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Abstract 

Immersion education is currently trending in the private Spanish EFL market, filling a niche 
that responds to the nation’s chronic dissatisfaction with traditional EFL methodologies. As 
such, within the context of national English ‘frenzy’, families are galvanised into ‘taking the 
problem of English into their own hands’. The figure of the young mobile teenager who travels 
abroad for EFL experiences is well-established in the Spanish national imagery, yet their 
trajectories remain undocumented and their voices unheard, particularly from a qualitative 
sociolinguistic perspective. This project, thus, attempts to unpack the ‘black box’ of 
immersion-abroad spaces through a multi-sited ethnographic exploration of the aspirations, 
expectations, and practices in and around a “Rugby+English” summer camp in Ireland. The 
guiding questions of this study are: how is a “Rugby+English” product imagined, constructed, 
and sold? Which language ideologies of acquisition guide its investment and consumption? 
And, how is this product understood and experienced by its young consumers? Through 
observational, semiotic, and interview data with key stakeholders —parents, children, and the 
“Rugby+English” company—, I saw how rationalising, planning, strategising, accessing, and 
consuming novel ‘immersion’ products is contingent on fundamental aspects such as one’s 
socioeconomic background, language proficiency, and gender. 

 

Keywords: Mobility, EFL, Immersion, English Frenzy, Ethnography, Sociolinguistics 
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1. Introduction 

1.1. Research Rationale 

On a national level, Spain has an obsession with English. While the Spanish interest in learning 

English is not a recent one, it has certainly gained ‘frenzy’ status in the last decade. This is a 

phenomenon which I have seen from a personal perspective as a native-speaker, Irish 

immigrant living in Catalonia, but also from working within the English as a Foreign Language 

(EFL) market; a private sector which has evidently experienced growth while the rest of the 

nation has been trying to recover from the 2008 global financial crisis. This ‘necessitation’ 

(Park, 2009) of English stems from deeply entrenched national sentiments of self-deprecation 

regarding the country’s level of English, which, despite public and private efforts to introduce 

new methodologies such as Content and Language Integrated Learning (CLIL), Spain 

continuously appears to be at the bottom of international English ranking scores. In the Spanish 

context, English is, without a doubt, a national and personal worry (Moyer, 2018). 

In fact, media outlets play a highly relevant role in the perpetuation of discourses of 

self-deprecation and pessimism regarding the country’s ‘failure at English’. The frequency of 

media coverage on the Spanish ‘problem of English’, with articles being published on the 

subject often various times a year, not only encapsulates the country’s frustration and 

continuous disappointment with its English progress, but also the morbid interest to repeatedly 

‘pick at the wound of English’. The points of contention tabloids constantly refer to are the 

lack of proficiency of English teachers in Spain, the inadequacy of politicians to speak the 

language, and how Spain repeatedly falls behind on implementing (learning) techniques from 

Nordic countries —which, for Spain, are systematically taken as the pinnacle for innovation 

and ‘doing things properly’ (Codo et al., 2019). In more recent years, however, the focus has 

been on orality, with accent becoming the new frontier for ‘good’ English (Codó, in press).  
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All of these frustrations are emblematized in “Botella-gate”: the case of a female 

Spanish politician who showed Spain’s colours of English inadequacy on an international 

podium in 2013. 

 

Figure 1. “Botella-gate” 

This tweet and its response are highly illustrative. Firstly, they capture the volume of adolescent 

mobility in Spain for EFL and its relevance for the Spanish state. Being tweeted by a news 

outlet in the midst of a global pandemic shows that the fact that Spanish students cannot go 

abroad this summer for English is of extreme national relevance. This is amplified by the fact 

that the post is taken up with humour by a parody “Coronavirus” account. The “Coronavirus” 

account’s sarcastic response that, on top of all the disastrous consequences of the health crisis, 

it too will be responsible of the nation’s level of English “being like Ana Botella’s”, shows the 

collective ‘trauma’ of English through the guise of humour. What is at stake for these 100.000 

adolescents not being able to go abroad is ‘having’ English like the nation’s biggest ‘failed’ 

speaker.  
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Ana Botella is, without a doubt, the national scapegoat and embodiment for Spain’s 

‘terrible’ English. In September 2013, Botella —the then mayor of Madrid and wife of former 

Spanish Prime Minister José María Aznar— showed significant proficiency limitations when 

giving a press conference in English on the city’s bid to host the 2020 Olympic games. This 

caused the Spanish and international press to go wild to the extent that, Times magazine picked 

up on the story and included it in their 2013 “The Year in Mayors’ Gaffes: A road to political 

purgatory, from bad to worst” list (Katz, 2013). In a line-up that included substance abuse, 

arrest, sexual harassment, tax evasion and fraud among others, Ana Botella’s ‘bad’ English 

held 7th place. As we can see by this 2020 tweet and response, the country’s imaginary has not 

been able to move on from ‘Botella-gate’.  

The ramifications of this persistent disillusionment and national insecurity regarding 

English within the Spanish context are coupled by a lack of trust in the (public) education 

system to ensure language proficiency. Consequently, families have been galvanised into 

taking “the problem of English” into their own hands. As such, parents are consciously devising 

strategies within their family language policies to access (better) English, with one of the most 

popular investments being immersion experiences abroad, the volume of which is illustrated in 

the media outlet’s tweet.  

While young Spanish adults belonging to affluent classes have enjoyed immersion 

holidays throughout the past 30 years, the demand, variety, and discourses around products is 

unprecedented. In Spain, the figure of the EFL student that spends part of their summer learning 

English in the UK and Ireland is established in the national imaginary, again as the tweets 

above show. Over the years, particularly throughout the last decade, we have watched how this 

market has widened to incorporate new destinations (such as Australia, Canada, and the USA), 

and younger age groups. In my own timeline, for instance, I have observed how at my public 

high school, those classmates who were financially more well-off would go to places such as 
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Cambridge, Oxford (UK), or Cork (IE) for a week or two during the summer before starting 

Baccalaureate. The students I currently teach English to at a semi-private school in the area of 

Barcelona, however, not only have these experiences in their first years of high school, but 

several also do a course abroad at this stage too.  

My EFL teaching years have provided me with an up-close view into the types of 

linguistic anxieties and aspirations families experience, and most importantly for this project, 

which types of strategies families employ to achieve their linguistic goals. More specifically, 

I have witnessed the emotional implications of how, within the Spanish context of English 

‘frenzy’, parental aspirations and expectations —as investors— are fundamentally built on how 

their children —as consumers— acquire English. Yet, these child consumers are rarely heard. 

Furthermore, despite the established figure of the EFL summer-abroad experiencer in the 

Spanish mindset, these young mobilised figures have been overlooked in the literature, 

particularly from a sociolinguistic, ethnographic perspective. 

In order to fill these gaps, I conducted a multi-sited ethnographic study following 

Catalan-Spanish rugby players from the area of Barcelona to an Irish English-immersion rugby 

camp located in Dublin, during July-August 2019. The aim of this was to analyse the ways in 

which a “Rugby+English” product was semiotically and rhetorically packaged and purchased, 

how families discursively justified and understood the investment, and how new young 

Catalan-Spanish mobilised learners understood and consumed the experience of the summer 

camp. 

1.2. Aims and Research Questions 

Born out of an interest based on my personal trajectory, this Master’s dissertation aims to shine 

light on young Spanish mobility in new contexts of EFL immersion education as practices of 

distinction and the new way to acquire the language, against the backdrop of families becoming 
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careful nurturers of their children’s English (Park, 2016) and teenagers beginning to take 

responsibility for their acquisition of the language. Moreover, I aim to fill the gap in the field 

of young EFL experiences abroad, particularly from a sociolinguistic, ethnographic 

perspective. This piece of research is unique in its attempt to unpack how these young 

mobilised teenagers understand the experience as a consumer and how they ‘do’ a 

“Rugby+English” summer camp. The research questions that guide this exploration are:  

1. How is a “Rugby+English” product imagined, constructed, and sold? 

2. Which language ideologies of acquisition guide its investment and consumption?  

3. How is the product understood and experienced by its young consumers? 

In order to answer these, I will analyse a) ethnographic snapshots of my observations and field 

notes from my stay in Dublin and at the rugby camp, b) semi-structured interviews conducted 

in Barcelona and Fintan with various stakeholders (such as parents, teenagers, rugby coaches, 

and relevant figures within the rugby context), c) official documents provided by the camp, as 

well as d) accounts on the evolution of its website and various social media and advertising 

material. My qualitative exploration of the data will be from a critical sociolinguistic 

perspective. 

1.3. TFM Organisation 

This thesis is organised into 7 chapters. The first introduces the project’s rationale whereas the 

second situates young EFL-abroad and immersion holiday mobility on both a national and 

international level by considering the role of linguistic anxieties in the creation and the 

proliferation of EFL products within the vast English acquisition industry. Chapter 3 explores 

my methodological choices for the data collection, discusses the affordances of taking a multi-

sited ethnographic approach for the analysis of this project, and introduces the main sites where 

this fieldwork was conducted. Chapters 4-6 are the analytical chapters of this dissertation. 
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These three chapters attempt to answer my research questions through the triangulation of   

parental, company, and adolescent discourses of the camp experience with my ethnographic 

observations. To this extent, the chapters generally begin with the presentation of interview 

extracts followed by observational snapshots, analysis, and a final chapter discussion. The 

voices heard in chapters 4 and 5 are those of the parents and the company, whereas chapter 6 

is focused on the narratives of teenagers. This decision is based on the fact that the two initial 

chapters analyse the investment in the product and the third explores how this is consumed. 

Finally, chapter 7 is the closing chapter that attempts to bring together the various findings in 

relation to theoretical concepts introduced in chapter 2, as well as underline the contributions 

of this piece to the field of sociolinguistic ethnography, immersion spaces, young student 

mobility, and the strategies families employ to access (better) English.  
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2. Theoretical Framework 

2.1. English in the Spanish Context 

Spain’s English ‘frenzy’ cannot be understood without taking the country’s economic climate 

into consideration. More than a decade later, Spain is still struggling with the aftermath of the 

great financial crisis which began in 2008 (Naval & Arbués, 2016; Rocha Sánchez, 2012, p.3 

cited in Moyer, 2018). Despite Catalonia being Spain’s “main motor” —historically relevant 

for its industrial territories and, more recently, an important touristic destination (Vila, 2005)— 

Barcelona, its capital, has been one of the most affected areas by the recession (Palomera, 2015, 

p.46).  

“La Gran Crisis” (“the great crisis”) has been infamously characterized for high 

unemployment rates (which, in January 2020 prior to COVID-19, stood at 26,27% for 16-24 

year-olds in Catalonia (Idescat, 2020)), cutbacks in public health and education funds (the 

notorious “retallades”), and is held responsible for triggering a significant decrease in birth 

rate, which has not recovered since (Idescat, 2020). All of these facts play a pivotal role in what 

have since become deeply entrenched neoliberal market logics regarding the role of the state 

and the individual in Spain, particularly in relation to the accumulation of skills as capital 

(Urciuoli, 2008). In this race to acquire capital, languages have gained economic and distinctive 

value in our globalised economy (Wee, 2008). In Spain, like several other countries that 

experience linguistic ‘frenzy’, English has radically become one of the most sought-after hard 

skills.  

In “Language, Capitalism, Colonialism: Toward a Critical History” (2017) Heller and 

McElhinny analyse language ideologies and practices that have historically served to 

(de)legitimise hegemonies. On language in late capitalism they write how:  

[…] key sites hit by the 2008 economic crisis note an extraordinary rise in sentiments of 
linguistic anxiety in particular, in a scramble for access to any linguistic resources available 
in a world that experiences scattered hegemonies (Grewal and Kaplan 1994) and where is 
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it not clear which skills will allow one to succeed (Park 2011; Park and Lo 2012; Wee 
2008) (p. 232) 

Consequently, stricter ways of assessing worker productivity and efficiency such as auditing 

have intensified, leading to a naturalised sense of individual accountability. This heightened 

sense of personal accountability and responsibility for one’s own productivity has created a 

direct link between individual choices, hobbies, friendships, etc. and their immediate market 

‘value’ (Park & Wee, 2012) since neoliberalism “seeks to bring all human action into the 

domain of the market”  (Harvey, 2005: 3). Neoliberalism, thus, implies “a reimagining of one’s 

very condition” (Urciuoli, 2010: 162) in market terms where the individual, entrepreneurial 

self is tasked with, and responsible for, their own human capital (Urciuoli, 2008; 2010).  

As many scholars have argued (Duchêne and Heller, 2012; Cameron, 2000; Park, 2009, 

2011, 2016), language and education are at the forefront of the sets of flexible skills the self-

managed neoliberal individual must administer. Heller & McElhinny (2017) argue that this is 

due to the fact that, across all three sectors of work, manual labour is becoming technologically 

managed, thus “requiring new, linguistically mediated forms of management” (p. 233). 

Moreover, specifically in the case of the tertiary sector, “contemporary workplaces are [now] 

built on communication; the workforce has become the wordforce (Heller 2010b)” (Italics 

authors’ own p. 233). In this current ‘communication culture’ (Cameron, 2000) and 

‘knowledge-based economy’ (Block et al., 2012), language has become “inscribed as a 

potentially commodifiable, ideally flexible resource” with “symbolic, and therefore monetary, 

value” (Heller & McElhinny, 2017: 233). 

In her exploration of neoliberal subjects as ‘self-made speakers’ of English, Martín 

Rojo (2019) argues that “Within a context of neoliberal governance [,] language learning and 

practice play a significant role in the social construction of the “successful” individual and in 

determining that those subjected to a neoliberal regime must be “managed”, “guided”, 
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“encouraged”, “trained” and “empowered” to achieve their social and/or professional life 

goals” (2019: 162).  The university students participating in her study belong to the current 

generation of anxious youth within the post-crisis, high unemployment rate context of Spain. 

As such, they understood themselves in value-given measures as “subjects under construction, 

responsible for their own transformation, and hence involved, through self care, in a persistent 

search for personal improvement” (p. 163). However, the premise that “speakers are considered 

as enterprises that must ensure their own profitability” (p. 178) is highly problematic as “when 

individuals failed and cannot achieve a high degree of performance, they reproduce the norm 

[their responsibility] and feel ashamed” (p. 178). 

This sense of shame belongs to the same self-deprecation rhetoric we saw in the 

Coronavirus parody tweet. When the responsibility falls on the individual to become a 

proficient self-made speaker and the standards of this proficiency continuously shift to new 

frontiers (Codó, in press), and the convertibility of said linguistic capital is a struggle (Park & 

Wee, 2012: 155-156), disappointment becomes fairly inevitable (Park, 2009; 2011). 

One of the questions that guided the methodological decision to have young teenage 

informants is that I was interested in seeing when these young individuals began to assume 

neoliberal logics of responsibility and shame over their level of English. That is, following 

Martín Rojo’s analysis of university students; at which point —and in which context— do 

young teenagers assume this self-made, self-reliant, self-capitalizing role through a 

“Rugby+English” summer camp in Ireland. 

2.2. English Consumption in Spain 

For the past 30 years, the consumption of English in Spain has rapidly been on the rise. This is 

in itself not strange as the English boom runs parallel to globalisation processes (Park & Wee, 

2012), the “macroacquisition” of English (Brutt-Griffler, 2002) across the globe and the 
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establishment of English as a Lingua Franca (ELF) (Park & Wee, 2012; Block et al, 2012). The 

recession along with the internationalization of the Spanish industry have, without a doubt, 

been the most significant turning points for the EFL market. It goes without saying that opening 

up the national market to play on the global field had several consequences for Spain, a crucial 

one being the intense shift in value (Park & Wee, 2012) of workforce linguistic capital. During 

the worst years of the crisis in Spain, where layoffs were routine and job opportunities scarce 

and highly sought after, English and ‘having’ English became grossly charged with imagined 

“promises” (Park, 2011) of employability (Moyer, 2018; Klimava et al., 2017; Gao, 2019). 

In the years following, several attempts to meet the “necessitation” of English (Park, 

2009) have been made through government language planning in educational settings. Some 

important examples of this within the public Spanish education system are the implementation 

of (CLIL) programmes (Codó, forthcoming) and the increased demand for English Language 

Assistants (Codó & McDaid, 2019), both intended to augment the amount and quality of 

language exposure. 

Nevertheless, a lack of trust in the efficiency of the public education system to ensure 

high quality English acquisition (Resnik, 2015), has, as explained below, galvanized families 

to take the “problem of English” into their own hands, effectively becoming self-governing 

(Foucault, 1991; Martín Rojo, 2019), careful “nurturers” of their children’s linguistic capital 

(Park, 2016, Codó, in press). And so, in order to meet this demand, the market for private 

English education options in Spain has since flourished (Sunyol, 2017; 2019ab; Sunyol & 

Codó, 2019). This is particularly evident in the rapid expansion of EFL ‘immersion’ learning 

which has become the most fashionable EFL method and product which Spanish families are 

currently investing in. 
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2.3. Family Language Policy  

As just explained, English, and the acquisition of this, has become a responsibility assumed by 

families. Currently, families across social classes, although to different extents, not only worry 

about their level of English, but also plan, budget, and invest in English products —such as 

EFL holidays— for their children. What this entails is that, in the Spanish context of frenzy, 

English has become a part of Family Language Policy in the home.  

FLP has been considered a bridge discipline between Language Policy (LP) and Child 

Language Acquisition (King et al., 2008). As such, it analyses “explicit (Shohamy 2006) and 

overt (Schiffman 1996) planning in relation to language use within the home among family 

members” (King et al., 2008, p.1). Traditionally, studies in the area of LP —understood as 

language management such as attempts to plan and/or intervene in language use (Spolsky, 

2004)— have been concerned with institutional decisions regarding language choices within 

public spaces. King, one of the most influential scholars in the field of FLP, has noted that, 

over the past decade there has been an emergent school of research dedicated to understanding 

linguistic policies within the home (King et al., 2013, 2017). King et al. (2017) describe the 

shift as taking traditional LP questions to another direction, quoting Cooper (1989): “‘Which 

caretakers attempt to influence what behaviors of which family members for what ends under 

what conditions by what means through what decision-making process with what effect?’” (p. 

4). 

A number of studies that have attempted to answer these questions have focused on 

bilingual and heritage family contexts, particularly on the role of FLP in language preservation 

across generations (see the special issue on the challenges heritage contexts face by Macalister 

& Mirvahedi (2017)). Some key examples of bilingualism and FLP can be seen in the case of 

caretakers sharing different languages to that of the children’s context (such as Japanese 
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mothers in England in Okita (2001)), family preferences to use a standard variety with their 

children over the local dialect (e.g. Antwerp Flemish or standard Dutch in Belgium (De 

Houwer, 2003)), or the decision to speak the autonomous community language over that of the 

State at home (in the case of Catalan and Spanish in Catalonia (Lapresta-Rey et al., 2017)). 

These studies point out how (c)overt language choices (Schiffman, 1996) within the family are 

intrinsically linked to linguistic ideologies (Curdt-Christiansen, 2018) which, as such, 

“[interact] with wider political, social, and economic forces” (Lanza & Wei, 2016: 653).  

However, despite the field’s growth, there is a lack of research conducted on FLP for 

languages that are not part of the family’s language repertoire. That is, despite the call for 

further studies on the implications of globalisation and transnational discourses for FLP as well 

as contexts where foreign languages are being pushed to the forefront of family language 

planning (King et al., 2008), relevant and recent work within this framework is still lacking 

(but see Caldas, 2006). This is precisely relevant to the case of Spain, where in spite of the 

pivotal role English acquisition plays in FLP, the context remains unexamined from this 

perspective. 

2.4. English Immersion: A Product Worth Investing in 

Immersion education is not new, and neither are summer trips abroad to learn English. What is 

novel, however, is that the immersion contexts considered in this study are not based on to top 

down national LP agendas (e.g. Canada and Catalonia) but rather are inspired by these for their 

applicability to the EFL context. What is also unprecedented is the fever for immersion abroad 

experiences as well as their diversified consumer profiles in terms of age (younger) and social 

class (not just for upper-middle class families). 

Immersion schools originated in Montreal during the 1960s (see Lambert and Tucker, 

1972) as a way to harmonize social differences between Francophones and Anglophones. The 
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objective was to incorporate the target language (in this case French) into “authentic” 

communicative contexts as opposed to relegating its use to traditional language instruction 

classes (Heller, 1990). Heller contends that immersion education in Canada “must [be] seen as 

much as a social, economic and political phenomenon as a pedagogical or linguistic one” 

(1990: 72). To this extent, Heller (2011) claims that immersion is “a form of language teaching 

that became widely popular across the globe and may be one of Canada’s most successful 

exports” (p. 22). Indeed, the project of Catalan immersion in Catalonia is a testament to the 

Canadian blueprint. 

As of 1978, the region of Catalonia has seen both Catalan and Spanish have co-official 

status. In pursuit of Spanish speakers (majority language) to become bilinguals through the 

acquisition of Catalan, the post-dictatorship Department of Education began implementing 

immersion schooling in Catalonia which “emphasizes the communication of meaningful 

content through the new language –Catalan—rather than focusing on the teaching of the second 

language” (Artigal, 1997: 133). That is, similarly to the case of Canada: 

The Catalan immersion program is not simply an opportunity for individuals to learn two 
languages. Rather is part of the project of reinstating Catalonia’s heritage language as a 
language of normal use in its territory. One of its most specific characteristics is found in 
just this dual personal and collective dimension (p. 133) 

The programmes in this study are, as mentioned, not tied to national LPs and, as such, are not 

founded on ideas of harmonizing national social(linguistic) divide like the two cases discussed 

above. The immersion spaces constructed here are belong to the private EFL industry, play into 

the imaginaries of language socialisation and authenticity, and are considered distinctive 

‘investments’ for families who have the means to purchase them. 

This new wave of interest in immersion education is taking Europe by storm (Petit 

Cahill, 2019a; 2019b; Codó et al., 2019). As a result, the past few years have seen a boom in 

the market of English immersion contexts and highly customizable packaged EFL learning 
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holidays for all ages. These can be either experienced abroad, as is the case for this study, or 

within the country itself by staying in “immersion villages” such as the corner Gao describes 

in China (2016; 2019), and the “fake little [German] nation” studied by Zimmermann (2017; 

2019) in North America. 

In Spain, immersion education within the field of English language learning is a clear 

reaction to traditional EFL methodologies, often considered ‘boring’ and ‘grammar-based’. In 

fact, families, schools, and the thriving private EFL monopoly seem to share the overarching 

discourse that (native) English immersion education is the promise for a more ludic, 

“authentic” (Lippi-Green, 1997) and “natural” way to passively “acquire” (Park & Wee, 2012) 

proficiency (Doerr, 2015). These are, therefore, particularly appealing to a generation of 

parents who have assumed, following neoliberal logics, that English acts as a gatekeeper 

(Moyer, 2018), and who, as a result, hope that such immersion experiences will give their 

children a distinctive (Bourdieu, 1984) head start when entering the highly competitive job 

market (Duchêne & Heller, 2012; Sunyol, 2017; 2019ab). 

Due to the novelty of the current immersion experience trend, there are very few studies 

present in the literature, and those that do exist are mostly based on the linguistic gains of 

immersion education from a quantitative perspective (Llanes, 2011; Llanes & Muñoz, 2013). 

In Asian countries that also experience English ‘frenzy’, study-abroad is becoming a budding 

research field (Song, 2010; 2012; Lo et al., 2015; Yang, 2018; Choi, 2020). However, this 

phenomenon has not been explored within the Spanish context. Moreover, there is considerable 

lack of attention paid to these new, younger mobile students travelling abroad alone from 

various socio-economic backgrounds as part of FLP investments; both of which are gaps this 

ethnography attempts to bridge. 
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2.5. Semiotics of Immersion 

The language and imagery around immersion education is alluring and sensorial. On wording 

choice, Xiong & Feng (2018) remark that the term itself “invokes a metaphorical sense of 

soaking or immersing in the target language environment, implying pedagogical 

innovativeness and effectiveness” (p. 3). That is, these new EFL learning experiences clearly 

react to “‘time-consuming but low efficiency’ of the ‘drip-feed’ foreign language teaching” 

(Xiong & Feng, 2018: 4) practices of traditional methods. To further the metaphor, what EFL 

immersion implies, thus, is that language acquisition engrosses the learner in an almost 

transcendental sense; they absorb or are absorbed by (linguistic) space and the submersion 

entails a before and after. 

Due to reasons of space and scope, I have chosen to specifically use data related to the 

sites explored in this project. However, a broader analysis of the semiotics of EFL immersion 

contexts as branding was carried out prior to this study (Codó et al., 2019). 

2.6. Young Mobility and Language Tourism 

An important, recurring challenge throughout this project has been deciding on what to call 

young, mobile informants consuming a “Rugby+English” experience. I realized early on in my 

ethnography that this young group were neither students in the more traditional sense, nor 

simply rugby players. Following Stainton’s (2018) analysis of EFL teachers as ‘TEFL 

Tourists’, the teenage profile in this project is “a person who travels outside of their usual 

environment to [learn] English as a foreign language, whose role shifts between tourist, 

[student], [rugby player] and [guest son/daughter/sibling] at various points in their trip” (p. 2). 

Throughout this study I have, thus, chosen to use terms such as ‘experiencers’, ‘camp 

attendees’, ‘players’, and ‘mobilised teens’ in tandem with how they are discursively conveyed 
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in the data.  However, it is not simply their figure as mobilised teens that is complex to profile, 

but also very type of mobility itself is also unique.    

Cohen, et al. (2015) observe how corporeal mobility has become linked to the post-

Fordist notion of ‘lifestyle’ (citing Giddens, 1991); where class distinctions suddenly began 

contending on aesthetic consumption practices (citing Shields, 1992). That is, lifestyle choices 

such as mobility are not only symbolic in terms of how we act, but through these consumption 

decisions we can see who we are (Giddens, 1991). Moreover, the very access to these decisions, 

that is, to be mobile, intrinsically depend on, and “reflect hierarchical structures and processes 

that are bound up with gender, ethnicity, ‘race’, nationality, age, class and (dis)ability 

(Tesfahuney 1998)” (Cohen et al., 2015: 5). 

 Cohen, et al. (2015) further argue that globalisation has increased the volume of 

mobility (citing Urry, 2002) which has consequently blurred the lines between tourism and 

migration, to which the concept of ‘lifestyle mobilities’ lends itself well to. The definition of 

‘lifestyle mobilities’ is that, unlike ‘temporary mobility’, “it is sustained as an on-going fluid 

process […] wherein the performance of identity has closer links to place” (Cohen et al., 2015: 

7). Sheller and Urry (2006) state that there is a lack of research on systemic, non-static, ‘new 

mobilities’ within the social sciences, particularly regarding how these ‘movements organize 

and structure social life’ (p. 212). Gao (2019) in her study on “Language and Social Change 

in a Tourism Village in China” also affirms that there is a lack of research on tourism as a 

social field, particularly as this approach “enables us to explore the embeddedness of tourism 

sites and touristic activities within larger social structures across time and space, as well as the 

contingencies and tensions involved” (p. 8).  

The type of mobility displayed by the youth in this study is particular. It begins at an 

early age, is done alone, involves multiple, non-permanent moves of varying durations, and 
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across multiple locations throughout one’s life-course. Moreover, the trips are not instances of 

job-relocation or family visits abroad. Finally, they also differ from other ‘young’ mobility 

experiences such as Erasmus exchanges in that they happen at a younger age, do not evolve 

around content learning at university, and mobilisers traditionally stay with host families for 

socialization purposes, not simply for student accommodation. 

Nevertheless, ‘learning’ is an important goal of these holidays, as is the touristic 

experience; consuming the destination in a different way where speakers and place are entirely 

commodified but from an EFL, cosmopolitan perspective. The consumption style observed is 

“emotional, pleasure-seeking and novelty-acquiring” (Urry, 2011: 214) typical of the 

‘experience economy’ (Pine & Gilmore, 2011). In market terms, they are also particular as 

those who invest in the product are not those who end up experiencing or consuming it. They 

are, thus, at the intersection of EFL tourism, the experience economy, and lifestyle mobility 

choices; these trips abroad involve lifestyle decisions made by those parents with resources to 

invest in them, that fashion the identities of these young consumers as certain types of people 

who consume certain types of experiences. 

2.7. Language Ideologies: Value and Addiction of EFL in Spain 

Heller (2011) argues that hegemonic nation-state discourses concerning language and identity 

have become destabilized due to globalization and neoliberal economies. This has 

consequently led to new, and/or (re)imagined conceptions of these in ‘post-national’ terms. 

One of the most contended hegemonies within the EFL domain has been the figure of the native 

speaker. 

A hugely relevant and salient field of critique on global English (Park & Wee, 2012) is 

that of ELF pioneered by authors such as Jennifer Jenkins (2000; 2007) and Barbara Seidlhofer 

(2001; 2004). Research within the ELF movement has attempted to move away from the 
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ideological idolatry of the native speaker —who has ‘ownership’ of the language— to 

acknowledge and embrace the legitimacy of non-native speakers in their own right, as opposed 

to the perpetual comparison to natives. Some of the greater purposes of this field, therefore, are 

to challenge the powerful hegemony of native-speaker ideology for its systemic propagation of 

inequality, and as a strategy to manage diversity (Heller & McElhinny, 2017). 

Nevertheless, the EFL industry continues to heavily rely on and promote the figure of 

the native speaker. Simply put, the discourse of authenticity perpetuates the conception of a 

product ‘having more value “than”’, which stimulates the market. As Heller & McElhinny 

(2017) point out, the skillification of languages draws on ideologies of “authentic languages 

and authentic speakers” (p. 245), a tension they consider stems from the conceptualization that 

languages have a ‘soul’. 

In the same vein, Park and Wee (2012) argue that there is a current mystification of 

English where the language is recognised as an entity. The authors contend that the myth of 

English “leads us to believe in the autonomous nature of language [which] provides the grounds 

for further material, discursive, and semiotic processes that valorize English as [the] global 

language” (p. 104, italics my own). What this means is that English, as a language, is agentive 

in and of itself and which, as an object, can be thus acquired. That is, English can ‘do’ things 

for those who ‘have’ it. This, as they argue, is how the English language becomes commodified, 

valued, and prescribed: “Only when a language is imagined to have an essential form can it be 

measured for its value [,] usage [,] mastery [and] status” (p. 105). This is precisely the rhetorical 

premise on which the EFL monopoly stands: the promise that, by investing in the acquisition 

of one’s English, this will ‘do’ something for the learner. 

Furthermore, Park & Wee (2012) illustrate the dangers and consequences of ascribing 

‘value’ to language. They note that value is “a nebulous subject” and describe three main 
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conception of the terms: 1) in the sociological sense (what is ultimately ‘good, proper, 

desirable’); 2) in the economic sense (the degree of desirability, particularity, to be measure by 

one’s effort to obtain it); 3) in the linguistic sense (pertaining to the field of structural 

linguistics) (p. 25). 

These conceptualisations of value, particularly in the sociological and economic sense, 

are crucial for understanding the language ideologies and imaginaries parents have when 

investing in EFL for their children, and what doing a “Rugby+English” EFL holiday indexes 

for these families. The EFL market, which is a vast language industry inherently hinges on and 

is driven by providing English learning products that have ‘value’. Following the logic that 

language is a bound object that one can ‘possess’ and ‘consume’, it also means that it can be 

‘fetishized’ (Schieffelin et al., 1998: 16) and ‘legitimately owned’ (Park & Wee, 2012). 

The notions of legitimacy and authenticity as expressed above, are precisely what leads 

to the acknowledgement of a hierarchy and authority regarding its ownership. This is widely 

understood as being embodied by standardized form and native speakerism. Consequently, 

“The speaker comes to acknowledge the authority of Standard English not by forced imposition 

or rational calculation of its economic value but by occupying a specific speaker position in 

relation to the language-as-entity; the anxiety and insecurity the speaker feels”  (Park & Wee, 

2012: 109). 

In the case of countries that experience an English ‘frenzy’ the value of the EFL product 

type is one that accounts for the authenticity of the (native) speakers, the (native) learning 

context, the (natural) learning experience, which, in turn, ascribes ‘value’ to those who consume 

it. That is, investing in EFL products that hinge on native-speaker ideologies within the 

contextual obsession for English, not only adds to the growth of the market ‘frenzy’, but, in 

fact, continues the cycle of anxiety, insecurity, self-deprecation, and desperation for English. 
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Therefore, following Piller’s approach (2016) “investing in learning English is some form of 

consumption addiction. A language learning market that is more or less saturated [thus] can 

only continue to grow if addiction is built into the system. How do you become addicted to 

language learning? Make the goal seem magical and, at the same time, impossible to reach” 

(pp.193-194).  
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3. Methodology 

3.1. Choosing Ethnography 

The goal of this chapter is to introduce the sites where I conducted my fieldwork during the 

summer of 2019, describe the methodological procedures I chose for this study, and present 

the types of data I collected. Finally, I will provide some reflexive comments on gaining access 

and the negotiation process I experienced regarding my role in the field. 

From the very beginning, the concept of going to an Irish rugby camp to analyse how 

families invest in English sparked a great deal of interest, particularly in those outside the 

academic world. When I first told my Irish family that I would be spending a month in Dublin 

to follow the steps of language learners at a rugby camp, their surprised reactions often led to 

very revealing questions: “Why was I going to a rugby club? If I am interested in Spanish 

learners of English, why am I not observing a school in Spain? Are there really (so many) 

teenagers coming to Ireland to learn English? If so, how can parents send their children “like 

that”, don’t they miss them?” Some of these, while fascinating to explore, are unfortunately 

beyond the scope of this project. Others, however, are at the core of my methodological 

choices. 

When envisioning my project, I immediately knew I would take a critical ethnographic 

stance as “situated language practices cannot be detached from broader social processes [which 

unfold and] can be observed [in] social interaction” (Sunyol, 2019b: 83). Fortunately, I had 

some previous experience with observational data prior to visiting the camps, however this was 

carried out in classroom settings (Codó & McDaid, 2019; Codó et al., 2019). While this was 

fundamental practice for me to understand speech acts in context and power dynamics in a 

learning environment, a “Rugby+English” summer camp was certainly new territory for me. 
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Traditionally, classrooms have been considered key sites to observe student language 

acquisition and everyday interaction as they are decisive institutions where social 

categorization processes take place and are reproduced (Codó & Pérez-Milans, 2014; Yang, 

2018; Sunyol, 2019a, 2019b;  Sunyol & Codó, 2019). Furthermore, the classroom has 

commonly symbolized the space where the education system moulds learners into nation-state 

citizens with a cohesive sense of culture and identity. Despite neoliberalism having cut “the 

umbilical cord that tied together state and nation” (Harvey, 2005: 84), the EFL classroom and 

English educational materials in particular still remain heavily based on outdated nation-state 

language ideologies (Codó & McDaid, 2019). However, what happens when the classroom 

ceases to be the relegated EFL context? Moreover, what happens when immersion education 

offerings transcend “English lessons” and are hinged upon location-specific experiences that 

require learner mobility? 

Considering my interest lay not in providing a quantitative account of the language 

acquisition aspect of the experience from an applied linguistic approach, but my purpose was 

rather to shine a light on young study abroad experiences from a qualitative sociolinguistic 

perspective, I understood that, by simply conducting interviews and analysing advertising 

material, I would be blind to the texture of this experience and its wider implications. 

Moreover, as my informants were to be minors, I needed a methodology that would be 

as least ‘invasive’ and ‘compromising’ for them as possible so that my collection would not be 

a highly disruptive experience for the camp and attendees. Just days before flying to Dublin, I 

attended the Colloquium Ética Metodológica y Análisis Etnográfico at Ruhr-Universtität 

Bochum 1, where I presented my research design (McDaid, 2019). The Colloquium discussion 

 
1 This colloquium was held under the auspices of Prof. Dr. Laura Morgenthaler (Fakultät für Philologie, 
Ruhr-Universtität Bochum), who I would like to thank for the opportunity. Being able to attend, present, 
and partake in the discussions that arose was extremely helpful for my data collection and a privilege 
at this stage of my academic career.  
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was decisive in cementing the importance of methodological choices when talking to minors. 

While I was not able to implement some of the collaborative collection ideas (such as the use 

of drawings and other joint tasks) that were discussed for feasibility reasons, I am interested in 

adopting a more collaborative methodological angle for future fieldwork with minors. 

For these reasons I considered that conducting sociolinguistic ethnography would give 

me a chance to grasp the vast complexity of the field (Gao, 2019; Candea, 2007; Blommaert, 

2007; Blommaert & Jie, 2010; Blommaert & Rampton, 2011) –inasmuch as it is possible 

(Heller, 2008)– through linking the ‘micro’ practices of students attending the camp and how 

they ‘did’ the experience, with the broader, ‘macro’ context of immersion study abroad and its 

socio-political and economic considerations (Gumperz & Hymes, 1972; Heller, 2001, 2006, 

2011). 

Heller (2011) describes critical ethnographic sociolinguistics as “an approach that 

allows for the discovery of how social action is tied to social structuration (Giddens 1984; 

Heller 2001a), by understanding [these] to be social processes unfolding over time and across 

space, rather than conceptually and empirically distinct realms of micro- and macro-social 

phenomenon” (2011: 10). As such, she argues the discipline is “particularly well equipped to 

[capture] the processes of construction of category and subjectivity as they unfold and identify 

the interactional means by which inequality happens” (2011: 11).  

However, the fast-changing pace of our current times due to the effects of globalisation 

calls for methodologies that respond to our context (Blommaert, 2010; Marcus, 1995; Hendry, 

2003, Zimmerman, 2017). If “[the] world has not become a village, but rather a tremendously 

complex web of villages, towns, neighbourhoods, settlements connected by material and 

symbolic ties in often unpredictable ways” then its “complexity needs to be examined and 

understood [in terms of thinking] about phenomena as located in and distributed across 
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different scales, from the global to the local, and to examine the connections between [these] 

in ways that do not reduce [them] to their strict context of occurrence” (Blommaert, 2010: 1). 

 In the same vein, authors Rampton (2009; 2010) and Sheller & Urry (2006) call for 

insights on the links and connections across contexts, as opposed to location-specific analyses 

of happenings. Consequently, in Heller’s terms, “[the] link between language, practice, and 

identity is broken” and what this “means for our practice as sociolinguists” is that we have “to 

shift our gaze from stability to mobility” (2011: 5). Therefore, in an “attempt to capture how 

examining mobilities and linkages [could help me] get at the nature of contemporary social, 

economic and political processes (Marcus 1995)” (2011: 41) regarding new forms of English 

acquisition among Spanish families, I chose to bring a multi-sited dimension to my 

ethnography.  

Multi-sited ethnography, coined by Marcus (1995), refers to ethnography that requires 

the study of more than one site to account for social phenomena. It is best described as: 

[…] a methodological choice that favors a spatially dispersed field – through the use of 
actual multiple sites and/or the juxtaposition of data – through which social scientists 
‘follow’ people, goods, information, and such. The knowledge that is produced is said to 
better reflect contemporary thought on space, place, scale, and boundaries, and therefore 
social formations that are caught up in contexts of transnationalism and globalization 
(Falzon, 2015: 103) 

Bearing financial and time constraints in mind, I grant that perhaps the multi-sited ethnographic 

scope of this project may pale in comparison with pillar studies such as those by Heller (2011) 

and Zimmerman (2017). That is, I was not able to track language practices over various years 

and geographical locations (Heller, 2011), nor regularly cross borders back and forth with my 

informants (Zimmerman, 2017). However, I hope to show in my data how I conducted 

“fieldwork as travel practice” (Falzon, 2009: 9), following young Spanish players on their EFL-

abroad experience to Ireland in a way that “critically reflect[s] on the relevance of different 

kinds of movement (and the sites involved) for those participating in [my] research” (Xiang, 

2013, as cited in Zimmerman, 2017: 75). 
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3.2. Data Introduction 

This project is ethnographic by nature and is, therefore, shaped by my ethnographic experience. 

For the purpose of capturing the complexity and texture of my research questions, I collected 

various types of data both in Barcelona and in Dublin with the intent of triangulating these. 

3.3. Sites 

As previously mentioned, in order to capture how young Spanish mobility ‘do’ attending 

summer camps abroad, I understood that I needed to follow their trajectory myself and observe 

the process unfold. This entailed capturing ethnographic snapshots of and travelling across 

various sites. 

3.3.1. Sant Medir Rugby Club (SMRC)2 

My ethnographic journey began at a local rugby club in the area of Barcelona. Founded in 

1987, Sant Medir Rugby Club (SMRC) is located in an affluent town less than 25 minutes away 

by train to Barcelona city centre. Sant Medir is a middle-to-upper-class town originally built 

as a holiday residential area for well-off families from Barcelona.  

SMRC is considered one of the most important rugby clubs in Catalonia and has a 

reputation for being the rugby club par excellence in the area of Barcelona. For several years, 

SMRC players have been attending the Academy for Irish Rugby (AIR) during their summer 

holidays and, as such, several of the families participating in my study were from the club. 

Based on comments made by these and my own personal observations, SMRC had a very 

family-friendly atmosphere and, despite the size of the club, treatment seemed to be personal.  

I visited SMRC on two occasions before collecting data in Dublin. The first encounter 

happened throughout a morning of an average day during their summer rugby scheme. The 

purpose was for me to trial a note-taking grid which I had previously elaborated for the specific 

 
2 All names and locations appearing in this study have been anonymised to guarantee informant privacy. 
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purpose of facilitating notetaking during pitch observations. As I did not have a strong 

affiliation to the world of rugby prior to my research, the visit was a way to familiarise myself 

with rugby interaction and use of spaces. The second visit was to conduct an interview the eve 

of my departure.  

While my time at SMRC was very short, it was pivotal in how I would later collect my 

data at the AIR. Not only was I able to test my personalised grid, but it also allowed me to see 

what interaction at a local Catalan rugby summer camp looked like. That is, it gave me, the 

ethnographer, something to compare the AIR study abroad experience to, as well as providing 

important insights on how a SMRC player, the traveller, might perceive their AIR adventure. 

On an equally important note, visiting SMRC also taught me what (not) to wear to avoid 

sticking out, how to position myself for optimised viewing angles and sidestep sprinklers, and, 

finally, it demonstrated the importance of paying attention to my surroundings and to document 

as much as possible. 

3.3.2. The Academy for Irish Rugby (AIR) 

I conducted the main part of my ethnography at the Academy for Irish Rugby (AIR) in Fintan, 

a neighbouring district to Eader, one of the most affluent towns along the Dublin coast. 

Founded in 1999 by two local rugby players, the AIR is located less than 25 minutes away by 

train to Dublin city centre. Eader is a middle to upper-class fishing village which has grown 

into a busy touristic spot and is home to an important commercial fishing port. Aside from the 

local business, Eader is a residential and retirement area with grand houses, golf courses, tennis 

courts, and sandy beaches lining the peninsula. 
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Figure 2. “Fintonians” 

For the duration of their Easter and summer camps, the AIR makes use of the local Fintonians 

Rugby Football Club grounds in Fintan. This is located across from Fintan’s train station, the 

first of three on the peninsula. Set on a narrow strip of land which connects Dublin to Eader, 

there are stunning beaches on either side of Fintonians and the train station. In terms of grounds, 

the club has three discernible sections of playing land. However, during my visits, I only saw 

them train on two of these, whereas the “better kept” pitch was not used.  

 

Figure 3. “Bird’s-eye View of Fintonians” 
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Fintonians breathes the history and character of the club with photographs and tokens covering 

the walls of the building. This was a barrack-style construction composed of four main areas: 

the entrance where lunch was served and the coaches relaxed, a sectioned-off room to the left 

which turned into a Montessori play group during the school year, a second blocked-off room 

to the right which became the local pub after camp hours, and finally the area behind the 

entrance which included separate male and female bathrooms, the administration office, and 

the kitchen where food was prepared for the post-match “third time”. There was also a 

makeshift gym area built onto the side of the pub. Over the course of my ethnography at the 

AIR, the indoor spaces I circulated around were the entrance, the pub (on one occasion to 

conduct an interview), and the female bathroom. Otherwise I observed outside on the rugby 

pitches. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4. “Inside Fintonians”: coaches’ desk (left), entrance and self-service lunch bar (right) 
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Attending the AIR varies in price depending on whether the attendee is local or international. 

The fee for internationals is 750€; which includes host family accommodation, meals, 

activities, excursions, as well as an AIR training top. Domestic players pay 90€ for a week at 

the camp and an AIR training top. If internationals wish to purchase the “+English” tier this 

costs 850€ per week. Through a promotional booklet given to me by Maria Molina (one of the 

mothers in this story) I was able to see a rough layout of the camp’s schedule. This does not 

appear on their website.  

 

Figure 5. “Example of Camp Schedule” 

Based on my observations, the camp begins at 09:00 am and finishes before 15:00. Each day 

is formulated so that they will either have Rugby in the morning or afternoon, and an alternative 

activity such as going to the gym or on an excursion in its stead. During the two weeks I 

conducted my observations, I did not witness a barbeque and saw that the three same excursions 

were repeated on both weeks. This timetable indicates that they also had seminars, however I 

did not personally see these perhaps because I was absent when they might have happened.   

3.3.3. Others 

While the body of my ethnography was gathered at the rugby summer camps SMRC and AIR, 

there were multiple other sites that provided me with valuable information regarding the 
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imaginaries of Ireland, Irish rugby, and the journey of ‘doing’ immersion experiences abroad. 

These were airports El Prat (Barcelona) and Dublin Airport as ‘non-spaces’ (Augé, 1995) 

where I undertook the journey of travelling to Ireland and back as the players did themselves, 

and various locations within and around Dublin city itself following the masses of study abroad 

teenagers or the footsteps of the rugby players. These included Trinity College grounds, 

Temple Bar, the IRFU, the Aviva Stadium, sports clothing stores, young “hip” cafés and 

Starbucks, Grafton street, as well as other local affluent coastal peninsulas which were often 

saturated with Spanish, French, and Italian groups of teens on their Irish summer adventures.  

Modes of transport became extremely relevant spaces for my study. For example, on 

my plane journey to Dublin there were 25 very young Catalan teens (aged 9-16) accompanied 

by a single chaperone (who happened to be one of my second-year undergraduate students). 

Also, many of my personal Dart (train) and Luas (tram) journeys were often shared with study-

abroad teenagers including rugby players from the camp coming in and out of the city. 

Moreover, I was able to complete my observations on the density of study abroad schemes with 

accounts from cabin crew members I befriended living in the area and my landlady Mary; a 

seasoned Dubliner with a passion for social justice and female cycling rights who often told 

me of the mobility hassles in the city due to the amount of EFL-abroad students. 

Finally, on three of my observation days at the camp I was invited by the AIR to join 

them on their excursions which included taking the train with them to a rugby pitch off the 

peninsula as well as a terrific boat ride around Eader. All of these non-rugby spaces afforded 

me with invaluable contextual information about the concentration of study abroad in Ireland, 

as well as creating “back door” spaces (Goffman, 1959) for interaction with coaches and 

players. 
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3.4. Data Types 

Data Type Description Quantification 

Observational data July-August 2019. Inside and outside activities at the camps, 

as well as trainings, meals and excursions at the AIR. Other 

observations around Dublin and Eader. 

AIR: around 

+25h 

 

Interview data Interviews and focus group with key participants Around 8h 

Written data Field notes, grid notes, advertising material sent to families, 

website discourse, journalistic extracts on study abroad 

 

Visual data Pictures of the camps, website images and videos +25 photos 

3 videos 

Social media data Social media publications from May 2019 to June 2020, 

WhatsApp and Instagram Direct Messaging interactions 

+150 captured 

images 

Table 1. Types of Data 

3.5. Key Informants 

Parents Margarita Aribau, (mother of Joan Aribau) 

Maria Molina (mother of Pol Molina) 

Josep Torres (father of Gerard Torres) 

M 

M 

J 

Children Arnau (16, from Barcelona) 

Otger (15, from Barcelona) 

Pablo (18, from Madrid) 

Pol Molina (18, from Barcelona) 

Serena (14, from Germany) 

A 

O 

P 

P 

S 

AIR Nevin (general manager) 

John (head coach) 

Rory (company owner and co-founder) 

Brennan (-18s coach and referee) 

Jacob (-14s coach) 

N 

Jo 

- 

B 

Ja 

Irish Rugby Football Union (IRFU) Ciaran (director of rugby youth in Ireland) C 

Table 2. Key Informants and Their Transcription Initials 
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3.6. Data Collection and Storage 

At the camps I chose to take notes using the grid I created for observing interaction on the field. 

When inside at the AIR I decided to take notes on my phone using the Microsoft Word App 

linked to my university’s OneDrive account as it helped me blend in better among the players 

and coaches who were also on their phones. This combination worked very well as the grid 

allowed me to capture various levels of interaction and organise these in a way I could process 

later on. Furthermore, I could then fill in my phone notes more descriptively on my computer 

after a day of fieldwork. These were stored on ‘Nebula’; the university’s secure cloud storage 

system. 

The interview data was recorded on an Olympus Digital Voice Recorder WS-852 lent 

to me by Universitat Autònoma de Barcelona. After conducting interviews, I immediately 

uploaded these onto ‘Nebula’. They were transcribed using SoundScriber with the following 

transcription conventions in accordance with the ENIFALPO3 project. 

 

Table 3. Transcription Conventions 

Regarding photographs, if and when I took any at the camps, these were captured on my 

personal Android smartphone. They were then also uploaded onto ‘Nebula’. For privacy 

 
3 ‘English Language Immersion as Family Language Policy: Strategies, Mobilities and Investments’.   
PID2019-106710GB-I00 (funding body: Ministerio de Ciencia e Innovación). PIs: Dr Ana M. Relaño-
Pastor & Dr Eva Codó 
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reasons I avoided taking pictures where camp members were present, and instead focused on 

documenting the surrounding areas to aid my orientation of the site post data collection. 

3.7. Gaining Access and Ethical Considerations 

The idea of collecting data at a rugby club first came under my radar when my supervisor Eva 

Codó was sent a brochure for a rugby immersion experience in Ireland. As part of our 

ENIFALPO project and in preparation for a paper (Codó et al., 2019), we had been gathering 

leaflets and social media data for some months on new immersion contexts. Having contacts 

at the SMRC, Eva and I decided to look into the rugby scene and saw that there was a large 

market for rugby and English study abroad programmes. I finally decided to apply to two 

summer camps hoping they would allow me to conduct my fieldwork there. One was the AIR, 

the other a Spanish company that was heavily advertised at SMRC and which appears in my 

interview data with the parents. While the AIR answered me the very next day, the Spanish 

company did not respond to my request.  

 I had several questions regarding the ethical aspects of conducting ethnography abroad. 

For one, from the point of view of an EFL teacher and previous summer camp monitor, I 

considered the young teens to be in a vulnerable position being minors, alone, away from home, 

in a different country and having a low proficiency in the local language. This was, and still 

remains, a personal aspect I brought to the ethnography and as such it shaped various aspects 

of the project such as my collection methods (Heller, 2008). I was very careful when interacting 

with the players and tried to avoid engaging in conversation with them or taking photographs 

where they were present, despite having been given permission by the AIR to conduct my 

fieldwork as I pleased at the camp. However, curious as they were, I did have a few teens 

approach me and try to interact with me. When these situations occurred, I chatted with them 

in a way that felt the most ethical.  
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During my time conducting fieldwork, the AIR was active posting videos and images 

of the camp on their social media. These publications became very useful when trying to 

remember faces, places, and interactions while going over my notes. On the last day of camp, 

I also conducted a focus group with three players. Two of these were minors and for the 

occasion I received consent from their parents.4  

 
4 Anecdotally, in response to my email with the consent form a mother answered “of course, the more 
English he speaks the better!”. 
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4. Imagining and Packaging a “Rugby+English” Summer Camp Experience 

4.1. Introduction 

As mentioned in the Introduction, my years in and around EFL spaces have provided me with 

insight regarding the types of anxieties families have regarding English, and most importantly 

for this chapter, how they strategise the acquisition of this. Moreover, due to my teaching 

position in an English department at a university near Barcelona, and the fact that I am 

interested in research on mobility an EFL, I am often approached by families enquiring about 

‘good’ summer camps to send their children to and whether I know which are the cheapest 

options. 

The goal of this chapter is twofold: on the one hand it aims to unpack the rationale 

behind family decisions to send their children abroad, and how these plan and pursue a 

“Rugby+English” summer camp investment. Then, through  the analysis of how a local-based, 

community-oriented, rugby institute transitioned into the EFL-abroad tourism market over the 

course of a decade, I will try to illustrate how the company itself discursively positions its 

product to suit the whims and needs of its consumers. 

4.2. Investing in the Package: Parental Discourses 

All of the parents I managed to speak to for this study brought their children to play rugby at 

SMRC. However, rugby was not their only common feature. Following Block’s logic of social 

class (2014, 2017) and Bourdieu’s notion of habitus (1977); based on their area of residence, 

the sport of rugby itself, narratives of mobility, and other symbolic behaviour, these families 

are situated within the Catalan middle class. They also all sent their boys to the AIR with the 

exception of the Torres family, who instead chose a competitor. Bearing these similarities 

across families in mind, it may be of no surprise that their motives and justification behind 

purchasing an “Rugby+English” experience for their children are also comparable. 
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4.2.1. “Rugby+English”: A Saving Grace 

Joan Aribau, son of nutritionist Margarita, has lived the AIR experience twice. His first trip to 

Ireland was at 14 and, having enjoyed himself, decided to return the following summer. After 

hearing very positive feedback from a fellow SMRC father who had sent his son to the AIR 

the previous year, Margarita and her husband decided to book an experience for Joan to attend 

the rugby camp along with two other players from SMRC.  

Margarita is very explicit about their interest and faith in the programme being based 

on the other this family’s experience. She explains how that, “more than the MARKETING that 

they present to you”, what she liked was how the father painted the picture of the camp. For 

potential customers, good quality, safe and trustworthy English immersion programmes abroad 

have an important word-of-mouth currency. Sourcing this information is a salient strategy 

among parents on the lookout for experiences abroad. For the Aribaus, this father’s impression 

was crucial. So much so, that, despite their low English competency, the family did not seek 

an intermediary agency to conduct business with the AIR and communicated with the company 

through emails for the length of the process. As will be expanded on later, avoiding 

intermediary agencies is one of the many strategies families employ when choosing and buying 

experiences such as these. 

Margarita is also very transparent about the reasons why this father’s explanation made 

her opt for a ‘new’ EFL immersion programme instead of a traditional one. She explains how, 

had she sent her son to Ireland for fifteen days to ‘only do English’, he might not have wanted 

to go. For the family, both rugby and English were necessary in order for 14-year-old Joan to 

consent to attending the camp. Rugby, thus, becomes the exchange commodity between the 

investors and consumer. The idea of rugby being “the carrot” for camp attendees is a repeated 
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theme across my interview data with parents and children alike. However, if rugby is the bait, 

what role is English assigned in these products? 

M: because befo:/ since he was beginning hi:gh school\ and in high school there were already a lot of 
changes\ and he was doing a lot of spo:rt\ and he was very overwhelmed/ me:: overwhelm him even 
more/ no:\ 

E: mhm 

M: a::nd- a:nd I:- and through the (.) camps/ he also saw that we:ll/ (.) well English he saw that really/ 
it’s very important and that (.)- I-I can communicate/ with a lot of people/ diverse/ which is not what 
you think when you are here/ 

E: yes 

M: and this is where he gave in\ tha:::t- 

E: ah 

M: because at first it was like pestering him a lot (.) right/ 

E: [ah oka:y\ no I get what you mean\] 

M: [no no no because I am very stre:ssed/] because- I didn’t want to pester him because this is a bit of 
a difficult age/ a:nd making him do English was like (.) gosh (well Pol)\ and I thought well so during 
the summers for him to go/ go out/ and when he stops going out then we will get- and yeah yeah then 
when he longer wanted to repea:t/ well then we get a teache:r- 

E: a okay [the third year is-] 

M:     [priva::te/ that he would have him a:::t- at] the language school ri::ght/ he went there/ 

E: mhm/ and if you had to point ou::t (.)- well the reason should we say- if you had to point out the 
reaso:n/ 

M: mmm/ 

E: main/ (.) to send hi:::m to::- [these fifteen days/] 

M:               [Engli:sh\ so that he spoke Engli:sh\] 

Excerpt 1. Margarita Aribau 31/05/2019 

This extract shows the FLP rationale behind investing in the AIR experience. Margarita begins 

by situating decision-making logics amid other concerns the family had at the time. Young 

Joan was going through “lots of changes” starting high school, “doing lots of sport”, and as a 

result “he was very overwhelmed”. The idea of doing more English through local, non-mobility 

methods such as attending “a language school” was not one that Margarita favoured as she did 

not want to “overwhelm him” even more. If rugby was the ‘carrot’ for this teen, then English 

is certainly depicted as the ‘broccoli’. 
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Margarita’s words and somewhat confessional tone reveal that English was an added 

strain to an already busy teenager’s life going through “a bit of a difficult age”. Yet, the 

importance of English and its need was a present pressure in their lives and something that the 

family felt responsible for providing. Margarita reveals elsewhere in the interview that sport is 

highly valued by the family, potentially due to her line of work as a nutritionist. Moreover, 

throughout Margarita’s discourse, sport is positively construed in terms of adding ‘balance’ or 

‘well-roundedness’ to her son’s life (Sunyol & Codó, 2019). As such, playing rugby clearly 

appears to be prioritised while English is conveyed as an inconvenient addition to an already 

complex family situation. The camp, therefore, is portrayed as the saving relief. Attending the 

AIR over the summer holidays appeared to tick all the boxes for the family while also keeping 

the peace. 

4.2.2. Securing the Best Deal 

Pol Molina, son of school administrator Maria, also lived the AIR experience twice. His first 

trip to Ireland was at 14 where he coincided with SMRC clubmate Joan Aribau. Having enjoyed 

his four weeks at the camp, the family decided to send Pol back again the following year, this 

time for a shorter period of three weeks.  

Maria describes the motivation behind sending Pol to a “Rugby+English” camp in 

‘espavilar’ terms; a Catalan expression which appears throughout this dissertation. As I argue 

later, ‘espavilar’ is a chameleonic word that could be translated as ‘wise/grow up’ or ‘come of 

age’. Maria argues that the investment is: “so that he wises up, that he wises up with English, 

and with rugby”. Rugby, therefore, is also specified as the conditioning factor to entice their 

son to go abroad. The search began when Pol was 13, having seen an advertisement for a similar 

“Rugby+English” programme at SMRC, they decided to begin looking for options themselves 

online. During their first year scanning the market, the Molina family wrote to the AIR in 



40 
 

Spanish to consult what their prices were. However, they never received an answer from the 

company.  

The combination of “Rugby+English” at the AIR was, in Maria’s opinion, “the ideal 

framework” and, having realised that this was a more affordable option compared to that 

advertised on flyers at SMRC, she decided to try contacting them again, this time with a plan. 

Maria, who speaks with authority on the subject, told us that one needs to be well prepared in 

advance and begin enquiring before Easter already in order to find the cheapest flights and get 

a spot on the programme. This is not specifically because the camp’s numbers fill up quickly, 

but because communication with the company takes a long time when the buyer and seller do 

not speak the same language. 

The following year, the strategy was much more solid as there were two other SMRC 

mothers aiming to purchase an experience at the AIR for their children that same summer. Each 

of these had a role to play; Maria found the programme, another mother was in charge of 

communicating with the company, and the last accompanied the minors on the plane to Ireland 

and “that way she also did a bit of tourism”. The communicator mother was an English teacher 

and her task was to help write the emails for Maria. In fact, she explained in detail how she 

would also use her position as school administrative to ask the EFL teachers there to help her 

write to the AIR and host families during Pol’s stay.  

The reason why the family went to such lengths to strategize was because as all the 

other options “cost more than doble than this one” and they chose the AIR “because it was the 

cheapest, but don’t tell them because they’ll increase the price on me!”. This is her secret gem 

discovery, one in which the AIR are conveyed as too innocent to realise that they are selling 

themselves short. Nevertheless, word of the camp spread quickly at SMRC as Maria tells us: 

“as this year three went, the following six went”.  
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4.2.3.  Personalizing a “Rugby+English” Experience 

Josep Torres is a university professor in Barcelona. His son, Gerard, also plays at SMRC, 

however instead of the AIR, he chose for 15-year-old Gerard to attend a county rugby camp in 

Ireland for two weeks. The idea of Gerard going to Ireland was seeded during a rugby 

tournament when the family was handed a promotional flyer by a representative of another 

“English+Rugby” programme. Intrigued, the family decided to do some market research and 

create their own unique, distinct package by choosing to reach out to an elite county club in the 

heartland of Irish rugby.  

The rationale behind choosing this programme over other options such as the one from 

the flyers was “basically financially motivated”. Although choosing this option meant having 

to arrange their own accommodation during the weekends as it was not included, this was 

positivised by Josep Torres as “for the same price, [he] was able to experience it with him”. 

As we can see, for the Torres, investing in their personalised “Rugby+English” product fulfilled 

various demands beyond that of simply going to learn English, and their strategy to achieve 

this not only depended on securing a cheaper deal, but also seeing how the experience could 

extend to other members of the family. 

 Furthermore, the discourse surrounding the motivation behind sending Gerard to 

Ireland is also based on how attending the camp would provide the opportunity for him to travel 

abroad alone. More specifically, by taking the plane and getting to the camp by himself, the 

experience would force Gerard to “espavilar”. Josep contextualises this goal by explaining that, 

due to their jobs, the family is well-travelled and, as such, they have had to “wise up all their 

lives”. While Josep shares facts that question this “coming of age” opportunity through travel 

—such as the father joining Gerard in Ireland and that the boy took a taxi back to the airport 

when the camp finished—, the experience is constantly construed in terms of “espavilar”. 
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 As I explore in depth throughout the following chapter, the Torres depiction of the 

rugby experience cannot be detached from Gerard’s trip to the USA following his return from 

Ireland. While the family did not know that their son’s school was organising an overseas 

exchange when they sent him to the rugby camp, it certainly played a role in how Josep Torres 

describes both experiences a posteriori and how he focalises each trip in terms of what they 

‘did’ for son Gerard. 

4.3. Fashioning the Product: The AIR 

We have seen how families have several expectations concerning what the camp can ‘do’ for 

them and their children, as well as thought-out strategies to access these spaces. However, it 

became relevant to me during my fieldwork that the way the camp itself conceptualises their 

product is also crucial. The AIR has undergone several changes over the years. In fact, even in 

the past 12 months of online data collection, I have witnessed the many adjustments to their 

discourse, aims, clientele, and even managerial body; since my introduction to the site in May 

2019, the webpage has been updated and reformulated three times. This section will analyse 

the evolution of the AIR’s discourse and product design over the last decade in an attempt to 

see how a small, local company began to find its niche in the vast young mobility EFL tourism 

industry in Dublin. 

4.3.1. 2008-2011: Broadening the Clientele 

Based on archive website, journalistic interviews, and coach commentary data, I learnt that the 

AIR began in 2008 as a technical institute for rugby players searching for very explicit strength 

and conditioning training with a strong focus on sports psychology. Starting out, their audience 

was mostly local, and their products consisted of Easter and Summer camps as well as 

individual one-on-one sessions provided by the three highly skilled founders. The promotional 

material available for that time is limited; however, the register and technical rugby language 



43 
 

denote that the audience they wished to capture was on a consultancy basis to provide coaching 

support for already existing teams in Ireland, as well as specialised sessions for young adult 

players to target particular concerns such as strength and conditioning, or sports psychology. 

By 2011, however, one can already begin to see a change in discourse due to a slowly changing 

clientele: 

 

Figure 6. “AIR 2011” 

This figure shows the homepage of the AIR’s webpage in 2011. The abundant use of green and 

presence of Celtic-style calligraphy alludes to the camp’s nationally rooted identity. 

Nevertheless, the central photograph occupying much of the frame is of a rugby pitch in Cape 

Town as, at the time, they were working on an Irish-South African player exchange agreement 

(section ‘International Courses’). The photo on the left-hand corner displays a young group of 

children. While the main body of the camp attendees appear to be Irish, it is somewhat 

diversified compared to imagery on the 2009 webpage, where ginger teenagers wearing county 

club rugby kits abounded compared to the several Southern-European profiles observable in 

this 2011 picture. Under ‘Latest News’ we can clearly see the introduction of English as a 

selling point together with Rugby. Another novelty is the online merchandise store and AIR 
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kit tops. Aside from further reinforcing the transactional nature of the platform, the purchasable 

items are token keepsakes which begin to draw on the nature of a touristic experience. 

4.3.2. 2013-2016: Finding the Niche 

The website design and tone continue to evolve throughout the years as does the company’s 

product offerings and managerial body. In 2015, one of the founders —the sports psychology 

specialist— left the company. Meanwhile, statistical data concerning these years indicates that 

this was an important growing period for young EFL mobility to Ireland, with 2014 bringing 

in a total of 49,825 junior students (-18s), a number which then grew exponentially to 62,930 

in 2016 (ICEF Monitor, 2019). Promotional material during this time indicates that the AIR 

was acute to this booming market. 

 

Figure 7. “Embracing ‘+English’” 

This snapshot is the home screen of the 2013 website. In it we can see a heightened presence 

of green which clearly flags banal Irish nationalism (Billig, 1995) and culture. Front and centre 
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is a picture of young boy standing with his arms outstretched in front of the official Aviva 

rugby stadium in Dublin. His pose is not merely a salute, but it suggests that he receives the 

holiday with open arms and that the heritage of Irish (rugby) culture is within his grasp. Also 

central to our gaze within the prominent red circle is an explicit section for international clients. 

This marks the first time they clearly call out a +English clientele. Moreover, as we can see in 

the links under ‘Upcoming Courses’, it is not just the clientele which is becoming more 

explicitly EFL-based, but also their course depictions. The choice of wording in the product 

description across the page, namely ‘Elite’, ‘professionally tailored’, and ‘priority booking’, is 

categorical. That is, the company is offering an exclusive rugby product that is opening up to 

an international clientele.  

 

Figure 8. “Rugby with English” 

This screenshot is of the AIR’s ‘Rugby with English’ offer. In it we can clearly see how the 

once small business now belongs to the niche ‘tailored service’ industry for international 

students searching for modern EFL holidays. This ‘trip to Ireland’ product is sold as an 

opportunity for individuals and groups of players to simultaneously “improve Rugby 

development and English” through a “homestay with a wonderful Irish host family”, and by 
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making friends with and learning from locals who “also take part”. Aside from the game, the 

holiday involves touristic “extra-curricular tours and trips” and the opportunity to be 

socialised in a host family that is not only Irish, but also an Irish rugby family selected by the 

AIR on the basis of their connection to Fintonian’s. 

Here, all stakeholders exist as nation-state bodies and their locality is agentive. Locals 

are depicted as part of a tourism service community that are there “so international players can 

learn more about Irish playing style and build friendships on and off the pitch” indexing that 

Irish rugby players have a distinctive, authentic quality and, as such, the opportunity to play 

alongside these natives is of important value for internationals. That is, discursively, the 

touristic advantages one could find “in the Rugby + English brochure’ do not simply concern 

visiting landmarks, but also the consumption of the experience through these ‘wonderful’ local 

Irish families and potential ‘friendships’. 

4.3.3. 2019-2020: Consuming an Irish Experience through Irish Rugby 

I conducted my fieldwork at the camp in 2019. At that time, the company’s online branding 

had already shifted from that of 2013-2016. That is, as opposed to a rugby holiday + English 

with a side of sightseeing, the tone and imagery in 2019 was vastly different indicating an 

‘once-in-a-lifetime’ adventure experience. 

Figure 9. “World Class Rugby Experiences with Irish Spirit” 
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Figure 10. “Experience Ireland through Rugby” 

In Figures 9 and 10 we can see the banners that occupy the home page. In them there are two 

individual players with concentrated game faces as a backdrop to and carrying of the selling 

pitch lines. The dark images are not docile, but somewhat masculine and aggressive evoking 

this sense of adventure. We no longer see a young player visiting the home of Irish rugby (the 

Aviva Stadium), but we are greeted by very close-up shots of training adolescents showing 

sweat and muscles at Fintonians, where the camp takes place. The elite product the AIR offers 

is based on ‘experiencing Ireland through playing world class Irish rugby’ on their soil. That 

is, as opposed to visiting the heart of Irish rugby, the Irish spirit is consumed through playing 

Irish rugby in Ireland. 

The discourse is very heavily based on tourism and consuming an unmissable packaged 

experience. The reference to touristic trips is less central on the site and English is 

backgrounded. The territory of Ireland and authentic game of Irish rugby, thus, take centre 

stage as the transformative instruments. Ultimately, what the camp offers is a distinguished 

way to ‘do’ the Irish adventure through playing on authentic rugby soil; clearly capitalising on 

the fact that the Irish national rugby team had won the most important rugby tournament, the 

Six Nations, in 2018. At this stage they no longer have a separate section for “English + Rugby 

but do advertise offering “the perfect environment to experience the best of Irish rugby, 

improve English and make lasting friendships”. 
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In many ways I felt that my ethnographic experience at the camp was greatly disjointed 

from what I had “been sold” online, for reasons I will explore further in the following chapter. 

However, as I found out, my visit to the AIR in 2019 coincided with important infrastructural 

changes for the business. The aspect of the company’s “bit of a rebranding” surfaced in a focus 

group I conducted with the coaches. 

Jo: NO it just (.) i suppose as it’s (.) the brand is building it was trying to stay ahea:d and stay 
relevant\ there’s a lot of language schools doing a good bit of work so making sure the work (.) and 
staying on top of it\ there’s been a director cha:nge there la:st year (.) because the work wasn’t getting 
done so (.) Rory is quite forward thinking in that regard/ he doesn’t ki- want to wait/ for anything he 
just makes decisions and wants to keep everything forward\ so there’s been a bit of a change\ so: 

B: ((smirking in background)) 

Excerpt 2. AIR Focus Group 24/07/2010 

In this extract I have just asked the coaches about the history of the business. John reflects on 

the company’s change of marketing and management direction. Rory has become the only 

remaining original founder in the company as, by being ‘forward thinking’, he ‘made changes’ 

such as replacing the previous Head Coach with John. While my data cannot speak to which 

work “wasn’t being done”, it is clear from the sense of urgency in John’s turns that negligence 

was not an option considering the fact that the amount of EFL tourism in the area was becoming 

an important competitive strain for the company. As a result, a decisive change in direction in 

terms of product labelling and leading team was deemed necessary in order to ‘stay ahead and 

stay relevant’. In practical terms this entailed renewing staff and streamlining the discourse 

towards the rugby adventure that we could see in the 2019 webpage. What becomes evident in 

this extract is that a business such as theirs in the saturated and unstable Dublin market cannot 

afford to “wait for anything” and constantly needs to answer to market demands 

Based on this answer I decided to remark on having witnessed changes on the website 

discourse myself. To this the General Manager answered that, in order to “move with the times”, 

the layout and offerings “sort of changed”. 
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J: and now it’s much for rugby/ based\ like before it was a bit more focused on (.) languages/ and now 
it’s more (.) rugby\ I QUITE like the new website though (.) like the one you have at the moment 

N: yeah I suppose the new website does look a little bit more rugby/ but em (.) there still is that aspect 
of English on it alright/ 

J: oh yeah (.) sure\ 

N: and we still- everything is still based off of culture- of Ireland\ of the host families\ we’re building 
people/ we’re not just building rugby players\ 

B: ((smirks)) 

Excerpt 3. AIR Focus Group 24/07/2019 

For the company to thrive, being able to tick all the boxes is not only important, it is 

essential. As if to justify where this English comes from, Nevin claims that, at its core 

‘everything is still based off of culture- of ireland\ of the host families\ we’re building people/ 

we’re not just building rugby players\’. What the camp, thus, considers itself to offer is a 

transformative experience. Attendees will not only be built as rugby players but will be 

transformed in Ireland through playing on authentic rugby land, the Irish culture and the people 

that live there.  

To pursue the connection between parental expectations and the AIR’s product 

propaganda, I asked the General Manager what families asked for when enquiring about their 

offering. Nevin’s answer confirms the unpredictability of this market as there is great 

variability from year to year.   

J: do they: (.) put more emphasis on: rugby/ or on: the language learning\ 

N: it depends/ very much\  

J: have you seen a:- 

N: =this year there’s been more of an emphasis on English/ last year there’s more of an emphasis on 
rugby\ 

J: cause I was gonna ask like have you seen a tendency/ 

N: a:h it alternates year to year\ 

J: it- [depends on the year] 

N: [it’s just up and down] (.) it depends\ 

Excerpt 4. AIR Focus Group 24/07/2019 
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Throughout these lines we can clearly see how the once local-based company now completely 

depends on catering for an international clientele whose priorities and whims vary on an annual 

basis. It is most relevant then, that on my first morning at the camp Nevin asked me why I 

thought parents choose their product (to which I answered that I myself was exploring these 

aspects). As someone coming from Barcelona —particularly a person with connections at one 

of their client bases, SMRC— he saw in me the opportunity to gain some insight regarding 

what future tendencies might look like.  

In the months that ensued my fieldwork at the AIR, the company began to modify their 

website once again. Finally completed, the 2020 page has toned down the “dark, “masculine” 

adventure mood and, instead, has a more team-focused appeal for high-quality rugby in Ireland.  

Moreover, there is a much clearer distinction between clientele and offers products accordingly 

as we can see in the banners below. 

Figure 11. “Domestic or International?” 

 

Figure 12. “International Academy with English” 
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In the 2020 version of the site they bring back the section on English, potentially due to the 

fact that in 2019 there had, in Nevin’s words, been more of a demand for it. Moreover, they 

also have a new product; the study abroad programme as we can see in Figure 12. This is for 

international players to spend a term or year abroad at Fintonians for rugby and English, which 

certainly responds to the growing interest of study-abroad opportunities in Irish high schools. 

While the discourse present in the first paragraph also appeared on the 2019 website, what is 

of particular relevance here is the inclusion of an explicit paragraph on the actual acquisition 

of English through the attendance of EFL classes, which had previously been backgrounded. 

The fact that the AIR has chosen to publicly show that they outsource their English evidences 

their transition towards defining themselves in terms of a product that delivers rugby 

excellency, but that can also cater for a language learning audience providing they choose the 

more expensive +English tier.  

Nevertheless, this was not made explicit at the time of my data collection nor when the 

2019 product was purchased by families, as I explore in the following chapter. Unfortunately 

for the AIR, despite their efforts to keep up with the times, they will have no summer camp in 

2020 due to the COVID-19 pandemic. A fact which has clearly been a tremendous blow to the 

company as their social media updates evidence. 

4.4. Chapter Discussion 

The data presented in this section unpacks how families rationalise decisions to send their 

children abroad based on what they believe the experience can ‘do’ for them and how a local 

rugby camp becomes both transformed by its transition into the EFL market, and fully 

dependent on its unpredictable market. As we have seen, the discourses surrounding rugby and 

English packaged experiences are at the intersection of good parenting, English acquisition, 
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and tourism, meaning that their function goes beyond that of simply satisfying the “obsession 

with English”. 

Young, middle-class Catalan teenagers, such as Joan Aribau, live busy lives that often 

involve juggling several extra-curricular programmes. For families, who are careful nurturers 

of their children’s capital, decisions need to be made between hobbies like playing rugby and 

responsibilities such as studying English. In this sense, a summer camp that includes rugby and 

English is a saving grace that simultaneously ticks all the boxes and relieves family tensions 

throughout the rest of the year. The reaction of middle-class children is taken into consideration 

in FLP planning, which is evident in the use of rugby as an appeaser. Nevertheless, at the end 

of the day, an important goal in the consumption of these products is for the children to 

“espavilar” in their English, deemed possible through mobility and EFL-abroad experiences. 

What has become evident is that, while English is deemed at the core of these new packages, 

they are an umbrella for a multitude of hopes and aspirations.   

The term “espavilar” appears across parental and child discourses alike (as I will further 

explore in Chapter 6). The very experience of going to Ireland is depicted as a transformative 

action for young individuals. As my data exemplifies, it is hard to pinpoint exactly what 

speakers mean with the term as it is used in various contexts depending on the stakeholders 

and even stage of the interview. For families like the Torres, it indicates being able to travel 

alone, take public transport and work ones’ way around a city by asking for directions; for 

others it has to do with children becoming more mature and responsible in the sense that, should 

they forget their rugby kit, it would not be dropped off for them by a parent. For Maria Molina, 

‘espavilar’ appears to allude to a significant leap in ‘learning’ or ‘improving’ English and 

rugby. In the case of the Aribau family, however, “espavilar” not only infers “growing up” by 

leaving the nest and making the effort to find oneself and communicate in the target country, 

but, “espavilar”, in this context, may refer more explicitly to a coming of age regarding the 
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importance and relevance of English; or more specifically becoming aware of the ‘threat’ of 

not ‘having’ it.  

Moreover, we have been able to see how families seek and strategize “Rugby+English” 

investments depending on their priorities and budgets. Money, or the product’s price, did not 

appear as contending factor for the Aribaus, but instead what was magnified most positively in 

Margarita’s account was the “win-win” aspect of the camp for the entire family. For Maria 

Molina and Josep Torres, however, the financial aspect and “getting a great deal” was a 

dominating narrative in both of their accounts. In Maria’s case, strategizing in order to get the 

best bargain did not simply entail planning ahead for affordable flights and securing a place at 

the camp, it also meant joining forces with other mothers and outsourcing language brokering 

opportunities in order to access the product. In addition, once discovered, these packages are a 

closely guarded gem. What becomes apparent in these accounts is that, what is particularly 

interesting about these “+English” products for families, are all the extra opportunities that 

extend from them. That is, what may stem from the desire for children to improve their English 

can also lead to a father joining his son for a weekend, or the occasion for a mother to do some 

tourism.  

With traditional EFL abroad products no longer satisfying the current demand, a broad 

market for exclusive, tailored packages has appeared. While statistics show that the number of 

incoming minors for EFL is growing exponentially, so is the pressure for local businesses to 

“stay ahead and stay relevant” within the saturated context of Dublin. In practice, we have seen 

how a small, community-based rugby institute has responded to the growing demand for 

English tourism products over the past decade by constantly adapting its brand to the rapidly 

evolving seasonal consumer imaginaries, desires, and even completely external aspects such 

as the performance of the Irish national rugby team. Moreover, as interview data with parents 

show, another family or friend’s review on the product is the most valuable selling point for 
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new clients, as opposed to company marketing strategies. By transitioning into the EFL market, 

the company has become vulnerable to the precarious nature of the tourism sector such as its 

high staff turnover rate and reliability on international mobility. Something that becomes 

completely unsustainable when a pandemic such as COVID-19 hits globally and travel is 

restricted.  

The following chapter will further explore the role of family and camp imaginaries and 

ideologies from the angle of English language acquisition. That is, how English immersion is 

‘done’ at the camp and how a rugby summer camp in Ireland becomes considered a desirable 

EFL arena.  
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5. Ireland as an EFL Landscape: Language Acquisition in a Non-Traditional EFL 

Setting 

5.1. Initial Considerations: Cold-Shock 

My fieldwork at the AIR began just as they were embarking on their third week of camp. By 

the time of my arrival, I had formed several preconceptions regarding what I might observe 

during my fieldwork. For one, I had been closely following and analysing the AIR’s website 

and social media handles for several months, through which I had seen various snippets of 

camp life that allowed me to become familiar with its hierarchy and layout in advance. I was 

also fairly confident about the broader context of the camp itself as I considered I knew Ireland 

and, as such, had my own imaginaries concerning what a local sports summer scheme might 

look like based on my own childhood experiences. Furthermore, I had, by then, already 

conducted interviews with families and heard their investment logics and accounts on their 

experience. Finally, my own personal EFL trajectory as an English teacher and summer camp 

leader working with young middle-class Catalan-Spanish adolescents was also decisive in the 

types of expectations I had of the camp.  

My prior knowledge and experience, however, worked both for and against my data 

collection. For one, it provided crucial affordances that helped me navigate the field as well as 

assigned me a unique position at the camp. In practice, this meant I was the only person on the 

site with the linguistic and cultural tools to somewhat screen the various complex levels in the 

interactions between and across stakeholders. Yet, in several ways my presumptions about the 

camp experience also set the scene for the impending contentions I faced throughout my 

ethnography.  

In the previous chapter I discussed some of the prevailing discourses surrounding the 

creation of and investment in the ‘Rugby +English’ summer camp product built on imaginaries 
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of what such programmes can ‘do’ for families and their children. This section is dedicated to 

the consumption of the experience understood within language ideology and EFL immersion 

rhetoric. Before unpacking these, however, I would like to present a vignette of my first day of 

fieldwork which I believe not only shapes this chapter, but also engaged me to reformulate my 

research questions along the lines of the blatant dissidences between desired imaginaries and 

observed practices of the experience.  

Early in the morning on Monday, 15th of July 2019, I took the train from Dublin into 

Fintan. I recall feeling as nervous as I was excited about the day of fieldwork as I had not yet 

fully negotiated the degree of access I would have at the camp, and I had merely been given 

permission to collect data there a few days earlier. 

Monday 15/07/2019 

I exit the station along with several other boys and some girls, and we make our way together 
towards the camp. There is no zebra crossing along the road towards the camp. Facundo gets out in 
front of a car and runs across the road. The car brakes and beeps its horn.   

I get to the camp at 08:49. I immediately see many males hunched over together on their phones, 
chatting in Spanish. I identified them as Spanish as they are loud and dark-skinned. Also because of 
their style: Thrasher, adidas, ronyoneres, shorts, caps.  

[...] 

I go and sit beside the Spanish kids. Their interaction is very teenager-like: loud, short-burst of 
sentences and rough joking around. They make crude gestures to do with their private parts and pull 
a flag out of the ground and wave it about. There are about 15 of them, they have their luggage in a 
row beside them and their kits thrown on the floor. They are left to their own devices and nobody 
corrects their behaviour: there is too much to be done. 

Boy 1: Miquel es el chico mas independentista que conozco y hasta el sabe todas las palabras de 
Cara al Sol.  

(agreement that everyone knows Cara al Sol) 

Slowly and in unison they begin to sing Cara al Sol, then with added emotion. 

I leave back towards the pavilion and watch a caremum arrive with two kids: a boy and a girl. The girl 
speaks Italian. She shows them the registration desk and then leaves them to their own devices. As 
she leaves the female player says that she had forgotten her boots, to which the registration people 
said they would find her a spare pair. As the caremum leaves, she mouths “she forgot her boots” to 
me displaying disbelief at the player’s mistake.  
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I return to the Spanish singers, who have now stopped and begun discussing how shitty “Blaugrana” 
is. That the blagrana flag is shit and they don’t like the team.  

Boy 2: Barca, barca mierda. Encima Culé de culo.  

Facundo: Los catalanes son malos, por eso yo soy espanyol. Bueno, Argentino.  

They spit everywhere.  

Meanwhile, the other kids have started warming up and passing the ball in groups that they made 
themselves. They do this of their own accord, perhaps because it is “traditional”. These groups are 
mostly language-based: French with French, Spanish with Spanish, Italian with Italian.  

Excerpt 5 

My introduction to the camp was not simply an initial contact with the site I would be 

conducting fieldwork at. It was also the moment I shockingly realised that this was neither a 

traditional EFL summer camp like the ones I knew back in Barcelona, nor was it a local sports 

scheme for Irish children like those from my own childhood. While it had the buzzing 

excitement and general protocol of a first day of camp, with a registration desk and a sea of 

anxious new faces, it bore no resemblance to the highly regimented EFL spaces I was so 

accustomed to: there was absolutely no policing of language, behaviour or interaction.  

Moreover, from the perspective of rugby culture, the player behaviour I witnessed —

not only in that first contact but throughout my fieldwork there— was highly problematic and 

often deeply unsettling to me as an observer. The fact that several interactions occurring in this 

scene, such as the group of boys crudely singing the Fascist Spanish song “Cara al Sol”, 

spitting, and the vulgar gestures made with the flag went unreprimanded, was not only 

puzzling, but it also went against the Code of Conduct and rugby values displayed on the 

company’s website. 

What I was observing, thus, was a “three-dimensional”, fully-fledged import-export 

business for international players. Here, instead of learning about the target language and 

culture from afar, these participated in its daily life. As such, individual actions such as 

forgetting boots at home, getting the train, and running out in front of a car, not only have 
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ramifications for the young consumer, but also the surrounding community. Furthermore, it 

appeared to be a space of “freedom” for the teenagers, where rules and decorum follow business 

logics often at the expense of rugby values. 

Therefore, my biggest questions then became: when and how and with whom do these 

kids actually speak English? What is the Irish experience they are offering? And, most 

importantly, how does this compare with the language acquisition and interaction expectations 

of the families who invest in this product? It is to shed light on these aspects that I now turn to 

my conversations with the parents. 

5.2. Immersion: Family Imaginaries 

In the previous chapter we saw how families rationalised their investments in the AIR’s product 

based on what these new hybrid experiences can do for their various needs. It was clear how, 

on the forefront, rugby was the motivator, but English was the ultimate goal. However, what is 

understood by attending an international rugby camp in Ireland to learn English? 

5.2.1. Living, Listening, and Hearing English in Ireland 

For the Aribau family, their hope was for son Josep to “go out, and wise up, and apply the 

grammar and communication, and establish a conversation” in Ireland. Margarita explains 

how this was to be achieved “in a natural way” through “doing immersion” abroad. Immersion, 

she explains, was something the family valued about the product.  

M: of co::::rse for Engli::::sh (.) because there is no comparison between/ when you are there living 
twenty-four-hou:rs tha:t you’re listeni:ng/ you’re hearing the phonetics all of tha:::t come o:::n 
((condescending voice)) 

E: of course 

M: for me sometimes I find that it is more advanta:geous/ at these a:ges/ me\ from my experience that 
I have with other nephews who have also done it but more extensively (.) right/ than- than you going 
every week ((lightly banging on the table)) to a language school that you sometimes end u::p- 

Excerpt 6. Margarita Aribau 31/05/2019 
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Here, using language naturally through immersion is in clear opposition to what is 

cumbersomely achieved by attending “an academy” each week. The difference between the 

two not only refers to the methodological choice, but also the amount and type of exposure of 

English. As Margarita puts it, one cannot compare the experience of living, listening and 

hearing a naturally native environment “there” to what can be achieved in Catalonia.  

Comparisons such as the one Margarita makes are salient across parental discourses as well as 

in advertising rhetoric for immersion products.  

5.2.2. Immersion: A True Transformation  

For Pol’s mother, Maria, the actual acquisition of English at the camp was not the focal point 

of her interview narrative as she was, instead, mostly interested in detailing the strategy put in 

place to obtain a spot for him at the academy. However, when asked about the principal benefits 

and reasons behind sending Pol abroad, Maria too draws on the imaginaries of immersion. 

M: and actually we said well and what an English/ because let’s see- I also- in my you- when I was 
young I also did an exchange with a girl from France a gi:rl-\ she came to my home/ 

E: hm 

M: and then I went the:re\ I recall/ I got on the bus/ in the afternoon/ and I said bonjour/ so good 
morning/ which you don’t say in the afternoon\ that is\ i had no clue::\ a::nd then/ (i didn’t go for long 
eh) but (.) you end up speaking with yourse:::lf/ because to be honest i-/ in the language from there\ 

Excerpt 7. Maria Molina 11/07/2019 

In this short extract Maria depicts her own experience as a young French student doing a 

language exchange to draw an analogy as to how Pol would obtain a ‘noteworthy English’ by 

going to Ireland; a salient narrative across parental discourses. While she does not explicitly 

use the word ‘immersion’ to explain how she drastically improved her French, the osmosis-

like process is evident as her visit to France had a ‘before and after’ effect. Despite explaining 

elsewhere in the interview that she had learnt French at school and then acknowledging the 

French girl’s visit to her home in this interaction, Maria’s true transformation happened in 
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France. Although her trip was short, just going there was enough for even her inner voice to 

become moulded into “the language from there”. 

5.2.3. Finding Someone to Talk to: The Importance of Native Speaker Interactions 

As explained, Gerard Torres’s rugby experience in Ireland was immediately followed by 

spending month at a school in the United States with his classmates. As such, his father Josep 

retrospectively compares the two continuously. 

J: and the truth is tha::t (1) good\ good good\- in terms of E:nglish level/ (1) ((tuts)) goo::d bu:::t (.) of 
course (.) you have to take into account that at the camp there were kids from all the::- from all 
countries (.) [there were italia::ns/ there were some from here in barcelona::\] 

E:         [a okay]                 okay 

J: and he got together more than anything with these\ (1) but/ even so/ ((tuts)) let’s see\ the fact of 
having to wise u:p/ a:: he has a level (.) quite good of English\ and so: (.) it went well for him as an 
experience\ it’s also true that the school where is in now/ a::t the beg- at the end of last year/ that is at 
the end of the first trimeste:r/ they went and spent a month in the United States/ 

[…] 

E: which differenc:s (.) would you point out\ so to speak\ 

J: e:::m (.) let’s see (.) the rugby:::/ the objective was to go::/ to learn/ in an elite club/ and to learn 
rugby/ with the experience of being with a group of people/ new (.) that he knew/ and that probably (.) 
that there could be someo:ne that could- could talk to him in English/ in fact there were people eh/ he 
interacted/ in English at least wi:th the coaches o::f- of the two weeks/ 

Excerpt 8. Josep Torres 25/06/2019 

Josep makes a clear distinction between the two products in terms of their learning goals. While 

the rugby stay had the aim of training in an elite club, the purpose of attending the American 

school was educational and linked to his son’s high school back at home. In terms of linguistic 

expectations, the rugby academy experience is shown as having limitations due to its 

diversified international player body. Even though “there could be someone that could talk to 

him in English” at the county club they strategically chose, Gerard made friends with other 

players who shared his mother tongue. Josep redirects the narrative to shine light on the 

exclusivity of the rugby programme itself, his son’s “espavilar” experience, and brushes off 
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the lack of English-speaking subjects and surroundings by saying that, at least Gerard spoke 

English with the coaches for two weeks.  

The unfavourably painted picture of the Torres’ rugby experience must be understood 

in context with the praised stay in the US. This family’s account is very revealing as it shows 

that there are language stays that are considered more successful than others, and that children 

—as consumers— play a role in optimising the experience. In order to unpack these ideas, we 

must turn to how immersion is considered to be done. 

5.3. Immersion: Language Learning Ideologies 

We have seen how, when families consider the English aspect of the product they are investing 

in, what they want and believe in is immersion. Here I will analyse the language ideologies that 

accompany parental discourses on the actual acquisition of the language. 

5.3.1. Socialisation in an “English” Family 

Margarita explains how her son Joan greatly improved in fluency, sentence-building, and 

ability to “sit down to a conversation” thanks to “these fifteen days of wising up”. The source 

of this progress is linked to the interactional opportunities Joan had. 

M: and the second yea::r/ there were kids from the basque country\ at the house where he we:nt 

E: in the same house\ 

M: in the same house\ yes\ 

E: and was that a problem or/ 

M: =no\ no no no not at all 

E: [okay (.) and the fact that-] 

M: [NO BECAUSE AS THE PEOPLE FROM THE HOSE WERE] ENGLISH/ THEY HAD TO 
TALK IN ENGLISH\ 

E: with the family 

M: of cou:::rse they were the::ere/ all the house/ a::nd the second year there was a fa- a family/ ((tuts)) 
very o::pen/ lots of me::mbers/ and when he didn’t come across one uncle he found another\ I mean 
that (.) there were always people in that house and it was good for him because there were people who 
speak more\ 
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Excerpt 9. Margarita Aribau 31/05/2019 

Margarita’s discussion of the diversified player body is categorical based on the effect these 

international players had on her son’s experience. Linguistically, Joan’s interactions with 

French boys at the camp were conveyed as unproblematic because English was the common 

language between them, however faced with a Spanish-speaking Basque boy living in the same 

house, the language acquisition aspect had to be outsourced. Spanish was not a threat to Joan’s 

immersion, per se as they were staying with a large English-speaking family: “was good for 

him because there were people who speak more”. 

 Her account shows the complete linguistic commodification of all actors involved in 

the immersive experience which I found to be a common conception across stakeholders. 

French players are useful and positive in themselves as they provide opportunities for English 

interaction, however, in order to maintain the immersive experience, an abundance of native 

speakers is necessary to “make up for” or “dilute” the Spanish interaction. Moreover, the Irish 

host family is stripped of its socio-national identity as they become “ENGLISH” people who 

have a purpose: “TO SPEAK IN ENGLISH”. Finally, there is a ring of delight in Margarita’s 

final words where, as if struck by luck, they were allocated a non-traditional family which 

provided a lot of speaking opportunities — “luck” being another recurring theme across 

parental discourses.  

5.3.2. “Getting Lucky” with Host Families 

As mentioned, Maria does not dwell too much on the actual process of language acquisition. 

Nevertheless, this becomes implicit in what she does not explain. When registering, the family 

chose not to pick the “Rugby+English” option. This pack, which is more expensive than simply 

“rugby”, meant that some afternoons a week those players who had signed up for English 

would be taken to the Study Centre of English (SCE) —a language school in the area—, for 
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EFL classes along with many other study-abroad children on the peninsula. Throughout the 

interview, Maria often positively correlates the AIR’s summer camp with that of SMRC to 

illustrate the types of activities her son would be doing. At one point, however, she explains 

that, had Pol stayed and attended the Catalan scheme, this option would have been more 

expensive than previous years due to a change in player category. To this extent, she remarks 

that, in any case, there was no comparison between the two products because “a family with 

English is a very good option”.  

 What is implicit in Maria’s account here is that, when faced with a financial decision 

regarding two equally good products, an investment ‘with English’ is the best option without 

comparison. Moreover, bearing in mind her positioning on the transformative effect of going 

abroad to the land of the target language, aside from the act of simply ‘going’ and ‘being’ in 

Ireland, she expects an important part of the language acquisition process to occur in the home. 

This anticipated interaction, however, contends on whether they “get lucky” with the host 

family.  

During his first year at the AIR, Pol and a fellow SMRC player were put together in the 

same accommodation. The other child’s mother was unhappy at the compromised English-

speaking environment, whereas Maria did not share this worry. However, they soon realised 

that the boys “WEREN’T WITH A TYPICAL FAMILY made up of two adults and two children” 

but would instead be staying with an elderly woman for the four-week holiday. A few days in, 

the other family asked for a relocation for their son and, consequentially, so did Maria. On the 

decision she remarks that, while the woman “cooked for them well and took care of them well”, 

they were bored and missed other children with whom to interact. Despite this host family also 

being non-traditional, the consumer families were “unlucky” in terms of English interactional 

opportunities. The boys were then separated and placed in homes with other children, 

something which Maria describes as a complete success since “Pol was happy there”.  
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5.3.3. Sitting Down to Dinner with a Native Host Family 

For Josep Torres, the reason why the language acquisition aspect of the rugby experience paled 

in comparison with that of the US is due to player diversity at the county camp. We are told 

how, aside from the coaches, son Gerard did not have much of an opportunity to speak English. 

However, this lack of contextual language immersion is also due to his accommodation in 

Ireland; unlike in the States, Gerard did not stay with a native host family but instead resided 

in an on-campus dorm.  

E: in terms of English/ he says th- so G- where he learnt the most so to speak/ 

J: well (.) FOR SURE in the united states (.) sure:::ly because every night he had dinner with the 
family/ he spoke- he became very good friends with one of the brothers- 

E: hmm 

J: from the:re/ 

E: hmm hmm 

J: they sti:::ll- they exchange whatsapps and su:ch/ so:::: (.) I think that LEARN learn/ the experience 
of the United States 

E: there: 

J: much better/ also be- because of the fact tha:t (.) it was four weeks/ back to back\ meanwhile the 
Irish one was two weeks 

Excerpt 10. Josep Torres 25/06/2019 

As we can see, the defining aspect between the two experiences is the host family setting and 

duration of the stay. Not only did he eat with the host family every evening, but he also formed 

a speaking friendship with a brother that enabled him to communicate in English. Moreover, 

this communicative link has been possible to maintain over distance through WhatsApp. In 

terms of ‘success’, having a chair at a table of native speakers of English is surely more 

profitable than a dorm at the international rugby academy, and a friendship with an English 

speaker is more valuable than that of a Spanish one. 
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5.4. Immersion: Language Practices at the Camp 

On my second day of fieldwork at the camp I decided to stay during the lunch break to see how 

players related with each other outside of rugby training. Once the coaches signalled that they 

could take their break, dozens of hungry, sweaty teenagers lunged toward Fintonian’s club 

where the registration desk had turned into a self-service sandwich bar.  

Wednesday 17/07/2019 
Two groups: one Spanish speaking, the other French. Bernat, “Troublemaker”, is the messenger. He 
goes back and forth between teaching the French speaker insults and learning how to insult in 
French. Different ages playing this game; while Bernat is about 14, there are a few 18s chipping in. 
Bernat teaches “The Bull” how to say “maricon”, they spend a while pronouncing the final vowel. 
“The Bull” says “thank you, that was very important for me”.  
 
English only when necessary: German + French for example. 
Luca makes an effort to speak in English to “Serena”. She is an incredible player as I see later on. 
Luca speaks to her, or tries to, but they are both on their phone. They are childish together, friends. 
Bernat comes from time to time to annoy them and lie on the snooker table. 
 
If not they stick to L1. 
90% of the time I hear monolingual conversations. 
13:17 
Groups on phone. Especially the little ones. L1 based. 2 Irish kids in phone beside each other. 
These two are completely out of sync with the camp. As it is, everyone is doing more or less their 
own thing or in little groups (for example, Luca and Serena), however there is a sort of common 
ground which is this international atmosphere and there is a chilled vibe (for example, Bernat visits 
Lucas and the girl, there are some remarks here and there between cliques) however these two are 
totally out of context. They talk with no one and seem on edge.  

Excerpt 11 

This was my second day at the camp and had, by then, both observed the coaches and players 

train on the pitch as well as overcome the shock of the introductory scene presented at the 

beginning of this chapter. Nevertheless, I found it terribly difficult to step out of my role as an 

EFL teacher. As someone who has worked in English immersion summer schemes in 

Barcelona, there were several alarm bells going off in my mind regarding language use that 

would have definitely put my job in danger had they happened on Spanish turf.  

 In this scene, monolingualism is most definitely the norm. Cliques are language-based, 

and, interestingly, one of the only —and certainly most salient— ‘transgressors’ was the 
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camp’s “troublemaker”, 14-year-old Bernat from Spain. In the cases where multilingualism is 

present, this is to teach one another swear words in their corresponding languages. English is 

minimal and used only when completely necessary as in the case of Luca and Serena where 

her L1 was German and his French, or by the only native English speakers at the camp who 

were the two little brothers. The coaches, meanwhile, sat together at the back of the room on 

their phones, with some also watching rugby game-play videos on a laptop. 

 The use of screens here is revealing and important. Phones act as a sort of protection to 

hide behind as in the case of Serena and Luca, but also a safety net, which is clear in the account 

of the two little Irish boys. The eldest brother played a game on his device which could only 

keep the little one engaged for a little while before boredom took him outside to sit inside a tire 

in the rain. With the eldest left alone, the phone then became the bait for the youngest to come 

back and sit with him. It was also the tool that the littlest brother kept asking his sibling to use 

to make their mother come and pick them up even though the day was not yet over. Evidently, 

at a camp full of international players in Ireland, they were the ones who stood out as foreigners. 

For the coaches, screens represented a physical barrier that demonstrated when their job began 

and where it ended.  For myself, they enabled me to take notes and avoid curious young gazes 

wondering who I was and what I was doing at the camp.    



67 
 

DAY: 23/07/2019   PLACE: Fintonians  AGES: 14-18 Coach Brennan 
Time Language Use and Multilingualism Communities Culture Affective Dimension Others 
14:38 

 
 
 
 
 

14:44 
 
 
 
 
 
 
 
 
 

14:44 
14:40 

 14:49 
 
 
 
 
 
 
 
 
 
 
 

14:44 

Coach: “Do you know what an unders is?  
“orange, orange” 
 
Everyone speaking in L1 except coach 
English. Majority of players are French.  
 
Coach: “alright, does anyone know what a 
switch is? [Explains] Everyone understand?” 
 
Coach: “you need to start talking! What you 
wanna do? Call it LOUD, Switch! Blue!” 

  14:41 coach is very praising 
“nice!”, “good!” 
14:43 coach: “yeah, well done, 
nice” 
14:51 Luca seems more 
comfortable. But doesn’t want 
to try new techniques. 
 

 

Lexical Items Engineering Nationality and sport Age/Nationality/Gender 
Monosyllables: “OYE!” 
“JA!” or “yes yes yes” 
“white white white” 
“Switch!” 
“back back back” 
“wrap in” 
“white, white” “under” 
 
These feel crucial for practice + 
communication. 
For more detailed understandings they talk 
among themselves. 

 14:56 Musing: if anyone feels 
less legitimate here at camp it is 
the Irish kids. 
 
French + Spanish take the 
biggest space 

Coach to Luca: “no switch for 
you. You will run if you switch” 
14:51 He tries again and coach 
says no 
14:55 Coach: “Let’s get some 
water.” They place a lot of 
importance on keeping 
hydrated 

Misunderstandings Gender Hierarchy of Legitimacy  
Coach: “Do you know what an unders is? 
Silence!” 
Coach calls boy from last week. 
-“No, oui oui oui” 
Coach tries to explain a correction but the 
guy doesn’t understand so coach physically 
corrects him 
 

Coach: “He should fill the gap, 
he should fill the line!” 
 
There is 1 girl 

  

Figure 13. “Field Notes Grid”
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As this extract from my field grid shows, reliance on L1 was not simply something I observed 

during leisure time but was also the linguistic behaviour that continued on the pitch. It was not 

merely the quantity —or lack of— English used at the camp that I found striking based on my 

EFL background, but also the quality. In terms of Lexical Items, monosyllabic words or 

repetition of short phrases concluded field commentary. As I found out, most of these terms 

belonged to rugby, particularly the colour-coded buzzwords referring to game tactics. When 

instructions were not understood by all, other team members of the same mother tongue would 

further the explanation in their language. Moreover, as shown in the Misunderstandings 

category, when the coach was not able convey his message, other players from previous weeks 

who had already learnt the movement were used as instructors (often in their own L1) and 

posture corrections were physically provided to demonstrate the point. 

 As I saw both during my visits to SMRC and the AIR, communication on a rugby pitch 

is fundamental. For one, it is important for the gameplay itself, as a young female Swedish 

player told me: “Communication is very important in rugby, because you can lose seconds if 

you don’t.”, but also for safety reasons as I was explained during my interview with Ciaran at 

the Irish Rugby Football Union (IRFU): 

C: you see it in u::m: (1) ((tuts)) (.) in- in attack or defence whatever the case may be like even they 
communicate where the space is cause if you:’re (.) if you’re in around a ruck\ (1) and like (.) there’s 
(.) two men in overlap there\ you like you ca- you actually can’t see (.) like i- if your head is stuck 

J: m::h 

C: or your head is down or you’re trying to dig for the ball you can’t see so that’s why (.) it’s actually 
imperative (.) th- that the communica- 

J: that you have to [communicate)] 

Excerpt 12. Ciaran at IRFU 30/07/2019 

Communication, however, with such a diverse player body was no small feat. With several 

nationalities —some of which, like French and Spanish, dominating language interactions—

and various ages, finding ways to communicate instructions was not easy. On this, one of the 
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youngest coaches, 18-year-old Jacob, described his experience with the Minis (-16s) as one of 

the biggest learning curves for him as a coach.  

Ja: tryna- tryna get your like message across\ when there’s several different languages there\ so you 
kind need to learn/ what’s the best method (.) in that case there/ 

J: go on (.) it’s interesting 

Ja: no no that’s i- like 

[...] 

Ja: even (.) just- just tackling like you fi::nd- you find the best buzzwords to- to u::se for everyone to 
understand\ i suppose that’s (.) probably the best- 

Excerpt 13. AIR Focus Group 24/07/2019 

Out of all the coaches to answer this question during our focus group, young Jacob was the 

first to respond and the only person who referred to the difficulties of actual coaching. The rest 

described complications concerning how the camp was run (such as endless airport trips and 

players mistakenly taking another passenger’s luggage). Jacob, who played rugby at 

Fintonian’s himself, had just finished his last year of high school and had had no training in 

how to coach rugby, let alone instruct a large group of international players before this summer 

job at the AIR.  

I spoke to Ciaran at the IRFU on my observations regarding -16s and coaching at the 

camp. As I found out, Jacob’s struggle to communicate and coach his group was not simply 

due to intercultural communication barriers, but also what Ciaran described to me as “Rugby 

IQ”. This refers to the experience players have with the game, its lingo, and how to play; all of 

which correlate to player age group. Moreover, he explained how the use of buzzwords is 

fundamental on the pitch, particularly one with such a diversified body of players. However, 

as he detailed in our interview, even these require enough rugby experience and game technique 

to grasp them. What Ciaran also pointed out was the practicality of coaching a group of 

teenagers who typically stay for less than a month —often merely a week; aside from the 
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difficulty of teaching them these terms, he expressed that there is a sense of futility in these 

circumstances to invest in the communicative aspect of their performance.  

5.5. Immersion: A Local Understanding of English Acquisition 

In chapter 4  I analysed the AIR’s company discourse on their offering of a “Rugby+English” 

product that promised “the perfect environment to experience the best of Irish rugby, improve 

English and make lasting friendships” (Website, 2020). Interestingly, as mentioned, there was 

very little evidence to be found regarding how this English was to be improved in the 2019 

version. Here, in this final section, I will unpack the company’s own language ideologies and 

imaginaries of immersion.  

 In the same way that the company’s official propaganda lacked clarity regarding the 

acquisition of English, so did the coaches’ discourse while I was at the camp. On the one hand, 

my observations made it evident to me that the coaches felt no sense of responsibility for the 

language learning aspect of the experience as their tasks and concerns solely related to 

coaching, instructing, and discussing rugby with players. As such, the company’s claim was 

that English was obtained through attending EFL classes at SCE, the language school they had 

an agreement with. However, the outsourcing of English itself was barely advertised on the 

website and in practice meant purchasing a more expensive tier.  

J: cause there’s really a- like in Spain- in Spain at the moment (.) there’s really an obsession with 
English\ and I was wondering like (.) are families/ trying to figure out (.) how much English they’re 
gonna ge:t/ at the camp/ how are you delivering this English/ o:r are they just (.) I don’t know maybe 
more- 

N: =I say- it’s like (.) WE HAVE ENGLISH LESSONS\ WE PROVIDE THIS MANY HOURS\ AT 
THIS LOCATION\ AND THEY’RE LIKE (.) YEP\ GRAND\ WE’LL DO IT\ WE MAKE IT VERY 
EASY FOR THEM (.) IT’S LIKE TICK A BOX (.) essentially (.) we tell them how long it is\ where it 
is\ and then (.) the box is ticked\ 

Excerpt 14. AIR Focus Group 24/07/2019 

When I directly inquire about the acquisition of English, Nevin, the General Manager, loses 

his patience with me and answers defensively. He very quickly jumps to explain that they 



71 
 

outsource their English and that it is up to parents to tick that box, something which the AIR 

facilitates for them. By saying this, the company absolves itself from any language instruction 

expectations and shifts the responsibility onto parents to choose the product they ultimately 

desire. This is the small print in the AIR’s “Rugby+English” experience; if families wish to 

‘have’ English, then they must pay for additional EFL classes.  

Nevertheless, on the other hand, drawing on their own experience as second language 

learners, coaches continuously made comparisons between the AIR’s product and the Irish 

College or Gaeltacht. These, contrary to the EFL classes at SCE the Company Manager 

advertises above, contend on the imaginaries of linguistic immersion.  

Jo: i suppose it is about- what you’re touching on\ that they have to stay in\ with different nationalities 
the- the common language then reverts back to being english\. (3) so: (.) they listen to us speaking 
english/ and then they go home or when they (.) talk to their friend who they made/ he’s obviously a 
different nationality/ so (.) the common ground is actually english\ so its (.) they kinda- there’s no 
rea:l sort of escaping it/ whereas we:- we w- we would’ve all probably grown up and gone to the Irish 
college/ but we’d be going home with (.) the other irish kids and they all/ 

B: oh\ 

Jo: when you were at home you spoke English the whole time\ 

B: yeah\ 

Jo: whereas he:re/ there’s- there’s no real way to sort of (.) communicate other than speak the 
language that they’re here to sort of learn\ and get a gra:sp of\ 

Excerpt 15. AIR Focus Group 24/07/2019 

What the Head Coach reflects on here are the differences between the practices of a national 

and international student body learning a second language in an immersion context. For John, 

the Gaeltacht does not succeed in maintaining the immersive space as, when out of sight in the 

comfort of the host home, English was the norm. What is indicated as special about this camp, 

is that players are forced to speak English —the lingua franca— because they have no other 

way to communicate with friends: “(.) they kinda- there’s no rea:l sort of escaping it”. It is 

relevant that it is the Head Coach who draws this conclusion, considering that, aside from not 

seeing him actually coach players a single time during my ethnography, he himself would shout 
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out French and Spanish buzzwords from the sideline during Friday matches. Nevertheless, his 

idea that immersion, or ‘real’ learning can only happen when there is absolutely no way to 

‘escape’ it, ties in with widespread rhetoric across English immersion product propaganda.  

5.6. Chapter Discussion 

The goal of this chapter was to unpack and showcase the various language ideologies and 

imaginaries of language acquisition at a ‘Rugby+English’ summer camp in Ireland. What 

becomes apparent here is that all stakeholders, including myself, had established expectations 

regarding the type of language learning and the acquisition of English occurring at the camp. 

These were based on individual, personal experiences with language learning as well as being 

fuelled by the company’s propaganda of the product offering. What my ethnography, however, 

evidences is the huge disparity between the linguistic aspirations behind purchasing the 

product, and the actual practices I observed during its consumption. 

When parents imagine their child’s English experience in Ireland, what they argue to 

be purchasing is immersion. This is based on language ideologies where English is learnt 

naturally in the native land, which is in direct opposition to cumbersome, traditional EFL 

products, such as attending language schools, offered back home. Instead of simply learning 

(about) the language and culture, the rugby players would be living and using it with native 

speakers. This immersive language experience, moreover, is considered to have a 

transformative effect, where not only English is improved, but there is a ‘before and after’ 

where ones’ inner monologue can be converted to the target language.   

The conversations with parents also reveal that there are immersion experiences which 

are considered more successful than others, and that one can “get lucky” depending on the host 

family they are placed in. What constitutes as an optimal immersion experience is the 

abundance of English-speaking opportunities and the chance to establish friendships with 
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natives. In terms of host families, those that are non-traditional are positivised only when this 

enables the consumer to use their English more often. Furthermore, other languages become a 

threat when there is a drought of English in the environment. That is, unless it can be diluted 

by the presence of more English, friendships, and interactions with fellow L1 speakers renders 

the experience unsuccessful. Therefore, in an immersion holiday abroad such as the one 

observed at the AIR, all stakeholders are commodified speakers deemed more or less worthy 

for the consumer based on their language practices.  

If immersion is considered the method, then the process of acquisition is thought to be 

achieved through interactions with native speakers particularly in the home, or with other 

players where English was their lingua franca, as just described. The AIR’s positioning 

regarding the source of the language improvement they claim to offer on their website is 

unclear. For one, when directly asked about the evidence for this improvement, the Company 

Manager was quick to absolve the camp of any language obligations. That is, in the ‘small 

print’ of their discourse, linguistic gains were outsourced at SCE, where, providing parents 

ticked the more expensive box, children would better their English through EFL classes.  

Contrarily, however, the coaches themselves also often drew comparisons between the 

AIR camp and the Irish Gaeltacht. In fact, the immersion the Gaeltacht offers is questioned as, 

based on the coaches’ own experience as learners of Irish, they all spoke common-tongue 

English between them once they arrived at their host accommodation. Here, on the other hand, 

what the AIR considers itself to provide is sufficient international diversity that gives players 

no other choice but to speak English among themselves.  

Notwithstanding, my observations and notes taken both inside Fintonian’s during 

recess and interaction out on the field clearly illustrate that monolingualism prevailed within 

L1-based groups of players and English, in fact, was the minority language. For one, the 
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amount of English heard on the site was infrequent, but also poor in terms of quality. Despite 

the imperative need for communication during the game for technical and safety reasons, the 

use of English buzzwords was only really useful for older groups that had enough rugby 

experience to fully grasp their meaning. For coaches, particularly those who had no prior 

experience training or managing such a diversified group, this led to practical difficulties and 

language barriers. Setting aside the aspect of learning English and focusing on the elite rugby 

experience, this discovery also challenges whether these packages can be considered 

‘profitable’ for the younger clientele they cater to. 

The question, thus, becomes: if language improvement is relocated to EFL classes, how 

is this any different from a summer spent attending a rugby camp like SMRC in Spain alongside 

taking extra English instruction? Furthermore, considering parents strategically do not choose 

the English class option due to their imaginary of the camp as an immersion context and the 

misleading website claims, what does this camp experience actually offer families and young 

players? The following chapter is an exploration of these questions from the perspective and 

accounts of the children who ‘do’ the rugby and English immersion experience at the AIR.  
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6. Doing a “Rugby+English” Summer Camp in Ireland: Playing on an Irish Field 

6.1. Introduction 

One of the most important goals of this ethnography was to hear the young voices of those who 

consume EFL abroad products. As seen in chapter 1, the figure of the EFL student that spends 

part of their summer learning English in the UK and Ireland is well established in the Spanish 

imaginary, yet the accounts of these young travellers are fairly undocumented; a fact that, in 

itself, illustrates the ‘tick-a-box’ nature of these investments. Moreover, due to the lack of 

consumer voices, the widely imagined EFL-abroad figure is rendered flat, hollow, and devoid 

of crucial details regarding the socioeconomic and linguistic realities of those who in fact 

experience them. For example, in the previous chapters we have seen how parents strategize 

their access to rugby and English products based on their socioeconomic status, however an 

exploration into how these factors play a role beyond ‘securing a spot’ is critical.  

This chapter of my ethnography, thus, is an attempt to unpack how these young 

mobilised rugby players made sense of their trip to the camp. That is, what it meant for them 

to consume the product and how factors such as one’s socioeconomic background, gender, age, 

and level of English proficiency played a role in the experience of attending a 

“Rugby+English” summer camp, in conversation with the parental and institutional discourses 

we have been seeing up until now. First through focus group and interview data with four camp 

attendees, and then through observational snapshots of a day at the camp, we will meet various 

teenagers, the accounts of which uniquely reveal multiple angles to the experience.    

6.2. Conversations with the Players 

It became apparent to me early on in my ethnography that the teenage consumer profile at the 

camp was not homogenous. Aside from the blatant diversity of international players and 

various L1-based clusters, there seemed to be further distinctions among ‘types’ of teenage 
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consumers at the camp. Through my observations and conversations with the players I realized 

that, while most of the players were attending to learn “Rugby+English”, there were, among 

this group, differences in how they conceptualised this experience and, consequently, 

performed it. Furthermore, —as I explore in second half of this chapter— through the salient 

figures of specific young players that stood out at the camp, I understood that attending the 

AIR was certainly not experienced by all players in the same way. As a result, two categories 

of consumers became evident: those attendees who were deemed ‘prototypical’ and, were 

therefore, ‘included’ in all aspects of the camp experience, and those who, by contrast, were 

distinctly ‘atypical’, and consequently, ‘excluded’ from these. 

6.2.1. On Purpose: “A Little Bit of Rugby and a Little Bit of English” 

On the last day of my ethnography, I was given permission to conduct a focus group with three 

Catalan-Spanish boys at the AIR. These were Arnau (16) and Otger (15) from Barcelona, and 

Pablo (18) from Madrid. In order to see how they understood their purpose at the camp, I asked 

them what they thought they were doing in Ireland to which they answered “a rugby campus” 

with “a little bit of English” as well as also picking up some other linguistic and cultural 

elements (a clear reference to the international diversity) in “a different environment”. While 

the relevance of EFL certainly figures in their discourse, rugby is conveyed as an instigator, 

and global rhetoric is present in their imaginaries of going abroad. These young mobile 

teenagers, thus, like parents, also understand the AIR experience as one which can tick several 

boxes. 

6.2.2. On Purpose: Taking Responsibility for One’s English 

I interviewed Pol Molina, son of Maria, the evening I arrived in Ireland for my fieldwork. At 

the time of the recording, it had been three years since his last trip to the AIR and was just 

turning 18. The tone of Pol’s account shows a different understanding regarding his trips to 
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Ireland. When I inquired after the purpose of attending the AIR he answered pragmatically 

that: “well, I went there because I said, let’s see, I need to practice the speaking in English and 

what a better way than to do it with the sport that I preferred at that moment which was rugby”.  

Pol then further describes in the interview how, at the time, both rugby and English 

were motivating factors for him to go to the AIR, which is in opposition to his mother’s 

account, where rugby was clearly portrayed as the instigator. This difference, as well as the 

reflexive turn when answering my question on purpose, might evidence a change in Pol’s 

discourse due to age, where, years later as an 18-year-old about to begin university, he sees the 

direct need for English from an adult perspective and applies this logic retrospectively to his 

14-year-old self.   

6.2.3. On Acquisition: The “English Country” and “Real Situations” 

When I held my focus group with the three boys at the AIR, this was at the end of their two-

week stay at the camp. I decided to ask them what they had learnt up until then, to which all 

three agreed that they had learnt a lot about rugby and used English during their stay. For Arnau 

and Otger, this acquisition is described in instrumental terms and situated within the home; in 

order to get what they want, they have to use English “Because they don’t understand you if 

you speak in Spanish”. Pablo’s account, however, was significantly more romantic as, for him, 

English acquisition stemmed from simply being in an English-speaking country, which he 

conveyed as having an immersive ‘before and after’ effect. He argued that, while one might 

have some initial L1 influences, once you “get in the English Country […] you have your mind 

always working in English”. This response echoes Maria Molina’s words of ‘going abroad’ 

having the capacity to transform your inner monologue. 

I was interested in knowing more about how they understood English acquisition within 

the camp experience. In order to elicit their imaginaries of language learning opportunities, I 
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asked how they viewed this experience in opposition to other EFL methods they had been 

exposed to in the past.  

A: I think there’s something like this it’s different (.) it’s a different kind o::f  (.) learning / Here than in 
the school because in the school it’s mo:re  (.) ((boring voice)) grammar / Vocabulary:: / And [this all 
the time like-] 

P: [yeah] 

O: [=i::: aqui es com- pues que t’has d’espavilar saps / 

     [=A:::nd here it’s like- well you have to wise up you know/ 

P: hm (.) yeah [you have to be:::-] 

A: [and here’s its more (.) speaking /] And [thinking fast because] 

P: [here you have to be speaking all the time]  

A: if they ask you [something /] you can stay like (.) twenty minutes / ((pretending to think)) 

O: [or- (2) yeah]  

J: ((chuckles)) 

P: yeah yeah ((laughing)) yeah 

A: so:- 

O: or if you don’t know something you have to look for another way / 

A: yeah 

O: like ((pretends to mentally search)) how can I say this / Okay (.) let’s try it another *time* 

A: there’s no right  (.) thi:ngs / It’s u::m- it’s- for me it’s better here than:: in school because  (.) here 
you are  (.) in rea:l situations / At school  (.) u:::m  (.) it’s try to simulate u:m  (.) real situations  (.) but  
(.) you come here and you stay:  (.) with [a:::h] family from here / And you have to speak English / 
Always that you want to:::: go shopping / Or something / A:nd there’s like- I think that’s the best u:m  
(.) can to:- to:: 

O: [si] 

J: way to learn / 

A: [yeah way to learn] 

O: [si (.) i:: aquí s- eh pues es com et dones compte pues del nivel que tens  (.) saps / 

     [yes (.) a::nd here i-eh well it’s like you realizes so what your level is (.) you know/ 

J: okay / 

O: es com / It’s like if you::  (.) i::nteract / A::nd you know what they are do- what they are saying to 
you:  (.) a:nd h::ow to  (.) act / It’s like okay  (.) I- I know English / 

Excerpt 16. Arnau, Otger, and Pablo 26/07/2019 



79 
 

For the boys, attending a summer camp such as the AIR is the best way to learn English. As 

discussed in previous chapters, instead of simply learning about traditional grammar and 

vocabulary at school, “here’s its more (.) speaking /] And [thinking fast”. Where schools “try 

to simulate u:m (.) real situations”, “here you are (.) in rea:l situations”, which must be 

navigated in English. Moreover, Arnau hints at an added pressure in Ireland as native speakers 

will not wait “twenty minutes” for an answer. Nevertheless, he continues by reflecting on the 

sense of freedom speaking English in Ireland gave him: “there’s no right (.) thi:ngs”. That is, 

as opposed to regimented, standardised, ‘simulated’ linguistic interactions learnt at school, 

there are no ‘right’ answers Ireland. Thus, what this experience abroad provides is freedom to 

use the language, without being penalised or corrected by teachers for incorrect form.   

 In a turn preceding this excerpt, Otger refers to his strategic way to deal with these 

‘real’ situations which is by finding support through Google Translate. He proudly states that 

he first tries to make himself understood, but if he does not succeed, he then uses his phone for 

linguistic aid. The experience for him has been one of “espavilar” as “if you don’t know 

something you have to look for another way” to access it. Moreover, navigating interactions 

with native speakers has been an opportunity to see for himself what his level of English is: 

“A::nd you know what they are do- what they are saying to you:  (.) a:nd h::ow to  (.) act / It’s 

like okay  (.) I- I know English/”. What Otger might be hinting at here is that going to Ireland 

does not simply entail learning English, but also about unlearning self-deprecating discourses, 

such as those percolating back home in Spain of ‘bad’ English.  

 The accounts of these boys and their silences —in the case of Pablo—, are revealing.  

Arnau was a very confident teenager whose English was quite good. Outside of his semi-private 

high school, he had weekly private English-speaking classes with an Australian female and, 

prior to attending the AIR, had spent several weeks at a surfing summer camp in Asturias. 

Otger, however, was the least fluent speaker of English in the focus group and struggled to 
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keep up throughout the interview. Unlike Arnau, Otger did not have language classes outside 

of his semi-private high school but had been to Ireland already the previous year for another 

“Rugby+English” summer camp. Based on their high schools, home rugby team, and mobile 

trajectories at this age, Arnau and Otger would belong to the upper-middle Catalan social class.  

Pablo, however, was different from Arnau and Otger. Not just in age, but, as we can 

see here, also in how he viewed the experience. Unlike the other two boys, this was his first 

time leaving his city and being away from his parents. Moreover, he had never received extra-

curricular EFL classes, and as he explained elsewhere in the interview, fairly enjoyed English 

in high school as his teacher during those years had been an inspiration to him. In fact, out of 

the three boys, Pablo was the only one to do the ‘+English’ programme and attend SCE classes 

in the afternoons, which he described very positively. Attending the AIR was, for Pablo, unique 

and special. As an observer, Pablo stood out to me at the camp for always being cheerful, 

interacting with players from various age groups, and using English often (a rarity among other 

players) despite not being exceptionally fluent. Based on his area of residence (a known 

working-class, industrial area close to Madrid), mobile trajectory, and overt appreciation of the 

opportunity to be attending the AIR, Pablo would belong to a more working-class/lower 

middle-class background. 

6.2.4. On Acquisition: Being Timid and “Letting Go” 

As mentioned, Pol Molina did the AIR experience twice. In our interview he expressed how 

attending helped him learn to speak English more fluently, that “when you get there it is difficult 

to talk at the beginning, but afterwards it’s more mathematical, like, everything comes out 

easier”. Nevertheless, he does not reflect at length on the actual process of said acquisition 

except in reference to interactions with natives.  



81 
 

In our conversation, Pol explained how the friends he made at the AIR were mostly 

Spanish and French, as he also spoke some French. When I asked him about nationalities at the 

camp he initially named other European players before explaining that there were “a few” Irish 

attendees with whom he was friendly with and, as if sensing that I was hinting at a lack of 

English interactional opportunities, told me how, during his second summer at the camp, he 

did “partially speak English with” the host family’s son. For Pol Molina, being in Ireland and 

having the possibility to occasionally interact with natives is what he understands as having the 

transformative ability to convert him into a faster, more fluent speaker of English. 

Once again, through the following excerpt, we can see how the tone of Pol’s account is 

different from those of Arnau and Otger. Pol began the interview by immediately expressing 

how he found going abroad to the camp for the first time challenging.  

P: the:n in 2015/ it was like (.) something new/ because (.) I was leaving home/ and (.) I don’t know I 
was going alo:ne\ well I was going with some friends but (.) I was going to the house of so- of a- of 
some people that I didn’t know at all/ 

J: hm 

P: and well (.) it wa::s like (.) a (a bit impacting/) (.) and at the beginning it was (.) I was very ti:mid 
and all/ that (.) was difficult for me to relate/ but well (.) later on I began to (.) e::. (.) how do you say 
it\ 
J: [yeah well] 
P: [letting up] 
J: ye:s\ I don’t know (.) integra::ting/ letting yourself go::/ 
P: yes:\ (.) and well (.) e::h (.) then I began to enjoy it a lo::t/ and I was there for a month/ and well (.) 
as an experience it was very good the first year/ a::nd (.) well very fun everythi::ng/ the rugby::/ a- the 
places which we visite::d/ and everything/ and the second yea::r/ e::m (1) I- e- I knew more English/ 
and s- I was more confide::nt/  

Excerpt 17. Pol Molina 12/07/2019 

Back in 2015, Pol travelled abroad alone for the first time at 14. Although he was attending the 

camp alongside some SMRC clubmates, going to “I was going to the house of so- of a- of some 

people that I didn’t know at all” was, for Pol, “a bit impacting”. He attributes this adversity to 

shortcomings of his own personality, where interacting was rendered difficult because he “was 

very timid”. Pol explains that, once he was able to relax into the situation, it became very 
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enjoyable. The next and second year he felt much more self-assured going to the camp as he 

“knew more English”.  

Here we can clearly see Pol’s appropriation of self-deprecating rhetoric, one which 

places his personality as the agency that could render the experience profitable and enjoyable 

or not. Nevertheless, as we can see in the final turn “and the second yea::r/ e::m (1) I- e- I knew 

more English/ and s- I was more confide::nt/ this timid personality appears to be linked to 

linguistic insecurities of lacking English fluency. Pol’s retrospective view on the camp as a 

young adult is very revealing as, while he adopts neoliberal rhetoric on being responsible for 

learning English and holds himself accountable for its success, his discourse —like that of the 

parents and company— is devoid of reflexivity as to whether the camp experience was, in fact, 

suitable for him. 

6.2.5 On Context: Acknowledging and Partaking in the EFL Abroad Industry 

Having witnessed how families, the company, and immersion propaganda in general depict 

host contexts as spaces of optimal language acquisition, with the complete commodification of 

locals as native speakers who linguistically and culturally serve incoming students, I was eager 

to hear how the consumers discursively constructed the space. Despite their youth, the boys 

had fairly complete imaginaries of the host context. 

A: because Fintan is like a residentia:l / 

J: that’s true 

A: e::::m  (.) [area] 
J: [area] 

O: [a:nd BIG houses and it’s- 

[...] 

O: so  (.) [a:-] apart from- for the big houses / I think that it’s  (.) to::- to host student 

A: [a-]  

J: hmm 
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A: yeah it’s a::  (.) like a neighbourhood that it’s (4) full- or not full but  (.) the::  (.) most part of 
people have students in the- in their houses 

J: seriously / 

A: si  (.) you see the houses a:nd at the mornings you see students go: and in the afternoons it’s 
students (2) 

J: a:h 

A: and the::n- I- I speak with my dad and he said like  (.) that Fintan it’s like a neighbourhood of 
Dublin that it’s a place that  (.) are big houses / big families / So: the e:::h a:::h recu- a:::h (2) how to 
say a:::m- 

[...] 

A: yeah a method that they have to:- to:: u::m  (.) maintain the houses and the things is to take 
students 

[...] 

P: [yeah but] that children with the backpacks- with the back packs goes to a::::h a real school / And 
they stay in the classes\ but we:::: instead of classes we do:: the rugby\ 

Excerpt 18. Arnau, Otger, and Pablo 26/07/2019 

In this extract, the boys reflect on the business side of the experience they are consuming. For 

Arnau and Otger specifically, their view of Fintan, its grand houses, and the families that live 

there, exist to serve incoming students. Arnau shares that he and his father are of the belief that, 

in order to maintain their wealthy lifestyle, families on the peninsula take part in hosting study-

abroad students such as themselves. Not only does do they see the transactional aspect of the 

experience, they are also positioning and legitimising their consumption; they are staying in 

houses that function to serve them.   

Furthermore, we can see how the boys situate their own experience within the broader 

EFL host family market in Dublin by acknowledging how there are part of the incoming 

student-body, as well as speaking to the volume of this mobility. In Fintan, “you see the houses 

a:nd at the mornings you see students go: and in the afternoons it’s students”. Pablo, however, 

makes a distinction between what they do at the AIR to the sea of children with back packs 

(referring to students solely consuming a SCE experience) as these go “ to a::::h a real school 

/ And they stay in the classes\ but we:::: instead of classes we do:: the rugby\”. Most 



84 
 

interestingly, Pablo does attend classes with SCE himself, however what is different, from his 

perspective, is that their learning happens ‘while playing rugby on an Irish field’, illustrating 

how he views the AIR’s product as something distinctive.  

Unfortunately, due to time constraints, I was not able to observe or talk to host families. 

Nevertheless, the teenagers themselves provided me with lots of interesting snippets as to what 

host family life and interactions with these were like. When I asked them to tell me an anecdote 

of their stay, Arnau and Otger immediately answered that the “father of the house [had] an 

amazing car” that was “super cool”. Pablo, however, enthusiastically chose to tell me an 

anecdote of a family lunch he was invited to with the extended family of his hosts. Clearly, 18-

year-old Pablo, for whom this experience was unique and who valued interaction with others 

highly, having the opportunity to spend time with the host family was more important than the 

host family’s vehicle. I then asked the other two what they got up to with their host families.  

To this, Arnau and Otger explained how they would interact with the host daughters by 

playing on the Wii together. Or, as Arnau corrected himself, Otger plays while he watched TV 

shows. While my data cannot fully speak to whether this was the type of interaction parents, 

as investors, have in mind when they consider language acquisition happening in the host 

family, it is clear that, in these scenarios, children are being used for interactional purposes. 

Host families earn 200 euros a week to house an athlete. While this money goes toward their 

upkeep and, discursively, their interactional input, I have neither heard nor seen any mention 

as to what the host children of these homes obtain from their communicative and socialising 

efforts.  

6.2.6. Ambivalent Relationships with the Locals: Passing and Resistance 

The locals are, as we have seen, the bodies that are discursively deemed responsible for the 

English acquisition opportunities in the “Rugby+English” experience. For parents, friendships 
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with native teenagers —particularly those which could continue beyond the camp attendance— 

belong to the list of aspirations investors have when purchasing an EFL-abroad product for 

their children.  

Nevertheless, my data evidences that the reality of these relationships are, in fact, 

ambivalent and highly regimented on local Irish turf. As we can see in the following extract, 

local teenagers have found ways to draw boundaries of resistance that gatekeep incoming 

international students from further permeating the host context.  

O: yes well what I notice is that here/ well they are more timid (.) everyone 

[…] 

A: y::-[ yes that is (.) the people don’t open up] 

O: well at lea:st (.) with the people of my age/ eh (.) that live here/ they’re more timid 

[…] 

A: well it’s not that they are timid it’s just that they don’t like the students (.) I mean that’s what she 
said the- [the- the girl in our house] 

[…] 

A: ye:::I mean the students the- the Irish who are from here (.) the kids of seventeen/ or of fifteen o of 
any age/ they don’t like that students come 

J: yes it’s just- it’s just that lots come 

A: because LOTS of students come that’s fi::rst of all\ and then because (.) the subject o::f (.) for 
example (.) the other day she said it (.) if you go to any party or something/ with the people from here/ 
don’t go for any girl\ (.) because If the:::y-re an Irish girl that another has something with you will have 
a problem\  

Excerpt 19. Arnau, Otger, and Pablo 26/07/2019 

Through this interview segment with Arnau and Otger we get a rare glimpse at interactional 

rules among the youth in the local context of an immersion-abroad holiday. While local teens 

“accept” interactions within the confinement of their homes (where there is a “contractual” 

agreement to communicate), socialising with international students ends there. What Otger 

initially interprets as Irish locals being timid, Arnau corrects him by explaining that they “don’t 

like students”. As such, their host-sister instructed them to stay away from locals at parties as 
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these are ‘off limits’. More specifically, from this interaction between teenagers, we can see 

how local teenagers find the foreign competition for romantic encounters problematic. 

This account does not merely provide insight on the local perspective on the abundance 

of students coming into Fintan each summer, but it also shows the teenage perspective on, and 

resistance to, a tourism collective that does not directly benefit them. On the contrary, 

international students are ‘othered’ and depicted as stealing (romantic) opportunities away from 

locals. The social differences between internationals and locals was something that Pol Molina 

also spoke to when explaining how the camp attendees would gather in the evenings on the 

beach. When I asked him whether these included Irish teenagers, he answered me that they 

occasionally did ‘but that I had to know that these had their own friends’. That is, what Pol was 

pointing out is that they were two separate groups, and both had their separate lives and 

friendships. 

What the boys illustrate are the limitations to this immersive world where locals, 

including teenagers, are discursively constructed as commodified speakers and potential 

friends that exist merely to interact with international players. While the disparity of this 

concept is apparent to the adolescent stakeholders, it is non-existent across parental and 

institutional rhetoric. Moreover, the agency of local Irish teens in particular, aside from their 

native-speakerhood, is completely nullified in the discourse. Nevertheless, the local youth has 

developed forms of resistance: the teens may play videogames with the host children and Irish 

adolescents may join the summer camp, but any acts of socialising are purely transactional and 

merely exist within the camp and host home confinements.  

6.3. Ethnography of Teenagers ‘Doing’ the Experience 

We have heard teenagers discursively construct their understanding as to why they are at the 

camp, how they are learning English, and how they contextualise this experience. In the 
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following section I will present a day of fieldwork at the AIR which allows me to zoom in on 

young consumers in a linear and more natural way. Due to restrictions of space, I have split the 

larger extract into smaller snapshots; however, they can, and must be read in this linearity. 

Moreover, while there are several interesting threads throughout the account, for the purpose 

of this chapter, I will limit my analysis to what is specifically pertinent to children ‘doing’ and 

‘consuming’ the experience, in relation to the discourses we have seen up until now. 

6.3.1 12:01: Picking Your Seat on an International Train 

On Friday, 19th of July, I had arranged to meet the coaches to take the train from Fintan to 

Mara; another affluent coastal town near Fintan. The group was travelling there for the 

highlight of the week; that afternoon they would be playing their Friday match on a local rugby 

pitch which had been lent to the AIR for the occasion. As I heard the train being announced I 

could see 25-30 players accompanied by two coaches come running toward the station. One of 

the coaches immediately went through the ticket barrier to hold the train doors open while the 

other coach made sure the large group validated their travel cards and got on board. As we had 

some 10 minutes to spare, I began talking to the coaches.  

Friday 19/07/2019 

I ask for the coaches to suss out who the Spanish kids/ Catalan kids are in the group. He tells me that 
they would describe themselves as Spanish here at the camp anyway, said with a facial expression 
that suggested he was giving me inside information “that they wouldn’t “dare” make that distinction 
here up against the rest of Spanish kids”. Then he said that all the boys from Spain said they were 
from Spain and gave the Bilbao boys as an example.  
 
[...] 

The coach then goes on and asks the three boys sitting behind us (who were from BCN) if they 
considered themselves Catalan or Spanish. This is a question I would never have asked them, but yet 
was eager to hear their opinion as it would help me understand how they felt within the clear racism 
in the camp. They didn’t answer straight away, and one ventured first: 

Boy 1: “it depends, if you ask me here then I will tell you I am from Spain, but if you ask me there it’s 
different” 

Boy 2: “yes, it’s like a place, Catalonia is a place like the Basque country is, so yes” 

Boy 3: is quiet, so I ask him his thoughts and he tells me “same [as boy 1], it’s different”. 
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[...] 

I tell them I live in Barcelona and they go “uala!” as if they can’t believe that a part of Catalonia is in 
tiny Fintan.  

Then, Boy 2 turns around and says in Catalan: “then why are you talking to us in English?” 

Me: because I’m Irish! And I’m here trying to understand sports and languages. 

All: “a vale vale” 

Irish boy (Corey) is on his own. Looking for friends. He sits with the Irish later on, despite huge age 
gap. 

Girls also stick to their own. 

Excerpt 20 

Train rides, like lunch time, provided great opportunities to see how, when not classified in 

rugby groups for playing, the camp attendees organised themselves socially. As we saw in the 

previous chapter, these groups were mostly L1-based, with the additional filter seen here which 

is gender, all of which become most evident when they have to pick a seat on the train. Contrary 

to parental aspirations, when the teenagers are left to their own devices, interactions and 

friendships take place with players of the same origin and/or mother tongue, not with locals 

and in English. 

6.3.1.1 Catalan-Spanish Boys: Doing Nationality at an International Camp 

The conversation with the three boys shows that a question such as identity at an international 

camp which relies on imaginaries of the nation-state is one that these Catalan-Spanish boys are 

uncomfortable with, but also one that they have most probably had to face during their stay. 

Furthermore, it also demonstrates that, at their young age, they are very much aware as to how 

to perform in this setting abroad: what to hide, why, and how to pull on different discourses 

such as territory (“Catalonia is a place like the Basque country is, so yes”) in order to keep the 

peace. 
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6.3.1.2  Irish Boys: Being the Minority in an English-Immersion Camp  

In a sea of other European nationalities, the local Irish boys are, once again, the minority. At 

the time, there were only around four Irish kids attending the camp; the two young brothers on 

their phones in chapter 4; Corey, a sweet 15-16 year-old-boy with Autism; and Michael, a very 

quiet 17-18 year-old-boy who often lingered around the coaches and avoided conversations 

with everyone. As we can see in my field notes, Corey sat alone on the train. With the two 

young brothers entertaining themselves at the end of the train carriage, and older boy Michael 

avoiding interaction, Corey had nobody else to sit with.  

At this camp, it was not just the international players who had to, quoting Josep Torres, 

‘find some Irish person with whom to talk to’, but the scarcity of English speakers at the camp 

entailed a very real struggle for the actual locals themselves. Nevertheless, Corey did not give 

up and, after looking around at the other players for a while, decided to go and sit in silence 

beside Michael. What this evidences is that, although the camp prides itself in the company 

discourse as being an international camp where friendships between players is a selling point, 

the Irish locals themselves (despite their commodified depiction), were in fact excluded from 

these due to their English L1 and sparsity in numbers. In a train carriage full of players, the 

majority of which sat in large L1-based groups, the local boys were linguistically incapable of 

accessing these and, as a result of this exclusion, were forced to group among themselves, 

despite evident differences in age and personalities.   

6.3.1.3 Female players: Gender and Marginalisation 

The girls at this camp were, as we can see, also a minority. At the time, there were merely three 

female players attending; two 16-17-year-olds which were friends and had attended the AIR 

camps on various occasions, and Serena; a 15-year-old black girl from Germany who also 

appeared in Chapter 4. I had met the girls briefly on my previous day of fieldwork in the ladies’ 



90 
 

toilets. While Fintonian’s rugby club had changing room facilities, these were only for males. 

In practice, this meant that girls had to get changed in the female bathroom. Our interaction 

was very short as I simply said ‘hello’ to them when entering and made a passing comment 

about them getting ready to play in the bad weather. Yet, I immediately felt that this 

acknowledgment came as a surprise to the girls judging by their facial expressions, and their 

very cheerful response. 

 This brief female connection must have been of relevance as, after exiting the train 

station at Mara the next day, Serena quietly caught up with me and walked by my side with an 

eager determination to interact as we made our way toward the rugby field. Feeling 

uncomfortable with the ethical implications of speaking to her while she clearly wanted to 

speak to me, I chose to make general small talk with her. Almost immediately, Serena began 

to tell me that she was finding it hard to make friends at the camp and that she thought this 

camp “was to speak English”. She explained that she was staying at the same accommodation 

as the Catalan boys from the train (something which Arnau and Otger, who apparently lived 

with her, never disclosed the next day in our focus group) and was doing the “+English” 

package. As such, she attended SCE classes with other rugby boys. She was fairly fluent and 

clearly motivated to speak English. However, it was evident that, based on her surroundings, 

she was not able to put this to use at the camp, contrary to what she understood was its purpose. 

Over the next week, Serena would continue to quietly wander near me seeking 

conversations. Unfortunately, after the second half of the following week’s Friday match, 

Serena came off the pitch, lay down beside me on the side lines and broke into tears. Serena 

(14), who was one of the most powerful players in the mixed -18s, had been rebuked by the 

referee for going into a tackle too strongly. When the other two girls saw her crying, they came 

over to see what had happened. Although she had just explained the occurrence to me, she told 

them that she was fine, “that it was just her asthma”. 
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Serenas’s story is that of a player whose “Rugby+English” experience paled in 

comparison with her aspirations and understanding of what the camp would be about. She was 

not the only female at the camp; however, she was the only black female player that happened 

to be stronger than most of her teammates. Moreover, this was her first time attending, while 

the other two were ‘veterans’ and, as such, hung out around the coaches, instead of with 

younger Serena. Similar to the case of the Irish boys; Serena was not just underrepresented as 

a female player at a male-dominated camp but was also completely marginalised within this 

category. What Serena expected was high-quality English and Rugby. Exceptionally, however, 

she was too good for the English available, and too strong for the rugby game.     

6.3.2 12:54: An Irish Match with a French Spirit 

We arrived at the camp and two main groups were formed based on their level and the rugby 

field was divided up so that two separate matches could take place. The lower level, made up 

of mostly -16s and coached by Jacob, were allocated to the far back of the grounds, whereas 

the higher-level players were on the central grounds where they could be professionally filmed 

for the company’s YouTube channel. I chose to observe the main match along with the other 

coaches. Once everyone was out on the pitch and the two teams were selected, Brennan, who 

acted as referee, lined up both teams up on each of his sides and began singing the Irish national 

anthem. However, as nobody was able to join in, he was quickly forced to switch to ‘La 

Marseillaise’, to which a large number of participants then began singing along.  

6.3.3 13:55: The Anxieties of a Local Irish Mother 

While I was engrossed watching the match, an Irish woman in her late 30s arrived and stood 

beside me. Soon we began chatting and she told me how, for her and her 9 children, rugby had 

become an important part of their lives. As I found out, she was the mother of the two young 
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Irish brothers and, as the youngest had been very heavily bullied at school, she was very 

anxious for him to do well at the camp. 

“It’s my summer holidays but yet here I am.” She is there both to see her boys play and “keep an eye 
on a few kids from rugby at her school”. She appears to feel personally responsible for the irish boys. 
Is this because she knows they are left aside? Thinking about her comment when she said that she 
would like to have more irish kids mixed into the camp. 

Corey has special needs. Very sweet but forgetful. 

Excerpt 21 

Aside from coming to see the Friday game, this mother would check in at the AIR from time 

to time, watch the players train for a few minutes, banter with the coaches and leave. She 

explained to me that she worked at a local school on the peninsula where she also had some 

say in its rugby programme. What is particularly relevant in this account is the sense of 

responsibility she —as a local mother bringing her local children to the AIR— feels toward the 

Irish boys attending. Her concern was such that, even during her summer holidays, she felt 

compelled to “keep an eye on a few kids” from her school apart from her own two boys.  

6.3.4 14:33: An Unsuccessful Real Situation 

I, like many alongside me, watched the match from the side lines. Some of these were teens 

waiting to play again, the coaches, the cameraman, as well as attendees whose stay had come 

to an end and were waiting to be taken to the airport after the match. These were changed out 

of their rugby coats and stood by their luggage pile. For a while I could hear two young teenage 

boys prepare their lines for an interaction in English with Nevin, the company manager who 

would be driving them to the airport. 

“You need to talk to me! Do you use words?” Nevin shouts at them.  

Two boys from Alcala (14?). They are taking the plane back mid-match and I can hear that they are 
nervous about the time passing and are asking each other if Nevin is aware of the time. This chat 
goes on for some time, a few minutes, until they go up to him and want to chat. For some minutes 
they are trying to remember his name. When the time comes to talking to him, the boy with the 
question, shorter boy, goes quiet. His friend doesn’t really help him, so Nevin gets very angry. When 
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they walk away, after an unsuccessful encounter, the taller boy says “porque no le has hablado tio?” 
(“why didn’t you speak to him man?”). 

Excerpt 22 

Despite the lengthy preparation and negotiation of who would speak, the interaction was 

unsuccessful as the boy given the task to speak to Nevin went silent as soon as he opened his 

mouth and was, therefore, not able to express himself. Nevin misread the situation and angrily 

shouted back at the boys that, if they wanted to talk to him, they would have to “use words”. 

What is interesting here is how the kids strategize communication with the company by 

organising themselves in terms of who speaks the best English in the same way that parents do 

as we saw in chapter 4. Moreover, being able to ask a native speaker for something has 

appeared through the discourses of parents and children alike as a “real situation” where one 

has to “espavilar” abroad. Here, however, this is an unsuccessful attempt that ends in reproach. 

The overuse of “espavilar” across stakeholders has made it a ‘wildcard’ that both 

infuses imaginaries of the experience, but also masks critical realities of these: for two 14-year-

olds abroad who are worried they will miss their flight home, approaching the general manager 

of a company to see if he remembered that they need to leave is no small feat. In fact, it would 

probably be a challenging task for any adolescent to do in their native tongue, let alone in a 

language they are not proficient in. This episode shows the ‘romanticisation’ of ‘espavilar’ 

which is clearly overlooked in the parental and company discourses: to be able to “espavilar” 

one must first have a certain level of English beforehand, as well as the (linguistic) ability to 

navigate situations of significant power imbalance such as the one here.  

6.3.5 15:25: Representing Ireland and Being Irish 

Towards the end of the main match I began to hear commotion in the woodland area behind 

the pitch. The -16s had finished earlier than the older group as their match was shorter, 

according to their rugby level. Most of these young players joined us at the side lines to relax 
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with other players, who were typically from their country. This was not an option for the Irish 

boys as the only two other Irish kids at the camp were currently playing in the match. 

The noise came from the two Irish brothers who, out of boredom, began to dangerously 

play with branches they were pulling off trees and throwing into the river below. Given the fact 

that their mother had left by that time and that nobody else was paying attention to them, the 

referee called the Head Coach’s attention from across the pitch by saying that “the Irish boys 

are messing”. In general, the coaches knew most of the players’ names and/or had playful 

nicknames for them. As such, when a player was called out, they were called out by these 

names. In the case of the two Irish brothers they were ‘Othered’ by first being called out by 

nationality, and then by name, as origin was their most salient feature at the camp.  

Finally, at 15:30, the coaches indicated that the match was over, and proceeded to call 

all players to come over for a group photo. Consequently, a herd of worn-out teenagers made 

their way towards the goal line to get into position for the photographer. All except the Irish 

boys. Michael and the two young brothers had stayed behind, watching everyone gather around 

for the picture. Seeing that they were still sitting on the grass, one of the coaches shouted: “you 

too!”. This group photo was a weekly event; at the end of Friday matches, the entire camp 

stood for their picture to be taken, which would then be sent out to families and posted on their 

social media feed. Evidently, for the three Irish boys, the camp and its representation were not 

things they considered themselves to be a part of.  

6.4. Chapter Discussion 

In this third and final chapter we have heard and witnessed how young mobilised teenagers 

‘do’ a “Rugby+ English” experience abroad. Through interview data and following a linear 

day of fieldwork at the camp, we have gained insight on how teenagers made sense of their trip 

to the camp and what it meant for them to consume the product, in relation to the parental and 



95 
 

institutional rhetoric presented in the previous chapters. Moreover, we have seen through 

stakeholders’ discourse and actions, how at this camp, players are systematically categorised 

as typical or atypical, and are, thus, either included at the camp or excluded.   

 Despite their youth, young attendees had complex understandings as to what they were 

doing there; to play rugby and learn a “little bit of English”, and how this was to be acquired; 

through interactions with native speakers within the host family, and by simply being at the 

camp. That is, their discourses on language learning and imaginaries of Ireland as an EFL space 

was similar to that of their parents. Nevertheless, there were some important differences 

between investors and consumers. While strategies played an important role in both cases, 

those that parents valued for their children entailed maximising speaking opportunities with 

natives through friendships and non-traditional host families, whereas their children were 

significantly more pragmatic about communication in English: it is to be used when they want 

something from hosts and using technological tools such as Google Translate is a good option 

to optimise interaction when stuck for words. 

 For the boys, the value of this product from an EFL perspective was its immersive 

method of acquisition. As opposed to studying vocabulary and grammar at school where they 

simulate scenarios to provoke student interaction, interactional experiences at the AIR are real. 

That is, the linguistic ideologies these young teens draw on compare to parental discourses in 

that they positivise native-speakerism and nation-state authenticity rhetoric, while contrasting 

these with the boring, ineffectiveness of traditional EFL classes back at home. Furthermore, 

Arnau remarks that what is exceptional about this camp is there is no right way to use English. 

Discursively, by leaving the linguistically regimented language learning classroom and through 

consuming a purchased EFL product, he gains the freedom to use the language without facing 

corrections. 
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 In generalised terms, the trajectories, discourses, and the ‘replicability’ of their 

narratives across camp attendee profiles, show that Arnau, Otger, Pablo, and Pol are 

prototypical consumers of the “Rugby+English” package at the AIR. While nationalities may 

vary, profiles such as theirs were what I observed to be the norm at the camp. This became 

evident in the overall representation of them in photographs and inclusive language; unlike 

“the Irish” or “the girls”, prototypical consumers were mostly known by name, not by gender 

or nationality.  

Within this group, however, we can see how social class and age play a role in how the 

experience is conceived and consumed through the accounts of Pol and Pablo. As 18-year-olds 

coming from middle to working class backgrounds, they valued the opportunity to learn 

English more openly and seemed to have incorporated discourses of self-deprecation and 

responsibility for their level. For instance, as we have seen, Pablo was one of the few rugby 

players at the AIR who made an effort to use English as much as possible and often verbally 

showed his appreciation of the opportunity to connect with others, particularly the host family. 

Pol, on the other hand, is very critical of his 14-year-old self by holding himself accountable 

for being shy and finding interactions challenging at the start of his first stay. In the case of 

(upper)-middle class Arnau and Otger, through their more flippant view of the trip compared 

to Pol and Pablo —particularly regarding interactional opportunities—, indicates that they 

consume the experience as ‘an’ experience; one that precedes and follows others like it. 

The accounts of how these young mobilised teens imagine the context of Fintan for 

their “Rugby+English” stay, provide precious insights into the youth scene in the area. We 

have seen how local adolescents are entirely commodified as speaking partners and entertainers 

for incoming students. Yet, these do not appear to gain any benefits from their host-sibling 

labour. Through the voice of the host sister we learn how, outside of the “contractual 

agreements” of the host home, locals collectively regain their socialising and interactional 
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agency through policies that exclude the integration and romantic involvement of internationals 

within the local community. Their resistance shows the limitations of immersion and EFL 

touristic holidays: students may be treated as one of the family, but the local youth will not 

allow them to ‘pass’ as such.  

Through both interview and ethnographic data, we have seen how the young players 

categorised themselves or are categorised at this rugby summer camp based on their language, 

country of origin, and gender. We have witnessed how they use strategies to dress themselves 

abroad, to navigate difficult questions such as identity, as well as organise themselves when 

preparing to speak to natives, such as the unsuccessful ‘espavilar’ scene where, due to language 

barriers, the boys from Alcalá were unable to speak to the General Manager. That is, we have 

seen how these young teens navigate ‘real’ interactional situations with native speakers abroad, 

the success of which contend on age and level of English. Notwithstanding, parents and the 

company clearly overlook these more challenging realities of the experience as they are swept 

under umbrella rhetoric of ‘immersion’ and ‘espavilar’.  

We have once again observed throughout this chapter how there are few opportunities 

for English interaction at the camp and that native speaker attendees are a minority. 

Furthermore, we have been given insight into the atypical profiles of the local children who do 

attend, and how a local mother feels the need to “look out” for the Irish kids due to a lack of 

diversity that is inclusive to Irish children. If inclusion at the camp is what this mother was 

hoping to find for her son after his devastating history of being bullied at school, this is 

something neither her nor her sons found at AIR. Evidently, despite being commodified across 

company and parental discourses, this camp is not for locals. That is, despite playing an 

important role in the construction of imaginaries of the camp, the Irish attendees are visibly 

underrepresented and overtly ‘Othered’ at the site.  
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Finally, through the story of Serena, a 14-year-old girl black German player, we have 

seen how her expectations of a “Rugby+English” summer camp in Ireland fell apart when she 

was too good for the English available and too strong for the rugby game. She was the youngest 

out of three girls and was more powerful than most of her fellow players despite her age. Due 

to her alienation and desire to communicate with someone in common-tongue English (there 

were few Germans at the camp and certainly no female Germans), she consistently sought me 

out for interaction. Serena was unquestionably underrepresented as a female and her atypicality 

at the camp led to her marginalisation. Hers is the story of an ‘unsuccessful’ EFL abroad 

experience from the perspective of a mobilised teenager who was exceptionally too good for 

the product and faced restrictions due to her gender. 

7. Discussion and Conclusions 

The goal of this Master’s dissertation was to shine light on young Spanish mobility in new 

contexts of EFL immersion education as practices of distinction and the new way to acquire 

the language, through attending a “Rugby+English” summer camp in Ireland. The three 

analytical chapters have, thus, explored the camp experience through the narratives and 

discourses of various stakeholders, as well as through my ethnographic engagement with the 

camp.  

We have seen how families rationalise decisions to send their children abroad based on 

what they believe the experience can ‘do’ for them. What has become evident is that, while 

English is deemed at the core of these new packages, ‘EFL-abroad’ is an umbrella for a 

multitude of hopes and aspirations. Investing in a summer camp that includes rugby and 

English is depicted as a saving grace that grants an English learning opportunity that 

simultaneously relieves family tensions by fulfilling their various aspirations of ‘espavilar’, as 

well as creating by-extension circumstances for parents to also ‘join in’. As such, the discourses 
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surrounding rugby and English packaged experiences are at the intersection of good parenting, 

EFL, the experience economy, and tourism, indicating that their function goes beyond that of 

simply satisfying the “obsession with English”.  

Moreover, through the parental accounts, we have been able to see how families seek, 

strategize, and pursue “Rugby+English” investments depending on their priorities and budgets. 

While some focalised on the ‘win-win’ angle of the investment, for others the financial aspect 

and “getting a great deal” was a dominating narrative. Furthermore, we have seen the 

importance of ‘word-of-mouth’ currency in the circulation of the camp’s product among 

potential investors, which, once a bargain such as AIR has been discovered this becomes a 

closely kept secret at the risk of the company raising its prices. 

Then, we have seen how a small, community-based rugby institute has responded to 

the growing demand for English tourism products over the past decade by constantly adapting 

its brand to the rapidly evolving seasonal consumer imaginaries, desires, and the Irish national 

rugby season. However, by transitioning into the EFL market, the company has become 

vulnerable to the precarious nature of the tourism sector such as its high staff turnover rate and 

reliability on international mobility.  

In chapter 5 we looked at the consumption of the experience understood within 

language ideology and EFL immersion rhetoric as well as the blatant dissidences between 

desired imaginaries and observed practices of the experience that showed how what I was 

observing, was a “three-dimensional”, fully-fledged import-export business for international 

players where players ‘lived and breathed’ in the native context. Here, instead of learning about 

the target language and culture from afar, these participated in its daily life. 

When parents imagine their child’s English experience in Ireland, what they argue to 

be purchasing is immersion. This is based on language ideologies where English is learnt 
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naturally in the native land, which is in direct opposition to cumbersome, traditional EFL 

products, such as attending language schools, offered back home. This immersive language 

experience, moreover, is considered to have a transformative effect (Xiong & Feng, 2018) , 

where not only English is improved, but there is a ‘before and after’ where ones’ inner 

monologue can be converted to the target language.   

Furthermore, there are immersion experiences which are considered more successful 

than others, and that one can “get lucky” depending on the host family they are placed in. What 

constitutes as an optimal immersion experience, thus, is the abundance of English-speaking 

opportunities and the chance to establish friendships with natives. English is, thus, depicted as 

agentive with its spirit, or ‘soul’ (Heller & McEllhinny, 2017), belonging to the Irish landscape 

and people. In this sense, EFL-abroad not only perpetuates native-speakerist discourses but is 

fundamentally hinged and dependent on the ‘fetishization’ (Schieffelin et al., 1998: 16) of 

these.  

 The company’s position, however, regarding language acquisition is unclear. Despite 

claiming that camp will involve an English improvement featuring on its website, the fine print 

explained by the Company Manager defers language acquisition to purchasing the more 

expensive “+English” tier. Nevertheless, the coaches themselves also reproduce immersion 

rhetoric. This suggests that immersion, in these EFL spaces, is a multifaceted yet under-defined 

concept which evokes specific imaginaries and ideologies that works on various levels for both 

the company to sell the product, and parents to justify investing in it.  

Nevertheless, monolingualism clearly prevailed within L1-based groups of players and 

English was, in fact, the minority language. The amount of English heard on the site was 

infrequent and also poor in terms of quality with buzzwords constituting the majority of pitch 

interactions which were arguably only truly useful in the case of older players who had prior 
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knowledge of these. This illustrates is that the imaginary of what playing on an Irish field 

entails and symbolizes is the prevailing discourse across stakeholders, overshadowing any 

potential limitations this may cause. This was also the case for the young boys from Alcalá in 

chapter 6, where the children’s linguistic proficiency was not taken into consideration within 

the framework of ‘espavilar’ abroad. Therefore, what appears to be foregrounded is that the act 

of ‘going to’ and ‘being in’ Ireland with Irish natives is the predominant ‘gain’ in this 

experience.  

Finally, in chapter 6 I attempted to unpack how these young mobilised rugby players 

made sense of their trip to the camp and what it meant for them to consume the product, in 

relation to parental and institutional discourses. Through the accounts and ethnographic 

snapshots of various players, we saw how there were ‘prototypical’ and ‘atypical’ camp 

attendees. These differences were, one the one hand, based on factors such as their 

conceptualisation of the experience and consequent performance of this, as well as their 

representation at the camp.  

Despite their youth, young attendees had complex understandings as to what they were 

doing there which was similar to those of their parents and the company. The broader rhetoric 

of the purpose of a “Rugby+English” experience found in the accounts of Arnau, Otger, Pablo, 

and Pol within the camp context showed these four boys as prototypical consumer profiles at 

the camp. This was further evidenced in the inclusion of such profiles in the company discourse 

and imagery. As became evident in the chapter, prototypically profiled players were called out 

by name, not gender or nationality as opposed to “the Irish boys” or “the girls”.   

Within this prototypical group, however, we can see how social class and age play a 

role in how the experience is conceived and consumed through the accounts of the four boys. 

For Pol and Pablo, 18-year-olds coming from middle-to-working class backgrounds and about 
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to enter higher education, they valued the opportunity to learn English more openly and seemed 

to have incorporated neoliberal discourses of self-deprecation and responsibility for their level 

of proficiency. That is, following Martín Rojo’s (2019) analysis of university students’ 

discourses, they saw themselves as “subjects under construction, responsible for their own 

transformation, and hence involved, through self care, in a persistent search for personal 

improvement” (p 163) in order to “ensure their own profitability” (p. 178). In the case of 

(upper)-middle class Arnau and Otger, however, they seemed to consume the experience as 

‘an’ experience; one that precedes and follows others like it. Furthermore, they both contested 

the native-speaker hierarchy as Arnau states that there is no ‘right way’ to speak in Ireland, 

implying the linguistic freedom consuming the product has granted him, and Otger reflects that 

the experience has made him realise that he can speak English. These findings are in line with 

Sunyol’s (2019b) data on affluent teenagers within the context of international education where 

one’s socioeconomic background and socialisation grants a certain liberty of language use that 

does not strictly adhere to the systemic constraints of native-speaker ideologies. 

Minorities such as locals and females stood out in both discourse and practice at the 

camp. While the product was constructed inclusively as a unisex camp for international players 

where players could improve their rugby and English by playing alongside and making friends 

with locals, my data evidences that this is far from the camp’s reality. Girls and Irish locals 

were ‘atypical’ profiles lacking in representation at the camp. Furthermore, despite the product 

being sold and construed as a “Rugby+English” camp, the presence of English is scarce and 

those who rely on it for communication (Serena and the Irish boys) are, in fact, marginalised 

due to its lack of use.  

 Camp attendees imagine the context of Fintan to exist for their consumption in line with 

the parental and company discourses. Nevertheless, we have seen how the local teenagers 

regain their agency beyond that of their commodification as native speakers through acts of 
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resistance. This illustrates how the local context reacts to the mass mobilisation of incoming 

EFL students, particularly when this is non-beneficial to them. Furthermore, boundaries set by 

the local youth shine light on the limitations of passing when consuming an EFL touristic 

holiday.  

 What this project illustrates is that the value of English is highly complex in EFL-

abroad contexts such as the one observed. On the one hand, the anguish that Spanish families 

feel towards ‘having’ English has created a vast EFL monopoly. The raison d’etre for products 

such as a “Rugby+English” summer camp within the EFL market is, at least at face value, to 

provide contexts for English acquisition for those who have the means to invest in them. As 

such, these EFL experiences are systematically built on native-speakerism and the complete 

commodification of local native inhabitants. Nevertheless, as my data shows, the power 

dynamics at the actual site are, in fact, reversed, to the extent that local natives are marginalised, 

and their English is rendered valueless. Therefore, the act of consumption and being in a 

position to consume the target context in this manner becomes one of the most valuable aspects 

of the experience; ‘doing’ a “Rugby+English” summer camp in Ireland entails ‘being’ a certain 

type of individual who “stays ahead and stays relevant” through capitalising experiences such 

as these.  

This project has tried to bridge several gaps in the literature concerning; Spanish family 

language policy decisions regarding a language that does not belong to the family’s linguistic 

repertoire; very young mobility for EFL abroad within the context of immersion experiences; 

the role of age, gender, and social class in the propagation of neoliberal discourses of self-

reliance and linguistic anxiety; and the local perspective on the volume of young EFL mobility. 

Moreover, by taking a multi-site ethnographic approach, this dissertation contributes to the 

field of critical ethnographic sociolinguistics.  
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7.1. Further Research 

The goal of this dissertation’s data collection was for me to enter the field of EFL abroad and 

being an exploration of ‘what actually happens’ in these highly sought-after ‘black box’ 

immersion spaces. While I managed to gather a large quantity of data at the camp, there are 

still several lines of interest that I would like to pursue further. These would be the role of affect 

in study-abroad contexts and a deeper exploration on teenage perceptions of study abroad/ EFL 

abroad in connection with their socioeconomic backgrounds and gender. I am particularly 

interested in pursuing how young teenagers begin to take responsibility for their English in 

neoliberal terms and how this influences how they consume EFL products and experiences and 

how they later convert these in terms of valued capital upon their return. To this extent I would 

like to try other collection methods when working with minors such as the use of diaries and 

more collaborative tasks. 
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9. Appendices 

Appendix A: Original Versions of Extracts 

M: perquè aba:ns/ com que començava la E:SO:\ i a la ESO ja eren molts ca:nvis\ i feia molt espo:rt\ i anava 
molt saturat/ jo: mes saturar-lo/ no:\  

E: mhm 

M: i::- i: vaig- i arrel dels (.) campus/ tambe va veure pues mira:/ (.) pues l’anglè::s ha vist que realment/ és molt 
més important i que és (.)- em- em puc comunica:r/ a::mb molta gent/ diversa/ que no és lo que et penses quan 
estàs aquí/ 

E: sí:: 

M: i aquí ho va cedir\ que::- 

E: ah\ 

M: perquè al principi era com atossigar-lo molt (.) no/ 

E: [ah va:le\ no ja t’ente:nc\] 

M: [no no no perquè vaig molt lia:t/] perquè- no el volia atossigar perquè es una edat així una mica complicada/ 
i: al posar anglès era com (.) ostres (bueno Pol)\ i vaig pensar bueno pues als estius que vagi/ que surti/ i quan 
deixi de sortir pues ja posarem- i sí sí llavors quan ja no va volguer repeti:r/ bueno pues posem un professo::r- 

E: a vale [al tercer any es-] 

M:    [particula::r/ que el tingués a::- a] l’acadèmia e::h/ anava ell alla/ 

E: mhm/ i si haguessis de destaca::r (.)- bueno la raó diguèssim- si haguessis de destacar una raó:/  

M: mmm/ 

E: principa:l/ (.) per enviar-lo:: a::- [aquests quinze dies/] 

M:      [a l’anglè:s\ perquè parlés anglè:s\] 

Excerpt 1. Margarita Aribau 31/05/2019 

M: home:: per l’anglè:::s (.) perquè no té res a veure/ quan tu estàs allà vint-i-quatre ho:res que:: estàs escolta:nt/ 
estàs sentit la fonè:tica tot aixè:: a veure:: ((condescending voice)) 

E: clar\ 

M: jo de vegades trobo que et fa més profi:t/ en aquestes eda:ts/ jo\ per l’experiència que tinc en altres nebots 
que tambe ho han fet però amb més extens (.) eh/ que- que vagis cada setmana ((lightly banging on table)) amb 
una acadèmia que de que vegades acaba::- 

Excerpt 6. Margrita Aribau 31/05/2019 

M: i de fet deiem bueno i vaja anglès/ perquè aveure- jo també- a la meva èpo- quan era joveneta també vaig fer 
un intercanvi amb una nena de França una nena:\ va venir a casa meva/ 

E: hm 

M: i després jo vaig anar alla:\ jo recordo/ vaig pujar a l’autocar/ a la tarda/ i deia bonjour/ aixo buenos días/ que 
no es diu per la tarda\ és a dir\ no tenia ni idea:\ i: després/ (vaig anar poc eh) pero (.) acabes parlant amb tu 
mateixa:::/ perque jo en veritat/ amb l’idioma d’allà\ 

Excerpt 7. Maria Molina 11/07/2019  

J: / i la veritat és que:: (1) bé\ bé bé- a nivell d’anglè:s/ (1) ((tuts)) be:: pero::: (.) clar (.) has de comptar que en 
el campus hi ha nanos de tota la::- de tots els països (.) hi havia italia:ns / [Hi havia: uns d’aqui de barcelona:\] 

E: [a val]    val 
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J: i es va ajuntar mes aviat amb aquests\ (1) però/ tot i amb això/ ((tuts)) aviam\ el fet d’haver-se d’espavila:r/ a: 
aquest té un nivell (.) força bó d’anglès/ i perta:nt (.) li va anar bé com a experiència\ també és veritat que 
l’escola on està ara/ a::l pri- a finals de l’any: passat/ es a dir al final del primr trime:stre/ van anar a passar un 
mes al Estats Units/ 

[...] 

E: quines diferències: (.) destacaries\ diguèssim\  

J: e:::h (.) aviam (.) el rugby::: / l’objectiu era ana::r / a aprendre / a un club que:: és un club d’elite / I anar a 
aprendre rugby / amb l’experiència d’estar amb un grup de gent / nova (.) que coneixia / i que probablement (.) 
podría haver-hi algú: que podría- que parlés amb ell amb anglès / de fet hi va haver gent eh / Ell va interaccionar 
/ en anglès com a mínim a:ls entrenadors de:l- de les dues setmanes / 

Excerpt 8. Josep Torres 25/06/2019 

M: i al segon a::ny/ hi havien nens del país vasc\ a la casa on anava: 

E: a la mateixa casa\  

M: a la mateixa casa\ si\ 

E: i això va ser un problema o/ 

M:=no\ no no no què va\ 

E: [vale (.) i el fet de-] 

M: [NO PERQUÈ COM A LA CASA EREN] ANGLESOS/ HAVIEN DE PARLAR AMB ANGLÈS\  

E: amb la familia 

M: cla:::r estaven alla::/ tota la casa/ i::: al segon any va haver-hi una fase- una familia/ ((tuts)) molt obe::rta/ 
molts me::mbres/ i quan no en troba un tiet en troba un altre\ vull dir que (.) sempre hi havia gent en aquella 
casa i li anava be perque hi havia gent que xerra més\ 

Excerpt 9. Margarita Aribau 31/05/2019 

E: a nivell d’anglès / ell que diu q- o sigui c- on va aprendre més diguèssim /  

J: home (.) SEGUR que a Estats Uni:ts (.) segu::r perquè cada nit sopaven amb la familia / parlava- es va fer 
molt amic d’un dels germans- 

E: hmm 

J: d’allà: /   

E: hmm hmm 

J: e::ncara ara es- s’intercanvien whatsapps i ta:l / pertant::: (.) jo crec que per APRENDRE aprendre / 
L’experiència d’Estats Units 

E: allà: 

J: molt millor / I per- tambe pel fet de que: (.) éren quatre setmanes / seguides\ mentre que la l’irlanda van ser 
dues setmanes\ 

Excerpt 10. Josep Torres 25/06/2019 

P: llavo:rs al 2015/ era com (.) algo nou/ perque (.) sortia de casa/ i (.) no sé m’anava so:l\ bueno m’anava amb 
uns amics pero (.) m’anava a casa d’uns- d’una- d’uns que no coneixia de res/ 

J: hm 

P: i bueno (.) era co:m (.) una (mica impacta:nt/) (.) i al principi era (.) estava molt tí:mid i tot/ que (.) em 
costava: relacionar-me/ pero bueno (.) mes endavant em vaig anar (.) e::m (.) com es diu\ 

J: [si bueno] 
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P: [soltando] 

J: si\ no se (.) integra::nt/ deixant-te ana::r/ 

P: si:\ (.) i bueno (.) e::h (.) llavors m’ho vaig començar a passar molt bé::/ i vaig estar un mes alla/ i bueno (.) 
com a experiència va estar molt bé el primer any/ i:: (.) bueno molt divertit to::t/ el rugby:/ a- els llocs que vam 
visita::r/ i tot/ i al segon any::/ e:m (1) s- e- sabia més anglès/ i s- anava més segu::r/ 

Excerpt 17. Pol Molina 12/07/2019 

O: si bueno el que jo noto és que aquí / pues són més tímids (.) tothom 

[…] 

A: s::-[sí o sigui  (.) la gent  (.) no s’obre] 

O: bueno alemenys  (.) per la gent de la meva edat / eh  (.) eh que viu aquí / és més tímida 

[…] 

A: bueno és que no és que siguin tímids esque no els agraden els estudiants (.) o sigui ens ho va dir la- [la la noia 
de la nostra casa] 

[…] 

A: sí::: o sigui que els estudiants als- als irlandesos que son d’aquí  (.) els xavals de setze anys / O de:: quinze o 
de l’edat que sigui / No els hi agrada que vingui estudiants 

J: és que- és que venen molts eh 

A: perquè vénen MOLTS estudiants això es lo prime::r\ i després bueno perquè (.) tema:: (.) per exemple (.) l’altre 
día ens ho va dir  (.) si aneu a alguna festa o algo / amb gent d’aquí / no aneu a per cap noia\ (.) perquè com 
sigui:::: una noia irlandesa que un altre tingui nosequè tindreu un problema\  

Excerpt 19. Arnau, Otger, and Pablo 26/07/2019 
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Appendix B: Consent Forms 

 
Consent Form 

 
Investigation for MA dissertation (2019) 
 
Topic: Sports and Languages: The role of sports in linguistic stays abroad. 
 
You have been invited to participate in this investigation. Your participation is completely voluntary. 
In order to comply with the code of ethics, the complete name of the participant will be confidential, 
and pseudonyms will be used instead. Moreover, any information that can lead to identifying the 
participant will also be avoided or replaced. As mentioned before, all the data collected during the 
investigation will be confidential. This data will only be used for scientific purposes and only the 
investigator (Jessica McDaid) and her thesis supervisor (Eva Codó) will have the right to collect and 
analyse this input. 
 
If you have any questions or comments you can contact the investigators of this study: 
 
Jessica McDaid                   Tel. 636669968                     jessica.mcdaid@uab.cat 
Eva Codó                                         Tel. 935812302                                         eva.codo@uab.cat 
 
_____________________________________________________________________________ 
Complete name of the participant                             Date                                                 Signature 
 
(In case of minor participants) 
_____________________________________________________________________________ 
Complete name of the parent or the legal tutor        Date                                                 Signature 
 
_____________________________________________________________________________ 
Complete name of the investigator                           Date                                                 Signature                  
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Formulario de Consentimiento 

 
Investigación para tesis de máster (2019) 
 
Tema: Deportes y Lenguas: El papel de los deportes en estancias lingüísticas en el extranjero. 
 
Ha sido invitado a participar en esta investigación. Su participación es completamente voluntaria. Para 
cumplir con el código de ética, el nombre del participante será confidencial, y se utilizarán seudónimos 
en su lugar. Además, cualquier información que pueda llevar a la identificación del participante también 
será evitada o sustituida. Como se mencionó anteriormente, todos los datos recogidos durante la 
investigación serán confidenciales. Estos datos sólo se utilizarán con fines científicos y sólo la 
investigadora (Jessica McDaid) y su directora de tesis (Eva Codó) tendrán el derecho a recopilar y 
analizar estas contribuciones. 
 
Si tiene alguna pregunta o comentario, puede ponerse en contacto con las investigadoras de este estudio: 
 
Jessica McDaid   Tel. 636669968    jessica.mcdaid@uab.cat 
Eva Codó   Tel. 935812302    eva.codo@uab.cat 
 
_____________________________________________________________________________ 
Nombre y apellido del participante   Fecha    Firma 
 
(En el caso de participantes menores de edad) 
_____________________________________________________________________________ 
Nombre y apellido del padre/madre o tutor legal  Fecha    Firma 
 
_____________________________________________________________________________ 
Nombre y apellido de la investigadora   Fecha    Firma                  
 

 

 


