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Abstract

In England, schools are now required to introduce a foreign language at primary
level, necessitating class teachers to teach a language in which they may have
little to no experience. At the same time, many catchment areas boast high

percentages of children who are fluent in more than one language.

The rising number of multilingual children in England’s schools in recent
decades suggests that this could impact on the classroom, particularly when it
comes to teaching foreign languages. However, few studies have specifically
addressed multilingualism in the primary school’s foreign language lesson.
There has been little discussion about teachers who are inexpert in regard to

the relevant subject knowledge and the difficulties they may face.

This study aims to investigate the role of children’s multilingualism when being
taught French as a foreign language in a Key Stage 2 primary school classroom

by a teacher with limited knowledge of French.

The study adopts an ethnographic approach employing observations, interviews
and language diagrams for data collection within a single classroom of thirty

pupils, all multilingual.

Findings suggest that the teacher’s language limitations and approach to
teaching may have a bearing on the classroom dynamics, specifically, the
reversal of the assumed expert-novice roles, and what | refer to as
windows of opportunity — for teachers and schools as well as for policy. The
findings also suggest that the children perform their identities differently

according to situation. While children could benefit from their multilingualism, it



was found that they have reduced possibilities for using all languages at their

disposal at school compared to home and community.

The study could contribute to a better understanding of multilingualism in the
mainstream classroom and may offer ideas for finding ways in which children’s
multilingualism can contribute to the learning process within the foreign

language classroom.
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(elapsed time)

transcribed speech

stage directions, contextual
information or background information

incomprehensible or unclear speech
overlapping speech

pause (longer than 2 seconds)
parts of the speech deleted

the time from the beginning of the

interview

To make the transcripts comprehensible and readable, | transcribed using
standard orthography and punctuation but have left contractions used by the
speaker. Further, | have included non-verbal communication such as laughter
and silences. Also, | have not included repetition, incomplete words, phrases
initiated and not completed, or non-lexical conversations sounds e.g. clears

throat, uuh, uh-hm and left these out (also see Section 5.4.2.2).
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1 How the journey began — autobiographical

outline and research questions

In this chapter, | would like to provide some background on leading
factors in my research journey and, in particular, key relevant stepping

stones in my personal life.

The chapter is divided into three sections. Section 1 discusses briefly
my experience teaching in a primary school in two different countries,
and how this background motivated me to want to conduct research
within a multilingual classroom. In Section 2, | link these experiences
and motivations to broad areas of the literature which have guided my
research questions and which | discuss in more detail in the literature
review. Also, | describe the research questions | refined over time and
discuss the specific terms | use and why | decided to use these, as well
as the approach | adopted. Section 3 describes the organisation of my
thesis. The chapter concludes with a summary of the three sections:
autobiographical reflections, the research questions and the outline of

my thesis.

1.1 How the journey began

My foreign learning experiences in school showed me the passion | had
for learning and teaching languages, and | realised that | could share
this excitement for learning as a teacher. Over the course of my English
studies at the university of Hanover, Germany, | noticed that the classes
were taught from a German-centric perspective, in German and with a

monolingual and monocultural angle. What | had not expected was that

22



in moving from studying to teaching, | was still confronted with a
monocultural norm in education (Pearce, 2012) despite studying a
foreign language and despite teaching multilingual children. My first
teaching post was as a primary school teacher in Hanover, Germany, in
a multilingual and multicultural diverse neighbourhood. While teaching
English, | became aware that the majority of pupils were not learning a
language for the first time, it occurred to me that German was their
second language and English, therefore, their third, however, nothing at
school pointed towards using the children’s languages for their learning
or at least encouraging them to speak their home languages on the
playground. In other words, it seems difficult for multilingual learning to
happen in the classroom where languages other than the national
language do not seem to hold equitable status. Further, as Agirdag
(2010) argues in his study on exploring bilingualism in a monolingual
school system in Belgium, that monolingual views are imposed on the
entire education system: policy makers, decision makers, teaching staff,
parents and pupils. Still today, in education monolingualism seems to be
the desired norm, and language diversity seems to be a problem
(Safford and Drury, 2013) and unfavourable for success, a concept | will
further discuss in Chapter 2 regarding policies and in the literature
review in Chapter 3. | reflected on my pupils’ facility with multiple
languages and wondered if their multilingual experience would inform

their learning of English as a foreign language.

After teaching in Germany for 1.5 years, | was offered a job in a primary

school in London where | worked for the next 5.5 years. The school was
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located in a very diverse neighbourhood in south London with a total of
36 different languages spoken across the pupils. Being a non-British
teacher with English as my second language gave me a unique
perspective from which to observe and interact in a multicultural space
and with multilingual children in an English school. During my time at
that school | assumed different roles: teaching assistant in Reception
class, cover teacher, being the first language teacher at that school to
introduce German lesson to pupils in Nursery up to Year 6. | also
became a class teacher of Year 4 and Year 5 and the coordinator of
Ethnic minority achievement, English as an additional language, and
Foreign language, being part of the senior management team.
Throughout the years | taught in London, my colleagues welcomed me
and willingly provided support in helping me to improve my English.
They sympathised with the fact that | was away from home. However, |
noticed that the same kindness and empathy afforded to me was not
extended to the many pupils at the school who also learned English as
a second or third language. | also found it surprising that most teachers
and teaching assistants were amazed at my ability to speak German,
English and some French and to teach classes in English as a non-
native speaker, and yet they did not regard with awe the same language
skills in the multilingual pupils. Still, the aforementioned notion of a
monolingual and monocultural ideology (Pearce, 2012; Safford and
Drury, 2013) seem to not make teachers see multilingualism as an
asset and resource for academic achievement for their pupils. | felt

uncomfortable and sad that these children were attending school in an
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environment where their home languages and cultures seemed to have

no place within the school.

When | entered the school for the first time, | had seen that the school
had a weekly greeting project on the newsletter. Each week the children
greeted each other in another language. Much later | realised that only a
few teachers supported this approach thoroughly, especially in the Early
Years Foundation Stage, and that the weekly greeting was more out of
habit than for real value and the appreciation of diversity. Also, |
became aware of multilingual signs around the school such as the
months and a few dual language books in some classrooms. But again,
| soon discovered that neither teachers nor pupils were actually drawing
on the children’s language resources. Languages other than English
seemed to be reduced to be used in non-teaching contexts and not
involved in learning i.e. register, greetings, celebrations or labels across
the school, which has also been discussed in Arnot et al.’s (2014) report

on school approaches to the education of EAL pupils.

Total language immersion helped me learn a great deal of English in my
first years in London, but at no point did | feel that | had to leave my
German identity at the classroom door. While teaching a diverse
classroom of children in London, | was reminded of multilingual pupils |
had taught in Germany and the school’s implicit expectation that
German would be the only language spoken in the school. The notion of
monolingualism in education settings has been widely discussed and
will be further addressed in the literature review in Chapter 3. Examples

include Chen’s (2007) study about the equality of learners in the
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mainstream classroom, Kenner and Ruby’s (2012) discussion about the
construction of monolingual identities, Arnot et al.’s (2014) report about
EAL in the mainstream school, Robertson et al.’s (2014) research on

the missed opportunity to make use of bilingual teaching assistants and
Sierens and Ramaut’s (2018) research about valorising home language

in the mainstream classroom.

Even though | had begun thinking about my pupils’ facility with multiple
languages back then, | wondered how | might have taught differently
had | been more explicitly aware of the children’s languages and the

language knowledge they brought to school.

Now in London, most of the pupils and myself had a trait in common:
We all spoke more than one language. However, the pupils’
multilingualism seemed to be an undetected asset to learning
throughout the school. Even though | began thinking about it, | did not
use their multilingualism in class either. Reasons could include little
understanding what an inclusive curriculum entails, for example
“challenging white norms in the curriculum” (Pearce, 2012, p. 470) or
not regarding children’s prior knowledge and multilingual experiences as
contributions for learning (Safford and Drury, 2013; Conteh, 2018b).
And while | disagreed with excluding other languages than English in
the classroom, | did not feel in a position which enabled me to influence
the school’s practice. This changed once | was appointed to be the
Ethnic minority achievement coordinator. However, this realisation
made me begin questioning whether a monolingual approach to

education was the most effective way to teach a linguistically diverse



class. My observations led me to further question the school’s lack of
support for using multiple languages in the children’s learning. | also
wondered whether that was the reason the children did not use their
home languages in the lesson. Not using home languages in the
classroom is complex and tied to many different issues such as
pressure of the curriculum in terms of performance and accountability or
language ideologies, social attitudes and beliefs by the dominant
monolingual group: policy makers, educators, community, parents and
pupils alike which | will discuss in Chapter 2 — language policies in the
English education system. In the same vein, Conteh and Riasat (2014)
note that maintaining monolingualism in the classroom is also
interrelated with the teacher’s professional insecurity regarding
language diversity in the classroom and thus the teacher’s professional
identity. Similarly, Sierens and Ramaut’s (2018, p. 308) data suggest
that teacher control “as a prerequisite for effective classroom and
learning management”, and the impossibility to maintain that in a
multilingual classroom, had an impact on first language use. On the
other hand, in an evaluation of a pilot project Raising the achievement
of bilingual learners in primary school, White et al. (2006) discuss that
besides teacher’s confidence or lack of understanding regarding home
language use, it was also parents’ resistance to their children using their
home languages. However, the report failed to state the reason for this,
which could suggest that they regarded English as the only legitimate
resource for academic success and might point to the extent that

monolingualism has been imposed on the education system.
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In assuming my role as part of the senior management team at my
school, one of my duties was supervising and collaborating with PGCE
(Postgraduate Certificate in Education) student-teachers at our school.
This brought me into contact with Dr Claudine Kirsch from Goldsmiths,
University of London with whom | shared my experiences and thoughts
about the multilingual primary classroom. | spoke to her about the
multilingual pupils at the schools where | had worked in Germany and
London, about my observations on learning the language of the
dominant culture as an additional skill set, and about the schools’ rather
monolingual approach and their non-engagement with the children’s
multilingualism. Our conversations sparked the idea to pursue research

in this domain myself.

| realised that there were many questions to ask regarding the untapped
language resources that multilingual children brought to school, the
purpose and effectiveness of monolingual ideologies in schools, and the
role of the teacher in a child’s learning. Not only did | have a desire to
know more about this subject matter, | also wanted my research to
contribute new knowledge regarding multilingualism as a learning

resource in the classroom, particularly, in the foreign language lesson.
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1.2 Research questions and overview

My personal experiences led me to explore how pupils draw upon their
multilingualism at home and within their communities, as well as how
pupils engaged their multilingualism in the learning of a new foreign
language within the classroom. | saw that these two areas seemed to be
treated separately and that there appeared to be a gap in knowledge
where no research had connected multilingualism at home with foreign
language learning at primary school. When | began to examine the
literature, | realised that this lack of connection between multilingualism
and foreign language learning was made even more apparent by the
fact that each had its own distinct theoretical traditions, concepts and

terminologies.

Studies have recognised children’s multilingualism in learning in a
variety of contexts, for example in different settings (Martin et al., 2007;
Robertson, 2007; Ruby et al., 2010; Gregory et al., 2012; Kenner and
Ruby, 2012; Conteh, 2018b; Sierens and Ramaut, 2018), in language
practices such as translanguaging (Conteh et al., 2014) or in literacy
projects (Kenner et al., 2008; Sneddon, 2009; Cummins and

Early, 2011a; McGilp, 2014) and foreign language learning in primary
school (for example the studies of Kirsch, 2008; Cable et al., 2010;
Graham et al., 2016; Finch et al., 2018). Nevertheless, there is a
surprising paucity of research bringing these two areas together which |
will consider in more detail in the literature review, Chapter 3. | will
argue that linking multilingualism and foreign language learning and

teaching will lead to the emergence of novel teaching approaches that
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will better serve the needs of the growing multilingual and multicultural
society. By uniting two areas of language research, | aim to make an

original contribution to theory.

From my experiences in the classroom, | wondered whether the foreign
language lesson might be a good space in which to examine
multilingual dynamics in the classroom. | wanted to explore the effects
this would have on the class as a whole and see whether a space that is
open to multilingualism would entice children to draw and share on their
knowledge of their home languages and add anything significant to the
learning experiences of the children. | will address these questions in
my literature review in Chapter 3, where | will discuss learning from a
sociocultural perspective, construction of multilingual learner identities

and multilingual learning experiences in the classroom.

With these ideas in mind | began conducting a pilot study in order to
develop a better understanding of children’s language resources they
brought to school and their use in class. The pilot study took place in a
primary school Year 4 classroom in one of London’s inner boroughs in
the south east. Over a period of five months, | observed English
lessons, Creative Curriculum lessons (a combined subject of arts and
humanities) and French lessons which he had just started to introduce.
All subjects were taught by the same teacher. The teacher held a
Bachelor degree in French and was supported by a French language

assistant.
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Findings from the pilot study suggested that the English lessons had a
higher status than the French or the Creative Curriculum lessons, which
is in line with the discussion about prioritising subjects in the light of
tightening control on teachers regarding performativity, accountability
and assessment agendas (Pearce, 2012; Harlen, 2014;

Finch et al., 2018; Sierens and Ramaut, 2018; Tinsley and Dolezal,
2018) which in turn is interconnected with a full curriculum (Legg, 2013),
also see Chapter 2. This appeared to be reflected in the French and
Creative Curriculum lessons being much more teacher centred without
drawing on the pupil’s language knowledge and resources the children
had displayed during our interviews. These results corroborate the long-
standing discussions about using or not using pupils’ but also teachers’
languages as resources for learning and teaching at school I, which has
for example been discussed in the work of Robertson et al. (2014),
Safford and Drury (2013) or Conteh (2018b) but also about the
construction of professional identities, confidence and maintaining
control in the classroom (Conteh and Riasat, 2014; Finch et al., 2018;
Sierens and Ramaut, 2018). The findings of my pilot study provided me
with an insight on the extent of children’s multilingual practices at school
which in turn raised questions about the construction of multilingual
identities in the classroom, the use of home languages during the
foreign language lesson and the role of the teacher in constructing the

learning space.

Bearing those questions in mind | started my main study. | conducted

my research within a single Year 5 primary classroom with the class
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teacher teaching French as a foreign language and 30 children, all
multilingual. Like in the pilot study, the class teacher was the first
teacher introducing French as a foreign language to those children. |
observed the French as a foreign language lesson over the course of
one school year and the Guided Reading lessons for five months. After
five months, the class teacher granted me this lesson period for further
activities for my research such as interviews and language diagrams.
For my study, | adopted an ethnographic approach employing
observations, interviews with pupils and teacher and language diagrams
with the pupils as data collection tools (also see my methodological
considerations in Chapter 4, the design of my study in Chapter 5 and

the Appendices).

After my first French lesson observation, | suspected the teacher to be
rather limited in her French knowledge which is, according to Tinsley
and Dolezal (2018), not uncommon as, to date, foreign language
teachers in primary schools are often not sufficiently equipped for
teaching foreign languages. The teacher spoke and understood a few
words of French but the vocabulary for Year 5 was almost all new for
her. After that first lesson, | began to think about how the language
limitations in French of that teacher influenced classroom dynamics,
especially since all the pupils were multilingual. Such dynamics could
include the teacher’s professional and pedagogical confidence in her
linguistic competence (Conteh and Riasat, 2014; Finch et al., 2018) but
also the teacher’s attitudes towards multilingualism: language as a

hindrance or languages as a resource for academic achievement
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(Safford and Drury, 2013; Conteh, 2018b), which | will discuss in more
detail in the literature review in Chapter 3. How does children’s
multilingualism impact the teacher’s pedagogy and how does
multilingual learning work in that kind of context? What would happen to
the class? How would the children negotiate their learning? How would
the teacher approach teaching a foreign language? All of these
questions were swirling around in my mind, shifting my focus towards
the teacher and her limited French language knowledge which
potentially influenced her teaching approaches in the foreign language

lesson.

These questions formed the basis of my initial inquiry into the subject of
children’s multilingualism. | probed further by looking at the complex
intersection of factors at play within a classroom and aimed to address
these elements by examining the topics of identity construction,
multilingual learning in the foreign language lesson and the role of the
teacher in the foreign language lesson. The information | gathered
initially, led me to my main overarching research question from which |
developed three sub-questions. | modified these questions over time in
the light of literature | read, conceptual frameworks | explored and the
information | gathered. In what follows, | lay out, provide a rationale for
and clarify the research questions in detail. Because the research
questions form the entire foundation of the research, | decided to
approach them in an exploratory way, which could be fully developed

over time (also see Section 4.1).
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1.2.1 Main research question: How does children’s multilingualism
influence the learning of French as a foreign language in a Key
Stage 2 primary school classroom in England when taught by a

teacher whose knowledge of French is relatively limited?

To address this question, | will first clarify some of the key terms used
beginning with monolingualism, bilingualism, multilingualism and

plurilingualism respectively.

With the formation of nation-states at the end of the 19th century, the
societal awareness of languages also changed, from using a language
to bringing the language to native speaker perfection (Singleton and
Aronin, 2019). Monolingualism became the norm, a national language a
way of belonging, still prevalent at school (Safford and Drury, 2013;
Arnot et al., 2014; Robertson et al., 2014; Sierens and Ramaut, 2018).
Monolingualism may be viewed in terms of linguistic knowledge and
experience and, as Baker and Wright (2017) argue, can be regarded as
knowing and/or speaking one language. Also, monolingualism may refer
to a norm or a political stance assuming that one language alone should
be spoken and that language should be the currency of exchange in the
culture in which one finds oneself thus fostering “national unity”
(Blackledge and Creese, 2010, p. 10; Tamburelli, 2016). In other words,
single language dominance and the assumption among its speakers
that their language is or should be the primary linguistic resource for all
the people living in that culture may foster a monolingual view, which
can lead to a one-language-one-nation perspective where the language
serves as a criterion for nation formation. | will argue that the teacher in

my study could be understood as being monolingual because she
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primarily used one language in her daily life, which was English. Even
though she spoke a few words of French and German, she was rather
limited in both. From the beginning, she declared her concerns about
the children’s English language development. She favoured that English
should be the language used in the classroom during the English
lesson, which could narrow the use of multilingual literacy practices in
the classroom. A class of multilingual children does not by default
assume multilingual teaching. Even though the teacher in my study
seems to take a rather monolingual approach, it does not seem to be
ideologically driven but rather an unquestioned norm in today’s
classroom. | will discuss the teacher’s view on English language
learning, teaching a foreign language and multilingual education in my

findings in Section 7.1.

While exploring the literature, | have become aware that different
disciplines, as well as various researchers within the same discipline,
use their own terminology to describe speaking more than one
language. | have discovered that there is not only contradiction, overlap
in meaning, disunity, inconsistency or ambiguity with regard to the terms
bilingualism, multilingualism and plurilingualism but also in regard to the
use and context showing sometimes no clear demarcation between
those terms. Some scholars like Baker and Wright (2017) or

Garcia (2009) argue that multilingualism can be included in the term
bilingualism as long as the terms have similar meanings. Other scholars
discuss combining multilingualism and bilingualism under the term

plurilingualism (Bhatia and Ritchie, 2013).

35



Before describing my own understanding and employment of those
terms, | will outline some ways they are used. In the first half of the
twentieth century, bilingualism generally referred to competence or
fluency, as Bloomfield (1933, p. 56) argued, the “native-like control of
two languages”. In the second half of the twentieth century, the term
began to focus on language use which Weinreich (1953, p. 1), for one,
describes as the “practice of alternately using two languages”. However,
Diebold (1961) puts bilingualism on the other end of the spectrum from
Bloomfield (1933) by asserting that the beginning stages of dual
language competence already warrant a bilingual label and
consequently Diebold (1961) coined the term incipient bilingual. The
shift in focus from language competence to language use was also
related to the swell in immigration in the 1950s and 1960s in Britain. In
need of economic skilled and unskilled labour due to World War I, the
British Nationality Act 1948 (11&12 Geo. 6, ¢.56) offered people from
the Commonwealth countries UK citizenship. The number of children
using two languages grew which, in turn, raised issues in education
regarding bilingual speakers. The consequences regarding policies and
practices in terms of diversity and multilingualism in education will be
discussed in more detail in Chapter 2. Overall, it can be suggested that
bilingualism recognises the use of two languages, at a personal (the
individual) and at a societal (within the community) level (Baker and

Wright, 2017).

Multilingualism is not a direct consequence of bilingualism or a “recent

phenomenon” (Cenoz, 2013, p. 3; Aronin, 2019). As discussed before,
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establishing nation-states in the 19th century led to the predominant
view of one language, one nation, and the newly established nations
were typically identified by one language. But already the beginning of
the 20th century hinted towards a new stage of the awareness of
languages with early studies on bilingualism like Leopold’s (1970) case
study on the bilingual development of his daughter Hilde or, even
earlier, Ronjat’s (1913) study on his son’s Louis bilingual language
development. However, Aronin (2019, p. 10) argues, it was only at the
end of that century with growing globalisation that processes such as
mobility, diversity but also technological advances were deemed to
increasingly “reflect multilingualism practices”. In her historical account
of multilingualism (also see Aronin and Singleton, 2012), she identifies
three main parts of multilingualism: the language, language user and
the environment of the multilingual speaker. And with such an
understanding, | agree with Flores and Lewis (2016, p. 98, italics in
original) who see “language practices and language categories as
sociopolitical emergences that are produced by the specific histories
and contemporary contexts of interlocutors”. And we have to keep this
in mind when later discussing the findings of my study that language
use and practices are related to humans and society and in that also

dependent on time and context.

There are many definitions for multilingualism as a generic term. For
example, recognising that there are multiple languages spoken in
society (Conteh, 2015) or the “exposure to, and use and/or knowledge

of more than one language” (Mehmedbegovic and Bak, 2017, p. 150).
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Yet, definitions of multilingualism are more complex. They may involve
the time of language acquisition, level of proficiency or the dimension of
use. Languages can be acquired in early childhood, in school or later in
life, be added to the existing language repertoire, or an already spoken
language may be replaced by the newly learnt language, i.e. additive
and subtractive multilingualism. Different forms of multilingualism may
change with time and place such as simultaneous bilingualism or later
language learning (sequential bilingualism) (Mehmedbegovic and Bak,
2017). In terms of multilingual language practices, Blackledge and
Creese (2010, p. 17) argue that multilingualism emerges through “the
appropriation and incorporation for meaning-making of any and all
linguistic resources which come to hand”. This draws on the notion of
translanguaging. However, Cenoz (2013, p. 9) rightly argues that

language choice

is not only dependent on the availability of the linguistic
resources the multilingual individual has at his or her
disposal, but at the same time an act of identity.

Both, translanguaging as a multilingual practice and identity
construction will be discussed in the literature review in Chapter 3. |
conclude as follows: Multilingualism as a term captures a wide range of
definitions from the ability to speak multiple languages, or use of
multiple language to the existence of multiple languages within a given

society.

The distinction between individual and societal multilingualism has

gained currency over the past years (Cenoz, 2013; Aronin, 2019).
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Also, in some context and literature, individual multilingualism has been
referred to as plurilingualism — a distinction more often made on
European level, especially in French literature (Conteh and Meier, 2014;
Council of Europe, 2014). While (societal) multilingualism is used when
addressing context or circumstances in communities, individual
multilingualism (plurilingualism) accounts for the individual’'s use of
several languages. | might speak to my German friend in German and
then turn to a French friend and speak French fluently. Individual
multilingualism could imply that | am using my different languages but
probably not operating just in the realm of any one language. | would
not be using one language in isolation, but bringing in my understanding
of other languages either in the way | communicate concepts or in the

way | phrase the language | am using.

My understanding of the term multilingualism includes a way of being,
thinking and seeing life through the use of diverse languages which
might “serve to construct a sense of belonging to one or more groups”
but also through which “social cohesion and justice for all can be
promoted” (Conteh and Meier, 2014, p. 1). | use multilingualism to refer
to engagement with multiple languages, acknowledging the
“coexistence, contact, and interaction” of various languages

(Wei, 2013, p. 26). In this way, multilingualism not only captures the
presence of multiple languages within a society but also their use by the
individual. | would like to add that, for my study, | will use the term
individual multilingualism over the terms bilingualism or plurilingualism,

following the current English tradition and because it best describes and
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encompasses the participants of my study, who speak more than two
languages; therefore, bilingualism does not take into account the many
languages with which my subjects engage on a daily basis. Further, by
using the term muiltilingualism (societal or individual) | would like to
stress that it is not only the individual’s use of language within a
multilingual context that is relevant but also that the individual is part of

that context. Here | agree with Aronin (2019, p. 4) who argues that

it is impossible to study individual multilingualism without
considering its societal dimensions. And the opposite is
also true: societal multilingualism cannot be understood
without knowing how multilingualism affects individuals.

In terms of schooling, this suggests acknowledging, for example, the
pupils’ backgrounds, experiences and language knowledge. In this way,
my understanding of the term multilingualism is not limited to the
coexistence of a number of languages in a society, but also
encompasses the language knowledge of individuals as well as their
interaction within that society. In this way | see language as a resource,
where speakers draw appropriately on their linguistic repertoire
according to use, environment and purpose acknowledging that
language may change in time and context. In this dissertation, | use the
terms individual and societal multilingualism almost exclusively unless
with reference to a citation which is framed in terms of bilingualism or

plurilingualism.

In my study | will investigate the way multilingual speakers communicate
in everyday life in their education setting. Here the focus is on the

multilingual individuals rather than on the languages spoken by them,



language learning and use in the foreign language lesson. At the same
time, the individual’s multilingualism is embedded within society as |
have argued on the previous page. Thinking of the earlier discussion on
language ideologies (which will be continued in Chapter 2), the use of
linguistic resources may be encouraged or constrained, which is related

to power relations within, for example, the education setting.

Now the question arises what counts as language? | draw on the work
by Blackledge and Creese (2010), Cenoz (2013) or Conteh (2018c) in
that language is a social practice which acknowledges that it is
constructed by people in specific contexts. In her terminological account
of multilingualism, Cenoz (2013, p. 9) argues that “languages are sets of
resources rather than [...] fixed linguistic systems.” However, | would
like to add that this social construction is often a political question for
example considering the question what counts as language or in the
course of state formation where language serves as a criterion for
nation building, drawing on the earlier alluded view of monolingualism in
this section. Yet, if language is furthered by the notion of
communication, language then encompasses co-constructing meaning
in specific contexts which in turn “widens the possibilities for
understanding and analyzing interactions” (Conteh, 2018d, p. 255). This
understanding underlines the interconnectivity between language and
identity (Baker and Wright, 2017), since features of language may
include not only geographical aspects but also belonging to a group or
society. This also underlines the notion that using multiple languages

within various contexts may change over time as Aronin (2019) argues.
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Here language becomes an expression of identity, putting speaker and
context in the foreground. | would like to take this discussion about

language and identity further to my next research sub-question.

The second part of my main question refers to the class teacher who
taught the Key Stage 2 primary class in all subjects including French as
a foreign language (further background information about the teacher
also see Section 5.1). The teacher was not a French language teacher
by profession and had not been given any form of language teaching
related training, which is not an unusual situation as Tinsley and
Dolezal (2018) report, but was an English-speaking teacher teaching
French, limited in her language knowledge of French and new to the

teaching of a foreign language.

The third element of my question refers to the school system in which
my participants learn or teach. The school in England is divided in
primary (ages 5-11) and secondary school (ages 11-16 or 18). Pupils
are further divided into stages, based upon age: Early Years Foundation
Stage (from birth to 5 years old), Key Stage 1 (KS) comprising Year 1
and Year 2, and Key Stage 2 containing Year 3 to Year 6 (Department
for Education, 2013). The pupils in my study are in Year 5 (ages 9-10)

and considered to be in Key Stage 2.

The National Curriculum (NC) in England consists of a set of subjects
taught and standards to be reached, to ensure equality in learning for all
children. For the Languages programmes of study within the NC sets

out the statutory guidelines for foreign language learning in primary and
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secondary schools, formally in primary schools since 2014. It states that
in KS 2 to teach a foreign language can be either a modern or an
ancient language (Department for Education, 2013). The NC points out
that KS 2 uses the title foreign language whereas KS 3 uses the title
modern foreign language (Department for Education, 2013). | use the
term foreign languages to refer to languages learnt and taught as a
subject in school in contrast to the term multilingualism (individual and
societal), where | refer to the languages spoken at home and within

communities.

| conclude this section as follows. | have shown that the awareness of
languages changed over time. Beginning in the 19th century,
monolingualism was closely related to the criteria for nation-states.
Then, in the beginning and mid 20th century, also connected to
immigration, bilingualism received growing interest and finally with
raising globalisation, research into multilingualism seemed to gain
currency. Multilingualism comes with various understandings ranging
from multiple languages used by an individual or and their presence
within a society, to the ability to speak multiple languages but also as an
equitable entity through which social cohesion and justice for all can be
promoted. For the purpose of my study, | argue that the coexistence
and interaction of multiple languages within the foreign language lesson
offers an opportunity to draw on all language resource. | will discuss
multilingualism and foreign language learning and how these areas
have been implemented but also been contested within the English

education system in Chapter 2.
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| lay out my first sub-question as follows.

1.2.2 Sub-question 1: How do identities provide a context for

understanding what the children say or do?

With this first sub-question, | am interested in seeing how children
understand themselves as multilinguals and at the same time, how their

distinct environments influence their understanding of their identity.

From a sociocultural perspective, identity construction suggests that a
person’s sense of self is influenced by the social context and discourse;
in other words, the way people interact with others and the culture they
live in may have a bearing on an individual’s development, two factors
that seem to continually change in the life of a human being (Blackledge
and Creese, 2010; Meier and Conteh, 2014). Here, | agree that identity
is a social construction in which the environment such as home, school
or (faith) community, belonging and affiliation to a certain setting as well
as to those involved in it, contribute to its formation. In other words,
identity to this end could be interpreted as fluid and dynamic as well as
subject to negotiation (Creese et al., 2006; Harris, 2006; Riley, 2007;
Blackledge and Creese, 2010), negotiating between how individuals
construct their identity and how context and ideas influence

experiences.

For the purpose of my research, identity is referring to a person’s sense
of self and how they might be beginning to understand who they are and
where they come from and how they might use this. | will discuss the

process by which a person forms a sense of self as multilayered and



continually mediated between the individual and the social environment
(Esteban-Guitart and Moll, 2014; Swain et al., 2015), within in the
context of my study multilingual learner’s classroom experiences and
how their learner identities are constructed and impact upon their
French learning environment. Furthermore, | am curious about how the
teacher and pupils negotiate their learning with each other within their
classroom. Identity might have a bearing on the dynamics within the
classroom and, therefore, | will investigate to what extent this might play

out in the classroom situation.

The term multilingual identities will be used in my research to refer to
the children’s understanding of themselves in linguistically diverse social
contexts where multiple languages and cultures coexist and
interconnect, which has been described by Kenner (2004, p. 43) as
“living in simultaneous worlds” in which multiplicity and simultaneity of
languages coexist. What do multilingual children do, either consciously
or unconsciously, to understand themselves in multiple linguistic and
social environments and how do they position themselves? Ways in
which children might exhibit their understanding of their identities
include how children describe themselves, language choice and which
language/s children use in specific contexts or with certain people and
how children describe their understanding of themselves at school, in a
faith community or within the family, how they might negotiate their
identities in different contexts and how this might become a resource. At
the same time, this question addresses who multilingual children are

allowed to be at school and the teacher’s role in their identity
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construction which, in turn, leads to certain identity positions, options
and choices of the pupils and, to this end, | will explore the notion of

identity in the literature review in Chapter 3.

To sum up this section, | adopt a sociocultural perspective on identity
construction which acknowledges that identity is socially constructed
and reconstructed both by the individual and the social context. Such an
understanding acknowledges that identity is subject to change through
time and context, which underlines that identity is fluid, changing and
not fixed but rather created and developed. For the purpose of my
study, identity construction is linked to how the pupils are trying come to
understand and recognise their multilingual identity within the classroom
situation and the kinds of identities children bring to the classroom i.e.
learner identity or ethnic identity. | will explain this proposition and

others in the literature review in Chapter 3.

Children’s understanding of themselves as multilinguals and multilingual
learners leads to the next sub-question regarding multilingual language
practices and how multilingual pupils draw on their linguistic knowledge
and experience as well as their language repertoires in the school

setting for foreign language learning.

| lay out my second sub-question as follows.
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1.2.3 Sub-question 2: How do children use their existing languages when

learning French as a foreign language in class?

As the focus of my research is set on children’s multilingualism coupled
with foreign language learning at school, | aim to see how children use
their existing languages at school. | am also interested in how they
show awareness of themselves as multilingual learners and at the same
time how they become identified as learners by the teacher. In this
question, | use the term existing languages to describe all of the
languages the children already have at their disposal; these may include
languages, languages spoken at home or learnt in faith communities but
also language classes provided by the diasporic community outside
mainstream schools which are referred to as complementary,
supplementary, heritage language schools or community schools. Even
though | have used the term existing languages in my research question
to emphasise the multiplicity of languages and their contexts in which
they are used, | use the term home languages in my thesis to unite the
different names given to the languages spoken outside school, used
within the family and/or community also referred as family language,
mother tongue or native language. The participant pupils in my research
often spoke more than one home language with their families, so this

term frequently appears in its plural form.

Learning while drawing on the resources from existing languages has
been widely discussed and recognised within a variety of settings
(mainstream schools, complementary schools, family or faith settings),

for example in the work of Martin et al. (2007), Robertson (2007),
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Ruby et al. (2010), Gregory et al. (2012), Kenner and Ruby (2012) or
Sierens and Ramaut (2018). Within my research, | use the term
multilingual learning to describe the use and contribution of all language
resources at children’s disposal within any learning situation. However,
specifically to my research, the dynamics of the mainstream primary
school classroom may influence pupils’ learning. | am particularly
interested in observing the relationship and environment created
between multilingual pupils and their teacher in the foreign language
lesson because here the foreign language could be a subject where
some pupils may have more knowledge and experience than the
teacher. This interesting deviation from the customary expert-novice
dichotomy may create a unique set of circumstances for learning and
interacting. While multilingual learning as a term does not appear in this
sub-question, it is a significant component of my study. | argue that
multilingual learning can be seen as neither an outcome nor an
approach used in teaching, but instead as a process that occurs when
pupils engage in creating meaning using multiple linguistic means. With
this understanding, it seems useful to me to adopt a sociocultural
perspective, where learning can be described as an active process of
knowledge construction, a socially mediated activity and interaction
between teacher and pupil as discussed, for example, in the work of
Mitchell et al. (2013), which | will further address in Section 3.1 where |
discuss a sociocultural perspective on children’s learning. Conteh
(2015, p. 41) argues that under this premise, learning is “a process of

negotiation and co-construction between teachers and learners”.
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This may and should include the use of children’s multilingual
languages as contributing resources for learning and, which | will

explore in Chapter 3.

In summary, | would argue that fostering multilingual learning in the
mainstream primary classroom draws on values but also validates the
children’s cultural and linguistic backgrounds. Thereby, pupils may feel
empowered to act in accordance to their identities in and through
multilingual language practices using their languages as contributions to

and resources for learning.

While my first two sub-questions focus specifically on children, my third
sub-question takes a closer look at the teacher which I lay out as

follows.

1.2.4 Sub-question 3: In what ways does a teacher with limited expertise

in the subject approach teaching French as a foreign language to a

classroom of multilingual pupils?

| use the term approach to describe how the teacher engages with the
lesson materials as well as with the pupils themselves to achieve
learning goals. Further, the term approach describes something in
motion, something which may developed over time which may well be
unintentional, as opposed to the terms strategy or tactic which rather

describe an action to achieve something.

| wonder if the teacher’s approach to teaching the French language has
a bearing on the teacher-pupil power dynamics. Here | mean the either

coercive or collaborative power relations (Cummins and Early, 2011b)
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that may exist within the classroom environment. The traditional power
dynamic in the classroom is often rooted in the teacher’s overall
authority and possessing knowledge the pupils do not have. However,
adopting a sociocultural perspective and Rogoff’s (1990) concept of
guided participation, learning is seen as a much more equitable process
in which both teacher and pupils contribute to the learning. Such an
approach stresses the reciprocity between teacher and pupils. Here
learning is achieved through a collaborative process, drawing on the
notion of learning power which has been discussed by Kenner and
Ruby (2012). To this end, | will explore the above-mentioned concepts

in the literature review in Chapter 3.

So, what constitutes effective teaching and successful learning in
multilingual contexts? Conteh and Brock (2011, p. 349) discuss safe
spaces, an environment or classroom where “people create for
themselves opportunities for meaning-making and identity construction
through language and other social tools”. In such a space the learners’
multilayered identities are valued, and teachers acknowledge children’s
language knowledge and prior experiences through, for example,
recognising children’s funds of identity (Esteban-Guitart and Moll, 2014)
and fostering language practices such as translanguaging (Conteh et
al., 2014; Garcia and Wei, 2014) which will be discussed in the literature
review in Chapter 3. On that basis, for my research, the notion of safe
space incorporates the children’s feeling of safety while expressing
themselves drawing on their linguistic knowledge which is used as a

resource for co-constructing their learning. However, at the core of this

50



idea is the question: Do they feel free and able to express themselves in
any and all languages at their disposal? | am interested in seeing how
foreign language lessons in my study may or may not be a safe space
within the mainstream school environment and where pupils feel safe

sharing more of their linguistic knowledge with the class.

Within my research, | am curious to see how the relationship within the
learner community, between teacher and pupils, shifts the foreign

language lesson. Finally, | am curious to see how aspects of the pupils’
home languages surface as the teacher conducts the French language

lesson.

All'in all, multilingual learning might be successful if the school creates a space
where the pupils are able to draw on their language knowledge and language
learning from home and at school. In order for pupils to engage in successful
multilingual learning in the classroom, mainstream schools and teachers are
key in supporting the children’s multilingualism. This can be achieved by
modelling multilingual learning approaches and explicitly allowing, fostering and
encouraging them to engage and use all of their languages in the classroom “to
promote academic achievement for learners, professional recognition for
teachers and social justice for all” (Conteh, 2018b, p. 211). Providing
opportunities for children to use their languages as resources for successful
learning can bridge the two fields of multilingualism and foreign language

learning rather than seeing them as separates fields.

| aimed to adopt an ethnographic approach to gathering data in order to

observe and collect information about the participants and their
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environment, which | discuss and provide a rationale for in Chapter 4.
The chosen methods of data collection and data analysis will be set out

in Chapter 5.

1.3 Organisation of the thesis

The thesis is structured into nine chapters.

Chapter 1 How the journey began — autobiographical outline and
research questions discusses my reasons for my interest in
multilingualism and foreign language learning and sets out my research

questions and the structure of my thesis.

Chapter 2 Policy debates, research and practice in language education
in England discusses how multilingualism and foreign language learning
are up to today regarded as separate areas and that they still follow
their own distinct theoretical traditions, concepts and terminology.
Further, this chapter provides an overview of the past seventy years in
regards to educational policies on diversity and multilingualism and
policies foreign language learning in the primary school classroom in

England.

Chapter 3 Literature review discusses learning from a sociocultural
perspective. Further, this chapters addresses identity construction and
development. The chapter ends with a discussion about multilingual
classroom explorations including the potential benefits of multilingual
children, the role of language within the classroom in the form of

translanguaging and the notion of a safe space.
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The methodology is discussed in Chapters 4 and 5.

Chapter 4 Methodological considerations describes my theoretical
thoughts | employ in this research and discusses the ground rules of

adopting an ethnographic approach.

Chapter 5 Design of my study — setting, methods of collecting data and
analysis addresses the research setting and participants and how |
gained consent as well as ethical considerations, the methods of
collecting data (observations, interviews and language diagrams) and

data analysis.

In Chapters 6 to 8, | discuss the findings of the data | gathered

throughout the school year.

Chapter 6 Data analysis and findings I: multilingual children’s identities
explores the pupils’ understanding of themselves as multilinguals, their
feelings of belonging and how their distinct environments influence their

understanding of their identity.

Chapter 7 Data analysis and findings Il: multilingual learning discusses
the teacher’s and children’s perceptions and awareness of multilingual
learning and the conditions for language learning and language
practices within the French lesson and their engagement and use of

their language resources.

Chapter 8 Data analysis and findings lll: the learner community
addresses how the learner community shifted the expert-novice roles by

exploring how it was formed by teacher and pupils. Also, the chapter
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discusses the newly introduced concept of windows of opportunity for

the teacher to form a multilingual learner community.

And finally, the last chapter summarises the research findings and offers

final reflections.

Chapter 9 Discussion of findings concludes the thesis by reflecting on
my research questions. This is followed by a discussion of the
research’s contribution to knowledge and its implications for the field.
Lastly, | will address the limitations of my study and end the chapter with

final reflections about my thesis.

The Appendices are structured in six parts. In Appendix 1, | discuss
Guided Reading. Appendix 2 provides examples of field notes from my
research. Appendix 3 lays out the interview questions and topics
covered. In Appendix 4, | discuss my use of language diagrams.
Appendix 5 provides some additional data and photos form my research

and Appendix 6 contains the ethics forms used for my research.

1.4 Conclusion

In this chapter, | have described some of the significant events in my life
that contributed to my decision to pursue research in the area of
multilingualism and foreign language education in the primary school
setting in England. While teaching, first, in my home country, Germany,
and then in England, | became aware of the tension and dilemma
concerning the longstanding and current issues regarding children’s
multilingualism and the teaching and learning of foreign languages. |

realised how children’s multilingualism brought to school was not drawn
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upon and remained an undetected resource for learning; they were
expected to learn the dominant culture’s language and values. Instead
of uniting the children’s language practices (their home languages,
English and the foreign language) they were treated as separate and
stand-alone languages. | began to think about how the children’s

multilingualism might impact the teaching and learning in the lesson.

From my reflections on my own experiences and my ruminations and
comparison with related literature, | identified a gap in the literature: |
realised that multilingualism and foreign language learning were treated
as two different areas of study, with their own theoretical traditions,
concepts and terminologies. In the light of that realisation, | developed
my overarching main question: How does children’s multilingualism
influence the learning of French as a foreign language in a Key Stage 2
primary school classroom in England when taught by a teacher whose
knowledge of French is relatively limited? | also formulated three sub-
questions which serve to focus my attention on a sociocultural
perspective on learning, multilingual pupils’ identities, multilingual
classroom exploration and, lastly, the role of the teacher within the

foreign language lesson.

For each question, | have detailed my understanding of the terms used
in the questions and of the views | adopted for this research. To find
answers to my questions, | adopted an ethnographic research
approach, observing lessons at school, and supplemented my field
notes with interviews with pupils and the teacher as well as participant-

generated language diagrams.
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The next chapter, Chapter 2, serves as an introduction and background
to England’s educational policies in the realm of diversity and
multilingualism and policies on foreign language learning in the primary
classroom. Here, | will outline policy initiatives from the last seventy
years and discuss the curriculum development that has led to the
current status of multilingualism, English as an additional language and

foreign language learning in mainstream schools.
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2 Policy debates, research and practice in

language education in England

For my study, it is beneficial to understand how education policies in
England have regarded diversity and multilingualism, as well as the
teaching and learning of foreign languages in the twentieth and twenty-
first centuries. The policies and debates in these two fields highlight
England’s long-standing issues surrounding multilingualism and foreign
language learning. Policy makers have come to regard the two areas as
separate and unrelated areas, each based on a distinct theoretical
tradition. Even though my research tries to bring these two areas
together (main research question: How does children’s multilingualism
influence the learning of French as a foreign language in a Key Stage 2
primary school classroom in England when taught by a teacher whose
knowledge of French is relatively limited?), here they will be discussed
separately, drawing out their different concerns, agendas and
terminologies. Some of the themes interconnected with these two
strands of educational policies are addressed in this chapter, such as
monolingualising ideologies and assessment or accountability also
discussed later on in my thesis as these may impact on teachers’
attitudes and/or actions. | will address these themes again in the
literature review in Chapter 3 and the discussion of my findings in

Chapters 6 to 8.

This chapter is divided into two sections. In Section 1, | provide an
overview of the history and factors at play in the development of

England’s educational policy for diversity and multilingualism.

57



Also, | address facts and figures that have emerged from research,
censuses, reports and surveys in regard to multilingualism in England
and clarify reasons for the ambiguity of label choice for EAL learners.
Further, | describe ideologies of monolingualism and multilingualism that
predominate in England and how these policies filter down to schools
and teachers, possibly impacting their attitudes towards their pupils,
their diversity and their multilingualism. In Section 2, | provide a
historical outline of policies regarding foreign language learning in the
primary school classroom in England. In contrast to ethnic minority
languages, foreign language learning is driven by very different
concerns, initiatives and developments and with an assumed higher
status. The chapter concludes with a summary of the two sections — the
policy review and debates, research and recommendations on

multilingualism and on foreign language learning.

2.1 Policies for diversity and multilingualism

England’s multilingual history ranges from the Celtic languages through
to the multitude of languages and linguistic influences of the present;
however, multilingualism in English schools has had a fragmented
history of acceptance with monolingualism emerging as a dominant
ideology in England and in the classroom (Safford and Drury, 2013).
This brief account of the policies of multilingualism and diversity in
England is intended to provide some contextual background to what is
currently shaping language education and school practice today.
However, | would like to point out that | will not provide a historical time

line as such but have selected major policies on multilingualism and
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diversity to discuss the bearings these complex but also ideologically

driven policies have for England’s education system.

Policies and prescriptions, initiatives and practices in education vary in
the United Kingdom (UK). Each country (England, Northern Ireland,
Scotland, Wales) of the UK has its own history, legislation,
responsibilities and approaches to education. In this section, | have
chosen to focus on the English education system to discuss policies and
practice that apply to England, since England is where my research is

located.

2.1.1 Population, EAL label construct and multilingual learners

At the time of my research in 2011-2012, out of the 3.3 million primary
school pupils in England, 911,570 (27.6%) pupils were classified as
being of ethnic minority origin, i.e. not white British and 577,555 (17.5%)
of the pupils’ first language was known or believed to be a language
other than English (Department for Education, 2012c). (For a detailed
discussion about my participants’ language and ethnicities, also see
Section 5.1.) | would like to point out that being of ethnic minority origin
is not a condition for learning English as an additional language. At the
same time, 194,600 (91.1%) of primary school teachers were classified

as being white British (Department for Education, 2012b).

And although almost one in six children speaks another language than
English, home languages still appear to be regarded as having lower
status. Even when teachers display a rather “open attitude towards

cultural and linguistic diversity” (Arnot et al., 2014, p. 46), they report
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being uncertain about home language use during the lesson, favouring
English in the classroom so that the non-native speakers may improve
their English language skKills. In other words, English is still regarded as

the language for success and academic achievement.

Pearce (2012, p. 460) argues in her study about four student teachers that
teachers often feel constraint in addressing diversity at school for example in
the “deficit discourse” of English as an additional language. This is also related
to the Englishness of the National Curriculum document (which | will address in
more detail in the following section when discussing EAL as a diffused
curriculum concern). However, this creates classrooms in which some
children’s languages and backgrounds are valorised (here, English) while
others are marginalised (all other languages). Still today, multilingualism is
rather seen as a problem (Safford and Drury, 2013), and home language use at
school is often reduced to non-teaching contexts (Arnot et al., 2014) instead of
being used as a resource for learning. Moreover, opportunities to use home
languages in the classroom are not being taken, as Robertson et al.’s (2014)
research on bilingual teaching assistants suggests. They could not use their
languages with the children to support their learning within the Early Years
Foundation Stage (EYFS) setting due to class teacher constraints. This ties in
with teachers often not recognising children’s multilingualism when they learn to
read, unaware that their pupils might already be familiar with different scripts
and literacies (Gregory, 2008) and, hence, not drawing on their language
resources either. This is also addressed in my third research sub-question: In
what ways does a teacher with limited expertise in the subject approach

teaching French as a foreign language to a classroom of multilingual pupils?
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The language competency of the 577,555 (17.5%) pupils whose first
language was known or believed to be other than English (Department
for Education, 2012c) spanned from little to no English language
competency to advanced bilingual competency with native-like
command. Yet, all of these pupils were gathered under the term English
as an additional language. Historically, the terminology pertinent to
multilingual pupils has changed over the past decades: immigrant
children or non-English speaking children in the Plowden report
(Department of Education and Science, 1967), immigrant children or
bilingual pupils in the Bullock report (Department of Education and
Science, 1975), learners of English as a second language or pupils for
whom English is not their first language in the Swann report
(Department of Education and Science, 1985), and learners of English

as an additional language today (Department for Education, 2018).

However, today’s label of English as an additional language or EAL
does not adequately acknowledge diverse pupils’ language knowledge
base or competencies. Compounding the effects of an EAL label are
other descriptors, such as: coming from an established minority
community, refugees, migrant workers and asylum seekers

(Arnot et al., 2014). This ambiguity of label choice makes it difficult to
assign a unified approach when addressing concerns about children
who acquired a non-English language before entering formal education
in England. Although the above descriptors are generally used, the
education system differentiates only two categories (English first or

English as an additional language), which seems to be a rather
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simplistic reduction in regard to the complex phenomenon that is
multilingualism. It seems to reflect a political construct that is inherently
biased toward differentiating Englishness from otherness and reflects
long-held English notions equating monolingualism with a sense of
nation where “the teaching of English is crucial in order to avert any
risks to national identity and stability posed by diversity”

(Costley, 2014, p. 286). Similarly, Blackledge and Creese (2010) and
Tamburelli (2016) argue that it is the idea of homogeneity that seems to
contribute to a monolingual ideology. Even though monolingualism had
been used as a criterion for nation-state formation in the 19th century
(Aronin, 2019) (as mentioned in Section 1.2.1), the belief in language
hierarchies and status, here favouring English, was still reflected in the
policies and the growing focus on EAL pupils’ attainment in the 1980s,
for example in the Swann report (Department of Education and

Science, 1985), discussed in the following section.

The conservative legacy began in 1979 with Margaret Thatcher’s eleven
years tenure as prime minister. It turned state-run schools into a market,
driven by performance, accountability and parental choice, but this did
not stop when New Labour came into power in 1997 and performance
and accountability was maintained (Adams, 2014). The focus on the
educational needs and attainments of pupils learning English as an
additional language continued under the coalition government in 2010,
taking place at a time when a system of monitoring and performance
measures such as league tables was used to “determine the success of

the educational system” (Adams, 2014, p. 158). With the introduction of
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the current National Curriculum in 2014, the national guidance in the
form of levels and sub-levels for assessing pupils’ progress and
achievement has been removed (Bracken et al., 2017); however,
maintaining high standards of achievement within the core subjects of
English, maths and science is still key at schools (Harlen, 2014),
impacting on other subjects like foreign language learning (which | will

address in Section 2.2).

In other words, there was and still is a tightening of teacher control over
accountability and performance and the prioritising of literacy, numeracy
and science, which favours disregarding other languages as they might
be an obstacle to academically successful performance. And even
though the multilingual pupil population is growing (Department for
Education, 2018) and despite, as | have mentioned in Chapter 1 and will
further discuss in Chapter 3, research about children achieving
academic success when they are supported in using their languages as
resources for learning, policies and practices still remain rather

monolingual.

The meaning | ascribe to the term multilingual learners is: pupils
growing up with languages other than English, with different linguistic
abilities, coming from diverse backgrounds, ethnicities and cultures,
moving between languages by using the languages at their disposal as
a contribution to their learning, which | initially discussed in Section
1.2.3. Coming from that understanding, | have adopted Conteh’s (2015)
language by referring to my research participants as multilingual

learners to emphasise the asset of multiple language competencies
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rather than using the EAL label which, with its ambiguity, is not always
perceived to have a positive connotation. However, | have decided to
stay with the term English as an additional language, as this is what is

commonly used in England today.

2.1.2 Policy development from 1950 to present

In this Section, | outline the development and policy tendencies from the
past 70 years in regard to diversity and multilingualism. We can see
three different phases of EAL policy approach in the past decades: At
first, there is a desire for assimilation in the classroom in the 1950s,
then withdrawal from the classroom starting in the 1960s and, lastly,
mainstreaming in the classroom beginning in the 1980s (Costley, 2014).
The reports and policies | chose to include in this chapter were selected
because they show trends in the education system from the past
decades up to today: responses to multilingualism in the classroom (for
example, the Plowden report, 1967; the Bullock report, 1975) and
monolingualising trends (how to keep languages other than English out
of the lesson and the focus on English literacy, numeracy and science
related to accountability, performativity and assessment and strategies
for raising attainment, for example, the Swann report, 1985; the National
Curriculum Council, 1991; Department for Education, 2012a). Yet,
throughout, these policies and initiatives fail to recognise the children’s

languages as resources they bring to their learning.

As Britain was in need of economic skilled and unskilled labour, a swell

of immigrants arrived from the Commonwealth countries in the 1950s
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and 1960s (Costley, 2014). The new migrant population was not
expected to stay permanently, and little was done by the Government in
terms of policies and practices in regard to language provision for non-
English speakers. It was up to the individual local authorities and
schools to respond to the growing number of EAL pupils. It was thought
that the migrants would return to their homes; therefore, little was
changed in terms of language education, which led to EAL pupils
tending to be ““absorbed’ into the school” (Costley, 2014, p. 278,
emphasis in original). This was the era of linguistic assimilation. Though
the Plowden report from 1967 (Department of Education and

Science, 1967) urged that measures be taken to ensure that immigrant
children learnt English, the report supplied minimal recommendations
for pedagogical implementation in the classroom. However, over time,
and, due to the increasing numbers of pupils for whom English was an
additional language, the Government responded to community
pressure, and the Home Office provided funding to the local authorities
to support immigrant children “whose language or customs differ from
those of the community” as defined in Section 11 of the Local
Government Act 1966 (Local Government Act 1966, p. 12). Over time,
the Section 11 funding was renamed and replaced several times: Ethnic
Minority and Traveller Children Achievement Grant (EMTAG), Ethnic
Minority Achievement Services (EMAS) and Ethnic Minority
Achievement Grant (EMAG). The ring-fenced funding for EAL learners

ended in 2011-2012 so that now funding for EAL learners is part of the
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Dedicated School Grant (DSG), in which EMAG-specific funds are no

longer ring-fenced (Costley, 2014).

The Section 11 funding gave rise to language centres to which EAL
learners were sent to be taught, and an era of withdrawal began
(Costley, 2014). This resulted in withdrawing children learning English
as an additional language from their mainstream lessons and teaching
them in separate EAL classes. In this way, teaching occurred in a
decontextualised way. The children’s lessons had nothing to do with the
school curriculum content and seemed rather to “socially and
linguistically” separate these pupils “from their English-speaking peers”
(Graf, 2011, p. 3). Over time, language centres were phased out and
replaced by increased language support for class teachers. Allowing
non-English speakers into mainstream schools, “designed to counter
racism and to ensure equality of provision” (Bracken et al., 2017, p. 39),
however, was not enough to achieve integration. English was still taught
outside the mainstream classroom by simply withdrawing the children
from their regular classrooms, and thus from the curriculum content, for
the length of a lesson to learn English (Graf, 2011; Bracken et al.).
Nevertheless, Leung (2001, p. 41) argues, shifting EAL education from
outside centres to the mainstream school classroom favours social
inclusion of non-English speakers “through common and
undifferentiated membership in mainstream processes” without paying
further attention to its distinctiveness thus paving the way for regarding
EAL as a diffused curriculum concern as Leung describes it, which | will

address in the course of this section.
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In the 1970s, the Bullock report, A language for life (Department of
Education and Science, 1975, p. 286), promoted language across the
curriculum for all children with positive assertions and encouraged
schools to regard school and home as more interconnected sites where

learning would take place at both places, not just at school:

No child should be expected to cast off the language and
culture of the home as he crosses the school threshold, nor
to live and act as though school and home represent two
totally separate and different cultures which have to be kept
firmly apart.

The notion of school and home as separate sites has also been
discussed by Kenner (2004). In her research on bilingual children, she
argues that children lived in simultaneous worlds, hence connecting
home and community and school. The Bullock report acknowledges that
these children are learning English as their second or third language
and regards bilingualism as an asset, stressing the importance of
maintaining home languages and including cultural and social aspects
of the children’s upbringing. Further, the report addresses the role of the
teachers in regard to teaching and learning English as an additional
language. Nevertheless, then and even today, the Government seemed
and seems to be more concerned with the organisation of teaching and
learning English as an additional language than with teacher education
or curriculum provision (Costley, 2014). This is especially visible in that
still today no own curriculum provision has been provided for learners of
English as an additional language nor are teachers provided with
specific training. Leung (2001, p. 34) argues that EAL has never held

subject status within the National Curriculum and is rather seen as a
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“teaching and learning issue” for which all teachers are responsible.
This was also the case in the school of my research (also see
Appendix 2.1 Extract 5 from field notes — English as an additional

language, 13.10.2011).

In 1985, the Swann report was published with the title Education for all
(Department of Education and Science, 1985). It addresses the
underachievement of ethnic minority pupils due to racial prejudice and
discrimination in society in general and directly at school. Further,
factors are reported that hindered ethnic minority pupils’ access to
education such as the lack of recognition of children’s linguistic and
cultural backgrounds. It argues that all children should be educated

in an environment that displays multicultural understanding in

“all aspects of a school’'s work” (Department of Education and

Science, 1985, p. 769). It also points out that multilingualism is regarded
as part of society and everyday life in England but that, nonetheless, at
schools this was regretfully not the case as English was seen as the
absolute priority. However much the report extolls multilingualism, it also
separates community and schools and maintains that mainstream
schools cannot teach or support home languages as part of the
curriculum, seeing this instead as the responsibility of the community:
“Mainstream schools should not seek to assume the role of community
providers for maintaining ethnic minority community languages

(Department of Education and Science, 1985, p. 771)”.

The status quo approach to giving English priority over multilingual

education was upheld and, so it seemed, without ever questioning why

68



a monolingualising curriculum should be the norm. In terms of

teaching EAL learners, the Swann report argues for equal access to
education for all and demands an end to withdrawing children

from the mainstream classroom, shifting away “from assimilation

to pluralist integration” by promoting “educational inclusiveness”
(Leung, 2001, p. 40) of a certain type, seeing EAL as a communication
issue with no difference to English as a subject, which | have discussed
earlier in this section. Similarly, the Calderdale report by the
commissioner of racial equality, Teaching English as a second
language: report of a formal investigation in Calderdale Local Education
Authority (Commission for Racial Equality, 1986: referenced in Bracken
et al., 2017), condemned the practice of segregating EAL learning. It
was this call for inclusiveness that integrated learning English as an
additional language within the mainstream classroom but, as

Leung (2001) argues, this led towards a diffused curriculum, where the
way had already been paved by the publication of the Bullock report ten
years earlier English as an additional language was not and, up to
today, has not been given a distinct subject status and is merely

embedded within the National Curriculum.

With the introduction of the Education Reform Act 1988 local authorities
were no longer in charge of developing curricula independently. It
proposed a National Curriculum which was introduced to set nationwide
standards for primary and secondary schools, setting out attainment

targets and assessment.

69



With the introduction of a National Curriculum, curriculum development
and provision as well as assessment were centralised, and at the time
of my research, the aim was to deliver the same English instruction to
all children “irrespective of social background, culture, race, gender,
differences in ability and disabilities” (Department for Education and
Employment and Qualifications and Curriculum Authority, 1999, p. 12).
Despite acknowledging multilingualism and demonstrating more
awareness of the importance of languages, the National Curriculum
upholds the dominant ideology of monolingualism and sees Standard
English as an entitlement for all. It is exactly this entitiement which
disadvantages children learning English as an additional language. At
the surface, it seems that, finally, education is for all, but looking deeper
language ideologies, hierarchies and status are still prevalent and, as
such, favour English and advantage monolingual speakers. The result
was a “monolingualising’ curriculum” which did not make any reference
to multilingual children (Conteh, 2015, p. 57) and with little room for
enabling children to draw on their language knowledge or cultural
heritage. All learners were mainstreamed irrespective of differences and
with no allowance for possibly varying language abilities within this
spectrum of diversity (Costley, 2014). Again, the educational policies
regarding English learning promoted a monolingual agenda,
advantaging native speakers and disadvantaging multilingual learners
by failing to provide for their language needs within the curriculum, as |

have argued in the previous paragraph.
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Even though home languages did not play a major role, the National
Curriculum Council (1991: referenced in Conteh, 2015) conceded home
language use at school and published guidance on language diversity. It
advised schools to view home languages and cultures as positive
resources for the classroom, while at the same time stating that a home
language should only be used at school until the child became proficient
enough in English. This seemed to be the first time that home
languages were ever explicitly permitted to be spoken in school,
however, only up to reaching a certain level of English proficiency.
Almost 20 years later, this seemed to have changed again. In a letter, A
brief summary of Government policy in relation to EAL learners
(Department for Education, 2012a, p. 5), the Government states that it

sees the benefits resulting

from the maintenance of ethnic minority linguistic and
cultural traditions, but believes the main responsibility for
maintaining mother tongue rests with the ethnic minority
community themselves. We believe that English should be
the medium of instruction in schools.

This perspective on language instruction does not differ significantly from the
one described in the Swann report from 1985 (Department of Education and
Science, 1985); however, much research had been conducted on home
language use and multilingual teaching and learning between 1985 and 2012,
recognising that learning takes place in many contexts and across a variety of
settings (Martin et al., 2007; Robertson, 2007; Ruby et al., 2010; Gregory et al.,
2012; Kenner and Ruby, 2012) or in literacy projects (Kenner et al., 2008;
Sneddon, 2009; Cummins and Early, 2011a). This will be discussed further in

Chapter 3. Today, schools work mainly with the goal of linguistic assimilation,
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which strives to teach children the language of instruction as fast as possible.
Bracken et al. (2017, p. 7) call this a “transition to English”. They argue that
initially provided language support would be removed over time, even though
the label EAL would stay with the pupils. This is also related to the fact that the
National Curriculum is the same for all pupils and English as an additional

language and English as a first language had become blended (Costley, 2014).

Schools provide many contexts in which power, languages hierarchies
and status may have a bearing on multilingual pupils’ education,
achievement and success. English, as the only medium of instruction,
can undermine the children’s use of their existing languages and may
lead to the development of monolingualising identities (Kenner and
Ruby, 2012) during lesson time by placing an invisible sign over the
classroom which Cummins calls the “invisible English-only sign” (as
referenced in: Kenner and Ruby, 2012, p. 4). | will further discuss the
notion of constructing monolingual identities in the literature review in
Chapter 3. Such institutional silencing of languages other than English
was seen with the launch of the non-statutory National Literacy Strategy
(Department for Education and Employment, 1998), guidance to raise
literacy standards at school. Nowhere did it mention multilingual
education, but centred Standard English as the model for literacy

(Costley, 2014).

Nevertheless, since the introduction of the Section 11 funding (Local
Government Act 1966), financial support for schools had been available to
assist in EAL attainment. Government initiatives and programmes such as

Excellence and enjoyment: learning and teaching for bilingual children in the
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primary years — which initiated teaching units to support guided sessions for
writing in English as an additional language (Department for Education and
Skills, 2006a) — aimed at encouraging teachers to see language diversity as a
resource for learning. With pilot programmes, the Government tried to increase
the confidence and expertise of primary teachers in EAL teaching by providing
strategies such as planned opportunities for speaking and listening including
speaking frames and guided talk, language learning techniques such as
modelling and scaffolding of the English language and the conscious teaching
of language structures (White et al., 2006). However, although the initiatives
and programmes were about raising the achievement of EAL learners, the
teaching strategies neglected to use the children’s diverse language resources
and focused primarily on English. Home language use was down to the
individual teachers and often not put into practice. Reasons included, for
example, fear of “loss of authority and control”, lack of confidence, not
understanding the importance of using all languages for learning, not valuing
other languages but also resistance by parents favouring English for their
bilingual children (White et al., 2006; Conteh and Riasat, 2014, p. 617; Sierens

and Ramaut, 2018).

Despite the different approaches to the teaching and learning of EAL
over time, presently EAL has neither been officially embedded as a
subject within the National Curriculum nor has it been included in the
field of professional qualifications and requirements for teaching (Leung,
2001; Hutchinson, 2018). And as of today, the newly reformed National
Curriculum (Department for Education, 2013, p. 8) addresses EAL

learners and provide general guidance for teachers very similar to the
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former National Curriculum (Department for Education and Employment

and Qualifications and Curriculum Authority, 1999):

Teachers must also take account of the needs of pupils
whose first language is not English. Monitoring of progress
should take account of the pupil’s age, length of time in this
country, previous educational experience and ability in
other languages.

The ability of pupils for whom English is an additional
language to take part in the national curriculum may be in
advance of their communication skills in English. Teachers
should plan teaching opportunities to help pupils develop
their English and should aim to provide the support pupils
need to take part in all subjects.

However, pedagogical implications for teaching and learning are not addressed

and how this is to be achieved remains unknown.

While the National Curriculum brought advances in desegregation it
nevertheless emphasised Englishness within the school environment, which
implicitly serves to homogenise a culturally diverse pupil population. As | have
argued before monolingualism appears the desired norm, devaluing home
languages which are perceived as a hindrance to academic achievement
(Safford and Drury, 2013). As discussed in the preceding paragraphs, such a
monolingual mindset affects multilingual children’s education and achievement
in school due to, for example, the dominance of the white monolingual group
(Pearce, 2012) and teachers’ professional confidence regarding language
diversity but also the issue of maintaining authority in the classroom (Conteh
and Riasat, 2014; Sierens and Ramaut, 2018). However, it may also have a
marginalising effect on the school community by insisting on an English only

approach to learning. And instead of using parents for their children’s academic
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achievement and success at school, their knowledge and untapped language
resources remain untouched. However, as | have maintained before, learning is
not tied to one setting and context and happens at school, in faith settings or in
the family, which Walker (2014) refers to as invisible learning as it is not visible

to either the teacher or the policy makers.

| conclude this section as follows. England’s history of multilingual
learning in schools has been fraught with numerous policy debates.
Changes in government leadership profoundly affect educational
progress in this area, giving the impression that the perceived value of
other languages than English is always in question. With no subject
status within the curriculum, English as an additional language remains
marginalised in all areas of the education system: teacher education,
curriculum provision and policy direction (Leung, 2001; Hutchinson,
2018). Following the educational policy trends over the past seventy
years, one can see that regardless of the party affiliation of prime
minister or parliament, the Government consistently upholds
monolingual preferences through its policies and, even today, all but
ensures that multilingualism and home language maintenance only play
a marginalised and fragmented role in the English education system.
Moreover, this also highlights the ambiguity of policies for
multilingualism and diversity and the positioning of children learning
English as an additional language, shifting between valuing (outside the
classroom) and marginalising (within the classroom) cultural and
linguistic diversity. This ties in with my second research sub-question

which explores the children’s use of languages at school: How do
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children use their existing languages when learning French as a foreign

language in class?

The educational landscape and the routes to academic success and
achievement seem to consist of prioritising subjects and are shaped by
performativity and assessment agendas, related to teachers’
accountability for teaching and learning for all pupils, irrespective of their
background. Pearce (2012) argues that it is the strong focus by the
Government on English and the curriculum and the priorities set by the

local authorities which make an inclusive curriculum rather difficult.

2.2 Policies for foreign languages at primary school

While looking at policies for multilingualism and diversity and policies for
foreign language learning, the issue of language hierarchies becomes
immediately apparent. In contrast to home languages spoken in the
family, community or faith settings as discussed, European foreign
languages especially seem to enjoy a higher status in England’s
mainstream schools (Mehmedbegovic, 2017; Tinsley and
Dolezal, 2018). Even though primary schools have the autonomy to
choose any ancient or modern languages (Department for Education,
2013), the Language survey (Tinsley and Dolezal, 2018) clearly points
to the dominance of European foreign languages (Spanish, French and
German). Mehmedbegovic (2017, p. 541) argues that there seems to be
a divide between

high-level awareness of the importance of learning and

developing skills in several select foreign languages:
French, Spanish, German and increasingly Mandarin, and a
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lack of recognition for the skills children already have in
their home languages.

In other words, while some languages are desirable to be learnt (for
example European foreign languages), other languages seem to be
perceived as of less value, maintaining a lower status. Hilmarsson-Dunn
and Mitchell (2011) argue in their research on multilingual migrants in
England that language hierarchies also affect pupils’ home language
use and attitudes. In order to improve their English language skills,
pupils in their study choose for example not to use their home
languages at school or not to sit next to pupils who speak their home
languages as well. To conclude, as argued in the previous section, the
way policies approach language ideologies (also see the Swann report,
the National Curriculum Council and the letter about EAL policy in
Section 2.1.2), also seems to impact pupils’ language use and choice at
school and thereby, language ideologies and the construction of
monolingual identities. This which will be further discussed in

Section 3.2.

So, even though pupils value their multilingualism, it seems to be
reserved for home and not school; a view also shared by parents
(White et al., 2006; Walker, 2014). If languages suffer from a perceived
low status and are not desirable to be spoken or learnt this might result,
as Mehmedbegovic (2017, p. 540) argues, “in language loss at the
individual level and language death at a societal level”. And, as | have
discussed in the beginning of this paragraph, the high versus low status

of languages is also mirrored in the languages taught at school, an
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important notion for all three of my sub-questions: identity construction
of multilingual children, home language use within the French as a
foreign language lesson and the teacher’s approach to teaching French

as a foreign language to a multilingual class.

So how did foreign language learning in primary schools develop over
the past decades? Up until the early 1960s, foreign language learning in
mainstream schools was reserved for secondary school pupils only.
Only in 1964 was a pilot initiative, Pilot scheme for the teaching of
French in primary schools, introduced to teach French in the primary
school sector. Yet by 1974 funding had declined and the Government
withdrew its support for the pilot scheme (Mitchell, 2011). Furthermore,
an evaluation of this pilot study was released which suggested that
learning French at primary school level seemed to have little impact on
higher attainments in French at secondary school (Mitchell, 2011). For
almost two decades foreign language learning vanished in primary
schools, and introducing foreign languages was down to the individual
schools and their personal interest in them. Yet, the 1990s proved to
promote foreign languages more effectively than years past partly due
to the belief that an earlier start in foreign language learning is more
effective (Mitchell, 2011). Finally, in 1999 the National Curriculum
handbook for primary school teachers (Department for Education and
Employment and Qualifications and Curriculum Authority, 1999) offered
non-statutory guidance for foreign language learning, but it was still
down to the individual school to introduce foreign languages. The

handbook stated that foreign languages should be used across the
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curriculum; however it provided little information on how to implement

foreign languages.

The new millennium began with the publication of the Nuffield

report (2000) titled Languages: the next generation; its purpose was to
review the UK'’s capability in languages. Languages were regarded as a
key skill in life, and the report warned that “exclusive reliance on English
leaves the UK vulnerable and dependent on the linguistic competence
and the goodwill of others” (The Nuffield Foundation, 2000, p. 6).
However, only a small number of recommendations on language skills

needs were actually implemented.

In 2002, the Government published its strategy for the teaching of
foreign languages Languages for all: languages for life (Department for
Education and Skills, 2002). The strategy set out to establish “language
competence as a key contemporary life skill” (Department for Education
and Skills, 2002, p. 2) and declared that foreign language learning was
an entitlement for KS 2, however not a requirement. It emphasised the
necessity for schools to “celebrate the language skills of the many
bilingual children growing up in our schools today” (Department for
Education and Skills, 2002, p. 10) but also to increase intercultural
understanding in order to encourage pupils “to contribute fully as
multilingual and culturally aware citizens” (Department for Education
and Skills, 2002, p. 5). The strategy encouraged primary schools to
introduce a foreign language into their curriculum and shifted the
emphasis from the secondary sector to the primary sector for the first

time since the pilot initiative in 1963 to teach French lessons in primary
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school. With the help of the 2003 introduced Language Pathfinder
programme for KS 2 primary schools, partnerships between schools
and local education authorities are in order to meet the goal of
introducing foreign languages in the primary sector by 2010 (Office for
Standards in Education, 2005). LEAs — local councils in England and
Wales are responsible for education within their jurisdiction. The project
was followed by the publication of Key Stage 2 Framework for
Languages (Department for Education and Skills, 2005). This curriculum
model for upper primary schools served as a long-term support, building
up generic strategies for language learning and provided resources and
assessment support tools. It aimed to begin phasing in foreign language
learning prior to this becoming compulsory at the primary school level.
In addition to providing learning strategies, the curriculum promoted
positive values and attitudes towards foreign languages and awareness
of foreign cultures. The intention was that the framework’s two strands,
Knowledge about language (KAL) (prior knowledge, insight into
language, social and cultural value) and Language learning strategies
(LLS) (develop pupils’ awareness of how they learn, also for other
subjects), would allow for promotion of linguistic, cultural and social
diversity. At the time of my research, the teacher used the Key Stage 2
Framework for Languages in her planning, or rather the language

coordinator in that school used it, as she provided all lesson plans.

Around the same time, a report and analysis of language education, Languages
review (referred to as the Dearing report) (Department for Education and Skills,

2007), recommended that foreign language learning become part of the
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statutory curriculum for KS 2 and that the curriculum offer a more extensive
selection of languages beyond just French, German and Spanish. This was
emphasised by a review panel of the National Curriculum commissioned by the
Secretary of State which recommended, yet again, to include a foreign
language in KS 2—4 (Department for Education, 2011). Even though the number
of primary schools introducing foreign languages had increased, foreign

language learning was still not a legal requirement for them.

So, around the time of conducting my study, 2011-2012, foreign language

learning was not a legal requirement in primary schools.

In 2014, the UK government approved a new curriculum which finally
made foreign language learning compulsory for all pupils age 7-11 in
Key Stage 2 (Department for Education, 2013). However, expectations
of what competency level could be reached in primary schools are high
and hardly achievable with just an hour of foreign language instruction
per week (Myles, 2017). Secondary school teachers would rely on the
expected competences laid out in the National Curriculum and create
lesson plans for continuing primary pupils’ foreign language learning or
would just start introducing foreign languages from the beginning
(Myles, 2017). However, Myles argues, as do Tinsley and

Dolezal (2018), also the number of feeder schools and the different
languages taught in primary schools make it difficult for the secondary
foreign language teacher to seamlessly continue to teach a foreign

language.
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The Language trends survey report 2017/18 published by the British
Council (Tinsley and Dolezal, 2018) indicates that almost four in five of
England’s primary schools offered a foreign language. But staffing still
seems an issue. In their survey, Tinsley and Dolezal report that in
around 42% of schools, class teachers delivered the foreign language
lesson and of those, 58% did not receive any professional training in
teaching languages which is in line with the findings about the teacher in
my study. Despite the compulsory nature of the foreign language
learning requirement starting in KS 2, the foreign language lesson
remains at the lower end of priorities and is still a marginalised subject
(Finch et al., 2018; Tinsley and Dolezal, 2018). The reason for this is
complex and both teacher competence and assessments in other
subjects play an important role. Despite its statutory status, there has
been little professional training for teachers to deliver language lessons,
and in many cases there are no qualified staff to teach a foreign
language, and not all class teachers have the confidence to teach a

foreign language (Finch et al., 2018; Tinsley and Dolezal, 2018).

Furthermore, drawing on my discussion in the previous section, the
schools’ landscape is full of assessments, testing and league tables
which prioritise some subjects (core subjects) and, in turn, lower the
lesson status of other subjects (foundation subjects), as teachers feel
they do not have enough curriculum time to fit in other subjects such as
foreign languages (Legg, 2013) which are not subject to the type of
assessment described above, especially as they are not an externally

assessed subjects (Finch et al., 2018). As the Language trends survey
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(Tinsley and Dolezal, 2018) confirms, foreign language lessons are
often interrupted or discontinued due to a need to prepare pupils for the
KS 2 SATs (Statutory Assessment Test). In other words, the priority of
externally assessed subjects and time constraints as well as
assessment and performativity seem to resent a hurdle in terms of the

successful introduction of foreign languages in the primary school.

Tinsley and Board (2017) state that there is still a divide among teachers
regarding foreign language learning. In their survey report it was argued that
some teachers see foreign language learning as a benéefit for all pupils while
others contend that foreign language learning is only beneficial to those children
who have secure English language knowledge. Legg (2013) also discusses
teachers’ attitudes and concerns regarding foreign language learning for all
children in her research observing that while some teachers advocate learning
a foreign language for all children, other teachers are concerned with its
suitability for all pupils in terms of the degree of English language proficiency
they have already acquired. From such views, learning a new language other
than English is perceived to be “distracting and confusing” (Tinsley and Board,
2017, p. 39). Tinsley and Board report that some teachers argue that foreign
language learning would put another language burden on children who are just
starting to learn English. Arguably, class teachers may be concerned about
their EAL pupils’ English progress; however, these same teachers may be
overlooking these pupils’ capacity to learn languages in more effective ways

because they have other languages at their disposal.

| summarise this section as follows. Foreign language learning in the primary

school in England has formally been introduced as a statutory subject since
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2014. Even though foreign languages seem to enjoy a higher status than the
home languages most commonly encountered in the English primary school
classroom, many constraints are faced with regard to teaching these at school,
ranging from teachers not being well equipped to their prioritising other subjects
due to assessments and their perceptions of the appropriateness of learning a

foreign language for all children.

2.3 Conclusion

In this chapter, | have outlined several of the salient education policy
developments regarding diversity, multilingualism and foreign language learning
in England over the past seven decades. As Leung (2001, p. 38) so aptly points

out,

official policy discourse reflects an ideological selection of
ideas and at the same time it legitimises the practices
associated with the selected ideas

which | will also discuss in Section 3.1 where | discuss learning from a

sociocultural perspective.

Despite shifting from segregation to desegregation of EAL pupils, education
policy still overwhelmingly reflects England’s seeming preference for an
English-only approach to schooling. The unquestioned assumption that the only
way to master Standard English is through monolingual immersion maintains
England’s Englishness and serves to possibly advantage native speakers and

force multilingual speakers to assimilate.

Language policies and practices have changed over time, however to some

extent still remain the same: English is preferred. England’s preference for
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monolingualism can be seen not only in the case of EAL, but also in its

approach to foreign language learning.

Introducing foreign languages at the primary school level emerged after
decades of ambiguity and indifference to foreign language learning. It took even
longer to follow other European nations’ lead and raise foreign languages to the
level of a statutory subject. But even now, although they are embedded within
the National Curriculum, research and surveys suggest that foreign language
lessons fall at the lower end of priorities during the school day, while KS 2 SATs
subjects (literacy, numeracy and science) are given preferential treatment. In
other words, despite both policies on multilingualism and diversity and policies
on foreign language learning having been driven by different agendas and
concerns and the perceived low and high status of home languages and foreign

languages, languages per se seem to have a difficult standing in the curriculum.

Even though | have discussed the connections between the two fields of
multilingualism and foreign language learning, | have also discussed their
distinct theoretical traditions. However, within my research | hope to bring these
two areas together which | have addressed in my main research question: How
does children’s multilingualism influence the learning of French as a foreign
language in a Key Stage 2 primary school classroom in England when taught

by a teacher whose knowledge of French is relatively limited?

In conclusion, policy development is inextricably linked to ideological constructs
such as monolingualism. In an effort to provide equal educational opportunities
(and intentionally or unintentionally promoting English linguistic and cultural

dominance), some pupils’ backgrounds and knowledge are marginalised by
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these efforts whilst others bear value on account of their heritage, here an
English one. While | would argue that learning the dominant language is of
importance to achieve equal opportunities, | also argue that all teachers and
pupils, monolingual and multilingual, could benéefit in their learning experience
from the rich knowledge base existent in the multilingual classroom which is
where my research is set. However, in England, as seems to be the case for
now, monolingual ideologies predominate and implementing educational
policies that cultivate multilingual learning environments might be an enormous

challenge.

The next chapter, Chapter 3, discusses the literature underpinning my research.
It introduces children’s learning at school from a sociocultural perspective, the
construction of multilingual identities and multilingual learners’ classroom

explorations.
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3 Literature review

This literature review, in addition to the discussion of policies on multilingualism
and foreign language learning in the previous chapter, provides an
underpinning of my empirical work. It seeks to introduce the key ideas and
recent research on multilingual children’s learning experiences at school, their
construction of identity in education settings and approaches to learning that
have been developed in the literature from a sociocultural perspective. | discuss
the strength and limitations of the current literature and knowledge base on

multilingualism and foreign language learning.

However, as | have maintained in Chapter 2, the research to date has tended to
focus on multilingualism and foreign language learning as two separate areas of
study rather than bringing these together, which is the focus of my study as

introduced in Section 1.2.

The chapter is divided into three sections. In Section 1, | will focus on previous
research and current understanding about children’s learning at school from a
sociocultural perspective. In Section 2, | will discuss the construction of
multilingual identities. In Section 3, | will draw multilingual learners’ classroom
experiences, the notion of a safe space and translanguaging as a discursive
practice in multilingual classrooms. Conceptual frameworks and concepts
discussed will include funds of identity (Esteban-Guitart and Moll, 2014), the
notion of guided patrticipation and expert and novice (Rogoff, 1990) and the
consideration of power in terms of learning power (Kenner and Ruby, 2012) and
collaborative power (Cummins and Early, 2011b). The chapter concludes with a

summary of the literature discussed.
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3.1 Sociocultural perspectives on children’s learning

As | have started to discuss while introducing my research questions (also see
Section 1.2), a large and growing body of literature (Vygotsky, 1978; Rogoff,
1990; Gregory et al., 2004b; Mitchell et al., 2013; Esteban-Guitart and Moll,
2014; Swain et al., 2015) has investigated the role of the social and cultural
context in children’s development and learning which includes the surroundings

children grow up in: family, community and school.

Sociocultural theory has its foundations in the writings of Vygotsky (1978) with
the main idea that the social and cultural context and the ways people interact
may play a role in their cognitive development. That is, our thinking develops
through interaction with others, shaped by the social and cultural environment.
In other words, besides biological factors, both social environment and cultural
context are maijor contributors to people’s development and influence and
impact their learning. A sociocultural perspective views the learner as a
participant in a culturally situated and social context, and this is particularly
relevant to my study of multilingualism and foreign language learning. Thus,
learning “is embedded in social relationships and is constructed by and

distributed across members of learning groups” (Gregory et al., 2004b, p. 9).

That is to say, society contributes to individual learning. With regard to the
school context, learning can be regarded as a social process which occurs

through negotiation and co-construction with the teacher.

Vygotsky (1978) empathises the importance of human ability to voluntary
control their higher mental processes (for example problem-solving, rational

thought or voluntary memory) through the use of signs (higher level cultural
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tools, such as symbolic, abstract representations like language) and tools
(concrete material artefacts like objects). Both, signs and tools serve as a
“buffer between the person and the environment and act to mediate the
relationship between the individual and the social-material world” (Lantolf and
Thorne, 2007, p. 203). In other words, symbolic and material artefacts mediate
our interactions and development of thinking. Lantolf and Thorne (2007) provide
an example by contrasting a dog digging for a bone in the ground (automatic
digging response) and a person using a shovel to dig a hole to plant a tree. The
person mediates the digging process by using a shovel (a concrete material
tool) instead of their hands. Swain et al. (2015, p. 2) argue: “Mediation occurs
when something comes between us and the world and acts in a shaping,

planning, or directing manner”.

Nevertheless, people have to appropriately select these artefacts. With
appropriately, | mean the usefulness of the chosen artefacts as a mediating tool
such as the kind of artefact or the intended interaction. This may also have
implication for education as an inappropriately used learning resource may not
successfully mediate learning in a given situation (Swain et al., 2015). Within
the context of my study, this draws on the notion of multilingual children
constructing monolingual identities in the classroom due to English-only
ideologies. | will discuss this in Section 3.2, which is about multilingual

children’s identity construction.

| conclude that a sociocultural perspective on learning regards knowledge
construction as an active process in which teacher and pupils interact. In other
words, learning becomes a socially mediated activity which is negotiated and

co-constructed. This has been discussed in the work of, for example,
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Vygotsky (1978), Gregory et al. (2004b), Lantolf and Thorne (2007) or

Swain et al. (2015).

Over time, the sociocultural perspective on learning and development have
been widely discussed and expanded on, for example, in the fields of
psychology, child development, education and language learning. Still, within all
of these fields, the individual is embedded in society and culture and, therefore,
cannot be understood without looking at this context. While | will discuss
multilingual children’s construction of identity and their classrooms explorations
in Sections 3.2 and 3.3 respectively, for now | will discuss some of the more
recent interpretations of Vygotsky’s sociocultural theory, including

Rogoff’s (1990) concept of guided participation and Esteban-Guitart and Moll’s

(2014) concept of funds of identity.

In her concept of guided participation, Rogoff (1990) interprets Vygotsky’s work
on guidance provided by others for children’s learning. She argues that
guidance is a rather impartial process, where both guidance and participation
are important in the development of children’s cognitive and social skills. Her
concept brings both learners and teachers into a collaborative process of
learning where the learners’ views are as important as the teachers’. Rogoff
uses the analogy of an apprenticeship. In the analogy, which can also be
extended to the classroom, the master teaches skills to the apprentice just as a
teacher teaches the pupils. The expert (teacher) guides the novice (pupil) in
succeeding by improving skills and understanding through the participation with
more skilled others, situated in a sociocultural activity. This model argues the
active role of the child in social interaction with others, within a sociocultural

context, emphasising the interrelatedness of all three aspects to the furthering
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of the child’s development. In other words, not only the teacher but also pupils
bring something to the learning process and both teacher and learner can
contribute in their own way to the child’s development which is inseparable from
its context. This addresses two of my research questions, on the one hand
looking at how pupils use their language knowledge at school and, on the other
hand, the teacher’s approach to teaching a foreign language to a multilingual
class, in other words in what ways this teacher and her pupils contribute or are
enabled to contribute to learning French as a foreign language (also see

Section 1.2 for a full discussion of my research questions).

Esteban-Guitart and Moll (2014) have interpreted another aspect of

Vygotsky’s (1978) work. Their concept funds of identity is a progression on the
earlier developed concept funds of knowledge (Moll et al., 1992) which is based
on Vygotsky’s work on mediation. As | have discussed before, people use signs
and tools to mediate their thinking and through these they interact in their social
and cultural settings. In Moll et al.’s (1992, p. 133) concept, these are the
“historically accumulated and culturally developed bodies of knowledge and
skills essential for household or individual functioning and well-being”. Funds of
knowledge account for the collective bodies of knowledge and skills within a
family to mediate their wellbeing; however, they do not account for the
development and learning of the individual and the accumulated personal life
experiences and social interactions within and across social settings to express
and understand themselves (Esteban-Guitart and Moll, 2014, p. 37), here
proposed as funds of identity, which “are historically accumulated, culturally
developed, and socially distributed resources that are essential for people’s

self-definition, self-expression, and self-understanding”. These resources
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include cultural artefacts of tools and signs but also include institutions, places
or activities. Esteban-Guitart and Moll (2014, p. 38) suggest five major types of
funds of identity, and these will be further applied in my data analysis and

discussion, Chapters 6 to 8.

1. Geographical funds of identity (geographical settings or territories).
2. Practical funds of identity (an activity like work, sport or music).

3. Cultural funds of identity (artefacts, cultural concepts, social categories,

age, gender or ethnicity).

4. Social funds of identity (significant others like family, friends and

community).

5. Institutional funds of identity (social institutions like family, church and

school).

Within the context of my study, using the children’s funds of identity could be a
powerful tool for teachers by building on children’s prior knowledge by
connecting their worlds, culture, identities and personal experiences, hence
choosing the right learning materials. This idea has also been argued by
Kenner (2004, p. 43, emphasis in original) who asserts that children
“‘experience their worlds not as separate linguistic and cultural entities but as

‘simultaneous™ (a point | have already discussed in terms of how policies
constrain or encourage bridging children’s school and community experiences:

also see Chapter 2).

However, looking into pupils’ prior knowledge and establishing sufficient
guidance to supporting their learning and development assumes that learning

entails the social relationship and interaction, the activity of the individual and
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the context in which learning occurs, hereby using one very important mediating

tool: language. Lantolf and Thorne (2007, p. 205) argue:

Language is the most pervasive and powerful cultural
artifact that humans possess to mediate their connection to
the world, to each other, and to themselves.

Adopting such thought, a sociocultural perceptive on learning then provides a
platform to explore multilingual children’s classroom experiences where their
language resources enable them to use their whole linguistic repertoire and

experiences to be cognitively successful, hence mediating their learning.

In this way, multilingual learning not only places the language learner in a social
context, but also considers the cultural background of the participant. Moreover,
this then relates to the cultural setting of the school context which in turn again
underlines the relevance of a sociocultural perspective on the multilingual
classroom, hereby drawing on the earlier introduced term multilingual learning
(also see Section 1.2.3), where | argued that it could be seen as a process to
create meaning using all language resources in any learning. For now, it can be
extended by the notion of identity. In other words, language becomes one of the
symbols expressing a person’s identity (Baker and Wright, 2017) (other
symbols may include, for example, gender or ethnicity). This in turn is closely
related to language ideologies and the legitimacy of language practices where
language choice is not only tied to a person’s self-expression but also to the
availability of the languages for the speaker, as | have mentioned in Chapter 2
and which | will discuss in Section 3.3, addressing multilingual children’s

classroom explorations.
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3.1.1 Principles of learning

For the purpose of my study, | am interested in insights into the teacher’s

practices for children’s learning at school. An encapsulation of some of the

ideas of a sociocultural perspective on children’s learning has been presented

by Nieto (2010) in the form of five principles of learning which | feel are helpful

to my study, as they address learning from a sociocultural perspective. These

principles are:

1.

Learning is actively constructed.

Learning emerges from and builds on experience.
Learning is influenced by cultural differences.

Learning is influenced by the context in which it occurs.

Learning is socially mediated and develops within a culture and

community.

These principles of learning follow a sociocultural perspective and are

consistent with Nieto’s (2010, p. 26) understanding of multicultural education

as embedded in a sociopolitical context and as antiracist
and basic education for all students that permeates all
areas of schooling, and that is characterized by a
commitment to social justice and critical approaches to
learning.

In other words, these principles of learning are for all learners but address

especially those whose knowledge, backgrounds and experiences have been

marginalised, for example within my research those children labelled as

learning English as an additional language.
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As | have argued in Chapter 2, monolingualising ideologies, favouring
Englishness and the tightening control on teachers in terms of assessment and
performativity have led towards seeing learning only in terms of academic
achievement, especially in English literacy, numeracy and science. Yet, such a
limiting view does not consider the sociocultural context of learning. Here,
learning is not purely academic achievement, but also a product of interactions
between teachers and pupils, shaped and influenced by teachers’ practices,
attitudes, and values, as well as schools’ policies and practices which are
situated in the larger social and cultural forces at play. In view of this,

Nieto’s (2010) five principles acknowledge these many forces influencing a

pupil’s learning success.

| will now discuss Nieto’s (2010) principles of learning one by one in relation to

the work | am carrying out.

3.1.2 Learning is actively constructed

Nieto (2010) argues in her first principle that learning is actively constructed by
both pupil and teacher alike instead of learning only happening through direct

instruction by the teacher.

An insight from Cummins et al. (2011) on this is helpful to my interpretation.
They argue that following such a principle requires learning to take place in joint
interaction and through critical inquiry of the curriculum content, also relating it
to the individual and collective experience of the resources teacher and pupils

bring to the school setting.

95



Here Cummins et al. (2011, p. 28) introduce transformative teaching, a

collaborative critical inquiry to enable students to analyse
and understand the social realities of their own lives and of
their communities.

A transformative teaching approach moves away from seeing learning as a
largely passive process to learning as interactive. It empowers pupils to be
active in their learning, holding agency in their knowledge construction,
supporting critical thinking, reflections and meaningful action in contexts which
are relevant to the pupils. Such an approach challenges the view that the
teacher is the purveyor of knowledge which Freire (2005, p. 72) also refers to
as the banking concept, which regards teaching as an approach tending to
move in a single direction from teacher to pupil where pupils just “receive,
memorize, and repeat”. In other words, as Conteh (2018b, p. 215) aptly points
out that “one powerful voice silences all others”. However, teaching and
learning is a much more collaborative process and, in this way, transformative
pedagogy is the opposite of hierarchical knowledge construction because pupils
are engaged in their learning and co-construct their knowledge through an
inquiry-based approach of the social realities that relates to the pupils’
experiences. | argue that a transformative approach allows for teachers and
pupils to interact and negotiate. This may evoke a learning space where their
personal and cultural identities can interact with each other on an equal footing
which can embrace the diversity of the classroom and reflect an intention to
make interaction, collaboration and critical inquiry central to the learning

experience.
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Yet, hierarchical structures of teacher-pupil discourses in the classroom are still
prevalent, for example in multilingual classrooms. Here, learning is often not
constructed by drawing on all the language resources the children bring but
rather instructed, even imposing a monolingual ideology. This has been
reflected in educational policy discourses in England (Leung, 2001;

Costley, 2014) but also in research on multilingual classrooms, for example in
the work of Robertson et al. (2014) about missed opportunities to use the
bilingual teaching assistants in the classroom or in the work of Gregory (2008)
on the assumed monolingualism of the multilingual pupils, especially in reading,
disregarding that multilingual children might possibly already be familiar with
different scripts and literacies. This relates back to the previous paragraph (also
see the notion of monolingualism in Chapter 2 or the discussion on multilingual

children’s learning experiences further along in this chapter).

Within my study, | am interested to see how teaching is actively constructed
between teacher and pupils. Here, a transformative approach can promote
equity and social justice, where pupils are recognised as knowers through the
resources they bring. In other words, learning is socially and actively
constructed between teacher and pupils challenging the traditional notion of
power relations within the classroom. This leads on to Nieto’s (2010) second

principle.

3.1.3 Learning emerges from and builds on experience

Nieto (2010) recognises that every pupil has prior knowledge which is brought
to education and learning. Such knowledge can be experiences but also

attitudes and behaviours.
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As | have maintained in the previous section, in terms of multilingual speakers,
however, these experiences and prior knowledge have not always been
recognised in mainstream school, especially in terms of languages seen as an
asset for academic success. Rather, as Bracken et al. (2017) argue, schools
today work in favour of learning English, the language of instruction, as fast as
possible (also see Section 2.1.2) instead of including children’s language

repertoires in their learning.

Yet, Nieto (2010, p. 39, italics in original) contends that “all children have some
experiences that can help them learn”, although they may not have been
recognised by teachers. This is also true for multilingual children who may bring
a wealth of languages and learning experiences to their learning, which remain
untapped by teachers, a concept Walker (2014) terms invisible learning. Here,
learning at home, in complementary schools or faith settings may remain
hidden to the teacher. And instead of actively constructing knowledge as |
discussed earlier when writing about Nieto’s first principle, teachers draw on
Freire’s (2005, p. 72) banking concept. In this concept “knowledge is a gift
bestowed by those who consider themselves knowledgeable upon those whom

they consider to know nothing.”

This fits with Yosso’s (2005) concept of community cultural wealth, which
describes the resources and knowledge pupils bring to the classroom from their
families and communities. In her research, Yosso challenges the deficit thinking
about minority pupils prevalent in US schools. She argues that acknowledging
cultural and social assets can “transform education and empower People of
Color” (2005, p. 82) to draw on their experiences and bring these to the

classroom. Her concept of community cultural wealth is similar to the earlier
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mentioned funds of knowledge (Moll et al., 1992) and the later extended
concept of funds of identity (Esteban-Guitart and Moll, 2014): All three concepts
acknowledge that people have prior experiences which should not go

unnoticed.

An insight from Cummins and Early’s (2011b) work on identity texts during a
multiliteracy project in Canada underlines how learning is facilitated around the
pupils’ experience, prior knowledge and interests, which acknowledges
children’s funds of identity (Esteban-Guitart and Moll, 2014) as resources for
learning. Pupils drew on their linguistic repertoire to create multilingual literacy

and identity narratives in the form of dual-language books.

For children, learning can take place in a variety of settings: within their daily
attendance at a mainstream school, at complementary school, at home among
family and/or in their immediate community but also in faith settings. This list is
not exhaustive, but it does show how learning is not tied to one context and
setting as has been discussed for example in the work of Kenner and

Ruby (2012), Robertson (2007) or Walters (2011; 2017), which will be
addressed within this chapter. Within the context of the classroom, it is
important to recognise that learning experiences in and outside of school need
to be recognised and interconnected, drawing on the earlier discussed notion of
“living in simultaneous worlds” (Kenner, 2004, p. 43). Further, also concepts like
Esteban-Guitart and Moll’'s (2014) funds of identity can be drawn upon to
acknowledge multilingual children’s learning experiences, through which they
can explore their multilingualism and potentially enrich their identity construction
and their understanding of who they are and where they come from. However,

in her study about learning to read Hebrew in a Jewish community school,

99



Walters (2017, p. 10) discusses the challenges learners face while moving
between different sites of learning as “they bring expectations and orientations
to learning that have been acquired in other sites or at other times”. It follows
that if learning sites are interconnected, learning can be regarded as one
experience which can be brought to and move across various sites, however,
bearing in mind that different sites may also have different expectations and

purposes for learning.

In my study, | am interested to see how the teacher approaches and draws
upon the prior knowledge of her pupils, how learning is in the interaction of both
the teacher with her pupils and the pupils with each other and the way
knowledge is constructed. Allowing for drawing on children’s prior experiences,

| contend that in this way the lesson content may become more contextualised
and meaningful for the pupils, acknowledging that pupils have knowledge they
bring to the lesson through family, community and lived experiences, in the form
of cultural and social assets bridging home and school which acknowledges
that learning is not tied to one context. Yet, multilingual children’s learning
experiences are ultimately linked to cultural differences which | will discuss in

the following.

3.1.4 Learning is influenced by cultural differences

As | have argued in the beginning of this section, a sociocultural perspective on
learning stresses the importance of society and culture to learning and
development. In her third principle of learning, Nieto (2010) maintains that
learning is affected by cultural differences on an individual level as well as

through the values of that culture which need to be acknowledged by the
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teacher in order to be aware of the children’s realities: individual, cultural,
economic, social and political. Learning and development are embedded and
situated within a cultural context. That is, learning and development vary from
culture to culture and are neither represent a stable condition nor are they

universal.

| have argued, when drawing on community cultural wealth (Yosso, 2005) or
funds of identity (Esteban-Guitart and Moll, 2014), that children are thereby
enabled to bring their prior knowledge and experiences to school, thus bringing
home and school together as sites of learning. However, in multilingual and
multicultural communities, experiences children have acquired previously in the
home or their home cultural environment may deviate from the assumed
linguistic and cultural ideologies held by the dominant group. Cultures have
different values, like stressing interdependence (for example the importance of
a close and extended family as a supporting network) or independence (for
example focusing on the self), and these values have implications for the
children’s development and learning (Nieto, 2010). Indeed, it is also the
surrounding dominant culture which “influences how society is organized, how
school curriculum is developed and how pedagogy and policy are implemented”
(Yosso, 2005, p. 75). In other words, learning is influenced by both the culture
cultivated at home and within the children’s communities and the culture

surrounding their communities.

An insight from the work of complementary schools can also underline how
learning is influenced by cultural differences. Drawing on the discussion in
Chapter 2, monolingual ideologies of the education system, like the Swann

report (Department of Education and Science, 1985), paved the way for
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voluntary schools. These provided language and cultural classes to the
diasporic community in various settings outside of the mainstream school which
are referred to as complementary, supplementary, heritage language or
community schools. Referring to these schools as complementary schools
highlights the “complementary function of these teaching and learning
environments in relation to mainstream schools”, as has been discussed by

Blackledge and Creese (2010, p. 47, italics in original).

Martin et al. (2007) suggests that complementary schools can be examples of a
learning environment in which spontaneous and flexible language use is usually
the norm. In other words, due to the lack of opportunities in mainstream
schools, in complementary schools multilingual language practices can be
explored “for the development, maintenance or revitalisation of community
languages” (Robertson, 2007, p. 60). It may be difficult to imagine alternatives
to monolingual systems which is why | argue that examining how
complementary schools work and how children behave within them can provide

us with a window into what is possible.

In Robertson’s (2006) study of five bilingual children learning to read in three
different languages, she discusses that the reading practices of different
languages (here English in the mainstream school, Urdu in the complementary
school and classical Arabic in Qur’anic classes) allows children to carefully
negotiate their reading strategies for each language. In this way, Robertson
maintains, children realise what counts in one language as proper reading
might not apply for another, and in this way understand that literacies need to

be approached differently for successful reading.
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Further, an insight from Walter’s (2011; 2017) work on reading in different
settings underlines how learning is influenced by cultural differences from a
different perspective (which | have also addressed in the previous section). In
her research on children learning to read, Walters (2011) discusses the different
reading approaches of children in their faith setting and in mainstream school.
While reading Arabic script in the mosque school involved reciting and letter-
sound correspondence, reading English in the mainstream school meant to
read for meaning. Although one pupil, Attar, was able to read sentences out
loud and could pronounce the words clearly, he was, however not necessarily
reading for meaning. This in turn made the teacher think of the pupil as an
excellent reader, but, when he faced difficulties in completing reading
comprehension tasks, he did not receive enough support, as the teacher
thought he could complete the task. But not only did the teacher assume he
was able to read for meaning due to his ability to read out loud, the teacher
thought that when Attar did not complete the task he was “lazy” and “defiant”
(Walters, 2011, p. 397). The teacher did not seem to be aware of the different
kinds of reading across the two settings, which directly impacted the
children’s learning and educational achievement; this touches on what
Gregory (2008, p. xiv, italics in original) refers to as an “assumed [...]
monolingual mind”. In other words, neither the children’s knowledge and
experiences, as discussed in the previous section, nor how their learning is

influenced by cultural differences has always been recognised by the teacher.

Another example of how the surrounding culture influences and impacts
education is the handling of multilingualism and diversity in England’s

educational policies: The mainstreaming of the curriculum at the expense of

103



multilingual learners which homogenises a heterogenic group of learners and in

fact imposes a monolingual school system, as has been argued in Chapter 2.

Another insight on how learning is influenced by cultural differences is a study
by Kenner and Ruby (2012) on collaborations between mainstream and
complementary school. They encouraged children to use their language and
cultural resources in the mainstream classroom which empowered the children
to become independent learners, furthering their multilingual learning.
Partnerships between mainstream schools and complementary schools may
help to increase the support of multilingual learners. They also expose
mainstream teachers to teaching and learning using multilingualism as a
resource. Their research suggest that such collaboration could challenge
institutional constraints and at the same time increased the agency of learners,
the community and teachers. | argue that, from this perspective, complementary
schools are a valuable contribution to mainstream schooling and that this
contribution should not be underestimated but, instead, enhanced and

incorporated into the mainstream curriculum.

As part of my study, | am interested to see if and how the children’s learning is
influenced by cultural and linguistic differences and how these then affect the
children’s learning, especially in the foreign language classroom. | have briefly
touched upon the importance of the context in which learning takes place,

which will be discussed in what follows.

3.1.5 Learning is influenced by the context in which it occurs

Nieto (2010) argues that learning is affected by the context in which it occurs,

which means that it cannot be separated from it.
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As | have illustrated in the beginning of this section, everything surrounding us
influences us as learners and shapes our identities i.e. the resources and our
interactions, social and political but also economical. This thought is
interconnected with the previous learning principles, acknowledging agency in
their knowledge construction and acknowledging prior knowledge children bring

to education but also the values of the different cultures.

If we now turn to the fourth principle, it seems important to understand the
significance of the context. Yet, it is difficult to isolate this from the other

principles, as they all seem interconnected and interwoven.

The social, historical, cultural and political context, such as monolingual
ideologies in policies, in schools and in the classroom (also see Chapter 2),
influences our perception and this, in turn, impacts the learning in the children’s
classroom experiences and their construction of identities. A sociocultural
perspective recognises these aspects as context in which learning takes place.
In other words, learning is not isolated but influenced by its embedded context,
and this includes the role of the teacher, his/her perception of the pupils and

ideologies on language, learning and education.

In my study, | am interested to understand this particular context: teaching
French in a multilingual classroom. This includes the social and political
influence of the education policies and the climate for multilingualism and
foreign language learning at school. Moreover, for example using home
languages can be valued and encouraged or devalued and dismissed,
languages can be ascribed a high or low status (Mehmedbegovic, 2017) and

teaching can be constructed or instructed (Cummins et al., 2011), and these
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aspects have an impact on pupils’ learner identities, choices taken, attitudes
displayed and motivation for learning and language use (Hilmarsson-Dunn and
Mitchell, 2011). | will discuss multilingual children’s classroom experiences and

their construction of identity in the following, Sections 3.2 and 3.3.

To conclude, | view the social, historical, cultural, economic and political context
as the basis for all learning. And, rather than making it one of five principles of
learning, | would make it the premise for learning where learning is not an

isolated concept but influenced by what surrounds it.

3.1.6 Learning is socially mediated and develops within a culture and

community

Nieto (2010, p. 45, italics in original) recognises a sociocultural perspective on
learning and argues in her fifth and final principle that “development and

learning are mediated by culture and society”.

| have discussed the aspects contained in this principle in the introduction to
this section (Section 3.1) and will not elaborate further on this principle in great
detail. However, | would like to point out that unlike Rogoff’'s (1990) concept of
guided participation or Esteban-Guitart and Moll's (2014) concept of funds of
identity (both drew and expanded upon Vygotsky’s (1978) work, i.e. on
guidance and mediation, as | have discussed before), Nieto refers only broadly
to Vygotsky’s work, yet emphasises the to relate all characteristics and factors
of learning by acknowledging that learning is not only cognitive but is situated in

social and cultural contexts of pupils, teachers and school.

| would like to add that following my discussion on the role of policy in

Chapter 2, it is this particular principle that links in here. Looking at a national
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context, we cannot separate learning from its social, historical, cultural,
economic and political context but must acknowledge the power policies can

hold. Ball (2017, p. 18) argues

policies are both systems of values and symbolic systems,
ways of accounting for and legitimating political decisions
and defining the public good.

This underlines the notion that policies are ideologically constructed

(Leung, 2001), which then leads to seeing schools not as neutral ground but
rather institutions which determine “what is worth knowing, and [...] what it
means to be educated (Nieto, 2010, p. 46) which ultimately influences pupils’
learning. This notion addresses the main research question of my study as an
overarching umbrella: How does children’s multilingualism influence the
learning of French as a foreign language in a Key Stage 2 primary school
classroom in England when taught by a teacher whose knowledge of French is
relatively limited? This also draws on the question: In what way is
multilingualism perceived as being a legitimate resource for learning within the

French lesson?

3.1.7 Reflection on the principles collectively

Nieto’s (2010) principles of learning consider pupil’s agency in their knowledge
construction, the prior knowledge children bring to their learning, the influence
of cultural differences on learning and how learning cannot be separated from
context. While discussing these, | have drawn on research to underpin these
principles; however, it is difficult to separate these principles out nor is this
necessarily desirable, but nevertheless perhaps helpful to gain a deeper

understanding of the combination of factors that are at play. Such a listing of
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factors provides a simple framework to emphasise and tease out the
interconnected elements that influence a teacher-pupil relationship from a
sociocultural perspective, and in this respect, it is helpful to bring each principle

to mind.

The above is an attempt to understand what learning entails when discussed
from a sociocultural perspective. Such a perspective recognises that the social
and cultural contexts in which learners live influence their learning. Further, this
approach acknowledges that children are able to contribute in their own way to
learning and development just as much as the teacher does, where individual
agency and pupils’ and the teacher’s identities are important factors for learning

and development.

While learning following a social perspective is not specifically tied to
multilingual children and foreign language learning, its underpinnings, in other
words, agency of knowledge construction, acknowledging prior experiences, the
influence of cultural differences, the context of learning and how learning is
socially mediated and developed within culture and society, are helpful to my

interpretations of my research questions.

In the following, | will discuss multilingual learners’ classroom experiences and
their construction of identity and how identity and power arise from the contexts

and practices that learners are situated in.

3.2 Multilingual children’s identities

In this section, | discuss the construction of identity as it relates to multilingual
children. It is within this context that | seek to explore in my research how

identities may provide a context for understanding what the children say or do,
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and the bearing this might have on the classroom dynamics and to what extent
this might play out in the classroom regarding the children’s construction of

learner identities, which | will refer to as multilingual identity.

As | have discussed in the introduction to my research questions (also see
Section 1.2.2), adopting a sociocultural perspective on identity construction, the
social environment plays an enormous role in identity construction hence in
upbringing. It sets the ground for how people see themselves as individuals and
how they mediate their identity within that environment. From this
understanding, identity refers to a person’s sense of self and their
understanding of who they are and where they come from and how they might
use this. In other words, identity construction moves between how individuals
construct their identity and how context and ideas influence experiences of
individuals which could be interpreted as a process which is fluid and

negotiated (Harris, 2006; Riley, 2007; Blackledge and Creese, 2010).

An insight from Riley (2007, p. 244) is helpful to my interpretations. He stresses
that even though identity is socially constructed and emerges through
interaction with others, yet it is “largely constructed by others in their own image
and likeness”. Here, this draws on the notion of imposed identities which are not
negotiable in a given moment (Blackledge and Creese, 2010). The notion of
imposed identities is especially visible in policy discourses (also see

Leung (2001) and Ball (2017) in Section 3.1.6). One example, as argued in
Chapter 2, is the dominant monolingual views on education, which in turn
impacts teaching and the learning of all pupils. Yet, Blackledge and

Creese (2010, p. 37) differentiate two more identity options: negotiable and

assumed identities. While the former are “contested, bargained for and haggled
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over by groups and individuals”, the latter “are accepted and not negotiated”.
This touches on how learners become identified but also how they identify
themselves, which has been discussed in terms of negotiating identity positions
for example in the work of Day (2002) or Toohey (2018) or Walters (2011), all of

which will be or have been detailed in the course of this chapter.

From this understanding, identity is a never finished entity, changing in nature,
multilayered and mediated between the individual and the social environment,
which means that it is socially constructed through interacting and
communicating with others. Different identity positions and choices are likewise
constructed and affected by this never-ending identity formation (Blackledge
and Creese, 2010; Esteban-Guitart and Moll, 2014; Meier and Conteh, 2014). In
other words, the way people interact with others and the culture they live in, two
factors that often change in the life of a human being, have a bearing on an

individual's development, i.e. on their identity construction.

Within the context of my study, multilingual children’s particular challenges with
identity reside in the fact that their home and school environments are often
culturally, linguistically and socially dissimilar to one another, yet children move
between those distinct worlds. An insight from Harris (2006) is helpful to my
interpretations. In his research on the language use of adolescents of mainly
South Asian descent born or brought up in England, he considers that using the
term Brasian, suggests that identities are fluid and negotiated in the sense that
both British everyday life elements and South Asian cultural diasporic practices
are present. Here, multiple language and cultures are not seen as separate and
stand-alone elements that children have to choose from; rather these identities

complement each other and allow for alternative identity options to be
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performed, which underlies the fluid nature of identity construction. And rather
than using two words to describe a hybrid identity (e.g. British Asian)

Harris (2006, p. 175) suggests merging these words to Brasian acknowledging
that “Britishness is primary” in many practices but more important, the existence
of more than one language and/or culture. This, in turn, values the children’s
backgrounds and languages and provides children with the possibility to

embrace multiple cultural and linguistic as well as ethnic and national identities.

Meier and Conteh (2014) argue how schools seem to be spaces which can both
allow but also hinder multilayered identities, especially in multilingual
classrooms where, as discussed in Chapter 2, some pupils’ languages and
backgrounds are valued while others are marginalised. This then may lead to
multilingual children adopting a monolingual identity by “compartmentalising
their use of languages” which has been discussed in the work of Kenner and
Ruby (2012, p. 2). This also draws on the earlier discussed notion of assumed
identities. In their research on teacher collaboration and mainstream schools,
they argue that by using solely English as the medium of instruction, home
languages are marginalised, stripping children of their multilingual identity and

leading towards a monolingual identity construction of multilingual children.

It may well be that monolingual societies in essence use a monolingualising
approach and force multilingual children to prefer the dominant culture’s
language and in that sense impact upon their identity to reflect the dominant
culture. Arguably, the pressure to conform to monolingual ideals may strip
children of their multilingual heritage, where multilingualism is regarded as a
limiting factor, which can adversely influence their identity development. Here,

Kenner et al. (2008) suggest that monolingual spaces such as schools can
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prevent multilingual children from developing their multilingual learner identity
within mainstream school. In their study about bilingual learning with second
and third generation learners, they suggest that these children felt institutional
constraints which barred them from using their full language repertoire. This
situation can be seen as a serious drawback if neither the school nor the wider
society assists in promoting multilingual identities but rather devalues other
languages than English, which, as argued in the previous paragraph, may lead
to children ultimately developing monolingual identities (Kenner and

Ruby, 2012) or opting for a monolingual profile at school (Mehmedbegovic,
2017). As a consequence, this also affects pupils’ sense of “belonging to
school” (Agirdag et al., 2014, p. 24), drawing on my discussion of language
choice in Section 2.2. In other words, if school, as an institution of the state and
part of society, devalues and discourages community languages, home and
school settings are separated, and children may feel rejected by not being able
to use all their linguistic and cultural resources: Hence schools can silence
multilingual children. This not only affects the construction of multilingual
identities but also learning, as the children’s learning outside mainstream school

remains hidden.

Research has acknowledged that multilingual learning is not tied to one context
(Martin et al., 2007; Robertson, 2007; Ruby et al., 2010; Gregory et al., 2012;
Kenner and Ruby, 2012; Sierens and Ramaut, 2018) or to language practices
such as translanguaging, arguing for a unitary language system which
incorporates all languages (Conteh et al., 2014; Garcia and Wei, 2014) (also
see Section 3.3.2). However, the context in which children grow up is still

framed by monolingual beliefs, i.e. English as the language for success and
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academic achievement (which has also been discussed in Chapter 2). In other
words, and maintained throughout this section, language ideologies such as the
perceived hierarchy and status of a language may lead to the construction of
monolingual identities where home languages are reserved for home where the
children’s languages are possibly not marginalised but valued. This plays back
to the policies which impose a monolingual view on the entire education
system. However, if the perceived low status of a language leads to the
language not being spoken, the language may eventually be entirely eradicated
from use by the individual and society (Mehmedbegovic, 2017) as argued in
Section 2.2. In other words, the constructing of identity is not only individual
agency but also imbued in the idea of collective solidarity among its community
members (Conteh and Mor-Sommerfeld, 2008) shaped by social context for

example language ideologies.

An insight on individual agency and social membership is useful to my
interpretation. In the following, | will draw on three research studies about

multilingual learners’ experiences and the construction of identity.

In her longitudinal ethnographic study on six English language learners, from
Kindergarten to Year 2 in a Canadian public school, Toohey (2018) researched
six children’s construction of learner identity and language learning. She
discusses the way the children engaged in classroom practices and how these
are linked to various identity options. Drawing on a sociocultural perspective,
she argues that while for some children, like Julie, doors were opened to be
accepted by the group which in turn led them to be successful language
learners, others, like Surjeet, were prevented from access and participation in

the classroom community as their available identities seemed to be less
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desirable and powerful. This has implications for the learner and despite
Surjeet’s higher level of English when entering kindergarten, she was
outperformed by Julie during the time of research. Over time, Julie was
successfully accepted by her peers partly due to her own actions and partly due
to the opportunities her classroom community provided (Norton and

Toohey, 2001).

Another insight on social membership is provided by the work of Day (2002). In
her ethnographic case study, she discusses the different identities displayed by
Hari, a Punjabi speaking English language learner in kindergarten in Canada.
Day argues that learning and identity but also social membership are
inextricably linked and shaped by the discourse, interaction and relationship
with the teacher and peers. Here she draws on the powerful role of the teacher,
touching on not only how learners become identified but also how learners

identify and position themselves within the classroom.

In other words, drawing on my earlier discussion about a sociocultural
perspective on identity construction, the findings suggest a duality between how
the social and cultural context of the classroom and its community places the
individuals, here Surjeet, Julie or Hari, but also how they position themselves in
terms of access and participation in their classroom community and
opportunities for learning in the particular classroom contexts in which they find
themselves, negotiating their identities. Norton (2013) explored this notion in an
ethnographic study of adult English language learners in Canada. She argues
that language learning is a social practice within a community and describes
how Eva, one of the Polish speaking participants, gained acceptance among

her work colleagues in a restaurant and through this widened her language
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learning practices. In their joint review of their studies, Norton and Toohey
(2001, p. 318) maintain “that understanding good language learning requires

attention to social practices in the contexts in which individuals learn L2s”.

As | have maintained, identity is dynamic, fluid and negotiated but also
multilayered and changing over time, related to language and culture and may
be a result of discourse and communication with others. Also, people can hold
many identities changing with time and place, varying in different situations.
Moreover, identity development is a non-linear, interwoven process continually

progressing and changing over time. In Blommaert’'s (2006, p. 245) words

identity is best seen not as one item, but as a repertoire of
different possible identities, each of which has a particular
range or scope and function.

Here | would like to refer back to Esteban-Guitart and Moll’'s (2014) concept of
funds of identity (also see Section 3.1) which underlines the notion that identity
is constructed within particular social and cultural contexts and thus becomes a

resource.

Particular to multilingual children, the construction of multilingual identity is
dependent on who multilingual children are allowed to be at school and whether
identities can be negotiated and affirmed. This feeds ultimately into an
understanding of what they say or do in the classroom and how they access
and participate in classroom practices. If children understand themselves as
multilingual, they then might recognise and understand bits of language and
culture during the lesson. Moreover, such recognition may lead to increased

confidence, linking lesson content to home and community.
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Here, an insight into Sneddon’s (2009) work suggests how moving between
languages and cultures was beneficial to the children’s learning. She argues in
her research on children learning to read through dual language books, that the
use of bilingual books allows children opportunities to explore and experience
their multilingual background in different languages by using resources that
supported not only their language development but also their identity
development. In a similar way, Creese et al. (2006) argue in their research in
two complementary schools, using all the children’s language resources,
English and Guijarati alike, allows the performance of multiple identity positions
but also flexibility by moving between languages and drawing on their language

repertoires.

Such studies challenge the assumption that learning is tied to one context but
takes place across context. Further, | have argued that identity is fluid, changing
and not fixed, as is language, a social practice constructed by people in specific
contexts. Moreover, Conteh (2015) argues that everyone has its own language
repertoire; we draw on these resources to determine the purposes in which we
use language to communicate. In other words, multilingual children experience
different sites of learning, move between home and school and make language
choices according to their available identity options. All this highlights the
complexity of children acting in accordance with their multilingual identities and
how these might have a bearing on multilingual children’s upbringing at home
and at school. So, while the construction of identity is bound to the agency of
the individual, it is also related to the role of language and discourse practices
of the context in which multilingual children are situated. In other words,

multilingual children may still need to mediate their language and learning
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between themselves and their different social environments. However, this can
be challenging if not met with adequate support and to this end, will be explored

in the next section where | will discuss the conditions needed for such learning.

| close this section by relating the discussion about identity construction to my
particular research focus. While identity construction of multilingual children has
been widely discussed and addressed within this chapter and elsewhere in the
literature as | have described, there is a paucity of research regarding the
identity construction of multilingual children within the foreign language primary
classroom. However, such research is of equal relevance as it connects two
areas of language practices rather than seeing them as different and distinct. |
will address this again in the discussion of my data analysis and findings,

Chapters 6 to 8.

3.3 Multilingual children’s classroom explorations

In a multilingual classroom, children are in the unique position of having multiple
languages at their disposal. Yet, multilingual learning is complex and involves
many factors which contribute to the construction of such a context, ranging
from the teacher’s understanding about multilingual learning, her own identity
construction, as well as the children’s understanding of their identity to the
extent of home language use into the lesson, agency of pupils and teacher but
also policy discourse in the school. Here | wonder: To what extent can
multilingual learning happen in the mainstream schools as institutions of the
state? Do they make multiple identities and multilingual learning possible, or

constrain them?
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As | have discussed in the preceding chapters, the reasons for not including
home languages are complex, ranging from policy discourses unfavourable to
languages other than English such as the brief summary of Government policy
in relation to EAL learners (Department for Education, 2012a) up to the
tightening control on teachers in terms of performativity and accountability
(Adams, 2014) and individual reasons, including the maintenance of authority
during the lesson (Conteh and Riasat, 2014; Sierens and Ramaut, 2018), or
lack of understanding of the importance of including children’s languages for
learning (White et al., 2006). Even though Conteh (2015, p. 31) aptly argues
that language “is always cross-curricular in that the language itself forms the
basis of learning in all the other areas of the curriculum”, multilingual practices
within the classroom are still at the margin either because of unwillingness or
because of missed opportunities. This has, for example, been discussed in the
work by Robertson et al.’s (2014) about the lack of home language use in the
classroom. Their study investigates how bilingual teaching assistants in two
different early years classrooms support the children’s learning. However, in
spite of their awareness of the children’s linguistic and cultural knowledge and
backgrounds, they are unable to use home languages with the children except
for communicating with parents or, for example, if children do not understand.
However, even if the teacher recognises the children’s language sources as a

benefit, it is not automatically being used as a resource in learning.

Adopting a sociocultural perspective on learning (also see Section 3.1), |
regard, multilingual learning is neither limited as regard to these aspects nor
does it entail an outcome or approach, it can be seen as a process by which

pupils engage with all their language as resources for learning (as introduced in
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Section 1.2.3). In this way the teacher draws on previous experiences to
construct new knowledge, valorising what children bring to their learning instead
of seeing English and home languages as two contradictory forces within the

lesson.

But what do teachers need to know in order to support children in their
multilingual learning? The teacher might need some theoretical understanding
of what multilingual learning entails but also understanding of the children’s
family contexts, their cultural and language backgrounds. Further, the teachers
must know how to discover and acknowledge the children’s resources explicitly,
designing activities for multilingual learning and offering opportunities in which
home language use is encouraged and fostered. An insight into studies
recognising children’s multilingualism in learning is helpful to my discussion.
Throughout my literature review, | have discussed various studies, drawing on
different aspects including, for example, drawing on children’s prior knowledge
and experiences (Cummins and Early, 2011a), how learning is shaped by
cultural differences and contexts in which learners are situated

(Robertson, 2006; Walters, 2011; 2017) or safe spaces for learning (Conteh
and Brock, 2011). Therefore, | will not repeat these within this section.
However, beside theoretical understanding and providing multilingual learning
opportunities, it is also the relationships and interaction between teacher and
pupil and between pupil and pupil which may be a significant contributor to a
child’s (learner) identity construction which | have discussed in the previous
section. Concepts like the funds of identity (Esteban-Guitart and Moll, 2014)
already discussed but also translanguaging as a multilingual practice (Garcia

and Wei, 2014) may be useful in the construction of such learning spaces and
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may lead to learning power (Kenner and Ruby, 2012) which could encourage
children to have a positive regard for their languages (the two latter points will

be discussed in within this chapter).

In summary, | would argue that teachers who are aware of the effects of a
monolingual ideology as a way to limit, discourage and devalue home language
use may have the ability to counter these effects by encouraging multilingual
language use, drawing on the children’s cultural and linguistic awareness and
devising lesson plans in accordance with the children’s backgrounds. Thereby,
pupils may feel empowered to act in accordance to their identities in and
through their multilingual language practices. Further, as | have argued in the
previous section, identity is multiple and changing, especially in diverse urban
spaces. Providing a supportive and nurturing learning environment and school
ethos, where multilingualism is fostered, validated and encouraged, may be key
to multilingual pupils’ identity development as learners. However, among other
factors such as the social context, language learning and individual agency, it is
also power relationships which will affect the opportunities for the construction
of (learner) identities, a notion which addresses the third of my sub-questions
regarding the teacher’s limited expertise in the subject and her approach to

teaching that foreign language to a multilingual class.

Here | would like to draw on Cummins and Early’s (2011b) work on
collaborative power relations and Kenner and Ruby’s (2012) work on learning

power, which | will discuss in what follows.

Drawing on my discussion in Section 3.1, a sociocultural perspective on

children’s learning acknowledges that learning occurs within a social context
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influenced and shaped by all members of the group, whether experts, novices,
teachers or pupils. Power relations can inform the aims a teacher might have
for shaping the classroom dynamics, varying between coercive and
collaborative power relations, i.e. “power over” and “power with” (Cummins and
Early, 2011b, p. 12). The idea of collaborative power relations is that teachers
and pupils negotiate and co-construct their learning, here drawing in Cummins
and Early’s (2011b, p. 13, italics in original) notion of empowerment, which is
“the collaborative creation of power”. In other words, collaborative power
dynamics may function as essential support mechanisms in learning as they
can help teachers and pupils negotiate and interact in the service of advancing

their collective knowledge.

Another concept useful to my interpretation of multilingual learning is the notion
of learning power (Kenner and Ruby, 2012). They argue in their research on
identity, agency and empowerment of pupils, that learning power becomes an
important learning tool for children and their multilingual language practice.
They define learning power, more often generated by complementary schools,
as “working together as a community, co-constructing knowledge that draws on
multilingual and multicultural resources” (Kenner and Ruby, 2012, p. 97). This
aspect of working together as a community provides a useful addition to my
earlier understanding where | suggested that multilingual learning can be seen
as a process of engaging in creating meaning using multiple linguistic means
but also acknowledging the experience the individual has and brings in. The
notion of learning power by working together may result in the construction of
knowledge between teacher and pupils, where the teacher acts not merely as a

teacher, but mediates the children’s learning, out of which multilingual learning

121



can emerge. Here | draw on my earlier discussion in Section 3.1, where |
argued that learning is a much more equitable process, to which both teacher
and learners contribute. This notion is supported by the term learning power.
This sort of learning may include inviting pupils to share knowledge and
experiences through which pupils can learn from each other. In this way,
children learn to take responsibility for their own but also for other’s learning.
And as Kenner and Ruby (2012, p. 119, italics in original) rightly say: “For
children, learning power means both the power to learn, and learning to use
that power”. This can be achieved, so they argue, by linking home, community
and school, teacher collaborations between mainstream and complementary
schools and, through this, learning about the pupils’” multilingual and cultural
backgrounds, as argued in the beginning of this section (Section 3.2). Within
the context of my study, the school environment might serve as a context where
teachers and pupils could learn together in joint engagement in a topic. This
suggests a classroom power relation that removes the teacher from being an
overall authority and, instead, invites the learners to contribute with their

knowledge and experience to the collective learning process of the group.

In the beginning of this section, Section 3.2, | discussed what a teacher might
need to bring to the class to foster and cultivate multilingual learning. Here, | will
briefly name possible benefits multilinguals may derive from their knowledge of
two or more languages. Multilingualism may advantage children cognitively and
socially. | draw on the research community (Vygotsky, 1986; Cummins, 2001;
Garcia, 2009; Bialystok, 2013; Baker, 2014; Baker and Wright, 2017),

concluding that the benefits of multilingual competency may include:

122



e Cognitive benefits for learning: multilingual awareness like ignoring
misleading information, knowledge about languages, divergent or
creative thinking, communicative sensitivity, the ability to learn multiple
languages, comparing language structures, thinking in more than one

language, transferring knowledge between languages.

e Social and personal benefits: socio-economic, employment, local and
global interactions, multiple identities, cultural awareness and
construction, broader multicultural experience, appreciation of diversity,

wider communication, multiliteracy, academic.

These lists are by no means complete but serves to give an idea of the possible

benefits multilingual children may have in their upbringing.

| bring in the work of, for example, Kenner (2004), Robertson (2006),

Kenner et al. (2008), Sneddon (2009) or Cummins and Early (2011a) (which |
have already referred to in this chapter) in expecting that multiple languages in
the classroom could be beneficial for children as this encourages higher
cognitive functioning such as transfer of skills (like reading), multilingual
creativity or language awareness (such as awareness of different reading and
writing systems), which may also enhance the children’s thinking power. An
insight into Cummins’ (2001) work about pupils’ ability to transfer language
concepts easily is helpful to my interpretation. He argues how knowledge about
one language may lead to knowledge about another language: “Conceptual
knowledge developed in one language helps to make input in the other
language comprehensible” (2001, p. 184). Exploring the relationships between
L1 and L2 acquisition in one central processing system, Cummins (2001)
introduced the interdependence hypothesis, also known as the dual iceberg

model. He argues that there is a linguistic interdependence between the first
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and second language which he refers to as a common underlying proficiency
(CUP) and that it is this CUP which might enable learners if supported
appropriately to transfer cognitive and academic knowledge and abilities i.e.
literacy-related concepts and skills across languages rather than keeping

languages separate.

| contend that recognising and drawing upon the children’s languages as a
learning resource may benefit the children cognitively and academically and
might enhance their language understanding, knowledge and skills. This draws
on the notion of translanguaging which will be further discussed in

Section 3.3.2.

| conclude that multilingual children bring potential benefits to the school
environment, cognitively but also socially; however, these are only valuable for
learning if recognised and also acknowledged within the mainstream classroom.
The notion of a safe space, as discussed in the following section, could serve
as a condition for learning, drawing on these benefits and enabling multilingual

learning while exploring multiple identity positions.

3.3.1 Safe space

The research findings, for example, of the work of Kenner and Ruby (2013) or
Conteh et al. (2014) suggest how multilingual learning may contribute to identity
(identity as learners) development and indicate that it would be beneficial to
integrate a multilingual space into mainstream school culture where the
children’s language and cultural resources are drawn upon in their learning and
where they also feel that their identities are valued and respected. | introduced

this idea in my research questions in Section 1.2.4.
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The notion of a multilingual space brings together the earlier discussion about a
sociocultural perspective on learning, the construction of multilingual identities
and multilingual children’s classroom explorations. As previously argued,
environments in which multilingual children feel comfortable expressing
themselves by using their multiple linguistic resources may play a crucial role in
the construction of their identities (in particular their learner identities). These
kinds of multilingual environments are often consciously constructed spaces
where being multilingual is regarded positively. Conteh and Brock (2011) have
explored the idea of such a multilingual space, which acts as a site within a site
where multilingualism can be examined without adhering to the monolingual

ideologies of school.

In these environments, created collaboratively between teacher and pupils, the
children may have the freedom and ability to express themselves safely and to
“share personal experiences, [are] proud of their language skills and explore
and develop personal identities” (Sneddon, 2009, p. 82). Moreover, Conteh and
Brock (2011, p. 347, emphasis in original) assert that multilingual children “are
entitled to particular kinds of ‘safe spaces’ to succeed in their education”. They
assert that safe spaces are created through the relationships between teachers
and pupils. In other words, learning is co-constructed and mediated,
recognising and valuing children’s prior knowledge and experiences, drawing
on the notion of a sociocultural perspective on learning which for example
acknowledges that learning is actively constructed and recognises prior learning
experiences, as | have discussed in the beginning of this chapter. Also the
earlier introduced concepts of guided participation (Rogoff, 1990), funds of

identity (Esteban-Guitart and Moll, 2014) and the notion of power within the
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classroom (Cummins and Early, 2011b; Kenner and Ruby, 2012) are important
for this discussion about safe spaces. Here, the teacher, more than the school
itself, can provide a safe space that nurtures children’s multilingual identity
development within the possibly non-safe space and monolingual environment
of the school. The discussion about monolingualising policies in Chapter 2 is

also relevant in this respect.

With regard to learning sites, particular in complementary schools, teachers
might be able to support the children’s multilingualism further, as they are
aware of the children’s cultural background and can actively draw on the home
languages and cultural resources that the children bring into the class with
them. Here an insight from Martin et al.’s (2007) research is useful for my
discussion. Their findings suggest that the pupils showed high levels of
“spontaneity and normality” (2007, p. 105) but also flexibility in their multilingual
language practices within the space created by the two Gujarati complementary
schools. Their research also suggests that this may contribute to the children’s
construction of multiple identities. | argue that, while not all mainstream schools
may have the same linguistic understanding as complementary schools, safe
spaces may give multilingual children a place to have their multiple resources

recongised and to draw on those — a step toward greater integration.

While a safe space for multilingual exploration may develop more easily in
complementary schools because their teachers are acutely aware of the
children’s multilingual upbringing, | wonder if and how the foreign language
lesson in my study could provide such a space for multilingual children to
express their multilingualism interconnected with their individuality, creativity

and identity.
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As | have already maintained, a multilingual learning space could serve as a
space to bridge out-of-school language use and curriculum-based language
practices and here, the co-construction of such a space could contribute to the
children’s multilingual learning and identity development allowing children to
hold multiple identities, languages and perspectives at the same time. Teachers
emerge as the primary factor in creating environments in which children can
explore and develop their identities without feeling anxious about breaking any
dominant language only rules. | argue that these spaces may allow multilingual
children to share their diverse experiences without being silenced or shamed. In
such a space, children should feel safe to express themselves, drawing on their
language resources to constructing meaning. However, to what extent
multilingual learning spaces can actually practically be achieved is also linked to
policy. In this respect, we should not fail to look at my discussion on policy and

its impact on education settings in Chapter 2.

Providing a safe space for multilingual identity exploration can assist in
maintaining home languages and allow children to form identities based on their
multilingual abilities rather than on their otherness or their English proficiency
levels. A space where language resources are encouraged and fostered can be
expanded by introducing a translanguaging space. Such a space then enables
pupils to co-construct and expand their multilingual practices and, at the same
time, allows teachers to teach drawing on the pupils’ resources as contributions
to their learning. In this way pupils can actively use all their language resources

to create meaning, which | will discuss in the following.
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3.3.2 Translanguaging as a multilingual practice

Conteh (2018b, p. 217) argues that

languages need to be understood as resources with which
participants make sense of their experience, express their
meanings and accomplish their goals,

here identifying translanguaging as a way to achieve this.

Translanguaging as a pedagogical practice was first coined by Williams in 1994
(as referenced in: Baker and Wright, 2017). In his study, bilingual children
alternated the languages of input (receptive) and output (productive) in a single
lesson. Reading and/or listening in one language (for example, English) and
writing and/or speaking about it in another language (for example, Welsh)

(Baker and Wright, 2017).

Drawing on the research community (Garcia and Wei, 2014; Conteh, 2015;
Creese and Blackledge, 2015; Wei, 2018), the focus of translanguaging is on

navigating language practices for communication.

As of today, translanguaging is not a set term and ranges from its application to
maximise learning (Baker and Wright, 2017) to the relationship between
language use and performed identities (Creese and Blackledge, 2015) or a
process of knowledge construction” (Wei, 2018, p. 15, italics in original). In
other words, this discursive practice constructs knowledge for thinking,
meaning-making and communicating by drawing on all our language resources,
in which languages form a unitary language system rather than seeing them as

separate entities (Otheguy et al., 2015). In this way, translanguaging underlines
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that all sorts of dynamics exist such as its societal implications, as

Otheguy et al. (2015, p. 281) include in their definition of translanguaging:

the deployment of a speaker’s full linguistic repertoire
without regard for watchful adherence to the socially and
politically defined boundaries of named (and usually
national and state) languages.

However, the restriction of multilingual practices in the classroom is connected
to the monolingual ideology of the framed policy discourses which | have
discussed in Chapter 2. Yet, Conteh (2018b, p. 217, emphasis in original)
argues, that translanguaging can “help us to move beyond the constraints of the
‘monolingualising’ ideology of the English education system”. In other words,
translanguaging is the opposite of a monolingual education and monolingual
teaching. And assuming that a person possesses one language system

containing all languages, translanguaging

transgresses and destablizes language hierarchies, and at

the same time expands and extends practices that are

typically valued in school and in the everyday world of

communities and homes (Garcia and Wei, 2014, p. 68,

italics in original).
So, what does a translanguage discourse look like? | came across this form of
using multiple languages during my time as a class teacher in London.
However, at this point in my life | was not aware of the concept of
translanguaging. Every week, the pupils received a reading assignment to be
performed at home as part of their daily reading homework. The pupils
themselves chose the books they used for these tasks, and so it happened that

some children read books in their home language. The assignment, however,

was in English and had to be performed in English. Translanguaging occurred
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when they first read and comprehended their book in their home language, and
then translated the content of the book from their home language into English to
answer the questions in English from the assignment. The children drew on all

resources and used their full linguistic repertoire and language knowledge.

In my own personal experience when teaching at a primary school prior to
beginning my study, my parallel class teacher was not fond of the children
practising this as he feared their multiple language use would hinder them in
their English language development. Such an example underlines the still
prevailing monolingualising attitudes in English literacy lessons and, rather than
blaming the teacher, it highlights context, policies and climate in education
settings in which multilingualism is still seen as a limiting factor, as | have

discussed in Chapter 2.

Translanguaging as a language practice in the multilingual classroom
addresses the second sub-question of my research about how children use
their language repertoire in the French as a foreign language lesson, in what
way languages other than English and French can be explored, which also
draws on my third sub-question regarding the teacher’s approach to teaching
the foreign language within a multilingual class. This will be discussed in my

data analysis in Chapters 6 to 8.

Allowing translanguaging in schools communicates that all languages, and not
just the dominant language, are valuable and can be used together for
enhanced communication by children choosing from their language repertoires
in order “to express their meanings and perform their identities in the ways most

appropriate to them” (Conteh, 2015, p. 197). In this way translanguaging may
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serve as a discursive practice for multilingual children in which they draw from
one unitary language system and, from that understanding, also see home and

school as interconnected sites for learning.

To conclude, translanguaging as a language practice in the classroom can
enable the children to draw on their language repertoires to support meaning-
making, their understanding and knowledge construction and, in this way, free

them of the notion that languages are separate entities.

3.4 Conclusion

In this chapter | have discussed the theoretical underpinnings of my empirical

work.

Bearing in mind the discussion in Chapter 2 about policy discourses on
language learning in England, the present chapter has discussed language
learning within the multilingual classroom from a sociocultural perspective.
Bringing these two chapters together, two layers of language learning as well as
two contexts emerge: 1. historical and political wrangles regarding the
longstanding issues surrounding multilingualism and foreign language learning
and 2. conditions for language learning and language practices within the
classroom. While policies are ideological constructs marginalising some pupils’
knowledge whilst valorising others’, classrooms can be regarded as sites for
reproducing inequalities in terms of language learning: | have argued how
language ideologies, hierarchies and status shape learning, constraining or
enabling multilingual learning and constructing monolingual or multilingual
identities, individual agency and social membership in identity construction.

Children not only have to understand their complex linguistic environment but,
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also, they have to act in accordance with their identities in different contexts,
drawing on different languages appropriately. In other words, who they are
allowed to be is not only dependent on the teacher’s role (encouraging or
constraining language use), but also on their availability of identity positions,
option and choice. Acknowledging what children bring to their learning and what
languages they are encouraged to use at school can value and validate their
backgrounds, linguistically and culturally. And in this way, languages become

contributions to learning as well as resources for it.

The authors and studies discussed in this chapter are consistent in their views
about language learning, in other words applying a sociocultural perspective on
learning, acknowledging that both teacher and pupils contribute to learning,
learning takes place across contexts, learning cannot be separated from its
context and construction of identity is fluid and subject to negotiation or to how
pupils position themselves as learners but also how they are positioned by the
teacher. However, these aspects, particular to the language classroom in my
study and the context | am working in, the connections between multilingualism
and foreign language learning, will be discussed and analysed in Chapters 6 to

8.

Further, the theoretical framework above and its implications for my study in the
light of the current body of knowledge will be discussed in my concluding
chapter which argues for making use of windows of opportunity for multilingual

teaching and learning for teachers, school and policy.
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The next two chapters will introduce the methodological framework employed
while investigating my questions. The first one, Chapter 4, introduces my

methodological considerations for adopting an ethnographic approach.
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4 Methodological considerations

In this chapter, | discuss the methodological considerations | employ in this
research. As set out in Section 1.2, the purpose of my study is to explore how
children’s multilingualism influences the learning of French as a foreign
language. In the following, | endeavour to address this topic using a qualitative

approach to research.

This chapter introduces my chosen research methodology, setting out
theoretical considerations for using an exploratory, descriptive and interpretive
approach and outlining my rationale for adopting an ethnographic perspective.
This includes addressing initial questions or hunches, the setting in which the
research takes place, the small scale but in-depth research and the discovery-
based approach to data collection. Further, | will address the significance of the
self in the research and will provide a rationale for assessing quality in
research. The chapter concludes with a summary of my methodology and

addresses the main issues that emerged during my research.

4.1 Ethnographic principles

This section addresses theoretical considerations which resonate with my own
epistemological understandings (how knowledge is gained) related to my
overarching research question which | have outlined in Section 1.2 and the
literature discussed in Chapter 3.

| follow a broader interpretivist paradigm with the ontological view that reality is
created by individuals in groups, thus understanding that there is no single truth
(Bryman, 2016). On this basis, | chose a qualitative research approach to

address my research questions as what | want to research cannot be examined
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as effectively following an objectivist epistemological assumption that sees
reality as is, objectively. Following a subjectivist epistemological position
enables me to accept that data can be viewed, interpreted and explained
differently, “subject to the interpretations of different value standpoints and
subject to revision as a result of changing conditions and circumstances” (Daly,
2007, p. 24). Daly’s position acknowledges that the researcher’s beliefs, values
and understandings determine the direction of the fieldwork and analysis,
impact on the construction of meaning, and are integrated into the outcome of
the research, also see Section 4.1.4. And while | have argued for adopting a
sociocultural perspective on learning in Chapter 3, where both social and
cultural context have a bearing on development and learning, in the same vein,
social research cannot be understood without considering how research is
situated within a context, which includes the researchers’ beliefs and values,
ethical considerations but also how knowledge is produced through data

collection and the analysis and interpretation of the emergent data.

In this way, qualitative research differs from quantitative research in its
application of inductive rather than deductive reasoning.
Lichtman (2010, pp. 187-188) argues that an inductive approach means
to examine the whole, in a natural setting, to get the ideas
and feelings of those being interviewed or observed. As a

consequence, data analysis in qualitative research is also
inductive and iterative.

In other words, theory emerges as the outcome of research, rather than testing
a preformulated hypothesis. Here the researcher is minds “the data, and the
data suggest particular theoretical issues” (Blommaert and Jie, 2010, p. 12).

This approach allows for an in-depth understanding of my research topic in the
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chosen research setting where data forms the basis from which | am able to

derive patterns and conclusions (also see Section 5.4).

Since my research is concerned with the interaction of people, their cultural and
language backgrounds and the school environment at the point of time that
learning was taking place, adopting an ethnographic approach, embedded in an
exploratory-interpretive design, provides a helpful systematic and theoretical
approach to my work as this enables me “to get close to the people being
researched” (Conteh, 2018c, p. 13). In other words, such an approach would
allow me to produce descriptions and explanations of the observed interactions

and discourses within the classroom.

Ethnography has its origins in the field of anthropology in the nineteenth-century
and entailed a long-term study and descriptive account of a community or
culture. Both anthropology and ethnography “are interested in understanding

social life in ‘context” (Conteh, 2018c, p. 14, emphasis in original); however, it
is the understanding of the term context which differs in those disciplines. While
both ethnography and anthropology share common features, it is the nature of
meaning-making that is different. Conteh continues her analysis by starting that,
while the former studies social life in its context, the latter also includes its
situatedness of practices, including the perception of the participants and the
understanding of what they bring to that particular context. In my study this
could include, for example, drawing on the earlier discussed concept of funds of
identity (Esteban-Guitart and Moll, 2014), also see Chapter 3. So even though
the anthropological roots steer ethnography in a particular direction “one that

situates language deeply and inextricably in social life” (Blommaert and

Jie, 2010, p. 7), arguably it is this particular perspective on language in its
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particular context which differs from other fields of language study and is
important for the purpose of my study. This suggests that ethnography enables
the researcher to understand the participants’ perspectives and surroundings by
analysing their discourse and context, in other words “the meanings they attach
to happenings, the way they perceive their reality” (Denscombe, 2014, p. 81,

italics in original).

Adopting an ethnographic approach enables the researcher to get an in-depth
understanding of the interaction and social practices of those being studied.
This underlines the twofold mission of ethnography: a process and a product
(Daly, 2007; Conteh, 2018c). Ethnography as a process involves intensive
observation of a culture for an extended period of time; ethnography as a
product refers to the detailed description which is produced for data analysis
which implies both the viewpoint of the participants but also understanding the
context in which the participants are situated. To visualise this, | will transfer this
to my study: Specifically, in my research, | will investigate how children’s
multilingualism influences the learning of French as a foreign language, how
children use their multilingualism for learning and the way the teacher
approaches teaching but also how both the identities of the children and the
teacher, in other words also their perceptions of the events within the
classroom, provide a context for understanding what is said or done in the
classroom. And in order to achieve this, | will also discuss the learning context
i.e. the foreign language lessons, the learning group, the interactions between
teacher and pupils and the result of those interactions as well as the wider

societal implication like the policy discourses.

In this sense, | agree with Hammersley (2006, p. 11) who argues that
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ethnography is the tension between trying to understand
people’s perspectives form the inside while also viewing
them and their behaviour more distantly, in ways that may
be alien (and perhaps even objectionable) to them.

Within my research adopting an ethnographic approach is to understand the
language practices within the foreign language lesson but also their meanings

i.e. the conditions for those practices within the classroom.

Today, there is a wide discussion about what counts as ethnography within the
ethnographic research community (Hammersley, 2018). He argues that, instead
of defining ethnography, one could look at our understanding of the
commitment that ethnography makes in terms of the research process itself
(formulation of research questions, the research design, the case selection, the
sources of data, the data analysis and the writing process). As a next step,
these aspects could be systematically approached by looking at how other
research styles — quantitative and qualitative — would approach them and what

options would be left for ethnography.

Hammersley (2018, p. 11) suggests:

e Formulation of research questions: an ongoing process throughout the

research process.

e Research design: remaining flexible even after first planning to

accommodate occurring chances but also difficulties.

e Case selection: small scale but in-depth research in a natural

environment.

e Sources of data: observations by the researcher and information from

other accounts such as interviews.
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e Data analysis: mainly qualitative.
e Writing: dependent on the research findings and intended audience.

The above-mentioned point about considering the commitment ethnography
makes steers into Conteh’s (2018c, pp. 16-17) distinction between “doing
ethnography” and “adopting ethnographic perspectives” or approaches. While
doing ethnography is considered the traditional model | have described above
(the broad and in-depth study of a community/social group over a prolonged
time), adopting an ethnographic perspective focuses on aspects of life. This is
framed by theories of culture, such as a sociocultural perspective and
ethnographic approaches to data collection and analysis, and, according to

Conteh (2018c, p. 17), should follow two criteria:

1. to develop understanding of what is happening in a
particular setting from the perspectives of all the
participants, respecting their knowledge and expertise
as equal in importance to the researcher’s own and
maintaining transparency about the researcher’s own
role.

2. to demonstrate a commitment to understanding the
importance of what participants bring to the contexts of
which they are members, and how personal
experiences are mediated and influenced by their
contexts — social, cultural, political and historical.

The first criterion advocates including the perspectives of all, participants and
researcher. It highlights the importance of the relationship between the
researcher and the participants, removing the still present hierarchical orders
and often perceived power relations in research but also acknowledging seeing
children as active agents participating in their research (Christensen and

James, 2008). Moreover, this includes acknowledging the researcher’s role as a
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key instrument to the research which is inherently subjective in nature. Within
this thesis | have done this, beginning with my reason/motivation for conducting
the research as | have discussed in Section 1.1, but also my beliefs and
understanding of theory, as discussed in Chapter 3. Further, this criterion
touches on the etic (outsider, i.e. the broader societal framework) and emic
(insider i.e. the participants’ perspectives) perspectives of research

(Fetterman, 2010), but also on my ethical considerations (also see Section 5.2),
the nature of my chosen data collection methods (which will be discussed in
Section 5.3) and the overall implications of research in terms of empowerment
and social justice which | will address in the final chapter. | will discuss my role

as the researcher in more detail in Section 4.1.4.

While Conteh’s (2018c) first criterion addresses all participants to understand
the context and situatedness of the research, the second criterion refers to the
broader context in which the research is situated. This is closely related to my
discussion about policy discourses in England and its implications for the
multilingual classroom (also see Chapter 2) and to a sociocultural perspective
on learning, constructions of multilingual identities and multilingual classroom
explorations (also see Chapter 3). Both criteria shape the analysis of the

emergent data which will be discussed in Chapters 6 to 8.

For the purpose of my research, | have adopted an ethnographic approach to
data collection. Even though | was not at the school every single minute | did
attend every foreign language lesson during the school year (also see the
timetable in Section 5.1.2), i.e. considerable extended periods of times like
spending the whole foreign language lesson there and talking to the teacher

and pupils outside the lesson. In other words, | did not only have single
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observations but also accompanied these with other sources like the interviews
and language diagrams, thus moving beyond sole observations of the
participants. For a full discussion about this data collection tool (observations)
also see Section 5.3.1. Rather than using solely ethnographic data collection
techniques or tools like observations, | adopted an ethnographic approach,

following Conteh’s (2018c) two criteria (discussed in the preceding paragraphs).

To research multilingual children’s learning in a single site does not take into
account their other sites of learning and in this sense may be seen as
incomplete; however, the particular focus on my research is not purely to
explore children’s learning sites but rather to look at how learning in that
particular classroom is constructed and negotiated. Therefore, adopting an
ethnographic approach seems promising and, while Safford and Drury (2013)
argue that research is incomplete if only conducted in one particular
(monolingual) site when researching multilingual pupils, it is the particular

context of the foreign language lesson which is the focus of my study.

4.1.1 |Initial questions or hunches and authentic setting

A researcher’s initial hunch may be at the core of qualitative research, which
can then lead to an initial question. Before | started my research, | taught
primary pupils in a variety of educational settings, first in Germany and later in
England (also see Section 1.1). In both countries, | worked at schools in which
a large percentage of children had a variety of ethnic backgrounds and spoke
multiple languages. Over time, | began to wonder to what extent children’s
multilingualism had a bearing on their language practices at school especially in

the foreign language classroom. While teaching German in a London-based
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primary school, | wondered how multilingual children coped with learning
German. | soon realised that the children drew on their knowledge of English for
comparison, not on their home languages. This observation led me to question
the power the school as a monolingual space could hold but also to wonder if a
space that is open to multilingualism and multiculturalism could entice children
to share and draw on their knowledge of their home language and culture at
school. In assuming that there were possible benefits to drawing on the so far
untapped language resources of those multilingual children, | wondered how
the children could use them in the classroom and whether the foreign language
classroom was an ideal space to bring all these language practices together.
Out of this hunch, | began to develop the questions for my study (also see

Section 4.1.1).

As | have discussed in the previous section, historically, ethnography involved
prolonged observations within a natural setting of the participants being studied.
However, over the years the approach to conducting an ethnographic study
changed, mainly due to time constraints within the work of universities
(Hammersley, 2006; Conteh, 2018c). Especially research within educational
settings tends to have a particular focus or area being studied, hence adopting
ethnographic approach. In other words, by adopting an ethnographic approach,
the researcher may be only looking at certain aspects, like language practices

within the lesson in a shorter time than traditional ethnography would expect.

Beside hunches and initial questions, the setting also plays an important part in
the research design. For the purpose of my study, | would like to distinguish
between a formal and a natural or authentic setting. Within a formal research

setting, for example a laboratory, the research is approached more
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systematically; here the researcher has more “influence over the experimental
arrangements” (Bryman, 2016, p. 49). Whereas a natural or authentic setting
refers to the environment, in other words the cultural and social setting, as parts
of people’s life. Here, Denscombe (2014, p. 84, emphasis in original) argues
that “going ‘into the field’ to witness events at first hand” is the core of

ethnography.

Today, the nature of the research site and context “may already be familiar”
(Conteh, 2018c, p. 14) as it was in my case, being a teacher (also see

Section 1.1). My research brought me back to the setting in which |
encountered my hunches and formed my initial questions, in which | would
carry out my research. In other words, the classroom was the authentic setting
in my study, one in the sense that it is within the framework of the work normally

carried out at school.

4.1.2 Small scale but in-depth studies

The use of a qualitative research approach can enable the researcher to look at
a relatively small group of participants in a close-up and immersive way.

This process may allow for “thick descriptions”, a concept first coined by

Geertz (2017, p. 30), that can bring a researcher increased knowledge about
the participants’ behaviour within a particular context. The detailed descriptions
of the participants and the social setting enables the researcher to not only to
explain their behaviour, but also the context within which the behaviour occurs
and, in this way, the descriptions can serve as a foundation from which data

can be analysed and interpreted.

143



In my research, the participants were a sample of 30 children, all multilingual,
and their teacher in a single classroom. A nuanced account of the participants’
languages will be discussed in more detail in Section 5.1.6. | observed and
engaged with them over the course of an entire school year (also see

Section 5.1.2). This enabled me to gain in-depth knowledge of their behaviour
and an understanding of their social interactions within the foreign language
lesson, which informed my analysis and findings as | will describe in in

Chapters 6 to 8.

4.1.3 Discovery-based approaches

For my study, | used observations, language diagrams and interviews as data
collection tools to take a discovery-based approach to data collection, also see
Section 5.3. Arguably, all research is about discovery; however, the
methodology varies, for example an inductive versus deductive approach, as |

have discussed in the beginning of Section 4.1.

Qualitative research can enable an “unstructured” (Hammersley and Atkinson,
2007, p. 3), yet not unplanned approach to data collection, arguing that this
allows, first, for flexibility in the research design (I will introduce the research
design of my study in the following chapter). Further, as Conteh (2005, p. 102)
argues, such research acknowledges that “events [...] unfold” and may allow for
“‘openness to contingency”. In other words, it encourages collecting “whatever
data are available” (Hammersley and Atkinson, 2007, p. 3). In this regard, in my
own research | gathered data from a variety of sources i.e. observational data,
interviews with the pupils and the teacher and language diagrams drawn by the

pupils but also examples of their work from the French lesson.
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Second, unstructured also refers to forming categories (Hammersley and
Atkinson, 2007) for data analysis and interpretation out of the emergent data,
noting possible patterns and/or phenomena throughout the data collection
period, in other words, following an inductive approach, which | have discussed
in Section 4.1. The analytical procedures | used for my data and the formation

of categories, themes and codes will be discussed in Section 5.4.

4.1.4 The significance of the self in the research

Drawing on Conteh’s (2018c) criterion for adopting an ethnographic perspective
(as introduced in Section 4.1), the perspectives of all, but in particular the
significance of the self in the research, in other words my own predispositions in
the role of the researcher must be recognised in order to describe people’s
behaviour, (Daly, 2007; Hammersley and Atkinson, 2007; Conteh, 2018c).
Conteh’s (2018c) first criterion highlights that the relationship between
researcher and researched is of prime importance as it impacts the research
(data collection and data analysis). This includes to what extent the researcher
influences results by interacting with participants within the setting as well as

how the researcher’s own interests and beliefs might colour her/his findings.

I, as the researcher, communicated with the participants a great deal. This, as a
result, also changed my research questions which now became more focused
and directed towards my participants, including them in my research. For
example, had | initially phrased my question in such a way that it implied doing
research for children: In what way and how does bilingualism support modern
foreign language learning? Through the discussions, | realised | was conducting

research with the children and my question was transformed to: How do
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children use their existing languages when learning French as a foreign
language in class? The way how I, as the researcher, positioned children,
moving from research “on” to research “with” children (Christensen and
James, 2008, p. 1, italics in original), clearly impacted my entire research
process. In other words, the amount of time | spent in communication naturally
also influenced the kind of knowledge | obtained in my research and had
implications for my entire research process: my personal experiences (a
teacher in two countries), my ethical identity (a German living in England) and
values and beliefs (a sociocultural perspective on learning, acknowledging
children as social agents being competent in expressing their perceptions and
acknowledging the situatedness of context) influence the outcome of my

research.

Had | not had this particular type of knowledge and experience, | might have
noticed other things and, of course, also not been aware of others. On the other
hand, the factors above played a positive role in helping me to gain acceptance
from my pupil participants whose perspectives | intend to present at the end of
my study. Here, | followed Christensen and James’ (2008, p. 8) advice “to adopt
practices that resonate with children’s own concerns and routines” which also
involves looking at the wider context of school. For my research, as argued in
the preceding chapters, it is the policy discourses in regard to multilingualism
and foreign language learning and the power relations the children are situated
in, between teacher and pupils, but also the role of the researcher which all

shaped the children’s life at school.

Overall, | hope that the relationship between my participants and me would be

empowering. This | intend to approach by, first of all, seeing the children as
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social actors within their cultural context, secondly, by listening to and
documenting their voices and thirdly, that their narratives may be an example to
contributions to research about multilingual practices at school. The involved

ethical considerations will be discussed in Section 5.2.

Naturally, one of the criticisms of qualitative studies is that they may be too
subjective due to the researchers being too involved in the setting being
studied, also see Sections 5.4 and 9.3. While researchers may endeavour to

observe without bias, Daly (2007, p. 23) argues

there can be no separation between the knower and the
known because all knowledge is constructed through a
meaning-making process in the mind of the knower.

This implies that researchers may always have a hand in shaping and analysing
the data and their interpretations because researchers bring their prior
knowledge, experiences and beliefs into the research setting and data
collection and analysis phase. Conteh (2005, p. 96) asserts that the inherent
subjectivity of the researcher can result in the interpretation of the phenomenon
as a “reflection of her own identity in the project”. The reflexive positioning of
the researcher and the acknowledgment of a researcher-researched
relationship is imperative for good research. Davies (2008, p. 4) proposes that
reflexivity “refers to the ways in which the products of research are affected by
the personnel and process of doing research”. That is, the role of the
researcher and the way the research is conducted may play an essential role in
the collection, analysis and interpretation of the data. Reflection and reflexivity
may continuously occur because the researcher is constantly referring to past

observations and linking them with present research. Bryman (2016) asserts

147



that researchers’ preconceptions such as values, beliefs and feelings permeate
and influence the research in all aspects of the study: the area of research, the
research questions, the methods of data collection, the methods of analysis and
the conclusions drawn from the interpretations. Delamont (2002, p. 131)
furthers this argument by highlighting that “the focus of observation will

depend on the researcher’s interests both personal and academic”. Here
Bryman (2016) argues that reflexivity is the reflectiveness about the implications
for the interpretation and outcome of study interconnected with all aspects of
the study: data collection, analysis and the role of the researcher and
participants. It follows that it is not only an inquiry into what do | know? but also,

and even more importantly, how do | know it?

Referring to my discussion in the beginning of Section 4.1, it seems useful to
draw on two viewpoints that are important in social research: emic and etic
(Fetterman, 2010). Emic can be described as the internal or insider’s
perspective. Researchers with an emic understanding are “those that
attempt to adopt the framework and perspective of the participants studied”
(Gregory, 2005, p. xxi). Etic refers to the external perspective, which allows
the observations to be understood within a broader societal framework. Both
perspectives are present in any research situation, yet the emic perspective,
which embraces “recognition and acceptance of multiple realities”
(Fetterman, 2010, p. 21), may equate more to ethnographic research as it

allows understanding into why participants do what they do.

When | began researching in the classroom, | was aware from the beginning
that the pupils accepted me into their classroom environment. The teacher was

also an essential participant in my study and someone who had been
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a colleague of mine, and later also a friend, for four years by the time | began
my research. Initially, the teacher and | both taught in a south London primary
school. Viola left the school and started working in a primary school in east
London. As we had become friends, we still met from time to time. Also, it was
she who recommended her new school as a site to conduct my research (also
see Section 5.1 where | discuss the rationale for the selection of the research
setting and participants). | was acutely aware of how my relationship to the
teacher might influence my results, but one benefit of my prior contact with the
teacher was that, as far as | could judge, her behaviour and teaching style were
not influenced due to my presence; however, she was nervous before the

lessons as she saw in me the expert in language teaching.

In addition to the personal decisions | made with regard to how | wanted to
conduct my research, | also had to think about the practical considerations
involved such as the feasibility of conducting the research and possible
constraints. In my case, there were time limitations due to holidays, school-wide
events and the 2012 Olympics which greatly affected the school calendar in the
borough, but also there was the fact that this teacher would teach the class only
for one year. Using a holistic perspective, | saw the classroom not only as itself
but, also, existing within a wider framework, taking into account interdependent
situations within a larger societal picture. As a researcher, | developed
relationships with the participants and knew the dynamics of the class because
| became “part of the world studied’ (Gregory, 2005, p. xxi, italics in original).
This inevitably had an impact on the participants, as | have discussed in the

proceeding paragraphs. During my research | stepped in and out of an emic
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and etic viewpoint — into the world of the participants (emic) and out of their

world to observe their behaviour from my intellectual research viewpoint (etic).

Going as a teacher to university involved a great change in my way of thinking
and seeing things. Conteh (2018d, p. 177) speaks here of the teacher
researcher who might “feel disempowered by their apparent lack of the right

kinds of knowledge in the new world they are entering”.

| can relate to this quote very well. | had just started my PhD and was attending
a compulsory seminar on qualitative research methods. My first impulse was to
leave the room right away. | could not understand a single word or technical
term nor was | able to partake in discussions. Immediately, | began to question
the idea of pursuing a PhD and not only that, but a PhD in English which was
not my native language. | felt very unknowledgeable among my fellow students
and the teachers, and it was only due to my supervisor’'s encouragement that |
overcame this first shock. As a teacher researcher, | had to negotiate
throughout my research journey always maintaining a researcher perspective
despite being a teacher. The observations of the participants during the lesson
in particular were a challenge for me in the beginning as the teacher in me
wanted to notice, improve and suggest ways of teaching. | will use an extract of
my field notes to demonstrate what happened. After observing a French lesson
in the Spring term, | scribbled my initial observations in my notebook. But,
instead of focusing on my research topic, | got led astray by thinking about my
own time at school learning languages and also about the shortcomings of that
lesson, writing at home at length about this only to realise that | had changed
from a researcher’s to a teacher’s perspective — an occurrence which

underlines this constant struggle!
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Here, Extract 1, is what | wrote at that time with the English as | wrote it:

Today something came up, upon which | need to reflect: the memory aid:
quatorze — a cat with oars; quinze — cans; seize — Simon says; vingt — van. | have never
seen something like this before. When | learnt languages, no one gave us a
comparison to our home languages, we had to listen to the new word, then we
said it, much later the written word was displayed which we then did not really
read, but just said it and we automatically knew how to read it. When | came
across unknown words, | thought about the language’s sounds and sound
rules and applied those to the word. | was fascinated by this today. |
understood the idea behind it, because if you think of a cat and oars then you
know how to pronounce the number 14 in French and might help you to
memorise new words. It leads sound wise in the completely wrong direction as

the memory aid is only approximate as we can see here:

Number twenty is in French vingt /vé/
This has been bridged with the English word ‘van’ (vehicle)
Van is English /vaen/

So /vé/ and /veen/ is not the same, yet, it is used in the lesson as a memory
aid. The teacher told me that she would never prepare the lessons, lesson
plan and materials are provided by the modern foreign language coordinator.
The children might learn to use a memory aid or how to create one, but | am
personally quite concerned because the aids have not been researched well
enough. It is already difficult to have a teacher teaching a lesson not being
able to speak the language, but providing the teacher with inappropriate
examples is getting dangerous. What might appear as a good language

learning strategy, can harm linguistically a lot?

Extract 1: Field notes — French lesson, 20.01.2012

In the evening, | reread my notes and was astonished to see that | had
completely detached myself from my role as the researcher and had assumed
the role of a teacher again. While reflecting on this, | resumed the role of the
researcher and, on the positive side, thought about this sample as a possible

form of translanguaging, the notion of which | have discussed in Section 3.3.2.
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| discussed this at length with my supervisor who was very supportive and

again reassured me to proceed.

| conclude that researcher bias and subjectivity seem inherently connected
within ethnographic research. These issues might be addressed by reflecting on
one’s position within the research, the possible power structures between
researcher and researched where the researcher may sometimes be in a
powerful and sometimes in a responsive position but also on the overall context
of the study. In other words, the researcher impacts the entire research
process, the planning of the study, the data collection and analysis process

and, last but not least, the interpretation of data.

4.1.5 Validity in ethnographic research and triangulation

Due to the exploratory, descriptive and interpretive nature of qualitative
researching, criteria such as reliability and generalisability may be less
appropriate for assessing the quality of qualitative research. Conteh (2018d)
argues for moving away from such criteria and suggests rather drawing on the

notions of validation and trustworthiness, which | will now discuss.

| will use Lincoln and Guba’s (1985) techniques as a framework for measuring
and guiding principles to qualify my research. They suggest that measuring the
quality of research be framed in terms of trustworthiness which incorporates

four different criteria: credibility, transferability, dependability and confirmability.

During my research, | addressed the criterion of credibility which | understood
the believability of the findings through “prolonged engagement, persistent
observation, and triangulation” (Lincoln and Guba, 1985, p. 301). Based on

these three recommendations, | set out to ensure that | spent time with my
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research participants to build a trusting relationship so that | could know them
better. While | observed the class during the lesson, | also spent time with the
participants before and after the lesson and during break time (also see
Section 5.1.2). | employed the practice of triangulation, which aims to increase
credibility by using different methods and sources to make the dataset richer
and more multilayered by getting perspectives from multiple sources on the
same focus point. However, multiple forms of data triangulation can be

distinguished (Delamont, 2002; Denscombe, 2014):

e Data source triangulation — using different types of data sources during

the analysis process.

e Methods of data collection triangulation — using multiple methods for data

collection to complement, within-methods and between-methods.

e Theory triangulation — using various theories or approach to support the

data.
e Investigator triangulation — working with different researchers.

Triangulation may bring to light different dimensions and a multi-faceted
understanding of the same focus point, providing insights into the study which
may increase the overall credibility of the research. In my study, | employed the
practice of triangulation by using different methods of collecting data and data
sources (observational data, interviews and language diagrams) which
strengthened the overall data by complementing and supporting methods and
sources as well as getting perspectives on the same focus point, also see

Sections 4.1.5 and 5.4 for the methods of data collection and analysis.
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The criterion of transferability (Lincoln and Guba, 1985) aims to establish if and
how the research findings can be transferred to another similar context if they
are applicable in other contexts. My research focuses on a narrow population
(30 muiltilingual children and 1 teacher) in a limited context (a foreign language
lesson in Year 5) (also see Section 5.1). It is difficult for me to predict how my
research findings could be transferred to a wider context beyond my study.
However, | hope that the study will provide a basis to work on multilingual
learning contexts in the classroom, which | will address in more detail in
Chapter 9. To allow for increased transferability, | provide thorough detailed
description, also referred to as thick description (Geertz, 2017) (also see
Sections 4.1.2). While my research may have a narrow scope, by providing
thick descriptions of participants and cultural interpretations of their behaviour, |
have endeavoured to allow for the possibility of increased transferability to

research on similar populations or contexts.

The criterion of dependability (Lincoln and Guba, 1985) in qualitative research
relates to the repeatability of the study, however, in research of this nature, it is
almost impossible to repeat the same study twice. Repeating my study would
never be exact because of the importance context plays in the data. Even if a
researcher would find another Year 5 class with 30 multilingual children and
one teacher teaching a foreign language she or he had little expertise in, it
would still not be the same as each person is individual. Therefore, the
dependability in qualitative research, is achieved more by clearly describing the
ever-changing context in which the research is taking place and outlining all the
decisions made during the study as a result of the changes that did occur. The

thorough description of the context and the decisions that led to the variable
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factors in the environment provide a rationale for the choice of methodological
and data analytical tools, which | have discussed here but will also address in

Chapter 5. This criterion is closely linked to the criterion of credibility.

The criterion of confirmability (Lincoln and Guba, 1985) measures how well the
data support the findings, and how others in the research community can
corroborate the findings which will be presented in the data analysis and
findings in Chapters 6 to 8. As is the nature of qualitative research, the findings
are subjective as they reflect the interpretations of the researcher. As this may
be the case for all qualitative studies, to enhance the confirmability of my
research, | have documented my checking and rechecking of data from the
various sources | used to triangulate and have described how | analysed the

data in the next chapter.

In summary, checking, measuring and qualifying the quality of qualitative

research is an important way to contribute to the research’s trustworthiness.

4.2 Conclusion

This chapter outlined the framework | applied to my research design and
setting. For the purpose of my research, | decided to use an exploratory,
descriptive and interpretive approach. This approach, which can be found in
qualitative research, allows for an open-ended approach to data collection
where theory is regarded as an outcome of the research process, generated

through the emergent data.

Adopting my research design in this sense allowed me to study my participants
over the course of one school year within the foreign language lesson. | decided

to adopt an ethnographic approach which allowed me to engage with the
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participants directly and hear their accounts of their language-related
experiences. While qualitative research is subjective and even biased, a
reflexive account of the researchers’ understanding, values and experiences is
important to acknowledge because all these issues have a bearing on the
planning of the study and the chosen methods of data collection but also on the
interpretation of the analysed data. Further, as a researcher immersed in the
participants’ setting, the significance of myself in the research and the role this
plays in the trustworthiness of my research is also an important element which |
endeavoured to address in all areas of the study in order to maintain quality

standards of good research.

While looking into some of the ethnographic principles in this chapter | have
also addressed their limitations. However, | will revisit these points in the

broader context of my work in the final chapter.

In the next chapter, Chapter 5, | talk about the research setting and participants
as well as how | gained consent and the involved ethical considerations.
Further, | describe how the qualitative and ethnographic positioning led me to
choose data collection tools (observations, interviews and language diagrams)
that allowed me to gain an understanding of the perspectives and behaviour of
my participants. | will also discuss the approach and process | used in analysing
the data to identify emerging themes and categories from the datasets |

obtained.
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5 Design of my study — setting, methods of

collecting data and analysis

Following on from justifying my methodological considerations, | will now
address the design of my study — setting, methods of collecting data and
analysis. | present a detailed account of the research setting and the tools |
chose and used to collect and to analyse the data. In the previous chapter, |
outlined my methodological considerations and the importance of the context in
which human actions take place. The research design took shape over the
course of the study. While | began with a general idea of what | wanted to study
and how | wanted to gather data, being in the field and watching the data reveal
itself led me to make some alterations along the way. | was concerned and,

being concerned with the research design throughout the research process.

This chapter is divided into four sections. Section 1 provides a rationale for the
selection of the research setting and the participants. Also, | will provide an
overview of my school visits and a timeline with reference to the collected data.
Further, | will describe the research setting and how | was able to get access
and entry to the research site and my negotiations with the gatekeepers. | also
explain how | gained the consent of the participants. The section concludes with
a brief introduction of each of the participants. In Section 2, | discuss the ethical
considerations. This included the safeguarding of my participants, the use of
pseudonyms and the participants’ right to withdraw from the research. In
Section 3, | describe each method of collecting data in detail. | discuss how
these distinct tools | employed (observations, interviews and language

diagrams) relate to one another in this study and how | have implemented them.
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Further, | will address their effectiveness and shortcomings for my research.
Section 4 describes the explicit and transparent analytical procedures | applied
to the various datasets. | begin by introducing data analysis in qualitative
research. Then | address the analytical procedures | undertook including
ordering, exploring, coding and describing my data, as well as offering
interpretations and drawing conclusions. The chapter concludes with a
summary of the design of my study — the setting, data collection methods used
and the processes | employed during the analysis phase and addresses the

main issues that arise during data collection and analysis of qualitative data.

5.1 Rationale for the selection of the research setting and participants

In what follows, | will discuss my access to the research site, my visits to the
school and the setting itself, including the school’s approach to multilingual
children. Further, | will discuss the process of gaining consent and will provide a

short account about each of my participants.

5.1.1 Access to the research site

| began exploring options for settings where | would see the children’s
multilingualism’s impact of the teacher’s approach to teaching a foreign
language. While searching for my setting, | remained open to possible
classroom situations. In the light of my own experiences as a teacher in a
multilingual school in London (also see Section 1.1) and my initial hunch (as
discussed in Section 4.1.1) and in discussion with my supervisor, | decided to
conduct my study in London in a mainstream school classroom where
multilingual pupils were the majority and, most importantly, where they learnt a

foreign language as part of their curriculum. Since learning a foreign language
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was not a statutory requirement at primary school, not many schools offered a
foreign language and, if they did, the teachers | approached did not feel
confident enough to allow a researcher in their foreign language lesson (also
see Section 2.2 for a discussion about the staffing, quality and priority of foreign

language teaching at primary school).

An opportunity arose to start my study in autumn 2011. During the summer
holiday, | met a former colleague of mine (I have discussed my role as a
researcher also in relation to my former colleague in Section 4.1.4.) She had
been my partner teacher at the primary school in which | was still working at the
time of my research. After she had left the school, we remained in contact.
When | told her that | was looking for another school in which to begin my main

study, she offered to ask her head teacher for permission to come to her class.

In contrast to accessing the research community through a “friend of a friend”
(Milroy and Gordon, 2003, p. 32), | gained entry through a friend who was a
member in that community, in my case the school. In terms of researcher
distance from participants, at least from the class teacher, | might have been
too close and thus, less distant during my research, which was not the case (I
have addressed this in my discussion about my role as the researcher in
Section 4.1.4). As part of the senior management at the school in which | was
still working, | had learnt to observe and work with colleagues, which changed
not only my role but also my relationship with the teachers within that role. In
other words, different roles, such as teacher, senior manager, student-teacher
supervisor, researcher and friend, had different implications for my research,
which had to be considered. Drawing on my discussion on emic and etic in

Section 4.1.4, | was both insider and outsider at various times.
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Especially moving from the teacher to the researcher, | had to learn not to judge
but to observe the teacher. For this, | had to consider my own role in research
but also the relationships of the various roles | held. An insight from Ergun and

Erdemir (2010, p. 16) is useful to my interpretation; they argue that

the insider-outsider relationship can be conceived as a
dialectical one that is continuously informed by the
differentiating perceptions that researchers and informants
have of themselves and others.

However, as | have described in Section 4.1.4, | had to learn to assume my role

as a researcher as distinct from that of a teacher.

The teacher was able to put me into contact with the gatekeeper, in this case
the head teacher of the school. According to Denscombe (2014), gatekeepers
are key people who can approve and authorise access to the research site and
participants. The process of dealing with gatekeepers is a continual one, lasting
as long as the research takes place. Their overall authority became even more
apparent to me when | began to gain consent from the participants (also see
Section 5.1.5). | have provided an extract from my field notes detailing my entry
in the school in the Appendix 2.1 Extract 1 from field notes — Entering the
school, 14.06.2012. All in all, the school was very accommodating in supporting
me to pursue my research. The head teacher at the school took time to share
the school records from the past eighty years with me. The class teacher let me
observe the foreign language lessons, and | could speak with the children
during lesson time. The children were open and eager to share their thoughts
and ideas. Without this welcoming and openness from the school and the
participants, | would not have been able to achieve data collection in the way

that | did.
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5.1.2 The school visits and timeline of fieldwork

Over a period of a school year, | observed children in their French foreign
language lesson and in Guided Reading (part of the English curriculum).
Initially, | wanted to explore two different lessons, a foreign language lesson
and another lesson taught by the same teacher. | was interested in seeing if the
teacher adopted a different approach for a different subject matter and what
effect, if any, this would have on the multilingual children in the class. However,
the only lesson it was possible to observe was the Guided Reading lesson (also
see Appendix 1 for discussion about Guided Reading). | would like to point out
that this was not my personal decision but was related to several factors. At the
time of my research | was still working at school from Mondays to Wednesdays.
On Thursdays and Fridays, | was able to conduct research at the other school.
Most Fridays the class was involved in whole school assemblies in the morning
and in the afternoon, either out of school activities related to the upcoming
Olympics or golden time, an activity session celebrating good behaviour during
the week. This left me Thursdays to observe the class. However, on a few
occasions the teacher changed the lessons from Thursday to Friday. The
French lesson was taught on Thursday mornings, always followed by a Guided
Reading session. Before the French lesson, the children were split in ability
groups where they were taught the core subjects across the year groups by
different teachers. In discussion with the head teacher and the class teacher, |
was able to observe French and Guided Reading as they were two consecutive
lessons, which was regarded as less intrusive for the children and other
teachers. Yes, | was granted permission to conduct my research in that school

but only with that teacher in the assigned time.
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As outlined in the beginning, it was very difficult to find a primary school
teaching a foreign language, which was also willing to accept a researcher.

For my pilot study, | had asked all the primary schools in the borough | was
working in at the time, and only one school granted me access because the
French teacher remembered me from a continuous professional training for
foreign languages. In this respect, | was very thankful that | was able to conduct
my main research in that school. While | was not in a position to object, | hoped
that this lesson would provide me with enough insight into the classroom
interactions. However, | soon realised that this lesson was a rather limited
opportunity for me to observe the participants. Drawing on my discussion in the
previous chapter, Section 4.1, about adopting an ethnographic approach, |
wanted to immerse myself in the setting in order to begin to understand the
participant’s interactions and the meanings they ascribed these actions within
the time available. Besides attending all foreign language lessons in that school
year, | also conducted interviews and worked with the children on language
diagrams. Overall, | would say that | could immerse myself in the actuality of the
lesson, observing how the events were unfolding, rather than just relying on
what was reported by the teacher and pupils during their interviews. An insight
from Conteh (2018c, p. 17), is useful in this respect, which draws on the
discussion started in Section 4.1; she distinguishes between “using
ethnographic tools” and “adopting ethnographic perspectives”. Using only
observations as a method of collecting data would not move my research
beyond using ethnographic tools. However, | developed an ethnographic

perspective by, for one, seeing the importance of the perspectives of all
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participants including myself as the researcher and, secondly, the context

embeddedness of the research. In Conteh’s (2018c, p. 17) words:

Make the familiar strange: recognize the significance of the
self in the research;

Strive to understand the local in the global and the global in
the local.

Here, the method of collecting data moved beyond sole observations of the
participants but, most importantly, the data analysis and interpretation is not a
mere description but a carefully constructed account, in which context is part of

the collected data (also see Section 5.4).

Returning to the rather tightly structured Guided Reading lesson, after five
months of observing that lesson | felt that | had come to a halt. And while it was
not possible to observe other lessons, | used this time for other research
activities such as conducting the interviews and language diagrams. Informal,
non-recorded conversations with the teacher and the children took place before,

during and after the lessons.

Because the research took place in an educational setting, a primary school, |
had to adapt my research itinerary to the class lesson schedule and school
schedule. Holidays, celebrations and school trips forced me to plan my school
visits accordingly. Additionally, unforeseeable events such as the sickness of
the teacher or special celebrations at school influenced my access to the class.
Overall, the days and times | visited the classroom had to fall in line with the
lesson plan of the class; here | was dependent on the gatekeepers i.e. the head

teacher.
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Table 1 provides an overview of the data gathering activities during my visits.
Here | have provided the date or time span in which the visits took place, the
place of the visit (school), the methods of collecting data, for example the data
collection tools, the participants involved (either teacher or pupils or both) and
the nature of the visits. | carried out a total of 18 observations of the French
lesson, 8 observations of the Guided Reading lesson, 7 interviews (six with
children and 1 with the teacher) and had 4 meetings with pupils to work on

language diagrams.

Table 1: Timeline of the collected data

Date Place Data collection Who Nature of visit

tools
September | Primary | Observations Teacher 15.09.: visited the school for a
2011 school and pupils | liaison meeting and carried out

2 classroom observations: 1 in
French and 1 in Guided

Reading.
October Primary | Observations Teacher 13.10.: visited the school and
2011 to school and pupils | carried out 2 classroom
January observations: 1 in French and
2012 1 in Guided Reading.

03.11.: visited the school and
carried out 2 classroom
observations: 1 in French and
1 in Guided Reading.

24 .11.: visited the school and
carried out 2 classroom
observations: 1 in French and
1 in Guided Reading.

01.12.: visited the school and
carried out 2 classroom
observations: 1 in French and
1 in Guided Reading.

13.01.: visited the school and
carried out 2 classroom
observations: 1 in French and
1 in Guided Reading.

20.01.: visited the school and
carried out 2 classroom
observations: 1 in French and
1 in Guided Reading.
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Date

Place

Data collection
tools

Who

Nature of visit

February
2012

Primary
school

Observations
Language diagram 1

Language diagram 2

Teacher
and pupils

02.02.: visited the school and
carried out 2 classroom
observations: 1 in French and
1 in Guided Reading.

09.02.: visited the school and
carried out 1 classroom
observation in French and
worked on the language
diagrams.

24.02.: visited the school
and carried out 1 classroom
observation in French and
worked on the language
diagrams.

March 2012

Primary
school

Observations
Language diagram 3

Language diagram 4

Teacher
and pupils

15.03.: visited the school and
carried out 1 classroom
observation in French and
worked on the language
diagrams.

22.03.: visited the school and
carried out 1 classroom
observation in French and
worked on the language
diagrams.

April 2012

Primary
school

Observations
Interview 1
Interview 2

School records from
1932 to 2012

Teacher
and pupils

Head
teacher

19.04.: visited the school and
carried out 1 classroom
observation in French and
conducted 1 interview and
looked at school records.

27.04.: visited the school and
carried out 1 classroom
observation in French and
conducted 1 interview.

May 2012

Primary
school

Observations

Interview 3

Teacher
and pupils

31.05.: visited the school and
carried out 1 classroom
observation in French and
conducted 1 interview.

June 2012

Primary
school

Coffee
shop

Observations
Interview 4
Interview 5

Mixed Group
interview

Teacher interview

Teacher
and pupils

14.06.: visited the school and
conducted 1 interview.

22.06.: visited the school and
carried out 1 classroom
observation in French and
conducted 1 interview.

28.06.: visited the school and
carried out 1 classroom
observation in French and
conducted 2 interviews.

July 2012

Primary
school

Observations

Teacher
and pupils

12.07.: visited the school and
carried out 1 classroom
observation in French.
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5.1.3 The school setting

The research for my main study took place in a primary school located in east
London. For the sake of anonymity, | refer to this school without naming it (also
see Section 5.2). However, | find it important to set the research into a context
as the participants and their interactions are influenced by their community,

as | have previously argued. The school is located in an area where diverse

immigrant populations have been settling for centuries.

History has shown that this area has been undergoing significant ethnic change
since its beginnings. In the seventeenth century, Huguenots settled there,
followed by Jewish immigrants in the 19th century and, later, Bangladeshi and
Somali immigrants in the 20th century. In addition to the diverse immigrant
populations, the docks also attracted workers from all over due to
industrialisation in the nineteenth century (Gregory, 2005). When the docks
closed around forty years ago, the landscape transformed once again, and

some areas became abandoned.

In addition to the school’s diverse ethnic surroundings, more than two hundred
household languages and dialects are spoken in that borough (London
Councils, 2012). The 2011 Census stated that the borough where the study
took place had the lowest proportion overall of people with English as their main
language in England and Wales (Office for National Statistics, 2011). Along with
a highly diverse cultural demographic, one in four of the residents is below the

age of 15 (London Councils, 2012).

The school had around 880 registered pupils. It was a four-form entry, four

parallel classes per year in most year groups, with around 98% of children with
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an ethnic minority background and just above around 85% of all children
regarded as speaking English as an additional language. These numbers were
well above the national averages according to the Statistical First Release
(Department for Education, 2012c) report at the time of the study which
published that around 27.6% of all primary pupils in England are of ethnic
minority origin and that around 17.5% of pupils’ first language are languages

other than English.

Additionally, the school’s records from the last eighty years showed how the
school had changed demographically from a white British majority to a mainly
Pakistani and Bangladeshi population. In the beginning and middle of the 20th
century, white British names had dominated the school entry books. Towards
the end of the century, the records showed increasing numbers of Indian,

Pakistani and Bangladeshi names.

In the last Ofsted (Office for Standards in Education, Children’s Services and

Skills) inspection in 2010, the school was graded as satisfactory:

Most pupils who attend this very large school come from
the immediate locality. Most are from minority ethnic
backgrounds, with Bangladeshi and Pakistani pupils
forming the main groups. The proportion that comes from
those where English is not the first language is very high. A
quarter of these pupils are in the early stages of learning
English. The main languages spoken are Urdu and Bengali.
The number of pupils known to be eligible for free school
meals is well above average.

In the rest of the report, little was mentioned about bilingual children and how
their learning could be addressed. Although this Ofsted inspection is not part of
my data, it provides valuable information on the pupils’ backgrounds, hence

providing context for the data findings.
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5.1.4 The school’s approach to multilingual pupils

Following on the discussion from Chapter 2 on languages in the primary
curriculum and its discourse within the education policies in England, this
section will address how the school interpreted the policy documents and

viewed multilingual learning.

The school’s website provided little information about bilingual children or
children with an ethnic minority background. The inclusion policy, which had
been uploaded onto the school website, dealt mainly with children who had
special educational needs. Information on the school's website gave the
impression that SEN and EAL were somehow linked in terms of how the school

addressed these issues:

Identification Assessment and Review: SEN/EAL review
meetings are held each term. Class teachers meet with the
Inclusion Leader, the EMA co-ordinator and Teaching
Assistants to review the progress of pupils with SEN/EAL
and to plan future targets.

Extract 2: Inclusion policy

The head teacher and class teacher at the school explained that there were no
special arrangements with regards to teaching multilingual children, but that all
lessons were planned and created to be accessible to all children, also see
Appendix 2.1 Extract 5 from field notes — English as an additional language,
13.10.2011. The head teacher explained that this was because most children
came from a background where English was not their first language and,
therefore, the aim was to plan lessons in such a way that they would be the
same for every child regardless of his or her cultural and language

backgrounds. To address matters regarding its pupils from ethnic minority
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backgrounds, the school appointed the school’s first Ethnic minority

achievement coordinator in 2011.

The school did not have an EAL register which would have stated language and
ethnicities. This may sound unfathomable, but thinking back of the time when |
started my role as the Ethnic minority achievement coordinator in my previous
work, | had received the pupils’ records with hardly any correct information on
this aspect or none at all. In my time researching at that school, the Ethnic
minority achievement coordinator was involved with administrative tasks such
as compiling a schoolwide EAL register rather than working with teachers on

lesson planning or working directly with pupils.

With regards to home language use, a liberal approach had been embraced by
the school: Home languages could be spoken in class as well as on the
playground with all staff members. However, as | will discuss in my research
findings in Section 7.3, there was a strong emphasis on English and | hardly
heard languages other than English being spoken. It is worth noting that,
although there was no apparent language policy, the Early Years Foundation
Stage (EYFS) at the school provided an assessment of home language skills.
However, apart from in the EYFS, home languages were shown to be tolerated
but not integrated into the school curriculum. A full discussion on the children’s

language use will be provided in the analysis part of my thesis in Chapter 6.

In the Year 5 class, the pupils’ level of English varied considerably. Pupils
showed competency on a continuum from beginner with little or no English

competency, to advanced bilingualism with a native-like command of English.
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When | came first to the school, | hardly noticed that the school’s environment
hardly reflected the variety of cultural backgrounds possessed by their pupils.
When | began my research at the school in September 2011, there were hardly
any multilingual signs such as greetings in various languages or objects
labelled in different languages in the classroom, and very little about the school
showcased the multicultural and multilingual characteristics of the students,
even though a vast majority of pupils came from ethnic minority backgrounds. |
also noticed that most teachers at the school were white British with limited
foreign language knowledge, while the support staff tended to have ethnic

minority origins.

French was introduced into the curriculum in September 2011. French lessons
were taught in Key Stage 2. All children in KS 2 were taught one thirty-minute
lesson of French per week with follow-up activities spread out over the week. A
newly appointed Foreign language coordinator at the school planned the main
lessons as well as the optional follow-up activities and provided most of the
resources and ideas. While the school upheld the Department for Education’s
recommendations to introduce foreign languages at the primary level, the
school did not supply language training or pedagogical teaching strategies to
the teachers charged with teaching foreign languages (for a discussion about
introducing foreign languages at primary school, and issues like staffing,
training or lesson priorities, also see Section 2.2). Some teachers knew how to
speak some French, but others did not. Those teachers who were unable to
speak French were learning along with their pupils every week. Similarly,
curriculum maps on the school’s website, which provided detailed information

on the various subijects, topics, and skills taught each term, included no mention
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of the French language in the curriculum (also see Appendix 5.3 Long-term plan
for Year 5). This is not surprising thinking about the discussion in Chapter 2

about foreign language teaching remaining at the lower end of priorities.

5.1.5 Gaining consent

After | had negotiated entry into the school and classroom — the research
community — the next step involved obtaining permission from the research
participants. The research participants included the class teacher as well as the

pupils in the Year 5 class at the school.

In agreement with the class teacher and the head teacher, all parents and
guardians were notified through a consent form about the procedures involved
with this research (also see Appendix 6.1 Consent form to parents and carers).
In my research, the head teacher wanted the letter phrased in such a way that
only the parents who did not agree to the study would have to notify me, rather
than requiring that each parent give written consent. This approach is often
referred to as giving passive consent (Spence et al., 2014), in which the parents
are informed about the research and rather than actively giving consent, they
can opt out. Unless they do this, their children will participate. This approach is
used, for example, in research to increase participation and representativeness
(Testa and Coleman, 2006; Spence et al., 2014). When | asked why the school
wanted to distribute an informed consent form rather than a form on which the
parents had to explicitly say “yes” to their children’s participation in the
research, the school explained that this was due to the lack of responses from
the parents of their pupils. | was ambivalent about the kind of soft practice that

the head teacher was using, but was unable to insist that all parents should be
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required to explicitly agree to their children’s participation and followed the
school’s normal procedure. | knew this practice from the school in which | had
still been working when researchers came from the university to work with
children. However, | did not feel completely comfortable with the head teachers’

decision and would have preferred signed consent forms.

Other ways of doing this could have included translations of the consent form
for families not proficient in English or meeting with the parents’ liaison of the
school to engage further in the community. | was, however, dependent “on the
goodwill of the school” as Alderson and Morrow (2011, p. 107) phrase it, and
the in loco parentis practice in which the school acts with authority on behalf of
the best interests of the pupils. | found a precedent for this type of consent
which is described in various ethical guidelines, including those published by

the British Psychological Society (BPS) (2014, pp. 17 & 32) that state:

In relation to the gaining of consent from children and
young people in school or other institutional settings, where
the research procedures are judged by a senior member of
staff or other appropriate professional within the institution
to fall within the range of usual curriculum or other
institutional activities, and where a risk assessment has
identified no significant risks, consent from the participants
and the granting of approval and access from a senior
member of school staff legally responsible for such
approval can be considered sufficient... researchers should
ensure that parents or guardians are informed about the
nature of the study and given the option to withdraw their
child from the study if they so wish.

However, the Economic and Social Research Council (ESRC) (2015, p. 32)
writes: “Passive assent, including group assent (with consent given by a
gatekeeper) should be avoided wherever possible”. Also, | spoke with my

supervisor and looked at Goldsmiths’ (2005, p. 3) code of practice on research
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ethics, which states: “Research involving children under 16 will require the
informed consent of parents, carers or guardians”. In Appendix 6.2, | have
attached a copy of the ethical practice in research form from Goldsmiths

which was submitted and approved by Goldsmiths Departmental Ethics
Committee summer 2011. The British Association for Applied Linguistics
(BAAL) (2016, p. 6) writes: “For children under 16, consent also needs to be
obtained from parents or other adults acting in loco parentis”. And lastly, |
looked at the British Educational Research Association (BERA) (2011, p. 7,
emphasis in original) states, “researchers must also seek the collaboration and
approval of those who act in guardianship (e.g. parents) or as ‘responsible

others™. This complies with Article 3 (best interests of the child) and Article 12
(respect for the views of the child) of the United Nations convention on the

rights of the child (United Kingdom Committee for UNICEF, 2019).

For a full discussion about the ethical considerations involved, also see Section

5.2.

No parents approached me with further questions or objections.

It must be said that this does not mean that the children’s decisions and
opinions to participate were not taken into account. While children cannot

opt out of lessons, they certainly could opt out of my research (also see
Section 5.2). The viewpoint on children participating in research has changed
over the years, regarding children as participants who are capable of speaking
for themselves. The idea of “empowerment of children and the significance of
listening to children’s voices” (Bélanger and Connelly, 2007, p. 25) has become

an integral part of educational research. For this, | had asked the children for
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their voluntary informed consent (also see Section 5.2 for a discussion of the
ethics and a discussion of the issue of preventing harm). In other words,
recognising children as people in their own rights, capable of expressing their
views also requires asking them whether they wanted to participate. | spoke
with the children about the purpose and nature of my research in terms of
multilingualism and foreign language learning. Further, | told them that | would
spend time in their classroom, participating in the foreign language lesson. Also,
| detailed the data collection methods and explained the consent form. |
encouraged the children to approach me with any worries and questions they
had. My research guaranteed confidentiality and anonymity. To protect the
participants, pseudonyms were chosen for the school, the teachers and the
pupils which were used from the start during the research and data analysis
process. | had told the children and the teacher that, throughout the research,
they had the right to withdraw, but no one made use of this. These and other

ethical considerations will be discussed in Section 5.2.

5.1.6 Participants

Through my chosen methods of collecting data (interviews, observations and
participant-generated language diagrams), | was able to gather information on
the pupils and their Year 5 class teacher. The background information | present
here is extremely important to understanding the classroom situation |
observed, drawing on the role of context in qualitative data which | described in

the previous chapter.

The class | observed for my study consisted of 30 pupils, all multilingual.

Information about languages and ethnicities is derived from observations,
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interviews, language diagrams generated by the pupils, the school records on

English literacy levels and conversations with the teacher.

| would like to stress that the participants of my study were categorised by the
Department for Education (2012c) as either having a white British background
(the teacher in my research) or having a background other than white British,
grouped under the label minority ethnic (all pupils in my research). | am aware
that the terms ethnic minority and minority ethnic have been contested and can
be understood in many ways (Richardson, 2006). However, | have decided to
stay with the term ethnic minority with the understanding that everyone has an
ethnicity which, depending where one is, can be in the majority or in the
minority; in this case, that the maijority of the population in England is white
British and a minority of the population has a background other than white

British.

The children identified the following languages: Arabic, Bengali, Dominican
Spanish, English, French, German, Italian, Jamaican Patois, Latvian,
Malayalam, Mauritian Creole, Punjabi, Romanian, Spanish, Tagalog, Tamil and
Urdu. One of the girls was French-Mauritanian and was a French native
speaker, the only native speaker in the class. She became a helpful resource
for the teaching process, the teacher and for other pupils during the French
lessons, as will be discussed further on in Chapters 6 to 8, where | analyse the

data.

Sixteen children identified as female and fourteen, as male.

The children indicated that they had the following ethnicities: Bangladeshi

(6 children), mixed heritage French-Mauritian (1 child), Indian (2 children),
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Jamaican (2 children), mixed heritage Latvian-Sri Lankan Tamil (1 child),
Pakistani (14 children), Filipino (1 child), Romanian (2 children), and Sri Lankan
Tamil (1 child). The most dominant ethnic minority was Pakistani with 46%,

followed by Bangladeshi with 20%.

At the time of my research, pupils where assessed using National Curriculum
levels which detailed what each child should achieve by the end of each school
year. These were divided into levels and sub-levels for tracking pupils progress.
At the beginning of the school year, the English language competencies of the
pupils ranged from advanced English knowledge to no English knowledge at all.
One pupil had recently immigrated from Romania with no English knowledge at
all. When the pupils were assessed at the end of the school year, it became
evident that all the pupils had made progress in English during the school year.
The pupils were only tested on reading and writing, however not listening or
speaking. The data suggest that 23 of the 30 children in the class met or
exceeded the 3a-level standard in the assessment criteria set by the National
Curriculum in reading at that time, and 21 of the 30 reached or exceeded the
3a-level standard in writing. The English language proficiency assessments
have not been used in my data analysis, but serve as background information
to provide a fuller picture of the classroom. Each National Curriculum level is
divided into sub-levels: a indicates that the pupil is strongly achieving the
required expectations; b indicates that the pupil is soundly achieving the
required expectations; ¢ indicates that the pupil is only just reaching the
required expectations. Each pupil is expected to progress one level every two

years. At KS 2, the expected level of attainment was level 4 at the time of my
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research. However, in 2014, the National Curriculum levels mentioned here

were replaced by a new primary-school grading system.

5.1.6.1 Pupil participants

What follows is a brief summary of the characteristics of the individual children
in alphabetical order. All names have been changed to protect the participants’
privacy (also see Sections 5.1.5 and 5.2). This background information
illustrates the demographics of the classroom regarding gender, ethnicity,
language use and academic performance in the English lesson based on the
National Curriculum. | would like to stress that, in what follows, it is the children
themselves describing the languages and settings in which they speak and/or
use these and how, which will be discussed in further detail in the data analysis
and findings, Chapters 6 to 8 but also supplemented with information provided
by the teacher, the interviews and the language diagrams.

All children speak English and French; therefore, these two languages are not
listed unless if used out of the school context. There was no assessment in
French, and the judgement about the children’s progress is drawn from my

observations.

Aalia

Female, born in Pakistan with Pakistani origins.

Languages: Punjabi, Spanish, Urdu.

Further information: Aalia’s English is fluent, with a strong Urdu accent in English and French;
she made good progress over the year. In school, Aalia speaks only English and with friends
she speaks both English and Urdu. With the family, she uses only Urdu with her parents and
cousins, but uses both Urdu and English with her brother and sister. Aalia states that her
mother does not speak proper English which is why she only speaks Urdu with her. Aalia
regularly attends faith school with her sister in a mosque, where she is addressed by the
teacher only in Urdu. Further, Aalia states that she had learnt Spanish in her previous school
and does understand Punjabi in conversations with her relatives.

End-of-year English assessment: 3a in reading and 3a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).
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Aamir

Male, born in the United Kingdom with Pakistani origins.

Languages: Arabic, Urdu.

Further information: Aamir speaks English very well and also in French has learnt all the
vocabulary from the lessons. Aamir regularly attends a mosque school, where he only speaks
Arabic with the teacher. At home, he speaks mainly English and Urdu, only occasionally. At
school and with his friends, he speaks only English. However, during the interview he pointed to
his friends who also spoke Urdu even though he would not address them in Urdu but only in
English.

End-of-year English assessment: 4a in reading and 4b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Ablaa:

Female, born in Pakistan.

Languages: Arabic, Urdu.

Further information: Ablaa’s English is fluent with a slight accent; in French she made good
progress over the year. Ablaa attends a mosque school, where she is learning to read in Arabic;
however, when speaking to her teacher, she uses both Arabic and English. At home, Ablaa
speaks both English and Urdu to her parents and sister; however, with her cousins, she only
speaks English. At school, she speaks to some of her friends in Urdu.

End-of-year English assessment: 3a in reading and 3b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Amrita:

Female, born in Bangladesh.

Languages: Arabic, Bengali, Italian.

Further information: Amrita speaks English fluently and has also made good progress in
French. Amrita attends a mosque school where she speaks Arabic, Bengali and English. At
home, she speaks with her parents in Bengali only; she speaks both English and Bengali to her
brother and sister. At school, she speaks only English, but with her friends she speaks both
Bengali and English on the playground. She states that her father teaches her Italian at home.
End-of-year English assessment: 4a in reading and 4a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Arwa:

Female, born in Pakistan.

Languages: Punjabi, Urdu.

Further information: Arwa speaks English fluently with a strong accent but does phrase quite
complicated sentences, often interrupting herself, jumping between different topics and she has
also made some progress in French. Her voice is very loud and deep with a strong Urdu accent.
Arwa speaks Urdu to her teacher at the mosque school. Also, with her family she speaks mainly
Punjabi (with parents, siblings and grandparents) but also Urdu with the extended family (with
cousins, aunts and uncles); however, with her brother, she also uses English. At school, she
only speaks English. With her friends she speaks only English but uses a few words of Urdu
here and there. Arwa wears a hijab, a headscarf worn by Muslim women, covering head and
neck. She also drew herself wearing a hijab in the language diagram.

End-of-year English assessment: 3b in reading and 3b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).
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Basma:

Female, born in England, mother born in England too.

Languages: Urdu.

Further information: Basma has good command of her English and has also learnt some French
during the year. She speaks both Urdu and English in the mosque school and with her entire
family. At school she only uses English. She states that she speaks Urdu with her friends on the
playground at school.

End-of-year English assessment: 3c in reading and 2a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Claudiu:

Male, born in Romania. Arrived in England at the beginning of the school year.

Languages: Romanian.

Further information: Claudiu had arrived in England at the beginning of the school year with no
English. Over the year he learnt a lot of English, and we could have a good conversation. He
speaks very quietly with a slight Romanian accent. Also, he made good progress in French. He
was very shy giving a false impression about his language skills. However, over the course of
the school year he gained confidence and enjoyed participating in the two interviews and the
creation of the language diagrams. At home, Claudiu speaks only Romanian; at school he
speaks English but he would only speak Romanian to Isabella, the other Romanian girl in the
class.

End-of-year English assessment: 2a in reading and 3b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Dawar:

Male, born in England with Pakistani origins.

Languages: Arabic, Urdu.

Further information: Dawar’s English is very good as is his progress in French. He attends a
mosque school where he learns Arabic but also uses English and Urdu. While he speaks both
English and Urdu with his parents, he speaks only English with his brother and sister. Also, with
his cousins he speaks only English. Some of his friends attend the mosque school with him,
where they then speak Arabic and Urdu together. At school he uses English and Urdu in the
classroom but he does point out that while he does speak Urdu on the playground, he could
speak Urdu at class even if he does not do it.

End-of-year English assessment: 4a in reading and 4c in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Erica:

Female, born in the Philippines.

Languages: Tagalog (basis for Filipino language, Filipino is a standardised variety of Tagalog),
Kapampangan (regional language of the Philippines) and Spanish.

Further information: Erica speaks excellent English with a slight American English pronunciation
and has learnt French very well; in fact, she is one of the best pupils in the French lesson. She
is a very articulated pupil, eager and engaged in her overall learning. She speaks Tagalog and
English with her entire family; however, she uses Kapampangan with her extended family in the
Philippines. In school she only speaks English. With her friends at school she speaks English,
with friends within her community, in Tagalog too. She learnt Spanish in her previous school.
She does speak Tagalog on the playground to a few children from her community, but they are
not in her class. Together with Marie and Isabella, Erica is at the top of the French lesson.
End-of-year English assessment: 4a in reading and 5c in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).
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Haneefa:

Female, born in England with Pakistani origins.

Languages: Arabic.

Further information: Haneefa’s English skills are very good, also her progress in French. She is
very timid and mainly shakes her head when spoken to. At home, Haneefa speaks only English.
Her father teaches her Arabic. Haneefa wears a hijab, a headscarf worn by Muslim women,
covering head and neck. She also drew herself wearing a hijab in the language diagram.
End-of-year English assessment: 5¢ in reading and 4a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Haniya:

Female, born in England, Pakistani origin.

Languages: Punjabi, Urdu.

Further information: Haniya speaks English fluently with a slight accent and has made good
progress in the French lesson. While she speaks to her grandparents only in Urdu, she speaks
English, Punjabi and Urdu to her parents but only English to her sister, brother, aunts, uncles
and cousins. At school and to all her friends, she speaks English. She says she remembered
learning English when entering school but she struggled as she had first learnt Punjabi and
Urdu.

End-of-year English assessment: 4c in reading and 3a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Indra:

Female, born in England, Bangladeshi origin.

Languages: Arabic, Bengali.

Further information: Indra speaks English fluently and made good progress in the French
lesson. While she does not attend mosque school, she does have to go to her cousin’s house to
attend Arabic reading lessons and speaks to her uncle in Arabic. She speaks Bengali to her
parents and English to her brother and sisters. To friends in her community she speaks Bengali
and English, but only when at their house, not at school. Once, during the French lesson Indra
commented on Bengali grammar in terms of gender and nouns. Indra wears a hijab, a
headscarf worn by Muslim women, covering head and neck. She also drew herself wearing a
hijab in the language diagram

End-of-year English assessment: 4a in reading and 4b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Isabella:

Female, born in England with Romanian origins.

Languages: German, Romanian.

Further information: Isabella is the best pupil in class, both in English and French. She is very
outspoken, engages in the lessons and is eager to learn. Isabella attends a Catholic church,
were Romanian only is spoken. Isabella says she learnt English when starting school, mainly
through observing others. With her grandparents she speaks Romanian only, with her parents,
her sister and cousins, both Romanian and English. With her friends at school she only speaks
English except with Claudiu, whom she supports with his English. She also helps her sister with
her German homework. Isabella of all children draws the most on her home language,
comparing letters and words. She has a sophisticated language knowledge in all the languages
she speaks. Overall, Isabella is well ahead of the teacher’s French and while she has not learnt
French before, she picked it up very quickly in the beginning of the school year. Isabella
outperformed the teacher early on and supported her with her French, together with Marie and
Erica.

End-of-year English assessment: 5a in reading and 5b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

180



Joshita:

Female, born in England with Indian origins.

Languages: Malayalam.

Further information: Joshita speaks English fluently and made good progress in the French
lesson. Similar to Indra, Joshita drew on Malayalam once when discussing gender in French.
Joshita regularly attends a temple, in which only Malayalam is spoken. While she speaks only
Malayalam with her grandparents, she speaks in English and Malayalam with her parents. She
only speaks English with her sister and cousins, whereas she speaks Malayalam with her
cousins in India. At school she speaks only English.

End-of-year English assessment: 4a in reading and 4a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Kaleem:

Male, born in England with Pakistani origin.

Languages: Arabic, Punjabi and Urdu.

Further information: Kaleem speaks English fluently with a slight accent and made good
progress in the French lesson. He attends a mosque school where he speaks Arabic, English
and Urdu. With his parents he speaks in Urdu and Punjabi and with his sisters, only English.
Similarly, while he speaks Urdu with his aunts and uncles, he speaks English with his cousins.
While he speaks English at school, at home he also speaks Urdu with his friends.

End-of-year English assessment: 4a in reading and 4b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Kamalish:

Male, born in England with Latvian and Sri Lankan Tamil origins.

Languages: Latvian, Tamil.

Further information: Kamalish speaks English fluently with a slight accent and made good
progress in French. Similar to Erica or Isabella, he is very outspoken and expresses his
thoughts well. He is very engaged in the French lesson and tells many jokes and often displays
rather silly behaviour. While speaking English with his immediate family, he speaks Tamil with
his father’s family and Latvian with his mother’s family. However, for special occasions, he also
speaks with his parents in their respective home languages. During the two interviews,
Kamalish explains his experiences with Tanglish (Tamil and English). At school, he speaks
English and states that he speaks English slang with his friends, except one friend in class, with
whom he also speaks Tamil.

End-of-year English assessment: 4a in reading and 4b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Maha:

Female, born in England with Pakistani origin.

Languages: Arabic, Urdu, Spanish.

Further information: Maha speaks English fluently and made good progress in French. She likes
to participate in the lesson and always has something to tell the teacher. At school, she speaks
English and Urdu to her friends. However, she states that she thinks in Urdu when at school,
especially during break time and this is also when she speaks Urdu to her friends. She states
that in her previous school, she was told off for speaking her home language as this was
impolite for non-Urdu speakers. At home, she speaks Urdu with her parents and both Urdu and
English with her sister. Also, she states that she watches Spanish TV and reads the Qur'an in
Arabic.

End-of-year English assessment: 4c in reading and 4b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).
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Marie:

Female, born in France. English, French and Mauritian origins.

Languages: French, Mauritian Creole.

Further information: Marie speaks English very well and, as a French native speaker, she is the
expert in Year 5. Marie was rather shy in the beginning of the school year and, in contrast to
Erica and Isabella, she was more reluctant to correct the teacher. However, during the school
year and with the constant encouragement by the teacher to support her during the lesson, she
gained more confidence in pointing out mistakes. With her parents and cousins, she speaks
French and English, with her aunts, uncles and grandmother, French and English but also
Mauritian Creole. With her brother, Marie speaks English only and with a French friend, French
only. She talked about the difference between Mauritian Creole and French in detail. In fact, she
was the only child addressing the conditions of her personal language use explicitly. She talked
about the language ideologies and expectations by her family and how she feels trapped
between her home language and culture and English. While one side of the family is Hindu and
the other side is Buddhist, she attends both faith settings, a Hindu temple and a Buddhist
temple where English being spoken.

End-of-year English assessment: 4b in reading and 4b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Mohit:

Male, born in England with Bangladeshi origin.

Languages: Arabic, Bengali.

Further information: Mohit's English is fluent although not always well formulated; he has a
Mancunian accent. In French, Mohit made some progress. He attends a mosque school where
he learns Arabic. At home he speaks Bengali and English with his mother and brother and only
English with his father even though the father was born and raised in Bangladesh. At school, he
speaks English and Bengali, the latter with a friend, Utpal, on the playground. During my
research, Mohit supplied me with a lot of information about the events taking place at the
school: piano lessons, a newly introduced poetry book, Black History month or the multicultural
funfair.

End-of-year English assessment: 3c in reading and 3c in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Najeeb:

Male, born in England with Sri Lankan Tamil origin.

Languages: Tamil.

Further information: Najeeb speaks English quite fluently with a slight accent, with errors mainly
in using prepositions. He made some progress in French. Overall, Najeeb is very outspoken
and talked to me about different things like the upcoming PE (Physical Education) lesson, his
timetable and his friends at class. Najeeb speaks Tamil only with his grandparents. With his
parents and uncles and aunts, he speaks English and Tamil and with his two sisters and
cousins, English only.

End-of-year English assessment: 3a in reading and 3a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Qaim:

Male, born in Germany with Pakistani origins.

Languages: Arabic, German, Punjabi and Urdu.

Further information: Qaim was born and grew up in Germany; he only moved to London two
years ago when he started learning English. Until then, he spoke German, Punjabi and Urdu.
Once | addressed him in German. He looked puzzled and then replied in English that he did not
know how to respond. His English is fairly fluent with a slight accent, yet with some mistakes
using prepositions or with verb-tense agreement. Overall, he is rather shy and does not say
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much. His progress in French was small. He attends a mosque school where he speaks Arabic
and English. At home he switches between German, Punjabi and English. At school he speaks
English with his friends.

End-of-year English assessment: 3b in reading and 3c in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Rahul:

Male, born in England, Bangladeshi origin.

Languages: Arabic, Bengali.

Further information: Rahul speaks fluent English and made good progress. Overall, he is a very
quiet, shy and sensitive boy. His father died when he was little. He speaks Bengali with his
mother and states that she does not speak proper English. At school and with his friends, he
speaks English only. He also mentioned that he learns Arabic.

End-of-year English assessment: 3a in reading and 3a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Roshan:

Female, born in England, Pakistani origin.

Languages: Arabic, Urdu.

Further information: Roshan speaks fluent English and made some progress in French. Roshan
attends the mosque where she speaks Arabic, English and Urdu. While she speaks both
English and Urdu with her grandparents, parents, aunts and uncles, she speaks only English
with her siblings and cousins and friends. She states that she sometimes addresses the
teaching assistant during lunch time in Urdu during lunch time.

End-of-year English assessment: 3a in reading and 3a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Saaijid:

Male, born in England, Pakistani origin.

Languages: Arabic, Punjabi, Urdu.

Further information: Saajid speaks English fluently and made good progress in French. He
attends a mosque school where he speaks Arabic, Urdu and Punjabi. With his grandmother, he
speaks in Urdu, whereas with his parents he speaks Urdu and Punjabi. With his siblings,
cousins and friends he speaks English only. His favourite topic was the Olympics, especially
since he got a ticket to attend the games. It was not easy to engage him in any other topic.
End-of-year English assessment: 4c in reading and 3a in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Sanchita:

Female, born in England, Bangladeshi origin.

Languages: Bengali.

Further information: Sanchita speaks English quite fluently, however with a strong accent. Her
progress in French was good. She liked to engage in the lesson and speaks a lot and very fast.
Overall, she is very expressive and able to reflect on the teacher’s approach to teaching the
class French. With her parents, she speaks Bengali and with her brother and sisters, both
English and Bengali. She states that she supports her parents, uncles and aunts with English
for example translating letter to them.

End-of-year English assessment: 4c in reading and 3b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

183



Shakia:

Female, born in England, Jamaican origin.

Languages: Dominican Spanish, Jamaican Patois.

Further information: Shakia speaks English fluently. In French, she made some progress.
Shakia speaks little and seems rather shy. While she speaks Jamaican Patois with her mother,
father and sister, she speaks Dominican Spanish when with her stepfather and extended family.
End-of-year English assessment: 3a in reading and 3b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Tawfeeq:
Male, born in Pakistan.

Languages: Arabic, Urdu.

Further information: Tawfeeq speaks English fluently and made good progress in French. He
likes to speak about various topics ranging from football to timetables He only came to England
in Year 3. He attends a mosque school where he learns to read in Arabic but also speaks
English with the teacher. At home he speaks Urdu to his grandparents and both English and
Urdu to his parents. To his brothers and sisters, he speaks English. At school, he speaks
English but also some Urdu to some friends.

End-of-year English assessment: 4b in reading and 4b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Travon:

Male, born in England, Jamaican origin.

Languages: Jamaican Patois.

Further information: Travon speaks English fluently and made good progress in French. He is
very shy and speaks little in the lessons. He speaks Jamaican Patois to his family. At school, he
speaks English.

End-of-year English assessment: 4a in reading and 4b in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Utpal:
Male, born in Bangladesh.

Languages: Arabic, Bengali.

Further information: Utpal speaks English fluently with a slight Bengali accent. He made good
progress in French. He is very outspoken and, like, Mohit he liked to supply me with all sorts of
information regarding the school: piano lessons, a newly introduced poetry book, Black History
month or the multicultural funfair. He attends a mosque school where he speaks Arabic. At
home, he speaks Bengali with his parents and uncles; however, with his father he also speaks
English. With his brother and sisters, he speaks English only. At school, he speaks Bengali with
his friend Mohit on the playground.

End-of-year English assessment: 3b in reading and 3c in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

Yadu:

Male, born in India.

Languages: Indian [Yadu’s wording].

Further information: Yadu is registered with special educational needs in the area of
developmental delay which affected his cognition, learning and mental health. The teacher had
no further information. Most of the time Yadu was not in class but received out of lesson
support. The times he was in the French lesson, the teaching assistant mainly worked with him
one-on-one. However, he liked to join in with all activities and was always included in the
interview and also in the work on the language diagrams. Each time, he greeted me happily and

184



the few times | came on a Friday instead of Thursday, he was very concerned that | had
mistaken the day of the week.

End-of-year English assessment: 1a in reading and 2c in writing (speaking and listening were
not assessed; the assessment levels have been explained in the beginning of this section).

In Appendix 2.1 | have provided some field notes with more general
observations about the class (also see Appendix 2.1 Extract 2 from field notes —
Boys and girls, 07.06.2012, Appendix 2.1 Extract 3 from field notes — The
pupils’ relationship to the teacher, 01.12.2011, Appendix 2.1 Extract 4 from field
notes — The pupils’ relationship to the researcher, 01.12.2011, complemented

12.07.2012).

5.1.6.2 Teacher participant

The Year 5 class teacher, whom | have called Viola, is of white British ethnicity
and grew up in east London, where she was teaching at the time of my
research. She attended local primary and secondary schools in the
neighbourhood where she taught at the time of research. Her exposure to
foreign language began in secondary school where she was introduced to
French and German; however, she explained that she was unable to make, in
her own estimation, even satisfactory progress i.e. D in German and French,
the foreign languages in her GCSE (General Certificate of Secondary
Education). During the interview, Viola mentioned that she could hardly
remember French or German from her secondary school years and that she
had not studied a foreign language at university level. She had also never
received formal training on how to teach a foreign language. Nevertheless,

Viola was asked by the head teacher to teach French to her class.

Previously, | have discussed how | got to know the teacher and that she was a

former colleague of mine (also see Section 4.1.4 and 5.1.1). During our time
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working together at the same school, Viola remained in the class while | taught
her pupils German. She did not teach German but participated with the pupils in
that lesson. This was her only experience of foreign language teaching in

a primary classroom.

5.2 Ethical considerations

When conducting research in an educational setting, there are many ethical
considerations, some of which | have already addressed like gaining consent

from all participants (also see Section 5.1.5).

During my research, | ensured that the participants were never put in a situation
where they might have been at risk of being exposed to situations which might
be considered to compromise any generally accepted ethical values. In this
respect, the following aspects were taken account of: choice of participation,
autonomy, non-maleficence, beneficence, justice, privacy and confidentiality
(Greig et al., 2013). This involves respecting all participants and to avoid
causing harm as a result of their participation. Listening to children’s voices and
to what is being said is one way to have children participate in research. For
this to happen, | would wish the children to be exposed to far more
consideration of their rights and value as individuals and, in this sense too, |
would hope that my research “can contribute to the furtherance of social justice
and possibly to social change” (Conteh, 2018c, p. 7), in other words
empowering the participants by including the perspectives of all, drawing on the

discussion in Section 4.1.

The ethical implications of my research were discussed with my supervisors

and, additionally, the research was ethically endorsed by Goldsmiths, University
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of London. | reassured the participants and their parents that the raw data were
only available to my supervisors and would be accessed solely for the purpose
of data analysis. Furthermore, | consulted the schools’ safeguarding policy as
well as guidelines on ethical research with respect to children’s participation in
research (British Educational Research Association, 2011; The British
Psychological Society, 2014; Economic and Social Research Council 2015;

British Association for Applied Linguistics, 2016), also see Section 5.1.5.

Since the children worked with me in groups, it was important that | protected
their emotional safety. | informed them that our discussions were confidential
and assured them that, because of this, no other children would make fun of or
laugh at their responses or language diagram drawings. To try to ensure that
the groups provided a safe space to share, | spoke with each group about
listening quietly while others were speaking and about the importance of being

respectful of the opinions and values of others.

| also considered the ethics of publishing my research study with regards to the
participants. Here, the participants’ information is exposed to the public without
their having any power to do anything about it (Murphy and Dingwall, 2001). |
therefore tried to be as transparent with the participants as possible by talking

to them about the aims of my research and my intention to publish the results.

Another ethical consideration is that there might not be perceived direct benefit

to the participants as their participation might do little to change or improve their
current school experience. Yet, this was not quite true. During my research, the
children told me that | was the first person who had ever asked them to share

their thoughts on speaking numerous languages, on learning different
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languages and on experiencing a monolingual school environment while
growing up in a multilingual and multicultural environment. And that experience
we had might enable the pupils and teacher to speak with each other more
freely and openly about themselves. Also, | determined, that though the
publication of my study would occur long after my time with them at the school
(the children are probably now in Year 11), still their voices would be
documented and hopefully added to the growing field of multilingual practices at

school (also see Chapter 9).

5.3 Methods of collecting data

Following my methodological considerations in Chapter 4, | will now discuss the

methods of data collection.

Table 2 presents which of my chosen data collection tools addresses which

sub-question:

Table 2: The application of data collection tools to research questions

Language
Observations Interviews
diagrams
Sub-question 1: How do identities provide a
context for understanding what the children say \ \ \

or do?

Sub-question 2: How do children use their
existing languages when learning French as a \ \
foreign language in class?

Sub-question 3: In what ways does a teacher
with limited expertise in the subject approach N N
teaching French as a foreign language to a
classroom of multilingual pupils?

The process of using these chosen data collection tools was spread across the

year. At the beginning of the school year, in September, | began with weekly
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observations (see Section 5.3.1); these included writing field notes during and
after the lessons (see Section 5.3.1.1). In April, | added audio and video
recordings (see Section 5.3.1.2) to my weekly observations and, additionally, |
still added thoughts and interpretations of the lesson in my journal (also see
Section 5.3.1.3). Field notes, audio and video recording, as well as notes from
my journal supplemented my observations. In February, | introduced language
diagrams (see Section 5.3.2), which were followed by the participants’

interviews (see Section 5.3.3).

Table 3 demonstrates how the data collection tools, the methods of collecting
data (observations, language diagrams and interviews) were implemented. For
this, | have provided three columns. The first column explains the various
activities | engaged in while | collected data, the second column notes the data
collection tools used with that activity and the third column illustrates in more
detail the processing of the data | obtained in preparation for analysis |
undertook during the study. The data collection tools and the processing for

analysis will be detailed following Table 3.
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Table 3: Implementing the data collection tools

Activity

Data collection tools

Processing for

analysis

Conversations with the
teacher before and after the
lessons.

Observations (field notes
written after the lesson).

Turning field notes into
written accounts.

French Lesson and Guided
Reading lesson which was
initially used for lesson
observations but later for
activities for my research
such as interviews and
language diagrams.

Observations (field notes
written during and after the
lesson, audio recordings,
video recordings).

Turning field notes into
written accounts and
transcribing audio and video
recordings.

Conversations with the
children before, during and
after the lesson.

Observations (field notes
written during and after the
lesson).

Turning field notes into
written accounts.

Conversations with the
children and drawings about
the languages spoken by the
children.

Observations (field notes
written during and after the
lesson) and language
diagrams.

Turning field notes into
written accounts, sorting
drawings.

Conversations with the
participants using interviews.

Observations (field notes
written during and after the
lesson, audio recordings)
and interviews.

Turning field notes into
written accounts, transcribing
audio recordings.

Over the course of my study, | accumulated vast datasets which | first managed

and organised and then analysed as fully as possible. However, ongoing initial

analyses were done throughout the school year. This means that management,

organisation and analysis were interconnected activities. The datasets |

analysed for this study are:

e Observations including field notes and recordings and their transcripts.

e Recordings and transcripts of the interviews.

e Language diagrams.

In the following, | will describe each method of collecting data (observations,

interviews and language diagrams) in greater detail.
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5.3.1 Observational data

As discussed in Chapter 4, when adopting an ethnographic approach to the
research, observational data comprise an important portion of the data
collection. Blommaert and Jie (2010) argue that observations show more than
what is emerging by just posing questions. In addition, by observing rather than
only interacting with the participants, the researcher is attempting to “preserve
the natural state of affairs” of the community (Denscombe, 2014, p. 84) as the
behaviour by the participants “is performed without reflecting on it and without
an active awareness that this is actually something they do” (Blommaert and
Jie, 2010, p. 3, italics in original). In other words, observations, in my research
observations of the French lesson, offer insights into the practices, possibly
providing context for my other data such as the interviews and language

diagrams.

| chose to observe lessons because | wanted to be able to be immersed in the
participants’ environment and describe what | saw. The advantage of observing
the lesson was that | would be able to absorb the atmosphere and see how
participants acted in their everyday life of the French lesson. It was clear to me
that observation would provide a window into participants’ practices at school
whereby | can only agree with Hymes (1981, p. 84) who states that it is
“incredibly to assume that what there is to find out can be found out by asking”.
| hoped that by sitting in the classroom and observing how the children
interacted in class | would get a richer picture of their setting and behaviour
while they learnt a new language. And | felt that this was most effectively done

by observing the lessons.
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As | began my research, | had to find approaches and methods which enabled
me to do my research optimally. | informed the participants that | was a
researcher and did not disguise myself as anything else. | decided to be overt,
telling the children about the nature of my research and the purpose of my
study (also see Section 5.1.5) and | tried to be as minimally obtrusive as
possible. However, my very presence was already obtrusive to some extent and
this required careful reflections on my role and position in research (also see

Sections 4.1.4 and 5.2).

At the beginning of my observations, | sat in the corner first of all but then
realised, that | was unable to hear what the children were saying to each other.
This meant that | had to move closer, but then the children suddenly became
more aware of me. | decided for my study that this was still better than not
hearing anything at all and, eventually, the children became less self-conscious
around me. | realised that, while being in the field, even though | had carefully
planned my place during the observation in the classroom, also through
discussion with the teacher, this did not work as well as we had thought and

therefore | had to adapt.
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Figure 1 depicts how various elements contributed to the observations of the

participants for cohesive data findings:

) OBSERVATIONS < i

AUDIO AND VIDEO

v

FIELD NOTES <« P> TRANSCRIPT

P> OBSERVATIONS ¢ |

Figure 1: Components of observational data

Figure 1 will be further explained in the following sub-sections.

Observations of the participants enabled me to experience pupils and teacher in
the context of the foreign language lesson. | also discovered recurring patterns
of the teacher approaching the teaching of the French lesson which led me to
initial assumptions of how the participants interacted and co-constructed
meaning within the foreign language lesson, leading to a more focused
observational approach in the course of the year (see also Section 5.3.1.1). In
this sense, my observations were not predefined from the beginning of the
school year but gained focus derived from initial explanations and
interpretations of the participants’ interactions and engagements within the
classroom and with each other, which Alasuutari (1995, p. 16) refers to as
“unriddling”. This will be discussed in more detail in the analytical procedures of

my research in Section 5.4.2.3.
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5.3.1.1 Field notes: note-taking

One of the main means of gathering observational data is through note-taking,
by “producing written accounts and descriptions” (Emerson et al., 2001, p. 352,
italics in original), also referred to as field notes. This means that field notes are
part of my observations. These can be very personal and individual (for an
example, also see Section 4.1.4) but can also provide summaries of the
observed interactions between the teacher and pupils within the classroom and
reflections on these events (for various forms of field notes, also see

Appendix 2).

An insight into how | did this is useful for the further discussion of the process of
data analysis in my research (which will be detailed in Section 5.4). While being
in the field, the researcher should stay alert while observing and recording field
notes systematically. This may start with “jottings” (Emerson et al., 2011, p. 29)
only recognisable to myself as they were handwritten which, due to my writing
fast, often resulted in scribbles incomprehensible to anyone but myself,
containing various abbreviations but also incomplete sentences. Further, | was
alternating between German and English, using whichever language was
quicker to hand. | noted things | wanted to remember, which were symptomatic
and important for that moment. Here, | did not have the time to write and detail
interactions in the classroom that were more prevalent or the way certain
behaviour preceded because | would have lost what happened in that instant. In
other words, the field notes written in the field were more concerned with things
that were more transitory and changing, fleeting as it were. However, within a
couple of days I revisited my notes and added some more context to them. For

example, | noted when the teacher and children said what and the context for
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this; | elaborated my observations which turned into full and usable field notes.
Also, | added details about the children so that at the end of my research | had
some background information on each child (also see Section 5.1.6). Further, |
documented the informal conversations | had with pupils and the teacher. Also,
| developed a template which supported my observations in the classroom.
Over time, | had to adapt it several times as my research developed. As part of
my field notes, | noted where the children were sitting (also see Appendices 5.4
and 5.5 for seating arrangements); this not only helped me to learn their names
but also to see how and with whom they interacted. In other words, by
producing these written accounts | made sense of my own shorthand: |
captured what was going on and filled in context later (also see Appendix 2.2
for an example of field notes written in the field and Appendix 2.3 for a tidied
copy of field notes). However, taking field notes was always related to my role
as a researcher which touches on the notion of subjectivity, researcher bias and
the various roles the research can occupy, which | have discussed in Section

4.1.4.

The advantage of collecting observational data was that | was able to absorb
the atmosphere and see how the participants acted in their everyday life in the
classroom. In the beginning, my observations were very general because |
wanted to get a broader picture of the class, the interactions within it and the
participants and school in general. After a few lessons, | began “zooming in on
particular aspects” (Blommaert and Jie, 2010, p. 30) and, instead of looking for
general interactions between the teacher and children, | began to set a focus for
each lesson (e.g. home language use within the French lesson, multilingual

practices and the teacher’s reaction when children corrected her). At the end of
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each term (there were three terms: Autumn, Spring and Summer), |
summarised my observations and thoughts and wrote additional comments
about my past observations and formulated future steps that | would undertake
(also see an example in Appendix 2.1 Extract 6 from field notes — Reflections
on the autumn term, 02.12.2011). This supported me to stay focused and to
reflect upon my research as an ongoing process. Over the course of the year, |

accumulated a substantial amount of field notes and contextual information.

To conclude, Hammersley and Atkinson (2007) suggest writing while in the
field. Observing the participants while at the same time taking notes was a very
tiring and intensive process, yet | wanted to make sure to absorb as many
details as possible. Over time, as the children got used to my presence, |
became part of their learning experience in the class. | sat at different group
tables and used a journal to write down my observations. At home, | rewrote my
notes and added additional diary-like entries. | had to do this on the same day,
so that | would not forget any further thoughts | had had during the lesson.
During my observations, | preferred handwriting to a laptop as this was less
obtrusive for the teacher. As | have detailed in the beginning of this section, at
home, | copied and edited my notes on the computer. Again, this was a very
demanding task, which took much longer than the actual lesson observed. As |
reviewed lessons during the input process, | was able to reflect and plan future
steps areas of focus and/or questions to be investigated. Now | am grateful for
all the details | noted as, otherwise, it would have been difficult to reconstruct

the lesson several years after completing the field work phase of my research.
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5.3.1.2 Field notes: audio and video recording

To capture a more accurate record of the lesson, | began to audio and video
record the lessons which | used to supplement my field notes during their

transcription (also see Appendix 2 for examples of field notes).

| used the recorders in the spring and summer. | introduced them only after | felt
the class had gotten used to me as the researcher in their classroom during the
autumn term and once the teacher approved this, which took much longer than

| had hoped it would. Permission for the recording was also part of my consent
form (also see Appendix 6.1 for the consent form to the parents and carers).
Once | had introduced the recorder, the teacher became far more aware of my

presence.

| used the audio recorder in two ways. First, | placed it on the teacher’s desk,
but this was too far away, which made it impossible to capture some of the
children’s voices when they spoke. | also tried placing the recorder in the middle
of the table where | was sitting. This way, | was able to hear everything said by
the children at that table. However, it was not always easy to understand my
recordings later; therefore, | was glad that | had simultaneously taken field
notes. | had also considered using microphones with the children but after | had
discussed this with the teacher, the feeling was that this would have disturbed
the lesson and was regarded as too obtrusive and not allowed. While the audio
recordings from the lessons were not always effective at capturing everything
and were also introduced at a relatively late stage of the research, they were a
useful tool for the process of interviewing the participants (also see

Section 5.3.3).
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| began to use the video device in the summer term so that the children were
already used to my presence, my note-taking and the audio recorder. This was
all decided with the teacher. When | used the video recording device, | placed it
in the back of the classroom or on the teacher’s desk so as not to distract the
class by walking around. Only in a few instances did | walk around to better
capture what | wanted to film. The teacher seemed to be the most distracted by
this and kept looking at the device; the children quickly adapted to it. | used
video recordings in order to trying to capture detail in terms of what the children
were saying and how they were communicating. Further, | thought that the
movement of the teacher would provide me with insights about her teaching
and how she regarded the children, their co-construction of meaning, the power
relations existing between them and any insecurity she might have had in
teaching French, while not being proficient in the language. However, in the end
| decided not to use the video recording in my final summary of data but only

the audio recordings.

To summarise, | mainly used handwritten observations supplemented with
audio and video recordings. Ideally, | would have used audio and video
recordings earlier and also microphones generally but this was restricted
because of ethical considerations. After the lessons, | transcribed the
recordings and added them to the field notes, thereby integrating them into the
written record of observations. An advantage of the recordings over in-class
note-taking (handwritten observations) was that they were two things in one:

raw data but also a record of my own research (Blommaert and Jie, 2010).
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5.3.1.3 The journal

Throughout the duration of my study, | kept journals in which | took field notes,
general notes, jotted down my own comments and collected everything useful
about my research journey. These journals were a central part of my PhD,
containing everything from meetings, successes and failures, notes, thoughts,
websites, calendars, information, computer programmes and more. The
journals became my companions. Over time, | had seven of these little journals.
Looking through these books, you would be able to see how the research
unfolded and how my own learning and understanding of my research topic

evolved.

5.3.1.4 Reflection on observational data

Adopting an ethnographic perspective, framed by a sociocultural perspective of
learning (also see Chapters 3 and 4) allows to use ethnographic research tools
for collecting data such as observations. Following this approach in my
research, observational data and its subsequent interpretations then include the
social and cultural context of the participants and the impact of their behaviour
on their development and learning in the French lesson. In other words,
observations of the French lesson allowed me to be immersed in the
participants’ learning for a longer time (a school year) and to get an in-depth
understanding of their behaviour in that lesson, to gain insights into the
children’s and teacher’s interactions and the co-construction of their interaction
and practices in the French lesson. In other words, | was able to immerse
myself in the setting of the classroom and avail myself of opportunities to
observe the participants’ behaviours within the lesson. Here, | would like to

point out that the behaviour | observed in the French lesson may have been
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typical in that situation; however, it might change across different contexts
(other lessons) and times (Hammersley, 2006). To summarise, | may be able to
conclude that observations as one data collection tool allow for later
interpretations by seeing through the eyes of the participants (Bryman, 2016)
(what I mean is to include the social and cultural context of the participants as
addressed in Chapters 3 and 4 in order to approach the research in an

inductive, descriptive and interpretive way).

As | discussed in the previous section, analysing the data became an integral
part of my research while writing up my observations (also see Section 5.4).
Though | did not spend too much time on analysing the data during the
transcription process, | began to add analytical comments, reflections, as well
as photos and board drawings the teacher had included in the lesson, as well
as copies of the children’s work if possible. | tried to include as much context as
possible since we researcher “never know exactly in advance what we will need
to include in our observations and what not” (Blommaert and Jie, 2010, p. 26),
working towards thick descriptions (Geertz, 2017) (drawing on my discussion in

Section 4.1.2).

The process | underwent from observing and scribbling down to rewriting and
reflecting on my notes demonstrated to me that field notes (also see
Appendix 2.1 for examples of field notes) are by no means a finished product
but tools researchers use to do their work (Delamont, 2002). Further, through
my observations, | encountered what Agar (1996, p. 31) calls rich points:
‘problems in understanding” what is happening. The rich point came to me

during my observations of the participants when | noted the specific way the
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teacher approached the French lesson, as | will discuss in my findings in

Section 8.3.

Overall, taking field notes was a time-intensive process which required
perseverance. | sat down for numerous hours again to tidy all my notes, adding
analytical comments, photos and documents, all within the context of planning
my next steps of the study which would possibly be supportive when analysing
my data but also as part of adopting an ethnographic approach. | am very
grateful as | now have a folder full of references through which my extensive

field notes became a thick description (Geertz, 2017) of the context of my study.

All in all, observations of the participants including field notes, audio and video
recordings and my notebooks seemed an appropriate way to collect answers to
some of my research questions. However, the observations only allowed me to
describe the behaviour of the participants in the classroom, but did not allow me
to see why such behaviour happened nor did it provide any contextual
information (Denscombe, 2014). Therefore, | wanted to find a way to
complement the observations, allowing for a visual representation of language
use but also drawing on the children’s multilingualism. The tool | decided on

was language diagrams, which | discuss in the following section.

5.3.2 Language diagrams

Following on from the observations, | will now explore language diagrams as a
tool for data collection. The use of language diagrams was central to my data
collection since this multimodal approach offered another insight into the

children’s language use. Here, the children expressed themselves by exploring
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their language use using a visual medium, which provided data | had not been

able to gather through observations nor through the interviews.

During my research, | was looking for a data-gathering method that would allow
participants to express themselves visually exploring their language use
through participating in their research, drawing on my discussion about the role
of children in my research, also see Sections 5.1.5 and 5.2. | talked with my
supervisor about the rigidness of questionnaires and that, while a questionnaire
would provide me with background information (such as ethnicities, languages

and language use), it left little room for contextual details.

| explored multimodal tools such as the language diagram used by

Sneddon (2009). She explored children’s language use in her study about
learning to read through dual language books, children were encouraged to
visually explore their language use since as “bilinguals know, they are often
not aware of what language they are speaking at any given time”

(Sneddon, 2009, p. 31). Because | was working with a similar population, |
decided to implement the use of language diagrams as a means by which the
children would visually depict their language use and express something about
their understanding of their identity. Equipped with a visual medium for
expression, | hoped that the children would be able to freely express their

experiences with language, identity and possibly learning.

Language diagrams draw upon the three modes of communication
(Kress, 2010): image representation, written word and speech, the latter arising
from discussion with the children in regard to what they noted on paper, thus

creating a variety of datasets. The children had to draw a language diagram,
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they had to note down people and languages and once finished with their
diagrams, the children described the diagrams, providing valuable insights into
the interconnectivity of meaning-making image representation, writing and
speech. The use of the language diagrams points to the inter-disciplinary
approach of representation and communication and acknowledges that

language can be expressed in more than one mode.

Figure 2 is an example of a language diagram using visual means to show

language use and context.

Figure 2: Language diagram — Kamalish, 15.03.2012

| ended the language diagram session with an interview part where | asked the
children to describe what they had drawn. This proved to be a very valuable

source of data gathering because it added to context of the language diagrams.
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While | wanted them to depict their use of language, | was open to seeing
where their visual representations of their lives would lead them in terms of

describing these in words.

This data gathering tool gave the children an opportunity to be active agents in
their story telling through both word and image, and the listening | did with both
my ears and eyes offered me another layer of insight into their multilingual
practices (for a further discussion about the language diagrams and the
emergent data, also see Appendix 4). To elaborate my brief conversations with
the children, | chose to conduct interviews as a complementing data collection
tool hoping to gain a fuller picture of the conditions for language learning and

language practices within the French lesson.

5.3.3 Interview data

The interviews were able to provide more understanding of the participants’
perspective on the language conditions and practices within the French lesson
(also see Section 4.1.4 about emic and etic perspectives). For this, | conducted
interviews with all the participants. In other words, besides following what the
teacher and pupils did in the lesson, | could now also listen to what my

participants had to say.

An insight into Hammersley’s (2006, p. 9) interpretation of interviews is useful to

my discussion:

1. as a source of witness accounts about settings and
events in the social world, that the ethnographer may or
may not have been able to observe her or himself; and

2. as supplying evidence about informants’ general
perspectives or attitudes: inferences being made about
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these from what people say and do in the interview
situation.

Interviews may offer insight and clarity into situations which the researcher
might not be able to perceive through pure observations. Further, the additional
information provided through interviews may enable the researcher to see
patterns of certain behaviour in a new light. Bryman (2016) adds that the
interviewee’s view is in the foreground and, as such, it allows people to answer
more on their own terms. Specific to child participants, Eder and

Fingerson (2002, p. 181) describe interviewing not only as a possible way to
clarify observations, but also as a tool that can empower “to give voice to their
own interpretations and thoughts”. Also, Conteh’s (2018c) two criteria of
adopting an ethnographic perspective (also see Section 4.1), which include
recognising and valuing all perspectives in the context being studied as well as
understanding what the participant bring to the context comes to the fore in the
interviewing process; this includes its embeddedness in the social, cultural,
political or historical context. At the same time, an interview process touches on
the notion of power. Hierarchies between the interviewer and interviewee need
to be eliminated. This needs special consideration in regard to children because
they see an adult, a teacher in the researcher hence, a possibly unquestioned
authority. In order to bridge the gap between adult, teacher, researcher and
pupil and allow a more personal relationship to evolve, in which the children
would feel safe to express themselves, | built rapport over a few months. But |
carefully planned my interviews also in discussion with the teacher and

considered the ethics involved (as discussed in Section 5.2).
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Blommaert and Jie (2010, p. 44) argue that interviews are conversations
between people, where “both parties contribute”. So, the interview process is a
very personal process. This is in line with what | have discussed in Chapter 3,
about a sociocultural perspective on learning, where both teacher and pupils
contribute, which has been for example discussed in the work of Rogoff (1990).
In other words, while all contribute to the interview process, they also influence
the answers and, in fact, also the results of the emerging data. | have discussed
the validity of qualitative research and the role of the researcher within the

research in the previous chapter.

| had begun the process of collecting data using observations and from the
information | gleaned, | started to consider topics | would ask, creating the
format | would use in the interviews. | had decided to conduct semi-structured
interviews because they would enable the children and myself to have greater
freedom in exploring a topic flexibly and to use arising opportunities to probe
further. Bryman (2016) suggests that semi-structured interviews could guide the
researcher and, in that sense, the order of questions might change but also

allow further questions to be asked — hence the term semi-structured.

For each interview, | prepared some prompts and questions that had occurred
to me while | was observing the class, but | aimed to remain open to hearing
what the participants wanted to say. The formulated questions provided the
basis of my semi-structured interviews. However, their wording varied slightly or
was elaborated as appropriate in accordance to the interviewee’s responses
(also see Appendix 3 with my interview prompts and questions). This allowed
for flexibility within the interview but also provided a framework for conducting

the interview. | also adopted Blommaert and Jie’s (2010) view that an interview
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is a conversation, which allowed me to be flexible and provided me with the
possibility of probing into the responses to achieve the depths of information |
needed. | modified the order and wording if necessary to allow the conversation
to flow naturally and to increase understanding as | aimed at following the
participants and what was important to them. | viewed the questions | had
formulated as the means for introducing topics and for guiding the
conversations toward certain themes. This framework provided the necessary
structure to get the conversation going, but allowed the participants to divert to
topics that they personally found pertinent and about which | would not have
known to ask. In addition to the information | was seeking, | was also interested
in how the participants related to their answers. Denscombe (2014, p. 186,

italics in original) discusses exploring the participants’ “opinions, feelings,
emotions and experiences’, which | found useful in perceiving underlying forces
at play in the participants’ relationship to language use. | also kept this

approach for the follow-up interview and the teacher interview.

| planned to interview five different groups of children in a group setting. After |
had interviewed all five groups, | decided to conduct a follow-up interview with a
focus group of pupils whose initial interview responses gave me reason to want
to investigate further into their experience. | also conducted a one-on-one

interview with the class teacher.

Table 4 provides an overview of the interview process, including the date and

length of each interview, the type of interview and the participants involved.
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Table 4: Overview of the interviews

Date and length Type of interview Participants
19.04.2012 — 33 min Semi-structured Pupil Group 1
27.04.2012 — 26 min Semi-structured Pupil Group 2
31.05.2012 — 20 min Semi-structured Pupil Group 3
14.06.2012 — 27 min Semi-structured Pupil Group 4
22.06.2012 — 27 min Semi-structured Pupil Group 5
28.06.2012 — 25 min Focus group Mixed Pupil Group
12.07.2012 — 32 min Semi-structured Teacher

5.3.3.1 Pupil interviews

This section addresses the interview process with the pupil participants;
however, many features overlap and were adopted during the teacher interview
as well (also see Section 5.3.3.3). The data and findings of the interviews will

be analysed and discussed in Chapters 6 to 8.

Because of the time | spent observing the class beforehand, | was aware of the
participants’ varying levels of English proficiency (also see the brief discussion
about each participant Section 5.1.6). Yet, | had observed and discussed with
the teacher that, except for Claudiu (who had arrived from Romania at the
beginning of the school year), all the children could understand and express
themselves in English well enough for to participate without language support
from outside such as an interpreter. Most children learnt English when entering
nursery or reception class. And in the course of the year, Claudiu’s English
improved and, during the interview, he tried as hard as he could; he even
participated in the follow-up interview. Based on this, | decided that an

interpreter was not necessary.
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| began the interview process by conversing with groups of six to nine children
(also see Appendix 3.1 for the interview questions and topics covered during
that interview). The class teacher had selected the groups for me based on their
groupings for Guided Reading lessons. As | have discussed in Appendix 1,
during Guided Reading lessons the teacher also engaged the children in non-
related reading activities like practicing handwriting or tidying the class. It was
one of these groups which the teacher released for working with me (also see
Sections 5.1.2 and 5.2). However, | choose the children for the focus group

interview.

The groups met with me outside the classroom in various locations depending
on the availability of space at the school. There were challenges with some of
the different settings/locations of the interviews in terms of the noise, technical
problems and the children being exposed to a non-familiar activity within a non-

familiar environment.

| used an audio recorder to record the interviews. In one instance, | had to use
the video recorder during an interview because the audio recorder did not work.

Though this was better than no device at all, the children were quite distracted.

In order to make the children familiar with the interviewing process, | began the
interviews with questions which they could readily answer such as their name
and age. As | discussed in the beginning of Section 5.3.3, | wanted the children
to feel comfortable contributing to the group interview and was aware that
power dynamics might play a role in their comfort levels. Both teacher and
children called me by my first name. | hoped that the children would see me as

being less authoritative than a teacher. Despite my explanations of my role as a
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researcher, many children thought that | was there to support the teacher in
French lessons. Overall, they were right since in the bigger picture my research
shall support teachers teaching multilingual children which | will further discuss
in the final chapter, Section 9.2. The pupils saw me as a teacher and a friend of
their teacher, so | was always aware of how their perceptions of me might

impact their level of trust with me (also see Section 4.1.4).

After | got the interviews started, | allowed the children to say as much as

they wanted as | was never sure where their narratives would take us and |
knew that their stories “contain all the stuff we are after” (Blommaert and

Jie, 2010, p. 52). In addition to the stories and anecdotes they shared, | also
paid attention to all non-verbal communication such as utterances, sounds and
silences that were communicated. Listening to the children seemed to take on
new meaning as | listened for both verbal and non-verbal communication. It
became apparent that a few questions were more difficult for the children to
answer. For example, when | asked whether the children were allowed to speak
their home language at school, that question was often followed by a long
silence which | then tried to overcome by probing. At the time of the interview, |
was unaware of the length of time it took for the children to answer. It was not
until | listened back to the recordings that | realised how important that
particular silence was in communicating a possible area of uncertainty or
discomfort or even to avoid an answer (as | will discuss in my findings in

Section 8.2).

Because | did not want to distract the children from their narratives, | refrained
from taking too many notes during the interviews and, instead, listened to the

recordings after each interview and transcribed them with annotations for
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follow-up questions and future analysis. Once | had listened to the interviews at
home, further questions emerged from the initial interviews, which | planned to

ask a focus group of pupils.

Following on from the pupil participant interview, | will now describe the process

of the focus-group interview.

My first round of interviews identified broader issues of the children’s
multilingual practices and co-construction of learning within the French lesson.
By conducting a more focused interview, | wanted to dig deeper into some of
the children’s answers (for example their multilingual practices they had stated

in the previous interviews: “mixing languages”, “getting mixed up”, “mixing up

languages”,

getting confused”, “using different languages

, “going back to my
languages”) (also see Appendix 3.2 for the interview questions and topics

covered during that interview).

| selected the children for the focus group myself according to the questions |
had about previous data | had gathered during the group phase. A typical
feature of a focus group is that the participants “have certain characteristics in
common that relate to the topic” (Krueger and Casey, 2015, p. 2). It could be
argued that the term focus group has been applied erroneously, as | am not
referring to a marketing research method; however, marketing is just one
instance where the concept of a focus group can be applied. My focus group
shared certain perceptions that | wanted to investigate one more time in a
follow-up interview. It was more than a mere follow-up as we focused on a set

of topics.
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5.3.3.2 Teacher interview

The teacher granted me a one-on-one interview at a coffee shop during the
school lunch break. Although it was quite noisy and not ideal as a location, the
teacher wanted to eat her lunch while we conducted the interview, and | felt that
| should accommodate her busy schedule (also see Appendix 3.3 for the

interview questions and topics covered during that interview).

Once | had transcribed the data, | offered to let the teacher read the entire
transcript of our interview and also to read the field notes from my observations,
what is referred to as respondent validation (Denscombe, 2014; Bryman, 2016)
(also see Section 5.4.2.2). In that way, | hoped that she would see the
authenticity of my transcription. However, she declined to review the transcript
and said that it was not necessary and that everything was sure to be correct. |
was not able to convince her and, up to today, | hope that | have not
misunderstood her. The only time she would comment on my thoughts or

observations was in the little conversation we had before and after the lesson.

5.3.3.3 Brief reflection on the interviews

Overall, the interviews were a useful tool for generating data by interacting with
people through guiding prompts and questions that led to narratives and

important non-verbal communication like silence.

The role of the researcher plays an important role as his or her identity might
affect the interviewees’ accounts (Denscombe, 2014). Further, | was aware of
power dynamics at play and my role in creating a space where the participants
felt they might be on neutral territory, a topic which | have tried to address

before (also see Section 4.1.4).
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However, interviews also had their limitations as they mainly allowed data on
people’s accounts rather than their behaviour (also see Section 5.3.1 and 9.3).
They are also context sensitive, being affected by both the situation and
individuals involved. In other words, my role as the researcher and the way |
phrased the questions but also the answers of the participants, their possible
repetitions or copying of answers due to the group setting need careful attention
when interpreting the emergent data. Following this understanding allows
seeing interviews as “socio-discursively constructed” (Hammersley, 2006, p. 9)
where the participants’ perspectives are situated within a sociocultural context

(also see Sections 3.1 and 4.1).

Even though | was granted limited time for interviewing, | tried to make the most
of it by setting up small group interviews where all the participants were invited

to share some of their experiences.

5.4 Methods of analysis

In the previous chapter, Chapter 4, | discussed features of qualitative research
and the reasons | chose to conduct my study using qualitative methods. As |
already mentioned, this included adopting an ethnographic approach, which
involve the researcher’s focus on certain aspects of the participants’ everyday
life. In such studies, researchers become immersed in the setting and context
without fully detaching themselves from their personal values, attitudes
acknowledging their role and beliefs in that entire process. Researchers
experience data differently. This has implications on the ways qualitative data is
collected, the tools used and the descriptions generated from the data.

Furthermore, it also has implications on how data is looked at, explained and
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described with the aim to seek understanding of those being studied, their
behaviour and the reasons for that behaviour. Within this context, analysis not
only emerges from data but constructs, “a process of creating what is there by
constantly thinking about the import of previously recorded events and

meanings” (Emerson et al., 2011, p. 199).

Even though the methods of data analysis in qualitative research vary
depending on research question, research design and the data being collected,
they have features in common (Emerson et al., 2011; Silverman, 2013;
Denscombe, 2014; Miles et al., 2014; Bryman, 2016; Marshall and

Rossman, 2016). These may include:

e Starting analysis while in the field.

e Assigning codes, categories and themes to the collected data.

e Sorting the data and identifying relationships and patterns.

¢ Noting reflections through jottings and memos.

e Elaborating ideas and linkages.

5.4.1 Data analysis in qualitative research

In choosing my data analysis methods, my aim was to find a way to
coherently show what | recorded throughout my data collection phase and to
approach it in such a way that the analysis would be as well “comprehensible
to readers who are not directly acquainted with the social world at issue”

(Emerson et al., 2011, p. 171).
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| chose to use an inductive approach (also see Section 4.1), whereby
interpretations are formed through the emergent data (also see Appendix 2.4
for an initial sample of my coding from my base source material which was an
absolutely essential part of how | later interpreted my data). This approach calls
for repeated close readings of all datasets. Being familiar with the data and
organising it leads to coding the data, wherein patterns may begin to be visible.
When patterns have been identified, the researcher can begin to formulate
analytical notes and generate possible themes (also see Section 5.4.2.3). The
themes that emerge from the data can be used to formulate the findings,
relating them to the social world studied. In other words, they can construct an
account of the children’s and teacher’s understanding of their world, the foreign

language lesson and the reason for their behaviour within that lesson.

Analysis using the inductive approach is iterative in nature. However, going
over the data repeated times allowed me to see the data in terms of categories
and themes, which, by way of iteration, were continuously elaborated and
altered before reaching their final form in this thesis. | chose this approach
because of the inherent flexibility it allowed for reformulating and redefining my
research outcome, analysis and finding and drawing conclusions based on new
readings of the data. This process can be depicted as an upward spiral — a
circling back through the same data but climbing a little further toward clarity

each time.
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An insight into Miles et al. (2014) cyclical process in Figure 3 below is useful to

my discussion:

DATA DATA
COLLECTION DISPLAY
DATA CONCLUSIONS:
CONDENSATION DRAWING/VERIFYING |

Figure 3: Components of data analysis: interactive model (Miles et al., 2014, p. 14)

Figure 3 divides the analytical process into four phases: data collection, data
condensation, data display and conclusion drawing/verification. It conveys the
complexity of the process and the iterative interplay between data collection

and components of data analysis in qualitative research.

The components of data analysis consist of exploring and describing the
empirical data. Here, the researcher adopts an open and flexible approach to
enable exploring the datasets in a way that leads to a variety of descriptions,
interpretations and linkages. The coding applied to the datasets is intended to
reduce large bodies of data into key categories (also see Section 5.4.2.3 for a
sample of coding in my research). The propensity to decontextualise data is
one of the primary criticisms of analytical methods used for qualitative research
(Bryman, 2016) however, data that have been decontextualised during the
coding process may lose their integrity and thus weaken the trustworthiness of

the findings.
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Bazeley (2013, p. 191) notes that the process by which themes emerge or are
identified in qualitative studies can be very descriptive, “supported by limited
evidence”. In this way, themes, codes and categories can been seen as a point
of departure which needs to be integrated into the development of theory rather
than remaining on a descriptive level, in this way strengthening the research
study. She underlines the importance of justifying the significance of the
themes, their relations to each other, their implications and relations to the
literature — theory and data are in constant interaction moving “from descriptive
to interpretive analysis” (Bazeley, 2013, p. 195). Within my data analysis,
Chapters 6 to 8, | will justify the importance and significance of particular
themes pertinent to the focus of my research that emerged from my data

collection.

Starting analysis while in the field guided me in deciding on the next steps to be
taken in the fieldwork so the analysis was not “a separate, self-contained
phase” (Delamont, 2002, p. 171). As such, it allowed for modifications and
adaptations during the data collection phase, here following my earlier
discussion of adopting an ethnographic approach which advocates “building on
ideas throughout the study” (Fetterman, 2010, p. 93). Early stage analysis

consisted of identifying frequently occurring topics.

However, the themes | was looking for were not just any themes but themes

related to my research questions:
Main research question: How does children’s multilingualism influence the
learning of French as a foreign language in a Key Stage 2 primary school

classroom in England when taught by a teacher whose knowledge of French is
relatively limited?
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Sub-question 1: How do identities provide a context for understanding what the
children say or do?

Sub-question 2: How do children use their existing languages when learning
French as a foreign language in class?

Sub-question 3: In what ways does a teacher with limited expertise in the
subject approach teaching French as a foreign language to a classroom of
multilingual pupils?

With data analysis beginning in the early stages of data collection and
contributing to modifications in data collection, the question arises: when
exactly do you stop gathering data? Marshall and Rossman (2016) suggest that
the end of the data collection is reached when one does not find new ideas
emerging from the data, but sees the same ideas again and again; this is a sign
that no further data collection is perhaps required. This, of course, depends on
the nature and feasibility of the research as well. The end of the data collection
can also be determined by more practical reasons, such as the end of a school

year, as in my case.

Analytical approaches for qualitative research are often criticised for the
subjective nature of the analysis, for the irreproducibility of qualitative research
studies in general, as | have discussed in Section 4.1.5, or the notion of
decontextualisation. | have addressed these concerns by describing my
research journey and my participants’ accounts in detail to ensure the validity
and trustworthiness of the study (also see Section 4.1.5). | have also made an
effort to be self-aware and forthcoming in the whole process and to
acknowledge my part and what influence | may have had at each stage of the

study (also see Section 4.1.4).
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5.4.2 Analytical procedures of my research

During my data collection phase, | had begun some analysing to guide the next
steps of my research; however, the bulk of the analysis began after the end of
the school year when | no longer had access to my participants and had
finished collecting data. | draw on the research community (Emerson et al.,
2011; Miles et al., 2014; Bryman, 2016; Marshall and Rossman, 2016) (also see
Section 5.4) in that there are various ways to use analytical procedures and

often they have similar approaches or overlap.

As | discussed before, the cyclical iterative process inherent to inductive
research required that | circled back through certain steps before arriving at a
viable interpretation. The steps described in what follows became a kind of
frame through which | managed the data analysis. Though most steps were
naturally occurring in my analytical phase, | found it useful to have a reminder
about where | was in the process and how to get back on track when | got lost

in the data.

5.4.2.1 Organisation of data — field notes, transcripts and language
diagrams

The organisation of data was a continuous process and started right at the

beginning of my research. It took an extensive amount of time because | had to

produce transcripts of the recorded interviews, field notes on my observations

and sort and order the language diagrams to make my data retrievable. True to

the accounts of other researchers, | found out that there “are no short cuts, and

one must allow plenty of time and energy” (Delamont, 2002, p. 171).
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5.4.2.2 Transcribing the data

Turning recordings intro transcripts was a complex process and is part of the
analytical process itself. Similar to field notes, transcribing the interviews and

lessons was a time-consuming, but necessary step.

However, a transcript is always dependent on being seen in relation to the
researcher. “There are always things that you will not show” (Blommaert and
Jie, 2010, p. 68) which influences the possible interpretations. In other words,
the transcript is a product of the researcher’s predispositions, judgements and

interpretations and, in this way, a never-finished process.

Following Copland and Creese (2015), | was not only interested in
analysing the content but also in the process of the interview itself — “socially
constructed discourses between the interviewer and the interviewee”

(Conteh, 2018c, p. 34).

The initial transcripts contained every utterance and word repetition. Later, |
composed a second file and took the non-lexical conversation sounds such as
um-hm out because it made it easier to read. | used standard orthography and
punctuation but have left contractions used by the speaker (also see

Transcription conventions).

When | listened to my recording of the teacher interview, | realised how
complex the transcribing process was because the teacher jumped from topic to
topic, left sentences unfinished, interrupted herself and paused to eat and drink
during the interview. | knew | had to listen numerous times at specific points to

understand the full answer. Even after doing my due diligence, there were still
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words at times which | could not hear due to surrounding noises or her mouth

being full.

This example shows how transcribing can be problematic when it comes to
accuracy. One way to address the issues with mishearing participants is to
share the transcripts with them afterwards, also referred to as respondent

validation (Denscombe, 2014; Bryman, 2016) (also see Section 5.3.3.3).

Overall, | agree with Marshall and Rossman (2016) that transcribing data is a
tedious yet rewarding part of the process of data analysis. Information was
unravelled to me both during the process of transcription and afterwards. For
example, only at the end of the data analysis process, when | had read the
transcript of the teacher interview numerous times, did | realise that she

referred to me in the third person.

5.4.2.3 Immersion in the data — codes, categories and themes

While | was already quite familiar with my data after | had taken field notes and
transcribed the interviews, the process of reading through the complete dataset
led me to start seeing the data in a new light. As | read, | took notes (also see
Section 5.4.2.4). This enabled me to draw connections between the
participant’s practices in the classroom | had observed and the perceptions they
expressed in the interviews and language diagrams. And already while reading
through the complete set, | began to see connections and possible themes and

categories.

The first read through my work gave me a sense of how | might begin coding. |
draw on the work by Marshall and Rosman (2016) and Emerson et al. (2011) in

that these first attempts are referred to as open coding. This process enabled
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me to closely look at what was happening in the data and generate possible
categories for labelling events that had occurred. | went through the field notes
and transcriptions line by line, going from naming events to distinguishing
between events and identifying possible themes — taking notes the whole time.
However, | continued to look for a more detailed approach for coding. Here, the
approach of Emerson et al. (2011) to analytical coding (open coding and
focused coding) provided a good way for me to try out different methods for

categorisation.

| went through the dataset from each method of collecting data (observations,
interviews and language diagrams) separately and compared the data. |
repeated this several times and eventually began to find overlapping themes
which were supported by various types of data (also see the notion of
triangulation in Section 4.1.5). However, | had to be careful not to
decontextualise any references made by the participants. Therefore, | read and
reread my notes and transcripts, listened to the recordings, highlighted relevant
passages and inserted analytical comments all in the service of supporting my
emerging interpretations. As | worked, | would find that a theme could be
broken up into several categories, and the resulting categories could then be
bundled to form new themes. This process of assigning themes, which were
then split into categories, was sometimes reversed as some themes, when
broken down, would create new categories. It took a while before a full picture
of themes and categories emerged. | systematically went through the field
notes, the transcription of the interviews and developed ideas for categories
and looked for emerging patterns that might provide suggested interpretations.

Alasuutari (1995, p. 16) argues that “on the basis of the clues produced and
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hints available, we give an interpretive explanation”, a process he refers to as

“unriddling” (also see Section 5.3.1).

In the literature, the terms theme and category are often used in the same
breath (Miles et al., 2014; Bryman, 2016), which can be confusing. For the
purpose of my analysis | used the term theme to refer to an overarching main
topic and category as a group of topics which are similar but distinct and can be
grouped under one theme. Figure 4 provides an example from my data analysis

showing how categories may inform a theme.

CULTURAL AND
THEME ETHNIC IDENTITY
CATEGORY FEELING OF BIRTH
BELONGING PLACES

Figure 4. Example of themes and categories

In that phase of my study, | was cognisant of Emerson et al.’s (2011, p. 198)
advice to bear in mind the many “possibilities, processes, and issues that

become apparent as one immerses oneself in the written data”.

While exploring my dataset, | also noted all ideas and hunches | intended to
explore further in preparation for the process of focused coding. To go from
open to focused coding, | first looked for patterns in my open codes and

possible linkages so that | could focus on themes for the next stage of coding.

In thinking about how | would make my data easily accessible and retrievable, |
decided to use technical as well as manual strategies for the coding process.

To prepare for the next step, | first laid my notes on the floor, cut them in
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pieces, and reorganised, regrouped and restructured them all according to the
categories | had first built, also see Copland and Creese (2015). The
reorganised format for the notes gave me a chance to view the data in a new
light from which | began focused coding. For focused coding, | used manual
colour coding in notebooks as well as computer processed files using the
coding software NVivo, a software for qualitative data analysis. | inputted all my
extended and annotated field notes into my computer as well as the transcripts
of all recordings. The computer enabled me to manipulate all my data and to
retrieve them on demand but, in the end, | preferred to work with the data
manually. In order to manipulate them manually again as | had done with my
notes previously, | printed out all of the datasets stored in my computer and
colour coded them, then | cut them in pieces and sorted them into different
themes, categories and codes. | found it very useful to do this process
manually, by colour coding, cutting and pasting and then scattering and sorting
again, as it provided me with a 