaert (2010, p. 28) who

describes sociolinguistics as ‘the study of concrete language resources in which
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people make different investments and to which they attribute different values and
degrees of usefulness’. In a contemporary society characterized by globalization
patterns, transnational mobility and digital technological advancements, language
forms or linguistic resources may travel across real and virtual localities in
sometimes unpredictable ways, making ‘patterns of value and language use less
predictable’ (Blommaert, 2010, p. 28). Hence, from this perspective, when study-
ing daily language use and ideologies among young adolescents of migrant
backgrounds in multilingual urban spaces, the works of theorists drawing attention
to language and inequality become useful. The sociolinguistic view adopted in this
study is thus influenced by a poststructuralist understanding of language through
Bourdieu’s theoretical contribution and his notions of habitus (and its related pillar
concepts) and symbolic capital (1977a, 1991), which will be returned to in
subsequent paragraphs in this chapter.

2.1.1 Sociolinguistic foundations and developments in
studies of language use in multilingual settings

Sociolinguistics emerged as an independent field in the 1950s—1960s most notably
through the works by scholars such as Ferguson (1959), Fishman (1965), Labov
(1966), Gumperz and Hymes (1972), among others. While much of the work
conducted at the time primarily focused on variation of language use within
languages, Fishman (1964, 1965) drew attention to variance in language choice in
multilingual settings. The title of his early landmark work (Fishman, 1965) “Who
speaks what language to whom and when’ effectively highlights what has remained
a central concern within sociolinguistics, a theme which is also echoed in this
particular study of young adolescents’ language use. In his influential piece,
Fishman (1965) proposed domains of language choice or domain theory, as an analytical
concept, which when interwoven with other sources of variance, aimed to provide
a systematic understanding of socio-cultural dimensions of language choice in
multilingual settings. As argued by Fishman (1965, p. 93), using domains to
appropriately reflect language behavior, requires ‘considerable insight into the
socio-cultural dynamics of particular multilingual settings at particular periods in
their history.” Although some of Fishman’s initial work denoted multilingualism as
stable, Fishman’s sociology of language has had a profound influence on the study
of multilingualism and language as social practice (see e.g., Blommaert & Spotti,
2017). Gumperz’s (1964) notion of repertoire and Gumperz and Hymes’ (1972)

introduction of ethnography of communication also played a central role in the
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developments in studies of language use, putting emphasis on meaning-making,
interpretation and understanding in interaction (Blommaert & Spotti, 2017).
Martin-Jones and Martin (2017, p. 3), accentuate the fact that Gumperz and Hymes
had ‘argued that attention needed to be paid to the situated ways in which language
practices contribute to the ongoing construction of social identities and relation-
ships and to the ways in which social and cultural meanings are contextualized in
and through interaction’. The work of Gumperz and Hymes thus contributed to a
sociolinguistic tradition informed by linguistics and anthropology, paving the way
towards the development of studies of multilingualism influenced by
poststructuralism and critical theory as exemplified in the influential works of
scholars such as Heller (1995, 1999) and Woolard (1985). In addition, this
development also led to increased attention to the role of /language ideologies
(Kroskrity, 2004, 2000; Schiffelin, Kroskrity & Woolard, 1992; Silverstein, 1979)
and to how ideas about language may interplay with and manifest themselves in
language use. Language ideology as a concept is presented and described in more
detail at the end of this chapter.

In describing the transformation within the field of sociolinguistics, Martin-
Jones and Martin (2017) explain how the field, during the last two decades, has
undergone fundamental changes. First through the epistemological move toward
ethnographic and critical approaches as a result of the influence of poststructuralist
perspectives  of language and social life. Second, globalization processes,
transnational flows and digital communication technologies have led to an
increased interest in the social, cultural and linguistic effects of this globalized
wortld order (Martin-Jones & Martin, 2017). In combination, these major changes
have had a transformative impact on the understanding of language in society and

multilingual realities, giving rise to:

a new sociolinguistics of multilingualism (...) one that takes account of the
new communicative order and the particular cultural conditions of our times,
while retaining a central concern with the social and institutional processes
involved in the construction of social difference and social inequality.
(Martin-Jones & Martin, 2017, p. 1)

Communication patterns in our contemporary reality are being seen as more
complex and less predictable, posing challenges in descriptions of complex data
where individuals are less easily associated with or can be characterized as
belonging to particular groups, identities and cultures (Blommaert & Spotti, 2017).

However, it could be questioned as to whether this “difficulty” or complexity of
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categorization really has increased or rather whether this methodological and
ethical challenge of linguistic inquiries can be assumed to have gained a heightened
awareness due to the societal processes and developments of recent decades.
Nevertheless, due to these increased complexities which have followed
transnational flows and emergent technologies, the sociolinguistic field has moved
closer to ‘a sociolinguistics of mobility, characterized by resources, functions, and
repertoires’ (Blommaert & Spotti, 2017, p. 9). In this view, language use and
identity construction are seen as ‘polycentric semiotic performances’ (Blommaert
& Spotti, 2017, p. 10) and, as argued by Blommaert and Rampton (2011, p. 5), by
breaking away from predetermined classifications research should ‘address the
ways in which people take on different linguistic forms as they align and disaffiliate

with different groups at different moments and stages’.

2.2 Dimensions of multilingualism and
multilingual practices

Considering the recent increased interest in multilingualism, it may almost appear
as if the human practice of using different languages in everyday life is a new and
uncommon phenomenon. However, in many parts of the world multilingualism is
commonplace and part of everyday life and throughout history multilingualism has
been a present element, influencing regions and populations. Before the
establishment of nation-states in Europe, life in many European societies (as well
as other parts of the wortld) was characterized by great linguistic diversity with
variation both across and within regions but as nations were formed, the languages
used by the powerful elite began to dominate (see e.g., Cenoz, 2013; De Swaan,
2001; Enever, 2018; Gogolin, 2002). Regional variations or minority languages
were restricted to the domains of the home or other informal practices as the idea
of “one nation, one language” took form, adding to the ability for nations to
determine who to consider as an accepted member of the population and who to
view as an outsider. Due to the imposed use of the national language in education,
the notion of a standardized dominant language was established and maintained
(Enever, 2018; May, 2011). However, with around 7000 languages and close to 200
independent states (Lewis, 2009) the wotld as a whole is evidently multilingual and
thus, the notion of ‘one language one nation’ appears markedly inapplicable as
categorization or perception of an unmistakably multilingual wotld (see e.g.,
Gogolin, 1997). As Blommaert and Spotti (2017, p. 3) point out, ‘the wotld is not

neatly divided into monolingual states.” However, ‘the nationalist equation of one
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language = one nation = one state’ maintains its presence and continues to
resurface, enforcing the understanding of the nation state as a unified and bounded
entity (Auer, 2005, p. 4) with linguistic homogenization as a central element in
nation building (e.g., Bourdieu, 1991; Busch, 2009; Gal, 2006). Even if there are
substantially more languages than nation states, the monolingual bias has influ-
enced research, policy and praxis more or less implicitly as manifested in the beliefs
about language, monolingualism and bilingualism (Ortega, 2013). Multilingualism
in our contemporary society thus, still poses challenges and tensions largely be-
cause as Heller (2007a, p. 546) explains, ‘the ideologies and practices we have
inherited assume homogeneity: at best, multilingualism is understood as multiple
monolingualism, as a string of distinct systems to be mastered and used separately.”
However, as a result of the many years of critique of the monolingual bias and
deficit perspectives of bilingualism (e.g., Cummins, 1981, 2000; Grosjean, 1985;
Hornberger, 2003), the monolingual norm has been challenged leading to a multi-
lingual turn within the field of second language acquisition research (May, 2013;
see also Conteh & Meier, 2014; Ortega, 2013). The global use of English varieties
and dialects following the spread of English as a “lingua franca”, has challenged
the notion of “standard language” and the “native/non-native” labels
(Canagarajah, 2007; Conteh & Meier, 2014; May, 2013). This has had implications
pertaining to assumptions about language ownership and that a language can be
“owned” by all its users (Ortega, 2013). Thus, there has been a move from a deficit
view to an asset-focused understanding, giving multilingualism added value. Re-
cent globalization processes, migration, and emergence of digital technologies with
increased communicative opportunities have contributed to the current visibility
of and increased attention to multilingualism in Europe, placing linguistic diversity
in a new light. This has spurred an increased interest in multilingualism and a
heightened awareness of multilingual realities in socially, culturally and linguisti-
cally diverse communities (The Douglas Fir Group, 2016; Blommaert, 2010). In
light of this, scholars have raised increased attention to issues of multilingual in-
equality, questioning whether multilingualism is being seen as an asset for some
and a burden for others (e.g., Blommaert & Van Avermaet, 2008 in Sierens & Van
Avermaet, 2014, 2015; De Costa, 2019; Lo Bianco, 2017; Ortega, 2017).

2.2.1 What is multilingualism(s) and who is multilingual?

The term multilingualism, in its broadest sense refers to the use of more than one
language (Clyne, 2017). Such a wide description naturally calls for further elabora-
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tion and refinement. Yet, since ways of understanding the term multilingualism
inevitably depend on the underlying conceptualization of language, specific defi-
nitions tend to vary across scientific disciplines, traditions, and sub-fields. Thus,
the literature presents a wide range of definitions of what the term multilingualism
encompasses. While bilingnalism traditionally has been referred to as the use of two
languages, multilingualism has come to refer to the use of more than two languages
(Garcfa & Wei, 2014). However, this traditional understanding of bilingualism has
been criticized for positing a dualistic view of bilingualism as concerning two
autonomous and separate linguistic systems (Blackledge & Creese, 2010; Garcia &
Wei, 2014; Grosjean, 1985; Heller, 1999), opening the way toward more dynamic
perceptions. From a sociolinguistic perspective, Heller (2007a, p. 15) offers a more
dynamic view of bilingualism which takes societal dimensions into account when
she defines bilingualism as ‘sets of resources called into play by social actors, under
social and historical conditions which both constrain and make possible the social
reproduction of existing conventions and relations, as well as the production of
new ones.” This definition of bilingualism thus situates the use of bilingual
resources as a social practice governed by the sociohistorical contexts and
circumstances which shape and direct the possibilities and limitations of social
reproduction and the making of new social structures, customary norms and
relations. Resting on the former traditional and static bilingual assumptions, the
term multilingualism thus evokes understandings where multilingualism becomes
equal to ‘parallel monolingualisms’ (Heller, 1999), ‘multiple monolingualisms’
(Heugh, 2003) or ‘plural monolingualism’ (Makoni, 2003).

Further definitions of multilingualism can be found in policy documents. As
an example, the European Commission (2007), responsible for the promotion of
language learning and language diversity across Europe, defines multilingualism as
‘the ability of societies, institutions, groups, and individuals to engage, on a regular
basis, with mote than one language in their day-to-day lives’ (2007 p. 6). Wei (2008,
p- 4) describes a multilingual individual as; ‘anyone who can communicate in more
than one language, be it active (through speaking and writing) or passive (through
listening and reading)’. As illustrated in these definitions, multilingualism can be
seen as both an individual and a social phenomenon. While it may be difficult to
make any fundamental differentiation between bilingualism and multilingualism at
the individual level, in reference to social situations or locations where languages
are used, making a distinction may make more sense (Blommaert & Spotti, 2017).
Distinguishing between individual and social dimensions of multilingualism, the

Council of Europe (2007) suggests the use of plurilingualism as referring to an
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individual’s competence or ability to use more than one language, whereas
multilingualism should be understood as the presence of languages in a given
geographical area (2007 p. 10), suggesting the use of multilingualism for the
diversity of languages in societal contexts and groups and not when discussing the
repertoires of individuals. According to the Council of Europe (2007, p. 17), pluri-

lingualism refers to:

The intrinsic capacity of all speakers to use and learn, alone or through
teaching, more than one language. The ability to use several languages to
varying degrees and for distinct purposes is defined in the Common European
Framework of Reference for Languages (1996, p. 168) as the ability ‘to use
languages for the purposes of communication and to take part in intercultural
action, where a person, viewed as a social agent, has proficiency, of varying
degrees, in several languages and experience of several cultures.” This ability
is concretized in a repertoire of languages a speaker can use. The goal of
teaching is to develop this competence (hence the expression: plurilingnalism
as a competence).

An educational value that is the basis of linguistic tolerance: Speakers’
awareness of their plurilingualism may lead them to give equal value to each
of the varieties they themselves and other speakers use, even if they do not
have the same functions (private, professional or official communication,
language of affiliation, etc.). But this awareness should be assisted and
structured by schools since it is in no sense automatic (hence the expression:
Plurilingualism as a valne). (pp.17-18)

Thus, the Council of Europe (2007, pp. 17-18) defines plurilingualism as a dual
concept, comprising the ability of an individual to use multiple languages but also
the ‘value of linguistic tolerance’ emphasizing plurilingual awareness among
speakers as essential in promoting equal value of linguistic varieties, which should
be ‘assisted and structured by schools’ and thus be made a central part of intercul-
tural education. As discussed by Garcia and Otheguy (2019) the definition by the
European Council with the use of ‘a repertoire of languages’ and the expressed
value of plurilingualism as foundation for linguistic tolerance has had a fundamen-
tal impact on language education. While recognizing the role of plurilingualism as
a significant construct, Garcia (see; Garcia, 2009; Garcia & Otheguy, 2019; Garcia
& Wei 2014) questions its epistemological foundations where previous conceptu-
alizations of terms like bilingualism and multilingualism imply an additive and
monoglossic understanding where complete autonomous languages are “added”
to the repertoire of an individual speaker. Thus, in terms of language use as activity,
Garcia and Otheguy (2019) argue for the notion of #anslangnaging (Garcia, 2009),
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(a theme returned to later in this text) or translanguaging practices as having a
transformative purpose in affirming dynamic multilingual realities (Garcia &
Otheguy, 2019).

By positing a view which understands language in the form of mobile re-
sources, Blommaert (2010, p. 102) argues that multilingualism ‘should not be seen
as a collection of ‘languages’ that a speaker controls, but rather as a complex of
specific semiotic resources, some of which belong to a conventionally defined
‘language’, while others belong to another ‘language’.” In theorizing the concept of
language, Blommaert (2010) emphasizes the need for a theoretical understanding
that acknowledges and encompasses a view of linguistic repertoires as consisting
of chunks and pieces of language and the actual use of these repertoires in real life
communication. By claiming that sociolinguistic life is built around mobile speech,
‘lives can consequently be better investigated on the basis of repertoires set against
a real historical and spatial background’ (Blommaert, 2010, p. 173). Given the
linguistic heterogeneity manifested in the language use of the participants in this
study and the contemporary communication patterns enabled through digital
media, this thesis emphasizes a dynamic view of language use, in which, practices,
resources and repertoires are put at the forefront. While this study recognizes
concepts as social constructs and argues for the need of a conceptual re-thinking
of language, it accords with an understanding of multilingualism(s) (Heugh et al.,
2016; Heugh, 2017, 2021) which emphasizes the heterogeneity of multilingual
practices. In contrast to understandings of multilingualism, which (unwittingly or
not) might communicate multilingualism as a singular phenomenon, this thesis
aligns with a view which directs attention to the plurality of linguistic practices,
acknowledging the innate ‘variability and multidimensionality of multilingualisms’
(Heugh, 2021, p. 39). The term maultilingualisms, first discussed by Heugh and Stroud
in 20124, conceptualizes how people may vary in their perceptions of what
multilingualism is and how linguistic resources may be used in many different ways
and for many different purposes (Heugh, 2017). Multilingualisms vary between
contexts, groups and individuals and the term multilingualisms thus draws

attention to the diversity of experiences of multilingualisms (Heugh & Stroud,

4 Personal communication with Kathleen Heugh, July 1st, 2021. According to Heugh, the term
was first discussed by Kathleen Heugh and Christopher Stroud in 2012 and later presented in a
colloquium at AILA, 2014 in Brisbane, where they proposed the establishment of a
‘Multilingualisms and Diversities Consortium’. Since 2017 the term has been used in various
writings by Heugh (as referenced above) and it also features in the Bloomsbury Book series
‘Multilingualisms and Diversities in Education’ edited by Christopher Stroud, Kathleen Heugh
and Piet Van Avermaet.
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2019). Multilingual practices vary across and within communities and should be
recognized as fluid and multidimensional. For many people across the world,
‘multilingualism is multidimensional, multi-scaled and multilayered’ (Heugh et al.,
2016, p. 197; see also Heugh, 2015, 2003). At contextual levels, past histories,
linguistic conditions, and socio-political economies cause multilingualisms to vary
between geographical context spaces and take different paths as they evolve
(Heugh, 2017, 2018, 2021). Within contexts, multilingual practices may also vary
greatly between and within groups and individuals. Patterns of everyday language
use may play out differently in different spaces, domains and practices and
different multilingual practices may be used for a range of diverse purposes. In
conceptualizing language and multiple language use, there is much to learn from
insights and understandings of multilingual realities as put forward by researchers
of the global south. Incorporating southern experiences, insights and perspectives
might also help to contest the northern hegemony (see e.g., Heugh, 2017) and
taken-for-granted assumptions.

2.2.2 Re-conceptualisations of language and multilingual

practices

In recent years, following the multilingual turn (May, 2013; Conteh & Meier, 2014)
emphasizing an asset-focused understanding of multilingualism, several scholars
have called attention to the need to keep pace with the changing society and thus,
embrace the complexity of multilingual realities and the full linguistic repertoires
of speakers. Cenoz (2013), describes how the shift towards a holistic view of
languages spoken by multilinguals has given rise to a number of terms for multi-
lingual speech. Scholars rejecting the idea of languages as separate entities have
suggested other terms focusing on linguistic features and resources in attempts to
more accurately capture the multifaceted and hybrid nature of multilingual com-
munication. Argumentations for and attempts made regarding theoretical
reconstruction or expansion have been raised by Blommaert (2010, p. 2), arguing
for a sociolinguistic theoretical move beyond language in society towards ‘a theory
of changing language in a changing society’. Blommaert (2010) further addresses
the need to rethink what it means to “know’” a language. Similarly, Makoni and
Pennycook (2006) have challenged the conventional notion of language, arguing
for a disinvention and reconstitution of languages. From a perspective that views
languages as social constructions, Makoni and Pennycook (2000) have argued for

a reconstruction of conventional territorialized assumptions about language, pro-
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claiming the need for alternative and diverse ways of understanding language use
in the contemporary world. Theoretical reconstituting or broadening conceptual
developments of language, have also been made through the use of terms seeking
to capture its fluidity and dynamic nature, including concepts such as Williams’
(1994) concept of ‘translanguaging’ (cf. Heugh, 1995 ‘functional multilingualism’)
as re-purposed by Garcia (2009). In Garcfa’s (2009) view, translangnaging
encompasses both practice and ideology and goes beyond code-switching (shifting
between named languages) by centering on practices rather than languages. Instead
of focusing on separate traditionally defined languages, translanguaging refers to
the complex, interrelated language practices made up by the individuals’ complete
linguistic repertoire without regard to language boundaries (Garcia & Wei, 2014;
Creese & Blackledge, 2015). Thereby, translanguaging as concept is seen as holding
transformative potential by extending practices and destabilizing hierarchical rela-
tions between named languages in society (see Garcia & Wei, 2014, p. 68; Wei &
Garcia, 2022).

Other notions include, ‘polylanguaging’ (Jorgensen, 2008), ‘translingual
practice’ (Canagarajah, 2013) and the re-established use of Bakhtin’s (1981)
‘heteroglossia’ (Bailey, 2007). As pointed out by Busch, (2016) referring to
Bakhtin’s original desctiption, the notion of a heteroglossic repertoire allows for a
speaker-oriented perspective on language phenomena. As argued by Bakhtin
(1981, p. 294), rather than focusing on a single language, the starting point is a
‘dialogue of languages’ which refers to a ‘highly specific unity of several languages
that have established contact and mutual recognition with each other’ (Bakhtin,
1981, p. 294). The conceptual developments through the above-mentioned terms,
have been essential in raising awareness of language as mobile, fluid and dynamic
and such terms can prove useful as analytical tools in inquiries of language use.
However, employing specific terms such as ‘languaging’ (e.g., translanguaging,
polylanguaging) to describe linguistic practices may also pose challenges. Despite
their usefulness and significant theoretical contribution to a withdrawal from the
traditional conventions of language, specific terms may implicitly and
unintentionally be interpreted as suggesting the described linguistic practices as
deviating, thus reinforcing, and maintaining biased perceptions. While still
problematizing the representation of language, both the ‘dialogized heteroglossia’
of Bakhtin (1981, p. 273) and a Bourdieusian perspective petrceive diversity as an
integral characteristic of language and all linguistic production. As Bourdieu (1991)

writes:



THEORETICAL PERSPECTIVES AND KEY CONCEPTS *

To avoid the effect of the dualist mode of thought which leads to the
opposition of a ‘standard’ language, as measure of any language, and a
‘popular’ language, one must return to the model of all linguistic production
and rediscover in it the source of the extreme diversity of speech forms which
result from the diversity of possible combinations between the different
classes of linguistic habitus and markets. (p. 95)

2.2.3 The notion of linguistic repertoire

The term /Jinguistic repertoire originates from Gumperz’s (1964, p. 137) work on
‘speech communities’ in India and Norway and, rooted in the notion of speech
community as a perspective of social interaction, he introduces the term verbal
repertoire to refer to ‘all the accepted ways of formulating messages.” Gumperz’s,
view thus takes a holistic understanding where languages and dialects ‘form a
behavioral whole, regardless of grammatical distinctness, and must be considered
constituent varieties of the same verbal repertoire’ (Gumperz, 1964 p. 138). The
term bears resemblance to some of the terms already mentioned which aim at
broadening the concept of language. However, following the theoretical develop-
ments within the field and the move away from the notion of speech communities,
a number of modifications of the term have since emerged. One example includes
polyglot repertoire (Blommaert, 2010) which suggests that linguistic resources are
mobile and densely mixed and reflective of an individual’s life trajectory which
may not necessatily indicate origin. Arguing for a rethinking of what it means to
know a language, Blommaert (2010) has also introduced the term fruncated repertoires
as referring to how individuals’ resources may be complex and varied with major
differences in levels of development of particular skills and competencies.
However, the term ‘truncated’ has been criticized for implicitly reproducing
normative assumptions about language by unwittingly comparing language
practices to national standardized norms and carrying deficit-oriented
connotations (see e.g., Flores & Lewis, 2016; Pennycook, 2011, p. 880).

The term communicative repertoires coined by Rymes (2010), captures an individ-
ual’s repertoire as comprehensive of all the elements an individual commands and
makes use of in language and communication, including gestures, dress, and
multimodal use of semiotic resources. Rymes (2012) further expands the concept
of the repertoire to include not only multiple languages but also ‘mass-mediated
cultural elements’ such as brand names or catch phrases. As described by Rymes
(2012, p. 216) ‘students today draw on multiple communicative repertoire elements

— both multiple languages and myriad mass-mediated semiotic forms — as they go
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through their daily routine performing relevant and functional identities.” In
proposing  heteroglossic repertoire, Busch (2017) argues for an understanding of
linguistic repertoire as referring to Bakhtin’s (1981) heteroglossia and ideas of
‘multivoicedness’ as inherent in language, thus creating a ‘dialogue of languages’
either within or between ‘languages’. Other alternatives include Pennycook and
Otsuji (2014) and Canagarajah (2018) who have used spatial repertoires to highlight
the role of space in communicative and social life and biographical trajectories.
Based on the topic of inquiry in this study, several of these alternatives may prove
helpful. However, given the theoretical underpinnings and the multilingual realities
represented in this thesis, recent understandings of repertoire, as the ones put
forward by Busch (2017) and Canagarajah (2018), may serve useful in the
conceptualization of language use of the participating young adolescents in
different activities and situations. While the use of repertoire may function well in
depicting the theorized view of language employed in the thesis, it may still require
careful consideration of whether it is reflective of how the patticipants themselves
view their language use. Thus, such concerns raise issues regarding the importance
of reflexivity in choosing a terminology that best gives justice to the multilingual

realities of the participants and their daily use of languages.

2.2.4 Terminology of linguistic practices employed in this
thesis

To facilitate understanding of the research project presented in this text, the term
multilingualism(s) is primarily used in a wider sense with reference to multilingual
practices, multilingual settings and as a generic term of multilingualism(s) as a
phenomenon. As for the linguistic practices of individuals, the terms linguistic
repertoites and linguistic/language practices or language use are used
interchangeably. Given the theoretical standpoint framing this thesis, it could be
discussed whether ‘languaging practices’ or similar terms would be more
appropriate to indicate a more holistic view of multilingualism(s) and language use.
As mentioned, languaging’ in its various forms, has undoubtedly been significant
in drawing attention to the fluid and dynamic nature of language use and as such
it may lend itself well as an analytical term in inquiries of language use and
interactional practices. However, in this particular study where named languages
are distinguished as a means to explore their roles and presence in daily activities,
ideologies and investments, ‘languaging practices’ or similar notions wete
sometimes less or only partially applicable. While this study might be theoretically
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influenced by dynamic perspectives of language, it adheres to a broadened
reconceptualization of the construct of language which allows for and recognizes
the dynamic fluidity, diversity, and unpredictability of language in the way it is used
and traverses across situations in time and place. This view recognizes the innate
diversity of linguistic varieties in language by which language as concept can be
seen as ‘synonymous with multilingualism’ (Sierens & Van Avermaet, 2014, p. 18).
Thus, given the main aim and focus of interest of this study, ‘language use’ and
‘language practices’ are the preferred phrases. However, while this may entail that
languages as such are presented as named entities, languages are #of seen as
necessarily bound, separate and stable units. Rather, languages are seen as dynamic,
complex, and fluid, forming part of a linguistic repertoire. Distinguishing between
named languages in this study in fact serves to explore the heterogenous, complex,
and dynamic nature of multilingual practices by gaining insights into how young
adolescents perceive and use languages in everyday out-of-school practices.
Examining frequency and distribution of language use in Heritage Languages,
Swedish, English and additional languages can provide valuable information about
sociolinguistic realities and forming ideologies of young adolescents in
contemporary multilingual urban areas in Sweden. However, as mentioned, the use
of named languages might feed into the notion of language as separate
geographically or regionally localized entities. The mere use of the construction of
a named language might therefore contribute to asserting its legitimacy. To some
extent, incorporating named languages in this thesis is in opposition with the
critical tradition and dynamic view of language use from which it departs. As put
forward by Bourdieu, (1991) incorporating the notion of “#he language” without
considering the conditions and unification processes leading to the establishment
of dominant languages, is to accept the dominance and legitimacy of the official
language, thus reinforcing its authority. He argues: “To speak of the language,
without further specification, as linguists’ do, is tacitly to accept the official
definition of the official language of a political unit.” (Bourdieu, 1991 p. 45). That
is, to speak of “the language” as referring to an unspecified language would thus
reaffirm its position and taken for granted recognition as the dominant or official
language in a context or contexts. However, to specify the individual languages,
albeit recognizing them as social constructs, serves to illustrate a more nuanced
image of languages present in the lives of the adolescents. To give justice to
participants’ accounts and positions, the use of named languages has been
necessary as it most accurately reflects the data. While joint constructs like Heritage

Languages or “mother tongues” also become necessary, for example when
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presenting the quantitative data, specifying the languages mentioned by the
participants (when possible) also serves to provide a nuanced account of
participants’ language use and encounters. In this thesis the named languages
represent what participants themselves refer to. While the use of these named
languages also in some ways tacitly may designate their legitimacy (or hierarchical
position), incorporating the young participants’ own viewpoints and use of
constructs is considered to be of a higher order concern in this thesis. In bringing
forward how the participants perceive and speak about their language use,
incorporating named languages, also gives some recognition to the languages
present in the lives of the participants, some of which might rarely be referred to
or recognized. It should however be made clear that, named languages as
constructs represent or are associated with complex sociohistorical, cultural, and
political dynamics. Named languages unwittingly represent the building of nation
states, localized tertitoties, cultures, ethnic and/or religious group belongings and
may be subjected to debate due to deeply rooted opposing ideologies, tensions,
and conflict. Such associations, underpinnings or symbolic meanings must be

acknowledged and taken into serious consideration.

2.3 A poststructuralist view of language,
identities, and investment

As mentioned, this thesis departs from a sociolinguistic approach influenced by a
poststructuralist perspective and much of the theoretical inspiration derives from
a poststructuralist view of language following Bourdieu’s practice theory which
highlights the relationship between individuals and structure, language, and power
(Bourdieu, 1977a, 1991). Poststructuralist theories of language, as associated with
for example the work of Bakhtin (1981), Bourdieu (1977a, 1991), Hall (1996) and
Weedon (1987), understand language not as a neutral linguistic system for
communication but a social practice in which experiences are organized and
identities negotiated. A poststructuralist view of language emphasizes the struggle
over social meanings of signs and linguistic communities are seen as heterogenous

arenas with conflicting claims to truth and power.

2.3.1 Bourdieu’s notion of habitus and its pillar concepts

Bourdieu’s (1977a, 1991) notion of habitus serves as a theoretical concept in the

way it perceives linguistic practices as complex, dynamic, and structured by
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previous practices and experiences. Habitus refers to the ‘systems of durable,
transportable dispositions’ acquired through life by which individuals make sense
of the world (Bourdieu, 1977a, p. 72). It also signifies the dynamic interplay
involved in human practices, joining structures at different levels. That is: habitus,
shaped by upbringing and social positions, affects perceptions and dispositions,
and is thus structured by history, past experiences and circumstances, but in its
shaping of present actions and practices, habitus also functions as structuring
practices and reproducing structures (Bourdieu, 1977a, 1991). Thus, practices and
perceptions are produced by ‘the relation between the habitus, on the one hand, and
the specific social contexts or ‘fields” within which individuals act, on the other.
(Bourdieu, 1991, p. 14). Although this study primarily concerns the everyday
language use of the participants at individual and group level it still takes a position
in which the linguistic practices are seen as constituted by and constitutive of their
sociohistorical and spatial contexts. Bourdieu’s conceptualizations of habitus, field
and symbolic capital and his theory of practice as a whole, with its incorporation
of structures, holds a particulat theoretical utility as it claims societal structures to
be inevitably and closely intertwined in language and linguistic practices. As a
“multi-scalar concept’, habitus can be used at different levels of social practice and
across types of assemblages, at individual as well as civilizational and in settings,
collectives, and institutions (Wacquant, 2014, p. 120).

Bourdieu’s practice theory emphasizes the inextricable link between language
and social structures and how these consequently must be taken into consideration
or pethaps rather form an inevitable part in the study of linguistic practices. In
addition, Bourdieu’s conceptual framework and understanding of the dynamic
interplay between habitus and field have also setved to inform an understanding
of the concept of identity as an ever continuing and changing process, both
constituted by and constitutive of the context in which it is situated. As Bourdieu
explains; ‘habitus contributes to constituting the field as a meaningful world, a
wortld endowed with sense or with value, in which it is worth investing one’s
energy.” (Bourdieu in Wacquant, 1989, p. 44). Habitus thus signifies a sense of
one’s place (as well as that of others) in the world and the space one inhabits.

For Bourdieu (2002), habitus should not be seen in isolation but must be seen
in interconnection with the concepts of fiedd and capital. As described by Reay
(2004, p. 435), ‘habitus can be viewed as a complex internalized core from which
everyday experiences emanate’ and the logic of practice is produced by the
relationship between habitus, cultural capital and field. Yet, as pointed out by
Wacquant (2014), besides capital and field, Bourdieu’s notion of habitus rests also
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on the conceptual pillars doxa, symbolic power and reflexivity. In Bourdieu’s capital
theory, habitus is closely linked to the market, and the language deemed acceptable
in particular social situations is determined by the relationship between the habitus
and the market. In addition, capital, or the resources agents bring to the field, are
interrelated to the field since ‘capital does not exist and function except in relation
to a field.” (Bourdieu & Wacquant, 1992, p. 101). Thus, as we engage in social
situations and navigate across different markets, we develop a sense of the social
value ascribed to language use in a given field, and of the fact that a particular use
of language may be valued as socially acceptable in one situation or market but not
in another (Bourdieu, 1991). The value attributed to particular languages or what
is seen as acceptable language usage by the dominant market may not only affect
linguistic production but also contribute to the shaping of how people may value
their own production, perceive themselves and their place in society (Bourdieu,
1991). Thus, sanctions applied to linguistic products provide agents with a sense
of the value of one’s own linguistic resources, a linguistic ‘sense of place’. In
Bourdieu’s words, the Znguistic sense of place> governs the degree of constraint which
a given field will bring to bear on the production of discourse, imposing silence or
a hypercontrolled language on some people while allowing other the liberties of a
language that is securely established” (Bourdieu, 1991, p. 82). For Bourdieu, every
‘agent has a practical bodily knowledge of her present and potential position in the
social space’, what Goffman called a sense of one’s place (Bourdieu, 2000, p. 184). Yet
Bourdieu referred to a sense of placement (Bourdieu, 2000, p. 184, Bourdieu, 1984, p.
54) to denote a practical sense of position which governs one’s relational
experiences of the place occupied and ways of being in order to be in or out of
place. Bourdieu’s use of the term also signifies how symbolic struggles over
legitimate visions of the social world, govern or manipulate ‘the image of one’s
position in social space’ (Bourdieu, 1989, p. 20). It signifies one’s sensibility to the
value of one’s linguistic products in relation to different markets which is
fundamental to one’s sense of place or position in the social world (Bourdieu,
1984; Salo, 2015).

In exploring young adolescents’ language use, Bourdieu’s theoretical

explication of the interplay of habitus and markets holds significant value in

5 The English translation of Language and Symbolic Power (Bourdieu, 1991) (as well as other
translated works by Bourdieu) features the term linguistic ‘sense of place’. However, as pointed
out by Sal6 (2015) in French Bourdieu in fact used ‘sens du placement linguistique” which has
been translated to ‘sense of placement’ in English in for example Bourdieu (2000) and to
sprakligt “placeringssinne” in Swedish (Bourdieu, 1984) or “den sprakliga placeringskinslan”
(Sals, 2015).
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understanding the layers of structures governing individual practices and
rationales. It also becomes a valuable thinking tool in investigating the participating
young adolescents’ dispositions, imagined future language use and emergent
identities. As a product of history, habitus ‘is an gpen system of dispositions that is
constantly subjected to experiences, and therefore constantly affected by them in
a way that either reinforces or modifies its structures’ (Bourdieu & Wacquant,
1992, p. 133). Also central to Bourdieu’s work is symbolic power, as ‘linguistic
exchanges— are also relations of symbolic power in which the power relations
between speakers or their respective groups are actualized.” (Bourdieu, 1991, p.
37). Symbolic power is an invisible legitimating power which constructs the vision
of the social world and therefore requires the recognition or misrecognition of
agents and ‘the belief in the legitimacy of words and of those who utter them.’
(Boutrdieu, 1991, p. 170).

Taken together, the notion of habitus can thus make visible ‘the taken-for-
granted inequalities in everyday practices’ (Reay, 2004, p. 353). The analytical utility
of habitus is further desctibed in chapter six yet put briefly, habitus allows the
analysis to center simultaneously on ‘the experience of social agents and (...) the

objective structures which make this expetience possible’ (Bourdieu, 1988, p. 782).

2.3.2 Languages, identities, and investment

Language and identity in relation to education is a growing field of research and
the concept of identity has received increasing attention in various scientific
disciplines over the past two decades. In second language acquisition research and
applied linguistics, the notion of identity began to gain some real significance with
the foundational publication of Norton’s 1995 article: ‘Social identity, investment
and language learning” (Norton Peirce, 1995). Drawing on the data from her study
of migrant women in Canada and inspired by social theory, Norton argued for the
development of a comprehensive social identity theory in second language
research. Thus, the theory challenged the, at the time, dominating cognitivist and
psychological understandings of language learning and the dichotomy of whether
affective factors in language learning were attributed to the individual or the social
context (Norton, 2000; Norton & Toohey, 2011; Norton, 2016). The concept of
identity has a long history and is defined in a wide variety of ways depending on
from what perspective or scientific discipline the concept is used. A
poststructuralist perspective views identity as multiple and continuous, a process

rather than product, emphasizing the ways people position themselves and ate
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positioned within social, historical, and cultural contexts (Block, 2013). Taking a
social view of identity, Norton (2000) defines identity as ‘how a person
understands his or her relationship to the world, how that relationship is
constructed across time and space, and how the person understands possibilities
for the future’ (Norton, 2000, p. 5). Norton’s definition of identity encompasses
an understanding of the construct which, through its balance in being broad but
specific enough, communicates a clear distinction while allowing for variability,
multiplicity and ambiguity. It is reasonable to assume that aspects involved in
shaping identities may be attributed more or less significance by individuals
depending on other co-contributing personal or social factors, experiences or
circumstances. As argued by Block (2007, p. 27) identity is a multidimensional
concept, an ongoing process of negotiation taking place ‘at the crossroads of the
past, present and future’. Furthermore, other definitions such as the one by Block
(2007) could be argued to more explicitly address how identities also are ascribed
to individuals by others. However, it could still be possible to argue that Norton’s
definition to some extent incorporates a view of identities as also attributed by
referring to an individual’s ‘relationship to the wotld’ and ‘how that relationship is
constructed in time and space” (Norton, 2000, p. 5). In Norton’s view the role of
language is ‘constitutive of and constituted by a language learner’s identity’

(Norton, 2000, p. 5).

2.3.3 The concept of investment

Inspired by Bourdieu’s theory of social and cultural capital (1977a, 1991), Norton
introduced the concept of Znvestment as an alternative to the term motivation,
moving beyond the dichotomous conceptions of the learner as being e.g.,
motivated or unmotivated, anxious or confident, introvert or extrovert (Darvin &
Norton, 2015). In her foundational article Norton (1995) also argued that
insufficient attention had been devoted to the examination of how unequal power
relationships might limit second-language speakers’ ability to practice and engage
in the target language outside the classroom. According to Norton (2000), the
concept of investment better captures the complex relationship between the
‘second language speaker’ and the target language as it ‘signals the socially and
histortically constructed relationship of learners to the target language and their
often ambivalent desire to learn and practice it’ (Norton, 2010, p. 4). Thus,
investment views the learner as ‘having a complex identity, changing across time
and space, and reproduced in social interaction.” (2010, p. 4). According to Darvin
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& Norton (2015) Bourdieu’s notion of symbolic capital is particularly applicable in
exploring investment in today’s world. With current increased interaction
opportunities in which individuals move in and out of online and offline spaces,
the construct of symbolic capital provides a lens through which individuals’
engagement in these spaces can be understood. As young language users enter
these different kinds of spaces, they bring with them different forms of capital be
they linguistic skills, material resources and/or social networks. Engaging in these
spaces, individuals will use the capital they already possess to attain new resources
or to transform existing capital into something of value in new contexts. Darvin
and Norton (2015) argue further that this emphasizes exchange as a site of struggle
as the value of resources will differ between contexts. Resources regarded as
valuable in some contexts may be devalued in others. The construct of investment
has attracted considerable research interest and Norton’s work has been
acknowledged by scholars such as Pavlenko and Blackledge (2004), Block, (2007)
and Kramsch (2009) providing support for the notion of language learners’
identities as being multiple, dynamic, changing and sites of struggle (Darvin &
Norton, 2018). The increased opportunities and spaces for interaction with people
across the globe, also expose individuals to different world views and beliefs. To
respond to the fluid interactions and forms of sociality offered through digital
technology and online media, Darvin and Norton (2015) developed a model of
investment that recognizes how individuals’ skills and resources are valued
differently as they interact and move in and out of online and offline sites, see

Figure 1.
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Figure 1 Darvin and Norton’s (2015) Model of Investment
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Reprinted from “Identity and a Model of Investment in Applied Linguistics” by R. Darvin, R & B. Norton,
(2015). Annnal Review of Applied Linguistics, 35, pp.36—56.

The model by Darvin and Norton (2015) locates investment at the intersection of
identity, capital, and ideology. In so doing, the model allows for analyses
emphasizing the interrelation between language practices and ideologies and how
systemic patterns of control operate at micro and macro levels (Darvin & Norton,
2015, p. 43). In this model, ideology is employed as ‘a normative set of ideas’ and
by drawing on Bourdieu, Darvin and Norton (2015, p. 43) argue how these ‘ideas’
through mechanisms of symbolic power impose legitimized visions of the social
world and its divisions (see Bourdieu, e.g., 1987, 1989). These legitimized visions
of the world have the power ‘to inculcate principles of construction of reality’ such
as ‘principles of union and separation, of association and disassociation’ through
words of classifications like ethnicity, gender and nation et cetera (Bourdieu, 1987,
p. 14). Thereby, the model signifies how learners are positioned in numerous ways
and how their ‘embodied identities are inscribed by race, ethnicity, gender and
social class’ as they move in and out of social spaces (Darvin & Norton, p. 43).
The model aims to show identity as a ‘struggle of habitus and desire, of competing
ideologies and imagined identities’ (Darvin & Norton, 2015, p. 45). Darvin and
Norton (2015, p. 46), who have learners in focus, argue that as learners operate in
different fields, they take on multiple identities. As they put it “...habitus, shaped
by prevailing ideologies, predispose them [learners] to think and act in certain
ways’. According to Darvin and Norton (2015, p. 46), the model is meant to
illustrate how ‘learners invest in particular practices not only because they desire
specific material or symbolic benefits, but also because they recognize that the capital
they possess can serve as affordances to their learning.” Valuing of capital thus affirms

identities and legitimizes learners’ place in different learning contexts. Yet, due to
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the forces and implications of ideologies, learners’ capital is not necessarily valued
by structures of power or the capital they may wish to possess might also be
difficult to attain as a result of systemic patterns of contro/ (Darvin & Norton, 2015).
The model thus illustrates how ideologies help form institutional patterns and
practices and structure habitus, which is made visible through acts of positioning in
the ways learners are positioned in different contexts and how they position
themselves and others (Darvin & Norton, 2015, p. 47). Using this model as
analytical framework, in which the interplay of identity ideology and capital is taken
into account, has been helpful in understanding the underlying structures and
conditions forming young adolescents’ willingness to invest in language practices

in different spaces and domains.

2.3.4 Domains, practices, and out-of-school language use

The research interest of this thesis focuses on multilingualism, investment and
identity as manifested in young adolescents’ out of school language use in different
domains and practices. In the following paragraphs, attempts are made to frame
the use of domains and practices and to provide a description of what out-of-
school language use might encompass. Domains here signify the broad physical
spaces or out-of-school spheres or settings in which different linguistic practices
might take place, for example at home, in non-organized activities outside the
home (e.g., spending time with friends), in organized leisure activities (e.g., spotts,
music), or religious spaces. The categorized domains exemplified here may alter in
accordance with participants’ responses and accounts, yet the above-mentioned
examples serve to illustrate possible ways of using the term. Practices then refer to
the linguistic activities taking place within these domains, with different
interlocutors.

Research in individuals’ language use in out-of-school contexts has gained
increased attention in recent years (e.g., Reinders & Benson, 2017; Sundqvist &
Sylvén, 2016; Mufioz & Lindgren, 2011; Jensen, 2017; Olsson, 2011). As the
development of communication technologies and online media have expanded
and continue to transform the opportunities for interaction, Reinders and Benson
(2017) have proposed the overarching term, Language learning and teaching beyond the
classroom (LLBC) and argue its potential in becoming a coherent field of research. In
so doing, they suggest a descriptive model in which they distinguish different
dimensions of LBC for analyzing learners’ patticipation in different activities.

Research into language learning outside the classroom has used a variety of terms
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such as: out-of-class, out-of-school, extracurricular and informal learning
(Reinders & Benson, 2017). In the Swedish context, Sylvén (2006) explored the
extramural exposure to English among young adolescents (aged 13—14), using
extramural exposure as referring to the amount of English the participants came in
contact with or were exposed to in activities in their spare time. The term
Exctramural English was later suggested by Sundqvist (2009) in her PhD study to
capture the English language that learners come in contact with or engage in
outside the classroom walls. Extramural English is broadly defined as involving
both productive and receptive activities and interaction (Sundqvist & Sylvén,
2016). In contrast with other terms that include the words school and learning
(e.g., out-of-class learning, incidental language learning, implicit language learning)
Sundqvist and Sylvén (2016) argue the preference of Extramural English as an
umbrella term as it directs attention to what happens out of the school context
and better implies voluntary involvement in Extramural English activities. The
definition and activities of Extramural English is in accordance with the focus in
this study. However, since this thesis explores young adolescents’ contact and use
of ‘Heritage languages’, Swedish and English and additional languages, the term
Extramural English is not applicable. A broader term such as ‘Extramural
Language Use’ (or ‘Extramural Languaging’) would perhaps better reflect the out-
of-school linguistic practices investigated in this thesis. However, while much of
the work conducted within this area of research tends to concern out-of-school
language use (whether incidental or not) as a resource for learning, or in
connection to some specific learning outcomes, this thesis does not direct interest
to particular aspects of learning per se. Rather, it focuses on the dynamic interplay
of language use, investment and emergent identities as mutually constitutive of
learning and imagined future possibilities. Therefore, this thesis employs the use
of out-of-school as a term to indicate the focus of interest of this thesis and broadly
locate the adolescents’ various linguistic practices as taking place outside of school.
Thus, in this thesis, the term out-of-school is used to indicate contact and use of

languages in non-educational contexts.

2.3.5 Locating language use in time and space

Since this study explores the language use situated in a number of everyday
activities outside the school setting, it is important to consider how these linguistic
practices should be located in time and space. In sociolinguistics and applied

linguistics, the concept of the speech community has been used as an analytic concept
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to examine varieties. First introduced by Bloomfield (1933), the notion of speech
community was later developed and revived by Gumperz (1968) who problematized
the concept seeking a definition of speech community that would better meet the
heterogenous reality. Gumperz thus transformed the previously homogenous
conceptualization of the speech community into a social concept encompassing
different speech varieties defining a speech community as ‘any human aggregate
characterized by regular and frequent interaction by means of a shared body of
verbal signs and set off from similar aggregates by significant differences in
language usage’ (Gumperz, 1968, p. 381). With this definition, the previously static
conceptualization of the speech community came to acknowledge that speakers of
the same language or variety may not necessarily belong to the same community.
The concept of speech community was later replaced by other terms including
‘communities of practice’ to better capture what Blommaert and Rampton (2011,
p. 4) express as ‘the often mobile and flexible sites and links in which
representations of group emerge, move and circulate’. Thus, the 'sociolinguistics
of mobility’ as put forward by Blommaert (2010) focuses not only on ‘Tlanguage-
in-place but on language-in-motion, with various spatiotemporal frames
interacting with one another’ (Blommaert, 2010, p. 5). Mobility and position in
time and space is also very much present in the works of Bakhtin’s (1981)
‘chronotope’ as well as in Bourdieu’s capital theory which considers field as a
multidimensional space; “The position of a given agent in the social space can thus
be defined by the position he occupies in the different fields, that is, in the
distribution of the powers that are active in each of them.” (Bourdieu, 1991, p.
230). The mobility of today’s world further adds a complex dimension to language
in time and space, influencing language ideologies and language policies and
planning (Blommaert, 2010).

2.4 Language ideologies

Exploring young adolescents’ dispositions toward languages and language
practices, calls for analysis of the articulated notions of languages, language use
and linguistic practices. Sociolinguistic studies aiming at exploring notions of how
and why individuals choose to use a certain language or certain languages in
multilingual situations or activities tend to incorporate the concept of language
ideologies. The concept of ‘language ideologies’ also called ‘linguistic ideologies’
or ‘ideologies of language’ is not easily defined, but various definitions circulate
depending on the focus of interest. Silverstein (1979, p. 193) identified what he
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called /Jinguistic ideologies as “any sets of beliefs about language articulated by the users
as a rationalization or justification of perceived language structure and use.” In
1989, Irvine described /Jnguistic ideology as ‘the cultural (or subcultural) system of
ideas about social and linguistic relationships, together with their loading of moral
and political interests’ (Irvine, 1989, p. 255).

Kroskrity (2000, 2004, pp. 497-498), later introduced a more plural
understanding of the concept which referred to language ideologies as ‘beliefs, or
feelings, about languages as used in their social worlds’, arguing that such beliefs
may concern language contact, multilingualism or language status. Kroskrity has
also (2010, p. 192) described language ideologies as ‘beliefs, feelings, and
conceptions about language structure and use which often index the political
economic interests of individual speakers, ethnic and other interest groups, and
nation states.” In Kroskrity’s view, language ideologies should be seen as a ‘cluster
concept’ which comprises several interrelated dimensions (Kroskrity, 2004; 2010).
Kroskrity (2004) argues that, rather than seeing language ideologies as shared
values within a cultural group, the concept must capture diversity and, as such, can
serve as an analytical tool in exploring individual variations in ideas, views and
communicative practices. In a similar vein, Blackledge (2008) describes language
ideologies as ‘the values, practices and beliefs associated with language use by
speakers, and the discourse that constructs values and beliefs at state, institutional,
national and global levels” (Blackledge, 2008, p. 29). Since language ideologies are
politically and socially situated, debates about language are not only about
languages but are closely linked to issues of identity and power. Multilingual
societies may seem to accept or even promote linguistic diversity, yet as a tesult of
covert homogenous ambitions, maintaining monolingual language norms, this
diversity might be insufficiently valued or even disregarded (Blackledge, 2008).
Darvin and Norton (2015) claim in similar terms that ‘ideology is constructed and
maintained through the imposition of power, through hegemonic consent, and the
repetition of practices’ (2015, p. 4).

As sketched out by Kroskrity (2004) speakers’ thoughts about languages or
language ideologies were for a long time neglected and dismissed in the research
of structuralist linguistics dominating the mid twentieth century, in which speakers’
language ideologies or norms were seen as having insignificant effects on actual
speech. Yet, with the pioneering works of Jakobson (1957) there was a theoretical
shift in orientation towards an ethnography of communication, examining
language use in relation to settings, topics and other issues relating to the

sociocultural worlds of the speakers. This spurred a developing interest in language
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ideologies with authors such as Hymes (1974) arguing for the inclusion of the local
theories of speech within speech communities (Kroskrity, 2004). In identifying and
analyzing language ideologies, Kroskrity (2004) suggests five, though to some
extent overlapping, layers, namely, group or individual interests, multiplicity of
ideologies, awareness of speakers, mediating functions of ideologies and the role
of language ideology in identity construction (2004, p. 501). In this thesis, the
concept of language ideologies is essential for understanding participants’
awareness or rationalizations of their language practices and how their positioned
place in the social world helps shape beliefs and assumptions about languages.
Such rationalizations, or taken for granted assumptions, tend to be multiple and
bound to contexts (Kroskrity, 2010). Language ideologies, as expressed by
Woolard (2020, p. 2), ‘occur not only as mental constructs and in verbalizations
but also in embodied practices and dispositions and in material phenomena such
as visual representations’. From this perspective, language ideologies as concept
ties closely to Bourdieu’s notion of habitus, in which durable and transposable
dispositions are inscribed into the body and produced by social conditions and
experiences (Woolard, 2020). Further, language ideologies through processes of
misrecognition, endow legitimacy to certain linguistic practices, where the language
practices by some speakers in certain situations, are deemed as more legitimate
than others (Woolard, 2020).

In this thesis, the concept of language ideologies is used in combination with
Bourdieu’s notion of habitus. As language ideologies tie closely to habitus,
language ideologies and dispositions can be seen as almost synonymous. However,
habitus ‘as a system of dispositions to be and to do’ (Bourdieu, 2000, p. 150) or ‘a
set of acguired characteristics’ (Bourdieu, 2002, p. 29) encompasses multiple
dimensions of mannerisms or ways of acting or being (see also Bourdieu, 1984).
Still, perceptions or beliefs constitute a type of disposition among many which
thus signifies a ‘dimension of habitus’ (Bourdieu, 2002, p. 29). Therefore, when
specifically referring to participants’ positions towards languages, language

ideologies, ideological positions and dispositions are used interchangeably.
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3. Literature Review

3.1 Introduction

This chapter provides accounts of some of the previous research that shares
elements of the points of interest and concepts stated in this thesis. However,
considering the immense and wide range of research conducted on the topics of
multilingual practices, investment and identity, limitations ate needed, and the
following section will focus on a selection of studies of primary relevance to the
aims and research questions in this thesis. Therefore, this chapter primarily centers
around previous research on everyday plurilingual language use among school-
aged children and adolescents from a sociolinguistic perspective. The review
focuses on studies that tap into the interplay of everyday language use among
young people in multilingual settings, primarily in out-of-school settings. Themes
include language ideologies, investment in language practices and the role of
language use in emerging identities. Even though the areas of interest often
intersect, the chapter is thematically organized using headings to indicate different
foci of interests. Before outlining the previous research, the chapter begins with a

description of the literature search.

3.2 Previous research

The previous research presented here is a selection resulting from the use of two
strategies in the literature search. As part of the continuous process of in-depth
reading of literature on the research topic, the first strategy has mainly involved a
“snowball approach” where references of key articles or other scholarly works
have steered the reading forward towards other relevant titles and sources of input.
However, to ensure a thorough, unbiased, and sufficiently wide-ranging search of
previous research undertaken, literature searches using specific search words have
been conducted. Using the research questions as foundation, as well as key words
found in key articles, relevant words and terms were distinguished to identify
research that specifically has addressed young adolescents’ linguistic practices from
a multilingual perspective outside school and the relationship between language,

investment and identity among children and adolescents. To refine and narrow the



54

* EVERYDAY LANGUAGE PRACTICES, IDEOLOGIES, INVESTMENT AND IDENTITIES

search Boolean and positional operators were used to combine terms to yield more
specific references. Further searches have been made to include dissertations and
theses. Given the particular linguistic settings and conditions present in this study,
limitations were made to primarily include research undertaken in comparable
‘global north settings’ such as Sweden and other Nordic countries, Europe and
North America. To further limit the search, specifications were made regarding
educational level, where appropriate, choosing grade 6 or grade 7 as prerequisites.
For these reasons, the search only to a limited extent included previous studies
relating to heritage language use and maintenance. Searches were made using the
databases ERIC, Education Research Complete and Google Scholar.

3.2.1 Everyday language use and ideologies among young
people in urban multilingual settings

Following the past decades of mobility and migration to global north settings,
there has been a growing interest in multilingual interaction and multilingual
realities in socially, culturally and linguistically diverse spaces. The interaction
opportunities provided via digital media and communication technologies have
also generated scholarly attention to the ways in which young people engage in
and use languages outside school. With convincing research evidence from large-
scale longitudinal studies (e.g., Thomas & Collier, 1997, 2002; Collier & Thomas,
2017), the importance of promoting and maintaining heritage languages for long-
term educational success is also more widely recognized by researchers (Bigelow
& Collins, 2018). Thus, research interested in the multilingual and cultural
resources, experiences and realities of children and adolescents continues to grow.
However, despite the linguistic diversity evident in today’s world and the increased
scholarly recognition of the importance of supporting heritage languages,
monolingual ideologies of language and identity still abound. The current
dimensions of tension in society and the divergence between underlying
monolingual ideologies in education and the multilingual realities of young
adolescents in multilingual settings, further emphasize the need for investigating
multilingual realities, practices, and ideologies in greater detail.

In Sweden, the everyday lives and perceptions of young people in multilingual
urban settings have continued to attract interest. Some publications emerging
around the turn of the century particulatly shed light on language and everyday
expetiences, identifications, and understandings of young people in multilingual
urban settings in Sweden (e.g., Evaldsson, 2001, 2002; Parszyk, 1999, 2002) and
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address issues of marginalization, segregation, and education (Bunar, 2001;
Runfors, 2003). Although predominantly situated in the school setting and with a
varying focus on educational organization and on the young adolescents’ views of
themselves in relation to the school as symbol for mainstream society, the accounts
of the young people participating in these studies still provide valuable insights
essential to studies of young Swedish adolescents’ contemporary multilingual life
worlds, ideologies, and perceived identities. Most importantly, some of these
works, by highlighting young children and adolescents” own points of view, also
point to the vital concern of highlighting the social agents and the everyday social

practices of those who experience them (Bourdieu, 1999a).

3.2.1.1 Language use, ideologies and identities among children and adolescents in multilingual

contemporary urban settings in Sweden

The language use of speakers in linguistically and culturally diverse settings has
been a focus of interest in various fields of research. In the Swedish context,
considerable attention has been paid to the linguistic practices of adolescents in
multilingual urban neighborhoods. The comprehensive research project Language
and Langnage Use Among Adolescents in Multilingual Urban Settings (the SUF project)
between 2002-2006 examined the speech practices of adolescents in multilingual
urban areas in Stockholm, Gothenburg and Malmé. Although the research project
primarily focused on the linguistic form and function of speech in social
interaction, sub-studies of the project provided valuable insights on the role of
language use, registers and speech styles in positioning and identity formation
among young adolescents in multilingual contemporary urban ateas (Ganuza,
2008; Haglund, 2005; Otterup, 2005). In a subsidiary study for PhD submission,
Haglund (2005), investigated everyday social interaction and identification among
adolescents in multilingual suburban areas in Stockholm. Through ethnographic
fieldwork using participant observation of junior high school adolescents in both
in and out-of-school settings, Haglund (2005) illustrates how the adolescents,
based on their diverse experiences and beliefs of the benefits of being
multilinguals, manifest allegiances and identifications and challenge stereotypical
assumptions of language and culture. The individual accounts of the participants
also display experiences of marginalization and attitudes of ambivalence and
compliance to mainstream society as reflected in participants’ acts of positioning
in social interaction. Thus, the study demonstrates how dominating and
discriminating macro-level structutes are contested yet re-established in speech at

micro-level. Similar results of multilingual experiences and identities are also
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reported in the dissertation by Otterup (2005). In a survey study of students (aged
10-13) in grades 46, followed by an interview study with eight of the informants
more than five years later, Otterup (2005) investigated multilingualism and identity
among young people in a multiethnic area in Gothenburg, Sweden. Drawing on
Norton’s (2000) concept of investment and Cummins notion of empowerment
(Cummins, 1996), multilingualism was found to be significant in the formation of
the participants’ identities, demonstrating the school and the family as major
influencing factors (Otterup, 2005). The findings in Otterup’s study (2005) also
point to the young individuals’ high awareness of how languages are valued by
society, recognizing the low chances that investment in “minority languages”
would lead to increased cultural capital in Swedish society. In another sub-study
within the SUF project, Ganuza (2008) examined the language use among
adolescents in multilingual urban settings by investigating word order patterns,
more specifically the use of subject-verb inversion and non-inversion. Even
though Ganuza’s (2008) study deals with syntactic variation, the findings reveal
how the adolescents’ use of non-inversions functions as a meaning-making
linguistic resource to show identification and solidarity with the multilingual
setting, peers, and family and to challenge dominant language norms. Thus, similar
to the findings of Otterup (2005) and Haglund (2005), the findings of Ganuza
(2008) also point to the adolescents’ awareness of language use norms.
Furthermore, addressing future research, Ganuza (2008) expresses concern over
the limited knowledge of the nature and amount of Swedish input the participants
meet and take part in during their everyday lives.

To the best of my knowledge, research on children’s and adolescents’ input or
use of Swedish beyond the classroom setting in multilingual urban areas remains
scatce, not to mention studies investigating the distributed out-of-school input and
use of young adolescents’ full linguistic repertoires, thus including Heritage
Languages, Swedish, English and additional languages. However, studying
linguistic repertoires and multilingual practices among linguistically diverse groups
and their use of languages in different activities may pose complex challenges. In
the context of the SUF project (cited above), Fraurud and Boyd (2011) conducted
a study of 222 adolescents in multilingual urban settings in Stockholm,
Gothenburg and Malmg. Data of linguistic backgrounds and practices were
collected using a questionnaire in which the answers were reported by the
researchers during audio-recorded interviews with the participants. The
heterogeneity and great diversity of language use and the diversity of linguistic
profiles found in the results indicate the difficulty involved in the study of linguistic
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variation in multilingual settings. Fraurud and Boyd (2011) therefore suggested the
need for methods that enable more systematic explorations of in-group and
individual variation, stressing the importance of considering a range of variables
and sub-variables in the analysis of data. The insights obtained by Fraurud and
Boyd (2011) as well as other previously mentioned projects using the linguistic
background data from the SUF project (e.g., Ganuza, 2008) thus provide a useful
reference in processing and interpreting data on language use among heterogenous
samples as in the case of this thesis.

Other studies of urban vernaculars in multilingual settings in Sweden have also
directed attention towards investigating language ideologies as manifested in
adolescents’ linguistic practices. In the study of a group of adolescents, Milani and
Jonsson (2012) report how a group of adolescents, residing in a multilingual
suburban area in Stockholm, demonstrated a high awareness of dominant language
ideologies and perceptions of urban vernaculars, and how the group of young
patticipants through stylized performances, both reproduce and show resistance
towards dominant language ideologies.

Through the lens of translanguaging and multilingual literacies, Jonsson (2013)
used language diaries and diary-based interviews to investigate the language use of
six adolescents (aged 18-19). The findings of the ethnographic study displayed
how translanguaging practices were described by the participants as a natural patt
of their daily lives, in particular when interacting with friends and family,
contributing, in part, to the construction of their identities. The results also
indicated that the daily translingual practices of the participants differed from the
linguistic practices employed in the bilingual international boarding school the
participants attended. Similar to the findings from previously mentioned studies,
(e.g., Ganuza, 2008; Haglund, 2005; Milani & Jonsson, 2012; Otterup, 2005), the
adolescents in Jonsson’s study (2013) also demonstrated a high awareness of
language norms in society, which was reflected in their adaptations of language use
depending on the situation and/or the intetlocutor as they avoided the use of
translanguaging in the school context. From a methodological perspective, the
study also demonstrates how language diaties can prove useful in obtaining rich
data of students’ language practices, multilingual literacies and construction of
identities as such diaries effectively enable students to reflect on their language

practices.
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3.2.1.2 Language nse, ideologies and identities among children and adolescents in multilingnal

urban settings in other Scandinavian and Enropean conntries

The language use among youth populations in multilingual urban settings has also
been examined in other Scandinavian countries. In Denmark, sociolinguistic
studies of multilingual practices over the past two decades have often focused on
investigations of speech styles of young people in linguistically and culturally
diverse urban spaces (Quist & Svendsen, 2010). However, following Jorgensen’s
(2008) introduction and development of the notion ‘polylanguaging’ (Jorgensen
2008, 2010) proclaiming a broadened understanding of language use, a number of
studies have taken a more critical stance in the study of multilingual youth
practices, paying attention to the ideological aspects embedded in language use,
for example within the realm of the Amager project (e.g., Ag & Jorgensen, 2013;
Jorgensen etal.,, 2011; Madsen, Karrebzk & Moller, 2013; Moller, 2009). As argued
by Quist and Svendsen (2010), while multilingual practices have received rather
wide scholarly interest in Danish sociolinguistics, less attention has been paid to
multilingual practices in computer mediated communication (CMC) or other
digital spaces among children and adolescents. However, the technological
advancements, increased mobility and integration of these spaces in our everyday
lives have spurred an increased research interest into the language use in these
spaces during the last decade. A Danish example is the PhD study by Stzhr (2014)
in which he investigated the role of social media in everyday language use among
Copenhagen adolescents duting leisure time activities. Drawing on ethnographic
fieldwork of online and offline settings, Stachr (2014) investigated how language
use norms are manifested in the adolescents’ social media interactions. As social
media has come to play such an inseparable part of the everyday language use in
the lives of many young people actoss the globe, Stahr (2014) stressed the
importance of including social media in sociolinguistic research of language use.
In a similar vein, in her PhD study Ag (2018) investigated the language ideologies
in on- and offline settings but aimed at taking a holistic approach to youth language
use by including the language practices in the family domain. Similar to the central
concerns of my thesis, research conducted by Ag (2018) focused primarily on
situations occurring outside the classtoom setting with the results from the
linguistic practices at home providing another relevant source.

Norwegian research on youth multilingual practices in urban settings has
primarily directed interest towards lexical features (Quist & Svendsen, 2010). Yet,
as described by Quist and Svendsen (2010), the UPUS project (Utviklingsprocesser i
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urbane sprakmiljo, Developmental processes in urban linguistic contexts) broadened the
research to include a wider range of linguistic levels. However, in contrast to some
of the research conducted in Denmark, less attention in Norway has been paid to
adolescents’ entire linguistic repertoires and the use of other languages than
Norwegian. Yet, in 2014, the Norwegian research campaign Ta tempen pa spriket!
[Taking the temperature of language!] (2015) led by Svendsen and other researchers at
Oslo university, investigated the language use of children and adolescents in
Norway. In this large-scale research project, children and adolescents all over
Norway were asked to report on the number of languages they used and how they
used them. In the project, conducted through self-reported data and interviews,
the participants were also asked about what languages they would like to learn and
their views of using English. In the nationwide project, 87 schools and a total of
4509 children and adolescents in all school years participated. The results of the
project demonstrate the multiple language use among Norwegian children and
adolescents with 95 different languages reported in use. This nationwide project
and mapping of language use among children and adolescents shares a number of
relevant elements with my thesis. The project investigates the entire linguistic
repertoires of the participants and also investigates views of and incentives for
language learning. Furthermore, similar to my thesis, the project maps language
use in different situations (including digital communication) and with different
interlocutors. Finally, the project also includes young adolescents’ use of English.
While the national Norwegian project with its considerably wider and
heterogenous sample, included children and adolescents from very many different
contexts, my thesis focuses predominantly on young adolescents in multilingual
contemporary urban settings in Sweden. In addition, the current thesis relates the
everyday language use and exposute to investment and the formation of emergent
identities.

Across Europe and other international contexts, the parallel use of multiple
languages among adolescents has notably been demonstrated by Rampton (1995)
in his ethnographic study of young urban Panjabi and Creole speakers, which
introduced the term ¢rossing as referring to how the adolescent speakers cross ethnic
and social boundaries by using languages which they, in a traditional sense, would
not be seen as belonging to. The experiences and multilingual practices in everyday
interactions have also been highlighted by Wei (2011) albeit with older youths or
in fact young adults. However, the findings illustrate how multilingualism or
“being multilingual” forms part of the participants’ identities (Wei, 2011, p. 1228)
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and how attitudes, identities and relationships can be accepted or rejected all in the
process of interaction.

In the largescale multisite ethnographic research project Negotiating Discourses of
Inbheritance and Identities in Four Multilingnal European Settings, Blackledge and Creese
(2015) explored the language use and literacy practices of young people in
Birmingham, Copenhagen, Eindhoven and Stockholm and the cultural and social
significance of these practices. The project also aimed at investigating how
linguistic practices are used as defining and shaping culture, identities, and
inheritance. Through the analytical lens of heteroglossia, the project findings
concluded that the language practices of multilingual young people encompass
more than mixing languages. The findings indicate that inheritance and identities
in the form of linguistic symbolic signs play an important role even in the smallest

instances of language use as ways of becoming and belonging.

3.2.2 Language use, identities, and investment

The interplay of language, identity and education have been explored in a study by
King and Ganuza (2005). Drawing on data from a larger longitudinal project of
the language use patterns, language ideologies and educational experiences of
Chilean adolescents in Sweden and Chile, King and Ganuza (2005) examined
Chilean-Swedish transmigrant adolescents’ (aged 10-19) language use, views of
ethnic and national identification and attitudes towards Spanish, Swedish and
Spanish-Swedish code-switching. The findings illustrate how the participating
adolescents were forming transnational identities, both Chilean and Swedish, and
found differences in the process relating to age of atrival, gender, and contextual
factors like legal status. For example, the (at the time) ambiguity of citizenship and
uncertainty concerning future country of residence among this group were found
to impact identity constructions and the degree to which the adolescents were
“invested” in Sweden. The findings also found that the age of arrival, i.e.,
corresponding to the number of years spent in Sweden, did not positively
correspond to the sense of “Swedishness” which was particulatly evident for the
boys (King & Ganuza, 2005, p. 192) and similar gender differences have been
reported by Ogbu and Simons (1998).

From an ecological perspective of language use and language learning, yet also
incorporating the concept of investment, Davila (2017) examined the identities
and attitudes of eight young heritage learners of Somali and Arabic aged 12-13.

Using interviews and obsetrvations, Davila (2017) examined the participants’
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attitudes to heritage language learning and how these attitudes were enacted in
language use. While Davila’s (2017) study primarily involved language use within
the school setting, it did examine the language attitudes of young people in the
identical age group to those investigated in this thesis. It also aimed at contributing
to the knowledge of how language use, ideologies and identities intersect.
However, it should be noted that whereas Davila (2017) solely investigated
attitudes towards heritage language learning, this thesis includes accounts of young
adolescents’ attitudes towards Heritage Languages, Swedish and English.

In a more recent study, Palm, Ganuza and Hedman (2019) investigated the
language use and investment of Somali-speaking children and adolescents in
Sweden by drawing on data from group interviews with thirteen 9th grade
students, as well as background survey data from a questionnaire on language use
and literacy biographies of 120 six- to twelve-year-olds. Palm, Ganuza and
Hedman (2019) explored Somali-speaking children’s language use and investment
in Somali language learning. Most of the patticipants were born in Sweden and
share similar socio-economic backgrounds. The reported language use patterns
point to the ideological complexity involved in developing and maintaining a
minoritized language in a majority language context. While showing positive
attitudes to multilingualism, the adolescents’ experiences treflected conflicting
attitudes to the linguistic hegemony of school and society at large.

Studies of investment in language use or language development have mostly
targeted adults or young adults (e.g., Babino & Stewart, 2019; Hajar, 2017; Mc Kay
& Wong, 1996; Vasilopoulos, 2015) and with few exceptions (e.g., Vasilopoulos,
2015) these studies have been situated in contexts with English as official language.
Examples in other contexts have also targeted learners of English (see Norton,
2015). Although there are a few examples of research of language investment
among children and adolescents, these studies have often centered around dual
language or immersion school contexts in North American contexts (e.g., Babino
& Stewart, 2015, 2017; Ballinger, 2017; Potowski, 2007). While the exemplified
studies are set within the school context and particularly deal with dual immersion
programs, they still offer important insights into the dynamics of identity,
investment, languages use and language status. These studies also include students
within an age span very close to the particular age group of this thesis. Potowski’s
(2007) longitudinal ethnographic study of fifth grade students’ investment in
Spanish at a dual immersion school in Chicago and the results from the mixed
methods studies by Babino and Stewart (2015, 2017) of Mexican—American fifth
grade students’ (»=63) investment in English, Spanish and bilingualism, have both
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demonstrated students’ preferences of using the dominant language, despite the
fact that the participating students attend dual immersion schools. The findings by
Babino and Stewart (2015) also indicated that students’ identities and investments
were strongly connected to their language use as well as the language of instruction
and that both formal and informal language use affected the students’ attitudes
towards languages. Thus, these studies point to the role of the societal status
ascribed to different languages and how the status of the dominant language may
prevent an equitable support in two (or more) languages. In a study set in a French
immersion school in Quebec, Ballinger (2017) then explored the classroom
language use of students in grade three (aged 8-9) in order to study the effects of
language status on students’ investment. Ballinger (2017) concluded that the
findings demonstrated the interconnectedness of societal language status, equal
use of the languages of instruction and students’ perceptions of the social capital
ascribed to these languages. Furthermore, Ballinger (2017) questions whether the
potential role of extracurricular activities in minority languages has been
underestimated and argues that students’ authentic use of minority languages
outside school may have a significant impact on their language use and language
choice in the classroom. Drawing on and extending the concept of investment
McKay and Wong (19906) investigated the language learning process of four
Chinese immigrant seventh and eighth grade adolescents attending a junior high
school in California. With few exceptions (e.g., McKay & Wong, 1996; Palm,
Ganuza & Hedman, 2019), studies of language, investment and identity among
children and young adolescents in out-of-school situations still remain scatce.
However, Bauer et al. (2015) raise the question of how concepts like identity,
investment and imagined communities can prove helpful in gaining a developed
understanding of the lived realities of children and adolescents in elementary
school. Taking a poststructuralist perspective on language and identity and using
Norton’s concepts, Bauer et al. (2015) examine the experiences of German-born
fourth grade students (age 10) with migrant backgrounds (KKurdish and Moroccan).
In line with what has been demonstrated in previous studies (see above in this
chapter), the findings indicate the young participants’ awareness of language norms
and perceptions of minorities. Although showing appreciation of their multilingual
repertoires, the participants are very well awate of the ideological implications and
mainstream perceptions of speaking a first language other than German. Aiming
at exploring the relationship between learning and identity, immigrant status and
academic success, data was collected using a range of methods such as, classroom

video observations, field notes, instructional materials, students’ classroom work,
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teacher interviews and group interviews of students. The researchers concluded
that the awareness of local linguistic practices is seldom acknowledged in the
classroom setting. Bauer et al. (2015) further claimed that the divergence between
young people’s own identities, investment, and imagined future and those
recognized in teaching and by the school as a whole, may have negative
implications for academic achievement, leading to nonparticipation and drop out
(Bauer et al., 2015).

As argued by Ogbu (1999), many previous sociolinguistic studies of minority
children have failed to acknowledge the role of historical, societal and cultural
outside school factors. Thus, arguing further that in order to identify the factors
controlling social meanings and use of linguistic varieties, research needs to go
beyond the classtoom discourse. In Ogbu’s (1999) ethnographic case study he
investigated the language attitudes of both elementary and high school students
and adults in an African-American speech community. The findings illustrated
how the people of the speech community displayed strong emotions of
ambivalence and resistance in their attitudes towards the use of what they referred
to as “proper English”.

Research investigating the relationship between language and identity has also
been conducted with even younger children often inspired by biographical
approaches such as the so-called Language Portrait Silhouette, I.PS (Krumm &
Jenkins, 2001). LPS is a task consisting of a sketched silhouette of a body and the
children are asked to use the silhouette to color their languages. This task is often
combined with or followed by children’s explanations of their use of colors, shapes
and symbols. However, most of these studies have included learners in bilingual
education programs, common in various countries around the wotld. In a study of
fourth grade pupils, Martin (2012) used both the LPS and a questionnaire and the
result indicated how the fourth graders’ responses differed depending on to which
degtee their languages were supported in the classtoom. Dressler (2014) used the
LPS with even younger children targeting pupils in grades 1 and 2. Instead of
combining the LPS with a written task, each pupil was asked to speak about their
drawing immediately after completing it. The children’s explanations were video-
recorded to facilitate a multimodal analysis. However, as illustrated in these
research examples, studies exploring identity and multilingualism among children
often involve an educational focus, directing attention to experiences and beliefs
in relation to instructional practices. Also, as mentioned, these examples include
learners in bilingual education programs and thus the diversity in terms of linguistic

repertoires and cultural background is likely to be noticeably different from the
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heterogeneity often represented in multilingual urban settings, which is the focus
of this thesis.

3.2.3 Multilingual practices, activities, and media use

Concerning the topic of multilingual practices in the everyday lives of young
adolescents, two other relatively recent studies are worth mentioning. Using
domain theory, complexity theory and dynamic multilingualism, Rydenvald (2017)
investigated the multilingualism and language use of Swedish teenagers (aged 15—
19 years) living abroad, together with their families, in seven European countries.
The informants in Rydenvald’s material consisted of teenagers (#=143) referred to
as so-called Third Culture Kids (ICK) whose parents tend to be well-educated
expatriates and transmigrants working abroad and commonly perceived of as
belonging to a privileged social class. In examining patterns of language use and
how the informants navigated in their multilingual life contexts, data was collected
using a questionnaire, self-recordings, and interviews. The results point to the
language use of these adolescents as being complex and dynamic with several
interplaying factors. According to Rydenvald (2017), the participants did not
describe using certain languages in certain situations but rather used their total
linguistic repertoite as a pool of resources, using the language(s) most suitable
depending on the situation. The choice of language was found to also depend on
aspects of inclusion and what Rydenvald (2017, p. 125) refers to as ‘the least
common denominator’ namely: the language of the intetlocutors, the languages
they have in common, the level of comfort in speaking the language and the
estimated preferred language of the interlocutor. Other interesting results
indicating the complexity of language use included self-recordings which
demonstrated a more heterogenous language use in the home domain than that
reported in the questionnaires. Even though Swedish appeared to be the main
language for interaction at home, other languages frequently entered the home
domain through interaction with friends or other family members (Rydenvald,
2017). This discrepancy is interesting from a methodological point of view since
the displayed variety in the answers of the participants indicates the difficulty in
mapping multilingual language use in different domains. Thus, Rydenvald
demonstrates domain theory as less suitable for mapping multilingualism in today’s
globalized reality. Even though the informants in Rydenvald’s study differ from
the group of interest in my thesis in terms of age, socio-economic, linguistic, and

cultural backgrounds, it highlights the multifaceted nature of multilingual practices
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from a different perspective and thus, provides methodological insights of high
relevance concerning mapping of multilingual language use and the role of
triangulation in capturing dimensions of one phenomenon.

The linguistic practices and interactions among adolescents have also been
studied in the use of different media. In her ethnographic PhD study, Bellander
(2010) investigated young people’s language use (aged 16-18) and how they interact
in different situations and activities and through the use of different media. Taking
a process-oriented view of language use, Bellander (2010) draws on sociolinguistics
and activity type theory and examines the adolescents’ language use from three
perspectives: an activity perspective, a technology perspective and an individual
perspective. More specifically, Bellander investigated how language use is
influenced and affected by the activities and the social contexts in which
participants engage, also by the technical characteristics and constraints and by
individual factors. Using observations, field notes and texts, Bellander (2010)
followed a total of six young people aged 16—18 (three boys, three girls) for one
week both at home, at school and during leisure activities. Whereas Bellander’s
(2010) study did not focus on multilingual urban settings, the six participants
represented different linguistic and social backgrounds and the participants either
attended urban, suburban, or rural schools and also differed in terms of personal
interests. While Bellander’s (2010) study included the linguistic tepertoires and
interactions of two partticipants of Iranian descent, the study did not depict the
multilingual practices of a wider group of linguistically and culturally diverse
participants in urban multilingual settings. However, the study provided a valuable
account of the everyday language use and interaction patterns among adolescents
through the use of different media. The findings demonstrated the linguistic
repertoires and stylistic variation of the adolescents and illustrate how the
participants made use of linguistic resoutces to achieve goals and construct roles
in interaction. In addition, the study confirmed the heterogeneity and complexity
of everyday interaction.

Rydenvald (2017) and Bellander (2010) both specifically included the home
domain as a central setting and as noted earlier the home domain is also visible in
other studies of multilingual practices in urban settings (e.g., Ganuza, 2008).
However, linguistic practices in the home have also been of interest in studies of
language policy and language maintenance in migrant families. Some previous
studies of language use among children and adolescents in multilingual migrant
settings in Sweden, have focused on the language maintenance, language shift and

language policy in the family and home setting. Even though this thesis does not
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specifically focus on family language policies per se, the language use with family
members and the linguistic practices of the home domain at large, is still of interest
to this study. The home and the family are presumably also central to the lives of
the young participants. One example of a study of language use among migrant
families in Sweden is the PhD study by Gy6rgy—Ullholm (2010), examining the
language use of Hungarian migrant families in Stockholm and Gothenburg. The
ethnographic study employing in-depth interviews and participant observation of
children and parents displays a substantial variety of language use norms. Apart
from looking at the language use among migrant children, the work of Gyorgy—
Ullholm (2010) can also be regarded as being of relevance to my thesis as it
particularly involved explorations of language use patterns and habits during
leisure time. Other examples of research relating to language use in the family
sphere in which children and young adolescents are part of the sample, include a
survey study by Namei (2012) which examined the language maintenance and shift
among second generation Iranian migrant children and adults (sample aged 6—53).
The language use of Iranian families in Sweden has also been studied by Kheirkhah
(2016) whose PhD study investigated daily social interactions and language policies
among Iranian migrant (and in one case, Kurdish) families in Sweden. Employing
video trecordings, intetviews, and observations, Kheirkhah (2016) explotred the
language practices of parents and children, paying particular attention to the role
of children in shaping the family language practices, heritage language

maintenance, language shifts and policies.

3.2.3.1 Multilingual practices in different digital media activities

This thesis explores the language use in a range of different media activities.
However, this study is not primarily interested in the particularities and
characteristics of the linguistic practices manifested within any particular media or
activity type per se. Rather, it aims to illustrate young adolescents’ out-of-school
multilingual practices and as such, the thesis will tap into issues of language use in
different digital media activities and thus, language preference and employment of
linguistic and semiotic resources. Consequently, to understand more about the
multilingual everyday practices of young adolescents, accounts of previous studies
of how young adolescents navigate and make use of their linguistic resources as
they move in and between these spaces are relevant to address. This section does
not intend to provide a comprehensive account of the wide range of studies

relating to language use in digital and social media activities, it includes just a few
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examples of studies of particular relevance to my thesis sharing the commonalities
of focusing on multilingual practices among adolescent participants.

Over the past decades a number of studies have examined young people’s
everyday language use or multilingual practices in social media. Online spaces,
digital communication and social media offer numerous, varied and in some way
new opportunities for language use and linguistic encounters and thus, create new
openings for scholarly inquiries of how fluidity of multilingual practices and
identity performances traverse within and between these spaces. As argued by
Androutsopoulos and Juffermans (2014, p. 3) ‘diaspora communities are neither
consistent nor uniform in their discourse and linguistic choices; rather, their virtual
spaces of discourse lay bare their diverse and fluid linguistic repertoires and
understandings of identity and community.” Thus, digital spaces have gained
scholatly attention as an abundant source in understanding how linguistic
repertoires are employed in different discourses and how identities are transferred
in these practices. Over the years and following the digital developments,
sociolinguistic research and theorizing have directed interest towards the fluid,
complex and hybrid nature of language use in these digital spaces and how the
linguistic practices shape the construction of social realities and identities (e.g.
Androutsopoulos, 2004, 2011; Blommaert, 2005a, 2010; Blommaert, Collins, &
Slembrouck, 2005; Blommaert & Rampton, 2011; Leppinen et al, 2009;
Leppinen, Peuronen & Westinen, 2018; Scollon & Scollon, 2004).

In the Swedish context, Jonsson and Muhonen (2014) studied adolescents’
multilingual repertoires and performances of glocal and social identities on
Facebook and more specifically through the use of manga cartoons. While being
predominantly situated inside the school setting, Gynne (2016) examined young
Finnish-Swedish 11-13-year olds’ languaging practices in and out of school in
relation to meaning making and social positionings. In her fourth sub-study Gynne
(2016) went beyond formal learning practices to involve the participants’ informal
literacy practices on Facebook and investigated young people’s identity work
through their engagement in informal literacy practices. Firstly, she explored how
young people engage in different writing spaces, secondly how identities are
negotiated, performed, and portrayed in these practices and finally in what ways
identity work helps to create a sense of (dis)engagement and belonging.
Multilingual practices in social media discourses have also gained attention in
Danish sociolinguistic studies, some of which already have been mentioned (see
e.g., Stehr, 2014) and methodological considerations have recently been put
forward by Androutsopoulos and Stzhr, (2018). In Finland, Leppinen et al. (2009)
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have examined the linguistic practices and attitudes of young adolescents in digital
spaces. The findings indicate how engagement in these media plays a central part
in shaping the everyday lives of the participants. Leppinen et al. (2009), also found
game players’ language choice and use to be temporally determined by the
linguistic resources provided by the game and the structures for player interactions.
The results further point to how the young participants’ language use displays
social and cultural alignments and negotiates identities. In addition, Leppinen et
al. (2009) shed light on mixing languages, styles, and registers as a natural feature
of interaction and the role of English in the different discourses.

English plays an indisputable role in many of the out-of-school activities and
practices which are examined in this current thesis. Due to the great prevalence
of English in Swedish society, young people in Sweden tend to come in contact
with English from a very young age. In a study of 4th graders’ (aged 10-11)
engagement in activities outside school, with a particular focus of computer use
and digital gaming, Sundqvist and Sylvén (2014) found that the young participants
spend a considerable amount of time on activities where English is used. Based on
questionnaire and language diary data, Sundqvist and Sylvén (2014) compared the
language-related computer use in English, Swedish and other languages. However,
since the majority of the participants in the study (88%) had Swedish as their
“mother tongue”, the reported diary entries mentioning other languages were
considered too few to be given further significance. By taking a specific interest in
the out-of-school language use of young multilingual adolescents, mapping the
everyday use of Heritage Languages, Swedish and English, the complementary
focus of this thesis may portray patterns of out-of-school language use which can
add to these findings.

The use and encounters with English among young people have also been
investigated in the comprehensive transnational comparative research project
Early Langnage 1 earning in Eurogpe, ELL/E (Enever, 2011) which in total followed
children from the age of 8 to 12 years old. This research project included a study
of out-of-school factors among 10—11-year-olds from seven European countties,
including Sweden. In the examination of out-of-school factors, the Swedish
participants reported higher levels of exposure to English and alongside the
Netherlands, the prevalence of English in everyday life and Swedish society is
particularly evident (Mufioz & Lindgren, 2011). Of the out-of-school factors
examined in the ELLIE project, exposure to subtitled television programs and
films was found to have a particulatly significant impact on language achievement,

as did parents’ knowledge and professional use of English (Mufioz & Lindgten,
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2011). However, as acknowledged by the authors the out-of-school contexts and
thus, exposure to English, varied considerably among participants; some were
exposed to English on a daily basis whereas others rarely encountered it outside
the school setting. Language use and patterns of exposure may thus vary greatly
which shows the importance of extending the mapping of language use patterns
to include heterogenous groups of young people of various linguistic backgrounds.
Such an approach may yield insights which could add to the existing knowledge of
the dynamic dimensions of language use and language exposure in out-of-school
settings.

In a recent study, DeWilde, Brysbert and Eyckmans (2020) examined the level
of out-of-school exposure among Dutch-speaking children (=780, aged 10-12)
and its role as opportunity for supporting informal language learning. Of the total
sample, 207 participants spoke at least one other language at home. The findings
indicated that out-of-school activities can offer large language gains. However, the
results also displayed considerable individual variance between learners which as
argued by the authors, requites further attention. Of the out-of-school activities,
gaming, social media and speaking proved to be the most beneficial for informal
language acquisition. In another previous study, De Wilde and Eyckmans (2017)
investigated the incidental language learning of English among 11-year-old
children (IN=30). Of the thirty patticipants, 12 reported using multiple languages
at home. The result of the study pointed to gaming and computer use as
particularly significant sources of language learning input. The findings also
showed that the young participants held positive attitudes to English and also
seemed to prefer the use of English in certain situations and contexts.

Much of the work conducted in the field of research related to out-of-school
language, (e.g., Reinders & Benson, 2017) or extramural activities (Sylvén, 2000;
Sundqvist & Sylvén, 2016) typically involves a primary interest in out-of-school
language use in relation to language learning. Studies tend to focus on
improvement of linguistic skills and increased proficiency and thus investigate the
level of engagement in out-of-school language learning activities in relation to
specific language learning outcomes (e.g., Sylvén, 2004; Sundqvist 2009; Olsson,
2011; Sundqvist & Sylvén, 2014; Jensen, 2017; Warnby, 2022). As mentioned, a
few studies have examined the out-of-school language use of children (Sundqvist,
2009; Sundgqvist & Sylvén, 2012; 2014; Mufioz & Lindgren, 2011), yet most studies
of out-of-school language exposure activities in the Swedish context have primarily
focused on adolescents in secondary school. While considerable interest has been

given to the use of and exposure to English, less attention has been paid to
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explorations of multilingual out-of-school language use of young adolescents.
Likewise, from my current understanding, no previous studies have investigated
the linguistic repertoires evident in multilingual language use and exposure outside
school among young adolescents in multilingual urban Swedish environments.
This dissertation shares the interest in the role of out-of-school language use and
exposure in different domains and activities. However, it takes a critical
sociolinguistically informed approach by placing the multilingual patterns of out-
of-school language use, in dialogic relation to language ideologies, investment and

emergent identity positionings.



4. Research Design, Research
Methods and Materials

4.1 Introduction

The first part of this chapter provides an account of the mixed-methods design
adopted in this study and a rationale for the use of a combination of qualitative
and quantitative methods. This is followed by a discussion of validity and quality
issues in the use of mixed methods approaches. The chapter then continues with
a description and discussion of each of the three different research methods used
in generating data, and the considerations made in the preparation and design of

the research materials.

4.2 A mixed-methods approach

Depending on the ontological and epistemological assumptions on which the topic
could be approached, exploring the interplay of young adolescents’ out-of-school
language use in relation to ideologies of languages, investment and identities can
be investigated from various methodological standpoints and paths of inquiry.
However, the combination of research questions together with the theoretical
points of departure framing this thesis called for the use of a combination of
methods. Research rooted in poststructuralist or critical research paradigms is
commonly known for engaging in qualitative techniques. However, the current
PhD study aligns with Bourdieu’s rejection of dichotomies such as the one
between quantitative and qualitative techniques. As outlined by Broady (1991),
oppositions between quantitative and qualitative were of no relevance to
Bourdiew’s own research practice. For Bourdieu, such oppositions were
considered arbitrary and not motivated by the scientific research practice (Broady,
1991, p. 437). Instead, Bourdieu argued the importance of generating as much
information as possible about the object of study (Broady, 1991, p. 486) using all
relevant techniques that fit the definition of object (Bourdieu & Wacquant, 1992).
This methodological pluralism should not however be misinterpreted to equal a

view of “anything goes”, the methods used must still fit the research problem and
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be constantly critically reflected upon during the research process (Bourdieu &
Wacquant, 1992, p. 30). Bourdieu’s research practice continuously transgressed
dichotomies and entailed both quantitative and qualitative material. Rather than
rejecting the influence of “positivist” traditions, Bourdieu proposed a
modernization of the influences of natural sciences and mathematics (Broady, p.
318). In stating tasks for critical analysis in education, Apple, Ball and Gandin
(2010) argue, in a similar vein, for the need of mobilizing statistical techniques
rather than marginalizing them and rejecting them as “positivist”. Rather than
rejecting quantitative techniques, why not instead discuss and reflect on the
epistemological assumptions by which the researcher makes use of them. Such
discussions could include questions like: For what purposes are they used? What
do we expect that our techniques may generate, and do we remain critical of their
abilities? Following Bourdieu, this study employs mixed methods precisely because
it supports the view that quantitative techniques require the accompaniment of
qualitative methods (see Broady, p. 267). The questionnaire served to map the
participants’ reported out-of-school language use and ideologies to explore
patterns and provide an overview from which language diaries and interviews
could proceed. Hence, the three methods were deemed equally essential in forming
a holistic unity from which the theoretical notions employed in this thesis could
be operationalized and explored. Therefore, the study adopted a mixed-methods
research design including both quantitative and qualitative approaches.

Mixed methods can allow for ‘multiple ways of seeing and hearing’ (Greene,
2007, p. 20) and thus provide ‘multiple ways to address a tesearch problem’
(Creswell & Plano Clark, 2017, p. 2). There are multiple definitions of mixed
methods (see Creswell & Plano Clark, 2017) but in broad terms, mwixed methods as a
research approach refers to the practice of collecting, analyzing, and integrating
both quantitative and qualitative data, within a single study, for the purpose of
gaining a better understanding of the research problem than what would have been
achieved by either approach alone (Creswell, 2005; Creswell, 2014; Tashakkori &
Teddlie, 2003). As discussed by Tashakkori and Newman (2010), the main motive
for using a mixed-methods design is to yield answers to research questions not
effectively answered by either qualitative or quantitative methods alone and a
combination of methods can allow for a deeper understanding of the topic. The
complex, multi-layered and dynamic nature of the research topic centering on
language, identity, and investment, undoubtedly calls for research that allows for
in-depth understandings through the use of qualitative methods. Yet, quantitative

measures can provide valuable insights and be a well-suited methodological tool
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and path of inquiry into these research matters, for example by mapping patterns
of language use, exposure, frequency, ideologies et cetera on a wider scale. As in
the case of this study the quantitative data formed a starting point for the
qualitative methods, which examined the studied phenomena in greater detail. It
could also be argued that complex multidimensional issues both require and
deserve careful exploration from different perspectives, using whatever methods
appropriate in order to gain new insights. In recent years, transdisciplinary
approaches have been put forward, most noticeably by The Douglas Fir Group
(2016). The group of researchers have advocated a transdisciplinary approach to
the study of language learning and language teaching in a multilingual world, using
whatever theoretical or analytical tools that may be required. In proposing an
integrative approach, bridging epistemic boundaries, the group also acknowledges
the advantages of using mixed methods in addressing problems in socially or
participant-relevant ways where: ‘Mixed methods research that carefully considers
the contexts of language teaching and learning seems to be particularly well suited
to this task’ (The Douglas Fir Group, 2016, p. 24).

Mertens (2015) argues that if the purpose of the research is complex, multiple
questions are often needed, thus requiring the use of mixed methods. As argued
by Tashakkori and Creswell (2007, p. 207), a mixed methods study benefits from
starting with a ‘hybrid’ research question incorporating questions such as ‘what
and how’ or ‘what and why’, which in turn can be broken down into sub-questions.
Each of these sub-questions might requite either quantitative or qualitative data or
both but ate merged and combined to provide an integrated answer (Tashakkori
& Creswell, 2007).

4.2.1 An explanatory sequential mixed methods design

The use of mixed methods approaches, or designs can serve a range of purposes.
Mixed-methods approaches ate commonly used for the purposes of
complementarity, completeness, development, expansion, confirmation,
compensation and diversity (Greene, 2007; Creswell & Plano Clark, 2017). As
mentioned, the reason for combining qualitative and quantitative methods in this
study, was to allow for a more in-depth understanding of the phenomenon by
using qualitative methods to help explain the results from the initial quantitative
method. The questionnaite thus served to map the participants’ reported out-of-
school language use and ideologies which provided an overview of relationships

which then could be studied mote closely using language diaries and intetviews. In
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this study, the use of mixed methods followed an explanatory sequential design
here with a development intent, as one type of data (questionnaire) helped to
inform the use of another type of data (language diaries and interviews) and the
qualitative data helped to explain and explore the initial results from the
quantitative data in more depth (Bryman, 2016; Creswell & Plano Clark, 2017).
The explanatory sequential design begins with a quantitative phase, which is followed
by a subsequent qualitative phase to help explain the quantitative results (Creswell
& Plano Clark, 2017). This may allow for a data driven and reflexive approach to
research. An illustration of the sequential data collection process is found in Figure
2. In this study, the first step in exploring young adolescents’ multilingualism and
out-of-school language use and ideologies was conducted using a questionnaire.
The information gathered from the questionnaire, provided a foundation which
informed the second phase of the study. For example, by informing the content,

design and analysis of the language diaries and interviews.

Figure 2 Process of Data Collection Using an Explanatory Sequential Mixed Methods
Design

QUAN QUAL QUAL

Questionnaire Language diaries Interviews

In the mixed methods literature, capital letters are often used to indicate the weight
given to different methods in a study. The capital letters setve to inform readers
of how the methods relate and if all methods are given equal weight or if one or
two of the methods ate seen as main methods. Thus, figures can be used to display
both the order and significance of the methods used (Creswell & Plano Clark,
2017; Riazi & Candlin, 2014). In this case, the arrows indicate the sequence of the
research methods stages and how one stage informs the next. As indicated by the
capital letters in Figure 2 (QUAN, QUAL, QUAL) the three different methods
used in the study have been given equal importance. The patterns observed in the
first quantitative phase were used to develop the second qualitative phase and in
sequential studies with a development purpose, equal weight is preferred (Riazi &
Candlin, 2014). Howevert, it could be argued that since the two qualitative methods
are developed based on the initial questionnaire, the quantitative phase is of greater

importance or rather given more weight in the study as a whole. Yet, since the
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questionnaire has been intentionally developed to be followed up by qualitative
methods, the information gathered in the questionnaire required to be
accompanied by the qualitative methods in order to provide a fuller picture and
yield sufficient answers to the research questions. Consequently, all three methods
are considered of equal value and therefore, all three have been capitalized in
Figure 2.

As described by Tashakkori and Newman, (2010, p. 5106), the second strand of
the study serves to explain, expand and/or confirm the results of the first strand.
Thus, drawing on the analysis of the questionnaire dataset, language diaries and
interviews were used to explore patterns of language use, perceptions, and
ideologies in more depth. Final inferences were made based on all strands of the
study (Mertens, 2015). However, according to Creswell and Plano Clark (2017), to
minimize some of the validity threats involved in the use of explanatory sequential
mixed methods designs, all possibilities (significant as well as non-significant
predictors) must be taken into account in the explanation of quantitative results.
The interpretations must also discuss and specify to what extent and in what ways
the qualitative results help expand or explain the findings of the quantitative data
(Creswell, 2014; Creswell & Plano Clatk, 2017). Furthermore, the qualitative data
phase should investigate surprising and contradictory results from the quantitative
data and the qualitative sample should be carefully selected based on the
questionnaire sample in order to cleatly link the quantitative data with the
qualitative follow-up. Since the explanatory sequential design entails that the
research methods are conducted sequentially in time and help to inform the next
steps in the research process, it is important to describe how the different research
phases are connected. The use of visual models or graphical representations of
procedures are commonly used to facilitate comprehension of multi-stage mixed
methods research (Ivankova et al., 2006). Figure 3 therefore serves to illustrate the
explanatory sequential design employed in this study by providing an outline of

the research phases, materials and procedures used and the outcomes.
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Figure 3 Outline of Research Phases, Materials, Procedures and Outcomes

Phases

Quantitative data collection

Quantitative data analysis

Quantitative phase linked to

qualitative phase

Qualitative data collection

Qualitative data analysis

Merging of quantitative and
qualitative data results

Materials and procedures

Questionnaire N=92

SPSS data analysis:
(Descriptive, univariate and
multivariate analysis)

Development of language diaries
and interview guide, sample
selection for diaries and interviews

Language diaries n=50
Interviews n=18

Data analysis:
(Thematic analysis)

Integration and interpretation of
quantitative and qualitative data
results

Outcomes
Numerical, categorical and textual

Participant demographics

Descriptive statistics:
(frequencies, percentages,
crosstabulations)
Inferential statistics:
(relationships between variables)

Narrative accounts

Emergent themes and categories
similarities/differences

Discussion,
Implications and future research

The details provided in Figure 3, are included to provide an overview of the
different materials and procedures involved in each strand or phase and their
outcomes. The model illustrates the sequence of research activities and the steps
involved in each phase, portraying how the quantitative and qualitative methods
were linked in a sequential manner. Furthermore, the model also serves to describe
the type of data generated from each method as well as the intended process of
analysis and thus, provides an idea of what the merged interpretations
encompassed. In the second part of this section, detailed accounts of each of the
three research methods and materials are provided. As indicated in Figure 3,
inferences were drawn and integrated from all three strands in the study to provide
a comprehensive understanding of the studied phenomenon. The integration of
inferences where quantitative and qualitative methods are combined, raises issues
of validity or evaluative criteria in mixed methods research designs which requires
a discussion of specific concerns relating to the presented sequential explanatory
design.

4.3 Issues of validity in mixed methods
approaches

Since mixed methods research involves an integrated combination of both
quantitative and qualitative research methods, it must also conform to different

traditions of discussing quality of research. While the quantitative tradition
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discusses issues of quality in terms of validity and reliability, qualitative research
approaches tend to use other terms or descriptors such as ‘trustworthiness’ and
‘authenticity’ (see e.g., Lincoln & Guba, 1985). Combining quantitative and
qualitative methods, and the challenge of appropriately integrating them, can make
assessment of validity particularly complex (Onwuegbuzie & Johnson, 2006).
Finding one’s way amongst the many varying terms of quality and their numerous
meanings can be challenging, especially for novice researchers (Dellinger and
Leech, 2007, p. 309). Scholars have engaged in ongoing discussions of how to
propetly assess and address the quality of mixed methods research by suggesting
specific evaluation criteria (Tashakkori & Teddlie, 2003), frameworks (e.g.,
Dellinger & Leech, 2007), or models for assessing different types of legitimation
(Onwuegbuzie & Johnson, 2006). The evaluation criteria of inferential quality by
Tashakkori and Teddlie (2003) and the typology of legitimation by Onwuegbuzie
and Johnson (2006) both offer meaningful direction regarding the assessment of
quality in mixed methods research. However, as argued by Dellinger and Leech
(2007, p. 316) both appear to submit to established ‘norms and critetia of validity
traditionally used in quantitative and qualitative research for the separate patts of
mixed methods studies.” In contrast, the validation framework of elements of
construct validation by Dellinger and Leech (2007) attempts to unify the
discussions and understandings of validity in mixed methods research by drawing
on Messick’s (1995) construct validity framework. Informed by Messick’s view of
validity as a unitary concept (Messick, 1987) the present PhD-study uses validity
as an overarching term to describe and discuss aspects of quality of the study as a
whole, its parts and the inferences made and the degree to which it accurately
represents participants’ perceptions and linguistic “realities”. Messick (1989)
defines validity as ‘an integrated evaluative judgement of the degtee to which
empirical evidence and theoretical rationales support the adequacy and
appropriateness of inferences and actions based on test scores ot other modes of
assessment’ (1989, p. 13). However, as argued by Messick (1980), validity is
inferred and not measured, that is; validity is in itself something judged as adequate,
matginal or unsatisfactory. Even though the concept of validity derives from the
psychometric tradition of psychological and educational measurement, I am
inclined to agree with Dellinger and Leech (2007) that a development of Messick’s
construct validation holds potential as an all-encompassing framework of assessing
quality. However, as in all use of concepts, it is important to recognize its
underlying assumptions and ‘validity theory, like all knowledge, is grounded in a

specific set a social practices’ (Markus, 1998, p. 12). Howevert, in his examination
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of ontological perspectives, Messick (1987, p. 37) contends how ‘the philosophical
foundations of validity and validation combine elements not only from multiple
philosophical but also multiple methodological perspectives.” Acknowledging the
role of ontological perspectives, Messick (1987, p. 41) further states, ‘since
observations and meanings are differently theory laden and theories are
differentially value laden, appeals to multiple perspectives on meaning and values
are needed to illuminate latent assumptions and action implications in the
measurement of constructs’. Thus, using the validation framework as a foundation
for discussions and considerations about validity in mixed methods research may
potentially function as a bridging attempt in aligning divergent perspectives and
traditions. However, in mixed methods research the ways to deal with evaluating
the quality may need to alter depending on the structure of the research design.
For example, sequential designs, as in the example of the current PhD-project,
may necessitate the use of quantitative and qualitative criteria separately (Dellinger
& Leech, 2007). Although an overall assessment of the mixed methods study as a
whole could be guided by a validation framework.

The following paragraph focuses on aspects of wvalidity regarding the
explanatory sequential design employed in this study. Issues of validity and
reliability regarding the three research methods are discussed at the end of Chapter
5 in accordance with the legitimation type ‘multiple validities’ suggested by
Onwuegbuzie and Johnson (2000), thus ensuting that relevant ‘validities” of each

of the quantitative and qualitative canons are addressed.

4.3.1 Validity concerns in explanatory sequential designs

Mixed methods studies, using quantitative and qualitative methods, may require
ways of establishing the validity of the quantitative measure and a discussion of
validity concerns for the qualitative findings. Yet, explanatory sequential designs
pose specific challenges and validity concerns (Creswell, 2014). Additional issues
of validity may entail the risk of compromising the accuracy of overall findings if
important explanations or options of follow-up are overlooked. To increase
validity in explanatory sequential designs, all possibilities must be taken into
account in the explanation of quantitative results (Creswell, 2014; Creswell &
Plano Clark, 2017). Another challenging aspect of the explanatory sequential
design concerns the sampling procedures or sample size. As one phase builds on
another in a sequential manner, drawing on different samples may invalidate the

results and likewise, inadequate sample sizes in either the quantitative or qualitative
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side can pose a threat to validity (Creswell, 2014). Accordingly, in this study, the
sampling can be considered to represent what Onwuegbuzie and Collins (2007)
refer to as a nested relationship, as the sub-sample for the language diaries and the

interviews represent a subset of the participants who completed the questionnaire.

4.4 Research methods and materials

4.4.1 The Questionnaire

The first phase of generating data involved a questionnaire on language use and
ideologies. The questionnaire aimed to map out young adolescents’ out-of-school
language use, engagement in multilingual practices as well as their ideologies
towards languages and language learning. The questionnaire (see appendix A)
consisted of 25 tasks comprising 121 variables and containing a variety of
questions directed towards mapping out the participants’ use of languages in
different types of activities, amount of time spent and distribution of languages in
different activities and languages spoken in the home domain and with different
interlocutors. The questionnaire also served in obtaining relevant background
information, such as country of birth, age, gender, language background, early
childhood languages, participation in mother tongue instruction et cetera. To
complement the mapping of language background and engagement in out-of-
school activities the questionnaire also contained a section of self-evaluation with
can do - statements of oral and receptive abilities in the patticipants’ stated ‘mother
tongue’ language(s). The final part of the questionnaire was devoted to language
ideologies and contained rating scale items of statements of ideologies towards
languages, language learning in school and the importance of different languages
for future work and academic studies. This final section ended with an open-ended
question asking participants to picture their own language use in the future.

The questionnaite as a whole was otganized using a combination of multiple-
choice items, check-box items (allowing multiple responses), open-ended
questions, rank ordering and rating scales. As for the questions of engagement in
vatious out-of-school activities (see questions 2 and 3 in the questionnaire), a tating
scale format was used. To include a wide range of activities while facilitating
participants’ responses, all items on questions 2 and 3 followed the same structure.
As for other items in the questionnaite, the organization and layout depended on
the purpose of the question. Some items allowed only one tesponse while other

questions allowed multiple responses. For some items, instead of pre-defined
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categories of choices, an open-ended format with instructions allowed for plurality
of languages in responses which aimed to reflect the dynamic and heterogenous
use of languages among the participants.

The paper-based questionnaire was administered to the participating young
adolescents and completed in the classroom at their respective schools. In most
cases, the participants’ teacher or main teachers were present. The questionnaires
were at all times completed in the presence of the researcher. The procedures of
administering the questionnaires are described in more detail in chapter 5;
Research Settings, Participants, and the Process of Generating Data.

4.4.1.1 Designing the questionnaire

The questionnaire was constructed and designed with due consideration for the
guidelines suggested by Trost (2001) and the variables used in the LSBQ (Language
and Social Background Questionnaire) by Anderson et al. (2018). In designing
items and statements, considerations wete also made based on the works by Baker
(1992), Baker and Wright (2017) and Oppenheim, (1992). For example, these
sources provided information about significant vatiables concerning different
interlocutors and language ideological statements. The content and design of the
questionnaire is also inspired by similar questionnaires used in previous studies
(Lindgren et al., 2016; Rydenvald, 2017; Sundqvist & Sylvén, 2014; Sundqvist,
2009; Otterup, 2005). It should be mentioned that the LSBQ vetsion of Anderson
et al. (2018) is developed with bilingual adults as the intended population and does
not attempt to measutre language use beyond the use of two languages and the
degree of multilingualism. Yet, the LSBQ instrument served well in providing
valuable generic aspects concerning language use assessments, such as the
importance of including many different contexts of use, language activities and
interlocutors. Throughout the process of constructing and piloting the
questionnaire and, in particular, regarding questions targeting language ideologies,
the selection of addressed content and significant items has been based on the
work by Baker (1992) and Oppenheim (1992).

The questionnaire does distinguish between languages but was also designed
to reflect language use as flexible, dynamic and multifaceted in nature. Therefore,
when possible, questions were developed to allow multiple responses or wete
organized in open-ended format to obtain richer accounts and avoid
predetermined categories. Hence, some questions deliberately distinguished
between Heritage Languages, Swedish, English and additional languages, yet the

use of open-ended questions ot items allowing multiple responses complemented
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the information gathered in the structured multiple choice (one response) items.
It could be argued that the questionnaire in this sense is theoretically incongruent
by reflecting opposing theoretical views of language and language use. However,
as argued in chapters 2 and 11, separating languages may be necessary in order to
yield important insights regarding language ideologies and how young adolescents
use languages in their spare time. Likewise, questions of ideologies addressing
specific languages were used to highlight important aspects of language status and
participants’ values of different languages.

With regard to questionnaire design, open-ended and closed questions both
have their advantages and disadvantages, yet in questionnaires it is traditionally
recommended to avoid open-ended questions (Trost, 2001). Data treatment of
open-ended questions tends to be time-consuming, and responses may be difficult
to process, and open-ended questions may also appear daunting to participants
and lead to a higher frequency of missing responses (Trost, 2001). In this study
the advantages of open-ended questions still outweighed the disadvantages and a
combination of closed and open formats wete finally selected. The closed
questions served well in mapping patterns whereas the open-ended or more
flexible items became a balancing complement, by aiming for details and
descriptions to accompany the structured responses. The decisions of formats
such as open-ended, multiple choice, order ranking, check box items and scales
have been based on the suggestions by Trost (2001), Baker (1992), Bryman (2016)
and Oppenheim (1992).

When designing the questionnaire, the age of the respondents was carefully
considered, and questions were modified to suit 11-13-year-olds and thus written
using child-friendly language. Likewise, considerations of age appropriateness wete
also made with regard to the organization, layout and the sequencing of tasks and
items in an attempt to create variety and avoid exhaustion. The questionnaire was
also carefully constructed with consideration to the potential varying language
backgrounds of the participants by paying attention to the wording of sentences,
questions, instructions, and vocabulary. Considering the age of the target
population, general efforts were also made to minimize any unnecessary linguistic
complexity. Given the heterogeneity of language backgrounds of the target
population, the questionnaire was in Swedish. This fact naturally poses challenges,
since participants may vary in their process of acquiring the Swedish language.
However, during the time of completion participants were able to consult both
myself as a researcher and the teacher(s), most often this occurred in Swedish but

in some cases the participants could receive teacher support in Heritage
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Languages. Details regarding the practical matters of administering the
questionnaire are described in chapter 5 Research Settings, Participants, and the
Process of Generating Data. Furthermore, when constructing the questionnaire,
measures were taken to avoid preventable pitfalls by, for example, avoiding double
negatives in statements, ambiguities or loaded words. The work of finalizing the
questionnaire was based on pilot work and comments from pilot-phase
participants as well as comments, guidance and scrutiny from supervisors and
helpful external expertise from senior researchers with specific experience of

quantitative research methods.

4.4.1.2 Piloting the questionnaire

The questionnaire was piloted twice in order to increase its validity, reliability and
practicability (Oppenheim, 1992) and identify avoidable pitfalls and flaws. Results
from the piloting of the questionnaire (conducted February, 2019 and June, 2019),
revealed apparent and potential weaknesses and limitations regarding both content
and structure. First, the results of the piloting pointed to the difficulty involved in
considering the range of possible activities represented for the questionnaire to
adequately reflect the language use of young adolescents in the ever-changing
multimodal digital activities present in the contemporary digital media landscape.
The questionnaire needed to include a range of what could be expected as
“common” frequent practices and activities among the young participants but also
cover the perhaps less frequent potential activities young adolescents may engage
in. Thus, to improve construct validity, adaptations were made to decide on
appropriate ways of examining these activities and what concepts to use in
describing various practices.

The pilot work also resulted in adaptations in format and layout. For example,
during the pilot phase of the questionnaire a decision was made to distinguish
between high frequency and low frequency activities. To avoid “ceiling effects”
(Salkind, 2010), where the upper limit of a scale is too low and thus fails to capture
the ‘true’ estimated value, high frequency activities were separated from less
frequent and measutred using a more precise scale of hours/day. Since a large
number of participants may spend several hours a day on some activities, the
alternative ‘every day’ as the “highest” response category would be insufficient.
Thus, to enable more accurate estimates, activities regarded as high frequency
activities were measured using more detailed distinctions using an hours/day scale
whereas other activities assumed as less frequent, were measured using a scale of

every day/several times a week/ several times a month/ never or almost never.
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The pilot work also revealed the difficulties, or perhaps inaptness, of
appropriately differentiating languages through the use of terms like “first
languages (L1s)” or “Heritage Languages”. Initially the first version of the
questionnaire included a question of the language(s) first learned which seemed to
cause some confusion among the participants. Since the question addressed what
language(s) they learned first, some participants seemed to interpret it - and
accurately so - as if they were to state the languages learned in the order of which
they encountered them in life, resulting in a few ambiguous accounts. A decision
was taken to re-phrase the question to include the term ‘mother tongues’, despite
its controversial implications (Milani, 2007; see also Lainio, 2013). Mother
tongue(s) as a term carries an ideologic legacy which is equally problematic and
controversial as a nationalist, motherese and ethnocentric construction emerging
in several languages at the same time as the rise of the nation-states in Europe
(Bonfiglio, 2010, 2013). However, “mother tongues” was still the term most
instantly recognized by the participants in practice probably since it reflects the
terminology still currently used in Swedish education policy and practice (e.g.,
‘mother tongue instruction’). Even so, despite being generally recognized by the
majority of participants, at least at a superficial level, the term “mother tongue”
also caused occasional confusion as a few participants asked whether mother
tongue was the equivalent to “home language”. Many of these terms carry
meanings of language incongruent with the theoretical perspective adopted in this
thesis. The terms also raise concerns regarding the complexities or inconsistencies
of trying to distinguish very heterogenous practices and perceptions of languages,
which was to become even more evident as the study proceeded. The examples
raised here point to the difficulties and inaptness of framing languages through the
use of terms such as Heritage Langnages, mother tongues, first langunages, and so forth.
These challenges are addressed more closely in chapter 5 which critically discusses
whether attempts at defining individuals’ “L1s” ot “mother tongues” or “Heritage
Languages” is a useful practice at all. However, since the questionnaire targets the
distributed language use and exposure in different activities, some kind of
differentiation between languages was necessary and thus the questionnaire
targeted the patticipants’ distributed use and exposure of  mother
tongues/ Swedish/ English and  additional languages. In so doing, some way of
distinguishing what language(s) an individual ascribed as their mother tongue(s)
became a central element. Due to the difficulties of the mother tongue term and
the challenge involved in distinguishing linguistic practices and trajectories, the

questionnaire was developed to include more detailed questions about language
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use in the home domain. The questionnaire also contained complementary
questions which aimed to map prevalence of languages and the linguistic
repertoires of participants. For example, to accompany the initial question of
“mother tongue”, additional questions of early language exposure were added as
well as an open-ended format of language use with a relatively wide range of
interlocutors (mother, father, siblings, younger relatives, grandparents, other older
relatives, friends, classmates during recess, teachers, and neighbors). However,
questions of early language exposure or other variables of age onset may deviate
from participants’ preferred language or the language they feel most confident in
(Fraurud & Boyd, 2011). Therefore, these questions helped to illustrate the
sometimes juxtaposing and unpredictable nature of linguistic practices and
trajectories. They also proved very useful during the holistic analyses of the
participants’ language use profiles when cross-referencing the questionnaire
dataset with language diaries and interview data (as described in chapter 6).
Languages stated as responses to questions of so called “first languages’, ‘mother
tongue languages’, ‘Heritage Languages’ or other equivalent terms do not
necessarily correspond with the language policy applied in the home. During the
piloting stage, a few participants addressed different rationales involved in
determining language use at home, indicating the multifaceted and
indistinguishable nature of multilingual linguistic practices. For example, one
participant mentioned that even though Persian was stated as “mother tongue” by
the participant, the parents applied a “Swedish-only-policy” in the home. Thus,
again this points to the importance of acknowledging that language use in the
home may vary greatly and to investigate the heterogeneity involved in language
use practice and ideologies requires a holistic approach. In this study, a
combination of methods using both questionnaire, language diaries and interviews
was therefore implemented to highlight the dynamic nature of linguistic practices

and explore individual differences in more depth.

4.4.2 Language diaries

After the questionnaire data analysis of out-of-school language use patterns, a
smaller sub-sample of 50 participants (girls=206, boys= 24) at three schools (The
Birch school, the Pine school and the Hazel school) located in Gothenburg, Malmé and
Stockholm completed language diaries. The language diaries were planned to be
administered during Spring 2020 but due to the pandemic, the language diaries as

well as the interviews had to be postponed. Therefore, the language diaries were
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administered on different occasions during Fall 2020 and Spring 2021. The
language diaries sought to yield a deeper understanding of the data result gained
from the questionnaire by allowing for more comprehensive accounts of the
participants’ language use and exposure. Thus, the language diaries served to
complement the responses from the questionnaire regarding daily language use in
various activities and domains as diary entries can allow for more precise estimates
of behaviours (Oppenheim, 1992).

The language diary was inspired by the design and procedures used in similar
studies on multilingual literacies (e.g., Jones et al., 2000; Jonsson, 2013) and
extramural English (EE) (see Jensen, 2017; Sylvén & Sundqvist, 2012). Yet, as the
language diaries were developed based on the findings from the first phase of this
study, final details concerning the design of the language diary were developed
throughout the research process in relation to the analyzed results from the
questionnaire. The diary consisted of a two-grid structure dividing the day in two
separate time periods: morning and afternoon/evening (see appendix C). In these
two grids, participants were instructed to write what activities they engaged in, with
whom and what languages they used. The intention of this organization was to
facilitate as open tesponses as possible, while also including a time factor by
structuring the responses across the day. To enable high participation and the
richest possible responses, patticipants were given the option of using the grid as
a guide with instructions and writing more freely. However, all participants
followed the grid structure.

Using language diaries can have several advantages and offer research potential
in highlighting the hybridity of language practices (Starks and Lee, 2010). Involving
young adolescents in documenting their own out-of-school language use and
‘languaging’ practices, might contribute to increased linguistic awateness as they
get to reflect upon how they use languages in their everyday practices. In addition,
language diary inputs have a research potential in that they enable unique insights
into how young adolescents perceive their language use, what they pay attention
to and what they document. Since the sample for interviews wete drawn from the
sample used in the language diaries, the information obtained in diaty entries was
essential in preparing for the interviews and in making the final additions to or
alterations of the interview guide. Thus, the analysis of the language diaries laid the
foundation for how to proceed with interviews for further inquiry aiming at filling
in gaps and obtaining more in-depth insights. Using the diaries as a foundation for
the interviews also helped to address different forms of situated language use in

the everyday lives of participants. Self-reported data in the form of language
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diaries, tend to enable investigations of often hidden or inaccessible affective
factors such as individuals’ own perceptions, experiences and strategies (Bailey &
Nunan, 2004). As argued by Bryman (2016) diaries can also be advantageous in
obtaining valid and reliable estimates of frequency and time spent on different
activities or behaviors.

Following the ‘biographical turn’ (see also ‘the narrative turn’ cf. Baynham &
De Fina, 2016; Bruner, 1991) there has been an increased interest in using language
biographies or narratives as source, especially in the works of researchers
interested in symbolic relations of power ‘hidden’ in everyday practices (Busch,
2016). According to Busch (2016), employing biographical approaches in the study
of multilingualism can be particularly successful with regards to addressing issues
such as subject positions, identity constructions, language ideologies and language
discourses. Using biographical approaches offers recognition of the heterogeneity
and uniqueness of individual accounts of language use, exploring what these
described individual experiences might reveal about language ideologies and
dimensions of language practices (Busch, 2016). Diaries can also contribute to a
more dialogic and collaborative research process and shift the positions of the
researcher and the researched (Jones et al., 2000). As described in chapter five, the
language diary served as a foundation for the individual interviews which
contributed to a more coproducing event.

Considering the age of the participants in this study, practical aspects and
procedures involved in the language-diaty process had to be carefully outlined. For
example, what instructions to provide and how to support participants in
remembering to fill them in. Based on experiences of previous studies (e.g.,
Sundqvist, 2009), the participants were encouraged to keep daily records of their
language use. It was decided that the diaties would span one week from Monday
to Monday or Tuesday to Tuesday, to enable reports of weekend accounts. Initially
the diaries were planned to span two weeks but to facilitate completion and high
response rates, one week was chosen instead. Further, to ensure a high response
rate, carefully thought-out procedures were necessatry. Such preparations involved
providing explicit instructions, checklists, and examples of a completed diary
section (Bryman, 2016). Participants were given both oral and written instructions.
The instructions served to facilitate the participants’ understanding of the diaries

and increase their engagement in completing them.
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4.4.3 Interviews

As mentioned earlier, based on the findings from the questionnaire and the
language diaries, the last phase of the study involved interviews with a limited
number of participants. A sub sample of 16 participants from Stockholm,
Gothenburg and Malmé completed the interviews. Sociolinguistic information
about the interviewed participants is presented in chapter 5. The interviews served
two main purposes. First, to illuminate the analyzed results from the questionnaire
and language diaries and to gain a deeper understanding of the participants’ out-
of-school language use. Second, to gain a better understanding of young
adolescents’ thoughts about language use, investment in language learning,
experiences of language use and identity positionings.

Since the interviews were designed to build on the analyzed results from the
survey questionnaire and the diaries, using semi-structured interviews seemed
advantageous as this form allows flexibility with a focus on the respondents’ points
of view while still maintaining focus on specific questions or themes. By
emphasizing the interviewees’ accounts of opinions and beliefs, the flexible nature
of semi structured interviews leaves room for respondents to address issues of
particular interest to them (Bryman, 2016). Using the diaties as foundation for the
conversation served to alleviate the interview situation, making it less formal in
nature (Mattin-Jones et al., 2009, p. 50). Since the interviews also aimed at
highlighting specific issues and questions, an interview guide served to guide the
conversation (see appendix D). From the research questions and the previously
collected data from the questionnaire and the language diaties, specific questions
or themes were added to the interview guide which, together with the language
diaries, formed a foundation for the interview. The interview guide functioned as
a supporting structure for the interviews, yet during the interview situations an in
situ reflexive approach was adopted wherever possible, and thus follow-up
questions were used freely. Therefore, prior to the interviews I made sure to
acquire a thorough understanding of the participants’ out-of-school language use
(as far as possible) through the questionnaire results and the analyzed language
diary entries. To accompany the interview guide and the language diaty, 1 also
prepared separate notes of each participant which included background
information, questions, or topics to explore further and information that needed
clarification. This was brought to the interview and significantly informed the
interview situation and helped in trying to maintain a reflexive approach. As

mentioned, the interview guide contained both themes and specific questions.
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When designing the interview guide as well as when conducting the interviews,
careful attention was paid to the wording and structure of specific questions, the
intonation and use of gestures and body language. Furthermore, by using the
diaries as foundation, emphasis was put on having questions rooted in everyday
situations, examples, or scenarios the participants easily could relate to. However,
the interviews aimed to let young adolescents at the age of 13—14 put their daily
language use, language ideologies, experiences, and perceptions of identities into
words. Such an ambition also posed a number of challenges which are discussed
at the end of Chapter 5.

Recognizing the difficulty in research interviewing, the interviews aspired to
adhere to the list of advice stated by Kvale (1997) as well as significant aspects to
consider when conducting reflexive interviews (see Thomsson, 2011). According
to Bryman (2016) ethical awareness constitutes an additional qualitative aspect of
the good interviewer, thus making sure that the respondent is fully aware of why
the interview is taking place and that the responses will be treated with
confidentiality. The interviewer must also remember to clarify the purpose for
conducting the interviews and declare the roles of the researcher and the
participant (Thomsson, 2011). All intetviews were audio-recorded, and the audio

files were imported into NVivo 12 and later transcribed to text-files.

4.5 The combination of methods

As described, the three research methods employed in this study collectively served
to explore the interplay of out-of-school language use, ideologies, investment, and
identities. Figure 4 below provides an outline of the information targeted in each
of the three methods.
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Figure 4 Outline of Information Targeted in the Three Methods
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Language ideologies
Future language use

As previously described and illustrated in Figure 4, the different research methods
provide multiple sources of evidence and jointly create convergent lines of inquiry
by addressing both mutual and particular aspects of the research questions.
Language use was addressed in all three methods but in different ways. While the
questionnaire served to map initial language use patterns in terms of frequency and
distribution, the language diaries aimed at providing more detailed descriptions
and rich self-reported accounts and the interviews allowed for further questions
addressing participants’ rationales for language use in different activities, domains
and with different interlocutors.
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5. Research Settings, Participants,

and the Process of Generating
Data

5.1 Introduction

This chapter begins with a description of the choice of research settings and
participants and the sampling procedures involved. The chapter also includes an
account of the process of gaining access to schools and participants. Thereafter,
the participating schools, settings and participants are presented, together with a
description of the procedures involved in conducting and administrating the
questionnaire. This is followed by a discussion of ethical and methodological

considerations.

5.2 The research settings

Since this study explores the language use, ideologies, and identities among young
adolescents in multilingual urban settings in Sweden, the research contexts are
represented by schools located in linguistically and culturally diverse
neighborhoods in the three largest cities in Sweden: Stockholm, Gothenburg and
Malmé. Including schools in these three cities served to provide a somewhat
broader picture of the out-of-school language use among young adolescents in
contemporary multilingual and segregated suburb areas in Sweden by generating
data from a variety of participants who all attend schools in areas of similar
sociodemographic structure. The three cities vary considerably in size, population
number and urban composition as well as in other demographic features.
However, despite their demographic and geographical differences, as main urban
spaces in contemporary Sweden, Stockholm, Gothenburg and Malmé also share
many similarities in terms of population distribution and residential and spatial
segregation. All three cities display similar patterns of socio-economic housing
segregation with a majority of people with migrant background living in low-

income neighborhoods, often located in the outer parts of the city (Nordstrém
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Skans & Aslund, 2010; Ministry of Culture, 2018; Salonen et al., 2019; Statistics
Sweden, 2007, 2018; Swedish Research Council, 2018). The conditions of life and
the dynamics involved in the process of shaping young people’s senses of social
inclusion and future expectations have been addressed by for example Dahlstedt,
(2018) who points to the role of material and symbolic dimensions manifested in
perceptions of individuals and groups but also how the neighborhood areas as
such — as segregated areas and public assumptions about them interplay (see also
Léon Rosales, 2010).

The sociodemographic characteristics of these urban areas render them
important as research settings when examining multilingual practices, and
emergent identities of young adolescents. Again, each of the cities has its own
particular characteristics and the different neighborhoods in which the schools are
situated may vary greatly in a number of demographic aspects. Still, the urban areas
situated in these three cities share a number of factors which make them interesting
as linguistic spaces. Due to housing segregation and current societal structures,
low-income urban areas tend to have a higher concentration of migrants and the
linguistic diversity of these neighborhoods ‘generates complex multilingual
repertoires in which often several (fragments of) ‘migrant’ languages and lingua
francas are combined’ (Blommaert, 2010, p. 7). The dimensions of mobility and
dislocations of language also contribute to the development of unpredictable and
complex patterns of repertoires and language use (Blommaert, 2010), making these
urban neighborhoods patticulatly valuable in inquities of language use and
sociolinguistic diversity. The linguistic diversity of these neighborhoods tends to
stand in stark contrast to the monolinguistic language use patterns dominating the
educational contexts and practices in which the young adolescents take part. This
discontinuity between home and school ‘s likely to carry long-term negative
consequences for their well-being, especially if their families and communities are
expected to negotiate it on their own and in the absence of sufficient material and
symbolic resources.” (Ortega, 2018, p. 3). Thus, researching how young adolescents
experience and navigate across different spaces and norms might increase the
knowledge and transdisciplinary understanding of how young people’s daily
language use may play a role in their investment in languages, ideologies, self-
perceptions, and emergent identities. Foregrounding the reported practices and
insights of young adolescents in these three main cities thus provides valuable and
important glimpses into the lives and dispositions of young individuals in

contemporary urban areas in Sweden.
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5.3 The participants

As seen in the previous research presented in chapter 3, the targeted age-groups
in studies exploring out-of-school language use, multilingual practices and
language ideologies range from young children to adults. However, studies
exploring the interplay of language use, language ideologies and identities through
the experiences of young adolescents remain scatce. On the issues of
multilingualism(s) and identities, researchers are becoming increasingly interested
in exploring children’s experiences and narratives of these matters for example
through the use of biographical approaches (see e.g., Busch, 2016). Howevert,
despite the increased scholatly attention to studies targeting the expetiences and
ideologies of children, studies involving young adolescents (11-14) are relatively
few. Hence, since the role of language in identity formation is becoming
increasingly recognized, investigating the relationship between language and
identity in young language users may shed light on how patterns of language use
and views of languages are manifested from a very young age.

This study used a purposive sampling strategy, particulatly focusing on young
adolescents in school years six and seven. In Sweden, pupils attending sixth and
seventh grade typically range in age from 11 to 14. Targeting young adolescents
aged 11-14 served a number of purposes. Young adolescents are likely to have
acquired the ability to reflect on themselves and consider multiple dimensions of
rather complicated concepts (see e.g., Spears Brown & Bigler, 2005). Furthermore,
young adolescents tend to be in the process of becoming increasingly aware of
themselves and the social world around and try to make sense of who they are,
how they perceive themselves and their possibilities for the future. Their previous
experiences of school-life also tend to make this age group able to critically reflect
upon experiences relating to education and learning. As demonstrated in eatlier
studies of youth populations in socioeconomically challenging areas, (Axelsson,
2014; Le6n Rosales, 2010; Swedish Agency for Youth and Civil Society, 2008)
adolescents in these areas are often well aware of the stigmatized perceptions of
these neighborhoods and their residents. The dimensions of social segregation as
affecting young adolescents’ perceived realities and self-images are an integral
aspect of this study of language use patterns. Exploring the language use,
ideologies, investments, and identities of young adolescents may provide valuable
insights into the role of language and ideologies in the dynamics involved in the

carly shaping of identities, sense of placement and imagined possibilities.
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Since this study explores the language use outside school, finding an
appropriate way of framing the age group of the participants sometimes posed
challenges. In this study, the participants are neither pupils nor learners, neither
children nor adolescents. Therefore, the term young adolescents eventually
seemed the most suitable, and is therefore used throughout the text when referring
to the participants in this study. In the descriptions of sampling procedures and
the process of administering the questionnaires, the term pupils will occasionally
also occur since the data was gathered in the school environment. However, in
preceding chapters when referring to previous research and works of others or
when discussing theoretical concepts, terms are used correspondingly and thus,

children, adolescents, learners, and pupils can occur.

5.4 Sampling procedures

To select settings and participants, a purposeful criterion sampling was initially
undertaken as a strategy to identify and select potential participants, (cf. judgement
sampling’ Milroy, 1987). Purposeful sampling served to identify individuals or
groups assumed to be especially informed in the researched phenomena (Creswell
& Plano Clark, 2011). However, due to difficulties in gaining access to schools, the
sampling was also a result of ‘opportunity sampling’ or ‘snowball sampling’ since
access to two of the schools was made possible through my own personal contacts.
Still, all but one of the participating schools fall within the stated critetia.
Compared to the other schools one of the two schools contacted through personal
contacts, has a slightly lower percentage of students with migrant background as
well as a slightly higher percentage of parents with high education background.
The statistics provided by the Swedish National Agency for Education and
Statistics Sweden served as a foundation for choice making and selection of
settings and schools contacted for potential patticipation. Based on the definitions
and descriptions currently used by the National Agency for Education, schools
with, what is considered a high percentage, 80% or more, (see Skolverket, 2005;
Skolverket, 2021) of students with a ‘foreign background” were included.
Consequently, in the selection of schools, the following two sampling criteria were

used:

¢ Term used by the Swedish Ministry of Education and in national statistics provided by the
National Agency for Education referring to pupils born abroad, or pupils born in Sweden of
two parents with a foreign background.
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1. The school provided teaching in school year 6

2. Number of students with a ‘foreign background’ was around 80 % or more

Due to organizational differences between schools, some schools do not offer
teaching in year six and were therefore not included in the sample. These included
schools organized from preschool class (F) to grade 3 or grade 5 (F-3; F-5) and
therefore these schools did not meet the first criterion for selection. Similatly,
schools offering grades 7-9 were excluded. Schools with a high percentage of
pupils of migrant background correspondingly also reported a low percentage of
parents with high educational level. Thus, schools with a high percentage of pupils
with migrant background combined with a low percentage of parents or caretakers
with high educational background were almost exclusively located in low-income
neighborhoods. However, it should be noted that educational level is only one of
many measures of socio-economic status and may not necessarily indicate
household income or other demogtaphic factors. It should also be pointed out
that since information regarding an individual’s higher education at times may be
missing, the actual number of individuals with higher education can be expected
to be much higher (Statistics Sweden, 2016). In this study, the percentage of
parents with a high education background provided an indication of the socio-
economic distribution among the pupils in the school and to some extent the
neighborhood as a whole, in which the school is situated. However, there may still
be great individual differences among the residents in the neighborhood and thus
parents’ or caretakers’ socio-economic status (either current or previous) and
educational level may vary greatly. It should also be mentioned that apart from the
proxy variables of socio-economic data in the questionnaire and questions in the
interviews, no other individual indices of socio-economic status are acquired.
Socio-economic status is thus primarily treated at school level and at local
neighborhood level based on national statistics for demographic data of socio-
economic status including income level, employment, and educational level.
Given the sequential explanatory design of this study, the sampling procedutes
also entailed making a selection of sub-samples for the qualitative methods
(language diaries and interviews). The questionnaire data results informed the
selection of the second sample for the language diaties. The results of the
questionnaire and the language diaries then informed the third sub-sample for
participation in interviews. Thus, the sampling procedure could be regarded as an
example of ‘nested sampling’ (Onwuegbuzie & Collins, 2007) in which the

qualitative sample consists of subsamples of the quantitative sample. The selection
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of sub-samples was determined based on stated criteria emerging from the
questionnaire data results also relied on accessibility. Due to the unforeseen global
circumstances of the pandemic which caused the delay of the qualitative methods,
the participants had to be contacted in school year 7 which required establishing
new contacts with the teachers in year 7. This also had an impact on the sampling
strategy. While the initial intention was to state criteria for sub-sampling of diaries
and interviews, owing to the circumstances the sub-samples had, primarily, to be

based on the schools and participants’ willingness to participate.

5.4.1 Gaining access to the field

After receiving the ethical approval in November 2019, all schools matching the
sample criteria in Stockholm, Gothenburg and Malmé were contacted through
email and/or telephone. The process of gaining access proved even more difficult
than anticipated. Very few schools replied to my e-mails and thus, e-mailing
requests for participation turned out to be a less successful approach. However,
the strategy of contacting schools via telephone also proved challenging, since it
often required repeated calls and conversations with school principals and teachers
before anything could be settled, even in cases when the school eventually decided
not to participate. When speaking to principals, a number of them (both
participating and non-participating) explained their school’s reluctance to
participate by the large number of requests they frequently receive from external
sources, researchers or university students, patticulatly teacher students, wishing
to conduct empirical studies or engage in other projects at their schools. These
schools are frequently subjected to academic interest and thus, the amount of
received requests may potentially be one among many other possible reasons
explaining the lack of responses. Apart from the general lack of responses, the
active choice of not participating from those who declined seemed to be due to a
number of reasons. Some principals or teachers referred to a general lack of time,
others specifically addressed the national tests given in yeat 6 as a main reason for
deciding not to participate. Others mentioned organizational or staff related issues
such as temporary facilities, staff shortage or staff mobility as major reasons for
choosing to decline participation. A few principals also reported taking an active
approach in rejecting anything that could risk taking the focus from pupils’ school
work and thus claimed to reject all types of external collaborations and
participations in research studies or other projects. It is important to acknowledge

that many of the schools listed for contact struggle with meeting the educational
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standards and criteria and work hard towards increasing the academic achievement
of their pupils. It should also be pointed out that the national exams in Swedish,
English and Mathematics are given in year 6 which may pose some particular
challenges. The exams do occupy a few weeks and assigned dates, especially during
Spring and thus, teachers’ experiences of time constraints on “regular” teaching
may likely influence their degree of willingness to participate. Some of these
schools may also be facing other socially related difficulties or a high degree of
teacher mobility. Thus, a complex combination of reasons may cause principals
and teachers to hesitate or decline participation in research studies or any other
external projects. Principals or teachers who did choose to participate, while
acknowledging the sometimes-strained conditions, showed interest in the project
and found the questionnaire, language diaries and interviews an acceptable
interference that could fit into their planned teaching schedule. These teachers and
principals also articulated the value they placed on allowing their pupils the
opportunity to participate in research. Some principals or teachers also referred to
how the questionnaire could offer interesting insights into their pupils’ out-of-
school language use which could be of benefit to both pupils and teachers. To
conclude, the process of gaining access and establishing contacts with schools
proved challenging and points to the difficulties involved in gaining access to the
field and especially gaining access to schools heavily strained by meeting
educational standards and criteria. Timing may also play an important part since
the work-load experienced may fluctuate during the school year and thus, the
response rate might have been higher if schools had been contacted eatly in August
and September. The difficulty experienced may also say something about the
importance of establishing and maintaining long-term contacts and relationships
with individual schools to enable future research projects.

The questionnaire was administered in Dec. 2019, February and March 2020
and the unforeseen global circumstances of spring 2020 unfortunately had an
impact on the sample size. The questionnaires conducted in March were most
notably impacted and the number of participants in the questionnaire was limited
due to increased difficulty in obtaining written consents. Sweden did not
experience a complete school lock down and all compulsory schools kept open
during Spring. However, teachers witnessed the absence of pupils as many patents
chose to keep their children at home during the first months of the pandemic.
Also, several of the teachers became unwell themselves or were at home in
quarantine. Likewise, school visits for generating data were neither permitted by

the university, nor appropriate by the time of Spring 2020. Thus, due to a number
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of different circumstances, the anticipated total sample of approximately 150

participants was finally reduced to 92 in total.

5.5 The settings and participating schools

The study was carried out with participants at schools located in the three
metropolitan areas in Sweden (Eurostat, 2018), which refer to the urban
commuting zones of Stockholm, Gothenburg and Malmé. In the following
paragraphs, the metropolitan areas are briefly presented and described with
reference to demographic characteristics, focusing patticularly on population
distribution, residential segregation, and urban outline. This is followed by a short
description of the neighborhoods in which the schools are located. Thereafter, the
schools are presented. To protect anonymity and confidentiality of the participants
and prevent identification, all communities, schools, and participants have been

given pseudonyms.

5.5.1 The metropolitan regions of Stockholm, Gothenburg,

and Malmo

The capital metropolitan region also known as the greater Stockholm area refers
to Stockholm County which has a population of approximately 2.4 million
(Statistics Sweden, 2020) and is divided into 26 municipalities. Stockholm is one
of the fastest growing cities in Europe with close to a million inhabitants (pop. 974
073) and comprises 14 boroughs with sub-districts (Statistics Sweden, 2020). Of
the participating schools in this study, three are situated in the metropolitan region
of Stockholm, two of them within the municipality of Stockholm and one placed
in one of the other 25 municipalities. As a second-tier metropolitan region, the city
of Gothenburg is defined as a large sized urban centre with a population of
579 281 (Statistics Sweden, 2020). It consists of ten city districts and the two
schools ate situated in two separate city districts both of which ate located in the
outer parts of the city of Gothenburg. Malmé is also defined as a second-tier
metropolitan region and is the third largest city in Sweden. With a population of
344 166, Malmo is defined as a medium sized urban centre. The school in Malmo

is located in a highly multilingual suburban area.
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5.5.2 The multilingual urban areas

As mentioned, the three cities vary considerably in size, population, urban
composition and other demographic features but also share similarities in terms of
residential segregation. Therefore, even if the residential urban areas in this study
may be different in a number of aspects, they still share similarities in terms of
demographic characteristics. The urban areas where the schools in this study are
located are all considered low-income areas often characterized by public rental
apartments. The majority of residents have a migrant background, and the areas
report low education levels and high unemployment rates. The different residential
areas all fall subject to ‘territorial stigmatization’ (Wacquant, 2007, 2008).

The three urban areas in the metropolitan region of Stockholm range in
population from approximately 10 000 — 16 000. In these ateas, around 20 percent
of the population are children and adolescents between the ages of 0—15. Among
the group of children and adolescents in these urban areas, around 75 percent ate
either born abroad or Swedish-born with parents with a foreign background. The
number of foreign-born residents is considerably higher compared to other
suburban areas within the same municipality. In terms of employment, the
suburban areas report lower employment rates compared to other areas within the
municipality and the number of people officially unemployed is also twice as high
compared to the municipality of Stockholm. The average income among the
population aged 20—64 is considerably lower than the average income in the inner-
city boroughs and the municipality of Stockholm as a whole. In Gothenburg, the
two schools are situated in two different suburban areas characterized by
socioeconomic and demographic statistics similar to the urban areas in Stockholm.
Both areas are characterized by large populations of migrants, low-income levels
and high unemployment rates. The neighborhood in which the school in Malmé6

is situated, reports similar characteristics except being smaller in size.

5.5.3 The schools

The participants attend a total of six schools: three in Stockholm, two in
Gothenburg, one in Malmé. The number of schools is the result of access and
willingness to participate. The distribution of schools (Stockholm 3, Gothenburg,
2, Malmé, 1) is thus unintentional. Even if the distribution of schools ended up
superficially reflective of the sizes of the three cities, this is simply coincidental.
The six schools are listed in Table 1.
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Table 1 The Schools

Stockholm Gothenburg Malmo
The Birch School The Pine School The Hazel School
The Oak School The Maple School

The Willow School

5.5.3.1 The Birch School (Stockbolm)

The Birch School is centrally placed in a suburban area of Stockholm located
approximately 20 minutes by public transport from the city centre of Stockholm.
The suburban area has a population of around 16 000 and approximately 60
percent have a migrant background. Of the total population, 19 percent ate
children and adolescents between 0 and 15 years old. The number of foreign-born
residents is considerably higher compared to other suburban areas within the same
municipality. The suburban area teports a lower employment rate compared to
other areas within the municipality and the number of people officially
unemployed is also twice as high compared to the municipality of Stockholm as a
whole. The Birch School has approximately 500 pupils ranging from age 6-15,
from preschool class to ninth grade. According to national statistics provided by
the National Agency for Education, during the school year 2019/2020, 86 petrcent
of pupils at the Birch School had a migrant background. The same school year,
parents with higher educational level is reported to be slightly above thirty percent.

5.5.3.2 The Oatk School (Stockbolm)

The Oak School is situated in an area in one of the 14 boroughs in the municipality
of Stockholm approximately 30 minutes in commuting distance from the city
centre. With a population of around 12 000, 21 percent of the population are
between 0 and 15 years old and among the group of children and adolescents, 74
percent are either born abroad or Swedish-born with parents with a foreign
background (cf. Stockholm municipality 29%). The urban mean income is
considerably lower than in the inner-city boroughs and the municipality of
Stockholm as a whole. Unemployment figures are approximately double those for
Stockholm municipality (6% and 3% respectively). The Oak School has
approximately 300 pupils in the ages of 613, from preschool class to sixth grade.
During the school year 2019/2020, 81 percent of pupils had a migrant background
and 36 percent of the parents had a higher educational level background.
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5.5.3.3 The Willow School (Stockholm)

The Willow School is located in a suburban area within the municipality of
Stockholm. The suburban area has a population of around 10 000 and 22 percent
are in the age group 0—15. Of children and adolescents between the age of 0—15,
73 percent are either born abroad or Swedish-born with parents with a foreign
background. The Willow School has approximately 350 pupils between ages of 6—
13, from preschool class to sixth grade. During the school year 2019/2020, 70
percent of the pupils had a migrant background and 46 percent of the parents had
a high education background. The school is situated in a neighborhood which, in
contrast to the other visited neighborhoods in this study, comprises of a

combination of public housing apartments and small houses.

5.5.3.4 The Pine School (Gothenburg)

The Pine School is situated in a city district of Gothenburg with a total population
of over 50 000 but the sub-district area in which the school is situated has a
population of around 5000 residents of which 24 percent are between the age of
0-15. In the sub-district area, over 70 percent of the population has a migrant
background. The unemployment level is considerably higher compared to
Gothenburg as a whole and the mean income is below average. The Pine School
has around 350 pupils between the ages of 10-15 and at the time of the
questionnaire study, 88 percent of the pupils at the school had a migrant
background and 35 percent of the parents had a higher education background.

5.5.3.5 The Maple School (Gothenburg)

The Maple School is located in another city district of Gothenburg with a total
population of more than 50 000 residents. The number of residents in the sub-
district area in which the school is situated has around 8 000 residents. Of these,
23 percent are children and adolescents between the ages of 0—15. More than 70
percent of the population has a migrant background. The Maple School has
around 300 pupils between the ages of 615 from preschool class to ninth grade.
At the time of conducting the questionnaire study, 87 percent of the total number
of pupils attending the school had a migrant background and the parents with

higher education background were reported as 46 percent.
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5.5.3.6 The Hazel School (Malpo)

Located in one of the five city district areas in Malmd, the Hazel School is situated
in an urban neighborhood with a population of around 3500 residents. In the
neighborhood, approximately 70 percent of the residents have a migrant
background. At the time of administering the questionnaire, the Hazel School had
around 500 pupils between the ages of 0—15, from preschool class to ninth grade.
Of the total number of pupils, 87 percent had a migrant background and parents

with higher education background was estimated to 29 percent.

Table 2 Demographic Statistics of Schools

Number of Pupils of Parents with
pupils migrant higher
(approx.) background educational
background

The Birch School 500 86% 32%

The Oak School 300 81% 36%

The Willow School 350 70% 46%

The Pine School 350 88% 35%

The Maple School 300 87% 46%

The Hazel School 500 87% 29%

5.6 The participants in the study

The participants in this study consist of a total number of 92 pupils in the 6th —7th
grade from each of the six presented schools in Stockholm, Gothenburg and
Malmé. The participating young adolescents make up a linguistically and culturally
heterogenous group. A majority of the patticipants (63%) were born in Sweden.
Of the participants, 34 were born abroad and the participants’ responses to
country of birth include a total of 22 different countries. Of the 34 participants
born outside Sweden, their stated age at arrival varies considerably. Most of these
participants have arrived in Sweden between the ages of 6-11. The length of
residence of some of the participants is less than four years and, therefore, they
are considered newly arrived students. Others arrived in Sweden at a young or very
young age. It is important to acknowledge that the background information is self-
reported and questions, in particular questions of age at arrival and past events of
the kind may be difficult for the participants to remember accurately.
Consequently, the information about this, is rather uncertain. Although the
majority of the participants reported being born in 2007, two of them stated 2006
as year of birth and another two participants reported the year 2008. At the time



RESEARCH SETTINGS, PARTICIPANTS, AND THE PROCESS OF GENERATING DATA *

of conducting the questionnaire, the participants’ stated ages ranged from 11-14.
The sample consisted of 43 girls and 48 boys, two of the participants did not state
their gender. The linguistic backgrounds of the sample displayed a high diversity
and 39 named languages appeared in the total data set. In the stated responses to
the question of “mother tongue”, 47 different combinations of languages were
stated. Of these, Arabic was the most common (28%), followed by Kurdish
Languages (8%). The total (39) named languages stated in the participants’
responses are presented in the Table 3.

Table 3 Named Languages Represented in Participants’ Written Responses

Albanian English Pashto Swedish
Amharic Farsi Persian Thai

Arabic French Polish Tigrinya
Assyrian Neo-Aramaic Greek Punjabi Twi
Bosnian Kurdish Languages Romani Ukrainian
Cantonese Lingala Romanian Urdu
Chinese Mandarin Russian Vietnamese
Croatian Mandinka Serbian Wolof
Danish Mongolian Somali Urhobo

Dari Moroccan Spanish

Twenty-five participants reported having received previous schooling in one or
two other countries. In the responses, a total of 21 different countries were stated.
Two of the 25 participants reported having a previous school background in two
different countries. The participants’ responses to previous school background
included a wide range of geographical contexts.

The countries stated by the participants as the previous contexts of schooling
are presented in Table 4.
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Table 4 Countries of Previous School Background

Bosnia Iraq Pakistan

Canada Ireland Palestine

Denmark Jordan Poland

Egypt Kurdistan Serbia

Eritrea Lebanon Syria

India Mongolia United Arab Emirates
Iran Nicaragua Vietnam

As mentioned, the majority of the participants ate born in Sweden and thus, share
joint contextual experiences of schooling in Sweden. However, more than one
third of the participants have migrated to Sweden and arrived at different ages.
Thus, the young adolescents in this sample form a heterogenous group of migrant

and non-migrant trajectories and past experiences of schooling.

5.6.1 Background information

The questionnaire contains a number of questions aimed at gaining background
information of each participant to explore the linguistic backgrounds, language use
in different domains and estimated years of exposure to Swedish and English.
Questions include gender, country of birth, school background in other country,
age of arrival and what language(s) the participants consider as their mother
tongue(s). As mentioned in chapter four, despite its controversy, the term ‘mother
tongue’ is used in the questionnaire. This was decided based on the results from
the pilot studies in which alternatives like ‘first language’ or equivalents seemed to
cause confusion among the pupils. Thus, to increase face validity and make sure
the participants would recognize the terminology, ‘mother tongues’ was chosen.
This is also the term currently used in the curriculum and other policy documents
provided by the National Agency for Education. However, as for all other
questions in the questionnaire, the questions targeting background information
rely on self-reported information. Thus, the information obtained from the
background questions may be rather uncertain since participants may have
difficulty accurately remembering their age of arrival or eatly language exposure or
have different interpretations of what the question targeting their first languages
actually entails. Even though the question is phrased to suggest the possibility of
multiple languages, individuals may still have different interpretations of the
question and whether they consider it possible to have multiple first languages. In

order to attempt to inctrease the certainty of the responses, when administering the
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questionnaire, the participants were informed about this question and the
possibility of having multiple first languages.

To further explore the linguistic backgrounds and environments, other
questions in the questionnaire were used to confirm (or contradict) information
gained in responses to other items and to form a holistic picture. Such questions
include attendance in mother tongue instruction, early language exposure and the
languages used in different domains and with different interlocutors. Even though
measures were taken to increase the degree of certainty, the information is still
self-reported and as such remains uncertain. Also, and most importantly, the age
of the participants and previous life histories may make it difficult for some to
remember early childhood language exposure. In addition, this may be the first or
one of few previous occasions where they have been asked to think about these

issues. Background variables are listed in Table 5:

Table 5 Background Variables in Questionnaire

Variables

Participant ID

Gender

Birthyear (and month)
Country of birth

Age at arrival

School background
Country school background
Mother tongue language(s)

5.7 The process of generating data

5.7.1 The questionnaire — administering procedures

The first part of the study which comprised the questionnaire, was conducted
between December 2019 — March 2020 in Gothenburg, Stockholm and Malmé.
All participants received written and oral information about the study and were
able to ask questions about the project, purpose of participating, anonymity and
confidentiality. Parents and caretakers had received written information and a
written consent form, in which they actively had approved participation in the
questionnaire and subsequent language diaries. Participants, parents and caretakers
were given information in accordance with ethical guidelines and were made aware
of the fact that they could withdraw their participation at any given time (see

appendices E, F, G).
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The administration of the questionnaire followed the same predetermined
procedures and instructions and was administered and completed in my presence.
Before handing out the paper and pen questionnaire, I informed the pupils about
the outline of my visit and gave them instructions in agreement with the teacher
on what to do after completing the questionnaire. As an introduction to the
questionnaire, I asked the pupils about typical things they do after school and what
languages they use in different activities and made a mind map of their answers on
the classroom white board. This introductory and preparatory activity served to
awake interest and prepare them to think about what they do after school. It also
helped to create a joint understanding of what daily out-of-school activities may
encompass. Furthermore, engaging the pupils in interaction helped to ease the
formality of the situation and allowed them to become more familiar with me and
I with them. The pupils were then presented with the questionnaire, the layout and
its content. I advised them to read the instructions and every item carefully and
also informed them about how some questions were to be answered by ticking a
box, while others were answered by a written response. The pupils were also
specifically informed about questions 2 and 3 (see questionnaire in appendix A)
which address time spent on different activities using different languages. I
mentioned to the pupils that time spent on different activities naturally may vary
over time but instructed them to think about a typical day and answer in
accordance with what they consider to be an accurate reflection of what they
usually do. Since I had noticed from the piloting that pupils tended to leave a blank
response if they did not engage in a certain activity in a certain language, I explained
the importance of actively demonstrating their responses and asked the pupils to
always indicate their response by ticking the corresponding box. Finally, before
handing out the questionnaire, the pupils were instructed to complete the
questionnaire individually in their own time and to maintain a quiet and
comfortable environment. The pupils wetre also asked to address me or their
teacher whenever something in the questionnaire was unclear or if they had any

other questions.

5.7.2 The language diaries
The language diaries were conducted during fall and early winter 2020-2021. 50

language diaries were included in the study with the following distribution between
the three participating settings: Gothenburg #=24, Malmo, #=12, Stockholm
n=14, (girls=206, boys=24). Of this sub-sample in which the majority were born in
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Sweden, 16 reported a migrant background from the following countries:
Afghanistan (1), Denmark (1), Egypt (1), Eritrea (1), Iran (1), Iraq (1), Ireland (1),
Kurdistan (1), Nicaragua (1), Nigeria (1), Poland (1), Saudi Arabia (1), Somalia (1),
Syria (3). Of these, eight had arrived in Sweden within the past four years and were
thus considered ‘newly arrived students’. Besides the reported use of Swedish and
English, the following 24 named languages occurred in the language diary material:
Albanian, Arabic, Assyrian Neo-Aramaic, Bosnian, Cantonese, Danish, Dari, Farsi,
Japanese, Kurdish Languages, Korean, Lingala, Mandarin, Mongolian, Pashto,
Polish, Romanian, Romany, Serbian, Somali, Spanish, Tigrinya, Turkish, Twi. The
participants were thirteen or fourteen at the time of completing the language
diaries.

Initially the language diaries were designed with the intention of being a paper
and pen activity. The reason for this was that writing by hand could be
advantageous in activities that aim to have participants reflect on everyday habits
and stimulate their metalinguistic awareness. This decision was also made with the
consideration that access to computers may differ between schools. The
participants at the Hazel school in Malmé completed the language diaries in school
as a paper and pen activity in my presence. However, as the pandemic situation
towards the end of 2020 prohibited school visits and travels, the language diaries
conducted with the participants at the Birch school in Stockholm as well as with
the participants at the Pine school in Gothenburg were distributed digitally in
collaboration with the class mentors. The fact that the majority of language diaries
were conducted digitally whereas the Malmé sample was completed using paper
and pen may have had an impact regarding the length of responses, participants’
dispositions towards the task as such, their inclination to write and so forth.
Throughout the analytical stages, the potential consequences of the differences
between these two modes of praxis have been taken into consideration.

At the Hazel school in Malmé, the participants were introduced to the language
diaries by the researcher, and they had the chance to ask questions. The
introduction involved making sure the participants had understood the purpose of
the language diaries, what they were going to do, and to exemplify what an entry
may contain. Each pupil received a booklet containing the language diary format
for each day, covering the stretch of one week. The first page also included the
instructions so the patticipants or their teachers had the possibility to return to
them if needed (see appendix C). A week later, I returned to Malmé to collect the
diaries and my visit to the school also allowed the opportunity to talk to

participants about their experiences and thoughts about writing the diaries and
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their daily out-of-school language use. To talk with participants and hear their
comments provided valuable input which helped to inform the process of
analysing the language diaries.

As mentioned, due to the pandemic situation, the language diaries with
participants at the Birch school in Stockholm were conducted online in
November/December 2020. In collaboration with the teacher, the language diary
was prepared in digital format using Google classroom. The participants were quite
familiar with working in Google classroom which I also had witnessed myself
during my first visit almost a year earlier. Before the participants received the
language diaries, I met with the class online to give them a short introduction with
instructions, and they were also given the possibility of asking questions. Meeting
with the participants again and reminding them of the research project was also
important considering the long time that had elapsed since my last visit to the
school in the winter of 2020. The instructions clarified the purpose of the language
diaries and exemplified possible content areas. The introductory information
session also contained an imaginary example to illustrate what a diary entry may
look like. The participants filled in the diary as a task either in school or as
homework on their computers over the stretch of one week. The participants also
received a set submission date for when the language diary was to be completed.
The teacher then forwarded the diaties to me digitally. In practice this meant that
I received temporary access to the Google classroom files. After downloading the
files, I contacted the teacher who immediately removed my temporaty access to
secure the files and privacy of the participants.

The language diaries at the Pine school in Gothenburg were completed in
Spring 2021. In collaboration with the class mentor, the language diaties were
distributed digitally using Google classtoom. As with the participants in
Stockholm, the pupils at the Pine school were quite familiar with the digital format
and completed most of their tasks online. Due to the constraints of the pandemic,
the teacher introduced and informed the pupils about the writing task and they
completed the language diaries without me present. After completing the diaties,
the teacher allowed me temporary access to download the participants’ language

diaries.
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5.7.3 The interviews
Interviews with a subsample of 16 participants were made during Fall 2020 and
Spring 2021. A list of interviewed participants including sociolinguistic profile
information is presented in Table 6.
Table 6 List of interviewees including sociolinguistic profile information
Pseud. Age Stated Age at School Stated “MT” Languages in Named Participation
name country arrival  experience languages family languages in in MTI
of birth from other interactions use* classes
countries
Andres 14 Nicaragua 9 Nicaragua “Spanish” Spanish/Swedish spa, swe, eng Yes (spa)
Isabel 14 Sweden’ 1 Ireland and “English” English/Swedish/  eng, swe, spa, No
Poland Spanish/ Polish pol, jpn?
Hilal 13 Sweden - - “Arabic” Swedish/Arabic swe, ara, eng Yes (ara)
Grace 13 Sweden - - “T'wi/English” Twi/English swe, eng, twi Yes (eng)
Avin 13 Sweden - - “Kurdish” Kurdish®/ Swedish  swe, eng, kur Yes (kur)
Jamilah 13 Sweden - - “Arabic/Swedish” Arabic ara, swe, eng No
Hamid 14 Sweden - - “Kurdish” Swedish/Kurdish!®  swe, kur, eng No
Ali 14 Syria 11 Lebanon “Arabic” Arabic ara, swe Yes (ara)
Ermin 13 Sweden - - “Bosnian and Swedish rom'!, swe, eng, No
Romany” (bos)
Lana 13 Sweden - - “Kurdish” Kurdish!? swe, kur, eng No
Vanya 13 Sweden - - “Pashto & Farsi” Pashto/ Swedish/  swe, pus'3, eng, No
Farsi fas!, kor!>
Salim 13 Sweden - - “Arabic” Arabic/Swedish ara, swe, eng, jpn ~ No
Iman 14 Syria 9 - “Arabic” Arabic ara, swe, kur Yes (ara)
Lisa 13 Sweden - - “Chinese”!® Swedish swe, chi(cmn), Yes
/Mandarin eng (cmn/chi)
Dino 13 Sweden - - “Bosnian and Swedish/Bosnian swe, bos No
Swedish”
Asim 14 Syria 8 Syria and “Arabic” Arabic/Swedish ara, swe, eng Yes
Jordan

Note. Age refers to the age of the participant at the time of the interview

*stated in order of self-reported frequency and familiarity (Here presented using
abbreviations from the ISO 639 code system)

The first round of interviews was made with participants in Malmé in October
2020. Due to the pandemic situation which again worsened at the end of fall 2020,
the interviews in Stockholm and Gothenburg had to be postponed to the end of
Spring in May and June 2021. All interviews were audio-recorded and carried out

in the school setting during school hours. The individual interviews took

7 Born in Sweden, moved to Ireland as an infant.

8 Japanese

9 Sorani (also known as central Kurdish)

10 Feyli (sub-dialect of Southern Kurdish spoken by Feyli Kurds ptimarily in the borderlands between Iraq and Iran and in
Baghdad)

1 Romany

12 Sorani

13 Pashto

14 Participant uses the term “Farsi”, the used ISO code is fas which refers to Persian at macrolanguage level.

15 Korean

16 The patticipant stated Chinese (chi) in the questionnaire and used mandarin (ISO 639 code: cmn) in the language diary.
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approximately 20—30 minutes and were conducted in available spaces separated
from the participants’ classrooms. Efforts were made to ensure that the interviews
took place in a familiar and quiet setting where the participants would feel calm
and not be distracted or disturbed by other pupils at school. A few minor
occasional disturbances from curious pupils did occur, as could be expected in a
school setting, but not to the extent that it had an apparent impact on the
interviewee or the interview situation. The language diary laid the foundation for
the interviews and served as a starting point to invite the participants’ engagement.
The individual semi-structured interviews followed the themes and questions
stated in the interview guide, but the range of content and issues addressed varied
slightly between interviews depending on the participants’ accounts. During the
interviews I aspired to maintain an ‘active and methodical listening’ (Bourdieu,
1999a, p. 609) in order to follow the participants’ accounts and adopting an in-the-
moment reflexive methodological approach. This served the purpose of staying
attentive to the effects of the social relationship and tacit structure inherent in the
interview situation and as far as possible reduced any effects of symbolic violence
manifested through asymmetric power relations (Bourdieu, 1999a, pp. 609-610).
In so doing, the interviewees were the centre of the conversation and to establish
a trusting, albeit temporary, social relationship, great emphasis was put on
manifesting authentic engagement and availability, listening attentively and to
‘honour the consequences of acting with genuineness’ (Glesne, 1999, p. 105). The
analyses of the language diaries and the biographical information obtained from
the questionnaires constituted crucial sources of information in the interview
situation. Having an understanding of each individual’s reported language use
patterns, linguistic and cultural biographies, family and friend constellations,
leisure activities and interests became central and enabled me to increase the ‘social
proximity and familiarity’ (Bourdieu, 1999a, pp. 609-610) with the patticipants.
The strive towards gaining trust and increasing proximity and familiarity was also
greatly facilitated by both my previous teaching experiences and research
knowledge. These prior experiences and understandings helped to inform and
contribute to the interview situation by providing a familiarity with aspects
concerning languages in use, regional dialects, migrant trajectories, social

conditions and language use patterns.
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5.8 Reflexivity and ethical considerations

Throughout the research project, several ethical considerations have been taken
into account. Both initially when approaching the research project, and during the
research process as situations and citcumstances continuously have given rise to
ongoing reflections of ethical issues and dimensions relating to different phases in
the research project. The attempts to adopt a reflexive research practice have
entailed a continuous self-awareness and critical reflection of my own potential
biases and predisposed subjectivities and their possible influence on the research
practice. Throughout the project, personal thoughts and reflections have been
documented in simple reflective journal notes in order to keep a record of my own
perceptions as the study unfolded. This routine has been helpful in all aspects of
the research practice, to process thoughts and observations and to question and
move beyond initial presupposed assumptions and viewpoints. Having a former
background of teaching young adolescents of the same age group, and with similar
linguistic and cultural backgrounds as the participants, is likely to have shaped and
informed my understanding of the studied phenomenon. While my previous
professional experiences undeniably have influenced my research interest and
chosen topic of study, it is important to acknowledge their influential impact on
the research project as a whole and on various phases. Previous expetiences of
working in linguistically and culturally diverse settings may also impact
epistemological assumptions, methodological choices and interpretations of
responses and reported accounts. Being aware of and keeping track of my prior
experiences, biases and predisposed subjectivities has been essential in striving to
maintain a reflexive approach and situate myself in the research project and
carefully consider my role as a researcher. However, besides acknowledging the
influence of the researcher’s own habitus on the research undertaken, it is also
important to try to move beyond the individual and consider ‘the most essential
bias’, namely ‘the invisible determinations inherent in the intellectual posture itself,
in the scholarly gaze’ (Bourdieu in Wacquant, 1989, p. 34). Thus, rather than
settling for self-absorbed contemplations of the individual researcher’s
positionality and dispositions, reflexivity from a Bourdieusian perspective also
entails a constant scrutiny of the ‘scientific unconscious embedded in theories,
problems (and especially national) categories of scholatly judgement’” (Wacquant,
1992, p. 40). This requires a careful exploration and contemplation of the taken
for granted realities and the ‘unthought categories of thought which delimit the
thinkable and predetermine the thought’ (Bourdieu, 1990b, p. 178). The
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complexity involved in combining divergent research traditions and practices also
gives rise to issues of reflexivity. Not only how to think about one’s own
subjectivities, but also to include an epistemic reflection of the hidden bias in
theories as well as consideration of the subjectivities of the participants.

This view which implies reflexivity as requirement (see Bourdieu & Wacquant,
1992, p. 38) relates to the validation framework by Dellinger and Leech (2007) and
what they identify as the foundational element. In their view, #he foundational element
refers to the ‘researchers’ prior understanding of a construct and/or phenomenon
under study’ (Dellinger & Leech, 2007, p. 323) which they believe could be
important as evidence for ensuring construct validity. Other scholars have also
addressed the role of prior understandings. For example, as argued by Beach et al.
(2000, p. 502), since we always rely on prior knowledge, the question is not about
breaking away from previous knowledge. The challenging problem is rather, ‘how
to capitalize on prior knowledge and use it to extract as much new knowledge as
possible from the findings.” (Beach et al., 2006, p. 502). Rather than necessarily
viewing our prior knowledge and understandings as disadvantageous they can
form part of a quality criteria which, however, needs to be carefully exploited
through constant critical examination and reflective practice. During the research
process, it became continuously evident how every school visit, every encounter
with participants, every reading or conceptual acquaintance or every analysis
affected and forced thinking and thus continued to change the subjectivities I
brought to the study. Likewise, the participants’ subjectivities might have varied
throughout the process. Patticipants’ subjectivities may shift and evolve due to
issues relating to the participants’ different individualities and circumstances but
also as they become more acquainted with the topic at hand and in this case
increasingly aware of their daily language use and dispositions. Hence, as patt of a
reflexive research approach it is important to be aware of not only the subjectivities
of the researcher, but also the subjectivities of the researched participants, and how
subjectivities may alter and develop in interaction and throughout the research
process. The reflexive practice also involved an awareness and consideration of
how my presence as a visiting researcher was perceived by the participants.
Without any previous acquaintance with the participating pupils, the position of
the researcher, at least initially, could be likened to that of a visiting stranger. This
required considerations of how to present the study, engage interest and establish
trust in the very first encounters with the participants. In the present PhD-study,
the role of the researcher was mainly characterized as that of an outsider. The role

of the physical characteristics of the visiting researcher and its presupposed
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connotations should not be underestimated. The physical characteristics of the
researcher and what these features might represent need to be taken into account
as they unwittingly might shape participants’ perceptions and assumptions of the
researcher’s background. Such assumptions might include: what the researcher is
interested in knowing, the range of the researcher’s knowledge and comprehension
of the phenomenon studied, and the perspective and dispositions from which the
researcher enters the research setting and the research inquiry. In this case, my
stereotypically Scandinavian appearance might prompt assumptions of my
representation which might have influenced participants’ perceptions and
responses. My presence in the schools was generally met with curiosity and the
participants showed great interest in participating and sharing their thoughts and
experiences of their out-of-school language use. However, at times my presence
also seemed to generate or bring to light an awareness among the pupils of societal
structural divides, bringing attention to the outsider/insider dynamics with me
representing a non-resident visiting guest and stranger. For example, some pupils
made expressions which can be seen as positionings or manifestations of both
allegiance and resistance with stereotype image representations of themselves as
inhabitants in their local neighborhoods, verbalizing perceptions such as ‘this is
how we speak in ‘the projects’ 17 (my translation from Swedish: ‘det dr sa hir vi
pratar i orten’) or ‘you know she wants to know how we speak in the ‘projects’ (my
translation from Swedish: ‘Du vet, hon vill veta hur vi pratar i orten’). These
expressions illustrate how the young adolescents sometimes positioned themselves
as speakers belonging to the local context and its youth speaking
community/practices.

Research targeting young adolescents requires continuous and careful
reflections of potential ethical issues or dilemmas. Besides issues concerning the
researcher’s role in relation to participants and concerns of potential power
relations, age-related dimensions may also require particular ethical considerations.
Research with young participants poses challenges and consideration of a number
of different aspects such as the young age of the participants and the sometimes-
difficult content and questions addressed. As mentioned, in the design of the

questionnaire and language diaries, particular considerations were made with

17 Approximate translation. The Swedish word ‘orten’ is a shortening of the Swedish word
‘fororten’ which means ‘the suburb’ and can most closely be compated to the American
‘projects’ or the British ‘urban housing estate’. However, henceforth, the Swedish term ‘orten’
will be used without translation.
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regards to the young age of the participants concerning general comprehensibility.
Therefore, attention was paid to the language use in written instructions and items
in terms of word choice and sentence structure. The role of the participants’ age
was also allowed for in the organization of texts through careful consideration of
length of instructions, organization of items and overall layout. Efforts were also
made to ensure that questionnaire items were formulated with consideration to the
participants’ potential language backgrounds and potential previous migratory
experiences.

Prior to the data generating phase, the project applied for an ethical review and
obtained an ethical approval by the Swedish Ethical Review Authority, November
12, 2019. The ethical review application included a project plan, data generating
instruments and materials as well as information to participants and letters of
consent. When conducting research with children under the age of 15, informed
consent from parents or catetakers must be collected in order for participants to
take part. The process of obtaining participants’ consent includes making sure
participants and their parents or caretakers are thoroughly informed about the
study. It involves enabling participants and caretakers to ask questions about the
project and provide sufficient time to decide (Morrow, 2008). Since the
participants are young, it becomes even more important to provide pertinent
information in order for them to make an informed decision. All patticipants have
received oral and written information about the research project and have been
able to ask questions. Parents and catetakers received written information about
the project followed by a written consent form, in which they actively approved
participation. The information letter and written consent forms have been
developed in accordance with the guidelines provided by the Swedish Ethical
Review Authority. All participants have received oral and written information
about their right to withdraw their contribution to the project without reason and
with no detriment to themselves. Furthermore, the information and the written
consent letters included information of how the anonymity of individuals and
schools will be protected (see appendices E, F, G).

5.9 Challenges and limitations

The different research methods each have their own specific challenges and
limitations and raise particular concerns of validity and reliability. The following
section addresses some of the challenges and limitations and discusses potential

methodological weaknesses and biases. In doing so, issues of validity and reliability



RESEARCH SETTINGS, PARTICIPANTS, AND THE PROCESS OF GENERATING DATA *

are addressed. The discussion of validity and reliability also includes aspects

regarding the procedures involved in sampling and the phases of generating data.

5.9.1 Challenges and limitations concerning the

questionnaire

One limitation with using a questionnaire concerns the fact that a questionnaire is
self-reported data which raises issues of whether the participants’ responses are
honest and correct (see e.g., Cohen et al., 2018). Questions can be misunderstood,
and participants may not know or remember the correct answer but still feel
inclined to give a response. Participants may also answer questions in a way they
believe is socially desirable and edit their responses to please or impress (see e.g.,
Cobhen et al,, 2018). To establish contact with the participating adolescents and to
increase the response rate and strengthen the reliability, the questionnaire was
administered and completed in my presence. It enabled participants to engage in
conversations and ask questions directly to me which contributed to transparency
and yielded valuable insights to the research process which otherwise would have
been lost. Being present not only helped to gain valuable information and
knowledge that informed the research project as a whole but also facilitated the
data processing stage when computing and interpreting questionnaire responses.
However, the presence of the researcher could also have a negative impact as the
researcher’s presence may influence the participants’ responses by having
participants feel inclined to give answers they think the researcher would like or
answers they believe are considered accurate or appropriate (Cohen et al., 2018).
The researcher may also be perceived as a symbolic representation of the linguistic
hegemony which may have a negative effect by reinforcing certain ideologies in
the data (Ganuza & Hedman, 2017).

The questionnaire, which consists of 25 tasks, is comprehensive. However, in
designing the questionnaite, careful considerations were made regarding layout and
organization of items to create variation, engage interest, and avoid participant
fatigue. Nevertheless, it is important to recognize that a questionnaire of this
length may be challenging for some participants and a few also commented on the
length of it and found it difficult to complete. However, the vast majority of the
participants immediately engaged in the topics and showed no signs of difficulty
in completing the questionnaire. This may be due to a number of reasons. Despite
possible concerns, it is reasonable to assume that since the topics mostly concern

everyday activities the content is easy to relate to and may therefore attract interest.
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Answering questions about out-of-school language use and attitudes may also be
a relatively uncommon activity which in itself may awake interest. As a fairly
straightforward task, the questionnaire may also be seen as a welcome distraction
from the daily routine. However, questions of language use seemed to attract
particular interest as many participants started to engage in conversations about
their language use and a genuine interest was also reflected in the way the
participants meticulously filled in the open-ended questions of their out-of-school
language use or made comments in the margins. As described in chapter 4, much
attention has been paid to the content and terminology used in the questionnaire.
The questionnaire does contain questions which distinguish between named
languages but also included multiple open-ended formats. The use of named
languages served to map the participants’ use of Heritage Languages, Swedish,
English and additional languages in a range of out-of-school receptive and
productive activities. The open-ended questions were used to map patterns of
language use in interactions with different interlocutors, in organized activities and
future language use. Distinguishing between named languages was part of this
thesis, yet in doing so there is a possibility that the use of named languages
influenced the participants’ answers in the open-ended questions. Even so, the
open-ended questions allowed answers in which participants were able to bring
nuance and add information or make comments whenever necessary.

To establish face validity, efforts were made to ensure that the content, as far
as possible, would correspond to the participants’ range of potential out-of-school
activities. This entailed making sure that most activities would be recognized by
the patticipants while still including a wide enough range of different activities but
also that instructions and questions anticipated and allowed for responses
reflective of multilingual language use and interaction.

The open-ended questions were useful in obtaining rich information. Some
participants kept the responses to the main languages in use whereas other would
include all languages as part of their repertoire. For example, some participants
included the modern European languages they attend at school such as Spanish,
French, German in their responses both with regard to oral interactions with
family, relatives, and friends but also elsewhere in the questionnaire. With self-
reported data, there is of course a possibility that the participants actively use these
languages at home because of their multilingual trajectories. However, considering
the fact that European languages like French, Spanish and German are introduced
in year 6, the participants have just begun taking classes in these languages and

thus, it is reasonable to assume that the participants therefore consider them part
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of their repertories at home, though the use of these languages might be limited to
occasional instances of homework practices.

It is important to note that the questionnaire constitutes one of three methods
used in this study. It was designed to be followed up by qualitative methods in the
forms of language diaries and interviews. Apart from targeting issues of
participants’ language ideologies and perceptions of language and identities, the
qualitative methods further expand on the questionnaire by exploring the
participants’ language use and linguistic profiles in greater detail. In the next
chapter, some first preliminary results from the questionnaire are presented,

focusing on the participants’ language use in different out-of- school activities.

5.9.2 Challenges and limitations of using language diaries

Since diaty entries (like the questionnaire) constitute self-reported data, diary
studies have been subjected to critique, raising concerns of whether self-reported
diary accounts can provide accurate reflections of individuals’ experiences (Bailey
& Nunan, 1996). Other concerns raised by critics involve the fact that the data of
diary-entries rely on the commitment of participants and might be influenced by
their metalinguistic awareness (Bailey & Nunan, 1996). These concerns are
important to acknowledge and were also to some extent noted in this study. Many
participants completed the language diaries with a seeming interest in wanting to
report their daily language practices. However, the degree to which patticipants
reported their language use varied. Some participants would include various details
about their language use in different situations and activities, give examples of
interactions and provide rationales, whereas others would be briefer in their
accounts, include few details or examples and sometimes forgot to report the
languages used. Thus, the language diaties showed great variety in the way
participants reported their language use. This variability of written accounts might
be due to a number of aspects such as the participants’ interest in the topic, their
metalinguistic awareness of language use in different practices, their preference for
writing, their preference for this particular writing task, their language familiarity
and so forth. The instructions and grid format of the language diaties (as well as
the questionnaire items and the interview questions), were given in Swedish. The
majority of the participants completed their diaries in Swedish. Of the fifty
language diaries, only one recurrently included elements of Heritage Languages in
the diary accounts. There is a possibility that mote strongly encouraging pupils to

complete the language diaries using whatever languages they prefer would have
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benefitted some participants. However, when later asked about whether they
would have wanted to complete the diaries in any of their Heritage Languages, not
one of the participants reported an interest in doing so. Still, to not more clearly
encourage the use of multiple languages in the diaries can be seen as a limitation
which could have been avoided by more clearly stating it as a possibility in the
instructions to the language diaries. Yet, such an approach would have implications
which would require preparations and established routines when interpretating
accounts at the analytical stage.

Nonetheless, despite the above-mentioned concerns which do need to be
considered when using self-reported diary material, the language diaries in this
study have confirmed reported experiences from previous studies regarding the
strong potential of the method. Using language diaries in this study proved
beneficial, not only in engaging participants but also in generating rich sources of

data and in complementing the information obtained through the questionnaire.

5.9.3 Challenges and limitations concerning the interviews

The individual interviews served not only to illuminate the findings from the
questionnaire and the language diaries but also to let young adolescents at the age
of 13-14 put their daily language use, language ideologies, experiences, and
perceptions of identities into words. The individual interviews thus required
careful consideration of several different aspects such as the young age of the
participants and the sometimes-difficult content addressed. Furthermore, the
asymmetry of power between intetviewee and interviewer (Mishler, 1986) was also
taken into serious consideration. Children and young adolescents may feel
powetless and insecure during interview situations when in the presence of the
researcher (Greig et al., 2013). Likewise, children may answer in the way they
believe is socially desirable or expected or say what they assume the researcher
would want them to say ot they may be too intimidated or shy to reveal their true
feelings or opinions (Greig et al., 2013). It is also important to consider the degree
of unfamiliarity of the situation, especially considering the topic of inquiry. It is
reasonable to assume that this was the first time the participants were interviewed
about matters such as their language use and perceptions about languages,
expetiences of using languages in different situations, as well as language in relation
to identities. Therefore, careful consideration was given to establishing trust and
figuring out what strategies to use to best alleviate the strangeness of the situation.

In attempts to minimize some of these very difficult challenges, the interviews
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took place during the school day in a familiar, non-threatening environment inside
the school. Furthermore, using the language diary of the participant as starting
point helped to alleviate the formality of the situation and asymmetry of power by
putting emphasis on the interview as a co-constructing interactional event (see De
Fina, 2019). Before the pandemic, the plan was also to spend some time in the
classes prior to the interviews to allow the participants to become more familiar
with me. Unfortunately, due to the pandemic this was no longer possible.
However, the participants met me both during the administration of the
questionnaire and (in most cases) during the process of giving instructions for the
language diaries. The importance of local knowledge of the respondents’ social
context and life situations is also stressed by Mishler (19806) arguing the contextual
basis as necessary for adequate interpretation of responses. As suggested by
Bryman (2016), to facilitate interpretation of data, it is recommended that
researchers should acquainted with the local environment and social wotlds of the
respondents, in this case the school setting and local community of the
respondents. Unfortunately, the pandemic made it difficult, not to say impossible,
to spend time in schools to get familiar with the participants and gain a deeper
understanding of the local social contexts. This is likely to have had an impact on
the interviews regarding my attempts for reflexivity, as I was very well familiar with
one of the settings (Gothenburg setting) and much less familiar with the other two
(Stockholm and Malmé settings). The degtee of local knowledge (ranging from
very high to very low) might have influenced the extent to which I was able to
successfully pick up on, or relate to, context specific aspects. Such aspects might
include familiarity with physical spaces and arenas in the local surroundings (e.g.,
local neighborhood activity or sports centers, stores, libraries, schools etc.), key
figures as well as a general familiarity with the local neighborhood and other neatby

areas.
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6. Analytical Approaches and

Procedures

6.1 Introduction

This chapter introduces the analytical approaches and procedures undertaken in
the analysis of data. The first part of the chapter introduces the overall analytical
approach guiding the integrated analysis and presents the analytical model which
was developed during the course of analysis. Since the study employs a mixed
methods design, the analytical approaches and procedures involved in each
method (questionnaire, language diaries, interviews) are then described. Therefore,
the second part of the chapter describes the analytical processes and procedures

in each of the three separate methods.

0.2 Overall analytical approach and model of
analysis

This study explores the reported out-of-school language use of young adolescents
and the interplay of ideologies, investment, and the formation of emergent
identities. Using a mixed methods design, this is explored through the use of three
different methods, each of which requires its own specific mode of analytical
approach and procedure. The results from the three separate strands have then
been merged to provide the full analysis. Thus, the aim and research focus of the
study call for a holistic analytical approach. An integrated perspective is essential
for deepening our understanding of mechanisms involved in everyday language
use patterns and the interrelationships between language use and ideologies,
investment, and identities. Guided by the research questions and the theoretical
perspective from which this study departs, the analytical approach engages with
theoretical concepts which help to understand the reciprocity, heterogeneity and
dynamics involved in young adolescents’ everyday language use. The analytical
approach employed in this study therefore incorporates Bourdieu’s notion habitus,
and its relating concepts, in understanding the central constructs and themes

present in the data of this particular group of participants’ out-of-school linguistic
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practices. The analysis has also been guided by the notion of language ideologies
(Kroskrity, 2004; Woolard, 2020) and Darvin and Norton’s (2015) model of
investment.

The findings pointed to how the participants’ language practices centered on
the four following intersecting dynamics, namely, actzvity/ situation — langnage ideologies
— time/ space — interlocutor(s). This is illustrated in a model which was developed
during the analytical process to provide guidance and support in the organization

and interpretation of data.

6.2.1 Towards a Bourdieusian model of analysis

Throughout the course of analyzing the different data sets, the process of
understanding and organizing the themes and categories generated in the
participants’ responses, called for a holistic approach. As the research project
proceeded, the need to map constructed themes and showcase the
interconnectedness of constructs became increasingly evident.

The qualitative analysis of participants’ language diaties directed attention to
how the inclusion of theoretical concepts could enhance the analytical process.
Bourdieu’s habitus and its essential relating concepts proved useful in
understanding the participants’ language use as practices located in a
multidimensional social space (Bourdieu, 1979). As argued and demonstrated by
for example Stroud (2004), Hanks (2005), Blommaert (2005b, 2015), Salé (2015,
2018), Eliaso Magnusson (2020) and others, the theoretical concepts of Bourdieu
can be valuable analytical tools in sociolinguistic studies of language ideologies and
practices in contemporary situations framed by globalization and migration
processes. As argued by Wacquant (2014, p. 120), ‘habitus is indeed a multi-scalar
concept that one can employ at several levels of social activity (from the individual
to the civilizational), and across degrees and types of aggregation (settings,
collectives, institutions) depending on one’s research questions.’

Undertaking analysis of young adolescents’ out-of-school language use in
everyday life involved an engagement with the following questions: ‘Does the very
ambition of understanding practice make any sense? And what is involved in
understanding and knowing a practice with an approach that is intrinsically
theoretical’? (Bourdieu, 1990a, p. 380). In Bourdieu’s view every speech act, or
even action is ‘an encounter between independent causal series’, between socially
constructed dispositions and the system of structures of the linguistic market
(Bourdieu, 1991, p. 37). In broad terms, since the notion of habitus, and its related
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pillar concepts, perceives linguistic practices as complex, dynamic, and structured
by previous practices and experiences, this allows the analyses of linguistic
practices to incorporate the social conditions of language use. The notion of
habitus may also prove very appropriate in the analysis of language practices by
allowing for a consideration of how social conditions produce a system of
dispositions which govern and shape linguistic practices (Bourdieu & Passeron,
1977). Arguing for its utility, Blommaert (2015, p. 10) gives the following
description of habitus:

Habitus shows itself in every social activity — we always embody the
sociohistorical realities that formed us as individuals who take specific (non-
random) positions in a social field, with degrees of access to the material and
symbolic capital that characterize these positions, and the relationships of
dominance or subordination they involve with others. (p. 10)

In this study of young adolescents’ out-of-school language use, investment and
emergent identities, habitus helps to bring forward how reported linguistic
practices are constituted by and constitutive of the social conditions of life. The
way in which habitus comprises embodiment also becomes productive in the
exploration of everyday linguistic practice of young adolescents in contemporary
modern societies by signifying the interrelation between the body and the social
world. In this study, the relationship between body and society is an important
aspect of understanding the young adolescents’ reported experiences and
dispositions. Embodiment is a crucial part of habitus which in this study allows
for an understanding of how different identity positionings and categories are
embodied in the participants’ reported practices and dispositions. In the words of
Boutrdieu, ‘habitus, the product of history, produces individual and collective
practices, and hence history, in accordance with the schemes engendered by
history’ (Boutrdieu, 1977a, p. 82.) Thus, habitus as concept enables a view of
language use as situated in real time but shaped by socio-historical processes.
Habitus as a product of social conditions also allows the analysis to center on
language use as ‘adapted to a situation or rather, adapted to a market or a field’
(Bourdieu, 1993, p. 78). As described by Reay (1995, p. 357) ‘habitus can be viewed
as a complex internalized core from which everyday expetiences emanate. It is the
source of day-to-day practices.” Taking a Bourdieusian approach in this study most
importantly allows for an analysis which puts a primary focus on the dynamic
relations between language use, investment, and formation of identities. The
analysis of the language diaries indicated how the language use of the participants

appeared relationally bound to four main intersecting dynamics adhering to the
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activity or situation at hand, the underlying ideologies permeating it and its
practitioners, its location in time and space and its present (or non-present) agents

or interlocutors with their preferences, ideologies, and interests.

6.2.2 A guiding analytical model

The model below was developed with the aim of illustrating the intersecting
dynamics at play in the participants’ reported linguistic practices as located in
multidimensional space of habitus, field, and capital. The model served as a guiding
analytical tool which helped to systematically organize the analytical process and

understanding of the participants’ accounts.

Figure 5 Guiding Analytical Model
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Based on the analysis of the diary accounts, the guiding analytical model illustrates
the linguistic practices of the young adolescents as primarily directed by four main
intersecting dynamics. The dynamics are placed on the underlying overlapping
circles of habitus—field—capital which signify linguistic practices as produced in the
intersection of habitus and market (capital + field) and the relational interplay of
individual and context (Bourdieu, 1993). The four dynamics vary in scope and
representation between different participants’ accounts but still form the central
themes emerging from the language diaries. When comparing the language diary
entries with the questionnaire data and language biographical information, the
utility of habitus was further highlighted with regard to participant’s experiences
and life trajectories, such as migration paths and previous school backgrounds.
The reported use of languages in different activities and situations and with
different interlocutors also corresponded to the reported responses in the
questionnaire data which further strengthened the main dynamics derived from
the diary accounts. Comparing the diary data with the questionnaitre data thus not
only helped to deepen the understanding of the participants’ linguistic practices
but also strengthened the motive for placing Bourdieusian concepts at the center
of analysis.

In subsequent paragraphs the relational dynamics in the analytical model are
described in more detail. As demonstrated in the analysis of the language diaties,
the language use in an activity or situation can be seen as directed by for example
the participants’ interests or preferences, the type of activity (e.g., verbal, physical,
aesthetic, receptive, interactive) or situation (degree of formality/informality).
Certain activities and situations seemed associated with patticular language
practices which therefore might direct practitioners to use a certain language or
languages. The type of activity/situation may thus also intersect with not only
place, culture and capital but also with the presence or absence of other
participating agents. For example, the language use in a given communicative
situation may be directed by the participating agents’ ideologies, preferences, and
positions of influence. As displayed in the data (see chapters 7 and 8), the
interlocutor seemed to play a vital role. The reasons for engaging in a certain
activity or situation may also vary greatly. We may engage in activities or situations
based on our own interest and enjoyment which in turn may be guided by the
influence of others and various sources of input through the sociocultural and
historical dimensions at a particular time and space. Shaped by habitus, our
engagement in activities or situations may further be directed by our linguistic

competence, possibilities emanating from our social position and cultural capital,
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gender roles and group identifications. We may also engage in activities or
situations of duty or various ideas about what is considered expected. Activities or
situations may also be imposed on us due to external requirements or demands
from others. As mentioned, the language use of an activity or situation may also
be the result of preference, either for pragmatic or practical reasons. For example,
a certain language or language style may serve as a “lingua franca” in linguistic
practices or activities or a certain language or linguistic variety may be preferred by
other practitioners. Thus, the language use may also be governed by personal
interests, ideologies, or preferences, where the participant may prefer a certain
language over others. Also, a participant may prefer a certain language or languages
with the intention of actively practicing or taking part in a linguistic milieu.
Likewise, language preferences may be due to the participant’s sense of comfort
and familiarity. Still, habitus, field, and capital structure the activities and language
practices the patticipants have access to and have interest in and thus define the
language(s) used.

Linguistic practices may also be governed by time/space dimensions which
may converge closely with the interlocutors or agents present and dominating
praxis. The spaces the participants engage in or come across, either online or
offline, may have different norms of linguistic practices. These norms may be
directed by agreed systems of beliefs among the participating practitioners based
on traditions, characteristics and customs tied to the specific type of activity or
situation. Set in a particular socio-cultural time and space in history, the norms
may be guided by previous and past linguistic practices traditionally carried out in
that space. Language ideologies as tied to space, thus indicate how language use
tends to become associated with a setting or location, a certain type of linguistic
practice becomes expected in a certain type of environment and with certain
intetlocutors. The place where young adolescents collectively grow up may also
play a decisive role in shaping common practices, interests, norms, fashions, ideas,
and participation in activities which must be acknowledged. Thus, language
ideologies may also interplay with activities and space (which also intersects with
habitus) since certain activities may be dominated by certain linguistic norms and
practices. Habitus may thus shape individuals’ access to and use of certain activities
which in turn may shape the positions of the participants. It should be mentioned
that the patticipants are not perceived as “possessing” certain language ideologies,
rather their responses and accounts ate seen as expressing positions reflective of

language ideologies.
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Language ideologies may also be influenced by the beliefs and practices of
parents, friends, and siblings as well as norms tied to the collective space in which
individuals are brought up. Hence, language ideologies may further be impacted
by past and current norms, values and practices dominating the socio-historical,
political, geographical, and cultural contexts the participants previously have or
currently are part of. Thus, the linguistic hegemony of a society where some
languages are valued over others may potentially influence the language ideologies
of individuals where children and adolescents come to realize at an early age which
languages are valued and which languages which are not.

The dynamics involved in the formation of language ideologies further
showcase (which the model aims to illustrate) how language ideologies are
interconnected to field and capital where certain languages or linguistic practices
are valued as capital in some fields of practice but not in others. This relates to the
work by Darvin and Norton and the analysis of language investment also included
Datvin and Norton’s (2015) model of investment (see chapter 2) as the main
guiding tool in the interpretation of the participants’ dispositions towards
languages and imagined future. Ideologies and capital allow the analysis to
understand power mechanisms in practices, identity positionings and the
structuring of habitus (Darvin & Norton, 2015). Likewise, these dynamics also
relate to how language use by some may be regarded as a desirable asset while the
equivalent language use by others may be devalued and seen as a deficit. This raises
concerns of linguistic inequality where language use by some may be given value
but become devalued if used by others. For example, the use of English may be
seen as a desired asset when used by some but a deficit when used by others.
Language use other than that dominant in society may thus be viewed differently
depending on the languages and the speakers using them. Such petceptions tend
to rest on monolingual and unequal ideologies where the use of languages other
than the dominant language are seen as desired and valuable first if and when the
dominant language is “in place” or considered “mastered” according to certain
(official or unofficial) norms and criteria. Thus, the use of languages other than
the dominant language for people who are in the process of acquiring a given
dominant language risk being questioned and seen as a distracting element in the
process of learning the dominant language. This highlights the “disparity between
knowledge and recognition” and the importance of acknowledging young
adolescents out-of-school linguistic practices and ideologies of language use in
education, where ‘social mechanisms of cultural transmission tend to reproduce
the structural disparity between the very unequal nowledge of the legitimate
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language and the much more uniform recognition of this language’ (Bourdieu,
1991, p. 62). The model also signals how language ideologies may vary depending
on the activity or situation but also how this relationship is seen as reciprocal where
activities may be shaped by but also themselves shape language ideologies and

linguistic norms.

0.3 Analysis of the questionnaire

The questionnaire responses were first read through and then reported in SPSS
26. Initially, a univariate analysis using descriptive statistics helped to identify
emergent patterns of the participants’ language use in different activities and
situations. The questionnaire contains a pool of items arranged in two separate
scales addressing the everyday language use and exposure to Heritage Languages,
Swedish, English, and additional languages in a variety of out-of-school activities.
The first analytical stage therefore involved frequency and sample distribution of
each  variable. Descriptive —statistics  (frequencies, percentages and
crosstabulations), served to distinguish frequency and distribution of Heritage
Languages, Swedish, English, and additional languages in various out-of-school
activities. The initial descriptive statistics also involved mapping the participants’
patterns of language use with different interlocutors. Since the questionnaire also
aimed to map the participants’ ideologies toward Heritage Languages, Swedish and
English and their petrceived value for different situations and objectives, the
univariate analysis also included the dispersion of responses to these items. The
internal consistency (or reliability) of the questionnaire sub-scales was assessed
using Cronbach’s Alpha. Cronbach’s Alpha values above 0.8 represent good levels
of reliability and above 0.9 ate considered excellent level of internal consistency
(Pallant, 2016). Item analysis and inter-item correlations assessed the relationships
between items and distinguished inconsistencies and error variance.

Missing data was analyzed at variable and scale level and treated accordingly
depending on the identified randomness of responses. When the nature of the
missing data was estimated as MAR (Missing at Random), imputation techniques
were used. This concerned the scale data for patticipants’ language ideologies
towards Heritage Languages, Swedish and English, where missing data were
treated using the mean imputation method known as e mean substitution (IMS)
(Huisman, 2000). This meant that when preparing the scale for analysis, the item

mean was inputted for each missing value.
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Other missing values seemed to indicate a systematic pattern which was dealt
with through other statistical imputation techniques. This concerned the scales
used for mapping the participants’ language use in different out-of-school
activities. When analyzing the randomness of the missing responses, the missing
cases indicated a systematic pattern between observed data and the missing values.
The blank responses seemed to represent the category response “never or almost
never”. Written and oral instructions were provided during all field visits.
However, seemingly some participants still left a blank response if they regarded
the activity as something that they never or almost never engaged in. As I was
present when the participants answered the questionnaire, I also noticed that some
would leave a blank response to certain activities in additional languages or
Heritage Languages. When asked about this, participants would respond that they
simply left it blank since they never engage in it. The blank response thus seemed
to represent “never or almost never”. For example, if participants regarded the
sub-item watching movies in additional languages as something which very rarely
or almost never happened, some patticipants left a blank. This pattern of response
occurred at all participating schools and therefore when noticing this, participants
were reminded of the importance of clearly indicating their answer. When asked
about the repeated missing tesponses, some participants accounted for this by
saying: “but I never do that” and explained that the blank response was meant to
indicate that. They were then encouraged to instead mark their answer by ticking
the equivalent alternative ‘never or almost never’.

Missing values may be due to a number of reasons and on other items,
participants have randomly missed a line or made occasional lapses. However, the
systematic pattern of missing responses noted on the scales of language use in
activities, is important to consider and to some extent explains the vatying
numbers of missing values for each sub-variable in the activity scales. Against this
backdrop and considering the limited number of missing cases, when preparing
data for analysis, the missing cases on the scales of language use in activities were
given the value representing ‘never or almost never’.

Preparing data for analysis also involved examining frequencies using cross-
tabulation analysis. Preliminary analyses of frequencies were also performed to
ensure no violation of assumptions. The analytical process then continued with
inferential statistical analyses which mainly involved bivariate correlations using
Pearson product-moment correlation coefficient to investigate the relationship

between variables.
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0.4 Analysis of language diaries

The qualitative analysis of the language diaries was inspired by a reflexive approach
to thematic analysis (Braun & Clarke, 2006; Clatke et al., 2019) which aims to
identify patterns in the data and provide a theoretically informed interpretation of
the desctibed patterns (Braun & Clarke, 2021a). This framework of reflexive
thematic analysis incorporates a six-phase process. The six procedures in their
most recent description, include: ‘1) data familiarisation and writing familiarisation
notes; 2) systematic data coding; 3) generating initial themes from coded and
collated data; 4) developing and reviewing themes; 5) refining, defining, and
naming themes; and 6) writing the report’ (Braun & Clarke, 2021b, p. 331). While
there are different approaches to thematic analysis, reflexive thematic analysis was
found suitable as it emphasizes a reflexive approach to theory, data and
interpretation which aligns with the theoretical and conceptual framework
informing the analysis. It posits an understanding of thematic analysis as a
positioned and ‘situated interpretive reflexive process” where coding is ‘open and
organic’ (Braun & Clatke, 2021b, p. 334). Since the language diaries served to map
the participants’ language use in greater detail, it required a flexible and open
approach to the data.

The first stage of the analysis of the language diaries involved a familiarization
with the material to obtain an overall understanding of the data. This also involved
making decisions regarding critetia for inclusion/exclusion. Diaties which wete
completed successfully and included entries on most days formed the analysis. For
example, language diaries which only included accounts of daily procedures such
as going to/from school, references to hygiene routines or eating, with no
linguistic specifications at all, were excluded. Diaries which only contained copied
entries where the respondent clearly had repeated the exact same entry from the
first day were also excluded. The second phase involved a systematic analysis of
features in the language diary data to generate initial codes. Particular attention was
paid to what activities the participants engage in, what languages they use with
whom, when and why. In this second phase, each individual diary was analyzed in
detail and the content of the diary was summarized in a grid format protocol to
facilitate further analysis together with notes of points to explore further in a
potential interview situation. This phase also involved a closer examination of the
participants’ linguistic practices to map the participants’ varied language use. For
example, ‘what languages do participants use and come into contact with during

the week of the language diary?” “What patterns can be discerned in the



ANALYTICAL APPROACHES AND PROCEDURES *

participant’s language use?” “What languages are used when and where, and with
whom?” During this process, the information obtained from participants’ language
diaries was also complemented with the questionnaire responses. By using a
combination of data sources in a thorough analysis of frequency, usage patterns
and participants’ language biographies, language use profiles were distinguished.

Thereafter, the analysis continued by focusing on mapping the participants’
reported language use in different activities and situations, using a grid format to
construct initial codes. What activities and situations do the adolescents report?
What languages do they use or encounter? This part of the analysis shifted
attention towards a closer focus on different activities and situations. As for the
interactional practices, activities and situations were reported as they appeared in
the participants’ diary entries. Based on the diary content, distinctions were made
depending on whether or not interlocutors were present during the activity or
situation. This particularly applied to language use in interaction with siblings
compatred to language use when interacting with patents, but also for engaging in
activities with friends, siblings or relatives. Broad categories were also made to
include accounts of language use without specification of activity or situation or
when no interlocutors were mentioned, as in entries like ‘I speak X at home’. Such
unspecified statements of language use were coded using a general category of
‘Janguage use at home (no activity/situation stated)’. These initial code categories
were later assessed, organized and labelled into higher order categories or themes
representing different types of language use in different situations/activities and
with different intetlocutors. The analysis of the language diaries also entailed
tracing elements of ideologies or rationales for language use generated from the
diaries. Excerpts of diary entries containing statements reflecting participants’
ideologies, views ot preferences were quite limited but were coded into different
categories depending on the notions present in the participants’ diary entries.

Throughout the process of analyzing the language diaties, reflective notes were
kept recording spontaneous reflections and interpretations of each participant’s
diary entries. This involved comments and preliminary understandings of the
overall content of the diaries as well as specific details and themes present.
Excerpts were also included to illustrate the examples and reflections of the
participants’ accounts of linguistic practices.

As mentioned earlier in this chapter, the process of analyzing the language
diaries brought a need to tie the language diary content to the theoretical approach
adopted in this thesis. This led to the development of the analytical model which
helped guide the interpretation of the data and displayed the interconnectedness
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of main constructs and how the theoretically informed perspective contributed to
the analysis. The analysis of the participants’ language diary entries thus directed
attention to how theoretical concepts could be incorporated to accommodate the
analytical process. The model thus aimed to incorporate the major themes present
in the data and their relationship to the theoretical concepts influencing the
analysis.

After the first analysis, the language diaries were imported in NVivo 12. Using
the NVivo software program served to organize the data, identify potential
supplementary categories, and keep track of categories, sub-categories, and key
themes. NVivo also facilitated the data analysis by allowing for examining coded
statements without separating them from the context, in this case: the language

diaries.

0.5 Analysis of interviews

The interviews served to explore the participants’ language use and ideological
positions in more depth. If the questionnaire and the language diaries primarily
mapped the participants’ language use to varying degrees of detail, the interviews
were more focused on examining participants’ rationales and ideologies of
language use and identities. Having examined pattens of language practices, the
interviews directed attention to the underlying dimensions of those patterns and
what they might mean in relation to conceptualizations of identities, investment,
and sense of placement. The analysis of the interviews was thereby more closely
theoretically informed by the Bourdieusian practice approach adopted in this
thesis, whete Boutdieu’s notion of habitus and its relating concepts as well as other
notions wete used as the main tools for thinking about and influencing petrspective.
However, as mentioned, in the analysis of investment, the interviews were
examined using Darvin and Norton’s (2015) model of investment, placing
investment at the intersection of identity, capital and ideology.

The overall analysis of the interviews incorporated the guiding analytical model
developed during the analysis of the language diaries. The guiding analytical model,
presented eatlier in this chapter, proved helpful in the analysis and categotization
of data. Using the guiding analytical model as foundation, data generated from the
interviews were examined, noted, and categorized. The four main dynamics in the
model derived from the language diary analysis were found to be applicable also
to the interview accounts. Therefore, these were used as main themes from which

theoretically informed concepts and other topics were incorporated in the analysis.
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Themes were noted in a thematically organized protocol. NVivo 12 was used to
support listening and transcribing interviews excerpts. The findings of these

various analyses will be elaborated in the following 4 chapters.






Findings

The following four chapters (chapter 7-10) will provide a detailed account of the
findings from four perspectives. Chapter 7 focuses on the participants’ language
use in different domains and on interactional practices. This is followed by chapter
8 which presents the participants’ language use in out-of-school activities.
Thereafter, chapter 9 reports the participants’ dispositions and investment in
languages. Chapter 10 presents the participants’ accounts of language use in

relation to identities and sense of placement.






7. Patterns of Language Use in
Out-of-School Domains and
Interactional Practices

In this chapter, the participants’ reported use of languages with different
interlocutors is presented. The chapter includes integrated findings from the
questionnaire, language diaries and interviews and focuses on participants’
everyday language use in interactions taking place with various interlocutors in out-
of-school domains. An overview of language use patterns is presented followed by
examples of participants’ described language use in daily interactions. Results from
the main sample (questionnaire) are integrated with findings from the sub-samples
(language diaries, interviews) to add depth and nuance. The chapter begins with
family interactions, focusing on the participants’ language use with parents and
siblings. It then continues by presenting the participants’ language use when
engaging with friends and classmates. Finally, the chapter includes participants’

language use with relatives. The chapter ends with some concluding notes.

7.1 A note on framing participants’ language
use

Before presenting the findings of the participants’ reported language use, some
considerations must be made clear. As demonstrated in chapter 5 in the
presentation of participants, the participants’ language use may vary greatly, as do
participants’ perceptions of languages and what they consider to be their “mother
tongues”, or the languages they consider themselves to be most confident in. For
a thorough description of how the language use of participants has been mapped
and conceptualized in this thesis, please see chapter six. The analytical work of
framing participants’ language use and repertoires has laid the foundation for the
qualitative findings presented in all the following results chapters. Here, a
contextual understanding has been vital for the interpretation of the findings.
Careful attention has been paid to mapping the diverse linguistic repertoires of

participants when analyzing both quantitative and qualitative data. Great care was
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taken to maintain reflective of the linguistic diversity of the sample when coding
the questionnaire responses. Participants’ responses to open-ended questions
regarding their language use in interactions and what they considered their ‘mother
tongue’ were maintained, and thus not coded into pre-fixed categories. However,
to facilitate presentation of questionnaire data of the whole sample which
comprised close to forty named languages, the presentation of the questionnaire
results required categorization through the use of broad — and somewhat crude —
categories such as: Heritage Languages, Swedish, English and additional languages.
Henceforth, when referring to the distribution of language use for the sample as a
whole (or the language diary sub-sample) the results are presented with reference
to the languages mentioned by participants as named language!® categories and
‘mother tongue’ languages are categorized as ‘Heritage Languages’. As initially
mentioned in this thesis, when describing participants’ accounts at whole sample
levels, the category term Heritage Languages (HLs) was considered to be the most

applicable term.

7.2 Mapping everyday language use in
interactions

The results presented in this chapter are based on data from all three sets of data,
the questionnaire, the language diaries and the interviews. In the questionnaire the
participants reported their daily language use with different interlocutors in an
open response format. The language diaries later allowed the participants to more
freely express their language use with different interlocutors and in different
situations and activities. In the subsequent interviews, participants could describe
their language use with different interlocutors in greater detail, elaborate further
and also add information which helped to explain the questionnaire responses and
the language diary accounts.

The questionnaire included two open response questions!® targeting spoken
interaction where the participants were instructed to report the languages most
often used in spoken interaction with different interlocutors. Based on Baker’s
(1992) latent variable analysis of language background as well as the variables in
the Language and Social Background Questionnaire (LSBQ) (Anderson et al.,

18 Henceforth, in the presentation of questionnaire data, named languages are used as broad
categories without reference to any specific variety. Instead, the named languages are used as
overarching categories which include the innate diversity represented in each language.

19 Jtem 4a-j and item 5a-j in the questionnaire (see appendix A) each comprise 10 variables.
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2018), each of the two questions includes ten items measuring interaction patterns
with: mother, father, siblings, cousins/younger relatives, grandparents, other older
relatives, friends, classmates, teachers and neighbours. The first question focused
on what language or languages the participants usually use when speaking to the
above stated people and the second question targeted the reverse interaction
pattern, that is, what language or languages the above stated people usually use
when speaking to the participant. The internal consistency for the total 20 items
was «=.88. The open response format aimed to bring forward the participants’
own reports of their language use and allow an unlimited variety of language use
descriptions. While open response formats may pose the risk of writing fatigue,
these two items were surprisingly well received, and a majority of participants
showed interest in the questions and carefully and rather meticulously reported
their languages use. Figure 6 provides an example of a participant’s response

pattern.

Figure 6 Example of Questionnaire Responses on ltems of Spoken Interaction Patterns
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This example illustrates the amount of detail and attentiveness paid by participants
to these spoken interaction items. As demonstrated in the figure, participants

would sometimes alter the order in which languages were stated between question
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four and question five. Since question four targeted the languages used by the
participant, the order of languages was not necessarily the same on question five,
as it targeted the languages used by others when speaking to the participant. As an
example, the responding participant in Figure 6 shifts the order of stated languages
when it comes to interaction with grandparents. While the participant reports using
“English, Twi” when speaking to the grandparents, the reverse order “Twi &
English” is found in the response to what languages the grandparents use when
speaking to the participant. This might seem incidental, yet in the total sample, the
shifted order in the majority of cases appeared to be deliberate. Therefore, coding
categories distinguishing between order of languages stated have been maintained
when necessary.

Some participants would also add information to further explain patterns of
language use, as seen in the example (see Figure 6). As the questionnaire example
illustrates, this participant carefully described the language use with different
intetlocutors and repeatedly put information within brackets to further describe,

elucidate or give a rationale for the use of languages.

7.3 Language use with family members

When mapping young adolescents’ linguistic practices outside school, interaction
patterns with family members become central. The time spent before and after
school typically involves the home setting and interactions with different family
members. The qualitative findings in this study also reflect how interactions with
family members form a central part in the out-of-school lives of the participants
as demonstrated in previous studies (e.g., Rampton, 1995; Otterup, 2005;
Bellander, 2010; Rydenvald, 2017).

The following section presents the patterns of language use found regarding

the participants’ reported language use with parents and siblings.

7.3.1 Patterns of language use with parents and siblings

When examining the participants’ responses and accounts across the three strands
of data, language use with family members appeared to follow certain usage
patterns regarding frequency distribution while simultaneously demonstrating rich
diversity in terms of features of speech patterns and their governing foundations,
such as: degrees of mixing, purposes, circumstantial factors and language

ideologies and rationales. Thus, while certain languages seemed to dominate in
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certain situations and with certain interlocutors, the ways languages were used and

for what purposes could vary greatly.

7.3.1.1 Questionnaire responses of language use with parents and siblings

When speaking to parents (or caretakers), the majority of participants reported
using Heritage Languages followed by participants who reported using Heritage
Languages and Swedish in combination. A few participants reported using Swedish
when speaking to their parents (or caretakers) at home and a few of the responses
also included a combination of English, Heritage Languages and Swedish. It
should be noted that newly arrived participants tended to use Heritage Languages
to a greater extent with parents or caretakers. Table 7 shows the distribution of

questionnaire responses.

Table 7 Distribution of Language Use with Family Members

Language HL(s) HL(s) Swe/HL(s) Swe Eng and/or
use when ISwe HLs/Swe
speaking

to... (%) (%) (%) (%) (%)
mother 53(61) 18(16) 12(11) 11(7) 6(6)
father 54(61) 12(11) 14(10) 9(8) 7(8)
siblings 21(24) 21(18) 25(20) 22(26) 11(13)

Note. N= Mother (92/90), Father (88/87), Siblings (87/86) The numbers in parentheses represent
the corresponding responses of what languages the participants report that family members use
when they speak to the participant.

When speaking to the mother, 53 percent reported using Heritage Languages,
followed by 18 percent who reported using both Heritage Languages and Swedish
or Swedish and Heritage Languages (12%). Of the responding participants, 11
percent reported using Swedish when speaking to their mothers. English also
occurred (alone or in combination with Heritage Languages or Swedish) but was
only reported by a few participants (6%). When speaking to the father 54 percent
reported using Heritage Languages, followed by 14 percent who reported a
combination of Swedish/Heritage Languages or Heritage Languages/Swedish
(12%). Another 11 percent reported using Swedish only and then 7 percent used
English either alone or in combination with Swedish or Heritage Languages.

In interaction with siblings, the language use formed a different pattern which

was characterized by a higher prevalence of Swedish and more commonly included
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combinations of Swedish and Heritage Languages. When speaking to siblings, 25
percent reported using a combination of Swedish and Heritage Languages. This
was followed by 22 percent who reported using Swedish only. Of these, all but
three were born in Sweden and the three born in other countries (Somalia, Egypt,
Nigeria) arrived at ages seven, three and one, respectively. Another 21 percent
reported using Heritage Languages/Swedish and 21 percent teported using
Heritage Languages only. The use of English occurred more frequently too in
various combinations with either Heritage Languages or Swedish or both and

amounted to a frequency of 11 percent.

7.3.1.2 Diary acconnts of language use with parents and siblings

The language diaries contained multiple references to the use of languages in family
interactions. Since the language diaries covered the time spent before and after
school, many entries reflected the daily language use at home with parents and
siblings. The reported language use pattern with parents (or caretakers) and
siblings, found in the questionnaire results, was also reflected in the language
diaries. Figure 7 displays the number of instances of language use with family

members in the language diaries.

Figure 7 Number of Diary Instances of Language Use with Family Members
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As shown in the figure, Heritage Languages dominated in interactions with parents
and in the family as a whole while Swedish tended to dominate in interactions with
siblings. Interactions with siblings also, to a greater yet still small extent, included
languages in various combinations with English. Participants’ diary entries
sometimes contained references to ‘parents’, sometimes ‘mothet’” and/or “father’.

In the figure above, all instances have been summarized into the broader category
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‘parents’. It should be noted though, that most instances of interactions with
‘parents’ in the diary referred to interactions with mothers. Of the total language
diaries (#=50) 90 instances referred to interactions with mothers, compared to 31
instances referring to interactions with fathers. Even if the number of instances
with mothers were almost three times higher than the instances referring to
interactions with fathers, no major differences regarding language use patterns
could be found. In terms of interactions with mothers, a majority of the 90
instances 62 (or 69%) refer to the use of Heritage Languages and as for interactions
with fathers, 21 instances out of 31 (or 68%) refer to the use of Heritage
Languages. In interactions with mothers, twenty (of 90) diary instances referred to
the use of a combination of Heritage Languages and Swedish (HLs/Swe or
Swe/HLs) and eight instances referred to the use of Swedish. Regarding
interactions with fathers, diary entries contained eight instances (of 31) that
referred to a combination of HLs/Swe or Swe/HLs, followed by one instance of
Swedish and one instance of Swe/HLs/Eng. When compared, the observed
numbers of instances showed no major differences between interactions with
mothers and fathers.

Diary accounts that included the word ‘parents’ amounted to 46 instances. The
participants also described linguistic practices within the family as a whole by
referring to the ‘family’ (e.g., ‘I speak X with my family’) which could involve all
or several family members. In the fifty diaties, 80 instances referred to the use of
Heritage Languages when interacting with the ‘family’. The diaries also contained
38 instances of references to language use ‘at home’ with no intetlocutor specified
(distribution HLs: 20, Swe: 10 and Swe/HL /HL/Swe: 8). The instances referring
to language use ‘at home’ have been added to the category ‘family’ (Table 8).
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Table 8 Diary Instances of Language Use with Family Members

Language use in HL(s) HL(s) Swe Eng
interaction with... ISwel and/or HLs
Swe/HL(s) ISWE
(%) (%) (%) (%)
‘parents’ 31 11 4 0
‘mother’ 62 20 8 0
‘father’ 21 8 1 1
‘family’/’at home’ 100 44 14 0
‘siblings’ 29 28 56 8

Note. Counted instances in which diary entries refer to languages use with parents, mother, father,
family, at home or siblings.

The distribution of instances is also visualized in Figure 8. The figure helps
illustrate how Heritage Languages seemed to dominate in the home domain and
in interactions with parents while Swedish dominated in interaction with siblings.

Figure 8 Language Use in Interaction with Family Members — Language Diary Instances
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7.3.1.3 Diary and interview examples of language use with parents and siblings

In the language diaries, most patticipants referred to the use of Heritage Languages
when interacting with parents (ot caretakers) whereas Swedish or multilingual
practices (Heritage Languages and Swedish) tend to be motre common in
interactions with siblings. One example of this was given in a diary entry by
participant Asim2Y — who, in this entry, reported using Arabic (the language he
stated as ‘mother tongue’ in the questionnaire and the interview) with parents and
Swedish with siblings. ‘T woke up spoke Arabic with my parents and Swedish with

my sister. I met my friend in the bus talked Swedish and went to school’ (Asim,

20 All participants have been assigned pseudonyms.
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age 14, Grade 7). [Swedish original: Jag vaknade pratade arabiska med mina fordldrar och
Svenska med min syster. Jag triffa min vin i bussen pratade Svenska och gick till skolan.’].
This excerpt depicts how language use shifts as Asim moves between interactional
practices with parents, siblings and friends. However, Asim’s diary also contained
examples which contrast and bring nuance to this seemingly clear-cut pattern. The
following entry excerpt by Asim gives a less stable depiction of language use tied
to the dimension of time: “Yesterday I woke up greeted my mum in Arabic who
was going to work quickly then I went to school with my sister there we spoke
Arabic this time.” /Swedish original: Igdr vaknade jag hilsade pa min mamma pa arabiska
som skulle till jobbet snabbt sedan gick jag till skolan med min syster dir vi talade arabiska
denna gangen.’]. In this entry, Asim reported the use of Arabic when greeting his
mother but, in contrast to the previous entry, also described using Arabic with his
sister while going to school. Asim reported ‘we spoke Arabic this time’ which may
signal how language use practices with the sister can alter from time to time. The
entry thus exemplifies the dimension of time and temporality of language use and
how language use practices may shift and take different forms at different times
and occasions. In the interview Asim also described how language use might vary
but then in relation to place, for example when speaking about language use with
siblings: “Yes they use a little Arabic but when we’re home then, like, when we are
with our patents but like, when we’re in school and when we’re out then we use
Swedish.” [Swedish original: Ja de anvinder arabiska lite fast nar vi dr hemma da fast assd
ndyr vi dr med vara foraldrar men typ ndr vi dr i skolan och sa nar vi dr ute da vi pratar svenskal
(Interview Asim).

Participants also gave examples of mixing Swedish and Heritage Languages
with siblings as in this diary entry excerpt by Avin who wrote: “Then I was at home
and then I talked to my sister, usually we mix Swedish and Kurdish when we talk
to each othet.” [Swedish original: Sedan var jag hemma och da pratade jag med min syster,
oftast brukar vi blanda svenska och kurdiska ndr vi pratar med varandra.] In a later
interview, Avin also described mixing Kurdish and Swedish with her siblings:
‘sometimes it can be like this like, if I answer in Kurdish and then like you mix in
some Kurdish words and some Swedish wotds’ /ibland det kan vara typ sa hir om jag
svarar pa kurdiska och sen sihdr man blandar ibland nagra kurdiska ord ndgra svenska ord)
(Interview Avin). Avin continued and explained that the mixing of languages tends
to depend on what she feels like speaking at the moment: ‘Like this...you
know...yeah...just how you feel what you feel like talking’ /#yp sa hara...du vet...ab
...bara bur man kédnner vad man kéanner for att prata] (Interview Avin). The way

languages are used in mixing patterns is here described as something that just
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happens depending on what the speaker feels like doing in the moment (cf.
Jonsson, 2013). When asked further about this, Avin explained how words can
have different meaning or weight in the two languages and how languages might
be used differently depending on what different words are able to express. In the
interview Avin stated: ‘words and such can have a completely different meaning if
you say it in Kurdish than in Swedish sometimes ... you can say or you can also
express yourself in different ways when it comes to the different languages’ ford och
sant kan ba en helt annan betydelse om du siger det pa kurdiska dn pa svenska ibland. .. kan
man siga eller man fkan wuttrycka sig ocksi pa olika sdtt ndr det giller de olika
spraken](Interview, Avin). When then asked if the topic of the conversation can

play a governing role, Avin gave the following example:

For example, if you’re going to show your love for your siblings, then I think
it’s nicer to say it in Kurdish because it like feels like it’s more meaningful.
Because it’s kind of like this, that it comes from your heart because it’s your
mother tongue it’s your sister and it’s kind of like this really, yes you say it in
Kurdish because it feels like this more valuable or more meaningful like that
it means more, I would say that.

[Swedish original: Till exempel om man ska visa sin kdrlek for sin syskon, sd tycker jag det dr finare o siga
det pa kurdiska for det dr si har kdnns mer meningsfullt. For det dr typ si héra, att det kommer fran ens
Djdrta for det ar ditt modersmal det dr din syster och det dr typ sa har verkligen ja man sdger det pa kurdiska
Jor det kdnns sa hér mer virdefullt eller mer meningsfullt typ att det betyder mer, det sknlle jag siga.]

(Avin, age 13, Grade 7)

In this interview excerpt, Avin described how she believed Kurdish allowed for
more authentic affectionate expressions which hold more value and meaning. Avin
also explained the reason why she preferred Kurdish when expressing true feelings
by stating that: ‘it comes from your heart because it’s your mother tongue’. This
statement indicates an emotional attachment to Kurdish which Avin refers to by
using the term ‘mother tongue’. The role of the ‘mother tongue’ becomes
emphasized as Avin considers it to be at the core of the heart and therefore more
apt for expressing affections. For Avin, Kurdish seemed associated with the
language of the heart, and as such assigned more meaning. In this example,
Kurdish thus seemed to hold a particular emotional value as symbolic capital. Avin
also referred to the role of the interlocutor as playing a central role, through the
words: ‘it’s your sister’. Thus, Avin seemed to suggest how using Kurdish when
expressing affection for her sister accentuates the meaning further as it is a shared
language between the two which bears some personal and symbolic significance.

In sum, Avin’s statements suggest and exemplify how Heritage Languages (here
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Kurdish) can allow for more precious and truthful expressions in personal
interactions with close family members. In this case, Kurdish is assigned linguistic
and symbolic capital as a language of meaning and value. In a way, these excerpts
illustrate an ideological position where the ‘mother tongue’, in this case Kurdish,
appears tied to one’s identity perceptions. This ideological stance can in turn be
seen as reflective of the system of dispositions structured by habitus, in the way
language (here Kurdish) is seen as central to one’s sense of self. The ideological
position might also reflect a disposition of habitus, acquired through upbringing,
displaying the language as cherished within the family and thus given high value as
capital. Avin’s association with Kurdish as coming ‘from the heart’ further
indicates an essentialist understanding of ‘the mother tongue’ but in a way also
signifies the embodiment of this ideological disposition, suggesting Kurdish as
embodied capital (Bourdieu, 1977b).

Other participants also addressed how languages can be used to serve different
purposes. One example included Asim who, as mentioned, mostly uses Swedish
in school or outside with his siblings but in the interview also gave an example of
how he sometimes might switch to Arabic with his siblings when in school or
outside the home:

Asim: “Then a little Arabic depending on the matter’
[Sen lite arabiska kanske beroende p saken]

JB: Ok well, when you say “depending on the matter” what do you
think of then?

[Swedish original: Jaha, nér du siger “beroende pa saken” vad tinker du pa di?]

Asim: ‘Like if we’re to talk about for example if there is someone there
with us who is with us and I wanna tell something, talk about
something that happened at home or so, then I speak Arabic so
it’s like that or maybe because if I am to yell at someone then I yell
in Arabic.’

[Swedish original: Assi om vi ska prata om till exempel om det dr nagon som ér dér som dr
med oss och jag vill berdtta en sak, prata om ndgot som hint hemma eller si da jag pratar
arabiska si att assd det dr sa eller kanske for att om jag ska skdlla pi nagon da jag skéller

pa arabiska.]
JB: Aha, why do you think that is?

[Swedish original: Jaha, vad tror du det beror pa?]
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Asim: ‘Like we have...it’s more it’s much better, it feels much better than
Swedish’

[Swedish original: Assi vi har. . .det dr mer det dr mer bittre, det kanns mycket bittre an

svenskal

Asim explained how Arabic can be used to discuss personal matters with his
siblings and keep others out of the conversation. Asim’s description was also
similar to that of Avin in that Asim mentioned that he sometimes preferred Arabic
over Swedish depending on the topic. Rather than expressing close affection,
Asim’s example of preferring the Heritage LLanguage concerned the expression of
opposite emotions, such as yelling at his siblings. Hence, this example also
illustrates how languages in interaction can be used for various purposes and to
express matters tied to personal issues or strong emotions.

While language use with siblings appeared to vary depending on time and place,
the data also repeatedly demonstrated the role of interlocutor by indicating how
language use might vary between siblings within the same family. The diary entries
contained several examples of interactions with siblings and the following excerpts
by Vanya illustrate a few of them: ‘After I had finished, I went out with my little
brother for a little while to get some fresh ait. We spoke both Pashto and Swedish.’
[Swedish original: Efter att jag var klar gick_jag ut med min lillebror en liten stund for att fa
lite frisk luft. Vi pratade bade pashto och svenska.] (Vanya, age 13, grade 7). The excerpt
shows how Vanya and her brother on this occasion used both Pashto and Swedish
in interaction. In a subsequent entry, a few days later, Vanya made the following
description: ‘T then went out with my little brother for a walk and to go to the
playground in X. I only speak a little Swedish, English and Pashto with my brother
because he’s not so fluent in languages.”[Swedish original: Jag gick sedan nt med min
lillebror pa en promenad och for att ga till lekplatsen 1 X. Jag pratar bara lite svenska, engelska
och pasto med min bror eftersom att han inte dr sa sprakkunnig.]. In contrast to the first
diary excerpt, Vanya’s language use with her little brother here also included
English. Thus, Swedish, English and Pashto were used in interaction in this
instance which points to the temporality of language use. Vanya also adds
information to explain the language use by referring to her little brother as not
being so fluent in languages. The example thus demonstrates the role of the
interlocutor since the young age of the brother here may shape the way languages
are being used. Vanya’s diary also contained references to interactions with her
older brother, which in contrast depicted a language use dominated by Swedish:
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After playing online I hurried to get ready since I would get a ride from my
big brother to go to the library in X. On the way there we speak Swedish and
T also spoke Swedish with the staff at the library.

[Swedish original: Efter onlinespelande skyndade jag mig att fixa i ordning eftersom att jag skulle fi skjuts
av min bror till biblioteket i X. Pd vigen talar vi svenska och jag talade ocksd svenska med personalen i
biblioteket.].

(Vanya, age 13, Grade 7)

In contrast to the interaction with the little brother, the interaction with the older
brother was in Swedish. Vanya’s language diary excerpts thus signal the role of
interlocutor. The passage is clearly dominated by Swedish and besides speaking to
her brother, Vanya also mentioned speaking Swedish to the library staff. In a later
interview, Vanya also expressed how her language use with siblings sometimes can
be directed by the preferences and language ideologies of her parents. During the
interview, Vanya mentioned: ‘Uhm when our mum and dad sometimes get like,
angry with us for speaking too much Swedish, then we say we speak Pashto or
Farsi” [Swedish original: Eb, ndr vdran mamma och pappa ibland assa blir arga pa oss vi
pratar for mycket svenska, sa vi sager vi pratar pashto och farsi.]

In the language diaries and interviews, the participants often indicated how
interactions at home may differ between family members depending on the
interlocutor. As mentioned, participants’ accounts showed how Swedish tends to
dominate in communication among siblings whereas Heritage Languages would
be more prevalent in interactions with parents. This was illustrated in the following

excerpts by Dalia:

When I came home I said hello to my mum in Arabic and my siblings in
Swedish. Then I did usual stuff such as cleaning and today I took a shower
and studied. I studied in Swedish and talked to my siblings in Swedish and
with my mum in Arabic. I chatted with my friends in Swedish and then I
went to bed.

[Swedish original: nér jag kom hem s hilsade jag pa min mamma pa arabiska och pd mina syskon pi
svenska. Sedan giorde jag vanliga saker s som att stida och idag duscha jag och pluggade. Jag plugea pi
svenska och snackade med mina syskon pa svenska och med min mamma pa arabiska. Jag chattade med

vinner pa svenska och sedan gick jag och la mig.]
(Dalia, age 13, Grade 7)
Examples of common interactions at home with parents typically involved

morning greetings and daily conversations particularly after school. The excerpt
by Dalia, also depicted Heritage Languages as used in interaction with parent(s)
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while Swedish appeared more frequently used when speaking to siblings. The
excerpt by Dalia also illustrates how Swedish tends to be the language used in
school-related work and when interacting with friends, which is addressed later in
this chapter.

However, language use in mixing patterns also occurred in interactions with

parents. The following diary entry by Lisa provides one example:

I woke up and speak a little with my dad in Mandarin and Swedish. I go and
eat breakfast and then I brush my teeth. My mum calls me, we speak
Mandarin and Swedish. I go to my room and talk a little with my sister in
Swedish.”

[Swedish original: Jag vaknade och pratar lite med min pappa pa mandarin och svenska. Jag gdr och dter
frukost och sedan borstar jag tinderna. Min mamma ringer mig, vi pratar mandarin och svenska. Jag gar

1ill mitt rum och pratar med min syster pa svenska.].
(Lisa, age 13, Grade 7)

When interacting with parents, Lisa referred to using both Mandarin and Swedish
yet when interacting with her sister Mandarin was absent. Another example of how
languages can be used with parents and siblings was expressed in the diary entry
excerpt by Isabel:

I hung out with my friends for a little while after school (10 minutes) and we
spoke Swedish, then my mum called me and told me to hurry home because
I was late in English (she called me for like one minute). Then I ran and
picked up my little sister and came home. I told my mum about my day in a
mix of Swedish and English and my mum gave me a kit kat. I got a craving
for pancakes, so I baked them by watching an English baking video and
listened to Spanish music (maybe 1 hour, I mostly listened to Maluma and
Daddy Yankee). Then my mum asked me why I didn’t eat my KitKat in
Spanish and I answered in English (my mum knows English, Swedish,
Spanish because she is from Chile, Italian French and some more).

[Swedish original: Jag hingde med mina kompisar for en stund efter skolan (10 minuter) och vi pratade
svenskay sedan ringde min mamma mig och sa till mig att skynda hem for att jag var sen pa engelska (hon
ringde mig for typ en minut). Sedan sprang jag och himtade min lilla syster och kom hem. Jag berdttade om
min dag till min mamma med en blandning av svenska och engelska och min mamma gav mig en kitkat.
Jag blev sugen pa pannkakor sd jag bakade de genom att kolla pa en engelsk bakningsvideo och lyssna pa
spanska musik (kanske 1 timme, jag lyssna mest pa Maluma och Daddy Yankee). Sedan min mamma
frégade mig varfor jag at inte min kitkat pa spanska och jag svarade pa engelska (min mamma kan engelska,

svenska, spanska for att hon dr fran Chile, italienska, franska och nagra mer.]

(Isabel, age 13, Grade 7)
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Isabel described her use of languages after school with her friends, sister and her
mother. As seen in this example, Isabel used both Swedish and English (and
Spanish) with her mother. Isabel is born in Sweden but moved to Ireland as an
infant and relocated to Sweden at the age of eleven. She has stated English as
‘mother tongue’ (Questionnaire and interview). In the diary entry excerpt, Isabel
exemplified how language use is played out in interaction by describing how her
mother asks her a question in Spanish which Isabel replied to in English. Isabel
also included information about her mother’s linguistic repertoire to explain the
language use at home. This in-depth diary account thus highlights how migrant
trajectories and the linguistic backgrounds of participants and their parents, as well
as the family dynamic may come into play in governing the way languages become
used in family interaction at home.

In the case of family interactions, the language diaries repeatedly included
references to meals and participants’ described interactions with parents frequently
involved conversations at breakfast or dinner. Meals or particularly dinners, were
also shown to be central social events for family interactions in Bellander’s (2010)
observations of young people’s daily use of language. The following diary entry by
Mateo is one example which includes the dinner situation:

When I had finished the school day I call my mum and tell her that I have
finished in Albanian. Then I hang out with my friends and speak Swedish.
Then I take the bus home. When I come home I speak Albanian with my
family. Then I eat food and we speak Albanian at the dinner table. Thereafter
I go to my room and play PlayStation where I speak both Albanian and
Swedish with my Albanian friend and cousin and we played for maybe 1 and
a half hours. And I listened to hip hop in both Albanian and Swedish.’

[Swedish original: Nir jag slutat skoldagen ringer jag min mamma och berittar att jag har slutat pi
albanska. Sedan si hanger jag med mina vanner och pratar svenska. Sedan sa tar jag bussen hem. Nar jag
kommer hem pratar jag albanska med min familj. Sedan dter jag mat och vi pratar albanska vid matbordet.
Diirefter gir jag till mitt rum och spelar playstation dir jag pratar bade albanska och svenska med min
albanska vin och min kusin och vi spelade i kanske 1 och en halvtimma. Och jag hssnade jag pa hip hop
bade albansk och svensk.]

(Mateo, age 13, Grade 7)

This entry exemplifies the use of Heritage Languages when eating meals at home
with family members. The entry in total also provides a rich example of a day after
school in the life of this participant which highlights the role of interlocutor. As
shown, Mateo reported using Albanian with his mother and family, Swedish with

friends after school and then Albanian and Swedish while gaming.
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Although dinners with the family commonly seemed to be dominated by
Heritage Language use, these situations would also sometimes involve the use of
Swedish. The following diary excerpt by another participant Elina depicts the use
of both Heritage Languages and Swedish:

I came home after school then I was in the living room and browsed on my
phone in Swedish. Then I ate dinner with my family and we all spoke together
I spoke Swedish with my siblings and Assyrian with my parents.

[Jag kom hem efter skolan sen si var jag i vardagsrummet kolla pi min mobil pa svenska. Sen si dt jag
middag nred min familj och vi alla pratade med alla jag prata svenska med mina syskon och assyriska med

mina foraldrar.]
(Elina, age 13, Grade 7)

This entry illustrates how languages may become used at the dinner table and again
reflects the language use pattern of using Heritage Languages in interaction with
parents while Swedish tends to be more prevalent in interaction with siblings.
However, even if the excerpt does indicate the role of interlocutor, it does not
reveal any details of speech or ‘mixing’ patterns and the language use among the
family members may be more complex than what this entry discloses. Mixing
patterns were also reflected in the diary by Idil who also referred to ‘mixing’
languages as in the following quote: ‘I came home from school and ate dinner with
my family and mixed between Somali, Swedish and Danish.” [Swedish original: Jag
kom hem fran skolan och dt middag med min familjen och blandade mellan somaliska, svenska
och danska.]. The diary of 1dil (who quite recently relocated from Denmark to
Sweden) also highlights the multifaceted nature of multilingualism and how
Heritage Languages may encompass languages in a repertoire acquited from past
countries of residence (i.e., diverse migrant trajectories) and not only the languages
of the family descent.

Language use with parents was also exemplified in the diary by Avin. The
following account illustrates the role of interlocutor but also how the activity itself

becomes an intersecting dynamic:

On the way home I listened to Swedish music, when I was home I spoke in
Kurdish with my mother and helped her make the salad. Then my dad helped
me with a math task and that is almost the only time I speak Swedish with
my dad to be able to understand.

[Swedish original: Pévig hem bssnade jag pa svensk musik, nér jag var hemma pratade jag pa kurdiska
med min mamma och bjdlpte henne med att gora salladen. Sedan jalpte min pappa mig med en matteuppgift

och da ar det ndstan enda gangen jag pratar svenska med min pappa for att kunna forstd.]
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(Avin, age 13, Grade 7)

From Avin’s description, the use of Swedish with her father seemed closely tied to
the activity of doing homework. Avin also explained that the reason for using
Swedish was to ‘be able to understand’. In this example, the type of activity thus
appeared to govern the language practice, as perhaps did the preferences of the
participating agent, her father. The statement suggests that Avin prefers to use
Swedish when completing math tasks as it reportedly supports her understanding.
Although Avin mentioned using both Kurdish and Swedish at home and
occasionally with friends, the preference for Swedish in this instance can be
explained by aspects of language dominance. Avin was born in Sweden and reports
Swedish as the language she feels most confident in (questionnaire and interview).
However, the preference of language on this occasion for doing homework could
also be linked to the type of activity and its content, as school related work,
homework material is commonly produced in the dominant language Swedish (or
English). Using the language of school when doing homework is perhaps also not
only expected by the school but also preferred by the participants, patticulatly
maybe by participants who consider Swedish to be the language they feel most
confident in. However, participants’ preferences may also vary between school
subjects and certain subjects might be particularly disposed to the use of Swedish
while others more easily could include the use of Heritage Languages.

The language diaries also provide examples of how language use can be tied to
the dimension of space. In the following excerpt, Faiza, who usually reported
speaking Somali when interacting with her mother, provided the following account

of a Saturday spent with her mother in town.

I woke up later in the morning spoke Somali and ate breakfast for about 20
min. My mum and I went to town, we talked to each other on the way to
town which took 30 min. We went in and out of different stores and looked
at clothes and we spoke mostly Swedish with the staff and with each other.
We were in different stores for about 15 min and then thereafter we ate at
max?' and of course we spoke with the staff in Swedish and with each other.

[Swedish original: Jag vaknade sent pa morgonen pratade somaliska och dt frukost i ungefar 20 min. Jag
och min mamma dakte in till stan vi pratade med varandra pavig till stan som tog 30 min. Vi gick in i
olika butiker tittade pa klider och vi pratade mest svenska med personalen och med varandra. Vi var i
olika butiker i ungefar 15 min och sedan darefler dt vi i max och siklart pratade vi med personalen pa
svenska och med varandra.] (Faiza, age 13, Grade 7)

2l Max is the name of a Swedish hamburger restaurant chain.
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As demonstrated in this diary entry, while spending time in town Faiza described
using Swedish with her mother (as well as with staff in shops and at the hamburger
restaurant). Regarding the interaction pattern with her mother, this entry is in
contrast with other entries in Faiza’s diary which, in total, indicates Somali
dominant at home when interacting with her mother. While the activities of
shopping and dining likely play a part in this instance, this entry also points to how
the role of place might come into play in the underlying dynamics governing
language use. The use of Swedish with staff in various settings can be expected but
the overall presence — or domination — of Swedish in the linguistic field of the city
center, could also form part in influencing linguistic practices in personal

interactions.

7.4 Language use with friends and classmates

This section presents the participants’ reported language use with friends and
classmates. Friends and classmates are central interlocutors in the lives of the
participants, yet patterns of interaction may differ between friends and classmates.
Those who the participants consider to be their friends are not necessarily the
peers they are organized with in a class. While, for some participants, their closest
friends are their classmates, others engage more with friends or contacts in other
classes, in other schools, in other parts of the city, in other parts of the country or
in other countries. Some participants also refer to online friends who they meet
only through engagement in online settings. The dynamics of language use with
friends may also alter depending on the space or setting in which the linguistic
practice is situated and the spaces which the speakers are tied to or associated with.
For example, language use with classmates — as the word classmates indicates — is
likely, for many, associated with language events typically taking place within the
school setting. Therefore, language use with classmates might be different from
language use with friends. The space of practice with its norms, values and habitual
practices is likely to have an impact on the language use. Thus, language use with
classmates might be influenced by the linguistic practices of the school and
therefore differ from the language use the participants associate with friends.
Language practices may also alter depending on the linguistic background and
preferences of a given group of speakers. Following Baker (1992), a distinction
was made between friends and classmates. In the analysis of language diaries,

distinctions were also made with regards to the places or settings in which the
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interactions took place. The following section presents the participants’ language
use with friends and classmates in different spaces and settings. It begins by
describing the overall patterns of language use, then continues with providing
examples of fluidity and unpredictability of language use through juxtaposing

examples from diary entries and interview transcripts.

7.4.1 Questionnaire responses of language use with friends
and classmates

Findings from all three strands of data indicated how Swedish tends to dominate
in interaction with friends. In the questionnaire, of the responding participants, 57
percent reported using Swedish when speaking to friends (Table 9). This was
followed by 13 percent who reported a mixed use of Swedish and Heritage
Language(s). Only 3 percent have reported the use of Heritage Languages and
Swedish and very few, only 2 percent, reported using Heritage Languages only

when speaking to friends.

Table 9 Distribution Language Use with Friends

155

Language HL(s) HL(s) /Swe Swe/HL(s) Swe Swe/Eng HLs/Swe/ Eng

use when Eng*

speaking

to... (%) (%) (%) (%) (%) (%) (%)
friends 2(3) 3(7) 13(14) 57(56) 14(13) 6(4) 1(1)

Note. N=91/90 *HLs/Swe/English in different stated order combinations

The equivalent pattern was reflected also in the responses to question five targeting
what languages friends typically use when speaking to the participants, presented
in the parentheses in Table 9. The questionnaire results showed a high prevalence
of Swedish in language use with friends, which findings from the other strands of
data also confirmed. When a combination of languages was reported, it was still
dominated by Swedish in interaction with friends. While most combinations of
languages in interaction with parents were listed as: Heritage Languages and
Swedish, the reverse order, that is, Swedish and Heritage Languages, was
repeatedly reported for language use with friends and classmates. The order of
languages named in participants’ questionnaire responses thus seemed to have
significance.

When speaking to classmates the vast majority of participants (72%, N=91)
reported using Swedish (Table 10).
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Table 10 Distribution Language Use with Classmates

Language HL(s) HL(s) /Swe Swe/HL(s) Swe Swe/Eng HLs/Swe/ Eng

use when Eng*

speaking (%)

to... (%) (%) (%) (%) (%) (%)
classmates 3(3) 3(4) 10(9) 72(73) 9(9) 1(0) 1(1)

Note. N=91. The numbers in parentheses represent the corresponding responses of what languages
the participants report that classmates use when they speak to the participant.

Much like the language use pattern with friends, 10 percent reported the use of
Swedish and Heritage Languages. Only 3 percent responded using Heritage
Languages only when speaking to classmates and equally few reported using a
combination of Heritage Languages and Swedish. The use of Swedish and English
was also present in reported interactions with classmates as 9 percent reported
using a combination of Swedish and English. In contrast to the interaction pattern
with friends, very few participants reported using any combination involving
Heritage Languages, Swedish and English. An almost identical pattern appeared in
the responses to question five targeting which language or languages the classmates
use when speaking to the participants. The majority (73%) responded that
classmates would use Swedish and only 3 percent reported the use of Heritage
Languages only. While 9 percent responded the use of a combination of Swedish
and Heritage Languages, only 4 percent reported the reverse order, that is, Heritage
Languages and Swedish. With identical frequency, 9 percent reported that their
classmates use Swedish and English and only one percent reported the use of
English only.

7.4.2 Diary accounts of language use with friends and

classmates

The language diary entries and the interviews reflected the same overall pattern,
yet consideration must be given to the circumstances and particularities of
linguistic practices. The language diaries and interviews allowed more room for
participants to describe where and when the interactions took place, the type of
situation or event and the composition of speakers or intetlocutors present.
However, when looking at the total 50 language diaries, without taking any of the
above considerations into account, the dominance of Swedish in interaction with
friends was evident. The number of instances in the diaries that contained

references to language use with friends is presented in Figure 9.
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Figure 9 Language Use with Friends — Number of Diary Instances
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Of the reported instances of language use with friends in the language diary entries,
a majority of 72 referred to the use of Swedish. A few instances, (8) referred to the
use of Swedish and Heritage Languages and a few others (8) reported instances of
using English with friends. The use of English typically involved interactions with
friends in different online or digital activities such as gaming or chatting.

The language diaries contained 40 instances of language use with classmates
and 38 of these referred to the use of Swedish.

7.4.3 Diary and interview examples of language use with

friends and classmates

The language diary entries provided several examples of language use with friends
and classmates. The following diary entry excerpt by Viyan included an example
of how language use can alter between siblings and friends and between out-of-

school and school settings:

I woke up in the morning and ate breakfast then I went to school with my
sister and on the way we spoke Kurdish and then I was inside the school and
before we started my friend and I talked to each other and we spoke Swedish
then I had lessons.

[Swedish original: Jag vaknade pi morgonen och dt frukost sedan gick jag till skolan med min syster och pa
vigen pratade vi Rurdiska och sen var jag inne i skolan och innan vi borjade si pratade jag och min kompis

med varann och vi pratade svenska sen hade jag lektioner.]

(Viyan, age 13, Grade 7)
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The excerpt by Viyan illustrates the high prevalence of Swedish in interaction with
friends but it also indicates language use as tied to place. Viyan described speaking
Kurdish on the way to school with her sister and then shifted to Swedish as she
entered the school building ‘then I was inside the school and before we started my
friend and I talked to each other and we spoke Swedish’. While Viyan’s use of
Swedish with the friend at school may be the result of several dimensions, the
excerpt does signify Swedish as the language of school. A linguistic divergence
between home and school could be discerned in several diaries. One example was
manifested in the diary entry excerpt by Adam who reported: ‘I speak Polish at
home and Swedish at school.” [Swedish original: Jag pratar Polska hemma och svenska i
skolan.]. While the linguistic divergence between home and school may be more or
less distinct and vary between individuals, Adam’s case constitutes an example at
the top of the scale. In his diary, Adam repeatedly illustrated a clear-cut linguistic
divide between home and school, where Polish was associated with the home and
Swedish with school (cf. Moskal & Sime, 2016).

Although a majority of the diaries contained references to the use of Swedish
with friends, participants did also report how Heritage Languages sometimes
would be present in interactions. An example of this was found in the diary by
Lana who wrote: “Then I spoke on Face Time with my friends in Swedish and a
little Kurdish, then I only spoke Kurdish with my family.” /Swedish original: Sedan si
pratade jag Facetime med mina kompisar pa svenska och lite kurdiska, direfter pratade jag
bara kurdiska med min familj]. When asked about the use of Face Time during the
later interview, Lana describes that the language use tends to depend on the
situation and who she is speaking with. Lana: ‘but sometimes we usually write in
Kurdish and Swedish, it is very mixed. It depends on what the situation is and who
I am with.” [Swedish original: men ibland vi brukar skriva pa kurdiska och svenska, det dr
Jatteblandat. Det beror pd vad det ar for situation och vilka jag ar med] (Interview, Lana).

Another example of how participants interact in mixing patterns with friends
was given in the diary entry excerpt by Avin which contained the following

description of language use with friends:

When I was home, I talked to my mother in Kurdish, then my friends and I
spoke on Facetime. Sometimes I can speak Kurdish with my friend and then
we mix in a lot of Swedish and Kurdish. After that I had training then I always
speak Swedish with my team and my coach. Then after training I went home
with some friends and then we spoke Swedish all the way home. Finally, I
came home and then I spoke Kurdish with my parents and Swedish with my
sistet.
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[Swedish original: Nir jag var hemma pratade jag med min mamma pa kurdiska, sedan pratade jag och
mina kompisar pd facetime. 1bland kan jag prata kurdiska med min kompis och di blandar vi in jittemycket
svenska samt kurdiska. Darefter sknlle jag ha trining di pratar jag jamt svenska med mitt lag och min
trénare. Sedan efter traningen dkte jag hem med ndgra kompisar och da pratade vi svenska hela vigen hem.

Till sist kom jag hem och di pratade jag knrdiska med mina fordldrar och svenska med min syster.]
(Avin, age 13, Grade 7)

Avin described how interaction with friends sometimes could involve a mix of
Swedish and Kurdish. The entry excerpt also contained references to language use
with teammates at sports practice where Avin referred exclusively to the use of
Swedish. Organized sports activities appeared in several language diaries as an
exclusively Swedish speaking domain. Avin also described using Swedish when
going back home after the sports practice, “Then after training I went home with
some friends and then we spoke Swedish all the way home’. The entire excerpt
illustrates an example of how participants navigate their linguistic repertoires
between different situations, interlocutors and domains.

During the interviews, participants also addressed how language use tends to
vary depending on the interlocutor and how they perceived a difference between
how languages are used in school versus outside school. One of them was Hilal
who during the interview gave the following explanation to language use with

different intetlocutors:
JB: Mm, can it be different depending on who you are talking to?
[Swedish original: Mm, kan det va olika beroende pa vem man pratar med?]

Hilal: “Yes because if he is all-Swedish then I cannot speak Arabic with
him or any other language he doesn’t know, then I have to speak
Swedish. Then the Swedish can like vary with the Swedish I speak
with my friends and the Swedish I speak with an adult, because at
school...because then you use a school language and with my
friends maybe an everyday language.’

[Ja for om det nin helsvensk kan jag inte prata med han arabiska eller nit annat sprik som
inte han kan di miste jag prata svenska. D kan typ svenskan variera med svenskan jag
pratar med mina vinner och svenskan jag pratar med nagon vuxen, for det i skolan for di

anvéinder man ett skolsprik och mina vinner kanske ett vardagssprak.]
JB: In what way do they differ, do you think?

[Swedish original: Pa vilket satt skiljer sig dom, tycker du?]
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Hilal: It is like more school...like...uhm...it’s not you don’t say like ‘ayo’
and stuff like we speak, me and my friends, it’s more like “Hello
there, how ate you today” and stuff like that.”

[Swedish original- Det ér mer typ skol...typ. . .ehm...det ar inte man siiger inte typ “shoo’*?
och sant som vi siger jag och mina vinner ntan det ar mer hp ... Hejsan bhur star det till

och sant”]
JB: Ok, so you think it differs in that way?
[Swedish original: Ok, si du tycker det skiljer sig pd det sittet?]

Hilal: “Yes you have to like vary the language like adapt yourself, adapt
the language to different people, how they speak.”

[Swedish original: Ja man midste typ variera spriket typ anpassa sig anpassa spriket till

olika mdnniskor, hur de talar.]

In this excerpt, Hilal describes how he varies his language use when speaking to
his friends and when speaking to adults at school. In doing so, Hilal particularly
referred to how he thinks there is a ‘school language’ in school and an ‘everyday
language’ with friends. When asked about the difference between these two ways
of speaking, Hilal exemplified this by illustrating how the everyday language with
friends generally tends to contain more use of words associated with
‘contemporary urban vernacular’?3, whereas the school language was described as
usually characterized by a more traditional Swedish phrasing and politeness in
tone. Hilal argued further how language use might vary depending on the
interlocutor and expressed how he often adapts the language depending on who
he is speaking to and how they speak.

In the interview, several of the participants reflected on how language use tends
to vary depending on the interlocutor and showed a high level of awareness of
linguistic hierarchies and language use “norms” or “registers” in various situations,
both regarding Heritage Language use but also particularly the use of Swedish.

One example of this was found in the interview with Avin who stated:

Avin: “Yes, it depends, like often it depends on who I hang out with.
Because like now when you grew up in the suburb it comes like

22 Term commonly used as greeting phrase in Swedish contemporary urban vernaculars.
2 Umbrella term suggested by Rampton (2011, 2015) referring to youth speech styles in
multilingual settings, transcending age and ethnicity.
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you...say many like you speak ‘ortensprik’™ like really often with
friends and stuff. But when it comes to people, like older people
you cannot talk to them like that because it’s like really
disrespectful, you want, you cannot say ‘man what are you doing?’
like it’s not nice. You should say like this ‘ah hey how are you doing
how are you?’. For example, when I talk to you now, I don’t talk
like this with my friends because it’s not the same thing cos my
friends, you can like see what...they don’t care it’s your friend.
And when you’re a teenager, you kind of think like friends are
funny and like you want to follow friends, so if they say something,
you often hang out with them, you suddenly learn the language
they speak.”

[Swedish original: Ja, det beror pd assi oftast beror det pa vem jag hinger med. Fir till
excempel nu nér man ar uppvnxen i fororten s kommer det assi man. .. siger minga assi
man pratar ortensprik, si har jitteofta med sina kompisar och sant. Men nér det giller folk,
alltsi dldre méinniskor si kan man inte prata si med dom for det dr sd har jétterespektlist
man vill, man kan inte siga “mannen vad gor du!?” assd det dr inte fint. Man ska sdga si
bér "aly bej bur mdr du bur dr det?”. Till exempel ndr jag pratar med dig nu, jag pratar inte
sd hér med mina kompisar for det dr inte samma grej for mina kompisar kan man si hir se
vad som..dom bryr sig inte det dr ens kompis. Och néir man dr tondring s tycker man tjp si
hér kompisar dr roliga och si hér kompisar vill man folja efter si om de saiger nagonting dn

hénger ofta med dom si liir man sig helt plitsligt spriket som dom pratar.]
JB: Mm, you say it is ‘ortensprak’»

[Swedish original: Mm, du siiger att det r ortensprik?]

Avin: Yes’
i’]ﬂ/
JB: Mm, could it be called youth language?

[Swedish original: Mm, skulle det kunna vara ungdomssprik?]

Avin: ‘Uhm, it depends like I think it depends on where you’re from
because there are a lot of young people in Sweden who don’t
speak like that, like the way I speak or like many at X-school speak,
because there are like, if you’re for example going to X (other area

24

The youth language styles or multilingual urban language practices which traditionally have
been associated as the speech styles of immigrant youth in the suburban areas outside the larger
Swedish cities. In research, media and by the public, these contemporary urban vernaculars
have also been referred to as Suburban Swedish (“ortensvenska”), Suburban slang
(“forortsslang”) and Rinkeby Swedish (“Rinkebysvenska”) (see e.g., Jonsson, 2018; Milani,
2010; Milani & Jonsson, 2012; Stroud, 2004).
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in the city) where my cousin lives then there are like really few
people who speak like that, at least what I’ve heard there in the
neighborhood where they live. I think it depends because we who
are foreigners maybe have more of this like ‘Ey yalla let’s go’ like
this ‘yalla’ and stuff, you see it also from, it comes from Kurdish
and like Arabic. Or like ‘para’ it’s also like this slang word and it’s
from Kurdish or ‘bram’ like this “Yalla bram’ let’s go, that’s also in
Kurdish so it’s like also a lot it depends I think, if you’re from
Sweden you are more used to the Swedish and you only speak
Swedish at home also, so I think it becomes like that, like it

depends.

[Swedish original: Ebm, det beror pa assd jag tycker det beror pa vart man kommer ifiin for
det finns minga ungdomar i Sverige som inte pratar sd, si som kanske jag pratar eller som
mdnga i X-skolan pratar for det finns assi om du ska till exempel ga till X dér min kusin
bor si dr det typ sd har jattefi minniskor som pratar sa, vad jag hirt i det di det omrade
dom bor i. Jag tror det beror pa for, for vi som dr utlindska kanske har mer det hira "Ey
yalla, vi drar” assi sd bdr yalla och sint man ser det ocksd frin det kommer sjily frin
kaurdiska och arabiska typ. Eller typ "para” det dir ocksa si hira slangord och det ér frin
kaurdiska eller "bram” si har “Yalla bram” vi drar, det dr ocksd pd kurdiska si det ar
ocksd s hdr mycket det beror pa jag tror man dr fran Sverige man dr mer van vid det svenska

och man pratar bara svenska hemma ocksa sd jag tror det blir si assd det beror pa.]

In this interview excerpt, Avin reflected about how her language use with friends
tends to be influenced by the contemporary urban vernacular which she associated
with the local neighborhood. Avin reasoned that the use of contemporary urban
vernacular might be more common among people whom she referred to as
‘foreigners’, positioning herself by stating: ‘we who are foreigners maybe have
more of this like ‘Ey yalla let’s go’. Avin also mentioned how she tends to vary her
language depending on who she is speaking to. Like Hilal, Avin too exemplified
how the way she speaks Swedish with her friends differs from how she would
speak with for example older people. To further exemplify she referred to speaking
with me and how that was different from how she would speak with her friends:
‘For example, when I talk to you now, I don’t talk like this with my friends.” The
excerpt illustrates a high awareness of language use norms but for Avin the varying
of linguistic practices in relation to interlocutor was also seen as a matter of respect.
Yet, even so, Avin’s description indicates an awateness of the linguistic hierarchy
and recognition of the legitimacy of the dominant language. Avin also reasoned
about how language use tends to be shaped by the area where you live and argued
that ‘there are a lot of young people in Sweden who don’t speak like that, like the

way I speak or like many at X-school speak’. This statement signifies Avin’s
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awareness of how her way of speaking is tied to the societal space where she lives.
Avin argued further how the language use becomes linguistically influenced by
many of the languages present in the linguistically diverse urban area.

Differences between language use 7z and oxt of school were also expressed by
other participants. One example was Ali who during the interview described:
“Yeah, so outside I talk in a completely different way. But here I'm talking I
dunno...the real like the real...” [Swedish original: Ab, sd jag pratar ute pa ett heelt annat
satt. Men bar jag pratar jag vet inte. . .det riktiga sa den riktiga...] (Interview Ali, age 14,
Grade 7). When asked to explain what he meant by ‘real’, Ali responded: ‘I mean
the real Swedish, not “shoo”, “yani” and stuff like that. Here (in school) I'm
talking... like... without these words and stuff [Swedish original: Assi jag menar den
riktiga svenska, inte “shoo”, “yani”?’ och sant. Har jag pratar... typ...utan dom hér orden
och sant] (Interview Ali, age 14, Grade 7). Ali thus seemed to make a clear division
between the language practices inside and outside school. For Ali, language use in
school was associated with what he considered ‘real’ Swedish, which was expressed
as diverging from the out-of-school language use described as characterized by
contemporary urban vernacular features. The example illustrates an ideological
position of linguistic purism (Kroskrity, 2010; Woolard & Schieffelin, 1994)
reflecting the linguistic hegemony where the dominant language practice of

institutions is considered the norm, representing a “standard” practice.

7.5 Language use with relatives

Less surprisingly, the participants’ reported language use when speaking to
relatives seemed to vary depending on who the relative is. The questionnaire drew
a distinction between ‘cousins/younger relatives’, ‘grandparents’ and ‘other older
relatives. At first glance, the pattern displayed here can indicate that language use
or alteration of languages varies depending on the age of the relative. However,
while age might be one impacting factor, other interconnected factors might also
impact on the use of languages. While some relatives might reside in other
countries, other relatives might live in the same city or attend the same school
which might have an impact on language practices. Linguistic backgrounds,
migrant trajectoties, and number of years in Sweden might also govern language
use with both young and older relatives, and so on. Hence, several factors might

play a role in how language is used in spoken interactions. Other sources of impact

25 Contemporaty urban vernacular term of Turkish/Arabic origin meaning e.g., ‘you know’ or
‘like’.
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might include the setting, the topic and purpose and the interlocutors present and

their linguistic preferences.

7.5.1 Questionnaire responses of language use with

relatives

As shown in Table 11, the results indicated how participants vary their language

use depending on who they are speaking to.

Table 11 Distribution of Language Use with Relatives

Language HL(s) HL(s) Swe/HL(s) Swe HLs/Eng Swe/HLs/E Eng
use when ISwe ng*
speaking to...

(%) (%) (%) (%) (%) (%) (%)
Cousins/yr 36(35) 12(9) 19(20) 20(22) 7(6) 8(7) 0
Grandparents 82(80) 4(5) 6(6) 6(6) 2(2) 0(0) 1(1)
Other older 61(60) 7(7) 7(9) 12(10) 7(4) 3(4) 2(3)
relatives

Note. N=cousins/younger relatives (89/88), grandparents (86/85), other older relatives (87/87).
Swe/HLs/English in different order combinations. The numbers in parentheses represent the
corresponding responses of what languages the participants report that each relative group category
use when they speak to the participant.

The participants’ responses showed how language use with cousins and younger
relatives varied and often involved a combination of languages. While the largest
group of participant responses (36%) reported using Heritage Languages, 20
percent responded using Swedish only. This was followed by 19 percent reporting
the use of Swedish and Heritage Languages and 12 percent reported Heritage
Languages and Swedish. A few participants (8%) reported using various
combinations of Swedish, English and Heritage Languages and another 7 percent
of the participants reported using Heritage Languages and English with cousins
and younger relatives. Compared to the interaction patterns with cousins and
younger relatives, the interactions with grandparents appeatred less diverse. The
vast majority (82%) reported using Heritage Languages only. As noted, responses
would fall into most of the other categories too but at much lower frequency. In
the matter of interaction with other older relatives (e.g., uncles, aunts etc.), the
pattern was slightly different. A majority of patticipants reported using Heritage
Languages (61%) but 12 percent reported using Swedish. Using a combination of
languages also appeared slightly more common as compared to the interaction

pattern with grandparents.
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The responses to the reverse question of what languages different relatives
typically use when speaking to the participant, showed corresponding numbers
which are presented in the parentheses in Table 11.

7.5.2 Diary examples of language use with relatives

The language diaries also revealed patterns of language use when interacting with
relatives. The total 50 diaties contained 28 instances of references to language use
with relatives. A majority of these (15 instances) referred to interactions with
cousins. Other instances included grandparents, other older relatives and a few
participants also referred to ‘the relatives’.

One example of language use with relatives was given in the following entry by
Avin. This particular entry also gives an illustration of linguistic practices with
different interlocutors (parents, relatives, friends) which reflects the overall
language use pattern found in the questionnaire results regarding how language

use might vary depending on the intetlocutor.

When I had come home, I spoke to my parents in Kurdish then I watched
different movies. Later in the evening, we went to my uncle’s home. There I
spoke Kurdish with everyone except my cousins who are a little younger and
know Swedish. When I came home I brushed my teeth while I spoke in
Swedish with my friend then I browsed social media until I fell asleep. When
you browse social media you can both listen, read and write in Swedish and
English.

[Swedish original: Nar jag hade kommit hem pratade jag med mina foraldrar pa kurdiska sedan kollade
Jjag pa olika filmer. Senare under kvéllen gick vi hem till min farbror. Dir pratade jag knrdiska med alla
Jorutom mina kusiner som dr lite yngre och kan svenska. Nar jag kom hem borstade jag tinderna medans
jag pratade pa svenska nred min kompis sen kollade jag lite pa sociala medier tills jag somna. Nir man

kollar pa sociala medier kan man bade lyssna, lisa och skriva pa svenska och engelska.]
(Avin, age 13, Grade 7)

As demonstrated in this entry, Avin reported using Kurdish with ‘everyone’ at her
uncle’s except with her younger cousins, which in a sense confirms the “age-
related” pattern described earlier. Avin’s description ‘my cousins who are a little
younger’ does seem to indicate the role of age. However, the statement is also
followed by ‘and who know Swedish’ which points to the language familiarity of
the interlocutors as playing a contributing role. Thus, age is likely to be one of
several dimensions at play. Avin’s reference to the fact that the cousins in question
know Swedish, indicates how the role of interlocutor with their preferences and

linguistic trajectories form part in governing language use. In total, the diary entry
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by Avin illustrates the role of interlocutor as an important dimension of language
use. Even though the age of the interlocutors may play a part, one must also
consider other potential dynamics at play such as contextual factors and the
individuals’ personal histories. When interacting with cousins who for example
might be Swedish residents and know Swedish, and who perhaps live in the same
neighborhood or attend the same school, Swedish is likely to form a great part of
the repertoire.

Other times, relatives might live in other countries which can contribute to the
way languages are used. In the following excerpt, Alyssa described using English

while gaming with a cousin living in Germany:

When I came home I played on my Nintendo Switch and listened to music
in the meantime in English. I played for two hours with my cousin and we
spoke English because he is from Germany.

[Swedish original: Nar jag kom hem spelade jag pa min nintendo switch och jag lyssnade pa musik medans
pa engelska. Jag spelade i 2 timmar med min kusin och vi pratade engelska eftersom han ar fran Tyskland.]

(Alyssa, age 13, Grade 7)

This entry provides an example of how the trajectories and the role of place come
into play in governing language use. Alyssa explains the use of English by referring
to the fact that the cousin resides in Germany. The use of English might be due
to the preferences of the cousin for various reasons, or English is the agreed
preferred language by both. The use of language might also depend on the activity
of gaming, where English might be the expected language of communication. The
use of English in this entry can be further explained by the language background
information. Alyssa is born in Sweden and has stated Swedish as the language she
knows best. Kurdish is stated as “mother tongue” and is used in combination with
Swedish in everyday interactions with parents but Alyssa does not participate in
mother tongue instruction. Both the questionnaire and the diary data also provide
evidence of a relatively high exposure to English in daily out-of-school activities
(Questionnaire, language diaties). Thus, Alyssa might be particularly invested in
using English when given the possibility. Using English when speaking to young
relatives residing in other countries might sometimes be expected but taking other
possibly intersecting factors into account can help entich the analysis and provide
a more holistic understanding of the entry and the dynamics at play.

In another language diary entry during the weekend, Alyssa described how the

whole family visited another cousin:
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After breakfast my whole family went to my cousin’s home. It was great fun
there because I had not seen her for almost a month. My cousin and I played
and we also watched a movie in English. We all ate dinner and spoke in
Kurdish and Swedish. It was very nice.

[Swedish original: Efter frukosten sa gick hela min familj hem till min kusin. Det var vildigt roligt dar
eftersom jag inte hade sett henne pa ungefir en manad. Jag och min kusin spelade och vi kollade dven en film
pi engelska. Vi alla dt middag och pratade pa knrdiska och svenska. Det var vildigt trevligt.]

(Alyssa, age 13, Grade 7)

The diary entry described how languages were used when visiting relatives where
a combination of Kurdish languages and Swedish was used in spoken interaction.
Since Alyssa described how the ‘whole family’ visited her cousin, it is likely that
both adults and children were present. The phrasing: “We all ate dinner’ also
suggests the presence of other people, and it is reasonable to assume them to be
of varying ages. The language use described at the dinner table thus reflects the
overall pattern of language use found in the questionnaire responses of language
use with different relatives.

The use of both Heritage Languages and Swedish with relatives was reflected
also in the language diary by Zaya who gave the following description: ‘and after
that we went to my grandmothet’s and my cousins’ and we spoke Assyrian and a
little Swedish there too, then we went home and I spoke Assyrian with my family
but also Swedish with my siblings.” [Swedish original: och efter det akte vi till min mormor
och mina kusiner och dar pratade vi Assyriska men lite Svenska ocksa sen dakte vi hem och jag
pratade Assyriska med min familj men ocksa svenska med mina syskon.] Another example
was given by Faiza who in one diary entry described meeting her cousin in town
after school: ‘I came from school, put some music on then went to town where I
met up with my cousin, then we ate at X and went home again we spoke Swedish
together and Somali.” [Jag kom fran skolan satt pa musik sedan dkte in till stan dar jag
miditte upp min kusin, sedan at vi X och dkte vi hemr igen vi pratade svenska tillsammans och
somaliska.]

Other times, participants referred to other family members and their use of
languages when communicating with distant relatives. One example of this was
seen in the diary by Isabel: ‘My mum called my abuela (grandmother) and they
spoke Spanish over the phone while my siblings and I watched TV and ate food.’
[Min mamma ringde min abuela (mormor) och de pratade spanska dver telefonen medans jag och
mina syskon kollade pa tv och at mat.).
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Interactions with relatives could also occur during special occasions or family
events. The language diary by Grace contained a description of language use while

attending a wedding:

At 12:00 I went and got dressed because we were going to X (name of other
city). We spoke Swedish, English & Twi. We were going to my godmothet’s
wedding. We were like there all evening and just danced wildly. We ate
African food and meanwhile we spoke Twi. I talked Twi/Eng with the
relatives and Swedish with my siblings.

[Swedish original: Nir klockan slog 12:00 gick jag och tog pd mig for att vi skulle till X. V7 talade svenska,
engelska & twi. Vi skulle till min gudmors brillop. Vi var dér typ hela kvéllen och bara dansade loss. Vi
Gt afrikansk mat och under tiden snackade vi twi. Jag snackade twi/ eng med slikten och svenska med mina

syskon.]

(Grace, age 13, Grade 7)

As seen in the excerpt, Grace referred to the use of multiple languages while
attending the wedding. Sometimes Twi appeared to be more present as for
example when referring to eating. Grace, who has English and Twi as stated
‘mother tongues’ (questionnaire & interview), also described using both Heritage

Languages while speaking to her relatives but Swedish with her siblings.

7.6 Summarizing notes

This chapter has presented the result of the participants’ reported use of languages
in interactions with different interlocutors. Integrated findings from all three
strands of data, demonstrated how participants’ use of Heritage Languages,
Swedish and English were used in different interactional practices and situations.
Heritage languages seemed to dominate in interactions with parents and relatives
whereas Swedish was more common in interactions with siblings, friends, and
classmates. However, the findings also pointed to the great diversity in the way
languages were used in practice in terms of speech patterns, purposes and

underlying dynamics and ideologies.



8. Language Use and Language
Exposure in Out-of-School
Activities

This chapter presents participants’ reported use and encounters with languages in
various activities in their everyday lives after school. As in chapter seven, this
chapter also reports integrated findings from all three strands of data:
questionnaire, language diaries and interviews. Although activities and
interactional practices might go hand in hand, in contrast with chapter seven, this
chapter focuses on the language use and exposure the participants engage in
through various media activities but also other leisure activities taking place outside
school. The chapter begins with an introduction to the scale variables of activities
used in the questionnaire. Then, the results are presented starting with the
questionnaire results, followed by findings from the language diaries and
interviews for each type of activity. The questionnaire results introduce the overall
patterns to which the diary and interview findings add nuance and depth.

8.1 Language use in out-of-school activities

The questionnaire included a relatively large number of items addressing a range
of out-of-school activities and the participants’ use of Heritage Languages,
Swedish, English, and additional languages when engaging in these activities. To
map the young adolescents’ use of languages in everyday activities outside school,
the questionnaire needed to include a wide variety of different activities. It should
be mentioned that, in addition to the items of daily non-organized activities, the
questionnaire also included a question which addressed participants’ degree of
involvement in organized spare time activities such as sports, playing an
instrument or other equivalent activities such as acting, singing, and so forth
together with an indication of the languages most often used during these
activities.

In the language diaries, the participating young adolescents described their

everyday language use in various situations and activities before school, and in the
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afternoon/evening after school. The language diaties also stretched over a
weekend to ensure a greater variety regarding the participant’s everyday language
use and engagement in spare time activities.

The interviews later allowed for further inquiry into the dynamics of language
use in certain activities in the everyday lives of the participants where they could

add more information, explain, and discuss issues of language use in more depth.

8.1.1 Questionnaire mapping of out-of-school activities

The questionnaire items of out-of-school activities addressed how often and to
what extent the participants used or encountered Heritage Languages, Swedish,
English and additional languages when engaging in different out-of-school
activities. As mentioned, the questionnaire included a wide range of activities and
as expected, some activities proved to be more common than others and thus,
frequency of language use varied accordingly. To avoid ceiling effects26, an
estimation was made to distinguish between low and high frequency activities. In
the questionnaire, activities which were assumed to be ‘high frequency’ like
listening to music, engaging in social media, and so forth were treated separately
using a five-point scale of estimated number of hours per day spent on each activity
in different languages. However, the questionnaire started with activities
considered less frequent in nature, using a four-point scale to map participants’
frequency of use at a daily, weekly, monthly, or hardly ever level. Although
exceptions may occut, it was estimated that it would be unlikely for most
participants to spend several houts on these activities during the amount of time
available before and after school on a regular weekday. As an example, watching
numerous full-length movies during either the morning or afternoon/evening
hours, on a regular school day, is likely to be rather uncommon. Therefore, the
four-point scale used for responses on these variables ranged from ‘every day’,
‘once or twice a week’, ‘once or twice a month’ to ‘never or almost nevet’.

The listed activities included both productive and receptive activities and
comprised listening, reading, watching, writing and the activity of recording own
videos on social media. Social media use can be difficult to define since video posts
could include a range of receptive, productive, multimodal, and aesthetic activities

which may or may not include speaking. As such, the information of what type of

26 The situation where the majority of participants score at the upper limit of a scale, e.g., respond
‘every day’ for common activities.
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activity “recording video” entails is rather uncertain. However, it is fair to assume
that language production is involved in one way or another.
The activities listed in Table 12 were measured using a four-point scale,

providing a first general pattern of frequency and use.

Table 12 Out-of-school Activities using the Four-Point Scale

Out-of-School Activities |

Watching movies Reading magazines (e.g., sports, comics,
fashion, music)

Listening to radio Reading aloud to someone at home

Listening to audio books Reading blogs

Listening to someone at home reading aloud ~ Writing longer texts (e.g., stories or lyrics)

Reading books Writing a diary or blog

Reading the News Recording own videos (e.g., YouTube,

Snapchat, TikTok)

Note. Scale response categories: ‘Every day’ — ‘Once or a few times a week” — ‘Once or a few times a
month’ — ‘Never or almost never’

It could be argued that a few of these activities potentially could be activities
participants engage in with a relatively high frequency, as for example the activities
which involve reading. However, the pilot-study results confirmed the initial
estimation, mentioned above and left no reason to make any modifications.

The ‘high frequency activities’, included nine activities such as listening to
music, engaging in social media, and so forth. A complete list of the nine activities
is presented in Table 13.

Table 13 Out-of-School Activities using the Five-Point Scale

Out-of-School Activities Il

Watching videos (e.g., YouTube) Reading on social media (e.g., Snapchat,
Instagram, Facebook)

Listening to music Writing on social media (e.g., Snapchat,
Instagram, Facebook)

Playing computer/video games Watching Television Series (e.g., Netflix)

Playing online games Watching Television (Swedish or foreign
channels)

Chatting/Speaking with players online

Note. Scale response categories: (‘5 hours or more’ — 3 to 5 hours’ — ‘1 to 3 hours — ‘Less than 1
hout’ — “No time’)

Even though individual deviations could occur, these activities were all considered
likely to be present on a daily basis. As noted, a distinction was made between

computer/video games and online games. Although these activities do ovetlap,
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the specification of online games served to include participants’ gaming activities
using a mobile phone but also to provide an indication of participants’ potential

frequency of online interaction with other players.

8.1.2 Questionnaire results for watching movies

In the questionnaite, the item watching movies referred to full length movies and not
shorter movie clips or videos which was addressed in another item, presented later
in this chapter. Participants’ responses on the frequency of watching movies in
Heritage Languages were mostly categorised as either, ‘Once or a few times a

month’ (39%) or ‘Never or almost never’ (35%).

Figure 10 Frequency Distribution of Watching Movies
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Note. HL(s) (N=82), Swe. (N=85), Eng. (N= 90), Add. (N=83)

A few participants reported watching movies in their Heritage Language(s) on a
daily or weekly basis (15% and 11%). Watching movies in Swedish was more
common and most participants reported doing so on a weekly basis (39%) which
is a considerably higher percentage than the result in the same category for
watching movies in Heritage Languages. Of the responding patticipants, 33
percent reported watching movies ‘once or a few times a month’. A few
participants reported watching movies in Swedish on a daily basis (14%) and an
equal percentage (14%) marked the answer ‘never or almost never’. As
demonstrated in Figure 10, the number of patticipants responding Never or
almost never’ to watching movies in Swedish was also markedly lower compared
to the equivalent response category for watching movies in Heritage Language(s)
(Swedish 14%, Heritage Language(s) 35%). The participants’ responses to

watching movies in English generated a slightly different pattern. In contrast to
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the responses for the exposure to movies in Heritage Languages and Swedish, a
considerably higher number of participants (37%) reported watching movies in
English every day, and 39 percent of the participants reported a frequency of ‘Once
or a few times a week’. Watching movies in additional languages appeared rare and
the vast majority (63%) of responses were found in the category ‘never or almost
never’. In sum, the pattern indicates how English-speaking movies tend to be the
most frequent ones, followed by movies in Swedish. This is not surprising given
the high dominance of English-speaking movies in the global movie industry. The
relatively high frequency of Swedish speaking movies is also expected since the
participants live in Sweden and are more likely to be exposed to the marketing of
Swedish produced movies to a greater extent than the promotion of movies
featuring their Heritage Languages or any additional language. As noted very few
participants reported regularly watching movies featuring any additional language.

Except for animation or movies aimed for a young audience, Sweden does not
dub foreign movies or series but instead adds subtitles. Unfortunately, the
questionnaire did not include questions of subtitles. Thus, the participants’
potential use of subtitles must be considered since movies which for example
feature English might be subtitled in Swedish or another language. However, as

later shown, some language diary accounts featured the use of subtitles.

8.1.3 Language diary accounts of watching movies

The dominance of English when watching movies was also reflected in the
language diaries. The language diaries (#=50) contained a total of 67 instances
referring to the activity of watching movies. Of these, 27 occurrences referred to
watching English—speaking movies. Eight instances referred to watching movies
in Heritage Languages and references to watching Swedish speaking movies
occurred five times in the material. The remaining 26 occurrences comprised
references to the activity of watching movies but without any language specified.
Even though English-speaking movies appeared to be the most frequent, the many
possible language distributions included in the 26 instances of watching movies
without any language specification cannot be ruled out. The distribution of
instances did not entirely correspond with the questionnaire results. For example,
watching movies in Heritage Languages appeared to be more frequent than
watching movies in Swedish. Yet again, this distribution must be seen in relation

to the quite large number of instances where no language was specified.
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8.1.3.1 Language diary entries and interview examples of watching movies

In one of her diary entries, Avin gave the following description of watching
movies: “Then I watched Netflix and then I watched an English movie. Then I
checked on YouTube and then it is usually different sometimes in Swedish and
sometimes in English. The same goes when I watch movies.” [Swedish original: Sedan
kollade jag pa netflix och da kollade jag pa en engelsk film. Direfter kollade jag pa youtube och
da brukar det vara olika ibland pa svenska och ibland pa engelska. Samma giller nér jag kollar
pd film.] In another entry, Avin reported the following: “‘When I was at home, 1
spoke Kurdish with my family and then I watched an English movie.” [Swedish
original: ‘Nar jag var bemma pratade jag kurdiska med min familj sedan kollade jag pa en
engelsk film.’]. Watching movies in English was also described by Hilal: ‘T did some
homework in Swedish. Then I watched a movie in English.” [Swedish original: ‘Jag
gorde nagra lixor pa Svenska. Sen kollade jag pa en engelsktalande film.’]. The domination
of movies featuring English or Swedish was reflected also in the interviews. During
the interview, Hilal mentioned watching movies in his spare time and described:
‘Action movies or funny movies ... kids ... I don’t know. So, it’s usually funny
movies action movies like sometimes English-speaking movies or Swedish
movies.” [Swedish original: Actionfilm eller roliga filmer. .. barn... jag vet inte. Alltsa, det
brukar vara roliga roliga filmer actionfilmer typ ibland engelsktalande filmer eller svenska filmer.]

Even if movies in English and Swedish seem to dominate, the following diary
excerpts by Indra also illustrate how the exposure to languages through watching
movies may alter from time to time as it included examples of both watching
movies in English and Arabic. In one of her entries Indra stated: ‘T went home
after school, ate my food, then I played on my mobile phone and watched an
English movie.” [Swedish original: ‘ag gick hem efter skolan dt min mat efter spelade jag i
min mobil och kollade pa en engelska film.’]. In a subsequent entry a few days later, Indra
reported watching a movie in Arabic, ‘while I was eating, I watched a movie that
is in Arabic’ (Swedish original: Samtidigt jag at mat kollade jag pa film som dr pa
arabiska’.) These excerpts thus signify the temporality of the activity of watching
movies and how we as consumers of movies in our everyday lives might vary
between languages of preference. Watching movies in Heritage Languages was also
exemplified by other participants, for example Andres who wrote: ‘After dinner 1
watched a movie in Spanish.” [Swedish original: Efter maten tittade jag pa en film pa
spanska.] Another example was found in the diary by Hayat where one of his diary
entries included the following: ‘we watched movies in Tigrinya’ [Swedish original: vi

kollade pa film pa tigrinskal.
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1dil who is born in Denmark and moved to Sweden just a few years before the
time of the study, reported watching movies in Danish with her family. ‘I hang out
with my family and speak Swedish, Danish and Somali. We watched a movie with
the family. The language in the movie was Danish.” [Swedish original: Jag umgas med
Sfamiljen och pratar svenska, danska och somaliska. Vi kollade pa film med familjen. Spriket
pd filmen var danska.’]. This excerpt indicates a high prevalence of Danish at home,
which is to be expected given the migrant trajectory of being born and raised in
Denmark. In addition, the example points to watching movies as a social activity
enjoyed together with others and how the company of others thereby may
influence the language of the movie. In the interviews, participants also expressed
how language encounters through the activity of watching movies might vary
between family members at home. One such example was given in the interview
with Lana. When asked about whether the languages of movies might vary
between family members, Lana took the example of her younger siblings:
‘Like...they watch like Swedish kids’ movies because they are kids, I might watch
like English or Turkish.” [Swedish original: Typ. .. dom kollar pa svenska sa hira barnfilmer
for att dom dr barn, jag kanske kollar pa si hira engelska eller turkiska.] This example
points to how language preferences might vary between family members of
different ages.

Another example of how movies were watched together with others include
the diary by Asim who in one diary entry described: ‘then I watched an English
horror movie together with my mum and sister.” /[Swedish original: sedan kollade jag
med min mamma och syster pa en engelsk skrackfilm]. Thus, sometimes the participants’
encounters with languages through movies appear to be governed by the presence
of others. However, the analysis also made visible how linguistic practices — like
watching movies — might be governed by the interplay of several dimensions. One

example of this was reflected in the following diaty entry excerpt by Nara:

Today I woke up and I didn’t have my phone because my mum had taken it
because she thought I used it too much so I watched my little brother and he
was watching a kids” movie in Mongolian so I watched it.

[Swedish original: Idag si vaknade jag och jag hade inte min mobil for att min mamma hade tagit den for
hon tyckte att jag kollade pd den for linge sd jag passade min lillebror och han kollade pa en barnfilm pi
mongoliska si jag kollade pd den.]

(Nara, age 13, Grade 7)

Nara’s contact with the movie in Mongolian, at this particular moment in time,

seemed to be governed by the fact that her brother was watching it. However, the
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act of joining her brother in watching the movie was seemingly unintentional as
she referred to her mother taking her phone away. The excerpt thus illustrates how
multiple dimensions might come into play in governing participants’ linguistic
practices and contacts.

Participants sometimes also included the language of subtitles as in the example
by Vanya. ‘After I had woken up, my family was home. I greeted everyone in Farsi.
They had cooked food, so I ate the food while I watched an English movie with
Swedish subtitles.” [Swedish original: Efter att jag bade vaknat var min familj bemma. Jag
hdlsade pa farsi till alla. De hade lagat mat sd jag at maten medan jag kolla pa en engelsk film
med undertexter pa svenska.]. Sometimes participants referred to watching movies
with subtitles in Heritage Languages, as in the case of Aleksander “Then I watched
a movie in English with Polish subtitles.” /Swedish original: Sedan kollade jag pa film
som var pd engelska med polsk undertext.]

8.1.4 Questionnaire results of watching video clips,

television series and live television broadcasts

Besides watching movies, the questionnaire also included three items targeting the
participants’ contact with languages through other video content. These were,
video clips, television series and live television broadcasts. The item watching video
clips, referred to the activity of watching videos clips on, for example, YouTube or
other platforms featuring video clips. Although the concept of video clips typically
refers to short clips of video recordings, the construct is also somewhat imprecise
as it may include videos of varying length. The duration of video clips might
depend on the content and purpose of the video. On YouTube the length of
videos can differ between content categories where, as an example, the video
length of music content tends to be shorter than the length of videos streaming
content such as gaming, film, and animation. In 2018, the average length of video
clips on YouTube was 11.7 minutes (Statista.com, 2022). The length of video clips
can also vary between, and within, media platforms due to file size policies.
However, the term ‘video clips’ typically refers to videos shorter than a traditional
TV-program and in the questionnaire the term was intended to indicate video
material of maximum 15 minutes in length. Since video clips might be part of a
longer recording, the activity of watching several video clips in a row might easily
ovetlap with the activity of watching a full-length seties or live/recorded show
(and even movies). Hence, distinguishing video clips from watching television

series, shows, or movies can be quite difficult. Nevertheless, in this study the
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construct of watching video clips has been treated as referring to shorter clips of
video not exceeding 15 minutes.

The item watching Television Series (e.g., on Netflix, etc.) served to map the
participants’ contact with languages when engaging in watching TV series, using
any possible video on demand or streaming service. Television series can be described
as a set of regularly presented programs which generally are ‘released in episodes
that follow a narrative and are usually divided into seasons’ (“Television show”,
2022). Oftentimes, TV series are characterized as fictional entertainment resolving
around the same characters, themes or topics.

The item watching Television series was thus intended to be associated with
the practice of watching episodes of (primarily) fictional entertainment. While
Watching Television (channels either Swedish or foreign) might overlap with watching series
and vice versa, the item intended to map the participants’ exposure to languages
via the practice of watching Television broadcasts (for example live stream TV) in,
what could be considered, a2 more traditional sense.

An overview of the frequency distribution of watching video clips, Television
series and live Television broadcasts?” is presented in Table 14. As demonstrated,
comparing the time spent on watching videos on for example YouTube or TikTok,
watching videos in English and Swedish was noticeably more frequent than

watching video clips in Heritage Languages or additional languages.

27 Henceforth, when referring to watching broadcasts on television channels, the acronym TV will
be used to indicate this and distinguish it from streamed programs or other video content.
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Table 14 Frequency distribution of Watching Video Clips, Television Series, Television
Channels

5 3to5 1to 3 Less No
hours hours hours than 1 time

or hour
more

% % % % %
Watching video clips (e.g., YouTube) HL(s) 4 4 16 25 52
Watching video clips (e.g., YouTube) Swe. 4 1 38 27 20
Watching video clips (e.g., YouTube) Eng. 10 22 41 22 6
Watching video clips (e.g., YouTube) Add. 2 2 10 14 71
Watching Television Series (e.g., Netflix) HL(s) 2 2 14 16 66
Watching Television Series (e.g., Netflix) Sw. 7 8 30 26 29
Watching Television Series (e.g., Netflix) Eng. 18 19 27 17 19
Watching Television Series (e.g., Netflix) Add. 4 2 4 7 83
Watching Television (Swe. or foreign HL(s) 4 4 14 16 62
channels)
Watching Television (Swe. or foreign Sw. 6 10 24 25 35
channels)
Watching Television (Swe. or foreign Eng. 6 8 16 25 45
channels)
Watching Television (Swe. or foreign Add. - 2 4 - 94
channels)

Note. video clips (HLs N=84, Swe. N=90, Eng. N=88 Add. N=84), Television Series (HLs N=84,
Swe. N=89, Eng. N=89 Add. N=84), Television (HLs N=85, Swe. N=88, Eng. N=85 Add. N=82)

While 16 percent (IN=84) reported spending 1 to 3 hours on watching video clips
in Heritage Languages, 25 percent estimated spending less than one hour a day
watching videos where Heritage Language(s) are used. In contrast, 38 percent
(IN=90) of the participants reported watching video clips in Swedish, spending a
considerable amount of time of 1-3 hours a day. Similar to Heritage Languages,
27 percent watched video clips in Swedish daily but estimated spending less than
one hour. As for watching video clips in English, 41 percent (IN=88) responded
spending an estimated 1-3 hours a day and 22 percent estimated that they watched
video clips in English from 3 to 5 hours a day. English was clearly the language
that dominated the activity of watching video clips. While 20 percent reported that
they spend ‘no time’ watching video clips in Swedish, only 6 percent of responses
were found in the same category for English. Watching video clips in any
additional language proved to be less common and 14 percent reported a daily

exposure of less than one hour.
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8.1.5 Language diary accounts of watching videos, series

and Television

In the language diaries, references to watching videos and series were considerably
more frequent than watching TV which reflects the results from the questionnaire.
Watching TV proved to be very uncommon and of the 50 language diaries, only
ten participants made references to watching TV. The language diaries contained
a total of 29 instances referting to watching television of which two referred to
watching the News. In contrast, watching series and videos was by far more
frequently mentioned. The language diaries contained a total of 63 instances
referring to watching series. Of these, twenty-two entries referred to watching
series in additional languages, mainly due to the popularity of Korean drama and
Japanese anime series. Another thirteen entries referred to watching series in
English, six to Heritage Languages and three to series in Swedish. Howevert,
nineteen instances were left without any language specified. Watching video clips
(or videos) was by far the most common with a total of 98 entries recorded. Of
these, 52 instances teferred to watching video clips in English, followed by 22
instances referring to video clips in Swedish. Eleven entries referred to watching
video clips in Heritage Languages and one diary entry referred to video clips in

additional languages. Another eleven entries had no language specified.

8.1.5.1 Language diary entries and interview examples of watching videos, series and Television

channels

As for watching videos, the language diaries generally included references to
watching videos on YouTube or TikTok. In one of her diaty entries, Lisa described
watching videos after school: I am in my room and watch videos in English.
[Swedish original: Jag dr i mitt rum och kollar pa videos pa engelska.] The frequency of
English was also present in the diary entries by Mateo whose diaty accounts
reported a daily frequency of watching videos in English, exemplified in the
following entry excerpt: “‘When 1 finished, I watched English videos on YouTube
for about one hour, then I ate food and the relatives came by. We spoke Albanian.’
[Swedish original: Nar jag siutade kollade jag pa Y ontube pa engelska videos i ungefér en timma
sedan at jag mat och slikten kom forbi. Vi pratade albanska.]. Even if videos in English
appeared to dominate, participants’ diaries also contained references to watching
videos in Swedish and Heritage Languages as well as additional languages. This
was exemplified in another entry by Mateo where he wrote: “‘When I came home

and had finished the remote classes, I watched YouTube in for example Albanian,

179



180

* EVERYDAY LANGUAGE PRACTICES, IDEOLOGIES, INVESTMENT AND IDENTITIES

English and Swedish for about one hour.” [Swedish original: Ndr jag kom hem och var
klar med distansundervisningen kollade jag pa Youtube pa bland annat albanska, engelska och
svenska i ungefdr en timma.]

Other examples of watching videos in several languages include the diary by
Isabel where one of the diary entries contained the following example: ‘I chilled
out in my bed for a while and watched TikTok videos in English, some Swedish
and some Spanish (1 hour maybe).” [Swedish original: Jag chillade i min sing for en stund
och kollade pa TikTok videos pa engelska, lite svenska och lite spanska (1 timme kanske).] In
the case of Isabel, she considered English to be her ‘mother tongue’ yet Spanish
(as well as Polish) are also part of her Heritage Languages. Another example of
watching videos in Heritage Languages was reported by Andres who wrote: ‘At
home I ate food and spoke Spanish and Swedish with my siblings, then I did
Swedish homework, after I listened to Spanish music and watched Spanish
videos’[Swedish original: Hemma it jag mat och pratade spanska och svenska med mina
syskon sen gjorde jag svenska lixa efter lyssnade spanska musik och tittade pa spanska videos).

The prevalence of watching videos in Swedish was also exemplified in the
following diaty entry excerpt by Hilal: ‘I watched YouTube for 20 minutes and it
was the Swedish language 1 used.” [Swedish original: Jag kollade pa Y ouTube i 20 minuter
och det var svenska spriket jag anvande.] Some participants also reported watching
videos in additional languages. One example of additional language exposure was

found in the following diary entry by Vanya:

I went into my room and watched TikTok. The TikToks I sat and watched
in my bed were both in Swedish and English, but the majority were in
English. I also watched YouTube in Korean with English subtitles.’

[Swedish original: Jag gick in till mitt rum och kolla pa tiktok. Tiktoksen som jag satt och kolla pd i min
sang var bade pa svenska och engelska, men majoriteten var engelska. Jag kollade ocksd pa_yontube pi

koreanska med engelska undertexter.]
(Vanya, age 13, Grade 7)

The account by Vanya exemplifies the use of both English and Swedish when
watching videos but also how English video clips tend to dominate. The account
also illustrates the exposure to additional languages. In the case of Vanya, Korean
constitutes an additional language. Vanya’s account also exemplifies how the
activity of watching videos might vary between different platforms. For
participants, watching videos on TikTok might differ from watching videos on
YouTube. In this case, Vanya’s account indicates how YouTube is used for

streaming seties as she later in the diary mentioned regularly watching a Korean
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drama series: “The series was in Korean (k-drama), but with English subtitles.”
[Swedish original: Serien var pa koreanska (kdrama), men med engelska undertexter.]. This
case referred to streaming series on YouTube and the example thus overlaps with
the category of watching series.

This diary entry from Vanya highlights references to the activity of watching
series, mentioned in a number of diaries. The majority of instances referred to
watching series in English and Swedish but there were also examples of watching
series in Heritage Languages and additional languages. One example of watching
series in Heritage Languages was demonstrated in the following diary entry excerpt
by Asim: ‘I came home, spoke Arabic with my parents watched a series in Arabic,
went out with my friend spoke Swedish and added some words in Arabic.” [Swedish
original: Jag kom bem talade arabiska med mina fordldrar kollade pa arabiska serier gick nt
med min van talade svenska och la till ndgra ord pa arabiska.]. In one of his diary entries,
another participant, Hilal, described: “Then I watched a 25-minute episode on
Disney Plus in Swedish.” [Swedish original: Darefter kollade jag pa ett 25 minuter avsnitt
pd Disney Plus med spriket Svenska.]. Another entry by Hilal contained the following
account: “‘When I came home, I rested for an hour, then I watched a series like a
90-minute episode in English.” [Swedish original: Nir jag kom hem sd vilade jag en time
da jag kollade pa en serie alltsa ett 90 minuter avsnitt pa engelska.]. At first sight, the
examples by Asim and Hilal can be seen as quite ordinary manifestations of how
participants watch series in different languages. However, with these entries, the
two participants also help to signify the value of holistic approaches in analyzing
linguistic practices. Both Asim and Hilal use Arabic and Swedish at home, yet while
Asim is born in Syria and came to Sweden at the age of 8, Hilal is born and raised
in Sweden. These varying language biographies and eatly life trajectories ate
important to consider when analyzing the dimensions involved in shaping the
linguistic practices the participants engage in. Taking a holistic approach enhanced
the analysis of the diary entries by Asim and Hilal as biographical information
helped to inform the understanding. It also allowed for an analysis of how habitus,
structured by past experiences, can influence linguistic practices.

Similar to the activity of watching movies, the activity of watching series
sometimes also appeared to be governed by the dimension tied to the presence of
others (cf. the role of intetlocutors/agents). This was exemplified in one of the

diary entries by Isabel:
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I helped my mum to clean the kitchen while I listened to Spanish music. It
took one hour. We watched a Swedish TV-series called Love and Anarchy
for 2 hours. Then I went and watched Japanese Anime with English subtitles
for 1 %2 hour.

[Swedish original: Jag hjilpte min mamma att stida koket medans jag lyssnade till spansk musik. Det tog
en timme. Vi kollade pd en svensk TV -serie som heter karlek och anarki for 2 timmar. Sedan gick jag och
kollade pd japanska anime med engelska nndertext for 1 7z timme.]

(Isabel, age 13, Grade 7)

The diary entry excerpt by Isabel points to how certain series might be more
common to watch in the company of others. In this diary entry excerpt, it was
indicated that she and her mother watched the Swedish TV-series together and
how she subsequently watched the Japanese anime?® series by herself. Thus, the
example illustrates how the role of others can come into play in governing how
participants encounter languages in out-of-school activities.

Other examples of the presence of other people were found in the diary by
Viyan who in one of her entries described: “Then it was evening, and we watched
a Turkish series, then my cousins went home and then I was tired and slept.’
[Swedish original: Sedan blev det kvdill och vi kollade pa turkisk serie sen gick mina kusiner
hem och sen blev jag trott och sov.] Similar to the activity of watching movies, this
example also illustrates the activity of watching series as a social activity taking
place in the company of others. Again, this example signals how the role of others
comes into play in governing the linguistic practice also in more receptive activities.
As with the results presented for watching movies, the dimension of temporality
must also be taken into consideration in relation to seties. Series come in many
different languages, a strand of investigation beyond the scope of the language
diary documents. Evidence indicated that the participants may watch seties in
many different languages depending on the preferences and interests of those
watching. This was apparent in the interview with Lana who stated: ‘It depends.
Sometimes we watch a Kurdish series, Turkish, Arabic, English, it depends.’
[Swedish original: Det beror pa. 1bland kollar vi pa kurdisk serie, turkisk, arabisk, engelska,
det beror pa.]

As demonstrated in the questionnaire results, some participants reported
spending a considerable amount of time watching series in English, with 18
percent reporting 5 hours or more and 19 percent estimating spending 3—5 hours

a day. The extent to which watching series appeared to be a high frequency activity

28 The Japanese term anime is an adaptation of the English word ‘animation’
g
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was exemplified in the diary by Vanya. In one of her diary entries, Vanya described:
I then went into my room to watch a new series on Netflix which was shown in
English. After I had completed watching five episodes of the series it was as late
as three o’clock’. [Swedish original: Jag gick sedan in i mitt rum for att kolla pd en ny serie
pd Netflix som spelades upp pa engelska. Efter att jag hade kollat klart fem avsnitt av serien
var klockan sd mycket som tre.]

The language diaries reflected the low frequency of watching TV, in a
traditional format, but 29 participants made references to watching TV. One
example was found in the diary by Asim who repeatedly referred to watching TV
in Arabic. One of the diary entries included the following account: ‘I spoke Arabic
with my family and then watched Arabic News and Arabic TV’ [Swedish original: Jag
pratade med min familj arabiska sen kollade pa arabiska nybeter och arabisk tv].

The diary by Michael included numerous references to watching TV, of which
most featured TV in Swedish, as exemplified in the following diary entry excerpt:
“This morning I woke up by myself and did not speak to anyone but I watched TV
where they spoke in Swedish.” [Swedish original: Denna morgon vaknade jag sjaly och
pratade inte med nagon men jag kollade pa tv som pratade spriket svenska.]

8.1.6 Questionnaire results for listening to music

The questionnaire item /stening to music was part of the nine ‘high frequency’
activities which used a five-point scale with the response categories: ‘5 houts or
more’ — 3 to 5 hours’ — ‘1 to 3 hours — ‘Less than 1 hour’ — ‘No time’. Figure 11

presents an overview of the frequency disttibution.

Figure 11 Frequency Distribution of Responses to ‘Listening to Music’
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Note. HLs: N=84, Swe: N=89, Eng: N=90, Add: N=85
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As illustrated, English and Swedish were found to dominate the activity. As for
English, of the responding participants (IN=90), 28 percent reported spending
somewhere between one to three hours a day listening to music in English.
Another 16 percent estimated that they spent 5 hours or more per day, listening
to music in English and 14 percent reported an estimated daily activity of around
three to five hours. Of the remainder, 24 percent reported spending less than one
hour a day and 18 percent spent no time listening to music in English. While
Swedish was slightly less common among the participants reporting the highest
frequency, 26 percent (IN=89) still reported an estimated daily activity of one to
three hours, which is very close to the equivalent 28 percent for English. The
participants who reported spending less than one hour amounted to 27 percent,
slightly higher than for the English responses. Almost twice as many, 30 percent,
reported spending no time listening to music in Swedish. When it comes to
listening to music in Heritage Languages, 31 percent (IN=84) reported spending
less than one hour a day, and 11 percent estimated a daily activity of one to three
hours. A few participants reported spending more than 3 hours (5 hours or
more=5%, three to five hours=5%) whereas 49 percent marked their answer in
the category ‘no time’. However, since the responses were to reflect a typical day
out-of-school, one must consider the time spent on other activities. Thus, it is
worth considering that in competition with other everyday activities, the time for
listening to music might for some participants be short and allocated to brief
sessions of listening, for example while going to and from school or to other
activities. Considering this, one must not forget that the reported estimations of
spending less than one hour listening to music still indicate a daily exposure. For
example, even though listening to music in Heritage LLanguages was less frequent,
31 petcent still reported a daily activity. Listening to music in additional languages
was less common and 13 percent (IN=85) reported a daily activity of less than one
hour a day. The vast majority responded that they spent no time listening to music

in additional languages.

8.1.7 Language diary accounts of listening to music

Listening to music appeared relatively frequently in the language diaries. The fifty
language diaries contained a total of 104 instances referring to listening to music.
As shown in the figure below, listening to music in English was the most common
with a total of 40 instances. Instances of listening to Swedish music amounted to

26 times, followed by 22 instances of listening to music in Heritage Languages.
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Only four instances included additional languages, which were: German, Korean
and Japanese, and in 12 instances the language was not specified. Language diary

instances of languages when listening to music are displayed in Figure 12.

Figure 12 Language Diary Instances of Languages when Listening to Music
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8.1.7.1 Language diary entries and interview examples of listening to music

Less surprisingly, English was the most common language featured when
participants referred to listening to music. While some participants exclusively
referred to listening to music in English, others reported listening to a combination
of English and music in Swedish and/or Heritage Languages. Some participants
mostly referred to Swedish music while others mostly reported listening to music
in Heritage Languages. The diary by Vanya featured examples which illustrated
how listening to music might vary from time to time. Vanya: ‘After that I went to
the kitchen and cooked food with English music on in my headphones.” [Swedish
original: Efter det gick jag till kiket och lagade mat med engelsk musik pa i mina hirlurar.] In
another entry, Vanya reported: “When I was done, I took the bus home. To pass
away the time I then listened to music. The music was played in random order
which was in both Swedish and English.” [Swedish original: Nir jag var klar akte jag
bussen hem. Jag lyssnade da pa musik for att fordriva tiden. Musiken spelades i en slumpmissig
ordning som var bade pa svenska och engelska.] The examples by Vanya point to the
vatiability in the activity of listening to music and how the dimension of time
comes into play in the activity as a linguistic practice. Participants also included
accounts which demonstrated the influence of both English and Swedish music.
The diary by Faiza included one example. In one of the diary entries Faiza
described: “We got in the car and spoke Somali while we listened to music in
English on the radio.” [Swedish original: Vi satt oss i bilen och pratade pa somaliska
samitidigt som vi lyssnade pa musik pa engelska i radion.]. In another entry, Faiza wrote:

‘went on the bus, since I was alone, I did not speak much and listened to Swedish
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hip hop music, then I came home and spoke Swedish with my siblings.” [Swedish
original: gick pa bussen, jag pratade inte sa mycket eftersom jag var ensam och lyssnade pa svensk
hiphop musik, sedan kom jag hem och pratade pa svenska med mina syskon.]. The examples
by Faiza point to the situatedness of the activity and how listening to music can be
more or less of a deliberate act. In some situations, it might be incidental, as in the
example when listening to the radio in the car.

The language diaries also included other examples which accentuated the
situatedness of the activity of listening to music and how the presence of others
might come into play in the dimensions influencing the activity. One example of
this was found in the diary by Alyssa. Alyssa’s diary contained almost daily
instances of listening to music and, with two exceptions, the instances referred
exclusively to listening to music in English, as in the following example: ‘I studied
for 1 hour and listened to music in English.” [Swedish original: Jag pluggade i 1 timme
och lyssnade pa engelsk musik.] However, in one entry where Alyssa reported spending
time with her cousin, she gave the following account: ‘I hung out with my cousin
all day and we played games in English and listened to music in English and
Swedish.” [Swedish original: Jag var med min kusin hela dagen och vi spelade spel pa engelska
och lyssnade pa musik pd engelska och svenska.] Considering the fact that Alyssa’s
frequent references to listening to music almost entirely included music in English
only, the example here could be seen as an indication of how the company of her
cousin could be one of several governing dimensions. However, a language dairy
kept over a longer period of time or observational methods would perhaps reveal
instances dominated by other languages as musical preferences also might fluctuate
over time. Still, the diary includes yet another example of how the presence of
others might constitute a governing dimension: “‘When I woke up, I went and had
breakfast with my mum and dad. We spoke Kurdish and listened to music in
Kurdish.” [Swedish original: Nir jag vaknade gick _jag och at frukost med min mamma och
pappa. Vi pratade kurdiska och lyssnade pa musik pa kurdiska.]. This example signals
the situatedness of the activity and indicates how the company of others might
govern the linguistic practice or activity. The example further serves as an
important reminder for regarding the language diary entries as glimpses, tiny
glimpses of temporary snapshots into the daily lives of these individuals. It
provides a reminder of the importance of not becoming too preoccupied with the
most frequently occurring patterns but to more accurately draw attention to
situations and occasions which illustrate the dynamics of everyday language use.
Initially it may be tempting to regard the language use patterns of these snap shots

as stable and thus to overlook the situatedness of these accounts as given in, and
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bound to, a specific point in time in the life of this adolescent where dynamic
dimensions constantly change and evolve with time and influence. In a way, the
diary excerpts by Alyssa helped illustrate the importance of covering a stretch of
days or over the weekend, at least covering a week, in order to obtain the
divergencies and a nuances of language use. While listening to music might be an
activity highly dominated by English and Swedish, Heritage Languages might be
more present than participants initially state if not during individual listening but
perhaps at social gatherings with family or friends. Alyssa’s example signals
listening to music as a situated practice, tied to the dimensions of time and place
and the presence of others.

Some participants mostly made reference to listening to music in Swedish. One
such example was found in the diary by Avin: “‘When I was on my way home, I put
my headphones on and put on my playlist with Swedish music.” [Swedish original:
Ndir jag var pavdg bem sd satte jag pa mig mina birlurar och satte pa min spellista med svensk
musik.] A similar account was demonstrated in the diary by Jamilah who wrote:
‘Took a walk alone for half an hour by myself and listened to music in my air pods
in Swedish.” [Swedish original: Tog en promenad ensam i en balvtimme lyssnade pa musik i
mina airpods pa svenska.]

Some participants also reported listening to music in Heritage Languages. One
example was Andres who frequently referred to listening to music in Spanish: T
woke up, ate breakfast with my siblings, spoke Spanish and then I took the bus, in
the bus I listened to Spanish music.” [Swedish original: ]ag vaknade dt frukost med mina
syskon pratade spanska sen dkte jag buss i bussen lyssnade jag pa spanska musik.] Andres
was born in Nicaragua and came to Sweden at the age of nine. At the time of the
first part of the study, he was thus considered a ‘newly arrived student’ based on
the current definition where a student is considered to be newly artived until four
years after arrival. Spanish appeared to be highly prevalent in the life of Andres
which might influence the use of languages in everyday out-of-school activities.
This example thus indicates how the early life and social trajectoties of participants
might contribute to the dynamics of influencing dimensions. The diary by Iman
also contained references to listening to music in Heritage Languages: ‘I went out
with my sister, we listened to music in Arabic, then we came back and watched an
Arabic seties on YouTube.” [Swedish original: Jag gick ut med min syster, vi lyssnade pa
musik pa arabiska, dérefler kom vi tillbaka och sen jag kollade pa youtube pa arabiska serie.]
As in the case of Andres, Iman too has a quite recent migrant history as she came
to Sweden from Syria in 2015 at the age of nine. Just like Andres, at the time of

the eatly part of this study, Iman was considered a newly atrived student. Both the
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questionnaire and the language diary of Iman indicated a high prevalence of Arabic
which also was evident in the later interview. When asked whether she ever listened
to songs in Arabic, Iman replied: “Yes, always!” During the interview, Iman also
mentioned that she occasionally would listen to English music too, yet when asked
about Swedish music she replied: ‘No, I don’t like Swedish music.” The case of
Iman could be seen simply as evidence of varying preferences, yet it might perhaps
also indicate the role of language and culture and how linguistic practices might be
influenced by participants’ sense of cultural attachment which might vary in
relation to participants’ experiences of migrant and social trajectories. Another
example of listening to music in Heritage Languages was present in the diary by
Isabel. In one diary entry, Isabel gave the following account: ‘I worked on a
homework I had while I listened to English ‘love songs’ (hehe, it’s cheesy I know
1)) for like 3 hours.” [Swedish original: jag jobbade pa lixa som jag hade medans jag lyssnade
pa Engelska ‘love songs’ (hebe, its cheesy i know :) ) for typ 3 timmar.] As mentioned in
chapter 7, Isabel has lived most of her life in Ireland and just recently moved to
Sweden at the age of eleven. Although English music might dominate due to its
position in the global music industry, for Isabel, English — together with the other
Heritage Languages in her repertoire— forms part of her self-concept. As described
in chapter 7, Isabel considers English her “mother tongue” but uses English,
Swedish and Spanish at home and also speaks a little Polish with her father. In the
interview Isabel also described her mother’s linguistic repertoire, knowing more
than five languages. A rich variety of languages appeared to be present also in the

activity of listening to music, as described by Isabel during the interview:

JB: And then you have written a lot about that you listen a lot to
Spanish and English music...

[Swedish original: Och di har du skrivit mycket om att du lssnar mycket pa spanska

och engelsk musik. . .]

Isabel: ~ Spanish and English music yeah. My mum like she has this
awesome taste in music, she like listens to everything like: Arabic,
Swedish, Spanish, this Italian, French, I mean everything yeah. But
she recommends like... I grew up listening to Spanish songs, like
always when she is cooking, like baking she puts on this loud
music, like Spanish music. I like that kind of music, it makes me
happy because it reminds me of my mum. So, I listen mostly to
Spanish and English music, yeah like that. Because like that...that
is how I grew up yeah.
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[Swedish original: Spanska och engelsk musik ab. Min mamma assi hon har liksom virsta
musiksspra..smak. Men hon rekommenderar liksom, jag var uppvixt med att lyssna pi
spanska litar liksom alltid nér hon kokar, liksom bakar hon sdtter pd liksom higt musik
liksom spansk musik. Jag gillar sin dir musik, det gir mig glad for att det paminner mig
om min mamma. Sd jag lyssnar pa mest spansk musik och engelsk musik, ab saddar. For

assd det... jag var npprdxt s jao.]
JB: ‘But at home, you also hear music in a lot of different languages?’
[Swedish original: Men hemma kan du ocksd hira di massa olika sprak i musiken?]

Isabel: ~ ‘Oh yeah yeah yeah, a lot! Like, I hear an awful lot of languages
every day, like, I get a little confused almost.”

[Swedish original: Ob ja ja ja skitmycket, assi jag hor fett minga sprik varje dag,

assd jag blir lite forvirrad ndistan.]

As demonstrated in this excerpt, Isabel described how she regularly encounters
multiple languages at home by listening to her mother playing music in various
languages. When reasoning about her own language preferences in music, Isabel
referred to how she is used to hearing her mother play Spanish music at home.
Thus, indicating how listening to Spanish music formed part of the habituated
practices of everyday life. When expressing her preference for Spanish music,
Isabel referred to the positive associations it brings. Significantly, Isabel explained:
I like that kind of music, it makes me happy because it reminds me of my mum’.
The statement thus seems to convey a disposition closely tied to early childhood
memories, her mother and joyful moments.

Although instances were few, some participants referred to listening to music
in additional languages too. One of the examples was found in the diary by Mateo
who wrote: ‘listened to music in my room in German, Swedish, English and
Albanian’. [Swedish original: lyssnade pa musik i mitt rum pa tyska, svenska, engelska och
albanska.] For Mateo, who has reported using Albanian and Swedish at home,
German is an additional language. Another participant, Milica besides listening to

music in English also reported listening to Japanese and Korean music.

8.1.8 Questionnaire results of other listening activities

Neither of the other two listening activities targeted in the questionnaire were
found to be particulatly frequent in nature. Table 15 presents an overview of the
frequency distribution of all three activities: /stening to radio, listening to andio books

and /Jistening to someone reading at hone.
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Table 15 Frequency Distribution of Listening Activities

Every Onceor Onceor Never
day a few a few or

timesa timesa almost

week month never

% % % %
Listening to radio HL(s) 5 9 8 78
Listening to radio Swe. 7 19 24 51
Listening to radio Eng. 8 12 11 70
Listening to audio books HL(s) 4 5 9 82
Listening to audio books Swe. 9 28 18 45
Listening to audio books Eng. 8 15 7 69
Listening to someone reading at HL(s) 8 18 24 51
home
Listening to someone reading at Swe. 4 31 18 47
home
Listening to someone reading at Eng. 5 19 15 61
home

Note. listening to radio (HLs N=87, Swe. N=89, Eng. N=80), listening to audio books (HLs N=85,
Swe. N=89, Eng. N=85), listening to someone reading at home (HLs N=85, Swe. N=88, Eng.
N=85)

As anticipated, /stening to radio was found to be less common with most responses
found in the category ‘Never or almost never’, with 78 percent (IN=87) in Heritage
Language(s), 70 percent (IN=806) in English and 51 percent (IN=89) in Swedish.
Yet, of the responding participants, 24 percent reported listening to the radio in
Swedish ‘Once or a few times a month’ and 19 percent reported doing so ‘Once
or a few times a week’. While listening to the radio was found to be a less frequent
activity in general, Swedish radio clearly dominated and compared to listening to
radio in Heritage Language(s) and English, listening to radio in Swedish was almost
twice as common.

As shown in Table 15, /istening to andio books followed a similar pattern in being
a less frequent activity among the patticipating young adolescents. Most responses
for listening to audio books in Heritage Languages or English were found in the
response category ‘Never or almost never’ (HL=82%, N=85) (Eng. 69 percent,
N=85). However, 28 percent (IN=89) reported that they listen to audio books in
Swedish ‘once or a few times a week’, and 18 percent estimated doing so ‘once or
a few times a month’. The number of participants who responded that they ‘never
or almost nevet’ listen to audio books in Swedish was relatively high at 45 percent.

However, compared to Heritage Languages, English and additional languages, the
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number of responses in this category was still considerably fewer. Even though
listening to audio books seemed to be a low frequency activity among this group
of participants, listening to audio books in Swedish appeared to be considerably
more common than listening to audio books in Heritage Languages. Additional
languages were not presented in the table since only a handful of participants
reported engaging in listening activities featuring an additional language.

Listening to someone reading at home, was also quite uncommon among the
participants and most of the responses were found in the category ‘never or almost
never’. However, compared to the other two activities, listening to radio and audio
books, listening to someone reading at home showed a larger range of responses.
Even though the majority of 51 percent (IN=85) responded that they ‘never or
almost never’ listen to someone at home reading aloud in their Heritage
Language(s), 24 percent still reported doing so at least once or a few times a month
and 18 percent stated a weekly frequency. As for listening to someone at home
reading aloud in Swedish (IN=88), the largest group was found in the category
‘never or almost never’ (47%) yet 31 percent reported a frequency of ‘once or a
few times a week’, followed by 18 percent who stated, ‘once or a few times a
month’. Listening to someone reading at home in English (IN=85) was more
uncommon with 61 percent reporting ‘never or almost nevet’ and the patticipants
who reported either ‘once or a few times a week’ or ‘once or a few times a month’
were both less than twenty percent (19% and 15% respectively).

The low frequency of these listening activities was also reflected in the language
diaries. With one exception, where one patticipant described listening to music on
the car radio, language diaries did not include any references to listening to the
radio, listening to audio books, or listening to someone reading aloud. Listening
to pod casts was not included in the questionnaire and of the fifty diaries, only one

participant mentioned listening to pod casts.

8.1.9 Questionnaire results for reading books

In the questionnaire, reading activities amounted to five variables. Information
about reading habits was also covered in other parts of the questionnaire, for
example the participants’ estimated frequency of libraty visits as well as the most
common language(s) in the books usually borrowed when visiting the library. Of
the responding participants, 41 percent (IN=85), reported borrowing books at the
public library or school library at least once a week. A majority (59%) of the
responding participants (IN=85) reported that they generally borrow books in
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Swedish and another 32 percent reported that they most often borrow books in
Swedish and English. The activity of reading books demonstrated a varied

distribution of responses. Figure 13 presents the questionnaire results.

Figure 13 Frequency Distribution of Reading Books
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Although the largest group of responses, as to how often the participants read
books in Heritage Language(s), were found in the category ‘never or almost never’
(45 %, N=83), 30 percent reported reading books in their Heritage Language(s)
‘once or a few times a week’. This was followed by the category ‘once or a few
times a month’ with 18 percent. Of the responding patticipants, 7 percent reported
reading books in Heritage Languages ‘every day’. As for reading books in Swedish,
the opposite pattern of distribution of responses was found. As shown in the
figure, 53 percent (IN=89) reported reading books in Swedish ‘once or a few times
a week’, followed by 35 percent who reported teading daily. Only 11 percent
reported reading books in Swedish ‘once or a few times a month’. In contrast to
the responses on reading books in Heritage Language(s) the responses in the
category ‘never or almost nevet’ for reading books in Swedish was close to nothing
with only one response. As for reading books in English, 32 percent of responses
(N=82) were found in the category ‘once or a few times a week’. Almost equal
numbers of participants responded, ‘never or almost never’ (27%) or ‘once or a
few times a month’ (26%). Of the responding participants, 16 percent reported
reading books in English ‘every day’. As seen in Figure 13 reading books in an
additional language turned out to be very uncommon and most responses (70%,

N=81) were found in the category ‘never or almost never’.
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8.1.10 Language diary accounts of reading books

The language diaries contained a total of 44 instances referring to the activity of
reading books. To some extent, the dominance of reading books in Swedish was
also notable in the language diaries as 17 instances referred to reading books
written in Swedish. However, an equal seventeen instances had no language
specified. Nine instances referred to reading books in English and only one

instance referred to reading books in Heritage Languages.

8.1.10.7 Language diary entries and interview examples of reading books

The language diaries contained numerous references to reading books. For
example, Avin wrote: “Then I brushed my teeth and read my book which is written
in Swedish.” [Swedish original: Sedan borstade jag tinderna och liste min bok som dr skriven
pd svenska.] A similar account was found in the diary by Vanya who in one entry
wrote: ‘When I was done, I went to my room, put on my pyjamas and took a new
book to read before I went to sleep. The book was in Swedish.” [Swedish original:
N jag var klar gick jag till mitt rum, tog pa mig pyjamas och tog fram en ny bok att lisa
innan jag sov. Boken var pd svenska.]. During the interview, Hilal was asked about
reading books and the languages of the books he typically borrows from the
library. Hilal replied: ‘Swedish and English, but mostly Swedish books. Sometimes
English books so I can get better at English, then I borrow English books, but 1
mostly borrow Swedish books.” [Swedish original: Svenska och engelska, men mest svenska
bicker. 1bland ar det engelska bocker sd jag kan bli battre pa engelska di linar jag engelska
bicker men svenska bicker lanar jag mest.] Hilal confirmed here that English books
were borrowed for the purposes of practicing English.

As mentioned above only one instance referred to reading books in Heritage
Languages. This was found in the diary by Andres who gave the following account:
‘After that I went to my room where I read a Swedish book and a Spanish book
and then 1 watched Spanish videos.” [Swedish original: Efter gick jag till min rum ddir jag
ldste en svenska bok och en spanska bok sen tittade jag pa spanska videos.] In the interview
Andres also confirmed that he mostly reads Spanish books. During the interviews
when books were discussed when mentioning reading books in Heritage
Languages, other participants would refer to it as part of the activities during
classes in mother tongue tuition.

A few participants also reported frequently reading books in English. One
example was Milica who gave several accounts of reading books in English as in

the following diary entry excerpt ‘then I continued reading my book in English’
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[Swedish original: Sedan fortsatte jag att lisa min bok pa engelskal. Throughout the
language diary, Milica consistently referred to reading books in English, except for
one instance where she referred to reading a book in Swedish. In principle, this is
unsurprising since many people both young and old read books in various
languages. However, Milica’s example can be seen as a valuable reminder of
regarding the language diary entries as tiny glimpses or temporary snapshots of the
daily lives of these individuals. This evidence suggests that it might be easier than
at first anticipated to begin considering the language use patterns of these snap
shots as stable patterns. Thus, possibly limiting the significance of the situatedness
of these accounts as examples given in and bound to a specific point in time in the
life of this adolescent where interactional dynamics are likely to constantly change

and evolve with time and influence.

8.1.11 Questionnaire results for other reading activities

The questionnaire also included four other reading activities. These wete: reading
the News, reading magazines, reading alond to someone at home and reading blogs. Reading
posts on social media was also part of the questionnaire but is presented in the
subsequent section in this chapter. Since reading blogs proved to be a very low

frequency activity it is not presented or discussed here.

8.1.11.1 Reading the News

Even though the input of traditional news media in the lives of young adolescents
(aged 11-14) could be assumed to be relatively spatse, traditional news media today
is easily accessible in mobile phones and news in vatrious languages is also
distributed through social media platforms. However, this item did not refer to
any type of input of news, but rather particularly addressed the frequency of reading
the News. As such, this variable is patt of the other items addressing receptive input
of texts of which reading the News is one, alongside reading books, reading
magazines, reading aloud, reading blogs, and reading posts on social media. Table
16 presents an overview of the questionnaire results (see below). As demonstrated
in Table 16, reading the News in Heritage Language(s) was not very common and
most of the responses were found in the category ‘never or almost never’ (60%,
N=85). However, the frequency of reading the News in Swedish showed a
different distribution. With 34 percent (IN=89), the largest number of responses
were found in the category ‘once or a few times a week’ and 27 percent reported

reading the News in Swedish ‘once or a few times a month’. While 21 percent of
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the responding participants answered that they ‘never or almost never’ read news
in Swedish, 18 percent reported doing so ‘every day’. Reading the News in English
was quite uncommon, and most responses were found in the category ‘never or
almost never’ (53%, IN=85), yet 21 percent reported reading the News in English
‘once or a few times a week.” Reading the News in an additional language was very

uncommon and 93 percent (IN=82) marked the answer ‘never or almost never’.

Table 16 Frequency Distribution of Reading Activities

Every Onceor Once Never

day a few ora or
times a few almost
week timesa  never
month

% % % %

Reading the News HL(s) 12 13 15 60

Reading the News Swe. 18 34 27 21

Reading the News Eng. 11 21 15 53

Reading the News Add. 1 2 4 93

Reading magazines HL(s) 5 12 14 70

Reading magazines Swe. 15 28 22 35

Reading magazines Eng. 16 13 17 54

Reading magazines Add. 5 - 2 93

Reading aloud to someone at HL(s) 6 29 17 49
home

Reading aloud to someone at Swe. 21 33 19 27
home

Reading aloud to someone at Eng. 9 21 19 51
home

Reading aloud to someone at Add. 1 6 6 87
home

Note. Reading the News (HLs N=85, Swe. N=89, Eng. N=85, Add. N=82), reading magazines
(HLs N=86, Swe. N=89, Eng. N=86, Add. N=85), reading aloud to someone at home (HLs
N=84, Swe. N=88, Eng. N=85, Add. N=83).

8.1.11.2 Reading Magazines

The item reading magazines referred to magazines with various contents such as
sports, comics, fashion, music et cetera. As shown in Table 16, reading magazines
in Heritage Language(s) was uncommon and most of the responses were found in
the category ‘never or almost never’ (70%, N=86). Less than 20 percent reported
reading magazines in their Heritage Languages ‘once or a few times a month’

(14%) or ‘once or a few times a week (12%). Reading magazines in Swedish was
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more common. Although most participants reported ‘never or almost never’ (35%,
N=89), 28 percent reported reading magazines in Swedish ‘once or a few times a
week’, followed by 22 percent responding ‘once or a few times a month’. A small

group of participants (15%) reported reading magazines in Swedish ‘every day’.

8.1.11.3 Reading Aloud to Someone at Home

The responses of language use in the activity of reading alond to someone at home
displayed the following pattern. As seen in Table 16, even if reading aloud to
someone at home in Heritage Language(s) appeared to be uncommon, 29 percent
(IN=85) of the participants still responded, reading aloud ‘once or a few times a
week’. A small group of participants 17 percent reported ‘once or a few times a
month’ but still most responses were found in the category ‘never or almost never’.
As for reading aloud in Swedish, a more evenly distributed pattern emerged. While
33 percent (IN=88) reported reading aloud to someone at home in Swedish ‘once
or a few times a week’, 27 percent responded ‘never or almost never’. Another 21
percent reported reading aloud in Swedish ‘every day’ and 19 percent reported
reading aloud to someone at home in Swedish ‘once or a few times a month. The
pattern of distribution for reading aloud in English resembled the one for reading
aloud in Heritage Language(s) with most of the responses found in the category
never or almost never (51%, N=85) followed by 21 percent who reported ‘once
or a few times a week’. Of the responding participants, 19 percent reported reading
aloud in English ‘once or a few times a month, yet participants who estimated
reading aloud in English ‘every day’ were found to be less than ten percent (9%).
As demonstrated, reading aloud in any additional language proved to be very
uncommon and 87 percent of responding participants (IN=83) reported ‘never or
almost never’.

In the language diaties, reading aloud to someone at home only was mentioned
only once by a participant who reported reading to his little brother: “When I came
home, I read a little for X and went to bed.” [Swedish original: Nar jag kon hem si
ldste jag lite for X (name of sibling) och la mig.’].

8.1.12 Questionnaire results for language use on social
media
The questionnaire contained several items aimed at mapping the participants’ use

of social media. An overview of the social media platforms most used is presented

in Table 17. As shown, YouTube, Snapchat and Instagram were the social media
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platforms used most, followed by WhatsApp and TikTok. Three percent report

that they never use social media.

Table 17 Participants’ Use of Social Media Platforms

n
YouTube 81
Snapchat 68
Instagram 60
WhatsApp 53
TikTok 47
Facebook 10
Twitter 9

Others 6

(e.g. Tumblr, Reddit, WeChat,
YOLO,Tellonym)

As for the participants’ use of languages when engaging in social media, items
measured receptive input from reading on social media and the productive output
from writing on social media, by posting or commenting. Using additional
language(s) on social media proved to be very uncommon with more than 90
percent responding ‘no time’ on both items and therefore the frequency
distribution displayed here will focus on Heritage Languages, Swedish and English.
As seen in Table 18, a large group of the participants 66 percent (IN=83) reported
that they spend no time on an average day reading social media in Heritage

Languages.

Table 18 Distribution and Frequency of Using Social Media

5 3to5 1to3 Less No
hours hours hours than1 time

or hour
more

% % % % %
Reading on social media HL(s) 2 5 10 17 66
Reading on social media Swe. 8 9 28 33 23
Reading on social media Eng. 7 7 30 28 29
Writing on social media HL(s) 2 2 13 17 65
Writing on social media Swe. 10 16 25 26 23
Writing on social media Eng. 6 10 16 29 40

Note. reading on social media (HLs N=83, Swe. N=91, Eng. N=87), writing on social media (HLs
N=82, Swe. N=88, Eng. N=83).
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While very few participants reported spending several hours a day, yet in total, 34
percent still reported doing so daily to a varying extent (seen over the four
estimated time response categories). However, reading social media in Swedish
and English was considerably more common. A total of 78 percent (IN=91) of the
participants reported that they read social media in Swedish daily, to a varying
extent. Of these, 28 percent estimated spending between one to three hours taking
part in social media content in Swedish and 33 percent reported spending less than
one hour. The use of English followed a similar pattern with a total of 72 percent
(N=87) who reported that they read social media in English daily. Of these, 30
percent estimated spending around one to three hours a day, and 28 percent
reported spending less than one hour.

Regarding the productive use of languages through writing by posting own
material or commenting on others’, most participants reported spending no time
writing in their Heritage Languages. Yet, in total, 34 percent (IN=82) reported
writing in their Heritage Language(s) on social media daily. Of these, very few
reported spending several hours a day and the largest group (17%) less than one
hour a day. Swedish was found to be far more common and, in total, 77 percent
(IN=88) reported using Swedish when writing on social media to a varying extent.
Of these, 25 percent estimated writing in Swedish on social media for between one
and three hours a day. While Swedish followed a similar pattern of distributed
responses for both reading and writing, as seen in Table 18, English was more
frequent in receptive input (reading) but less common in productive use (writing).
Of the responding participants, 61 percent (IN=83) reported using English when
writing on social media daily. Of these, the largest group (29%) estimated spending
less than one hour a day writing in English on social media. Thus, Swedish was

found to be the language most often used when writing on social media.

8.1.13 Language diary accounts of social media

In the language diaties the number of instances referring to social media use (not
including YouTube)?’ amounted to twenty-eight. The only social media platforms
mentioned were Instagram and Snapchat. Of the 28 instances, 10 referred to using
Swedish whereas six instances referred to using English. No instances referred to

using Heritage Languages, yet 12 instances had no language specified.

2 Even if YouTube is considered a social media platform it has been excluded as such in the
analysis of language diaries as no participants referred to using it in any other sense than for
streaming video materials.
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8.1.13.1 Language diary entries and interview examples of using social media

As mentioned, many instances of using social media in the language diaries had no
language specified. Of the ones that did specify the languages used, Swedish and
English were the only languages referred to. While Swedish was common, English
was also noted among the participants’ entries. For example, Elina stated: I
checked my phone which is in Swedish and went into social media which usually
is in English’ [Swedish original: jag kollade pa min mobil som dr pa svenska jag gick in i
sociala medier som oftast ar pd engelskal. Another example was found in the diary by
Alyssa, who wrote: ‘T looked at my social media and the postings were in English.’
[Swedish original: Jag kollade mina sociala medier och dem dr pa engelska.]

Others referred to using both Swedish and English. In one of her diary entries,
Avin wrote: “Then I went through social media and then I usually always write in
Swedish, read in Swedish and listen to stuff in Swedish.” [Swedish original: gick jag
igenom sociala medier och da brukar jag alltid skriva pa svenska, ldsa pa svenska och lyssna pa
grejer pd svenska.]. The language diary as well as the interview (displayed later)
revealed a more multifaceted picture. In one of her diary entries, Avin gave the

following explanatory account concerning the language use on social media:

After that I looked at social media and it depends on which app you are in
because in some apps you usually write, while on others you read or listen or
something. But if I’'m writing something I write in Swedish, and it can happen
that you mix in some English.

[Swedish original: Efter det kollade jag pd sociala medier och det beror pa vilken app man ar i for pa vissa
appar skriver man oftast medans vissa andra liser man eller lyssnar man pa ndgot. Men om jag ska skriva

ndgot sd skriver jag pa svenska och det kan handa att man blandar in ndgra engelska ord.]
(Avin, age 13, Grade 7)

Avin’s account here indicated how language use might vary between different
social media platforms depending on what she uses it for. As indicated, some social
media platforms might involve more typing and others might typically be used for
receptive input (reading or listening). Avin here also stated that she usually writes
in Swedish but with an occasional mixing of English. In a later interview, Avin

developed her reasoning about social media use even further:

For example, on Snapchat you often write with your friends like you check
out people’s stories and stuff, then you need to like answer like “oh what did
you do yesterday” like that or I don’t know whatever. Then you often use
Swedish when it comes to Snapchat. But for example, TikTok or Instagram
it depends on what posts you look at. Most often on TikTok I usually tag my
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cousins who don’t live in Sweden and then I have to speak English so they
understand because there is no Kurdish alphabet on the phone. And then it’s
like more difficult to write and find the right words. But sometimes you can
also do it in Kurdish like this easy word: “yeah I’'m dying laughing” but in,
what is it called, Swedish letters. They still get it because they kind of live in
Norway.

[Swedish original: Till exempel pa Snapchat sa skriver man oftast med mina kompisar man sa bir kollar
pa folks stories och sant sen fir man typ s har svara "of vad glorde ni igar” hp sa har eller jag vet inte vad

som helst. Dd pratar man oftast svenska ndr det giller Snapchat. Men till exempel TikTok eller Instagram

tagga mina kusiner som inte bor i Sverige och dd maste jag prata engelska for att dom ska forstd for att det

[finns inte alfabets pd kurdiska. .. alfabetet pa kurdiska pa mobilen. Och sen si dr det si har typ svérare o
skriva och hitta ritt ord. Men ibland kan man ocksd gira det pa kurdiska tjp si hir latt ord ‘ab jag dor
av gary’ fast pa, vad heter det, svenska bokstiver. Dom fattar fortfarande for dom bor typ i Norge.]

(Avin, age 13, Grade 7)

As demonstrated in the excerpt, Avin described how Swedish tends to be the
language usually used on Snapchat as it often involves writing with friends (here
indicating friends from school or other friends present in everyday life). As for the
use of TikTok and Instagram, Avin explained that it depends on the posts you are
looking at. Through the example of her cousin, Avin’s description pointed to how
the role of others — as in other people’s posts — determines the linguistic practice.
Avin’s description also indicated how she uses English instead of Kurdish with her
cousins as she lacks a Kurdish Sorani®® alphabet keyboard on her phone. Thus,
sometimes the technological set up or availability might direct the language used
in digital communication. The issue of not having a Sorani keyboard on the phone
was also brought up as the interview moved on to a question regarding the use of
social media with relatives in Kurdistan3!. The excerpt also pointed to the role of
linguistic preference and familiarity, as Avin mentioned it sometimes can be
difficult to find the right words in Kurdish.

During the interview when later asked to elaborate further on the high

prevalence of Swedish and English on social media Avin stated:

30 Sorani is a Central Kurdish dialect. In contrast to for example Kurmanji (the northern dialect)
which has a Latin-based alphabet, Sorani writing system is Arabic—based (Esmaili & Salavati,
2013).

31 Kurdistan is here, and in subsequent chapters, used in reference to participants’ accounts to
describe the geographical region of predominantly Kurdish settlement which includes parts of
the nation-states Turkey, Iran, Iraq, Armenia, and Syria. Sweden has official representation in
the Kurdistan region but has not officially recognized Kurdistan as an independent nation state.
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JB: ‘Uhm, do you think it often is about the fact that you don’t have
the language [Sorani alphabet]| on your phone, or do you think you
still would use Swedish or English a lot on social media?’

[Swedish original: Eh, tror du att det ofta handlar om att man inte har spréiket i mobilen
som gor att, eller blir det dnda att man skulle anvinda svenska pa sociala medier mycket tror

du eller engelska?]

Avin: I think you use Swedish a lot on social media because you are in
Sweden and like this is a country which is like natural to you. So I
think it would be Swedish even if there would be like
other....Janguages [alphabets] on the keyboard or I dunno.”

[Swedish original: Jag tror att man anvinder mycket svenska pd sociala medier eftersom att
man befinner sig i Sverige och sd hira det dr ett land som dr s har vanligt for en. Sa jag tror

det dr svenska dven fast det fanns sd bhdr andra. .. sprik pd tangentbordet eller jag vet inte.]

JB: ‘and because you often use it with friends you already
meet here?’

[Swedish original: och for att man ofta anvinder det med kompisar man redan triffar hir?]
Avin: Yes’ [Ja.]

The above interview excerpt points to the social and contextual situatedness of the
linguistic practice, that is, the social world of its users. As Avin pointed out, the
language use is tied to the country in which you are in, and since Sweden is the
country where she and her friends live their lives, speaking Swedish tends to be

what is most usual among friends.

8.1.14 Questionnaire results of language use when gaming

Three items in the questionnaire address the use of languages when playing digital
games. The questionnaire distinguished between computer/video games and
online games. The reasons for this were to include games which are mostly
accessed and played on mobile phones but also to include the type of games that
usually entail live communication and interaction with other players. To target
participants’ active (or productive) language use in gaming and not only the
language exposure they encounter through the language used in the game as such,
the questionnaire also included an item of chatting/speaking with other players
online. However, it is important to note that all three items may intersect to various
degrees depending on the particular game the participants associate with. Games

are available on different gaming devices, yet some games can be played on any
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possible digital device, whereas others require a computer, or a console attached
to a television. Thus, some games may be played using either a computer, a console
or a mobile phone and may or may not entail online interaction with other players.
The distinction served to cover as many of the possible associations the
participants could make without being too game specific and thus, too narrow. An
overview of the questionnaire results is presented in Table 19.

As demonstrated in Table 19, playing computer and video games in Heritage
Language(s) proved not to be very common. Instead, English and Swedish proved
to be the most frequent languages used when playing games. The distribution of
responses followed similar patterns for both computer/video games and for online
games. Less surprisingly, English dominated and 27 percent (IN=806) reported
spending between one to three hours on both computer/video games where

English is used.

Table 19 Distribution and Frequency of Gaming Activities

5 3to5 1to 3 Less No
hours hours hours than1 time

or hour
more

% % % % %
Playing computer/video games HL(s) 2 5 5 7 81
Playing computer/video games Swe. 4 7 22 23 44
Playing computer/video games Eng. 14 14 27 21 24
Playing computer/video games Add. 2 4 5 4 85
Playing online games HL(s) 2 1 8 11 77
Playing online games Swe. 8 5 17 26 44
Playing online games Eng. 11 12 27 21 28
Playing online games Add. 1 4 6 2 86
Chatting/Speaking to other players HL(s) 4 6 7 8 75
Chatting/Speaking to other players Swe. 7 9 24 23 37
Chatting/Speaking to other players Eng. 5 14 18 19 44
Chatting/Speaking to other players Add. 1 2 4 1 91

Note. Playing computer video games (HLs N=83, Swe. N=86, Eng. N=86, Add. N=80), playing
online games (HLs N=83, Swe. N=87, Eng. N=89, Add. N=81), Chatting/Speaking to other
players (HLs N=83, Swe. N=87, Eng. N=84, Add. N=80)

A total of 14 percent reported spending from three to five hours a day and others
estimated spending as much as five hours or more on an average day on games in
which English is used. Another 21 percent reported playing English speaking
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computer/video games daily but estimated their frequency to be less than one
hour.

The pattern was similar for online games, where 27 percent (IN=89) reported
spending one to three hours a day on English-speaking games. Another 21 percent
also engaged in online games daily albeit for less than one hour a day. Swedish was
the second most frequently used language when playing online games with 17
percent (IN=87) reporting that they spend between one to three hours a day.
Another 26 percent reported that they play online games in Swedish for less than
one hour a day. The use of Heritage Language(s) appeared to be uncommon
although marginally more frequent when playing online games than
video/computer games. While a total of 19 percent (IN=83) used Heritage
Language(s) to varying degrees when playing computer/video games, 22 percent
(IN=83) reported using Heritage Language(s) when playing online games. Playing

games using additional languages of any kind proved to be very uncommon.

8.1.15 Language diary accounts of gaming

The language diaries contained a total of 67 instances referring to gaming activities.
While 20 of these referred to gaming in English, only three instances included
references to gaming in Swedish and two instances referred to gaming in Heritage
Languages. However, 42 instances had no language specified and therefore the
frequency of language use in the activity of gaming represented in the language

diaries is uncertain.

8.1.15.1 Language diary entries and interview examples of gaming

In the language diaties, most of the instances where language was specified referred
to English in connection with the activity of gaming. That is, either by referring to
playing a game which was in English or when reporting using the language while
gaming with other players. One example was found in the diary by Tom who made
several references to gaming. In one diary entry, Tom reported gaming with
friends: ‘I was talking to my friends in English while we were playing a game called
“Specter / Phasmopabia” until the evening’. [Swedish original: Jag pratade med mina
vinner pa engelska medans vi spelade ett spel som heter “Specter/ Phasmopabia” tills kvéllen].
The account did not provide any clues as to whether the friends met online or in
real life. However, the frequency of gaming and the types of similar accounts given
in the diary, did give the impression of online gaming encounters. Still, the contrary

possibility cannot be ruled out. In a later diary entry, Tom wrote: “...then I played
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with my friends and spoke English’ /Swedish original: .. .sen spelade jag med mina vanner
och pratade engelska.]. Judging from the diary, Tom seemed to be a quite frequent
gamer who spent a considerable amount of time gaming in English. One example
of this was found in the following account by Tom: ‘Played all day with my friends,
a scary game and wrote in English.” [Spelade hela dagen med mina vinner ett ldskigt spel
och skrev pa engelska.] This diary statement revealed more about the communication
with friends, thus suggesting online communication as Tom specified writing in
English. Other participants explicitly referred to ‘internet friends’ such as Nara
who in one diary entry stated: ‘“After a while I chatted with my internet friends in
English and then I did some homework again.” [Swedish original: Efier ett tag sd
chattade jag med mina internetvinner pa engelska och sen sa giorde jag lite liixor igen.]

Very few participants referred to using Heritage Languages while gaming, yet
there were a few examples of occutrrence. One example was found in the diary
entry by Andres, who gave the following account: ‘played mobile phone games
which are in Spanish’ [Swedish original: spelade mobilspel som dr pa spanska]. At other
times, Heritage Languages occutred in combination with Swedish, as in the
example by Mateo who wrote: “Then I go to my room and play PlayStation where
I speak both Albanian and Swedish with my Albanian friend and my cousin and
we played for maybe one and a half hours.” [Swedish original: Darefter gir jag till mitt
rum och spelar playstation dér jag pratar bide albanska och svenska med min albanska vén och
min kusin och vi spelade i kanske 1 och en halvtimma.] In this example it is indicated that
Mateo and his friend and cousin communicated in a combination of Albanian and
Swedish which suggests that the cousin and friend reside in Sweden which in turn
might influence the use of Swedish. The role of others in governing language use
was visible also in the diary by Alyssa who in one entry reported gaming with her
cousin from Germany (this entry was also presented in chapter 7): “When I came
home I played Nintendo Switch and Listened to English music. I played for two
hours with my cousin and we spoke English because he is from Germany.” [Swedish
original: Nar jag kom hem spelade jag pa min nintendo switch och jag lyssnade pa musik medans
pd engelska. Jag spelade i 2 timmar med min kusin och vi pratade engelska eftersom han dr fran
Tyskland.]. Other participants also mentioned gaming with cousins. One example

was Lana who during the interview described gaming in Kurdish with her cousins:

Lana: “Yes. No, so if I play games, I play with my cousins, those who live
in Kurdistan. It’s the kind of live game you can play on your mobile
phone.
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[Swedish original: Ja. Nej alltsi om jag spelar spel s spelar jag med mina kusiner, dom som

bor i Kurdistan. Det dr sin live-spel man kan spela pi mobilen.]
JB: Ok, does it involve talking or writing?
[Ok. Ar det s att man pratar eller skriver?]

Lana: “Yes you talk like this or yeah “go and get this thing” or “give it to

me” or..."

[Swedish original: Ja man pratar si héra eller ab “gi och hamta den har grejen” eller “ge mig

den” eller. ..]

JB: And then you do it in Sorani?

[Swedish original: Och da gor ni det pa Sorani?]
Lana: Yes, in Kurdish’ [Swedish original: Ja, pi Kurdiska.]

Lana did not report gaming frequently but mentioned that when she does engage
in gaming, she usually plays a live game on her mobile phone with her cousins who
live in Kurdistan. When asked about the language practices within the game, Avin
described how it typically involves making requests or completing tasks and when
doing so the cousins speak Kurdish.

The dynamic use of languages while gaming was also demonstrated in the diary
entries by Jalil. In one of his entries, Jalil stated: I was at home after school I played
computer games with my brothers in Arabic and a little English.” [Swedish original:
Jag va hemma cfter skolan jag spela dataspel med mina brider arabiska och lite engelska.].
However, some accounts of gaming referred to Arabic only with no other
languages stated. In a later entry, Jalil again reported gaming with his friend but
then mentioned the use of Swedish and English: ‘I played with my friend and I
spoke Swedish /English.” [Swedish original: Jag spela med min vin och jag prata
svenska/ engelska.]. While the Swedish word “play” can refer to a number of
different activities, the fact that the diary did not contain any references to other
activities and that gaming seemed to constitute a major interest, Jalil’s example was
coded as “gaming”. There is a possibility that Jalil forgot to specity the activity and
in fact was referring to playing football, playing cards, playing music and so forth.
However, given the overall impression of the diary entries of this participant it is
reasonable to assume that gaming is the suggested activity.

At times, the type of game also seemed to play a decisive role in the participants’
use of languages in combination with the languages of co-players. One example

was Ali who during the interview reported using Arabic while gaming. When asked
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about the use of Swedish, he replied: ‘Uhm, no one plays this game, there are no
Swedes playing this game. I only play with my friend sometimes, he knows Swedish
and I talk to him, but not all the time.” [Swedish original: Eb, ingen kor den hair spelet det
dr inga svenskar kor det bar spelet. Jag kir bara med min vin ibland, assa ban kan svenska
och jag pratar med honom, men inte hela tiden).

Very few participants referred to using Swedish only, while gaming yet one
example was found in the diary by Michael who wrote: ‘“And at his house we played
games and spoke Swedish with each other.” [Swedish original: Och hemma bos honom si
spelade vi spel och pratade svenska med varandra.].

8.2 Summarizing notes

This chapter has presented the young adolescents’ reported use and encounters
with languages in various out-of-school activities. Integrated findings from all
three strands of data (questionnaire, language diaries, interviews) revealed
distributional patterns of language use in a wide range of different activities, where
certain languages were found to dominate in certain activities. Conclusively, the
patterns of language use in different out-of-school activities presented in this
chapter, point to a high prevalence of Swedish and English in both productive and
receptive activities. Heritage Languages were also shown to be present but were
used to a varying degree depending on dimensions such as time and space,
presence of others, interests, and preferences. A few participants were also
invested in activities in additional languages, particularly when watching seties or

listening to music.



9. Language Ideologies and
Language Investment

Having examined the participants’ reported everyday language practices in chapter
seven and eight, this chapter presents the young adolescents’ ideological positions
in relation to languages and investment in language practices in Heritage
Languages, Swedish and English. While drawing on information from the whole
study, the primary focus here includes questionnaire data and interview accounts.
More specifically, the chapter centers on the participants’ unique individual
perspectives regarding the role and value of languages in education, for acquiting
new friendships and for their imagined future including higher education studies,
work opportunities and family life. This account begins with a presentation of the
questionnaire results followed by findings on participants’ dispositions of
languages as reflected in the interviews. The chapter then continues with a
presentation of statistical analyses investigating the relationship between out-of-
school language practices and language ideologies. The chapter ends with some

brief concluding notes.

9.1 Mapping ideologies and investment in
languages

The participants’ ideologies in languages were primarily explored through the
questionnaire and the interviews. Although language ideologies occasionally were
present in a few diary accounts, the language diaries mainly focused on the
participants’ reported language use. The participants’ investment in languages were
explored using all three methods and the language practices reported in diary
entries reflect the participants’ investment in languages. However, the
questionnaire and the interviews were specifically targeted towards addressing
ideologies and investment. Therefore, this chapter focuses on the results from the
questionnaire and the interviews. The questionnaire included items which
specifically aimed to map the participants’ ideological positions and investment in

languages. Items addressed both what languages the participants would like to
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learn well, while also clarifying individual ideological positions concerning Heritage
Languages, Swedish and English and their imagined use of these languages in the
future. Based on the work by Baker (1992) and Oppenheim (1992), the
questionnaire included a set of multidimensional items assessing the participants’
language ideologies with regard to Heritage Languages, Swedish and English in
various content areas, using a four-point Likert scale to evaluate the level of
agreement. It also included two similar items mapping participants’ positions
concerning the value of these languages for their imagined future studies and work
opportunities as adults. The final section of the questionnaire included an open-
ended question which addressed the participants’ imagined future use of languages
as adults.

During the interviews, the participants’ ideological positions were revisited
through questions related to which languages the participants found most
important to learn, what languages they considered most fun learning and their
imagined future use of languages. As later shown in this chapter, the interviews
examined participants’ ideologies and rationales in greater depth and some of the

questions highlighted issues of cultural heritage and language maintenance.

9.2 Participants’ ideological positions towards
Heritage Languages, Swedish and English

9.2.1 Questionnaire results of language ideologies

As previously mentioned, the questionnaire included a set of 23 items selected to
examine the participants’ language ideologies related to Heritage Languages,
Swedish and English. The four-point scale included the following levels of
agreement: ‘agree a lot — agree a little — disagree a little — disagree a lot’. The internal
consistency of the scale of 23 items reported a Cronbach’s Alpha value of «=.82.
The set of items included specific statements which targeted different aspects tied
to the dimension of language ideologies. First, the position expressing a need or
interest in receiving more Instruction in the language. Second, whether it is fiun
learning the language, positions towards Swedish and English as school subjects
and positions towards the lessons in Swedish and English at school. Third, the
importance of the language with regard to: a) succeeding in school, b) getting to

>

know new friends c) getting a job, and d) acquiring “good proficiency” in the

language. (For specific wording of items see appendix A, or B). This section
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presents the distribution of the participants’ answers to these statements, some of

which paint a strikingly clear pattern.

9.2.1.1 Dispositions towards Heritage Langnages

Evidence of participants’ ideological positions related to Heritage Languages are
presented in this section, drawing on data from the questionnaire, followed by
interview data. Of the 23 items, seven items addressed Heritage Languages tied to
the different aspects mentioned ecarlier. An overview of the participants’

distribution of responses to these seven items is presented in Table 20.

Table 20 Ideologies of Heritage Languages (frequency distribution)
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a We should have more mother tongue 83 [ 15% 23% 29% 23%
tuition
b It is fun to learn more in my mother 84 | 34% 28% 21% 9%
tongue(s)

c It is important to have good proficiency in | 86 | 53% 28% 6% 5%
one’s mother tongue(s)

d I would like to use my mother tongue(s) 82 | 25% 17% 24% 23%
more in other subjects in school

o) My mother tongue(s) is/are important to 86 | 36% 22% 24% 12%
succeed at school

r My mother tongue(s) is/are important 85 | 28% 32% 23% 10%
when getting
to know new friends

u My mother tongue(s) is/are important for | 85 | 28% 23% 27% 14%
getting a job

For the item addressing the participants’ positions towards receiving more mother
tongue tuition, a small majority of 29 percent reported a slight negative position
marking the answer ‘disagree a little’. Yet, equal groups of 23 percent respectively
reported either a slight positive position towards having more mother tongue
tuition (‘agree a little’) or a clear negative position (‘disagree a lot’). Of the
remainder, 15 percent were strongly positive towards more tuition in mother
tongue languages. The topic of this item seems to have divided the participants in

opposing views as the result clearly revealed the participants’ differing positions.
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The result concerning the need or interest in more mother tongue instruction
(MTT) must also be interpreted with reference to the fact that participation in
mother tongue instruction is non-mandatory and not all participants do participate
in MTI. Of the 92 participants in this study, 49 percent (IN=45) reported that they
did participate in MTI, and 51 percent (IN=47) did not. An independent-samples
t-test was conducted to compare the mean values for those who did participate in
MTT and those who did not. The result of the t-test showed no significant
difference in mean values for those participating in MTT (M=19.97, §D=4.33), and
those who did not (M=19.23, §D=5.28,), # (90) =.728, p=.47.

Even if participants would like to attend MTI, sometimes a particular language
might not be offered at the school or in their municipality. Several other
intersecting individual and contextual factors might also influence the participants’
differing views. The participants’ responses might be influenced by the current
organizational set up of MTI and its position in relation to other languages in the
Swedish curriculum. The participants’ positions might also be affected by the
degree to which they use their Heritage Languages in their everyday lives, and some
might also feel more or less confident in their Heritage Languages. Aspects tied to
personal interest and family language policies might also influence the participants’
responses. Later sections in this chapter will provide accounts of how the
interviews revealed varying views about receiving more mother tongue tuition in
school. This was reflected also in the questionnaire as the item 4, mapped the
participants’ notions of using their Heritage Languages in other subjects in school.
The result revealed a split picture with opposing views among the participants.
When responding to the statement T would like to use my mother tongue(s) more in other
subjects in school’; 28 percent (IN=82) of the participants agreed a lot, whereas 27
percent marked the answer ‘disagree a little’ followed by 26 percent who were
clearly negative (‘disagree a lot’) and 20 percent who were slightly positive (‘agree
a little’).

Regarding whether the participants considered it fun to learn more in their
mother tongue(s), 34 percent were strongly positive (‘agree a lot’) and 28 percent
reported that they were slightly positive (‘agree a little’). While 21 percent were
slightly negative (‘disagree a little’), only 9 percent marked their answer ‘disagree a
lot’. The statement to this item was worded in general terms to keep it less attached
to mother tongue instruction and target participants’ overall disposition towards
learning more in their Heritage Languages. Yet, there is a possibility that the

participants’ responses might be influenced by their expetiences of participating in
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MTT. Nevertheless, the result might still signify their current interest in learning
which in turn provides an indication of their level of investment.

Signs of participants’ investment in their Heritage Languages were also
reflected in their responses to the statement addressing the importance of having good
proficiency in the Heritage Languages. Most of the participants were generally
positive as 53 percent ‘agreed a lot” and 28 percent displayed a slightly positive
position (‘agree a little’). Only a few participants 6 percent (‘disagree a little’) and 5
percent (‘disagree a lot’) considered “good proficiency” to be of less importance.
However, as shown, the participants were profoundly divided both about having
more mother tongue tuition and whether their mother tongue should be used
more in other subjects in school. Thus, the participants displayed positive
ideological positions as they agreed about the importance of knowing or learning
one’s ‘mother tongues’ yet seemed to disagree about the degree of investment in
the educational provision that would enable more use of ‘mother tongue’-
languages at school. The participants’ division in views might depend on various
dimensions and forces at play. For instance, the split responses might be
contingent on what the participants perceive as ‘benefits of investment’ and to
what extent they recognize that their mother tongue languages can serve as
‘affordances to their learning’ (Datvin & Norton, 2015, p. 46—47). That is, the
extent to which participants perceive their ‘mother tongue’ languages as capital in
different learning contexts. Prevailing dominant ideologies permeating
institutional and educational practices determine the value of capital and what is
constructed as legitimate knowledge, thus governing what is approved or rejected,
privileged, or marginalized (Datvin & Norton, 2015). These ideological structutes
and normative practices shape habitus and dispositions which might influence the
participants’ level of investment. The patticipants’ divided viewpoints might also
stem from their vatying levels of language proficiency in their reported ‘mother
tongues’. Some participants might feel the need to receive more instruction to
increase their language skills, while others might find it superfluous. This in turn
might be connected to the participants’ diverse life trajectories and the extent to
which the languages are used at home. Participants’ interest or disinterest in
receiving more mother tongue tuition might also relate to the degree to which they
wish to develop language skills as a means to maintaining or strengthening
connections with relatives and/or the attachment with the heritage culture. As
shown later in this chapter, while the participants generally expressed an
investment in their Heritage Language, they displayed different rationales and

positions about receiving more mother tongue tuition in school. This discussion
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is returned to later in this chapter when presenting the participants’ interview
accounts on this topic.

However, when it comes to the participants’ positions as to whether Heritage
Languages are important to succeed at school, the distribution of responses showed
more variance. Most participants expressed positive positions, with 36 percent
who ‘agreed a lot’, followed by 22 percent who ‘agreed a little’. Another 24 percent
were less convinced of the importance of Heritage Languages for school success
and ‘disagreed a little’ whereas 12 percent clearly disagreed and marked their
answer ‘disagree a lot’. The result indicates that participants’ positions towards
whether Heritage Languages are significant or not for school success tend to vary
greatly. Likely, participants’ inclinations to acknowledge their Heritage Language(s)
as a valuable resource, or linguistic capital for educational purposes in education
settings might differ depending on numerous interconnected individual and
contextual variables. The diversity in the participants’ dispositions mirrors the two-
sided position of mother tongue instruction: on the one hand, it has status insofar
as it is legislated. On the other hand, it has low status because of a variety of
implementational choices et cetera. The participants’ ideological positions are also
influenced by their individual situated life expetiences. These could include (but
are not limited to) aspects relating to linguistic and cultural backgrounds, parents’
socioeconomic and educational backgrounds, family language policies, personal
expetriences and overall school success together with imagined fututre possibilities.

A similar result was found for the statement targeting the importance of
Heritage Language(s) for future work employment (‘etting a job’). While most
participants considered it to be important, (28% ‘agree a lot’, 23% ‘agree a little’),
27 percent were less convinced and matked their answer in the category ‘disagree
a little’ and another 14 percent strongly disagreed (‘disagtee a lot’).

As for the statement of acquiring new friends, most participants considered it to
be of importance 32 percent (‘agree a little’) and 28 percent (‘agree a lot’), yet 23
percent found it be of less importance (‘disagree a little’) and 10 percent expressed

a clear negative position (‘disagree a little’).

9.2.1.2 Dispositions towards Swedish

We now turn to the participants’ questionnaire responses to the statements for
Swedish. The items for Swedish were identical to the statements for Heritage
Languages except for two which aimed to map participants’ positions towards the

language as school subject. This concerned items g (“The lessons in Swedish are fun’)
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and the negatively worded item b (‘Swedish is a boring subject’). An overview of the

distribution of responses is presented in Table 21.

Table 21 Ideologies of Swedish (frequency distribution)
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Agree a lot
Agree a little
Disagree a
little
Disagree a lot

Iltems N

f We should have more Swedish in school |86 | 28% 24% 25% 16%

e Swedish is a fun school subject 86 [47% 30% 15% 1%

g The lessons in Swedish are fun 84 | 36% 27% 24% 4%

h Swedish is a boring school subject 83 | 11% 16% 20% 44%

i It is important to have good proficiency in | 86 | 73% 21% - -
Swedish

p Swedish is important to succeed at 86 | 87% 6% - -
school

s Swedish is important when getting 84 (65% 17% 8% 1%
to know new friends

u Swedish is important for getting a job 85 | 78% 13% 1% -

As noted, a small majority of 28 percent reported a strong positive position
towards having more Swedish in schoo/ and marked the alternative ‘agree a lot’. This
was followed by opposing views where 25 percent reported a slightly negative
position towards receiving more Swedish in school and 24 percent who reported
a slightly positive position. Another 16 percent strongly disagreed (‘disagree a lot’).
The result must be seen in relation to the curtent number of hours of instruction
in Swedish or Swedish as a second language in compulsory school.32 Even though
Swedish and Swedish as a second language, comprise a considerable number of
hours of instruction, most patticipants (28% + 24%) would still like to receive
more teaching in Swedish. Yet, 25 percent ‘disagreed a little’ which could indicate
a contentment with the current situation.

The vast majority of the participants found Swedish to be a fun subject. As many

as 77 percent reported agreement, 47 percent ‘agreed a lot” and 30 percent ‘agreed

32 Throughout compulsory school (grades 0-9), pupils in Sweden are guaranteed a total of 1490
teaching hours in Swedish or Swedish as a second language. English as school subject
comprises a total of 480 teaching hours (Skolverket, 2022a).
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a little’. Fifteen percent disagreed a little and only 1% were clearly negative
(‘disagree a lot’) towards Swedish being a fun subject.

As mentioned, the participants’ ideological positions towards Swedish as a
school subject were measured with two additional items. As for the statement The
lessons in Swedish are fun’, 36 percent of the participants strongly agreed (‘agree a lot’)
and 27 percent ‘agreed a little’. While 24 percent were more hesitant (‘disagree a
little’) only 4 percent strongly disagreed (‘disagree a lot’).

The responses to the negatively worded item: Swedish is a boring subject’ did not
entirely mirror the distribution of responses to its opposite equivalent item
(‘Swedish is a fun subject’). However, the result fairly closely reflected the
participants overall positive positions towards Swedish as a school subject. Of the
responding participants, only 11 percent strongly agreed that Swedish is a boring
subject followed by 16 percent who marked the answer ‘agree a little’. Another 20
percent ‘disagreed a little’ and as many as 44 percent strongly disagreed. In sum,
most participants reported favourable positions towards Swedish as a school
subject.

Turning to the four indicators of the importance of Swedish regarding
proficiency, school success, making new friends and work employment, the result
displayed a clear pattern. Concerning the importance of having a “go0d” proficiency in
Swedish, 73 percent of the responding participants ‘agreed a lot’ and the remainder
21 percent reported a less strongly favourable position ‘agree a little’. No
participants disagreed with the statement. The result can be seen as reflecting the
strong dominance of Swedish in education and society, thus acknowledging the
value of Swedish as linguistic capital where “good” proficiency in Swedish might
be associated with educational success and a wider range of future opportunities.

For the questionnaire item measuring participants’ positions towards #he
importance of Swedish to succeed at school the result was even stronger. Of the
responding participants, 87 percent strongly agreed with the statement (‘agreed a
lot’) and 6 percent ‘agreed a little’. No participants disagreed with the statement.
Since Swedish is the dominant language of instruction in most Swedish schools,
this result is not particularly surprising. Considering the dominance of Swedish in
education and thus the seemingly indisputable nature of the statement, the
outcome is expected.

When it comes to the importance of Swedish at a more personal level, the result
was less clear cut. The responses to the statement ‘Swedish is important when getting to
know new friends’ showed a general favorable position as 67 percent of the

responding participants ‘agreed a lot” and 17 percent ‘agreed a little’. However, 8
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percent were less convinced and ‘disagreed a little’ and 1 percent did not agree at
all.

As to whether Swedish is important for future work employment (‘Swedish is
important for getting a job’), a total of 91 percent agreed (78% ‘agree a lot” + 13%
‘agree a little). Only 1 percent slightly disagreed.
9.2.1.3 Dispositions towards English
Of the 23 listed items, eight targeted the participants’ dispositions towards
English as school subject and its degree of importance for education, acquiring
new friends and future work employment. Table 22 presents an overview of the
participants’ distributed responses.

Table 22 Ideologies of English (frequency distribution)
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Items N
f We should have more English in school 86 |44% 29% 20% 1%
e English is a fun school subject 85 |59% 27% 5% 1%
g The lessons in English are fun 86 | 58% 26% 10% -
h English is a boring school subject 84 | 4% 4% 24% 59%
i It is important to have good proficiency in | 82 | 78% 11% - -
English
p English is important to succeed at school |86 | 82% 12% - -
S English is important when getting 86 [59% 24% 9% 2%
to know new friends
u English is important for getting a job 85 | 74% 16% 2% -

When compared with the results for Heritage Languages and Swedish, regarding
participants’ positions towards more instruction, English clearly stands out. In
their responses to the statement We should have more English in school’, 44 percent of
the responding participants ‘agreed a lot’, followed by 29 percent who ‘agreed a
little’. Yet, 20 percent were not as enthusiastic towards having more English in
school (‘disagtree a little’) and 1 percent ‘disagreed a lot’. The result points to an
expressed interest in (or need for) having more English in school which in turn
can indicate an overall positive disposition towards English among the
participants. However, the result must be seen in relation to the number of hours

allotted to English in school, but also other influencing factors affecting
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participants’ responses. In general, English appeared to be a popular subject. To
the statement English is a_fun school subject’, 59 percent reported a strong positive
position (‘agree a lot’) and 27 percent agreed a little. Only a small percentage was
less enthusiastic, 5 percent disagreed a little and 1 percent disagreed a lot. To
further map participants’ positions towards English as a school subject and
English in school, the questionnaire also included the item The lessons in English are
Jfun’. 'The responses to this item also confirmed participants’ generally positive
position towards English as a school subject. Of the responding participants, 84
percent reported a favourable position (58% ‘agree a lot’” + 26% ‘agree a little’).
Only 10 percent disagreed a little and not one participant strongly disagreed.

The negatively worded item: ‘English is a boring school subject’ clearly reflected the
participants’ overall positive position to English. Compared to the corresponding
opposite item (‘English is a fun subject’) an identical 59 percent strongly disagreed
with the statement, followed by 24 percent who slightly disagreed. Only a total of
8 percent agreed that English was a boring school subject (4% ‘agree a lot’” + 4%
‘agree a little’).

When it comes to the four items on the importance of English, the result in
many ways resembled the distribution for Swedish. As for the statement addressing
the importance of ‘having “good” proficiency in English’, a total of 89 percent reported
a favourable disposition (78% ‘agree a lot’ + 11% ‘agree a little’). No patticipants
disagreed. The result is close to the distribution of responses for the equivalent
item for Swedish. With just a minor difference, the result indicates that the
participants seem to consider good proficiency in English to be almost as
important as Swedish. Their responses can be seen as indicative of the current
status and position of English in Swedish society and in the globalized world at
large.

The status of English was further reflected in the distribution of responses to
the item addressing whether ‘English is important to succeed at school’. A total of 94
percent reported a favourable position of which most were strongly positive (82%
‘agree a lot” and 12 % ‘agree a little’). Again, no participants disagreed with the
statement. When compared to Swedish, the distribution of responses was almost
identical. Thus, the participants’ responses indicate that Swedish and English are
seen as almost equally important for succeeding at school. In contrast, just over 50
percent of the responding participants (58%), reported a favourable position to
the equivalent statement for Heritage Languages.

Similar to the result for Swedish, the participants’ positions regarding the

importance of English when getting to know new friends were more diverse. While a total
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of 83 percent reported a positive position (59% ‘agree a lot” + 24% ‘agree a little’),
9 percent were less convinced, marking their response in the category ‘disagree a
little” and the remainder 2 percent ‘disagreed a lot’. Possibly, the results for the
importance of English for making new friendships might be related to aspects such
as the level of frequency of playing online internationally, engaging in other
international online communities, frequent travel outside Sweden, or other
possible forms of contact where English is used. Regarding the importance of
English for work employment, ‘English is important for getting a job’, the result to a
great extent resembled the distribution of responses for the corresponding item
for Swedish. Of the responding participants, a total of 90 percent agreed that
English is important for future work employment (74% ‘agree a lot” + 16% ‘agree
a little’). Only 2 percent disagreed with the statement (‘disagree a little’). Both
Swedish and English seem to be considered important for future work
employments. By contrast, only half of the responding participants agreed with the

equivalent statement for Heritage Languages.

9.2.2 Interview examples of participants’ ideologies

Having presented the questionnaire results of the participants’ dispositions
towards Heritage Languages, Swedish and English, the following section provides
examples from the individual interviews. During the interviews, some questions
aimed to explore participants’ accounts about languages and language use and their
investment in (primarily) Heritage Languages, Swedish and English.

9.2.2.1 Interviewees about using more Heritage Ianguages in school

During the interviews participants were asked about whether they would like to
use their Heritage Languages in other school subjects in school. Most of the
participants initially expressed a reluctance to do so. Some of the participants’
referred to feeling more confident in using Swedish in school-related work. One

example of this was found in the interview with Hilal:
JB: ‘Would you like to use Arabic in other school subjects as well?’

[Swedish  original:  Skulle du vilja anvinda arabiskan dven i andra dmnen i

skolan?]

Hilal: ‘I dunno, I don’t think so...I feel more confident with Swedish
than Arabic because in Arabic I don’t have the same fluency.’
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[Swedish original: Jag vet inte jag tror inte det. .. jag kdnner mig mer sikrare med svenskan

dn arabiskan for i arabiskan jag har jag bar inte typ samma flyt.]
JB: ‘Ok so it’s easier to read in...?’

[Swedish original: Ok, sd det gir lattare att lisa pa. . .?]
Hilal: ‘Swedish, yes.” [Svenska, ja.]

As shown, Hilal expressed a reluctance towards using Arabic in other school
subjects as he found it easier to read in Swedish. Thus, Hilal seemed to consider
Swedish to be more beneficial to his learning, indicating a sense of investment in
Swedish in educational practices (Darvin & Norton, 2015). Hilal’s position might
also be linked to how he perceives the roles of Swedish and Arabic in his own
linguistic repertoire. Earlier during the interview Hilal had clearly referred to
Swedish as, what he called, his “first language” and Arabic as his “mother tongue”.
This was demonstrated when Hilal was asked about whether he would have
preferred completing the language diary in Arabic. Hilal then gave the following

explanation:

Hilal: ‘No, 'm not that good at Arabic I was still born in Sweden so
Swedish is my first language, Arabic is my mother tongue.’

[Swedish original: N¢j, jag dr inte s bra pa arabiska jag ar andd fodd i Sverige si svenska

dr mitt forsta sprik arabiska dr mitt modersmal.]

JB: So, you would say that Arabic is the language you bring with you
from home as a mother tongue?

[Swedish original: Sa du skulle siga att arabiska dr det sprik du har med — dig hemifrin

som ett modersmal?]

Hilal: “Yes, but Swedish is what I speak. Since 1 was born in Sweden,
then Swedish is my first language because I can’t speak Arabic with
everyone here in Sweden. It’s mostly ... Swedish.”

[Swedish original: Ja, men svenska ar det jag pratar. Sen jag dr fodd i Sverige, di svenskan
dr mitt forstasprik for jag kan inte prata arabiska med alla bir i Sverige. Det ar mest. ..

svenska.]
JB: ‘Ok, so you feel most confident in...?’

[Swedish original: Ok, si du kdnner dig sikrast pa. .. 7]
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Hilal: ‘Swedish yes. Most confident in because this is perhaps not Iraq
or any other country where you speak Arabic and get used to it.
Here maybe it... with Swedish here you are kind of really used to
it because in school everywhere you use it, you read, write, then
you get 100 percent used to it... and know it.’

[Svenska ja. Sékrast pd det for det hir dr inte kanske Irak eller nit annat land dér man
pratar hela tiden arabiska och blir van vid det. Har kanske det. . .med svenskan hir dr man
hp jattevan vid det for i skolan dverallt anvinder det man liser skriver dé man blir 100

procent van vid det. . .och kan det.]

In this interview excerpt, Hilal clarified how he considered Swedish to be the
language he feels most confident in. Hilal also explained that he considered
Swedish to be his, so called, “first language”, referring both to the fact that he was
born in Sweden and the dominance of Swedish ‘then Swedish is my first language
because I can’t speak Arabic with everyone here in Sweden. It’s mostly ... Swedish.’
By referring to competence, the excerpt thus indicates how Hilal positioned his
authenticity and legitimacy as a Swedish speaker. The excerpt can be seen as an
example of how competence not only encompasses the ability to be understood
but equally also the wish to be believed and respected, thus including the ‘right to
speech’ (Bourdieu, 1977b, p. 648; Norton, 2013, p. 150).

Hilal’s ideological position regarding the role of Swedish was further explicated
as he referred to the high exposure and daily use of Swedish in school and society
at large: ‘you are kind of really used to it because in school, everywhere you use it,
you read, write, then you get 100 percent used to it... and know it.” Hilal seemed
to accentuate his linguistic familiarity and claims to linguistic ownership by
emphasizing how he had gotten ‘100% used to it’ and then additionally added
‘...and know it’. The example signifies language practices as constituted by and
constitutive of social conditions, situated in the socio-political and historical
context, in this case Sweden and the domination of the official language. Hilal’s
account can also be seen as reflecting an ideological position which lies close to a
view of language use and exposure as multidirectional processes of ‘language
socialization’ (Schieffelin & Ochs, 1986) focusing on ‘how children are socialized
through the use of language as well as how children are socialized to use language’
(Schieffelin & Ochs, 1986, p. 184).

Later in the interview, when returning to the topic of being interested in having

the opportunity to use Arabic more in school, Hilal gave the following account:

I dunno like I don’t think so. It is still... We still live in Sweden so why not
use Swedish here. It’s still a Swedish school you have to learn Swedish, math
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and stuff. You also learn Arabic, but it is maybe once a week so it’s good as
it is now.

[Swedish original: Jag vet inte assa jag tror inte det. Det ar dnda...V7 bor dndd i Sverige sa varfor inte
anvénda svenska har. Det dr dndd en svensk skola man ska lira sig svenska, matte och sint. Arabiska

lir man sig ocksd men det dr kanske en gang i veckan sa det dr bra som det ar ni.]

(Hilal, age 13, Grade 7)

Concerning the question of having the possibility to use Arabic more in school,
Hilal expressed no such interest. The use of more Heritage Languages in school
practices can of course be difficult to depict without any previous experiences or
references, which can explain some of the participants’ hesitant responses to this
question. Hilal did not seem to perceive the benefits of more Arabic and expressed
a position acquiescent of current conditions. Hilal’s account can also be seen as
reflective of the valuing of Swedish as capital in education and society at large
where ‘institutional patterns and practices (...) structures habitus’ (Darvin &
Norton, 2015, p. 47). In other words, the account which clearly includes references
to the school as institution, illustrates the power of the education system in
reproducing market and linguistic capital (Bourdieu, 1977b). The excerpt thus
indicates an ideological disposition of habitus where the dominant language of
Swedish is taken for granted in school and thus perceived as expected, reasonable
and customary, serving practical purposes. The embrace of Swedish, or complicity
with the rules of the game, signifies also how habitus, shaped by ideologies,
predisposes dispositions which correspond with prevailing ideologies (Datvin &
Norton, 2015). Hilal’s answer also seems to reflect an ideological position of the
official language as bound up with the nation state and its geographical (or cultural)
origin and setting. The account can thus be seen as reflective of a perspective
resting on monolingual ideologies which presuppose an imposed recognition of
the official language and a ‘unified linguistic market’ (Bourdieu, 1991). The excerpt
indicates a complicity with Swedish as the legitimate language in school which
ultimately signifies how the educational system plays a critical role in symbolic
domination by shaping dispositions and maintaining established hierarchies of
linguistic practices (Boutdieu, 1991; Datvin & Norton, 2015).

Hilal then moved on to express how he felt content with the current position
of Arabic in school. However, He also expressed an investment in developing his
Arabic and when asked about whether he would like to develop his Arabic, he

responded: ‘Yes, that’s kind of why I go to home language?? here at school, because

33 Mother tongue tuition (MTT)
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I kind of want to develop my Arabic and so on.” [Ja det dr typ déirfor jag gar pa hemsprik
hdr i skolan for jag vill typ utveckla min arabiska och sd.]. The excerpt in total llustrates
the dynamics of investment as Hilal expressed an investment in both Swedish and
Arabic, albeit for diverse purposes and perceived benefits.

Other participants also expressed feelings of content with the current
arrangement regarding Arabic in school. One example was Salim who responded:
‘Naah, no I think it’s enough, I speak quite a lot of Arabic in school... I know the
language, I can’t write it but I can speak it. I think that’s enough for me.” [Nae nd
Jjag tycker det ricker, jag pratar ganska mycket arabiska i skolan. .. jag kan spriket, jag kan
inte skriva det men jag kan prata det. Jag tycker det ricker assa for mig.]. Salim expressed a
position of contentment despite acknowledging limitations regarding his writing
skills in Arabic. These examples of contentment might also signify how young
adolescents’ investment can be constrained by hegemonic structures and practices.
Another example of expressed contentment with current conditions was given by
Avin who initially expressed a similar position to Hilal and Salim regarding the

possibility of using Kurdish languages more in school:

No because I think that like, you learn, you speak it at home and stuff too,
so I think it will be too much if you have to have it... but it depends, if you...
what grade you go to. I have attended mother tongue since grade zero, and
then until now. I think it’s good, once a week because you speak it at home
too ... a lot with the parents and stuff. So, once a week is enough.

[Swedish original: Nej for jag tycker att man assa man lir man pratar ju det hemma och sant
ocksd, sd_jag tror det kommer bli for mycket om du si har ska ha... men det beror pd, om
du. . .vilken klass du gar i. Jag har gatt i modersmal sen nollan, och sen tills nu. Jag tycker det ar
bra, en gang in veckan for du pratar det hemma ocksa.. mycket med foraldrarna och sint. Sa det
récker med en gang i veckan.]

(Avin, age 13, Grade 7)

Similar to Hilal, Avin thus also expressed being content with the current
arrangement of having mother tongue tuition once a week. Hilal and Avin’s
expressed contentment can be seen as an indication of the processes by which
ideologies are reproduced by hegemonic consent. In this excerpt, Avin articulated
a reluctance to using Kurdish more in school by commenting that it would be ‘too
much’ since it is used at home. However, in the next sentence, Avin argued that it
could depend on the grade you are in. By taking herself as an example, Avin
seemed to indicate that the need for more Heritage Languages in school might

depend on one’s age and degree of language contact and confidence. Yet, later
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during the interview as we returned to the topic, Avin elaborated further and then

strongly emphasized the importance of knowing one’s “mother tongue(s)”:

JB: Do you think that there should be more mother tongue in school,
more opportunity to use your mother tongue?

[Swedish original: Tycker du att man borde ha mer modersml i skolan, mer méjlighet att fi

anvénda sitt modersmail?]

Avin: I think it depends on the person. So, if you have, if for example,
because I think if you come from a country, and you don’t know
your language then it’s a real pity. You really should know your
language that you come from. Like, if I was a Kurd and didn’t
know my language then I would not have felt like a Kurd. Because
everyone has different prejudices and my prejudice is that... if you
do not come from a place, like if you don’t know your language,
for example, it doesn’t feel as if you are Kurdish, in my opinion. I
would never have felt like a Kurd if I didn’t know my language.
Then here in Sweden I am Swedish because I don’t even know my
language. But it’s because there are different feelings that can make
one feel like this “yeah like I’'m Kurdish” and then these different
cultures, different traditions, it depends on the person, the country
you come from (...) If you don’t know your language, then it is a
great pity and if you don’t know it, I think you should have it
several times a week, to learn it. To be able to communicate with
cousins, relatives, family, yeah. And I also think that as a parent
you should take the initiative when you have children that they
should learn their own language.’

[Swedish original: Jag tycker det beror pa person. Assi om du har, om till exempel, for jag
tycker om du kommer frin ett land och du inte kan ditt sprik sd dr det jittesynd. Man ska
verkligen kunna sitt sprik som man kommer ifrin. Assd hade jag varit kurd och inte kunnat
mitt sprik si jag hade inte kdint mig som en kurd da. For alla har olika fordomar och min
fordom dr assa. .. om man inte kommer frin ett stille, assi om man inte till exempel kan
sitt sprik si kdnns det inte som att man dr kurd, enligt mig. Jag hade aldrig kdint mig som
en kurd om jag inte kunde mitt sprik. Da har i Sverige jag dr svensk, for jag kan inte ens
mitt sprik. Men det beror pa for att det finns si hir olika kdinslor som kan fa en si hir
kdnna ‘ab assd jag dr kurd’ och sen sd har olika kulturer, olika traditioner, assa det giller
frén person, landet man kommer ifran. (...) Om man inte kan sitt sprik, si ar det sd har
Jjattesynd och om man inte kan det si tycker jag att man ska borde ha det flera ginger i
veckan, for att lira sig det. For att kunna kommunicera med sina kusiner, sliktingar, famil),
ab. Och jag tycker ocksd att som forilder man ska ta det som initiativ forst nir man fir barn

det har ska lira sig sitt egna sprik.]
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Here Avin strongly advocated for the importance of knowing one’s ‘mother
tongue’ languages by discussing the role of language for one’s sense of belonging
and cultural affiliation. In this account, Kurdish seemed to be attributed
significance by representing the cultural origin. Maintaining Kurdish was thus seen
as important for retaining a connectedness with the cultural heritage of past
generations. In Avin’s view, knowing Kurdish was seen as essential for cultural
self-identification and sense of belonging. Avin thus demonstrated a strong
investment in Kurdish, recognizing Kurdish as significant for her identity
positioning as Kurd and in legitimizing a ‘rightful place’ as a member of the cultural
community (Darvin & Norton, 2015). The account in a way shows how Kurdish
is seen as a symbol of cultural recognition. As Avin pointed out: ‘I would never
have felt like a Kurd if 1 didn’t know my language.” Avin then continued by
pointing out how an imagined loss of not knowing Kurdish would confirm her as
only being Swedish: “Then here in Sweden I am Swedish, because 1 don’t even
know my language.”* The statement thus indicates an ideological position where
language is seen as essential for belonging and cultural affiliation. From Avin’s
point of view, not knowing Kurdish would be equal to a lost attachment with the
heritage culture. The statement also indicates how Avin appears to be navigating
between competing ideologies, hybrid cultural affiliations and identity
representations. Issues of identities, place and belonging will be returned to and
more deeply explored in chapter 10. While the notion of language as essential in
representing cultural belonging might be commonplace, the excerpt by Avin
should also be seen in relation to the particular identifications and politics of
belonging in the Kurdish diaspora (see Eliassi, 2010; Khayati & Dahlstedt, 2014)
and the often-strong orientation towards the homeland (Brubaker, 2005). At the
end of the excerpt, Avin then went on to strongly advocate the importance of
receiving mother tongue instruction. In her previous account Avin had indicated
that the need for mother tongue instruction could depend on one’s age and
proficiency, yet here, Avin stressed the importance for students who do not know
their ‘mother tongue’ languages to receive it several times a week. Thus, Avin
seemed to indicate that the extent of mother tongue tuition could vary in
accordance with the needs of the students.

Other participants also strongly advocated the importance of mother tongue
instruction. One example was Grace who also argued for the importance of being

able to learn and practice your ‘mother tongue’ languages more in school. Yet,

3 Referring to Kurdish
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Grace, had a slightly different perspective stemming from her own experiences.
Grace reported Twi/English as her mother tongues and reports using both
languages together with Swedish in everyday interactions at home (questionnaire,
language diaries, interview). However, due to a lack of teachers in Twi, Grace had
been declined access to mother tongue instruction in Twi and instead participates
in MTI in English. During the interview, Grace was asked whether she thought
students should be able to use their ‘mother tongue’ languages more in school.
Grace replied:

Yes, I actually think so. I think they should employ, like there is no mother
tongue (tuition) in other (languages) so it’s not everyone who gets mother
tongue (tuition). Like, I get English because of this, and I actually think they
should kind of find someone who knows it because we should still deserve
to what is it called... attain it.

[Swedish original: Ja det tycker jag faktiskt. Jag tycker dom borde anstilla typ assa det ar inget modersmal
i andra sd de ar inte typ alla som fir modersmal. Typ jag fir ju engelska pa grund av det har och jag tycker
Jaktiskt de borde typ leta upp nagon som kan for vi ska ju dnda fortjana att vad heter det. .. klara det.]

(Grace, age 13, Grade 7)

In this excerpt, Grace clearly expressed her disappointment with not receiving
mother tongue tuition in Twi and argued that schools should put more effort into
finding a teacher. The excerpt shows an example of resistance as Grace expressed
dissent with the structures which constrain her opportunities for receiving the
educational provisions for investing in T'wi. After a short disruption, the interview

continued, and Grace was asked to elaborate her response:

JB: Do you just want to develop a little bit on exactly what you just
said? You said that you would like the school to employ more
people who could speak the students” mother tongues...

[Swedish original: Vill du bara utveckla lite precis det du sa nu? Du sa att du skulle vilja

att skolan anstillde fler som kunde prata elevernas modersmal. . .]

Grace:  Yes because, like we also deserve to kind of learn our language.
Not that our parents shouldn’t teach us, but they have still taught
us the basics, I think someone should continue to teach us so that
then our parents could be impressed and such things, because
others get mother tongue tuition, which is not wrong, but like

3% Twi is an individual language and dialect of the Akan language, primarily spoken in southern
and central Ghana. With around 1718 million speakers, an estimated 80% of the population in
Ghana speaks Twi as a first or second language (“T'wi”, 2022)
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everyone should be allowed to talk and learn their mother
tongue(s) here in school.

[Swedish original: Ja for att assd vi fortjanar ocksd att typ lira oss vart sprik assd. Inte att
inte vira forildrar ska lira oss men dom har dndé lirt oss grunden jag tycker ndgon ska
andd t)p fortsitta lira oss sa att sen vira foraldrar blir imponerade och sana saker for andra
far modersmdl, vilket dr inget fel, men assd alla borde fi snacka assa fa liira sig sitt modersmdil

bér i skolan.]
JB: Why do you think it is important?
[Swedish original: Varfor dr det viktigt tycker du?]

Grace: I actually think it’s important because I’ll probably use my
language more in life and I’ll probably want to teach my children
and so on and so forth, like I just think it’s important that everyone
knows their mother tongue.

[Swedish original: Jag tycker faktiskt det dr viktigt for jag kommer anvinda mitt sprik
sakert mer i livet och jag kommer sikert vilja kira mina barn och si och ja assd jag tycker

bara det dr viktigt att alla kan sitt modersmal.]

As Grace developed her response, she discussed the importance of receiving
mother tongue tuition in terms of equality, as she expressed: ‘we also deserve to
kind of learn our language’. Grace’s response can be seen as an act of resistance
to how conditions and power structures can position learners in unequal ways
(Darvin & Norton, 2015). Grace continued by saying that even though parents
initially teach the foundations, formal education should still provide a teacher who
could continue the teaching. Thereby, Grace also seemed to refer to how
development in ‘mother tongue’ languages should be an educational concern
which in return could allow students to impress their parents, something she
herself had been denied. For Grace, the importance of mother tongue tuition in
school seemed to be a matter of recognition and equality. When asked about why
instruction in ‘mother tongue’ languages is important, Grace plainly referred to the
likelihood that she will use it in the future and how she would like to pass it on to
her future children. Once again, the statement signalled issues of linguistic equality,
as she affirmed: ‘T just think it’s important that everyone knows their mother
tongue’.

Another participant Vanya also stressed the importance of MTT in school by

referring to it being crucial to spend time learning while still young:
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JB: Do you think that everyone should have the opportunity to
receive more mother tongue instruction in school?

[Tycker du att alla borde ha mijlighet till mer modersmalsundervisning i skolan?]

Vanya:  “Yes, I think so. If you don’t know the language you have, you
know if you don’t learn it like, when you’re younger, that is when
you have time, you work for it, when you get older you will not
be able to learn the language if you don’t have the commitment
and time for it, that’s why.’

[Swedish original: Ja det tycker jag for om man 1ill exempel inte kan det spriket
som man har, kan man om man inte lar sig assa ndr man dr yngre, det ar da man
har tid man har jobb till det och sen néir man blir dldre man kommer inte knnna

lira sig spraket om man inte har engagemang och tid for det, det ar darfor.]

9.2.2.2 Interviewees about the languages most important to learn

To further examine the participants’ ideologies and investment in languages, the
interview included questions which reflected some of the statements listed in the
questionnaire. More specifically, the interview included questions about what
languages the interviewed participants considered to be the most important to
learn, their imagined future use of the languages and, what languages they found
most fun learning. The findings revealed an almost unanimous recognition
regarding the imagined importance of learning English. Almost all interviewed
participants, considered English to be the most important language to learn,
followed by Swedish and/or Heritage Languages. While participants also
expressed the importance of learning Heritage Languages and Swedish, those
accounts occasionally revealed more complex and ambivalent positions.

When asked about what languages he considered to be important to learn Hilal

gave the following account:

So, in general, it’s important to learn English, Swedish, these two. Like,
Swedish helps with jobs and stuff, so you get a wider vocabulary and can
speak well here in Sweden, Swedish. And English helps you more in the
world, like with other countries if you don’t understand so you can
communicate with them.

[Swedish original: Assa dverhuvndtaget dr det ju viktigt att lara sig engelska svenska de tvd. Assd svenskan
bjdlper ju _jobb och sdnt, si man far bredare ordforrad och si kan tala bra har i Sverige, svenska. Och
engelskan lyilper ju mer virldsligt assa med andra lander om man inte forstir si kan man kommunicera

med dem.|

(Hilal, age 13, Grade 7)
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Hilal’s earlier position towards Swedish was reflected also in this excerpt as
Swedish was stated as significant for future work opportunities. As for several of
the interviewed participants, Hilal also considered English to be important by
referring to its global use. As noted, only Swedish and English were stated in Hilal’s
account of what languages he considered important to learn. Arabic was not
mentioned. When then asked about the role of Arabic, Hilal replied:

My mother tongue, it’s more like, I learn it yes, it’s good so that I develop all
the time, so I’'m not on the same level so that I can talk to my relatives in Iraq
like with wider Arabic vocabulary.

[Swedish original: Modersmdl min, det dr mer, assd att jag lar mig det ja det ar bra si att jag ntvecklas hela
tiden, att jag inte ligger pa samma nivd si att jag kan ta tala med mina slkaktingar i Irak typ med bredare
arabiska ordforrad.]

(Hilal, age 13, Grade 7)

Even though Arabic was initially left out of Hilal’s account of the languages
important to learn, this excerpt by Hilal points to his investment in Arabic and the
importance of continuous maintenance and development. For Hilal, Arabic
appeared to be primarily associated with family and relatives and maintaining
connections with relatives in Iraq. Again, this excerpt seemed to reflect a
disposition towards languages tied to the associated locality of its use. Even though
Arabic is widely spoken across the globe, Hilal still mostly seemed to associate his
use of Arabic with interactions with family and relatives in Iraq.

Other interviewed participants gave similar accounts. One example was Salim.
When asked about whether he considered some languages to be particularly
important to learn, Salim first sensibly replied: ‘Uhm for everyone or for me?’
When then asked to begin with the languages important for him, Salim gave the

following account:

English and Swedish because I live in Sweden... and uhm Arabic because it
is my mother tongue like my family and my relatives. Because I don’t have so
many relatives here in Sweden the rest of them are in other countries, they
know Arabic so it would have been sad not to be able to talk to them.

[Swedish original: Engelska och svenska assa for jag bor i Sverige ...och eh arabiska for det dr min
modersmdl assa min familj och mina sliktingar. For jag har inte si mycket skiktingar har i Sverige resten

de ar i andra linder dom kan arabiska si det hade varit trakigt att inte kunna prata ned dom.]

(Salim, age 13, Grade 7)
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* EVERYDAY LANGUAGE PRACTICES, IDEOLOGIES, INVESTMENT AND IDENTITIES

Salim too seemed to associate Arabic with family and relatives. For Salim the
importance of languages also seemed closely associated with communicative
purposes and the significance of a language was sometimes seen as tied to the
geographical locality of its use. Salim mentioned English and Swedish as the most
important by referring to the fact that he lives in Sweden. The statement thereby
indicates a view where English is considered just as important as Swedish in
Sweden. Salim also mentioned the importance of Arabic but then with reference
to maintaining contact with relatives residing in various countries around the

world. As the interview continued towards whether these languages would be

important for others too, Salim elaborated further:

Salim:

JB:

Salim:

Like it can be important cos Arabic it is, if you are going to travel
somewhere else, for example to the Middle East... then it’s good if
you know Arabic... or French if you’re going to Lebanon because
in Lebanon you speak French. And uhm English is also important
because all over the world you speak English. In the whole world.
Swedish it’s good if you’re going to Sweden or if you might be
wondering about something let’s say in America and you happen
to meet someone Swedish then you can talk to them in Swedish.
Not many other languages are important. Just their mother tongue
languages too. That’s what’s important. Mother tongue and
English are the most important and if you know another language
it’s also good, like bonus points.’

[Swedish original: Assi det kan ju va viktigt for arabiska det dr om du ska resa nigon
annanstans, till exempel till mellandstern. .. di dr det bra om du kan arabiska... eller
franska om du ska till Libanon for i Libanon pratar man franska dar. Och eb vad heter det
engelska det dr ocksa viktigt for att dver hela virlden pratar man engelska. I hela virlden.
Svenska det dr bra om du ska typ till Sverige eller om du kanske undrar om négonting vi
sger i Amerika sen tréfffar du pa nagon svensk di kan du prata med dom svenska. Det dr
inte si mycket mer sa sprik som ar viktiga. Bara deras modersmal ocksa. Det dr det som dr
viktigt. Modersmal och engelska det dr viktigaste och om du kan ett annat sprik dr det ocksi
bra, typ som pluspoding.]

Ok so you think they are more important than Swedish?
[Swedish original: Ok si du tycker dom dr viktigare in svenskan?]

“Yes, I think they are more important than Swedish as long as you
don’t live in Sweden. If you live in Sweden, then Swedish is
important.’



LANGUAGE IDEOLOGIES AND LANGUAGE INVESTMENT *

[Swedish original: Ja jag tycker dom dr viktigare an svenskan sd linge du inte bor i Sverige.

Bor du i Sverige di svenska dr viktigt.]

In this interview excerpt, Salim mentioned travelling to exemplify why he
considered Arabic, French, English and Swedish to be important. In doing so,
Salim’s account of important languages focused on the communicative purpose of
language. Overall, Salim’s examples tied each language to its locality and use in
time and space. Arabic was primarily seen as important for travels to the Middle
East, and when travelling to Lebanon Salim also specified the use of French as
important. Thus, Salim’s account seemed to represent a view of languages as
primarily associated with their regional and cultural origin and prevalence. Similar
to most of the interviewed participants, Salim too argued the importance of
learning English by referring to its widespread use in the world as lingua franca.
At the end of the first passage, Salim concluded that he considered English and
one’s ‘mother tongue’ to be the most important languages to learn. When then
asked whether he considered English and Arabic to be more important than
Swedish, Salim further emphasized the local situatedness of the language by stating
“Yes, I think they are more important than Swedish as long as you don’t live in
Sweden. If you live in Sweden, then Swedish is important.” Salim’s statement thus
indicates how Swedish was perceived important when used for purposes within its
local (national) setting. Thus, Swedish as linguistic capital appeared to be seen as
tied to its market. Beyond the borders of Sweden, the imagined use of Swedish
seemed less perceivable.

Participants also discussed the importance of languages in relation to future
‘imagined identities’ (Darvin & Norton, 2015), raising issues of ensuring language
maintenance. One example was Vanya who during the interview referred to how
she would like to ensure that “her” languages (Pashto and Farsi) are passed down
to her children.

JB: Are there any languages that you think are particularly important
to learn?

[Swedish original: Ar det nigra sprik som du tycker ir sirskilt viktiga att kira sig?]

Vanya: ‘English and then like yeah, I think so, the most important thing is
English and then the languages that I have myself to be able to
teach them to my children and so in the future. And then I think
English is more important because uhm like it’s a language you
speak globa