Managing linguistic and cultural diversity in
Merseyside’s primary schools: theory, policy and
practice

Hossnieh Sargazi

A Thesis submitted to the Liverpool Business School,
Faculty of Arts, Professional and social Studies of
Liverpool John Moores University in fulfilment of the
requirements for the degree of Doctor of Philosophy

PhD 2011



The following figures, tables
and appendices have been
omitted on request of the
university —

Fig 2.1 (p.54)

Fig 2.2 (p.56)

Fig 2.3 (p.58)

Table 3.1 (p.79)

Table 3.2 (p.89)

Fig 3.1 (p.105)

Fig 4.1 (p.143)
Appendix 2 - No’s 3-11

Appendix 4



BEST COPY
AVAILABLE

TEXT IN ORIGINAL
IS CLOSE TO THE
EDGE OF THE
PAGE



DECLARATION

I, Hossnieh Sargazi, hereby declare that this thesis submitted by me for the Doctor of
Philosophy (Language Studies) degree at Liverpool John Moores University is my own
independent work and has not previously been submitted by me at another
university/faculty.

Signature SARGAZI Date 20 October 2012



ACKNOWLEDGEMENTS

I would like to express my deep and sincere gratitude to my director of study Dr Bob
McClelland, this work would not have been possible without his guidance, support,
encouragement and invaluable suggestions and Ms Brigitte Hordern for her continuous
support, encouragement during this work. Their wide knowledge and logical way of
thinking have been of great value for me.

Besides, I would like to thank the rest of my thesis committee for their encouragement,
insightful comments. I want to thank all academic and postgraduate administration
staffs and colleagues in Liverpool Business School who kept me going and cooperated
with me throughout this process.

I wish to extend my sincere thanks to all those who have helped me with my work in
Liverpool and Knowsley local authorities, Ethnic Minority and Traveller Achievement
Service, and members of staff in all participated primary schools for their kind support
and assistance during data collection of this study.

Last but not the least, words fail me to express my appreciation, I am forever indebted
to my amazing husband, Mansour for his understanding, endless patience,
encouragement and for a never-ending support. He was always beside me during the
happy and hard moments. A journey is easier when you travel together and
interdependence is certainly more valuable than independence. I want to express my
deep thanks and extend huge to my dearest children Amir, Nastaran and Parsa for their
love, care, moral support, motivation that was a powerful source of inspiration and
energy. 1 would like also to thank my parents and my family for supporting me

spiritually throughout my life.



ABSTRACT

Throughout the English-speaking world, minority language children (LMC) or children
who speak English as an additional language (EAL) are being educated in mainstream
classrooms where they have little or no opportunity to use their mother tongue. This
study investigates how educators at primary schools in Merseyside, where English is
usually the only language in the classroom, respond to the educational and academic
needs (linguistic, cognitive) of LMC/EAL children. It addresses socio-linguistic issues,
teaching strategies and instructional approaches related to linguistic development and
academic achievement of LMC/EAL pupils. It outlines the background to policy and

practice in relation to LMC/EAL pupils in Britain.

School districts across the United Kingdom are serving increasing number of children
from varied cultural and social-linguistic backgrounds in mainstream classrooms.
While the population of LMC/EAL will continue to increase, the majority of teachers
and those in teacher programs are mainly from a white British background with limited
awareness, knowledge and understanding of linguistic needs of LMC/EAL children in
mainstream classrooms. Thus, a major challenge for educators is to develop and provide
resources that enable teaching such diverse populations to become more effective. The
research investigates in particular, how well local authorities and schools can raise
standards for all learners in mainstream primary classrooms and examines the ways in
which mainstream educational policy and practice has attempted to adapt in recognising
that linguistic diversity is the norm rather than the exception in modern British society.
The research focuses on what instructional strategies that schools employ in order to

provide the best support for language minority children in the classroom in term of the



individually focused approaches to learning, closer link between school and home and
resources available for schools serving LMC/EAL pupils.

The focus of this research is on the experience of staff from 20 primary schools within
two local authorities in Merseyside. Questionnaires, semi-structured interviews with the
primary schools staff and local authority advisers and government/school policy
documents were used as data sources. The results of the study showed that the
institution and community (use of first language) play a role in academic achievement
of LMC/EAL pupils. The study revealed that teachers within mainstream classrooms
recognise the importance of bilingualism, but due to the lack of resources and support,
they found it hard to put it into practice. The results indicated that most participants
were from a dominar_lt language (English) background, which lack the awareness and
experience needed to be effective in multicultural classrooms. Suggestions are made for
improved content delivery and further research including bilingualism as a teaching

approach should become a legitimate topic for discussion and further research.
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CHAPTER ONE
INTRODUCTION

1.1 Introduction

This chapter gives a background of the study which examines multiculturalism,
language minority children in mainstream primary classrooms, language planning and
policy in England in general and Merseyside in particular. The chapter further provides
the statements of the aim and objectives of the study, research problem and hypotheses,

significance of the study and overview of the remainder of the thesis.
1.2 Purpose to the Study

This study presents some of the main issues of policy and strategy for language
minority children specifically within the Merseyside region and examines the role of
local authorities. for implementing the policy. It is designed to present bilingual
education, the impact of educational policy on National Curriculum, pedagogic factors,
the issues and problems that teachers and LMC/EAL pupils are confronted with in
mainstream classrooms. The study provides details on how teachers and schools
develop approaches to promote current policy and research into classroom practice
which aims to improve attainment for bilingual learners by ‘using and developing the
existing knowledge and understanding of bilingualism and EAL pedagogy’ (DfES,
2004). The research clearly emphasises the importance of first languages alongside
mainstream language (in this case English) for learners’ cognitive development and

promotion of bilingualism and bi-literacy in education.
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1.2.1 LMC/EAL Children in UK

Cummins (2000) argued that one important aspect of globalization with implications for
educators is the increasing movement of people from one country to another. In the
new millennium, a consequence of population mobility is linguistic and cultural
diversity within schools. Schools in Britain and particularly in this research in

Merseyside have experienced this diversity for many years.

Today around 862,860 pupils in Britain have a language other than English as their
mother tongue. According to government figures (2009) one in seven primary children
is recorded as speaking English as an additional language (EAL) and pupils with
varying degrees of competence use over 200 languages with about three quarters of
primary schools having some LMC/EAL children. DfES (2008) figures show (14.4%)
of primary school pupils speak a language other than English as their first language with
a rise of (9%) showing that a quarter of pupils in primary schools are from an ethnic
minority which is up by 5 percent on year 2007. Compared to 10.5% in 2004, the year

before the main European Union expansion, it has almost doubled that since 1997.

One of the greatest challenges that faces educators in Britain is how to best integrate
LMC/EAL children who have been mainstreamed into primary classrooms with their
English speaking peers. English learners (ELs) are defined as language minority
children or students whose first language is not English and who are in the process of
acquiring English as a second language (Ovando, et al. 2006). The challenges range
from providing specialists’ teachers, language vresources, funding, the role of minority
languages and integrating these children from linguistically and culturally diverse

communities into the British education system (DfES, 2004). In this research, the term

15



‘language minority students’ will be used to describe immigrants (foreign born children)
who moved with their parents into the UK and have little or no proficiency in English
and long term residents who come from non-English speaking homes who were born in
UK and use English alongside their community language. In most classrooms English is
the sole language of instruction at all levels of education and LMC/EAL pupils have no
or little opportunity to use their own languages, although most of schools have a high

population of children who speak English as an additional language.
1.2.2 Government and Language Policy

Language planning is a critical issue especially in educational settings. Language
planning in Britain has been conducted by isolated committees responsible for
developing guidelines for different areas of the curriculum. Language policy seeks for
ways to accommodate the linguistic needs of new arrivals in mainstream classrooms
more effectively, whilst increasing the use of home language in order to the access
whole content of a curriculum. England as a multilingual and multicultural society is
faced with a challenge when it comes to language planning. The national government
and local authorities expect to establish a framework for a common national and local
approach to provide the right support and resources for LMC/EAL pupils. It was
highlighted over one decade ago that LMC/EAL children of all levels of proficiency
levels are integrated into primary classrooms where learning take place in a language
they do not understand or have limited proficiency in and where teachers are ill
equipped to meet the needs of linguistically diverse children (Cummins, 2000). Their
academic and social success in school has depended entirely on interactions that are
conducted in a language they have not yet mastered (ibid). Integration in this context

has been defined “as a process aimed at bringing students’ cultural and linguistic
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backgrounds as an integral part of the educational environment, not without

systematically segregating their schooling” (De Jong, 1996:233).

In 2003 the DfES announced that public schools have to provide an education system to
meet the individual needs of language minority children. Therefore, it is a requirement
for the national and local government in England to make provision for LMC/EAL
children, so that they have equal opportunities to succeed and can enjoy the same
quality of life as their peers in classrooms. It is fundamental that policy makers (national
and local government) and schools have a clear policy, which is based on the needs of a
diverse population in society. According to national government policy raising school
standards is one of the central policy frameworks. DfES (2007/08) clearly emphasizes
personalising learning to meet the individual child’s needs and ensuring that every child

achieves and reaches the highest possible level.

1.3 Statement of the Research Problem

The shortage of bilingual teachers and assistants in primary schools is the result of the
cumulative difficulties that teachers face in mainstream classrooms. Subject teachers’
challenge is to be effective in mainstream classrooms with diverse cultural-
sociolinguistics children. However, teachers have added pressure for success, in that
conducting inquiry is required by curriculum policy within classrooms. Providing an
atmosphere where all children can learn is the goal of teachers. Professional identities,
teacher preparation, personal experiences of working with LMC/EAL children,

curriculum policy and cultural diversity have a significant impact on the perceptions of
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teachers’ beliefs about teaching. These perceptions can lead to modifications in their

teaching practice in mainstream classrooms (Bourne, 2000 & Conteh, 2003).

1.4  Aim and Objectives of the Study

This study aims to present a sociolinguistic analysis of the current language and
educational policy implemented in Merseyside mainstream primary classrooms. It aims
to summarize theoretical theories of first and second language acquisition and review
and analyse current UK national policies for minority language children. The analysis is
presented against the concept of sociolinguistic principles of bilingual education. The
bilingual education first developed by Baker (1996) and was subsequently modified by
Garcia, et al. (1997, 2006) and the theories of bilingual education put forward by
Cummins (1978, 1980), Krashen (1985) and Vygotsky (1978, 1986) serve as a point of

departure.

The specific objectives of the study are:

- To provide a critical overview of current language policy in connection with
language minority children in mainstream Merseyside primary classrooms.

- To identify and review guidelines for best practice available to schools and analyse
the implementation of bilingual education policy in Merseyside primary classrooms.

- To disseminate research findings and to make recommendations on language policy,
and practice for schools management and policy makers.

1.5 Research Questions

The research questions to achieve the objectives of the study are:

- To what extent can primary schools in large urban areas within Merseyside provide
an effective educational programme and bilingual support, which meet the

requirements of language minority students with diverse socio-linguistic and
cultural backgrounds in mainstream classrooms?
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- In what way are policy makers and educators able to design mainstream strategy and
other instructional materials that address the diverse needs of mainstream primary
classrooms?

- To what extent have local authorities and primary schools been successful in raising
the educational needs of LMC/EAL pupils through the mainstream curriculum and
in implementing policies?

- How schools and curriculum reflect home language, culture and socio-linguistic
needs of LMC/EAL children in mainstream classrooms?

1.6  Significance of the Study

The purpose of this research is to investigate the experiences and impact on pﬁmary
school teachers of a mainstream curriculum within multilingual classrooms. The
perceptions of individual teachers obtained through questionnaires and interviews are
designed to give details and expand on the claims found in prior literature regarding the
experience of teachers. The study has significant implications for educational planning
in Merseyside and also produces a relevant model for the implementation of bilingual
education in Merseyside which should guide policy makers who have the task of

integrating language into education planning.
1.7  Conceptual Framework

The conceptual framework of research is hypothetical prior to the study. During the
study the basis for the framework emerged as data was collected. The goal of the study
was to understand the experiences and perception of teachers working with bilingual
children in mainstream primary classrooms. Prior to hearing their perceptions and

explanations of why they remain in classrooms it was not feasible to clearly define the

conceptual framework.
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The daily experiences of primary school teachers were explained through mixed
methodologies. The teachers selected for study ranged from year 1 to year 6.
Participants shared their perceptions of their past and current teaching experiences that

influenced their perceptions, beliefs and teaching practice.

1.8  Overview of Research Methodology

This research applied a variety of research instruments to collect relevant data. The
research questions were developed to address the purpose of the study and each
question dealt with a specific theme of the study. The research questions helped frame
the research activities and informed the development of the data collection instruments.
The study relied on both quantitative, statistically validated numerical data, and
qualitative data, empirical validation process supported by evidence from literature and

grounded in the practical application and careful interpretation of in-depth interviews.
1.9  Structure of Dissertation

The thesis consists of six chapters:

Chapter one provides the introduction to the study and the experiences of primary
schools’ staff, language theory, policy and planning challenges in England in general
and Merseyside in particular are discussed. The chapter also provides the statement of
the research problem and hypotheses, aim and objectives and significance of the stﬁdy,
purpose of the study, research question, research design, justification, assumptions and

restrictions of the study.
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Chapter two provides a comprehensive review of the literature relating to language
acquisition theories first language (L1) and second language acquisition (L2), socio-
linguistic theory of language, educational policy and practice in mainstream primary
classrooms. It is concerned with the ways in which national and local governments
work together to raise school standards. The literature review has also informed the

research question, aim and objectives (Saunders at el 2009).

Chapter three outlines the methodology for the research. The rational for adoption of
the methodological approaches and research strategies are explained. The
methodological issues arising from the conceptual background are examined in relation
to the different paradigms used in the social sciences. This provides a critical review of
the methodological choices available and their potential impact on the results. This
research applied a variety of research instruments to collect relevant data. The research
questions are developed to address the purpose of the study and each question dealt with
a specific theme of the study. The research questions helped frame the research
activities and inform the development of the data collection instruments. The study

applied both quantitative and qualitative data collection methods.

Chapter four presents the rationale and the choice of method in terms of data collection
process, and instruments used. The procedures followed are outlined to clarify and
endorse the methodological rigour of the research. The processes underpinning the
research design include triangulation, ethical consideration, piloting and sampling,
which are discussed. Details of the design of each of the three phases of the research

are provided. The analysis procedures undertaken to ensure the validity and reliability

of the results are presented.
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Chapter five presents the results of the analysis of the collected data in the study. The
output and analysis of each of the three research phases are presented along with details
of each samples’ characteristics. Subsequent analysis of the questionnaire data using
different statistical tests is structured around the research questions. The chapter
presents the results, discussion of the findings in relation to the research questions, the

literature and implications of the results are addressed in depth in chapter 6.

Chapter six evaluates the finding of the research in more detail in line with both the
research objectives and the extant literature on bilingualism and mainstreaming. This
allows the research to be positioned in terms of its contribution to knowledge, and
provides the implications of the study and recommendations for future research. The
specific research questions are addressed in turn and the results analysed in line with
these, including the implications for mainstream practice. To conclude, the limitations

of the study are discussed and the areas for future research are identified.

22



CHAPTER TWO

LITERATURE REVIEW

2.1 Introduction

This chapter presents an overview of the existing literature available on the various
aspects of bilingualism and the impact of educational policy on National Curriculum
and pedagogic factors on mainstream education. In this review, bilingualism is argued
as a valuable resource that enables greater cultural integrity for the individual as well as
his/her culture. The chapter reviews literature in relation to bilingual education for
LMC/EAL children entering primary schools. The purpose of this literature review is
(1) to examine theories of first and second language acquisition, socio cultural theory of
Vygotsky and research that addresses effective pedagogy for the acquisition of a second
language (L2) in a mainstream classroom context. In other words, the review seeks to
answer the research questions 1 and 3: how can instruction best ensure successful
language learning (2) to discuss the existing research and practices in valuing use of L1,
equality education for all, cultural and linguistic diversity in education. It seeks to
answer the research questions 2 and 4 (3) examine the awareness and the value of
maintaining the L1 languages and cultures (4) to discuss theoretical sense of educational
program and instructional strategies applied in mainstream classrooms. The review
seeks to answer the research questions 2 and 4. Furthermore, it attempts to identify a
number of general principles, based on theory and research, which can provide a

guideline for policy makers of language curricula and for teachers in mainstream

classrooms.
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2.2 Context and Concepts

The chapter firstly discusses briefly how children learn their language and outline
aspects of bilingualism as a resource to facilitate L2 learning. It is necessary that
teachers are aware of the importance of children first language that plays a significant
role in the learning of the second language in terms of cognitive, linguistic and socio-
cultural influences. It is important to investigate whether and how second and third
generation children’s involvement in bilingual processes in mainstream school could

affect the construction of their learner identities.

Learning a second language will not necessarily proceed in an orderly and systematic
way. Learners will use prior linguistic and learn when there is a need to communicate
and that this constitutes the ideal condition for acquisition to occur. Most LMC/EAL
children develop a functional level of English in the first two years of schooling but
they will need continued support to develop the cognitive academic language

proficiency necessary for academic success (Cummins, 2000; Baker, et al. 2001).

Our understanding of language acquisition have benefited from the efforts of many
researchers. These researchers believe that most human beings possess an ability to
produce and understand language which gives us the ability to reason and elaborate
thoughts or simply to describe events and mainly to communicate (Lightbown, 2000;
Swain, 2000; Baker, 2000; Hornberger, 2003; McLaughlin, 1987). Children everywhere
grow up in social communities and interact with parents and other family members in
different ways. Children from their beginning know nothing about the language of the
community into which they enter. It is clear that, in a general way, they must learn the

language of their community. Learning a language and becoming bilingual is also
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about learning and living in different societies and cultures and understanding another
culture not merely about acquiring a new language. People communicate using different
languages to present their cultural, social and ethnic values (ibid). People across the
world learn other languages for educational, social, economic purposes and so on. The
main purpose of learning languages is to communicate. Therefore, being bilingual
means having the ability to communicate more than one language. Language is a tool
for communication and understanding each other better. Alexander stated that:
“Language learning has an important role to play in developing

communication skills, as well as in a wider sense creative and
cultural education.” (2000:5)

Most people learn another language for different purpose or indeed as Willey pointed

out:

“_..multilingual, as a natural part of growing up or living in a
situation where it is considered a normal state of affairs — simply
part of being alive.” (1982:83)

This background information is important for both second language research and second
language teaching which have been influenced by changes in our understanding of how

children acquire their first language.

2.3  Language Acquisition and Language Learning Processes

2.3.1 Theories of First Language Acquisition

Past research has indicated that a child first language acquisition is the same all over the

world. (Finocchiaro, 1973; Klein, 1986; Lightbown, et al. 2004) argued that learning a
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language is a natural process that happens in everyone’s life from birth onwards. It is an
ability that everyone has and if the environment gives learners an appropriate language
input then they will easily acquire the language of that environment. Lightbown, et al.
(2004) claimed that every child is born with a systematic system of language that it
develops as they grow up. It has been argued that all babies start to make sound from
the earliest stage of their life. Research has also shown that babies are able to hear and
distinguish between different sounds (ibid). As they grow up, they are able to
understand a few words and produce words and incomplete sentences to every one they
know (Larsen-Freeman and Long, 1991). From this time, Klein, (1986) claimed that a
child’s language system develops by the age of pre-school and they can express
themselves and use language. Their awareness of language develops separate from the

meaning.

Extensive research has been carried out concerning how children learn first and second
languages acquisition. In the 19™ century varieties of theory of language acquisition
have been developed and some of them propose that different factors such as social and
environment factors play a fundamental role in their language development. On the
other hand, some theories emphasise innate knowledge and some theories emphasise
role of both environment and innate knowledge. This review outlines briefly some
major theories of first and second language acquisition (Johnson, 2004; Ellis, 1992;
McLaughlin, 1987, 1985; Littlewood, 1984; Hakuta, et al. 2000; Lightbown, et al.

2004).

Research (Baker, 1996; Banks, 1981; Birdsong, 1998; Brisk, 1998; Crawford, 1995;

Cummins, 1981) has shown that the majority of children around the world have an
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ability to speak more than one language in early childhood. These children are
categorised into two groups. The first group refers to children who can speak more than
one language from early stage of their life, and the second group refers to children who
begin to learn a second language later. The evidence suggests that children have an
ability to apply both languages in variety of settings. As they start to go to school and
cut off from the family language, they begin to lose their language proficiency before
they develop new language because they spend a long period of time in early schooling
or day care. Therefore, in most cases this is a serious negative result for children from
minority language backgrounds (Lightbown, 2004:3). Theories of first language
acquisition are rooted in two major perspectives, (1) the behaviourist perspective,
attributed to Skinner (1957 quoted in Ellis, 1990) and (2) innateness or the nativist
perspective, attributed to Chomsky (1986), both of which will be discussed in the

following sections.

2.3.2 Behaviourist theory

Skinner as a Behaviourist proposed his theory that learning a language result of
‘imitation, practice, reinforcement and habit information’ (Ellis, 1990, 1994;
McLaughlin, 1985, 1987). According to his theory children imitate and practice sounds
and pattern, which they hear around them and they get reward. For doing so, they
continue to practice sounds and patterns until they form habits of correct language use.

Littlewood, (1984:5) argued that:

“Language is not a mental phenomenon: it is behaviour. Like other
forms of human behaviour, it is learned by a process of habit—formation,
in which the main components are: 1. The child imitates the sounds and
patterns, which he hears around him. 2. People recognise the child’s
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attempts as being similar to the adult models and reinforce the sounds,

by approval or some other desirable reaction. 3. In order to obtain more

of these rewards, the child repeats the sounds and patterns, so that these

become habits. 4. In this way the child’s verbal behaviour is conditioned

until the habits coincide with the adult models.”
According to behaviourists’ view, learning a mother tongue is like learning a new habit
that children acquire through complex reinforcement and conditioning. Behaviourists’
theory strongly emphasises the role of the environment and imitation and practice is a
strong factor in the language learning process. According to this theory, children learn
language when they are rewarded for correct words, sentences and other complex
messages. To summarise, the behaviourist theory (Skinner, 1975 quoted in Ellis, 1990)
supposes that language acquisition occurs through a stimulus response and feedback
process. Learners would receive language input through listening as stimulus, and learn
through imitation of this input. Imitation, together with the effects of feedback acting as
reinforcement, would lead to the successful learning of a new word or sentence.
Behaviourism disputes the role of mental process in learning and views learning as the
ability that is provided to the learner by his/her environment (Johnson, 2004).
According to this theory, language must be taught to children and learning language is
not a natural process that occurs spontaneously as part of normal child development.
Brown (1979, 1980) argued tﬁat language is a matter of imitation and generalisation but
the most dramatic is the phenomenon of regularisation. Criticism of the behaviourists’
view is that children use language creatively since they use utterances, which they have
never actually heard before. Also behaviourism has not accounted for one important
feature in children’s speech, which is the aspect of overgeneralization. This theory
completely ignored the fact that human beings have an unlimited capacity that

differentiates them from animals. Such an idea restricts humans’ intelligence and

creatively of mind. Humans are much more than imitators, they are thinking beings.
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There is no doubt, behaviourists’ view are relevant for some aspect of child early
language learning, but in more complex processes of language learning such as
grammatical structure of the language it requires a different sort of explanation beyond
merely imitation and practice. This view is also rejected by the cognitivists’ theory

which emphasises language as thought to be an innate endowment of the human species

(ibid).

2.3.3 Cognitivism

Chomsky (1986) as a cognitivist proposed his theory in reaction to the behaviourist
theory of learning based on imitation and habit formation. Chomsky argued that the
behaviourist theory did not recognise ‘the logical problem of language acquisition.” He
also proposed that this logical problem refers to the fact that children learn more about
the structure of language than we just expect them to learn on the basis of the samples
of language which they hear. In the field of first language acquisition, proponents such
as Chomsky challenged Skinner’s view (1975) of language and language learning by
proposing that humans have an innate propensity to learn language (Johnson, 2004;
Cook, 1993). According to Chomsky’ language learning is far from being a matter of
stimulus response and repeated imitation, language learning is process of constructing
an internally logical grammatical systeni (Ellis, 1990, 1994; McLaughlin, 1987;
Lightbown, et al. 1993; Johnson, 2004). Chomsky (1986) learning language is the same
as other biological functions e.g. a child does not have to be taught to walk but when
she/he reaches a certain age will be able to do so. Chomsky believed the same process

applied to language learning. Lightbown, et al. also (2004:17) indicated:
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“Chomsky drew attention to the fact that children are biologically

programmed for language and that language develops in the world in just

the same way that other biological functions develop.”
(Lightbown, et al. 2004; De Bot, 2005) argued that Chomsky’s theory claimed that
children are born with a special ability which described as a language acquisition device
(LAD). This device acting like a ‘Black box’ contains all the rules and principals that
are common to all language and this device prevents the learner from going off the
wrong way and enables them to discover the rules of the language. To activate LAD,
the child needs to access the samples of language once the device is activated the child
is able to match ‘the innate knowledge of basic grammatical relation to the structure of
the practical language in the environment’ (Lightbown, et al. 2004:16). Lightbown, et
al. (2004) stressed that Chomsky followers no longer use the LAD; they refer to
Universal Grammar (UG) as a set of principles, which is common to all language,
holding that the child is able to épply these principles which may exist in language of

the environment.

Although Chomsky’s theory that language acquisition is a cognitive process has
influenced significantly the field of second language acquisition, but there are some
criticisms to his theory. This theory completely ignores the role of the environment in
the learning process and believed that language develops in the absence of
reinforcement and language acquisition associated with natural cognitive development.
Although children have an innate grasp of how language works and human language is
biologically based capacity, they have an inherent potential to learn language, however
this depends on the language environment and reward and reinforcement play important
roles in learning language. The role of environment cannot completely be ignored (Ellis,

1990, 1992, 1994; Genesee, 1994).
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2.3 Theories of Second Language Acquisition

2.4.1 Behaviourists and Cognitivist Approaches to Second Language Acquisition

Behaviourists’ theory of second language acquisition claimed that learning is an
observable behaviour which is automatically acquired by means of stimulus and
response in the form of mechanical repetition. Littlewood (1984) quoted in Cook,
(1993) argued that learners use the same sentence order and transfer all rules directly
into second language. This view implies that learning a second language entails

suppression of the habits of the first language. According to Johnson,

“behaviourism undermined the role of mental processes and
viewed learning as the ability to inductively discover patterns of
rule-governed behaviour from the examples provided to the
learner by his or her environment” (2004:18).

Behaviourists claimed that the L1 acquisition happens through the formation of habits;
therefore L2 learners will associate the habits of L1 and L2. Similarities between the
two languages will make L2 acquisition easy while differences will hinder it. Therefore
learners related what they know of L1 to what they recognize in the L2 “positive
transfer" is a result of habits used in the L1 easily transfer to the L2. On the other hand,
"negative transfer is caused by differences between the L1 and the L2, result of using

wrong habits from the L1 in the L2 (Lightbown, et al. 1993; Cook, 1993; Ellis, 1990).

The above perspective of second language learning was rejected and replaced by
Chomsky’s cognitive view which tries to understand Second language acquisition
(SLA) in the light of his universal grammar (UG). Based on Chomsky’s theory,
language is seen as an innate endowment of human species, and as a mirror of mind,

also that its development is on more than a product of experience (Chomsky, 1975;
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Lemberger, 1997; Lewis, 1981; Larsen-Freeman and Long, 1991; Lightbown, et al.
1993). The UG theory claimed that the input from the environment is insufficient for
language acquisition. Cognitivists believed that learning a second language is to learn
skills and learners build the system of L2 grammar rules gradually. Here language
process develops as child’s brain matures, and physical maturation is sequential as is
language acquisition (Lightbown, et al. 2004; Krashen, 1989; Littlewood, 1984; Cook
1993; McLeod, 1994). The linkage between Behaviourists theory which emphasised the
role of environment, and nativist theory which referred to human innate capacities to
learning language informed the social perspective of second language acquisition of
Vygotsky (1986) that claimed language learning result from the interaction of the
learners’ innate ability and their language environment, especially the feedback they
receive from fluent speakers of L2 to monitor and improve their output. This theory
emphasizes the importance of the learners’ language environments and their
opportunities to produce language and receive feedback (Moll, 1990; Baker, 1996,

2000; Snow, 1991).

2.4.2 Socio-Cultural Theory of Vygotsky

This socio-cultural theory of language learning stems from Vygotsky’s work (1986,
1978) who believed that learning occurs as a result of the intersection of one’s
biologically inherited intellect and culturally constructed context (Lantolf, 2000).
According to Vygotsky (1986) social interaction is necessary to further one’s
biologically inherited ability. This socio-cultural model is mainly based on teacher and
learners and learners and learners’ interaction which are key elements in the processes

of teaching and learning. In learning context, talk is an important element of these

32



contexts and relationships. The learners are more than passive observers, but active
participants in a community of practice (Lynch, 1986; Lier, 1996). Vygotsky’s belief
(1986) in the collaborative nature of learning caused him to criticize educational
practices that focus only on the students’ actual level of development, rather than on the
potential. He argued that assisted performance leads to independent performance; thus
the potential becomes the actual level of development. Vygotsky’s idea helps us to
recognise the essential links between learning and culture. Furthermore, it can help to
identify the factors which enable individual learners to succeed or fail in their learning.
Nieto (1999) used Vygotsky’s (1986) model to develop her own idea about learning to
support children from ethnic minorities in mainstream classrooms. Nieto (1999 quoted
in Conteh, 2003:15) developed her idea as a set of five elements, which are:

“-Learning is actively constructed

-Learning grows from and builds on the learner’s prior experiences

-Learning is influenced by cultural differences

-Learning is influenced by the context in which it occurs

-Learning is socially mediated and develops with a culture and a community”
Vygotsky’s theory (1986) provides us with a useful framework that learning is a result
of culturally constructed dialogues between teachers and learner. Learning is
‘embedded’ in the learner’s culture, experiences of the world as individual and social
beings within it. The learners focus on exploring the world around them, finding out,
and discovering what things, culture and the physical settings, which surround them
mean and provide the contexts for learning (Foster, 1990; Franson, 1999; Nieto, 1999
quoted in Conteh, 2003). Researchers have realised that in the process of L2
acquisition, there are social and interpersonal as well as psychological dimensions to
acquisition, input and output are both important, form and meaning are ultimately

inseparable, and acquisition is an organic rather than linear process (Nunan, 2001: 91).
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Learning a language is a social phenomenon and learners seek to acquire a second
language in order to communicate and to participate in classrooms institutions. L2
learners build up a general knowledge and with practice, experience and are able to use
and produce certain parts of their knowledge very quickly without realising that they do
so. What is important is that teachers integrate these generalizations obtained from

research into their own experiential framework in classrooms.

Another foundational well accepted theory of second language acquisition, which has
had a large impact in all areas of second language research and teaching, offers a
framework for effective classroom instruction is Krashen's theory of second language
acquisition consists of five hypotheses which are the acquisition-learning hypothesis,
the natural order hypothesis the input hypothesis and silent period, the affective filter.
These hypotheses have been very influential in language education that is expléined in

the following sections.

2.4.3 Krashen’s Theory of Second Language Acquisition

2.4.3.1 Acquisition-Learning Hypothesis

Influenced by Chomsky’s theory of innate knowledge, Krashen (1981) proposed a
theoretical model of SLA which includes five hypotheses. The Krashen acquisition-
learning hypothesis emphasised a distinction between L2 learning and acquisition
(Krashen, 1985, 2003). On the one hand Krashen, (1981) argued that acquisition is
supposed to be a subconscious process on the other hands learning is a conscious
process that happens naturally as a result of some amount of linguistic input received.

According to this hypothesis, input must be meaningful and is acquired in a similar way
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first language acquisition without attention to form. According to this hypothesis,
emergence of grammatical structure happens in a predictable order. Although L2
learning is a conscious process that happens by being taught the language in a formal
environment with attention to form (Lesson-Hurley, 2000; McLaughlin, 1985; Ellis,
1986; Harmer, 1991; Lightbown, et al. 1993). Krashen, (1981) in relation to this
hypothesis raises questions about whether there are any differences between acquisition
and learning. Why cannot learning turn into acquisition? When the learners learn a
language, rules will stay in their mind in a conscious level until they get an opportunity
to apply them and become natural in their language communication. Therefore, rules
were transferred at an unconscious level. Krashen (2003) further argued that learning
emerges as a result of direct teaching and in contrast, process of developing language
results from exposure to meaningful messages. Although humans may have knowledge
about the formal roles of language, such as verbs tenses, this knowledge does not lead

them to acquisition of that language.
2432 The Natural Order Hypothesis

The second hypothesis of Krashen’s theory of SLA stated all learners acquire specific
grammatical structure and rules of a language in a certain order that is predictable. In
other words, the order of acquisition is developmental and certain structures tend to be
acquired early and others to be acquired late (Krashen,et al. 1983; Lightbow, et al. 2004;
Kramsch, 2002)) Krashen (1987 quoted in Lightbown, et al. 1993:27-28) pointed out
that “leafners pass through similar sequences or stages in development”. The natural
order does seem to exist but it is not clear that it is similar for every learner. Human

beings acquire language in the same way via comprehensible input, but it does not mean
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that individual variation does not exist. According to this hypothesis language is
acquired in a certain order of developmental sequence and there is a mechanism for
processing information which clearly draws on Chomsky’s innateness theory (innate

and universal grammar) (ibid).

2433 Monitor Hypothesis

In the monitor hypothesis, Krashen, (1981) suggested that a child’s learning a language
serves as a monitor to the way he/she speaks. When a language is acquired there is no
attention to its form but only its meaning. On the other hand, when a language is
learned attention is given to its form. There are three conditions in which the monitor is
used: time, focus on form and knowledge of the rules (Krashen, 1981, 2003; Lightbown,
et al.,, 2004). This hypothesis emphasises the combination of the subconscious
knowledge of grammar and what is learned as a result of formal instruction. In other
words, a learner is able to slow down and process the information and then apply the

grammatical rules and determine whether or not the usage fits the rule.

2434 Comprehensible Input Hypothesis

Comprehensible input of Krashen, (1981, 1985) stated that humans acquire language in
only one way by understanding messages, or by receiving comprehension input and
depends on individual learners. Learners gradually build competence when they receive
comprehension input containing structure of language just beyond their current level of
competence (McLaughlin, 1987; Nunan, 1991; Lemberger, 1997). According to this

hypothesis learners attend to the sound of language and attempt to make sense of the
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sounds, but typically do not produce any linguistic output. In other words,
comprehensible precedes production. Krashen (2003) stated that after a certain time
when learners’ linguistic competence is developed, learners will start to speak. But there
is no information about what will happen to the learners, for whom speech will not
‘emerge’ and ‘for whom the silent period might last forever’ (Brown 2002:281).
Krashen, (1981, 1985) argued that English language learners (ELLs) are acquiring some
knowledge of the language but are not speaking it. During this stage, learners are just
able to say “yes” or “no” and they are in early stage of production. The next stage, they
can produce simple sentences and short phrases. This is important in classrooms
instruction if teachers understand and identify the stages of second language acquisition
in order to adopt teaching strategies that meet each learner’s need (Freeman, et al. 1992;

Cummins, et al. 1986; Lier, 1996; Little, 1991).

2,435 Affective Filter Hypothesis

The affective filter hypothesis of Krashen’s theory second language acquisition (1981)
stated that it is easier for a learner to acquire a language when he/she is not angry,
anxious, or bored. A low filter means that the performer is more open to the input
language (Krashen, et al. 1983; Lighbown, et al. 1993). Having had a good attitude
about language that is being learned encourages learners to interact more with native
speakers of the target language. Krashen (1985) claimed when the affective filter is up,
it is working as a barrier and preventing learners from acquiring the language. Learners
might have some understanding, but they are not learning. On the other hand, when the
filter is down the learner has got motivation and is relaxed; the input will reach the

language acquisition device. So, according to this hypothesis, an affective filter can
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allow the incoming message to reach a certain part of the brain or block the message if a
learner feels comfortable and relaxed in a classroom the affective filter allows the
message to reach the LAD and therefore to be processed, but if a learner feels
uncomfortable and bored, the brain will not allow the information to reach the LAD and
therefore language acquisition is prevented from taking place; Teachers should seek
ways to reduce the learners’ affective filter in order that they can profit from the
comprehensible input they receive. The learner takes control of any emotion that might
interfere with the acqﬁisition of language. However, Krashen’s theory was taking into
consideration the factors in the learners’ environments are beyond the control of the

learner.

Having considered above, Krashen’s theory of L2 acquisition has a major effect on
learning a second language in mainstream classrooms. Much research reflected the
generally held assumption that children are more proficient at second language
acquisition and all language skills must be acquired directly from natural approaches of
language acquisition. Teachers make their classroom instruction comprehensible, then
not only will the learners learn the subject content but they will acquire English at the

same time.

These foundational theories have very important implications for the teachers especially
in view of the current emphasis on standards. Language acquisition is a complex
process and it takes place over a long time. In order for a second language to be truly
additional, the first language needs to be maintained, encouraged and valued alongside
the new language. Children need the opportunity to communicate with other people in

their first language. They need to negotiate meanings to understand the world around
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them and to construct new knowledge. Competence in the first language is a good
foundation for competence in additional languages. Teacher should be aware of the
different theories and approaches and use them as a basis for his/her teaching.
Therefore, it is essential that teachers be aware of the different theories and approaches
such as Cummins’ dimensions of academic language proficiency, the role of the first
language in second language literacy and the concept of BICS and CALP and use them
as a basis for their instruction in classrooms (Brooke, et al. 2003; Bourne, 2003;
Cummins, 2000; Conteh, 2007). In addition to a background in research, teachers need
for more training and well articulated strategies to make their lessons in academic
content more comprehensible to LMC/EAL children in the relationship between culture

and learning.

2.5 The Education System in Britain

2.5.1 Historical context

Research in England on bilingual learning (in the 1970s and 1980s) has demonstrated its
cognitive and cultural benefits (Baker, 2000). Like many countries where there is
mainstream bilingual education, with this kind of education pupils have been required to
learn almost entirely through the mainstream language which is English (Finocchiaro,
1973, Genesee, et al. 1998, 2006; Garcia, 1994). With increasing numbers of
LMC/EAL children entering schools; the need for effective English language teaching
was quickly demanded. Schools highlighted issues which need to develop a systematic
approach to second language teaching and learning, and examine the linguistic demands
across the curriculum areas in order to develop more effective teaching methods,

materials, teacher training for classroom teachers, and language specialists.
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Education systems at the very beginning had a provision to withdraw LMC/EAL pupils
from mainstream lessons for intensive language instruction, some local authorities set
up specialist centres outside schools, during lunch time or after school. However, in
1985, withdrawal seemed to be seen as ethically and methodologically unsound,
therefore, there was a shift towards including all LMC/EAL in mainstream classes. In
1985, a major change in pedagogic discourse about bilingual children came with The
Swann Report (DES, 1985) "Education for All", this was an official policy statement on
the education of bilingual learners from minority ethnic group that outlined the
following:

“We would see such a resource as providing a degree of continuity

between the home and school environment by offering

psychological and social support for the child, as well as being able

to explain simple educational concepts in a child’s mother tongue,

i the need arises, but always working within the mainstream

classroom and alongside the class teacher”. (DES, 1985: 407)
The Swann Report (DES, 1985) clearly stated what the language of instruction was to
be in schools. English is the medium of instruction and L1 can be used only as a
learning support in the process of language transition to English. L1 is usually not used

for learning the subject curriculum but rather in support and complementary curriculum

arcas.

However, in recent years schools have tended to adopt a flexible approach (withdrawal
or mainstreaming) but the Swann Committee explicitly rejected the idea of developing
bilingual education programmes, excluding LMC/EAL children from mainstream
classrooms and the rationale given for this was that they were anxious about

recommending specific forms of provision that would result in the segregation or
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marginalization of LMC pupils in a climate of increasing institutional inequality, which
is clearly emphasised by the government policy of “Every Child Matters”. The Swann
Report suggested a new means of providing language support (e.g. a bilingual staff
member, a non-teaching assistant, bilingual resources) and bilingual support as a form
of educational provision within the mainstream classroom, providing opportunities for
each school with a large population of LMC/EAL children to have bilingual resources
and someone who could “help with the transitional needs of non-English speaking
children starting school” (DES, 1985: 407). In other government reports, (Bullocks,
1975; Swann, 1985 quoted in Bourne, 2001: 251) there was strong emphasis on “No
child should be expected to cast off the language and culture of the home as s/he crosses

the school threshold and the curriculum should reflect those aspects of their life.”

The educational provision move towards the mainstreaming of bilingual pupils was
already well underway in Britain in the 1980s and early1990s. Bilingual education as
well as teaching and learning in British schools took place within the mainstream  and
within all subjects (Creese, et al 2003; Bourne, 1991; McKay, 1991). Instruction is
provided in both English and the minority languages in rare cases (Coles, 2005; Conteh,
2003, 2006). Mainstream classes taught by a subject teacher who is proficient only in
English or by two teachers (bilingual assistant), one of whom is bilingual. Bilingual
programmes were, unlikely to be used in schools where the language minority
population was very diverse and represented many different languages (Corson, 1992;
Bounre, 1991, 2001; Conteh, 2003, 200; Cooke, 2004). All LMC/EAL children with
diverse language backgrounds were accommodated in the same class, where teachers
are not proficient in the first language(s) of their students. Pull-out programme was
generally used in most primary school settings where LMC/EAL children represented

different languages. Students spent part of the school day in a mainstream classroom,
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but were pulled out for a portion of each day to receive instruction in English as a
second language (Martin-Jones and Saxena, 2003; Bourne, 1991, 2001; Conteh, 2003,
2007). Research showed that neither in policy documents nor in practice (Creese, et al.
2003) bilingual EAL teacher/assistant received any encouragement to expand their role
in using other languages for the teaching of the subject curriculum beyond transition to
English. There were no bilingual programmes in place, instead, bilingual EAL
assistants were engaged primarily to play a support role in curriculum learning and were
employed to use their first language to ease the transition to English in mainstream.
Bilingual EAL teachers/assistants were not employed to teach the curriculum
bilingually. As a result, subject teachers were faced with making their classrooms into
arenas in which language and content learning could be integrated (Baker, 2001;

Bourne, 2001; Martin-Jones and Saxena, 2000).

A transition towards the appointment and training of bilingual classroom assistants from
minority ethnic groups to bilingual support still resulted in a long process and had
considerable variation in the ways in which the role and status of bilingual staff and
bilingual resources were defined from one local authority to another and from one
school to another (Kenner, 2009). In most parts of Britain the bilingual support was
introduced by Ethnic Minority and Traveller Achievement Service (EMTAS) to work
closely with schools, recognizing needs of individuals and providing appropriate
support in schools and local authorities. Although schools had a large number of
LMC/EAL children a bilingual assistant was not available all the time in schools and in
most cases they travel to several schools to work with small groups of students

throughout schools.
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The educational provision for LMC/EAL pupils over the past 30 years, in mainstream,
has been collaborative ‘Partnership Teaching’ (Bourne and McKay, 1991; McGroary, et
al. 1991, Gregory, et al, 1984, 2004), and based upon the principle that subject teachers
and the EAL specialists (if such is available), work together in the context of a mixed
ability classroom to implement teaching strategies supportive of the language and
learning needs of LMC/EAL pupils. Having no language policy in school that explicitly
states that use of home languages along with English and considerable lack of clarity
about bilingual support left no choices for teachers to use their own expertise in
classrooms. In this complex situation and the absence of a policy in the authorities,
teachers not only had to relate to their common sense beliefs, but also to what supports
were available for bilingual pupils in the different authorities about how best to teach
bilingual pupils (McKay, 1991; Hakuta, et al. 2000; Gravelle, 1996, 2000; Bourne,

2003; Conteh, 2007).

2.6  Educational Policy and Mainstreaming

By increasing the number of immigrant children in British schools over the last decade
the problem of integrating these children from such diverse backgrounds into the
British school system was demanding. Some of these LMC/EAL children were born in
the UK and can speak English fluently, whilst others have arrived in the UK with a
completely different cultural background and had been at various stages of schooling.
Some children had spoken English as their mother tongues all of their lives whilst
others could hardly understand it (Hall, 2000, 2001; Conteh, 2003). Schools were often
short staffed and had not had sufficient resources available and teachers have to work
under difficult circumstances to teach them very basic language structure. The schools

did not have instructional strategies in place to deal with LMC/EAL children therefore,
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the first official advice came in the Ministry of education pamphlet English for
immigrants (1963) reported by Edwards, (1995: 51) which advocated:

“the bringing together of non-English-speaking children in one

school for English classes and stressed the need for a “carefully”

planned, intensive course making full use of modem of language

teaching”.
Many authorities had taken no action of any kind on the implicit policy and they
believed as long as minority language children were treated the same as English
children in the classroom the problem would sort itself out and there was no need to do
anything about it. Therefore, the education Act 1944 imposed that local authorities had
to adjust education policy according to their ‘age, ability, and aptitude’. The educational
Act (1944:2) also clearly stated:

“ The entitlement of all pupils to education relevant to their age,

ability and aptitude, and also above statement reaffirmed by 1988

Education Reform Act which guaranteed pupils’ access to a

curriculum which is broad, balanced, relevant and differentiated to

meet individual need.”
It was of great importance to the country as a whole that immigrant children, who had
the right under the education Act 1944 to education according to their age, ability and
aptitude, should be enabled to develop their talents and abilities to the full, that they
should enjoy all the opportunities available to other children, and that they should be
given a knowledge and understanding of way of life which would enable them to
regard themselves, and to be regarded, as full members of the community to which
they each make their own contribution. In 2001, the National Association for Bilingual
Education (NABE) supported this legislation:

“We hoped that its stress on high standards for all students,

combined with enforceable requirements for meeting those

standards, would lead schools to pay increased attention to the
academic progress of ELLs.” (Crawford, 2004:1)
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The School Standards and Framework Act 1988 (GB Status) placed a duty on local
authorities to ‘promote high standards in schools’ and also the government While paper

‘Excellence in schools (1997) stated that:

“We will ensure that every school delivers an excellent education
that every child achieves to their potential and the system is
increasingly driven by parents and choice.”(White paper High
Standards, 1997:3)

The DfES (2002/2003) White Paper Excellence in cities (1997:1) also clearly stated that
it aimed to create “inclusive schooling which provided a broad, flexible and motivating
education that recognises the different talents of all children and delivers excellence for

everyone.” The Department of Education and Social Science also (1997) stated that:

“QOur society is a multicultural, multiracial one and the curriculum
should reflect a sympathetic understanding of the different cultures
and races that now make up our society ...the curriculum of
schools...must reflect the needs of this new Britain.” (Crawford,
2004:8)

The White Paper also went on to state:

“We will ensure that every school delivers an excellent education
that every child achieves to their potential and the system is
increasingly driven by parents and choice.”(White paper High
Standards, 2005:7)

According to the White Paper (1997:6):

“Our aim is to set out our plans and to improve the system, putting
parents and the needs of their children at the hart of schools. To
make that happen we need an education system that is designed
around the needs of the individual with education tailored to the
needs of each child to achieve that we need to reform schools
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themselves so that they have the freedoms and flexibilities to
deliver the tailored, choice driven education we all want.”

DFES white paper, Excellence in schools (1997:2) announced:

“We want every school and every LEA to plan how it will help

gifted children. All schools should seek to create an atmosphere in

which to excel is not only acceptable but desirable.”
Therefore, as emphasised clearly by the research, the role of local authorities was, to
outline policy that has the highest aspiration for every child whatever their talents and
ability. Research evidence suggested that government should empower schools to offer

all children the appropriate support and rich curriculum considering the needs of all

children.

2.7  Role of Local Aauthorities and Government Policy

The government White Paper (2005) stated that schools have a responsibility to
improve their system and that local authorities have a duty to promote high standards.
There is a clear expectation for all local authorities to contribute to the priority of
driving up standards and to be fully accountable for their actions. In 2004, DfES
announced:

“We recognised that too many pupils from particular communities

have understood for too long. Aiming High also sets out the need

for change and concerned action by schools, Local authorities and

central government.” (Aiming High 2004:1)

The school standards and framework Act 1998 had also placed a duty on local authorities

to take control over schools and promote high standards in schools. The role of local

authorities had changed significantly during the prior decade. As research evidence

46



indicated that the role of local education authorities was under threat during the
Conservative government, but the new Labour government (from 1997) declared that
education was to be its top priority and their new “The Primary Strategy” would support
teachers and schools to meet their particular needs give extra support for schools that
need it most. Local authorities were required to set up a strategy of support and
challenge for all aspects at schools system and to be fully accountable for their actions
and one of their major roles is to effectively support all children and put this issue at their
main agenda. The intended role of local authorities included a responsibility to provide
information both within the education service and outside:

“One of the major roles of the LEA is setting policy and getting

resources in a manner that reinforces it, they are key to the

development of an effective local system of education.” (Aiming

High 2004:7)
Research and Aiming High Minority (2004) emphasise that part of the tasks of ‘the
local authorities’ was to challenge schools to raise standards.” Local authorities’ could
not dictate what the best practice was and what additional support schools needed for
each individual child in the classroom. Every primary school was expected to plan to
deliver the most effectively tailored teaching and learning and to ensure, where
appropriate, that they provided a service to meet the needs of every individual child,
including language minority children and gifted and talented children. The DfES
(2004) stated at the time that local authorities and the management teams of schools

have an essential role to play through:

“Setting out an unequivocal exception that all pupils will be
supported to reach their potential and that underachievement of
any group will not be tolerated; and putting in place robust
systems to ensure all pupils are supported to reach their potential.”
(Aiming High 2004:1)
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Having considered England as a multicultural society and also considering the Race
Relations Act (RRA) 2000, which emphasised local authorities and schools should be
looking strategically at how all of their resources are used to support the needs of all
their pupils and to ensure equality of outcomes. The Race Relations Act also outlined
that The Ethnic Minority Achievement Grant (EMAG) should be used to provide
focused additional support where it was required and outlined that it should complement
the use of main resources. The ethnic minority achievement grant (EMAG) was
intended to narrow the achievement gap for language minority students and to meet the
particular needs of these students. Therefore, their purpose was two fold:

“To ensure strategic managers in schools and Local authorities to

lead whole school charge to narrow achievement gaps and ensure

of outcomes;

To meet the costs of some of the additional support;

To meet the specific needs of bilingual learners and

underachieving pupils” (Aiming High 2004: 2)
Therefore this guidance provided clear practical advice on how local authorities and
schools should support language minority pupils effectively including appropriate

training for schools on a strategy to meet the needs of these children. The local

authorities’ role:

“Local authorities should have clear strategy for enhancing the
achievement of minority ethnic pupils. The strategy should be
premised on creating an expectation that all pupils fulfil their
potential and put in place mechanisms to advise, challenge and
monitor schools. (Aiming High 2004: 8)

The DfES (2004) showed that there are many ways in which they could be used to
support schools and that the needs of minority ethnic pupils should dictate which

approaches are most effective. However, in an analysis of good practice DfES revealed:
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“The particular needs of bilingual learners are best met through a

coordinated, whole school approach. Managers should ensure that

mainstream and specialist staffs have appropriate skills,

knowledge and experience to fulfil their specific role. Qualified,

experienced teachers of EAL (English as an additional language)

play a key role in organising and delivering support to pupils.

They should be able to offer advice to colleagues on strategies to

meet the linguistic needs of bilingual pupils, including the

development of appropriate resources, and to engage in direct

teaching of target pupils in partnership with mainstream teachers.”

(Aiming High 2004: 5)
As a result of governthent policy, all local authorities have to have policies on the
various aspects of the education services for which they are responsible. The role of
local authorities is to determine what support and resources schools would receive to
meet the needs of the system as a whole (children and teachers, and parents). The
government White Paper ‘High Standards, ‘Better Schools For All’ (2005) clearly
stated that education is a fundamental human right, so it is essential that local
authorities work in partnership with schools to promote the best and most effective
practices in meeting the individual needs of all children (White, et al. 2009; Savory,
2005; Wikin, 2005). The DfES (2006) stated that local authorities’ policy in relation to
the growing number of ethnic minority students in its schools was mainly designed to
ease integration by encouraging students to become competent in mainstream British
culture. Thus, after consultation with local ethnic minority organisations, individuals,
and schools, Local authorities formulated a policy, entitled ‘Education for a

multicultural society’ that states all schools should be responsible for educating

students from all cultural backgrounds.

The Department of Education and Science (DfES) clearly stated:

“- Developing a curriculum which is broadly based, with a stimulating
and challenging learning environment.
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- Developing teaching strategies to meet the identified needs of
individual pupils.” (2004: 63)
Therefore, it required the national and local government in England to make provision
and establish a framework for a common national and local approach to provide right
support and resources for all children, so that they have equal opportunities to succeed
and can enjoy the same quality of life as their peers in classrooms. According to the
government paper, “Every child Matters” (2003) it was outlined that local authority and
policy makers need to provide a framework to ensure that they gave every child the

opportunity to succeed. It was also claimed that:

“Local authority had a role in ensuring that all members of the
community had access to the highest quality services, including
education and encompassing ‘cradle to the grave’ provision....need
to ensure that there is accessible and appropriate provision for all
pupils differentiated accordingly and monitored and quality
assured.” (Wilkin, 2005: 36)
Furthermore, the DfES (Managing the Ethnic Minority Achievement Grant) clarified
that:
“We aim to ensure the cultural, religious and linguistic heritages of
pupils are not left at the door of the schools but welcome inside and
valued within the school curriculum”. (The DfES, 2004: 3)
It is clearly obvious that children had unique and urgent needs, beginning with and
though it is not limited to language. It was important that teachers and educators help
LMC/EAL children to overcome language barriers and access to the curriculum the
same as native peers in mainstream classrooms. It continued to outline that it was
essential that educational programmes develop approaches to address demands of

diversity in the classrooms and simply make school comprehensible, thus enabling

language minority students to do academic work appropriate to their age, ability and
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grade. To have an effective educational programme the basic standards should be met in

each school in terms of curriculum, planning, teaching strategies, professional

development and home-school links. (Crawford, 2006; Derrington, 2000)

2.8 Language Minority and Bilingual Education

Over 20 years it was argued that one of the most critical realities of contemporary
education in a global world is the impact of the growing number of LMC/EAL children
on schools. The focus of education shifted toward addressing the needs of rapidly
growing number of foreign-born children from diverse geographic, linguistic, and
cultural regions (Moll, 1992; Mills, 2001; Darling-Hammond, et al. 2002; Cummins,
2003; De Bot, et al. 2005; Ovando, et al. 2006). The questions being studied by
professionals in the second language acquisition (SLA) field were what specific needs
do LMC/EAL children bring with them to school? What can schools do to help them
adjust and find academic success? To what extent are immigrants being successfully

prepared for full participation in mainstream UK society?

More recently, research and government figures (2009) indicated that the language
minority population has increased dramatically, growing in the preceding decade and is
likely to continue to do so. Government figures (ibid) showed that 1 in 7 primary
schools had LMC/EAL pupils with a total of 862,860 were collectively accounted for in
2008 (14.4%). In 2004, the total was 658,670 (9.7%), the year before the main
European Union expansion. This latter figure has almost doubled since the period 1997
and 2000, where it was reported, in total over 200 languages with varying degrees of

competence of the school age population lived in homes where a language other than
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English was dominant (Thomas, et al., 2002; Tilstone, et al., 2002; Conteh, et al., 2008;

Cummins, 2003 ).

The level of immigration in Britain who wishes to settle in urban areas for employment
purposes has increased recently. Some consequences of population mobility are
linguistic, cultural and religious diversity within schools, which has been seen as a
“problem not resources”. The time related increasing population of LMC/EAL learners
in British schools had thus confronted teachers with various language issues in
mainstream classrooms (Mora, 2000; Conteh, et al., 2007; Tilstone, et al., 2002;
Carrasquillo, 2002; Cummins, 2003). The impact of this diversity was felt in many
education fields including policy, curriculum, pedagogy, teachers’ education, teachers’
work and language education research. In Britain, children from diverse linguistic
cultural backgrounds must engage with mainstream curriculum in a new language,
although programmes to support such children with the set of mainstream curriculum
are limited and varied (ibid). The challenge for educators and policy-makers was to
shape the evolution of national identity in such a way that the rights of all citizens
(including schools and children) are respected, and the cultural and linguistic, and
economic resources of the nation are maximized (Spolsky, 2004; Skutnabb-Kangas,
2000; Cummins, 2006). Government policy clearly emphasised personalising learning
to meet the individual child’s need and ensuring that every child achieves and reaches
the highest possible potential. Schools were encouraged to provide resources tailored to
meet the identified aspects that impact on EAL learners in term of achieving their full
potential (Derrington, 2000; Corson, 1992), while increasing the use of home language
in order to access whole content of curriculum (Delpit, 1995; Elliott, 1996; Dolson, et

al. 1992). A recent report on raising ethnic minority achievement stated that ‘continuing
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development in one’s first language can support the learning of English and wider
cognitive development’ (DfES, 2003a: 31). The use of bilingual learning strategies was
also recommended in the National Literacy Strategy, (DfES, 2002) and the Primary

National Strategy (DfES, 2003b).

It is important that teachers and educators understand L2 instruction for school age
children is a longer, harder and a more complex process than most of them had been led
to believe. It was recognised that having multicultural classrooms and diverse
languages, there is a need to re-evaluate language teaching practices and curriculum in a
way that is more responsive to diverse populations (Conteh, 2006; Crawford, 2004;
Dean, 2006). Teachers cannot wait for EAL pupils to develop high levels of English
language proficiency before tackling the demands of the curriculum, but must enable
pupils to participate in curriculum content learning while they are simultaneously
learning English. This required the linking of academic content to language objectives,
ensuring that language objectives are compatible with academic content. Bourne, (2001)
also argued that the curriculum developments make teachers more aware of linguistic
diversity and the ways the pupils can be encouraged to draw on language skills to
support their own learning. These developments had occurred whilst enriching the
curriculum for all the children in the class through raising linguistic awareness. The
DfES (2004) also showed that there are many ways in which they could be used to
support schools and that the needs of minority ethnic pupils dictate which approaches
were most effective. However, in an analysis of good practice DfES revealed that:

“The particular needs of bilingual learners are best met through a

coordinated, whole school approach. Managers should ensure that

mainstream and specialist staffs have appropriate skills, knowledge

and experience to fulfil their specific role. Qualified, experienced
teachers of EAL (English as an additional language) play a key role
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in organising and delivering support to pupils. They should be able
to offer advice to colleagues on strategies to meet the linguistic
needs of bilingual pupils, including the development of appropriate
resources, and to engage in direct teaching of target pupils in
partnership with mainstream teachers.” (Aiming High 2004: 5)

Figure 2.1: Language Policy Model

Source: Shohamy (2006: 53, based on Spolsky, 2004)

This model was of great significance as it served as the foundation for the introduction
of the concept of policy, as means through which policies were introduced and
incorporate hidden agendas of the language policy. It has been evidences that language
is part of social activity and reflects the notions that micro levels. Language policy and
planning also have considerable control in implementing changes in language use.
Policies are gradually enabling the use of monolingual domains; stating that educational
strategy needs to include the teaching of both English and community languages.
Language learning is frequently subject to planning limitations such as shortfalls in

funding or the exclusion of certain languages from the curriculum (Shohamy, 2006).
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2.9  Role of First Language in L2 Learning Class

Research over the last two decades showed an increased attention to the role of L1 in
the process of learning L2. Most research had supported the use of first language as a
resource in mainstream classrooms, to build on prior knowledge and make curriculum
content accessible (Milk, 1992; Miller, 1996; Martin-Jones, 2003). The research clearly
emphasised the importance of bilingual children’s L1 in the process of learning L2 and
overall their personal and educational development. Language education research
clearly defined that children need to be competent in their first language and also in the
dominant language of their country, which allowed access to academic success and day
to day communication in their personal lives. Cummins, (2000:17) also claimed that
development of the child’s mother tongue is a “strong predictor of their second
language development” which provided general patterns of second language

development in mainstream classrooms.

Cummins’s Developmental Interdependence Hypothesis clearly emphasised that
bilingual contexts were so crucial to the success of bilingual learners that allowed for
the prior knowledge and expertise that LMC/EAL children had in their L1 to be used as
the basis for learning their L2. Language development model learning context adapted
from Collier, (1997) also defined that LMC/EAL children had common characteristics
and similar learning needs to those children whose mother tongue is English in
mainstream classrooms. However, LMC/EAL children have different needs from native
language children and in fact LMC/EAL are learning in and through L1 language with
backgrounds and communities and different understandings and expectations of

education, language and learning (Cummins, 2001, 1989, 1997, 2000, 2003; Conteth,
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2003, 2007, 2008; Baker, 2000; DfES, 2004) LMC/EAL children are taught within the
mainstream curriculum, but their needs are different and the most obvious differences is
that they are learning through a language other than their first language, therefore,
LMC/EAL children have two main tasks in the learning context of the school: they need
to learn English and they need to learn the content of the curriculum. The learning
contexts have an influence on their academic achievement and socio- cultural aspect of
their learning. Mainstream pedagogy is, therefore, about using strategies to meet both
the language and the learning needs of LMC/EAL children in a wide range of teaching
contexts. Figure 2.2 describes the main factors which effect on LMC/ EAL children

within mainstream classrooms.

Figure 2.2 Learning Context

Source: Collier, (1997)

Language development needs competency in both conversational and academic
language. Cummins, (1981) provided a theory of related to L2 development, beginning

with Basic Interpersonal Communication Skills (BICS) and continuing toward
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Cognitive Academic Language Proficiency (CALP). The BICS level is typically context
embedded that takes 2 to 3 years to develop communicative language and on the other
hand CALP is cognitively demanding which takes from 5 to 10 years to achieve
(Cummins, 1981, 1984, 1997, 2003; Collier, 1995; Collier and Thomas, 1989; Krashen
and Biber, 1988). This method of delivering the curriculum emphasises and actively
encourages oral work that helps to formulate and expand ideas. This also maximises
opportunities for LMC/EAL children to classify and transform information and into
experiences. Cummins, (2000) developed a learning quadrants figure2.3 below that
highlights the types of thinking skills and language functions differ from subject to
subject. According to this model LMC/EAL children that are already proficient in one
or more languages enable to transfer their linguistic and cognitive skills from one
language to another. This reinforces the importance of strong development in first
language for pupils while they are learning an additional language. Therefore, as it has
been evidenced that language learning requires effective planning and contextual
support for LMC/EAL children in mainstream in order to maintain and use L1 by
building on pupils’ experience, impotence of talk around a topic across the curriculum,

the use of first language and using visual clues.

57



Figure 2.3 Cummins’ Quadrants

Source: Cummins, (2000)

Research also showed that learners L2 competence is partly dependent on the level of
competence already achieved in L1 and more development in L1 is easier to develop 1.2
(Baker, 2001). Cummins, (2007) also indicates that it takes as long as seven years for
pupils learning EAL to acquire a level of English proficiency comparable to native
English speaking peers and this is sometimes used to argue that EAL pupils should
learn ‘sufficient’ English before they could join mainstream classes. Teachers can
promote strong literacy development among EAL pupils by relating their pre-existing
knowledge to new learning and connecting what EAL pupils know in their first
language to English. More recently, Cummins, (2007) strongly argued that schools and
teachers must explore classroom strategies that have proven effective in helping
students transfer knowledge they have in their first language to English and engagement
with literacy is fundamental to student success in school. Use of two languages in the
same time enables a build up of cultural understandings in one language when working

with texts or practices in another language and linking new material to familiar worlds
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(Martin-Jones, et al. 2003). Language is linked to cultural identity and self esteem
which can support educational achievement (Cummins, 1996, 2006; Matthews, 2005).
Research also demonstrated that children can explore their identities through using both
English and fist language through interaction in the classrooms (Creese et al, 2003;

Genesee, 1994; Baker, 2000; Bourne, 2003; Cummins, 1991; Miller, 2009).

Therefore, in order to adjust learning strategies to the socio-linguistic and cultural needs
of LMC/EAL children in mainstream classrooms, the initial step is to establish what the
research suggests about the role of language, and specifically children’s mother tongues,
in a child’s educational development. Cummins and Skutnabb-Kangas (2000) argued
that bilingualism has positive effects on children’s linguistic and educational
development. By developing their abilities in two or more languages throughout
primary school years, LMC/EAL children gain a deeper understanding of the English
language and how to use it effectively (ibid). The research suggested that children who
have a solid foundation in their L1 develop stronger literacy abilities in L2 or school
language (Cummins, 2004). LMC/EAL children used their knowledge from the mother
tongue to understand a subject through a first language (L1). Skutnabb-Kangas, et al.
(1977) also stated that the system of first language can help LMC/EAL children to
understand L2 and LMC/EAL children who are not fluent in L2 have difficulties to
cope with academic tasks in school but bilingual learners, who are literate in their L1,
can transfer meanings and concepts of L1 to L2. LMC/EAL children, who develop
their L1 vocabulary and concepts, are well prepared to transfer across languages from
L1 that they learnt at home to school language. Encouraging using L1 in classroom
help develop not only home language but also LMC/EAL children’s abilities in the

classrooms language (ibid). For this reason, pupils’ home languages and experiences
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must not only be valued and recognised in school but also developed and utilised

(Cummins, 2000; Hall, 2001).

2.10 Bilingual program, Instruction and Language Learning

Bilingual education in a theoretical sense refers to any educational program whose goal
is for learners to be fluent in all aspects of both languages (able to listen, speak, read
and write). Realistically bilingual programme refers to any programmes which provide
literacy and content in the first language whilst building English fluency. A bilingual
programme is designed to preserve and develop L1 while children learn L2. Bilingual
program model used L1 in addition to L2 for instruction (Collier, 1987, 1995;
Cummins, 1991, 1992; Cummins & Swain, 1986, Baker, 2000; Troike, 2008). Bilingual
programmes provide literacy and content in first language, while building English
fluency, to the point where all instruction will occur in English. These programs provide

initial instruction in the students' first language.

Researchers have been debating for a long time on whether it is possible to learn both
English and academic subject matter at the same time (Pang, et al. 1999; Cummins,
Swain, 1986). Some researchers have suggested that schools with LMC/EAL children
must undertake additional effort for linguistic and cultural competencies that are
fundamental to the full attainment of academic content learning. Large scale research
on LMC/EAL children is presently available concerning eftective instruction and social
issues that facilities linguistic and academic achievement of LMC/EAL children in
mainstreams classrooms (Cummins, 2006; Hakuta et al., 2000). Research evidence

supported the view that LMC/EAL children can easily acquire full fluency in a L2
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language if they are heavily exposed to that language in the classroom at an early age
(Collier, 1988; Wong-Fillmore, 1991). While children may acquire social or
conversational language in a relatively short period, the acquisition of academic English
takes much longer (Collier, 1995; Cummins, 1991, 1992; Cummins and Swain, 1986;

Wong- Fillmore, 1991).

Second Language Acquisition (SLA) research also showed that there is a significant
difference in both linguistic and academic proficiency between LMC/EAL children and
their peers even after 5 years (Cummins, 1986). On the other hand, August and Hakuta
(1994) addressed that the L2 proficiency level among LMC/EAL children differed
based on both their age at the time of immigration and the length of residence in the
country. It should be noted that in the analyses ELL is more successful when they
continue schooling in first language literacy and subject matter throughout primary
schools (Cummins, 1991; Thomas and Collier, 2002; Hornberger, 2003). Thomas and
Collier (1996, 2002) indicated that dual language program is the most effective in
promoting long term academic achievement in English through respectful and academic
development of the home language (ibid). The sociological aspect of SLA research also
suggested that the L2 learning process involves communicative opportunities and
interactions with diverse mainstream communities that support the learners’ learning
progress. Communicative competence is divided into five major domains: discourse,
linguistic, actional, socio-linguistic, and strategic competence that L2 learners’ use and
practice new language through activities with peers or in face-to-face group interaction

(Gregory, et al. 2004).
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A considerable body of L2 research revealed that L2 learners acquire languages as they
participate in real communication. Theoretical discussions of languages used also
support activities that tend to combine the four modes (speaking, listening, reading, and
writing). This holistic approach of multi-functional communicative activity advocated
that all language functions are inter-related and learners need to learn basic

communicative skills and language competency and proficiency (Cummins, 2000).

There are many instructional materials, activities and strategies that provide
opportunities to learn language. Pica’s instructional methods of learning L2 focused on
the learner’s cognitive ability and form. He claims that L2 learners’ language
proficiency and communication by itself cannot address the learners’ need for language
competency and proficiency. This theoretical framework evolved from (Krashen
comprehensible input hypothesis, 1981), Long (interaction hypothesis, 1981) which
emphasise that learners can learn when the input language is slightly beyond their
present competency level (Ellis, 1992; Erickson, 1993). Brown, (1994) also argued that
many variables are involved in the acquisition process L2.

“Your whole person is affected as you struggle to reach beyond

the confines of your first language and into a new language, a new

culture, a new way of thinking, feeling, and acting. Total

commitment, total involvement, a total physical, intellectual, and

emotional response is necessary to successfully send and receive
messages in a second language”. (1994:1)

Also Brown (1994:173) pointed out:

“... that learners can feel alienation in the process of learning a
second language, alienation from people in their home culture, the
target culture, and from themselves. In teaching we need to be
very sensitive with these students by using some techniques to
promote cultural understanding.”
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Researchers contended that children do better in school when the school program and
instruction are connected with their experiences at home where the child acquires native
language through intimate and personal interactions with family members (Ricento,
2006; Conteh, 2007, Cummins, 2000). Research indicates a strong support of home
language and culture is crucial for implementation of an effective programme. Research
also demonstrates that the use of more than one language is involved in comparing the
vocabulary and structures (Edwards, 2010) and according to Vygotsky (1978),
reflection on different linguistic systems aided the development of children’s thinking.

Carrasquillo (2002:17) stated that:

“In most cases teachers are not aware of LEP students’ linguistic

levels, cultural diversity, and learning style. Consequently, these

teachers plan and deliver instruction as if everyone in the classroom

has reached the level of English language proficiency that is needed

to master the instructional content.”
Having had diverse social-linguistic needs of LMC/EAL children in mainstream
classrooms it is important that educators promote multicultural environments and
curriculum that facilitate leaning environment that promote diversity in our society by
valuing home language (L1) and culture and emphasising on important role of L1 in
acquisition of L2 in learning process. A successful bilingual programme Carrasquillo
(2002: 23) pointed out:

“...recognise students’ needs and provide the necessary leadership

and support in planning, implementation, and evaluation of quality
instructional programme that will address those needs.”
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As clearly stressed by Alexander (1992:137)

“The intention is to address the needs of the majority of children through a
combination of the ‘broadly-based curriculum’ and flexible teaching
strategies’, and to use additional programmes and resources to cater for
certain specific categories of need. These included special educational
needs, ethnic minority and multicultural needs, equal opportunities and
gender-related needs, and social or material disadvantage.”

Green (2000) claimed that to have the effective arrangements and good practice for
LMC/EAL children, policy makers have:

To ensure equality of opportunity and equal access to education,

training and employment for people from ethnic minorities.

To provide this so that people from divers’ background can enjoy an

equally high quality of life.

To ensure that arrangements are in place to meet the diverse

educational, social and cultural needs of ethnic minorities.

To ensure that training is available to employees in collaboration with

appropriate training institutions to help them meet the needs of ethnic

minority pupils.

To recognise the rights and responsibilities of all parents and to

support them in their role as prime educators of their children. (p.50)
In the light of the above literature review, it can be concluded that the current
mainstream teaching practices in United Kingdom show that implementation of an
effective programme to suit the increasing diversity in schools has a long way to go.
Although mainstreaming LMC/EAL children have been a common part of the
educational programme, but implementation of instructional strategies that provide that
an opportunity for LMC/EAL children to successfully retain their mother tongue while
acquiring additional language is still lacking in almost all mainstream classroom
(Gregory, 2008; Ovando, et al. 2006). Although, research increasingly showed that

children‘s ability to learn a second or additional languages is a slow process and it takes

as long as five to seven years to reach the level of verbal proficiency required for
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academic achievement. Research also emphasized that fluency and literacy in the
mother tongue laid a cognitive and linguistic foundation for learning additional
languages but when it comes to practice, there are no clear instructional strategies to
address diverse needs of mainstream classrooms (Wright, et al. 1998; Cummins and
Swain, 1986; Genesee, 1994; Valdes, 1998; Gibbons, 2002; Ovando, et al.2006). The
literature review and current research show that teacher preparation is an integral part of
preparing mainstream teachers to work with LMC/ELA children. Awareness of
language is important for teachers and can result in classroom practices that effectively
support the language development of LMC/EAL children. It is essential that teachers
understand the process of second language development and the importance of L1 on
academic achievement for LMC/EAL children in order to be effective in mainstream
classrooms. Research on language theories utilising Skinner, 1965, Chomsky, 1986,
Krashen, 1986 and Vygotsky, 1978, theories of language, Honberger’s proposal the
continua of bi-literacy (2003), Cummins hypothesis of simultaneously bilingual child
learning both languages (1984, 1996) emphasised that learners acquire oral languages
naturally and without explicit instruction. Moreover, learners start with simple words/
utterances to complex sentence structures which support constructivist and social
cultural perspectives of language learning. Without understanding the complex
relationship between cognition and language proficiency for LMC/EAL children, it is
difficult for mainstream teachers to systematically assess and provide an appropriate
academic proficiency levels appropriate for these children. Teachers must understand
the oral language developments proceed quickly and easily, but academic language
skills develop at a much more gradual pace (Cummins, 2000; Thomas and Collier,
1997, Edwards, 2004; Gibbons, 2002). It is important that mainstream teachers

recognize the distinctions between social and academic language and oral proficiency; it
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is not simply being in an English language environment and interacting with native
speakers result in academic language learning. Language often requires explicit
modelling and instructional strgtegies and provides opportunities for learners to actively
engage in the process of negotiating meaning through academic language as an integral

part of curriculum planning (Gibbons, 2002; Freeman and Freeman, 2000).

Moreover, without understanding the cultural and linguistic assumptions behind these
instructional techniques, classrooms activities can be ineffective. Teachers need to
understand and accept that learners come to school with a wide range of experiences
and backgrounds learning and also value differences in order to adjust (learners’
different learning styles) and to meet the social and cultural needs of LMC/EAL
children in multilingual and multicultural classrooms (Gregory, 2008). It is important
for mainstream teachers to learn more about their own students’ cultural backgrounds
and experiences so that they can anticipate and respond to cross-cultural differences.
Teachers must accommodate differences and understand L2 learners’ background
knowledge developed through their cultural experiences and that these will influence L2
learners’ conceptual learning and language skills. Therefore, mainstream teachers must
make sure to build on individual students’ background knowledge and apply the variety
of strategies in order to meet the diverse needs of LMC/EAL children. Furthermore, for
more than 15 years, it has been argued that there is a strong and complex link between
cultural identity, language use, and proficiency in two languages (Baker, 1996;
Bialystok, 2007). Understanding the socio-psychological foundations of second-
language learning is important for teachers so that they can respond to a range of
learners. In order to facilitate this it is required a close collaboration between policy-
makers and practitioners not only to meet the socio-linguistic needs of LMC/EAL

children but also to provides an excellent opportunity for linguistic minority students to
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hear and use language by putting together the bits of language they know (Blackledge,
1994). It is important to consider that LMC/EAL children are educationally different
with varied cultural and linguistic backgrounds. Schools need to ensure that LMC/EAL
children are fully included in teachers’ planning of learning. It is now universally agreed
that language in its broadest sense of communicative competence is central to the
learning process in the acquisition of a second language. It is believed that teaching
LMC/EAL children needs different methods and materials that were somehow separate
from those relevant or appropriate to other pupils. Linguists and educationalists have
recognised that the teaching methodologies developed as a response to mixed ability
classes are also those that are relevant and appropriate for bilingual learners. Therefore,
the opportunity to use a language other than English to support learning and
understanding in the classroom provide a way of enhancing the conceptualisation of
complex idea and confirm language and meaning (Cummins, 2000; Gregory, 2008;

Conteth, 2007).
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CHAPTER THREE
3. Research Methodology

3.1 Introduction

This chapter outlines the philosophical and conceptual approaches to the research. The
chapter will review the different methodological considerations that influence the choice
of design and methods of enquiry. It discusses the philosophy underpinning the method,
including the research methodologies adopted and examination of the different
inductive and deductive approaches available alongside selection of appropriate
research strategies. It introduces the research instruments and the implications of
different qualitative and quantitative methods and assumptions of these decisions that

have been developed and utilised in the pursuit of the goals.

This chapter clarifies the research aim and research questions in the light of literature
reviewed in the previous chapter. The chapter justifies the choice of research approach
and the range of paradigms and approaches considered and their relevance to the focus
of the research enquiry. Further, it identifies the research criteria associated with each

paradigm and issues relating to this research.

It discusses in detail the considerations required in utilising a mixed methodological
approaches together with discussion of the qualitative and quantitative approaches of
exploratory desk research, interviews and questionnaires. It addresses the ethical
considerations with utilisation of methods of data collection, in relation to this research.
It explores the rationale for the methodological approaches chosen in this research, by

addressing underlying philosophical assumption, approaches, strategy purpose.
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Selecting data collection and sampling methods are discussed and issues relating to

validity, reliability and triangulation are considered.

This review might be subsequently explored in a practical environment. It aims to
discuss these factors in more detail, demonstrate awareness and understanding and
conclude by describing the approach to be undertaken in this study, as a prelude to the
full research design. It is important to understand and discuss research approaches and
describe perceptions, beliefs, assumptions and the nature of reality that influence the

way in which research is undertaken, from design through to conclusion.

The objectives of this chapter are to:

- Summarise the philosophical and methodological approaches resulting raising
from related literature.

- Identify the assumptions and consideration in determining the paradigm
underpinning the research and design and methods adopted.

- Discuss and justify the methodological choices available and adopted for this
research.

- Address methodological framework for social sciences and present evidence to

support the methodological approaches for this research.

3.2  Methodological selection

The research intends to explore the issues that schools and local authorities are
confronted with in their attempt to meet the diverse needs of LMC/EAL pupils in
mainstream primary classrooms and curriculum. The research aims to address the

socio-cultural and educational needs of LMC/EAL pupils in mainstream classrooms and
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to explore national and local policies and implication of policy in mainstream primary
classrooms (research question 2 and 3). The chapter concludes with issues to
methodological selection that are adopted in creating a research design that will provide
accurate and effective results which are applicable to Merseyside and UK mainstream

primary classrooms as well as to reflect the aims and objectives of this research.

The chapter focuses on the aims of this research in which review government policies in
relation to language minority children in UK primary classrooms and implication of
these policies and educational programme in practical setting (research question 2 and
3). It was suggested that needs professional staffs to respond effectively to the
constantly changing schools and classrooms environment. A major focus of the
research is on cultural linguistic diversity in schools and issues that schools are
confronted in accommodating LMC/EAL pupils in all aspect of curriculum design and
delivery. The critical review of theories of first and second language acquisition and
government policies, presented in chapter one, demonstrates that providing resources
and practical environment (natural setting) is central to learning. It identifies the need
for collaborative approaches between schools and local and national government in
order to reflect the diverse needs of LMC/EAL pupils across the mainstream
curriculum. It is important to understand the complex nature of acquiring a language
and promoting an effective programme to facilitate the diverse needs of LMC/EAL
pupils in mainstream primary classrooms. To holistically review and identify the
different approaches that promote learning in practice, requires a methodology that
allows an in depth examination and understanding of these issues. In order to do this,
the research needs to consider appropriate methodological instruments that would be

able to collect effectively such rich data.
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The research also aims to examine the effect of having national curriculum as a set of
guideline in the classrooms and involvement of teacher in all aspects of curriculum
design and delivery. A major focus of this research is therefore on implications of
educational programme and how effectively respond to the constantly to the socio—
linguistic needs of LMC/EAL children in schools (research question 1 and 4). This
research therefore attempts to examine three major research approaches streams of
methodologies of positivism (quantitative), phenomenology (qualitative) and post
positivism (quantitative and qualitative). First, it attempts to investigate the concepts
behind the research approaches focusing on their origins and underlying philosophies
and then the choice, use of certain methods and how the link with the requirements for
this research. Therefore, it is important to select a methodology that suits the
requirements of the research (Saunders, et al. 2007). Having considered the aims of this
research, it is apparent that phenomenological approaches not solely reflect the research
aims, because of their focus on individual constructions of experience and of the
relationship between the researcher and the participants. To achieve the research aims,
the researcher would need to use a post positivist approach, which means adopting a
research strategy employing more than one type of research method. The methods may
be a mix or qualitative and quantitative methods. To investigate and measure
perceptions and attitudes towards bilingual children in mainstream classrooms, the
research needs to include methods such as a questionnaire surveys. In order to measure
the extent to which stigmatising attitudes are present in mainstream classrooms and how
such attitudes are manifested and maintained and the relationship between attitudes and
teachers’ experiences and personal constructs, the researcher carried out semi structured

individual interviews.
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The researcher is granted the opportunity to develop a much more complex picture of
the phenomenon under this research. Therefore, for purpose of this research, no single
methodological approach could exist without the use of others, nor would the needs of
this research be effectively satisfied. There is need to uncover prevalent themes and the
issues that have been previously singularly reviewed by prior research through more
qualitative and less configured methodologies. There is also a need further to test and
examine statistically to undertake inference for these conjectures through more
quantitative methodologies. Mixed-methods studies are appropriate when a researcher
has both quantitative and qualitative data, both types of data when considered together
can provide a better understanding of the research problem than either type of data alone
(Creswell, 2005). One of the major benefits of mixed-methods research is that it
capitalizes on the strengths of both quantitative and qualitative research. Quantitative
data yields information that can be analyzed statistically and can offer useful
information if one needs to describe a large number of people. However, qualitative
data, such as open-ended interviews, offer the chance for individuals to express their
own perspectives on the topic. Combining these two types of data provides very

"powerful" information about the study topic at hand (Creswell, 2005).

3.3  Philosophy of Methodological Approaches

A paradigm is ‘a world view’ a general perspective, a way of breaking down the
complexity of the real world. A paradigm is an interpretative framework, which is
guided by ‘a set of beliefs and feelings’ about the world and how it should be

understood and studied (Guba, 1990:17). Lincoln and Guba (1985) argue that there are
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no set rules that researcher to follow only guidelines and the nature and formation of

paradigm are open to discussion.

These discussions lead us to the next area for consideration, which describes the
‘research paradigm’ or as Saunders, et al. (2007) say the ‘research philosophy’. These
philosophies are formed from basic ontological and epistemological positions. The
choice of which method to employ is dependent upon the nature of the research
problem, Morgan and Smircich (1980) argue that the actual suitability of a research
method, derives from the nature of the social phenomena to be explored. There are
basically two basic methodological traditions of research in social science, namely

positivism and interpretive (phenomenology).

3.4  Research Paradigms

The two major philosophical approaches in undertaking any research are interpretivist
(or phenomenologist) and positivist. Interpretivisit is linked with qualitative method of
research. and positivist focuses on empirical scientific testing and is aligned to
quantitative method (Saunders et al., 2007; Easterby-Smith et al., 1999). These two
approaches explore ontological, epistemological assumptions. Ontology refers to
whether reality is objective and external to human beings or whether it is created by
one’s own consciousness. Epistemology is concerned with knowledge and how it can be
acquired and related to ways of knowing the world and whether the individual sees
knowledge as an objective reality or as a subjective experience of reality. Whichever
perspective the researcher adopts will affect the methodological approach that has been

chosen in the research.
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3.5  Interpretivist Research Approach

The interpretivist approach which is described by Saunders, et al (2003) argue that
reality is socially constructed by individuals and meaning and beliefs re-constructed
through experience resulting in many differing interpretations. Different persons may
bring different concéptual frameworks to a situation based on their experiences, and this
will influence what they perceive in a particular situation. Interpretivists philosophical
perspective views outline that reality is constructed in record with the concepts most
appropriate to our‘personal experiences. Therefore, the researcher must understand the
realities from the perspectives of the participants. This social construction leads to
multiple meanings and represents a worldview that defines, for its holder, the nature of
the ‘world’. It has been argued that individuals and groups make sense of situations
based upon their individual experiences, memories and expectations therefore, meaning
therefore is constructed over time and reality is socially constructed and given meaning
by people (Denzin and Lincoln, 2003; Guba and Lincoln, 1994; Bryman, 2008).
Creswell (2008) views this philosophical underpin as the approach of the social
constructivist, which seeks to understand the world in deeper detail looking for
complexity of views rather than a few narrow categories or idea built upon the opinions

of research participants researcher interact with the subjects of study to obtain data.

“The inquirer and the object of inquiry interact to influence one another;
knower and known are inseparable” (Lincoln and Guba, 1985:37).
Since ‘all knowledge is relative to the knower’ interpretivists aim to work alongside
others as vthey make sense of, draw meaning from and create their realities in order to
understand their points of view, and to interpret these experiences in the context of the

researcher’s academic experience and hence their inductive or theory building. The
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assumption underpinning the epistemological approach of research is that all human
action is meaningful and has to be interpreted and understood within the context of
social practices (Usher, 1996). In order to make sense of the social world, the researcher
needs to understand the meanings that form and are formed by interactive social
behaviour. The focus of the researcher is on understanding the meanings and
interpretations of ‘social actors’ and the world from the participants’ point of view,
which is highly contextual and hence is not widely generalisable (Saunders, et al.
,2007). This approach enables deeper and richer descriptions and understanding into
how and why social events occur by analysis of essentially more qualitative data,
collected through a more intimate, intense and prolonged contact and analysis of a life
situation (Saunders et al., 2007). However, if the power is viewed by the research as a
socially constructed concept between individuals, interviews may be chosen to analyse
(in this research) staff members under investigation, to gain deep and rich understanding
of socio-linguistic in the schools and local authorities (Easterby-Smith, Thorpe and
Jackson, 2008; Eriksson and Kovalainen, 2008). The close nature of the researcher and
the researched in this paradigm, and the risk that any interpretation is framed within the
mind of the researcher means that steps must be introduced to avoid bias. The use of

self-reflection is therefore adopted.

Bryman (2008) sees interpretivism as a contrast to positivism, in its strategic approach
that respects the differences between people and the objects of the natural science,
requiring social scientist to “grasp the subjective meaning of social action”. (Bryman,
2008:16). Intepretivists consider that there are multiple realities (Denzin and Lincoln,
2003). The subjective nature of this paradigm has emphasis on language, which is

associated with qualitative approaches to data gathering
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3.6  Positivist Research Approach

Positivism as a philosophy argues that the researchers can take a ‘scientific’ perspective
when observing social behaviour, with an objective analysis possible (Bryman and Bell,
2007). It claims that there is an external reality, which exists independently of people’s
beliefs. Positivists believe that everything can be known and proved (Fisher, 2007).
The positivist paradigm is based upon experimental and values of reason, truth and
validity. It involves formulation of questions and testing of hypotheses, focusing purely
on facts, gathered through direct observation and experience and subjected to empirical
testing. It is characterised by the testing of hypotheses developed from existing theories
(hence deductive or theory testing) through measurement of observable social realities
and our knowledge of reality is a result of social conditioning (Saunders, at al., 2007).
The positivist paradigm focuses upon measurable data as a linear and rational process of
analysis. In the positivist paradigm, the object of study is independent of the researcher,
knowledge is discovered and verified through direct observations or measurements of
phenomena; facts are established by taking apart a phenomena in order to examine its
component parts. It utilises quantitative methodology and theory testing as its
fundamentals (Saunders et al., 2007) confirming or revoking theories objectively.
Inherent in this overall approach to research is to measure social behaviour
independently of context, in order that social phenomena can be viewed objectively
(Hughes and Sharrock, 1997).This research approach enables analysis of causality,
examining both dependent and independent variables and further allowing the testing of
research hypotheses (Brymén and Cramer, 1994). Research methodology appropriate to
this relies on quantitative approaches to research, surveys and statistical analysis, thus

allowing for more statistical testing of results and hypotheses, further providing the
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ability to validate findings and results through measurable tests (Saunders, et al., 2007;
Bryman and Carmer, 1994; Easterby-Smith, Thorpe and Jackson, 2008; Hatch and

Cunliffe, 2006).

3.7 Post positivist approach

Another approach which combines both an interpretivist and positivist philosophical
underpin is the post positivist paradigm. The post positivist philosophical approach
allows for a richer and a detailed examination of data and complexity in ‘real life’
situations (interpretivist paradigms), and also allows generalisation of data and
verification of information and promotes quantifiable measures on research findings
(positivist approach) (Creswell, 2008). The approach is built upon the realisation of the
importance to apply in research “ what works” (Patton, 1990 quoted in Creswell,
2008:10), placing emphasis on the needs of the research question instead of overly on
the methodologies, utilising all variable techniques (Creswell, 2008). Saunders et al.
(2007) view the pragmatist philosophy as concerned with selection of appropriate
methodological consideration rather than being overly focused upon philosophical

underpinning.

This research combines both interpretivist and positivist paradigms and creates a
balance of understanding and hypotheses testing. The nature of research within the
social sciences inevitably requires some form of understanding and knowledge before
more scientific methods of enquiry and examination can occur (ibid). Through
utilisation of the ‘best’ available methodology, a pragmatist approach to research yields

research findings that more closely reflect actuality (Johnson and Onwuegbuzie, 2004).
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Moreover, as highlighted earlier in the chapter, structural considerations for schools
have both tangible and intangible origins, where structure in itself is a manageable and
quantifiable configuration, its theoretical basis that essentially based on perceptions and
ideologies. As such, a post positivist (pragmatist) philosophical approach to the
research would enable analysis of quantifiable structures while simultaneously allowing
examination of the mental and perceptual theory behind its conception. The usage of
both approaches not only enriches the data collected but also allows for a symbiotic
analysis of information nullifying any bias in the utilisation of a single philosophical
approach also allow comparisons of findings and ultimately triangulation (Easterby-

Smith et al., 2002; Todd, 1979).

The interpretivist paradigm draws purely on a qualitative methodology, which provides
the variety, depth of data required and understanding the phenomena within their
context (Gummesson, 2005). In contrast, positivist and quantitative approaches, aim to
test theories and generate hypothesis, which can be simply be tested by direct

observation (Bryman & Bell, 2007).

The research is based on a linguistic and educational approach and on the constructs
created by staff members from their individual experiences. This approach is closely
linked with the underlying theories of constructivism. One of the fundamental ideas of
constructivism is that each person creates a view of the world based on their own
experiences and then uses these constructs to interpret and anticipate their own world.
It is this possibility of changing personal constructs, partly through language, that can
be seen to be fundamental to the social constructionist point of view. Different persons
may bring different conceptual frameworks to a situation based on their experiences,

and this will influence what they perceive in a particular situation. According to
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interpretivists’ philosophical perspective, we construct reality in record with the
concepts most appropriate to our personal experiences. Therefore, the researcher must
understand the realities from the perspectives of the participants. This allows the
researcher to see the world through the eyes of the participants. However, if tﬁe power
is viewed by the research as a socially constructed concept between individuals,
interviews can be chosen to analyse appropriate members of staff to obtain deep and
rich understanding of social linguistics in schools and local authorities. Lincoln and
Guba (2000) made the following distinctions between positivist and naturalist inquiries

(see table 3.1 below)

Table 3.1 Positivist and Naturalist Approaches to Research
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3.8  Epistemology alongside Philosophical Selection

3.8.1 Epistemology Assumption

Epistemology considers views about the most appropriate ways of enquiring into the
nature of the world and ‘what is knowledge and what are the sources and limits of
knowledge’ (Easterby-Smith, et al., 2008). Blaikie (1993) describes epistemology as the
theory or science of the method or grounds of knowledge expanding this into a set of
assumptions about the ways in which to gain knowledge of reality, how what exists may
be known, what can be known, and what criteria must be satisfied in order to be
described as knowledge. Epistemology is the philosophy of knowledge or how
individuals come to know the reality while methodology identifies the particular
practices used to attain knowledge of it (Saunders et al., 2007) The epistemological
interpretation of the researcher influences his/her decision in embracing either a
‘resources’ or ‘feelings’ perspective. Hatch and Cunliffe (2006) summarise
epistemology as ‘knowing how you can know’ and expand this by asking how is
knowledge generated, what criteria discriminate good knowledge from bad knowledge,
and how should reality be represented or described. Eriksson and Kovalainen (2008)
describe an objective epistemology as presuming that a world exists that is external and
theory neutral, whereas within a subjective epistemological view, there is no access to
the external world beyond our own observations, and interpretations are possible.
Saunders, et al., (2007) argue that data collected from objects that exist separate to the
researcher (an external reality) is less open to bias and therefore more objective,
(positivist philosophy) and that if social phenomena are studied, these must be presented

using statistical, quantifiable and testable techniques. Subjective epistemological views

80



are more involved with the qualitative, narrative and social phenomena, which is

intrinsically concerned with feelings and attitudes.

The aims and objectives of this research influence the methodological selections utilised
in achieving the study goals. There is an inherent need, as a factor of considerations
related to validity and reliability of data, alongside logistical issues amongst others, for
the implementation of the pragmatic philosophical approach. According to Dobson,
(2002) the researcher’s theoretical lens is also suggested as playing an important role in
the choice of methods because the underlying belief system of the researcher largely
defines the choice of method. As such the epistemological direction and concerns of
the study are influenced by both a ‘resources and feeling’ perception on the part of the
research.  Philosophical assumptions about the nature of reality are crucial to
understanding the overall perspective from which the study is designed and carried out.
It is important to find out whether the research will test an existing hypothesis or
whether it will construct a theory or both after having collated evidence. Finally, one
can draw conclusions as to which strategy to implement with the ultimate goal of
producing the type of knowledge that is required. The warranted usage of both
qualitative and quantitative methodologies by which to obtain accurate, valid and
generalisable research findings and results indicates an epistemological position that

3

advocates objective ¢ resource’ perceptions alongside ‘ feelings® based approaches.
Indeed Guba and Lincoln (1994) assert a focus upon methodological selections that fit

the needs of the research and its questions rather than being overly influenced by

research paradigms.

81



3.8.2 Ontological Assumption

Ontology is concerned with the nature of reality and questions the researcher’s position
and assumptions that form their = worldview and commitment to particular views
(Saunders, at el., 2007). Denzin and Lincoln (2005:183) view ontology as questioning
the “nature of reality and nature of the human being in the world.” Bryman and Bell
(2007) discuss the existence of two major branches of ontological considerations

objectivism and constructivism.

From an objectivism perspective, social entities are an external and have their existence
that is independent of social actors. This perspective presumes the social world exists
objectively and externally and the relationship between the researcher and participants
must be objective. The knowledge is valid only if it is based on observations of this
external reality and that theoretical models can be developed that are generalisable, and
can explain cause and effect relationships which lend themselves to predicting
outcomes. The available research methods involved with a positivist approach enable
analysis of causality (Bryman and Carmer, 1994; Morrison, 2002). In contrast,
constructivism or subjectivism, as described by Saunders et al. (2007), asserts that
social phenomena exists and is accomplished by social actors (Bryman and Bell, 2007).
This stance excludes unobservable human experiences or feelings from social

knowledge as these are subjective.

Bryman and Bell, (2007) indicate the objectivism position to reflect research into
organisations, as structures within institutions have set configurations independent of

the employees or individuals as social actors. As this research focuses on staff members
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of schools and stakeholders’ strategy, an objectivist ontological approach would reflect
the position of staff members at schools and local authorities as social actors outside of
changes in structure phenomena. The variables of policy, power and identity are a set
of variables that can be experienced differently according to the perspectives of
stakeholders. Within school sites, differing perspectives are most clearly articulated in
the views of teachers and those of students. They are evidenced in how schools
externalize practices reflecting institutional ethos, which in turn may reflect wider
societal ways of thinking. Similarly, constructivism would view organisations as
interlinked and related to individuals and employees with both structure and social
actors interacting to create phenomena (Bryman and Bell, 2007). So, educational
researchers should go about determining the changing natures of identities, how these
multiple identities influence teaching and learning, and how one might go about the
power and policy of determining the factors which contribute to a formation of cultural
identities. The development of a conceptual framework to orient the research of
multiple identities must explore how actors’ attitudes, values and practices influence the
ways in which children define and reinterpret themselves as social beings and learners.
Such a framework should also acknowledge to wider societal issues of power and

national curriculum.

Thus, there is a necessity to reflect clearly upon an educational researcher’s ontological

and epistemological perspective and to reflect upon the ways in which these may inform

development of appropriate research paradigms
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3.9  Suitability for this Study

Considering the research aims and objectives and the nature of this research, this
research is aiming to develop a conceptual framework model of empower in schools and
local authorities. This study here aims to examine to what extent schools are prepared

to accommodate linguistic diverse children in mainstream classrooms.

The approach is predominantly positivistic, additionally since structure is quantifiable in
nature, utilising a quantitative approach to the research may also be pertinent. The
focus of the research question requires statistical testing to identify causes and causality
of the effects of environmental factors on the structure of schools and mainstream
classrooms. A positivist approach is adopted, using a large-scale survey as the primary

data collection tool.

Interpretivist approaches may give more depth to the study of power, so the qualitative
based research requires subjective views, such as perceptions of staff member
experiences to get greater depth and understanding of issues. The phenomenological
approach claims that reality is socially constructed through the different meanings that
people place upon their experience (Burrell and Morgan, 1979) and individuals frame
and construct the significance of actions, concepts and facts in ways that are always
context specific (Smiricich, 1985). Subjectivists claim that human behaviour can only
be understood in terms of meaning and not in the causal relationships of natural
sciences. The researcher should gain understanding of the meanings and the ways in
which the members of society shape and create their social roles through their

subjective interpretation. An interpretivist approach to the research study, undertaking
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research from a qualitative aspect, collecting and reviewing related data will be applied.
The nature of interpretivism is to examine data that deals with understanding more

complex information where numerical values and true understanding are not quantified

(Sechrest and Sidani, 1993).

This objective view of reality emphasises the importance of studying the nature of
relationships among the elements constituting that structure.  Knowledge of
organisation from this point of view implies a need to understand and map out the
casual (Morgan, 1998). Positivists seek to explain and predict what happens in the
social world by searching for regularities and casual relationships between its elements.
The positivist believes that research is neutral and universal laws govern social
behaviour and treat knowledge as objective which researchers simply discover
knowledge. Researchers have access to methods and techniques which enable them to
answer their questions precisely and systematically and theoretically. Research
methods such as surveys and questionnaires are used to investigate a wide range of
topics. The use of statistical measures of means and associations as well as the
development of measurement models is significant in this approach. Ontology views of
the positivist presumes that we live in a world of real objects and relationships that are
lawfully interrelated by a force called causation. The researcher can utilise experiments
to uncover these lawful relationships. Phenomenological approaches to research claim
that human behaviour cannot be studied by scientific means or by any research that

attempts to break down to parts and variables which can be analysed separately.

This research explores in-depth impacts of educational and cultural policy in

mainstream classrooms in Merseyside primary schools. It uses qualitative methods in an

85



investigation of services provided for schools and teachers in multilingual primary
classrooms and interviewing school staffs and local authorities’ professionals regarding
the impact of policy and services to ascertain strategies provided for schools and

stakeholder views towards government strategies and services.

Having considered the nature of the research, the approach presented in this thesis is
exploratory, building on existing knowledge and theories, but also being receptive to
any new or as yet unthought-of relationships or phenomena. It seeks to generate the
theory to suggest possible relationships between the existing services and policy and
mainstreams diverse needs and a range of internal factors and external forces noted in
the literature. Further, though, it seeks to analyse the activities and opinions of
significant staff members in schools. The nature of quantitative methodologies, which
focus on more numerical data and statistics testing, allow for issues highlighted by the
research to be examined further (Sechrest and Sidani, 1993). Moreover, this approach
would provide a means to identify statistically significant issues that may be linked to
the research study. As such whilst early stages of the research require the use of an
interpretivist approach, other stages within the course of the research will require
utilisation of a positivist approach. The need for both interpretivist and positivist
positions warrants a mixed methods approach to the research study. A mixed method
approach is provided to facilitate the development of qualitatiife means of inquiry in

cooperative education research.

A post positivist approach, marrying both qualitative and quantitative philosophical
methodologies would not only satisfy the needs of this research but further provide

additional benefits of the dual ideologies (Johnson and Onwuegbuzie 2004). This
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approach would provide the benefits of collecting more complex data from qualitative
methodologies, whilst providing a means of verification and testing via quantitative
methods. The ability of a post positivist (pragmatist) underpin to enable in depth
understanding of issues alongside the collection and statistical analysis of research data
allows for a more thorough review of the research study encompassing both qualified
and quantified data. The benefits from each method will not only enable a more reliable
and valid study but would nullify shortcomings of utilising a single paradigm (Johnson

and Onwuegbuzie, 2004).

3.10 Inductive and Deductive Paradigms

Deductive research approaches start with a theoretical framework and the formulation
of hypotheses. Deductive research approaches claim social behaviour is independent of
context and social phenomena and can be viewed objectively. Deductive research
approaches to research seek to develop theories or hypotheses and test these theories or
hypotheses through empirical observation and statistical testing. Deductive research
approaches initiate thinking about generalizations, and then proceed toward the
specifics of how to prove or implement the generalizations (Saunders et al. 2003: 86-
87). Usually, this includes an alternative hypothesis and the null hypothesis, which
result in confirmation or rejection of the null hypothesis. (Bryman, 2008) Deduction is
based on preconceptions and puts theories to the test, which means hypotheses can be
falsified and disproved. Deductive research approaches are rooted in positivist and
quantitative methods of research that claim knowledge is gained through experiences
and implemented by testing. It is essentially a set of techniques for applying theories in

the real world in order to test and assess their validity (Saunders et al., 2003).
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Considerable accurate data are often required to analyse and test large-scale phenomena
to reach a conclusion and also allows for more accurate statistical testing and

understanding of relationships between variables (Bryman and Bell, 2007).

In contrast, inductive research approaches focus on finding effects, consequences, and
theory construction by understanding the information collected rather than hypothesis
testing. Inductive research approaches are presented in the form of constructs rather
than variables. These research approaches enable research to discover issues or effects,
which they may not have had in mind when the investigation began. The research
approach is combined with a qualitative research method that cannot test hypotheses but
generates them (Bryman and Bell, 2007). This type of research approach is considered
the most appropriate for an interpretivistic research philosophy. Researchers would
observe aspects of the social world and seek to discover patterns that could be used to
explain wider principles. In addition, it is seen that there is no one reality, rather reality
is based on an individual’s perceptions and experiences (ibid). The researcher analyses
the various interpretations that actors related to a particular phenomenon based on their
experiences (Easterby-Smith et al., 2002). The approach provides a systematic set of
procedures for analyzing qualitative data that can produce reliable and valid findings

(see table 3.2 below)
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Table 3.2 Deductive and Inductive Approaches to Research

3.11 Philosophical underpinning and Paradigm usage within this Research

In order to examine which particular philosophy underpin is applicable for this research,
whether the interpretivist or positivist approaches, the research requires examining the
limitations and restraints to gain accurate data and reliable results. Positivist research
approaches are concerned with uncovering facts using experimental or survey methods.
It is referred to as quantitative, objectivist, experimentalist or scientific research and the
emphasis is on empirical scientific and statistical testing. Phenomenology is also
referred to as subjectivist or qualitative research, which provides in depth understanding
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and theory building based on results or findings. Using pragmatist philosophical
underpin clearly examines the benefits of each of the approaches. A post positivist
approach enables the researcher to collect and analyse data with quantitative research
methods which can emphasise structured statistical relationship testing and qualitative
research methods, which provide a deeper understanding of data. Having applied both
an inductive and deductive research approaches the outcomes will form a specific
hypothesis and building of theory that can be tested deductively. The usage of both
inductive and deductive research approaches are essential for understanding social
phenomena and integrating empirical findings through a framework which takes
account of “social structure, individual disposition, and action within social practice”

(Nash, 2002:397).

This research combines a mix of inductive and deductive research approaches. Using
inductive research approaches increases understanding of the research topic which can
lead to more detailed inductive research, which is beneficial for later stages of the
research. Inductive approaches for this research provides the opportunity to review
secondary data resources and allow for a wider examination of issues potentially
affecting the research area. The approaches also enable the researcher to develop
hypotheses and theories that were to be tested via deductive methodology, and in depth
understanding of issues, identification of themes that can be analysed further through a
more deductive research approach. The combination of the empirical findings through
theoretical explanations will increase reliability of data and the accuracy of research
findings and the level of confidence that can be invested in them. The issue of validity
was addressed in this research by eliciting the views from two different perspectives;

members of staff and policy makers and by using more than one method of data
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collection through combining qualitative and quantitative approaches to ensure the
research had integrity and adequately measured what it was intended to measure. Local
authorities may feel they offer a good service to schools and, whilst teachers may view
their roles and level of service in a completely different light. The collection of
information from both groups by using questionnaire and interview allowed the
researcher to use a triangulation, to cancel out the limitations of one method by the use

of another in order to cross check the findings, these results in more reliable findings.

3.12 Research Approaches Qualitative and Quantitative Approaches

3.12.1 Qualitative Approach

Research methods refer to the way and manner that researchers can deal with research.
Qualitative research relies on meaning and concepts, contexts, description, setting, but
quantitative relies on measurement, and figures. Qualitative approaches to research are
seen as methods seeking better understanding of some particular, natural phenomenon.
Qualitative research by its nature is more dependent upon researchers, subject
interpretation. It  requires seeing and hearing and perhaps touching the experience
activities in natural environments. Qualitative research reports tend to have a rich
description of phenomena. Qualitative, inductive inquiry aims at understanding
phenomena in uncontrolled, natural contexts from different analytical disciplines and
perspectives.  This type of research is solely exploratory and inductive and no
quantitative data are used to prove or disprove theories or hypotheses. Constant
comparisons are usually used in order to understand the specific populations or
situations being studied (Guba and Lincoln, 1994; Denzin, Lincoln, 2000). Qualitative

research is based on different assumptions, encompassing a wide range of
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methodologies underpinned by multiple paradigms. This research usually begins with
open-ended observation and analysis, most often looking for patterns and processes that
explain "how and why" questions. This research contains descriptive data in form of
words or pictures, written document, personal interview rather than numbers and it is
concerned with process rather than outcomes. The qualitative approach tends to
emphasise the dynamic, holistic and individual aspects of human experience. Miles and
Huberman (1994) have summarised the strengths of qualitative data in terms of realism,
richness and a longitudinal perspective, locating the meaning of experience within their
context which is crucial in seeking to explain phenomena and to generate theory.
Denzin and Lincoln (1994) argue that qualitative research emphasises processes,
meanings, and stressing the socially constructed nature of reality and the relationship
between the researcher and participants. Qualitative research methodologies are widely
advocated within the social sciences (interpretivist) and these include a wide range of
philosophies, approaches and research methods (Cohen and Manion, 1994; and Lincoln,
1994). The close relationship between subjects and researchers in qualitative research
may be seen as an advantage, encouraging honest responses and increasing the external
validity of the findings. To summarise the above discussion, qualitative approaches,
unlike quantitative approaches, explore human behaviour and actions and the researcher
utilises a range of techniques to record experiences, describe or eéxplain participants’
thoughts and to understand complex phenomena (Creswell, 2007). Qualitative research
is used to uncover and understand thoughts and opinions thus providing a basis for

further decision making.
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3.12.2 Coding

Coding is one of the significant steps taken during analysis in order to organise and
make sense of textual data. Qualitative researchers attempt to gain a deeper
understanding of what they have studied to refine their interpretations. By analysing
qualitative data, researchers try to determine the categories, relationships and
assumptions that inform the participants’ view of the world in general and of the topic
in particular. Coding the data has an important role in analysis. The researchers are
making decisions about how to organise the data in ways which are useful for the
analysis and fit into the wider analytic context (Dey, 1993). Codes are labels for units
of meaning to the descriptive or inferential information collected during the research
(ibid). Codes are attached to different sized words, phrases, sentences or whole
paragraphs connected or unconnected to a specific setting (Miles and Huberman, 1994).
Data displays in form of matrices, graphs, and charts illustrating the patterns. Patterns
and explanations of findings are developed by checking the data, and forming a new
matrix. It is through such process that the validity of the data is established and the

meanings of findings emerge.

Gibbs, (2002) highlights a number of structured analytical processes in examining
qualitative research. The ‘grounded’ approach pre-empts this and was originally
advocated by Glaser and Strauss (1967). Coding which allows the researchers to
communicate and connect with the data, to facilitate the comprehension of the emerging
phenomena and to generate theory grounded in the data (Glaser and Strauss, 1967). The
researcher seeks to make decisions on how to code the categories, group, and organize

them based upon previous knowledge theory so that the conclusions can be reasonably
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drawn and verified (Gibbs, 2002). Seidel and Kelle (1995) view the role of coding as
noticing relevant phenomena; collecting and analysing those phenomena in order to find
commonalities, differences, patterns and structures. Coding schemes help researchers to
ask questions, to compare across data, to change or make a hierarchical order of them.
One of the key aspects of qualitative research is to undertake a structured approach to
ensure accurate data analysis. As Miles and Huberman (1994) illustrate, the coding of
data leads to new ideas on what should be displayed. Electronic methods of coding data
are increasingly being used by researchers. The computer and the text analysis packages
however do not do the analysis for the researcher. The user must still create the
categories, coding, and decide what to retrieve. The development of corﬁputer software
packages to assist in the tagging and retrieval of data appears to have made the life of
the researcher relatively easy. Data analyses were tedious and frustrating in the first
project. In the second, electronic coding made the process relatively smooth, though
considerable time had to be spent initially to get acquainted with the package. The
computer also facilitated the analyses to be carried out in more depth and the reports
generated were invaluable. The package did not eliminate the need to think and
deliberate, generate codes, and reject and replace them with others that were more
illuminating and which seemed to explain each phenomenon better. Researchers have
the opportunity to play around with the data and familiarize themselves.  This
qualitative research involves a smaller sample and does not deal with large datasets; it
does not require a great deal of time for analysis as with quantitative research.
Quantitative data analysis involves long periods of time, so does the analysis of

quantitative data (Miles and Huberman 1994).
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3.12.3 Interview Survey

Kvale (1996) claims that the qualitative research interview attempts

“....to understand the world from the subjects’ points of view, to unfold the
meaning of peoples’ experiences, to uncover their lived world” (1996: 1).
Further, qualitative research interviews enable a researcher to “see the research topic

from the perspective of the interviewee” (King, 2004: 11).

Significantly, interviewing is a particular means of collecting data when the research
design involves an analysis of people’s opinions and the research process will simply
need enough data to explore and document within an interpretivist framework (Travers,
2001; Keats, 2000). Bryman and Bell (2007) discuss that interviews can be conducted in
three forms. Structﬁred interviews have a set of predefined questions using highly
structured and set list of questions in the same order for all respondents. Structured
interviews are similar to surveys except that they are administered orally rather than in
writing. Semi-structured interviews provide opportunities to explore interviewees’ ideas
and perceptions of the key themes of the conceptual model whilst allowing exploration
of emerging themes not previously considered in the conceptual model, therefore adding
significance to the data. The interviewee will be more freely expressed and the format
of the interview is more flexible (Saunders et al., 2007). The semi-structured interview,
using similar questions for each interviewee, as it is an appropriate level of structure to
ensure cross-case compatibility (Bryman & Bell, 2007). Using semi-structured
interviews allows for comparisons between the individual participants. The unstructured
interview technique was developed in the disciplines of sociology as a method to elicit

people’s social realities. Unstructured interviews are a way to understand the complex
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behaviour of people without imposing any a priori categorization, which might limit the
field of inquiry (Saunders, at al. 2007). Unstructured interviews start without detailed
knowledge and preparation, aiming to achieve deep insights into people’s lives. The

researcher’s control over the conversation is intended to be minimal (Patton, 2002).

Interviews can be undertaken in face-to-face methods or by telephone interviewing.
The advantages of telephone interviewing are mainly attributed to its low cost and
ability to interview hard to reach participants (Dillman, 2000; Groves,. 1989). In the
telephone interviewing, the interviewees cannot physically see the presence of the
interviewer that makes the response task more challenging. Face-to-face interviews
provide greater flexibility and can accommodate more complexity further allowing
recording of non verbal actions or gestures as data and respondents are more likely to
give biased answers when an interviewer is present (Saunders, et al., 2007). In face-to-
face settings it is easier for the respondent to understand questions. Nonetheless
telephone interviews are increasingly viewed as a worthwhile and viable alternative to

face-to-face approaches.

3.12.4 Grounded Theory

Grounded theory emerged from the generation of theory from the data of sdcial research
(Glaser and Strauss, 1967) and, therefore has a sociological perspective. The emphasis
of grounded theory is on theories and hypotheses emerging from the raw data and then
being verified or modified in the light of further data collection. Bryman and Bell
(2007) highlight that grounded theory is the most common types of data collected in

qualitative research and generation of theory is a key feature of qualitative research
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(Gummesson, 2005). The nature of grounded theory shows that original theory
generated from the data or existing theories elaborated and modified as incoming data is
analysed; and relevant pervious research findings can also be incorporated into the
theory (Strauss and Corbin, 1994). Hence, grbunded theory ensures that this theorising
will not just be grounded in the data but will be tested in order to support or disprove
the hypotheses generated. It also allows examination of current issues together with the

discovery of new concepts, reliability identified through rigorous research.

3.12.5 Quantitative Approach

The quantitative approach to research is described as being scientific. Quantitative
research begins with pre-specified objectives focused on the formation of theories and
testing preconceived outcomes. This research approach is explaining the relationship
between phenomena (Saunders, at el. 2007). This approach facilitates the collection and
analysis of data in numerical form and usually involves large-scale studies with
representative sample. Quantitative research requires distancing from the object of
study, describing, and counting analysis of numerical data that can be acted upon away
from their sources. Quantitative research reports include statistical analysis and rely on
the collection of numerical data, which is then subjected to analysis, usually using
mathematical or statistical routines rather than the rich textual descriptive treatment of
the subject (Creswell, 2008). Quantitative approaches, aim to test theories specified at
the start of a study (Bryman & Bell, 2007). Furthermore, generalising is a common aim

with quantitative research through statistical sampling.
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Quantitative research provides brief presentation of distributions, tables, graphs and
formula driven findings to describe or by comparing relationships between and among a
carefully defined a set of variables. Experimental research, which attempts to explore
cause and effect relationships where causes can be manipulated produce different kind
of effects. They rely on mostly quantitative data such as test scores, opinion surveys
and measures of performances survey research. Quantitative research is used to measure
and predict, leading to a final course of action. This research approach is linked with
natural sciences (positivist) and is used to examine cause and effect relationships, using
~ deductive processes (Cohen and Manion, 1994) therefore findings can be used to

provide explanations and predictions which can be generalised to other populations.

In summary, the quantitative research approaches aim to summarise information,
discover and measure relations among variables and to make predictions. In this
research, elements would allow the researcher to pose a broad range of questions to a
relatively large sample of members of staff in mainstream primary schools in an attempt
to start uncovering stigma and to facilitate choosing the participants for the follow up
in-depth, semi-structured interviews. The qualitative element would then enable detailed
descriptive information, capturing the richness of a small sample of mainstream staffs’
experiences and their views and beliefs regarding mainstream curriculum and EAL
pupils and resources available in schools. It is evidence, therefore, that both quahtitative
and qualitative approaches are the most appropriate to the context and aim of this study,
which require the description of staff members’ experiences of attitudes and perception

towards cultural linguistic diversity in mainstream classrooms.
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As previously stated, there is a range of distinct research approaches associated with
qualitative research. Ethnography, grounded theory and phenomenology are example of
qualitative research approaches which are exploratory in nature and these are therefore
considered in relation to this study, summarised and applied to the requirements of this

research enquiry.

3.12.6 Data Types within a Questionnaire Instrument

A questionnaire involves asking a large number of people a series of questions, which
are presented and answered on a form. Questionnaires and surveys are structured ways
of collecting data from a population or a sample of a population. Questions structured in
questionnaires can be closed or open ended. Questions with closed response categories
are more easily quantified. Categorizing the responses of open-ended questions may
require use of content analysis. Bryman and Bell (2007) argue that one of fundamental
issues within quantitative data analysis knows which types of data can be used in
relation to particular levels of measurement. In quantitative data analysis data types
provide a means to categorise different values into groupings thereby allowing clear
identification of available statistical tests. There are three major data types that enable
researchers to design accurate and clear questionnaire/survey and also collect
appropriate data for need of the research and statistical tests (Field, 2005). Therefore, in
order for the analyst to carry out statistical tests, appropriate data types need including
and should be collected within a survey. These types of data are nominal, ordinal and

scale (covering both intervals, ratio scales).

Nominal data is also known as the categorical variable. This type of data identifies
characteristics of participants and gives information about the respondents’ basic data,
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i.e. demographic variables that they have no numeric value (Bryman and Cramer, 2001).
It is the most basic level of measurement, which asks participants to categorise
themselves or their organisations using questions about the respondent’s organisation
gender, ethnicity size and type etc. Thus, measurement of a variable involves merely

categorization and it is a weak measurement in statistics.

Ordinal data is also named as rank data. Ordinal data shows a particular item’s position
relative to other items, such as first, second, third and so on. The ordinal scale doesn’t
specify the distance between each item. Distances between attributes are not equal and
have no meaning beyond just indicating a more or less relationship between categories
(Oppenheim, 2000; De Vaus, 2002). A common ranking scale is the 1-10 scale. While
a larger number of ranks yield richer data, both the reliability and usefulness of the data
can suffer if too many ranks are used. For these and other reasons, ranking questions are

often considered unreliable by many statisticians.

Scale data divided into two groupings interval and ratio. Interval scales measure the
subjective characteristics of respondents. This scale enables respondents to rate on their
options where the distance between the categories is equal (Burns & Bush 2002;
Kinnear et al. 1993; Bryman and Bell, 2007). Interval data attempts to gather evaluative
information from respondents whilst request the respondents to state to what extent they
agreed or disagreed with a range of statements. There are usually five or seven possible
responses. Since it is easier to analyse data in numerical form (Bryman and Bell, 2007)

each question was allocated a number, ranging from 1 to 5 or 1 to 7.
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Ratio data while has similar characteristics, it differs with its fixed Zero point (ibid).
Ratio data can exist as either count variables, which dictate usage of whole number,
therefore take on only a specific set of values whereas continuous forms indicate how

much and therefore can have any value within a given range to include decimals.

Questionnaires are administered to persons over the phone or mailed out or distributed
by other means, in this case they are self-administered by the respondent.
Questionnaires and surveys usually gather descriptive and normative data, though they
can gather cause-and-effect data. Generally, they are useful for validating a grounded
theory and are not good for exploring new ideas. Other methods should be used when
the identification and location of knowledgeable respondents is difficult or if literacy or
language barriers exist. The objective of surveys is to collect a limited amount of
focused information from a sample of individuals. Up to a point, the larger the sample,
the more valid the data. Bryman and Bell (2007) show major data types that exist within

quantitative data collection and analysis.

Techniques in designing questionnaires/surveys usually include an introductory
statement with the survey which briefly summarizes the survey's purpose, motivates
respondents to participate, and addresses confidentiality. Clear guideline for
completing the survey which address how answers should be indicated, how to deal
with items which are not applicable, and what to do with the completed survey is
commonly provided. Refining the questions, being sure that each question is relevant
to the evaluation issue under study targeted to respondents most likely to give
meaningful answers answerable without placing undue burden on the respondent has a

good probability of contributing useful information to the evaluation report. Assessing
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the appropriateness of the language used in each question. T to ensure that questions are

clear and can be properly answered is desirable.

3.13  Post positivism and a Mixed Method Approach

This section presents mix methods research as the third research paradigm, which
emphasises on the usage of quantitative and qualitative methodologies in such a way to
strengths and minimise the weakness of both in single research studies. This approach
to research entails the application of two or more sources of data or research methods to
the investigation of a research questions (Creswell, 2008; Bryman and Bell 2007;
Saunders et al. 2007). A mixed methodology is simply a methodology with methods
that use both quantitative data which data is in numerical form, often derived from
questionnaires and structured interviews and qualitative data, which is based on
descriptive data from observation or unstructured interviews (Jones, 2004; Creswell,
2008). Using both quantitative and qualitative data, and both types of data together can
provide a better understanding of the research problem than either type of data alone
(Creswell, 2005). The rationale for mixed methodology research is that if findings
deriving from a single research method and as such are vulnerable to the accusation that
any findings deriving from such a study may lead to incorrect inferences and

conclusions.

Sechrest and Sidani (1995) point out those both quantitative and qualitative methods
describe their data, construct explanatory arguments from their data, and are speculative
about why the outcomes they observed happened as they did. This research inquiry

includes the use of induction, which focuses on discovery, exploration, and theory or
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hypothesis generation as the primary instrument of data collection. Deduction focuses
on confirmation, theory/hypothesis testing, explanation, prediction, data collection, and
statistical analysis to uncover and rely on the best of a set of explanations for
understanding one’s results (Waal, 2001). Mixed methods research also is an attempt to
legitimate the use of multiple approaches in answering research questions, rather than

restricting or constraining researchers’ choices (Onwuegbuzie & Leech, 2004).

Using mixed methods provide the opportunity to first explore qualitative data in order to
guide the development of a quantitative survey instrument, or to identify variables in
order to study them in a subsequent quantitative study. Similarly, mixed methods give
the researcher opportunity to follow up a quantitative study with a qualitative one in
order to collect more detailed information that might support or extend explanations that
could be drawn from the results of statistical analyses (Creswell, 2005). Ultimately
combining these two types of data provides very "powerful" information about the
research topic at hand and provides the opportunity to develop a much more complex

picture of the phenomenon under study (Creswell, 2005).

3.14 Approaches to this Research

Both qualitative and quantitative methodologies are undertaken for this research study.
The research uses a variety of complementary research methods, which were largely
qualitative through review of the literature and examination of documentary evidence
relating to the social linguistic and cultural needs of LMC in mainstream classrooms
and semi structured interviews with teachers (staff members in schools and at the

organisational levels local authorise and EMTAS office). This research is followed up
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with some quantitative research, questionnaire surveys to gather background evidence
of teachers’ experience and attitudes toward educational needs of LMC/EAL pupils, and
to provide additional confirmatory data allowing for triangulation of findings (Miles and

Huberman, 1994).

Qualitative desk research involves reviewing literature from different sources such as
journals textbooks and e-resources, documents, policy, OFSET, and curriculum outlines
have been used to inform the study. Secondary data was imported and coded into the
NVivo qualitative software package. Themes and issues were identified through

process of coding content analysis of documents and also from question surveys.

Quantitative questionnaire research was undertaken with staff members of schools and
local authorities. From the analysis of related literature and documents a range of
questions types were designed to form the questionnaire. A questionnaire was designed
to meet the objectives of the study and predefined conceptual framework. All the data
collected from questionnaire was kept and used the basis of the thematic analysis by
using Statistical Package for the Social Sciences (SPSS V17 &18) software for
managing and analysing social scientific data (Bryman and Cramer, 2005). The themes

and issues emerged from surveys were used as indicators for final interview stage.

Qualitative interviews were undertaken with staff member of schools (teachers, heads,
support teacher, teaching assistant) and also with local authorities and EMTAS officers.
Interviewing staffs from a wider range it allowed for reliability and accuracy of findings
across the sector for this research. Interviews were transcribed imported and coded into
NVIVO software where further findings and analysis were made. Inductive approaches

are intended to aid an understanding of meaning in complex data through the
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development of summary themes or categories from the raw data. These approaches are

evident in many qualitative data analyses.

The research also collected data from the study schools, focusing on distributing
questionnaire, interviewing staff as a model of schools which had high populations of

LMC/EAL children.

The research undertook a qualitative, quantitative and then ultimately a qualitative
approach. The research started with inductive enquiry, followed by deductive analysis
and ended with inductive analysis.  The research built on theoretical foundations
identifying issues and themes for further statistical analysis. There are eight stages in

the mixed research process, as shown in Figure 3.2 below:

Figure 3.1 Research Process
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3.15 Survey Strategy

There are a number of research methodological instruments for the collection of data.
Some of the methods are more suited to the deductive approach whilst others clearly
belong to the inductive approach. Choice of the research strategy is guided by research
questions, objectives, and philosophical underpinnings. The most prominent strategies
in educational research include survey, case study, action research and grounded
research. The approaches aim to test and verify a theory or, more accurately, to test
hypotheses derived from the existing theory. It is a common practice in social science
areas that have emphasized quantitative research which starts with a theory, deduces
hypotheses from it, and proceeds to test these hypotheses (Saunders et al., 2007; De
Vaus, 2002). Thus, a questionnaire survey was the most appropriate strategy to answer
this research question. The survey method is a data gathering strategy that can take the
form of a self-administered questionnaire or a face-to-face or telephone (including
computer-assisted telephone) structured interview. Survey strategies provide more
extensive data collection and more generalisable findings that are representative of the
whole population at a lower cost than collecting the data for the whole population and it
is a viable strategy to measure people’s attitudes. However, according to Saunders et al.,
(2007) data collected is unlikely to be as wide ranging as those collected using other
research strategies because questionnaire contains a limit to the number of questions and
also richness of the data is dependent on respondents (Saunders et al., 2007; Sekaran,
2003). Moreover, the highly structure survey with pilot testing allows more precise and
reliable data to be collected. In this study, the questionnaire survey was used to collect
the quantitative data and analysis of the findings was undertaken quantitatively using a

computerised analytical programme with a deductive approach and to evaluate the
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questionnaire for its reliability and validity using a statistical analytical procedure. In
addition the questionnaire was piloted and tested for appropriate wording and to check
whether it was meaningful to the respondents. Saunders et al., 2007; Smith, Thorpe and
Lowe, (1991) also argue that questionnaires need to be tested, in order to refine the
difficulties of answering the questionnaire, evaluate the question validity and reliability
and to ensure that the data collected could answer the research questions and to check

whether the findings appear to make sense.

Structured interviews can be applied with a survey research strategy. This strategy
enables to gather collecting qualitative data and provide a more detail understanding of
research issues (Saunders, et al., 2007). A structured questionnaire is a predetermined
set of questions designed to collect data from respondents which is administered

electronically (Hair, 2007).

The survey strategy requires the collection and examination of data through surveys and
interviews at only one time or over a period of time at set specific point undertaking
cross-sectional or longitudinal evaluation. As such, approach collect data and measure
the actions, attitudes, and characteristics of respondents at only one time, is considered
cross-sectional. Cross-sectional research involved studying groups of participants in
different age groups at the same point in time. Longitudinal research, data are collected
over period of time at set specific points measuring the value of cases on an independent
variable and a dependent variable at different times. Longitudinal research provides
more accurate results and sectional research allows safe generalisation of findings and

determination of causality (Wiersma and Jurs, 2009).
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This research utilises the foundations of survey methods and different data types for
different methods of analysis by employing questionnaire and interview survey through
cross sectional design to achieve the objectives set out. A cross-sectional study is a

powerful tool that captures data and generates theory for further research.
3.16 Case Study Strategy

There are many research strategies available for undertaking research. Yin (1994)
claims that there are five different research strategies, experiment, survey, archival
analysis, history and case study. Bryman and Brugess (1999) argue that a case study
focuses on understanding the dynamic present within single setting. The case study
research is an empirical inquiry that investigates a contemporary phenomenon within its
real-life context and in which single or multiple sources of evidence are used (Yin,
2003). Saunders et al., (2007) define case study as a strategy for doing research which
involves an observed investigation of a particular contemporary observable fact within
its context using multiple sources of evidence. Case study method enables a researcher
to closely examine the data within a specific context. Case study strategy provides in
depth detailed information and completed picture of what happened and why, by
collecting qualitative data from multiple methods such as surveys, interviews, document

review and observation (Bryman and Bell, 2007).

The case study strategy is mostly used in explanatory and exploratory research. It has
the advantage of combining various data collection techniques critical for the collection
of reliable information. A critique of the case study method is that it involves very

limited number of individuals as the subjects of study, so it is difficult to generalize
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from one case to another. Yin, (2003) advises case study analysts to generalize findings
to theories, as a scientist generalizes from experimental results to theories and that the
study of a small number of cases can offer no grounds for establishing reliability of
findings. Case study research, allows the exploration and understanding of complex
issues. Through case study methods, a researcher is able to go beyond the quantitative
statistical results and provide holistic and in depth explanations of social and

behavioural conditions through the actor’s perspective.

In summary, case study strategies enable researchers to examine data at the micro level.
Case studies apply when a big sample population is difficult to obtain. The study
strategy presents data of real-life situations and provides better insights into the detailed
behaviours of the subjects of interest, but not able to generalise their results. Case study
method has always been criticised for its lack of rigour and the tendency for a
researcher to have a biased interpretation of the data. Grounds for establishing reliability
and generality are also subjected to scepticism when a small sampling is deployed.
Often, case study research is dismissed as useful only as an exploratory tool. Despite
these criticisms, researchers continue to deploy the case study method particularly in
studies of real-life situations governing social issues and problems. Case studies from
various disciplines and domains are widely reported in the literature. For instance, there
have been studies conducted to ascertain whether particular government programmes
were efficient or whether the goals of a particular programme were reached. In other
examples, such as in education, evaluative applications have been conducted to assess

the effectiveness of educational programmes and initiatives.
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3.17 Research Purpose

There are many practical reasons why researchers choose to engage in research and
decide upon appropriate purpose and methodology. The methodological understanding

clearly clarifies the definition of goals of this research.

There are a number of research purposes that can be applied within any research setting.
A descriptive research design is used when data are collected to describe persons;
Saunders et al (2007) examine a number of research purposes that can be applied with

any research setting.

A descriptive research details understanding and review of particular issue to provide an
accurate profile of the events. Descriptive research seeks to build upon the existing and
current body of knowledge in the different area and is qualitative in nature, aiming ‘to
provide a deeper and richer understanding of phenomena and issues viewed through a

more realistic lens.

An exploratory research involves finding out what is happening, and asking questions
and assessing phenomena in a new light and seeking to create a deeper and detailed
understanding of phenomenon. Saunders et al., (2007) argue that exploratory research
involves researching literature, interviewing the research subjects and conducting focus
groups or observation. Exploratory research in survey strategies seek to improve
familiarity within a research topic and concepts. It involves discovering new

possibilities and dimensions that exist within the research population.
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An explanatory research refers to the research where models of causal relationships
between variables exist, and to analyse why or how the phenomenon being studied is
happening. Explanatory research is seen as quantitative approach through statistical
testing and research and also can be undertaken through qualitative research. This
research provides the ability to utilise both quantitative and qualitative data aim to
understand phenomena by discovering and measuring causal relations among them

(Saunders, at el., 2007).

3.18 Research Strategy and Purpose of this Research

The examination of research strategies revealed that the most applicable approach to
this research study was through a survey strategy seeking to collect data at that point in
time utilising the available survey instruments. This research requires collecting both
qualitative and qualitative data through interview and questionnaire surveys in order to

accurately address the aims and objectives of this research.

3.19 Ethical Consideration

Within the context of any research area it is important to consider that an ethical
approach not only to data collection and analysis but also in communication of findings.
Ethics refers to the appropriateness of the researchers’ behaviour in relation to rights of
participants (Cooper and Schindler, 2008). In order to present research findings to be -
valid and disseminated into the public domain, the researcher should ensure that there is
moral and ethical responsibilities to the research and the readers have a fair and

unbiased review of findings (Bryman and Bell, 2007). Moreover, it is argued that the
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researchers have a moral and professional duty to ensure that adequate ethical values are
adhered to and that considerable measures are undertaken to minimise adverse effects to
research participants.  The ethical consideration for any research strategy should
include the privacy of participants and maintenance of confidentially and data provided
by individuals. Saunders cites privacy as the ‘cornerstone of ethical issues’. Saunders

goes further to describe the way in which

‘[...] consent, confidentiality, participant reactions [and the way youl]... use,

analyse and report your data all have the capacity to affect, or are related to

the privacy of the participants.’

(Saunders et al., 2003:131)
It is clear that there is a need to ensure that any research puts no pressure or impact upon
participants to take part in research process (Cooper and Schindler, 2008). Ethics
within any research has two main streams, the ethical approach of participants and an
ethical approach to fair and truthful communication of research findings. However,
researchers and institutions must also recognise that such freedom carries with it
significant responsibilities, including the need to ensure that research involving human
participants meets high scientific and ethical standards. It also implies duties of
honesty, integrity, objectivity, accountability and openness alongside thoughtful
inquiry, rigorous analysis, and the application of professional standards (De Vaus,
2002). Ethics issues in any research address four areas of ethical concern, namely:

protection of participants from harm (physical and psychological), prevention of

deception, protection of privacy and informed consent (Bryman and Bell, 2007).
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3.19.1 Harm, Confidentiality and Privacy, Deception and Consent Form

The first ethical principle in any research is harm to participants that involves a number
of aspects, physical and psychological harm such as the loss of confidence and stress
(Bryman and Bell, 2003; Crandall & Diener, 1978: 19; Bryman, 2008: 118). In order to
prevent harm to participants, and provoking anxiety and stress researcher should take
into account issues such as length and some of sensitive questions of questionnaire

(Saunders, et al, 2007).

The second ethical principle is that the researchers have no right to invade the privacy
of others because it may cause harm; Privacy is concerned with issues that an individual
has the right to choose whether to participate in a survey. Therefore, privacy of the
participants should be maintained by inquiring their willingness to participate in the
process. Deception and harm represent another area of ethical concern that the
researchers require to obtain greater understanding in a particular situation. Deception
occurs when researchers misrepresent the true purpose of research and try to create a
false impression by disguising the real objective of the survey in order to obtain
important information. The ethical issue in any research requires that the participant
have received enough information about the nature of the study, the risks and the
implications of participation in the survey (Bryman and Bell, 2007). This requires
informing participants about the overall purpose of the research and its main features.
Most institutions have guidelines and ethical codes for research. Consent forms vary
from institution to institution. In most circumstances, researchers must provide
participants with information about the purpose, methods, risks, inconveniences, times,

discomforts, gaining access and possible outcomes of the research. Generally
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researchers have to negotiate consent from all relevant people for all relevant matters,
and, possibly, at all relevant times and they are expected to record participants’
agreement to take part. The participants should be informed about the general nature of
the study and time and effort for researchers and participants as well as any potential
harm that the study may cause. Participants should be assured of confidentiality,
privacy, and freedom to withdraw from the study at any time. In addition, researcher
offers to the participants the opportunity to receive a report about the results and

conclusions of the research project.

The research must ensure participants that information obtained during the research
process is confidential as well as of the risks and benefits of participation. Therefore,
participants should be informed that they will not be identified individually and details
used for the purpose of this research will be regarded as highly confidential. Smith et
al., (1991) stressed that it is responsibility of the researcher to protect the confidentiality

of the details and identity of individual participants.
3.20 Validity, Reliability and Triangulation

Validity is concerned with the integrity of the conclusions that are generated in a
particular a piece of research (Bryman, 2004:28). Validity in any research is concerned
with the ability of the result and conclusions that are accurately drawn from the research
findings. Validity measures accuracy in term of the extent to which a research

conclusion corresponds with reality (Saunders, et al., 2007).

Reliability is the consistency of a measurement, or the degree to which an instrument

measures the same way under the same condition with the same subjects will produce
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the similar or identical results. In short, it is the repeatability of a measurement (Brymn

and Bell 1994; Bush, 2002).

Reliability is concerned with whether the procedures of data collection and analysis
generate the same results on other occasions or will other observation make similar
observation and arrive at the same conclusion from the raw data? (Easterby-Smith et al.,

(2002) cited in Saunders, et al., 2007:149)

Reliability and validity are conceptualized as trustworthiness, rigor and quality in
qualitative paradigm. That can be achieved by eliminating bias and increasing the
researcher’s truthfulness of a proposition about some social phenomenon using
triangulation (McMillan & Schumacher, 2006). In a related way, qualitative researchers
consider the ideas and explanations generated by other researchers studying the research

participants.

Validity namely divided into two forms internal and external validity which are both
concerned with the relationship of findings with the true nature of those findings.
Measurement validity is an assessment to determine whether the questionnaire provides
adequate converge of the survey and usefulness of the questions. Measurement validity
also assesses the quality of designed instrument to make accurate predictions through
statistical analysis and to reflect of what it intends to measure or uncover (Bryman and
Bell, 2007). Therefore, a valid questionnaire enables accurate data to be collected
(Saunders, et al., 2007). Internal validity in relation to questionnaires is the ability of
the questionnaire to measure what it intends to measure and it is concerned if a

measurement of casual relationship is reflective of the true nature of things. Therefore,
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internal validity is assessed to determine whether the questions are capable of measuring
the quality of services provided in a mainstream classrooms context. Statistical tests of
reliability were undertaken on pilot questionnaire findings to examine the validity of the
instrument in providing accurate findings. Questions were coded and entered in an
SPSS statistical program to generate data. A Cronbach Alpha reliability test on
questionnaire results provided an internally valid measurement score. Moreover
improvements undertaken on the preliminary questionnaire enabled implementation of a
tested and refined instrument. Validity of the questionnaire will be evaluated at the

findings and conclusion stage.

External validity is concerned with whether it is possible to generalise the research
findings to the wider context. Saunders, et al. (2007) emphasise that, though the
findings of the research have a wider applicability beyond the population of the sample
selected, researchers should not generalised to findings beyond the sample frame. The
questionnaire and interview phases of the research were restricted to a non probability
sampling methodology due to the non-viable approach of compiling an accurate
sampling frame. The purposive sampling methods of this research, which includes a
wider. range of respondents from different primary schools, provided responses
collected from a representative group that matched set criteria. This approach was
utilised on both questionnaire and interview phases to ensure that the data collected was
“reflective of the population and as such externally valid. Furthermore, using multiple
sources of data or mixed methodology approaches allows triangulation of data and
secure findings. Fisher, (2007) and Saunders et al., (2007) argue that a weakness in one
method can be avoided by using a second method that is strong in the area where the

first is weak. Data collected from qualitative exploratory phases facilitates quantitative
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questionnaire design stage which in turn is followed and completed by qualitative
interview surveys, enables data to be collected and verified against triangulated sources.
Qualitative research facilitates the generalisation of hypotheses and assists quantitative
measurement design, supporting the quantitative research design.  Moreover,
quantitative research and its findings reinforce structural consideration in qualitative
methods such as case selection or deeper understanding and interpretation of tested
hypotheses and results (Bryman and Bell, 2007). The usage of a mixed methodology
approach reinforces and ensures validity and reliability within the findings of the

research.

Triangulation involves the collection of data from multiples sources or methodologies to
ensure the validity of the findings and results. Within the primary research design the
researcher utilises multiple source of data where a weakness in one method can be
avoided by using a second method that is strong in the area that the first is weak (Fisher,
2007; Saunders et al., 2007). Triangulation allows interpretation of data from multiple
sources and this interpretation supports more multifaceted and contextually responsive
research findings (Cresswell, 2003; Tashakkori & Teddlie, 2003). Triangulation

entails:

“using more than one method or source of data in the study of social
phenomena” (Bryman 2004:275).
This approach engages multiple sources of data, methodologies and theoretical
perspectives to cross check findings and combines different methods of data collection
such as interviews, questionnaire and documents in order to achieve more valid, reliable

and diverse construction of realities (ibid). This technique described by McMillan &

117



Schumacher (2006) as strategies for enhancing validity. Creswell (2003) also argues
that to triangulate allows using different data sources and examining evidence from the
different sources to build a coherent justification for themes. To improve the analysis
and understanding of construction of others, triangulation is a step taken by researchers
to involve several investigators or researchers’ interpretation of the data at different

times or locations.

Within this broad idea, there are four different forms of triangulation which are research
triangulation, data triangulation, methods triangulation and theory triangulation.
Research triangulation involves comparing the results and interpretations of different
researcher on a similar topic to verify similarity in findings. Data triangulation focuses
on validity of data collected and its accuracy through collecting cross sectional and from
different sources. Methodological triangulation involves conducting research on similar
topics, combing different methods. Theoretical triangulation reviews the application of

theory from a different discipline (Easterby-Smith et al. 2004; Hair at al., 2007).

This research employs triangulation methods to ensure accuracy of results and findings
based on collection and analysis of data through mixed methodological approaches. In
line with the philosophical and methodological approaches, triangulation exists as a
product of the need to utilise mixed methodological approaches in this research.
Bryman (2007) adds that mixed methods allow examination of complex research
problems needing attention to examine changes in professional practice and furthermore
it contributes to the rigor of research and its application. In this research, combing

qualitative and quantitative approaches provided a “sum greater than its parts” (Bryman,
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2007:8). This allows for responses to the research questions of the study (Morgan,

2007), and provides directions for further studies on educational programmes.

3.21 Overview of Research Methodology

This research applied a variety of research instruments to collect relevant data. The
research questions are developed to address the purpose of the study and each question
dealt with a specific theme of the study. The research questions helped frame the
research activities and inform the development of the data collection instruments. The
study relies on both quantitative study with statistically validated numerical data, and
qualitative study with empirical validation process supported by evidence from
literature and grounded in the practical application and careful interpretatic;n of in-depth
interviews. This involved searching relevant databases and documentary review to
evaluate language policy documents to provide information on language theories,
policy, planning and implementation and the range of practical and professional support
for schools in two Merseyside local authorities, Liverpool and Knowsley.

Questionnaire surveys were used in this study to capture staff members’ perceptions and
views regarding language policy implementation, challenges, resources and funding in
the schools.

Interviews were conducted with staff in schools and relevant education stakeholders for
the purpose of capturing information on their views and perceptions regarding the
concept of bilingual education and needs of language minority children in mainstream
primary classrooms as well as their understanding of the current policy and
implementation. The next chapter describes the methods used to collect data in this
study and explains their appropriateness to the exploration of the research questions (see

figure 3.3 below).
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CHAPTER FOUR

METHODS

4.1 Introduction

This chapter presents the description of the research method to be used, a description of
the respondents, the qualitative evaluation, the quantitative instruments to be used, the

procedures and statistical treatment utilized in analyzing the data that will be gathered.

This chapter presents the different stages and the methodology approaches employed in
this research in relation to the design, distribution, ethical issue and data analysis
process to answer and show how all of the major parts of the research evolve together to
address the proposed research questions. It includes description of the research context,
target subjects, sampling process, data collection procedures, and participants as well as
research assumptions. It details the usage of exploratory research (searching the related
topic literature, white papers, reports, conferences (qualitative), quantitative
(questionnaire) and qualitative methods (interviews) that were undertaken to fulfil the
needs of this study. Additionally, the chapter documents questionnaire design,
procedures and distribution, issues related to interviewing respondents, research design
issues of piloting, sampling, instrument development and ethical considerations. The

objectives of this chapter are to:

- Outline the procedures followed for piloting and sampling
- Discuss the ethical implications

- Details the analysis procedures undertaken in this research
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4.2  Overviews of Stages of this Research

42.1 Phasel

The development of ideas and global hypotheses for research questions together with a
review of the literature was undertaken for this phase, thus enabling a more detailed
understanding of the research subject and its implications of guidelines for best practice
in mainstream classrooms. This phase investigated the nature and impact of national
and local policy on teaching in schools. The focus was particularly the significant
factors that influence and facilitate teachers’ ability and incorporate it in their teaching
in mainstream classrooms. This phase discusses the research limitations, scope of
research and accessibility of participant. During this phase a number of language
courses both in the form of theoretical classes and workshop were undertaken together

with practical exercises with other university staff in related subjects.

4.2.2 Phase?2

The method evolved during the initial research. Investigation of the literature was
examined and developed in order to ensure an appropriate methodological approach had
been applied. The literature on research methods theories enlightened my understanding
of practical and effective methods for researching. Theories of research methods were
examined to employ the possible survey approaches to mixed methods of data
collection in this research. Furthermore, in regards to permission, to undertake research,
the participating schools, ethical and confidentiality issues, informed consent and
security of data were considered in this phase with suitable methods explored and

employed. Identification and initial contact with key stakeholders has been made,
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including local authorities and EMTAS (Ethnic Minority and Traveller Achievement
Service) and academic and practitioners who had researched the area of the needs of
minority language children ethical issues, informed consent and security of data were

considered in this phase.

The initial research activity reviewed the literature and developed research questions.
The literature review gathered from journals, abstracts, relevant book sections, and
references from articles across the related field. Critical reviews and analyses were
drawn from the literature as a starting point to highlight the issues which schools
identified in mainstream primary classroom. Each school was identified and evaluated
for their suitability and applicability for this research. A critique of the sample also
provided a literature basis for specifying criteria for developing the research

instruments.

The researcher undertook a range of different training courses and attended conferences
in bilingualism, cultural diversity, mainstreaming and a number of research methods
training courses, in order to better prepare for the purposes of mixed methodological

approaches to the study.

A methodology review was conducted across the quantitative and qualitative research
literature, starting with post positivist studies (Saunders,et al., 2007) and quantitative
and qualitative research and evaluation (Denzin and Lincoln, 1994). The methods were
investigated and documented. The selection criteria for samples were determined from
relevant literature. Forty schools were reviewed for their fit against the specified criteria

but only twenty schools were selected based on those criteria.
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In both the initial and final reviews of literature, across disciplines, several research
reports were used as supplementary models and theoretical guidance. The initial
research questions were drawn from exploring the extant literature on language minority
children and mainstream classroom, bilingual children and educational policy
throughout these literatures. Three questions were developed and reviewed for
applicability, unbiased presentation and this framework, with the research questions,
was used in preparing the questionnaire and interview questions. This phase constituted
the exploratory research stage where a review of numerous secondary literature sources
was undertaken, a subsequent analysis conducted through use of the NVIVO qualitative

software package, and findings were incorporated in the design of stage 2 of the study.
43  Stage2
4.3.1 Phase3

The researcher undertook the design of an initial questionnaire and a guide was
designed, this was subsequently reviewed by the director of studies. The pilot survey
was necessary for adequate questionnaire coverage, and to ensure clarity of the
questions before being used consistently with all participants. The pilot survey was
completed and results were analysed. Reliability tests were undertaken to ensure
validity and coherence of data. The researcher also considered required action- in
relation to research population, sampling methodology and questionnaire delivery and
distribution. The questionnaire was administered both (electronic and hardcopy) to
sampled participants and collected responses were imported into the SPSS quantitative
software package to be analysed. The procedure extended to second and third mailings
of the questionnaire to ensure a better response rate. During this phase the review of

questionnaire findings were undertaken and statistical analysis applied to identify the
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themes and key issues emerged during this process. The pilot survey was undertaken to

ensure clarity of the questions.

Statistical tests were undertaken after ensuring reliability and also examining the
perception and response of primary schools staff in Merseyside. The results of these
statistical tests were incorporated into stage 3 of the research (see appendix 2 for the

Questionnaire guide).

4.3.2 Phased

Phase 4&5 of the research involved interviews and observations with teachers to
explore greater depth issues and facilitate interpretation of the quantitative results
obtained in the survey and to address research questions, supported by the literature.
Furthermore, added depth was facilitated for these results by capturing the richness of a
small sample of mainstream staffs’ experiences and their views and beliefs regarding
mainstream curriculum and LMC/EAL pupils and resources available in schools. In
this phase interviews were developed from the combined initial research, using the
research questions developed in the literature review and the themes emerged from
surveys. This phase involved identifying categories and the subsequent linking of these
categories into themes and concepts. Data collected from observation and semi
structured interviewed transcribed and transcribed into NVIVO software in order to
enable semi-inductive coding of data and to examine current issues. Furthermore,
emergent themes and relationships among data and models were developed and

documented. Interviews following the questionnaire were used to clarify and fill in
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unanswered questions and understanding gaps from the completed questionnaire (see

appendix 2 for the interview guide).

To achieve the aims and objectives of the research, semi-structured interviews were
undertaken with staff in the selected schools and key stakeholders view collated in order
to address specific issues raised from the original survey and to provide qualitative data

to support the quantitative data from phase 3.

4.3.3 Phase5

Phase 6 of the research collected data from both surveys and interviews which was to
serve as a source of triangulation against which survey outcomes could be considered in
search of possible explanations for different positions taken by respondents to the
survey. The research drew together two approaches of the quantitative and qualitative
research methods to explore the data in depth, to support theory development from the
data collection, to triangulate methdds and strengthén the interpretations. Each of the
techniques employed in the research method are described to order to explain their
purpose and application to the study. A theoretical model was developed using prior

research and literature.
4.3.4 Phase6

Phase 7 of the research was involved in combining research finding and results into a

writing up stage.
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44  Research Design

This research is designed based on collecting both quantitative and qualitative data that
directly address the questions how schools are prepared to be respond to academic
achievement of LMC/EAL in mainstream primary classrooms. The study sought to
present a sociolinguistic analysis of the current language in education policy
implementation in Merseyside primary schools. The collected data was designed in
form of a self-administered questionnaire, a semi structured interview to explore the
impact of policy and curriculum in mainstream classroom from perspectives and
experiences of teachers, head teachers, supply teachers, teaching assistants and local
authorities EAL coordinator. In this process of data collection, the initial contact was to
seek permission from the head of children services of local authorities, followed by
getting permission from head teachers in order to access schools and members of staff.
When all of these parties have agreed to a collaborative research plan, the researcher
began collecting data in the selected primary schools. One of the major benefits of
mixed-methods research is that it can provide a better understanding of the research
problem and capitalize on the strengths of both quantitative and qualitative research
(Creswell, 2005). In a similar way, the quantitative data here yielded information that
was analyzed statistically to offer useful information to describe a large number of
people. Combining these two types of data provided very "powerful" information about
the study topic that gave the researcher an opportunity to develop a much more complex

picture of the phenomenon under study (ibid).
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4.4.1 Design of the Instrument

In order to get data for this research which focuses on language policy, implementation
and concept of bilingual education and mainstreaming in Merseyside primary schools,
three research methods were applied. The combination of different methods enabled the
researcher to collect relevant and unbiased data, provide cross data validity checks of
the study as outlined by Patton, 1990.

4.4.2 Exploratory Research Stage

The first stage of research was involved in collecting data about language diversity and
mainstreaming in primary schools through different available secondary sources.
Reviewing secondary data allowed researcher to use existing data collected for the
purposes of a prior Study. Secondary source data provided initial insight into the
research problems that has already been carried out by primary researchers in order to
verify, extend, and elaborate or analyse the data from an entirely different perspective.
The secondary data also provided richer sources of data for further exploration as
explained in philosophical underpin section of the research. The stage focused on
obtaining relevant documents from the government and its departments and the schools,
which had a link»on the language policy and mainstreaming. The secondary sources
weré undertaken from previous research reports, newspaper, magazine and journal
content, and government documents and statistics and themes were identified and
highlighted for the questionnaire phase of the research with the computer assisted

qualitative data analysis software package (NVIVO).
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Exploratory research was undertaken through overviews of books, journal articles,
research, conferences, professional organizations, government policies, published white
papers and news articles in all formats articles along with reports on relevant research.
Further, required information was collected from OFSTED inspection reports, relevant
professional organisations, Internet searches, yearbook and directories. Guidelines on
best practice were identified from government, professional organisations and each of
these was analysed to generate the emerging themes. The collection and analysis of
secondary data took place continuously throughout the whole period of the study.
Throughout the data collection period but particularly during the collection of secondary
data, the researcher paid significant attention to seeking all available evidence about
diverse needs of LMC/EAL pupils in primary mainstream classrooms. Considerable
time and effort was invested in searching for documents and reports either in electronic
or printed form, making sure that all related documents were taken under consideration
and examined for this research. The secondary data sources were entered into NIVIVO
were the themes were coded and established and triangulated to provide source

foundations for hypotheses which the questionnaire could test.

4.4.3 Questionnaire Phase

Stage 2 of the study involved quantitative surveys of teachers, head teachers, support
teachers, supply teachers and other staff members in selected primary schools across
two in Merseyside. Questionnaire surveys were designed to explore the extent to which
teachers’ beliefs, assumptions and perceptions reflected issues raised by current policy
and the inclusion in the mainstream curriculum. Self-administered questionnaire were

designed for purpose of this research. These questionnaires allowed for the collection
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of standardised, quantifiable information from a large sample of the population. Care
was taken that questions would not lead the respondents into ambiguity and confusion.
Cognisance was taken of Oppenheim (2000) who suggested ways in which to improve
response rates, by including prize draws, shorter questionnaires and usage of coloured
paper. Furthermore the practices of Bryman and Bell (2007) were followed emphasising
that in designing the questionnaire consideration of its questions types, questionnaire
structure, sections and clarity are taken on board. Another important requirement of the
questionnaires was piloting to ensure both applicability and clarity of structure. For the
purpose of this research both hardcopy and online version of the questionnaire were
used to improve response rates. The issues highlighted by NVIVO software, literature
and the research position as a former teacher were used to inform the themes and
questions for the questionnaire surveys. Responses to a self-administered questionnaire
reflect the individual participants’ interpretation of the questions in the light of their
experience of teaching. In order to reflect the current situation in mainstream
classrooms and reflect to what extent teachers felt these perspectives were true of their
own teaching practice. The final questionnaire developed is attached in appendix 2. The
instruments that resulted were incorporated, piloted and modified as described in the

following sections.

- Reviewing the related literature, as well as previous relevant research to identify
variables.

- Drafting and submitting questionnaire to director of studies and stakeholders,
discussing and revisiting the suggestions

- Piloting of the questionnaire to ensure it suitability

- Launching the finalised questionnaire to the respondents.
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4.4.4 Pilot Survey

The pilot survey was designed to test and gather information from a small scale prior to
a large study to improve the main study’s quality and efficiency. It was conducted with
a small group of schools members to discover any possible problem related to the
design of the questionnaire in terms of the degree of clarity and its validity. Conducting
a pilot study allowed the researcher to ask participants for suggestive feedback on the
survey and also helped eliminate author bias. The pilot study was conducted in
Merseyside primary schools from September 2007 to January 2008, where five primary
schools were identified and agreed to take part in the pilot study. In this pilot study,
teachers, heads, supply teachers, teaching assistant and EAL coordinator of schools
were involved. Participants were asked by the researcher if they would be willing to be
involved in the questionnaire pilot. The questionnaires were sent to five schools (in total
75 questionnaires were sent out). Participants were asked to respond the questions and
to comment on any questions they felt were difficult to understand or answer. A total of
46 postal pilot questionnaires were returned. Once the pilot survey had been modified,
the survey was administered online to the sample population. Participants of the study
were contacted by email to provide an explanation of the research objective and asking
them to participate. The email also contained a link to survey monkey. The Web-based
survey was conducted using surveymonkey.com, a survey software program offered
online. Follow-up email contacts were sent to increase response rate. Responses to the

survey were recorded and transferred to a statistical software package for a further

reliability analysis.
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The researcher also conducted interviews with teachers, heads, supply teachers,
teaching assistant and EAL coordinator of the selected schools. Five teachers from two

primary schools were secured and agreed to take part in the pilot interviews.

4.4.5 Questionnaire Design

The questionnaire survey was developed based on issues in the language education,
cultural diversity and mainstreaming literature. Questions were designed to meet the
objectives of the study. A well-designed questionnaire is important. In designing the
questions; it is important and needed to be careful that the questions would not lead the
respondents into ambiguity and confusion. The wording of the questions has to be clear,

neat and consistent (Oppenheim, 2000; Bryman and Ball, 2007).

In this research the questionnaire was designed to be quick and easy for teachers to
complete, with several questions involving a choice of tick boxes, with a minimum
amount of written response required. The questions and answer choices were laid out

concisely and avoided the lengthy questions.

The questionnaires were accompanied with an information page explaining the research
purpose and the nature of the questionnaire content. It was followed by a brief
introduction in order to clarify the aim and purpose of this particular research. The
consent form was designed in such a way to convey to the participants that all the
information gathered would be kept confidential and used only for the purpose of this
research. It was made clear that completing the questionnaire was optional. The

questionnaire survey was constructed to investigate a range of issues raised by current
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policy and the inclusion of LMC/EAL pupils in the mainstream curriculum. Design also
aimed to explore participants’ beliefs and assumptions and perceptions about social-
linguistic needs of LMC/EAL pupils in mainstream primary classrooms. The
participants were from a wide range of staff members of primary schools (teachers, head
teachers, support teachers, supply teachers and other staff members) across two local

authorities in Merseyside.

The questionnaire consisted of 27 questions. The type of questions designed were a
mixture of multiple choice and open-ended questions. Respondents were required to
select either one or more answers he/she thought were appropriate for questions asked
in the questionnaire. The measures consisted of attitudinal scales from 1-5, (1 being
strongly disagree and 5 being strongly agree and perception scales from 1-5, (1very
dissatisfied and 5 being very satisfied). The questions that related to similar areas were
group together to keep the flow through the questionnaire logical and simple
Respondents were welcomed to comment or give their suggestions at the end of

questionnaire.

The questionnaire encompassed a series of questions presented in appendix 2. The
questionnaire was developed through the following processes to ensure the accuracy. It
consisted of five sections. The questions were grouped together which covered a range
of questions aimed at experiences and perception, opinions, values, and knowledge as
well demographic information concerning their background. All sections required
participants to select an appropriate response from the choices provided in a variety of
formats with some open ended question were appropriate, space was provided for
comments to ensure the information provided reflected as accurately as possible the

intentions of respondents.
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The questionnaire essentially encompassed a mix of categorical data, and scale data,
examining factual, perceptual and attitudinal data. The mix of these types of data
allowed for a more robust tests and analysis to be carried out (Oppenheim, 2000).
Utilising such a range of question types enables descriptive data to be drawn alongside
statistical testing. Nominal and scale questions were included in the questionnaire.
Nominal data seis of questions were utilised to group respondent characteristics, ability
and experiences to enable analysis of variables based on grouping such as demographics
job and length of services (Keller, 2006). Scale questions were included in
questionnaire requiring participants to rate how strongly they agree or disagree with
statements around the issues of this research (ibid; Bryman and Cramer, 1990). The
following description/sections outline the details of design and administrative

procedures of the questionnaire survey.

Section 1 Consisted of categorical or nominal data questions specifically relating to the
respondents. These questions were aimed at not only comforting the respondent with
simple introductory questions. (Oppenheim, 2000) Questions here allowed for
correspondence analysis mapping common profiles (Research questionl). The section
sought details of the respondents’ profile including gender, qualifications, and years of
experience. In order to ensure anonymity respondents did not indicate their name or
details about their school and were assured in the accompanying letter (see appendix 2)
that their answers would be totally confidential. A coding procedure marked on
questionnaires prior to distribution enabled monitoring of responses and follow up and
also later identification of participants for focus groups. Lists linking names and codes

were kept secure and hence confidentiality of responses was ensured.
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Section 2 Consisted of Categorical or nominal and some scale questions related to the
respondents their place of work in the case of this research schools and issues related to
management practices and stakeholders. The aim of this section is see how well schools

are prepare to meet individual needs of minority children (Research question 1 & 2)

Section 3 Consists of categorical or nominal questions that examined the items related
to the respondents experiences and degree of their awareness of curriculum, and
teaching programme. This section aimed to find out how education system and
curriculum are prepared to respond to the varied needs of these children in mainstream
classrooms. Training effectiveness could explored by building up a picture of teachers'
accounts of what they think to be useful and inadequate in their own training in relation

to LMC/EAL, bilingualism and bilingual education. (Research question 1&2)

Section 4 Comprised questions relating to the different issues highlighted in exploratory
research such as resources, instructional strategies, funding. Questions mainly focused
on scale data ranged one to five with a sixth option of N/A. The section refers to degree
of awareness of teachers of available resources and funding by local authorities and
instructional strategies that they apply in the classroom to meet varied needs of EAL

children. (Research question 2 & 3)

Section 5 Questions focused mainly on measurement (scale) data and categorical data
relating to the government policy and LAs performance, in providing best services in
primary schools. The inclusion of an open-ended question further presented an avenue
for respondents to provide more freedom of response. This section refers to the

performance of LAs and availability of resources in classrooms and how schools can
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access to resources (support teacher, bilingual teacher, books, visual material and
translator) in order to meet individual needs of children in the mainstream classrooms
and highlight issues, which may have a day-to-day impact on EAL specialists, and other

teachers who work with linguistic minority pupils. (Research question 4)

Additionally both hardcopy and online questionnaires included a consent form. (The

questionnaire pack can be found in appendix 2).

4.4.6. Questionnaire Distribution

The list of every primary school in two local authorities in Merseyside was drawn up.
From the list 20 primary schools were selected, with the aim of generating a nationwide,
selected sample of schools. Questionnaires were sent in 2007/09 to the representative
sample of 20% of total primary schools in two local authorities (Liverpool and
Knowsley LAs) in Merseyside. The questionnaire was sent both manually and
electronically. Each school was contacted by telephone through the head teacher in
order to seek permission for the research. Once the head teachers were contacted,
initially, questionnaires were posted out to the sample population of the research.
Questionnaires were distributed and collected from teachers from September 2008 to
2009. The questionnaire surveys were accompanied by a covering letter address to the
head teachers, as well as the permission letter from the local authority, an information
letter and a pre paid envelope. The response rate was very low, so, the questionnaire
designed electronically using survey monkey was distributed by email to each
individual schools, but because confidentiality of information the personal email of

members of staff in schools was not available to the researcher, therefore, online
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questionnaire were sent to schools’ email address, again the respond rate was very low.
Finally questionnaire delivered personally by the researcher to schools and it was agreed
in advanced that they would be collected in agreed date from the schools. Not all the
questionnaires distributed to respondents were returned with full participation, some of
participants refused to engage, the reason being that they did not show their interest on
this topic of survey, they had limited time and they are busy and could not take part in

the research.

The objectives of questionnaire survey were to seek the teachers, head teachers, and
other member of staff's opinions and their requirement in schools in regard to
LMC/EAL pupils in mainstream primary classrooms. The results were used to make
recommendations for good practice in mainstream primary -classrooms. The
questionnaire surveys were used to assist in planning and decision making, as well as to

evaluate the effectiveness of an implemented program.

4.4.7 Sample

Sampling is an important component of any research. Sampling refers to the selection
of a subset of elements from a large group of objects, for the purpose of being able to
draw general conclusion about the entire population (Saunders, et al, 2007). The
sampling procedures will determine the extent to which the research findings are
generalisable. Therefore, it is important that collected data from participants and the
sample group must be representative and as such reflective of the population as a whole.

Bryman and Bell (2007) and Hair et al. (2007) explain in collection of data from a
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sample group need to ensure that the findings and conclusions drawn from the research

are both reliable and realistic to true opinion, perceptions and representation.

For this research the 20% sample of primary schools from total of two local authorities
in Merseyside were selected; relatively the schools with high population of language
minority children, to make any conclusions and findings more secure. However, it is
important to note that, although the schools were situated in deprived areas, they were
widely recognised by inspection and performance data as being effective. Thus, the
schools were operating in a climate of high expectation and success for all, regardless
of cultural, socio-economical background. In all the schools, both EAL pupils’

population and pupils eligible for free school meals were high.

4.4.8 Data Analysis Methods

Quantitative and qualitative methods were employed for analyzing the collected data. A
number of criteria are proposed by Tabachnick and Fidell (1989) to select an
appropriate statistical technique, two of which are the appropriateness of the technique
to the research question, and the characteristics of data. Accordingly, statistical
techniques were used in the analysis based on their relevance to the research questions.
They were frequency and descriptive analysis and cross-tabulation, multiple

correspondence of nominal data and t-test, ANOVA and factor analysis of scale data.
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4.4.8.1 Descriptive and Frequency Analysis

Descriptive and frequency analysis were mainly used to examine the gathered data. The
descriptive statistics analysis was used to transform raw data into a form that would
make them easy to understand, interpret, rearrange, as well as to provide descriptive
information.  Descriptive statistics were calculated and data relationships were
analyzed. Frequency analysis produces a table of frequency counts and percentages for
the value of an individual variable. It was used in this research to provide descriptive
information of the data such as frequency, and distribution of the responses, and to
summarise the responses to each question. Overall, the analyses examines the
distributions of responses percentages, means, standard deviations) for each item on the

survey.

4.4.8.2 Cross-Tabulation Analysis

The second statistical technique used was cross-tabulation. Cross-tabulation allows
researchers to see whether or not there is a relationship between two variables which
means the distribution of values on one of the variables is in some way linked to the

distribution of values on the second variable (Robson, 1997).

4.4.8.3 ANOVA and T-Test Analysis

Further ANOVA and t-test analyses were undertaken to uncover differences in mean
scores and between groups for more than two groups. T-test can compare only two

groups and can be used when only one independent variable has been measured. T-test
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indicated whether two groups have the same mean or not. ANOVA technique as a form
of repeated measures analysis of variance allows testing for differences in rating scores
amongst more than two groups. The approach allows more complex nominal and
categorical variables to be analysed alongside interval and ratio data. An ANOVA
produces an F-ratio which is used in a similar way to the p value in a t-test in that it
compares differences in systematic and unsystematic variances (Field 2005). ANOVA
test indicates also a significant difference between the groups and in turn an increased
chance of rejecting the null hypothesis (Hair, et al., 2007) and shows only overall
experimental effect. ANOVA enables researcher to test the experimental manipulation
success, but it does not provide specific information about which groups were effected
(Field, 2005). It has been argued that F-ratio further highlights the increased likelihood
and larger statistical differences between the measured groups (Field, 2005). In order to
examine further differences specific to each tested group post hoc test need to be
undertaken to provide a clearer picture of effects. Post hoc technique allow answering
of any follow up questions that ANOVA not able to provide and it can only be used
when the omnibus ANOVA found a significant effect. If the F-value for a factor turns
out not significant, the research cannot go further with the analysis. For this research
ANOVA tests providesd the researcher with the ability to identify the differences in
mean score between the policy and resources and staff groups and also post hoc test will
allow distinguishing of where these differences lie. Independent t-tests and analysis of
variance (ANOVA) were used to look for significant differences between the teacher
skills and available resources when factored by years of experience and number of

LMC/EAL children in the classrooms.
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There are many types of post hoc tests all based on different assumptions and used for
different purposes. The tests provide evidence of statistical grouping between the

categorical variables tested.

The local authorities significant difference (LSD) technique can be used only if the

ANOVA F omnibus is significant.

The Studentized Newman-Keuls (SNK) lacks similar control procedures (ibid).

Bonferroni tests enables adjustment to statistical significant and it gives strict control
but can give 'false positive’. Field (2005) highlights Bonferroni power and advised
usage on small comparisons where Tukey’s would fit best in testing large numbers of

mean.

Tukey’s would fit best on testing large numbers of means and have good power to

handle Type 1 errors.

Duncan’s multiple range of tests allows ranking groups of means from smallest to

largest then computes a range statistic from the number of steps that the means are

apart.

4.4.8.4 Factor Analysis

Factor analysis can be either exploratory or confirmatory. Factor analysis is a

correlational technique used to identify meaningful clusters of shared variance. Factor
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analysis enables the researcher to group or summaries information from a large set of
variables into smaller set of underlying variables known as factors (De Vaus, 2002).
This technique allows identification of potential groupings within tests variables (Hair
et al., 2007). Factor analysis is a reduction technique which identifies the number of
latent constructs underlying a set of variables and provides a means using a few newly

created variables through analysis of interval scale data (ibid).
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Figure 4.1 Exploratory Factor Analysis
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4.5 Interview Phase

This enables the researcher to get accurate information from the respondents. This phase
of the research undertook a semi structured interview approach in collecting qualitative
data. This method of data collection facilitates a climate for the participants to share
their experiences and speak more widely on issues raised by the researcher (Bryman
2001). The semi-structured interview allowed for the greater control over the flow of
information and enabled a deeper understanding of the issues involved and offers the
potential to obtain sensitive data that may not have been possible from a questionnaire.
This approach utilised a structure of issues and problems highlighted by questionnaire
data analysis. Semi-structured interviews started with more general questions or topics.
Not all questions were designed and phrased ahead of time. The majority of questions
were created during the interview, allowing both the interviewer and the interviewee the
flexibility to discuss issues in more detail. Semi-structured interview provided greater
scope for discussion around the research problem. This method allows a greater control
over the sample of participants and being less formal is a better way of catching the
point of view of the participants (Saunders, et al., 2007). Mugenda and Mugenda (2003)
demonstrate that in order for the interview to be successful researcher needs to establish

a friendly atmosphere with the interviewees.

For the purpose of this study a semi structure interviews were scheduled with
participants to fit their requirements, 19 participants agreed to take part in interview and
classroom observations from 20 schools in two local education authorities. The
interviews were conducted using a printed, standardized instrument as an interview

guide for semi-structured interviews. Not every question was asked of each participant,
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but each question asked was presented in the same way to each participant to minimize
bias. Participants were encouraged to reflect their own experiences and interpretations

during interviews.

Interviews were developed based on the research questions by the researcher after
review of the literature and were designed to be addressed the research questions in the
study. The interviews were used to gather information about teachers’ experiences and
opinions and provision of bilingual support in school and their plans for the future with
regard to LMC/EAL children in mainstream classrooms. The interview method was
undertaken to capture information from participants about schools and government
policies implementation, teaching materials in mainstream primary classroom.
Interviews also were undertaken with local authorities’ officers and children services to
capture the comprehension of the concept of bilingual education, implementation of
policies in mainstream classrooms. Additionally, the researcher wanted to solicit
information on schools’ language policy on the use of both first and second language on
daily bases, and recommendations for improving services in mainstream classrooms.
The information is in line with the criteria and theories of bilingual education. The
interview questions initially have been validated by the University research and ethic
committee. The interviewing process involved pilot interview to refine the instrument
and questions, instrument designed including information sheet and evaluation form and
consent form contacting participants to schedule and conduct interview. The researcher
has attended different course and workshop for this purpose. The interviews were
transcribed, and were analysed using NVIVO software coded according to initial

categories. The structure of analysis followed the questions represented in the interview

instrument.

145



4.5.1 Participants Selection Process (Interview)

20 primary schools in Merseyside were selected for the study. Primary school
administrators were telephoned to ask for permission from head teacher. Head teacher
at each school was contacted by telephone and asked to participate in the research study.
The purpose of the interview was explained to participants. They were informed that the
interviews would be audio taped and notified that their participation was voluntary.
After the initial contact was made with the school administrators and head teacher by
telephone, formal follow-up letters were mailed to each school detailing the nature of
the study. Letters were also sent to the selected primary schools requesting their
participation in the research study. Participants were asked to sign a consent form
allowing the student to participate in the research study. Criteria for teacher selection
were based on the teacher’s willingness and availability to participate, number of
LMC/EAL pupils and their experience working with culturally diverse children in

mainstream classrooms.
4.5.2 Interviews’ Procedure

Two separate rounds of interviews were scheduled to collect data on the two dimensions
of the study. To conduct the initial interview sessions, a 15 question interview guide
was prepared and tested with both peers and a trial participant. This interview guide
served as the form for collecting the personal information of each participant, and for
collecting specific notes during the interview. Interviews were audio taped and

transcribed, which are available for review (see the interview guide in appendix 2).
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The second round of interviews used a 12 question interview guide was prepared and

passed to participants (see interview guide in appendix 2).

For the first round, semi-structured interviews were employed with 13 participants, one
male and twelve female, ranging in ages from approximately 25 to 55 and participants
were teachers, head teachers, teaching assistant, supply teachers and EAL coordinator.
The second round of interviews were scheduled were conducted with an additional 4
participants from local authorities’ staff in children services and EMTAS office.
Representative were female, ranging age between 30 to 55, one head of children
services from Liverpool local authority, one EMTAS officer from Toxteth office in
Liverpool (Both British native), Two officers of children services from Knowsely local
authority (one from other minority background and one British) all the participants in
these interviews had many years within children service, and had a variety of

professional backgrounds.

4.5.2.1 Interviews with Member of Staff in Schools

The researcher telephoned each head teacher to ask for participation and to coordinate
interviews at the school site with staffs’ member. One day prior to the interview, each
participant was contacted by telephone to confirm the time and availability of the
interviewee. The researcher arrived at the interview site ten minutes prior to each
interview in order to set up the tape recorder. Following each interview session, the

interview tape was given a code name to assure the subject of anonymity.

The procedure used for conducting the interviews was performed as follows.
Participants were scheduled for a 45 minute session in a private location, typically a

conference room in their work place agreed in advanced. The description of the research
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was passed to participants prior to interview in order to clarify the nature of the study.
They were asked to read and sign the informed consent. Following the research
description, participants were asked a series of questions in a semi-structured format. In
an attempt to minimize bias, each question was asked in a similar voice and manner
among all participants, and minimal clarification was given if requested by the
participant. If a question would not apply in the situation of the participant, it was

skipped and the next question was asked.

4.5.2.2 Interviews with Local Authorities

A similar procedure was followed for the additional interviews children services
officers in two Merseyside local authorities. Informed consent was provided, and
participants had the opportunity to stop at any time. A research description was passed
to the participants, and any clarifying questions were answered. The researcher
proceeded with the 15 questions, using the interview guide as a guideline for staying on

track.
4.5.3 Materials

Materials used for participants included the invitation to participate in the study and
letters of informed consent, which all signed. Approval of the ethic committee and

pefmission letter from head of children services in two local authorities (see the

appendix 2).
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4.5.4 Interview Ethic

Interviews were undertaken through face to face methods with a range of staffs’
members in schools and local authorities. In order to ensure the confidentiality of data,
access to interview data was limited to only researcher and supervisory team. The
interviews were transcribed by two individuals and recorded into Microsoft Word.
Transcription data was undertaken within university premises and supervised by the
researcher. All data obtained during the study was stored in the researcher’s university

computer and laptop.

45.5 Validity

Validity of interview data was obtained by selecting staff members with experience of
teaching LMC/EAL children in their classroom and senior member of staffs from local
authorities. Interviewees were selected from individuals who had experience of
teaching mainstream and bilingual classrooms and also they had time to participate in

the research.

4.6 Summary

In this chapter, the research procedure, the participant selection process, questionnaire
surveys and interview and observation instrument development, data collection, and
data analysis were described. The study involved both quantitative approach and
qualitative approach, using the questionnaire surveys, interview and observation process
to gather data. The findings from questionnaires, interviews and classroom observations
were analysed and the data is presented in Chapter 5 in statistical and tabular format
where appropriate and identified themes as they emerged in the transcripts. Analysis

and coding of the data transcript resulted in several matrices summaries used to
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visualize and represent the data, enabling further discovery of patterns in the issues
raised by the participants. Finally, the comprehensive findings developed from the
analysis were presented as the analyses and summaries in the findings. The conceptual
model, shown in figure 5.1 below demonstrates how the research questions evolved

from the research literature.
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CHAPTER FIVE

SUMMARY OF FINDINGS

5.1 Introduction

The chapter summarises the detailed analysis of the findings of the research in relation
to the research questions, its aims and objectives. It presents the data collected,
concerning the research topic. Moreover, the researcher has represented the research
through the presentation of descriptive measures (tables, bar graphs) and statistical
analysis. Chapter 4 outlined the research design, methods and produces used at each of
the three phases of the research. Issues of piloting, sampling, questionnaire
develdpment and ethical considerations were also explained and justified. This chapter
provides the presentation and analysis of the collected data, with significant thinking to
this study already highlighted in the literature review discussed in chapter 2. It outlines
statistical techniques used in analysing the data and then presents analyses of the data,
hypotheses testing and the significant findings are reported. The complete discussion of
findings in relation to the research questions, the extant literature and implication of the

result with the recommendation for further research are addressed in chapter 6.

The objectives of the chapter are to:

Present the results of the exploratory desk research qualitatively, utilising
NVIVO software

Present the results of quantitative survey data utilising the SPSS software
package

Present the results of qualitative semi-structure interviews Utilising NVIVO
Software package.

152



This Chapter firstly presents the finding of qualitative exploratory desk research
undertaken utilising the NVIVO Software package. It aims to identify impact of policy
on those instructional strategies that research has shown effective in improving needs of
LMC/EAL pupils facing challenges and implement those strategies in mainstream

classroom.

The second part of the chapter analyses the findings of quantitative data from
questionnaires with the use of Statistical Package for Social Sciences (SPSS) software.
In the first section of the survey, demographics questions related to age, gender,
ethnicity and number of LMC/EAL pupils and the responses of the respondent are
addressed. For data analysis, basic descriptive statistics such as frequencies and cross-
tabulations were used to describe data findings. Descriptive frequency data was
examined to validate issues of reliability and generalisability of the collected data, the
quality of response rate and also to identify methodological factors influencing response

rates and spread of responses.

Descriptive questionnaire results are also presented alongside more rigorous statistical
tests to identify potential and casual linkage, differences in levels of agreement and
factor groupings. Descriptive Statistics are used to present quantitative descriptions in a

manageable form and simplify large amount of data in a sensible way.

For primary analyses, the statistical technique used was chi-square tests of
independence a non-parametric statistical technique which determines whether variables
are related to, or whether variables are independent of each other (Foster, 2001;

Argyrous, 2002; Field, 2003). In addition to this, analysis of variance (ANOVA or F-
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test) bivariate (both of which are tests for the equality of means) (Argyrous, 2002), and
exploratory factor analysis which identifies and separates common underlying

dimensions in large variable sets were used (Hair et al., 1998).

The final section of the chapter examines the theoretical framework that has been used
for analysis of inductive data of the study. The questions were based on a review of the
literature relevant to this study and themes were decided upon before interviewing.
Semi-structured interviews were planned with staff members in primary schools and
local authorities in advance to review the aims of the research and enabled easier
categorisation of data within the qualitative process of analysis. Additionally, in order to
explore linkages, relationships that may contribute to the explanation and understanding
of events in terms of the research aims, a different inductively based analytical strategy
was used. A matrix has been developed to reduce and summarize the data collected that
simplifies and helps to reach conclusions. Qualitative data analysis undertaken via
NVIVO software to import the text and code the themes. The software allowed for
creation of a tree structure that linked the data, but the researcher determined the coding
headings and assigned each segment of text to a particular category. The software

created a scaffold of the data to be organized for analysis.

The Chapter aims to report the findings and results of the qualitative and quantitative
phases of the research and seeking to explore the impact of policy and curriculum for
language minority children in mainstream classroom from perspectives and experiences
of teachers, head teachers, supply teachers, teaching assistants and local authorities EAL
coordinators. It also aims to explore the extent to which schools and teachers in

particular are prepared to facilitate learning in the mainstream classrooms and impact of
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linguistic cultural diversity across of schools contexts. The research procedure was
designed to explore a more accurate and holistic picture of issues affecting teachers and

schools and in particular LMC/EAL pupils through a mixed methodological approaches.

5.2 Qualitative (exploratory phase) Stage 1

The first exploratory phase of this research undertook a survey of documentary
secondary data that included a wide analysis of reports, journal articles, books and
government publication and was evaluated using the NVIVO software package.
NVIVO helps to contextualise findings within a more general context and enabled the
researcher to identify the key issues to build into phase of the research and facilitates
triangulation of the findings. The following section details findings that emerged from
the exploratory stage of the research as well as indicating the major themes highlighted
by the review of literature. The findings of this stage of research revealed a number of
key themes and factors that effect LMC/EAL children and mainstream teachers and

educators in primary schools. The identified themes are discussed in the next section

(5.1.1).

5.2.1 Finding from Qualitative Documentary

This section details a survey of secondary data which undertook a wide analysis of
published journals and government publications utilising the NVIVIO software
package. This was undertaken to achieve a better understanding of the different issues
in regard to language minority children in UK mainstream classrooms and to explore
the wider issues that affect education system. Phase 1 of the study provided a means to

identify the key and prevalent issues to build into phase 2 of the research. This section
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details the findings of documentary data and indicates the major themes as highlighted

by the literature and secondary data.

5.2.1.a Effective Management of Cultural Diversity in the Schools

The factor highlighted through this exploratory phase was related to the effective
management of cultural diversity in schools and government aim and plan. The positive
effect were strongly documented that educators and managers are central in the effective
management of cultural diversity’s need in schools. Schools need to take account of the
long-term needs to LMC/EAL children in order to help and support these children to
achieve their full potential. The effective governance of cultural diversity in schools
clearly emphasises that the stakeholder involvement is crucial. Of the political forces
that were detailed within this exploratory phase were perceptions based on both the
positive and negative aspects of politics. It has been discussed that National government
and local authorities need to work together to raise schools standards and develop
systematic ways to examine classroom processes and provide constructive feedback to

teachers.

5.2.1.b Language Awareness as an Important Dimension for Teachers

Another theme that was discussed was issues related to teachers’ qualification and skills
and importance of using L1 (first language) in content of classrooms. Language
awareness is widely recognized as an important dimension for teacher teaching in
mainstream classrooms across the curriculum. It is important that teachers recognise
LMC/EAL learners’ linguistic skills and reflect these in the classrooms. Literature

strongly supported that EAL acquisition is a long-term needs of LMC/EAL children and
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it required comprehensive linguistic competence in a first language before exposure to
English. It also documented that support needed in order to achieve academic success
through their medium of English. Approaches to teaching languages emphasize the
value of helping learners focus attention on features of the language in use. Most such
approaches emphasize the importance of learners gradually developing their own

awareness of how the language is used through discoveries which they make themselves

5.2.1.c Importance of First Language in Classrooms

Importance of using L1 in instruction was another issue that was constantly identified in
NIVIVO analysis. It was documented that language is an important signifier of
personal, social and cultural identity and recognition of the child’s first language within
the classroom is an equally powerful way showing “you are of value and so too is your
cultural identity”. In addition the use of L1 in the class is generally aiding and

facilitating the language learning experience.

5.2.1.d Funding and Support

Another issue that emphasized rapidly was funding and support provided by local
authorities. Changes and limitation in funding amounts whilst number of LMC/EAL
children is growing was also identified. The impact and influence of local authorities’

funding is therefore crucial in steering current LMC/EAL provision.

This exploratory phase of the research revealed a number of external forces that can and

do affect schools and mainstream primary classrooms. The identified issues were coded
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and grouped into major themes and its effects on teaching strategies and the classrooms

context. A framework model of NVIVO code can be found in figure 5.1 below.
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Figure 5.1 NVivo node Framework From Exploratory Research Phase

|

Education systemand linguiste and cutural dvers sy

o

National

Teacher Trainnig
Agency (TTA)

e e— / \

g Bilingual qualied
teacher

[ Training

N\
\,

g
T Myailgbe

\ e :
National 2 :
curmcuiam qundmg for I
\/ g

r/ Hilingual o

\

surveys ol the research. It demonstrates the overview ol questionnaire response rates

159



and participants demographics variables. For data analysis, a combination of descriptive
statistics and frequencies were used to describe significant data findings. Statistical
analysis in the form of Holmes tests was used to identify potential relationship between
variables along side bivariate tests, t-test, ANOVA tests and subsequent post hoc
examination and factorial analysis of interval (measure) questions within the

questionnaire are further details in the section.

5.3.1 Response Rates and Demographic Response Rates

5.3.1.1 Evaluation of Participants

Analysis of participants was conducted to inform the research problems in advance of
data collection. As the literature review proceeded, cases were identified and set aside

for further evaluation.

In each school, the staffs’ members in the all range of classes (yrl to yr6) were
surveyed. Questionnaires were distributed via hardcopy and electronically to 20

selected schools based on the following criteria:

The schools were selected according to an index of deprivation which is most
commonly associated with high levels of poverty, parent’s education, social background
and a well above average percentage of ethnic minority language and school type. The

schools were grouped based on:

- Community School
- Voluntary school
- Church of England/Catholic School

- Special school
- School size
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- Total number of EAL pupils in each school

- Geographical spread within each Educational area

However, not all of these criteria were applied evenly across the selected schools and it
is important to note that, although the schools were situated in deprived areas, they were
widely recognised by inspection and performance data as being effective. The response
rate electronically was 1 per cent, where manual questionnaires have increased this
following several phone calls/visit to schools and the response rate stands at 41% of the

expected population (see questionnaire in appendix 2).

Figure 5.2 below displays the range of responding primary schools during the
questionnaire phase of the research and percentage of member of staff participants in

the research, from which the response rate were calculated.

Figure 5.2 Percentages of Respondents in Each Primary School
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The data in the above figure 5.2 shows the number of 20 schools in two local authorities
participating in this research. Of the 505 questionnaires administrated a total of 205
were received. Neither the reasons for refusal to participate nor the characteristics of
the non-respondents are known. Overall, the response rate from the population is
regarded as reasonably high. Questionnaires were sent to each primary school in two
local authorities to gather a sufficient numbers of responses to improve the validity of

data collected across the sector.

Of the total member of staff employed in 20 sampled primary schools across the two
local authorities, the response rate was 41%, it is argued that the results of this study
reflected the population of Merseyside primary schools as a whole what is the minimum
sample size by calculation. The table 5.1 below generates the questionnaire volume

distributed and respective returns from schools in two local authorities.

Table 5.1 Local Authorities in Merseyside

Local authorities in Number of Questionnaires Number of
Merseyside Schools in LAs Distributed Responses | Response Rate
1 Liverpool 11 260 115 37%
2 Knowsley 9 245 90 45%
Total 20 505 205 41%

The data in the table 5.1 shows the number of the research participants, questionnaire
distributed, and response rate in this study. Overall 505 questionnaire surveys were
distributed (n=260 for Liverpool LA, n=245 for Knowsely LA) in twenty primary
schools. Of total member of staff employed in 20 schools, the response rate was n=37%
for Liverpool LA, n=45% for Knowsely LA), which is a statistically significant

participation rate in the given research context. This would provide responses that are
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reflective of the population and that statistical results would provide conclusion that

accurately indicate the issue existent in Merseyside primary schools.

In addition to this a range of staff members were surveyed, in order to provide a
considerable number of responses from the different position in primary schools. This
was important to ensure that data collected reflected Merseyside primary schools and

the response would be also reflective of staff demographics.

Table 5.2 Percentage of Responses by Staff Groups

Staffs’ position Percent | Valid Percent Cumulative Percent

1 Head teacher 9.8 9.8 9.8
2 Teacher 74.1 74.1 83.9
3 Teaching assistant 7.8 7.8 91.7
4 Supply teacher 5.9 5.9 97.6
5 Bilingual assistant 5 5 98.0
6 EAL Coordinator 2.0 2.0 100.0
Total 100.0 100.0

The above table 5.2 shows responses based on the collected figures of staff position in
primary schools. It shows that the teachers effectively constituted (74.1%) of the total
number of respondents whilst head teachers, teaching assistants, bilingual assistants,
EAL coordinators and supply teachers constituted (9.8%), (7.8%), (0.5%), (2%) and

(5.9%) of participants in this research respectively.
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Figure 5.3 Percentages of Responses of Staff Members’ Position
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The researcher also gathered demographic information on the survey from Liverpool
and Knowsley local authorities, figures show in Liverpool (5.0%) EAL children are in
Liverpool primary schools whilst (1.92%) EAL are in Knowsley primary schools (see

figure 5.4 below).

Figure 5.4 Number LMC/EAL Children in two Local Authorities
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The demographic questions on the survey gathered information on the number
participants, ethnic background. gender, number of EAL children in the schools and
classrooms and years of teaching experiences. The below table shows that the majority
of the participants, 182 were women (88.8%) 23 were men (11.2%). The overwhelming
majority of participants were white British; White other (2.0%); Black British (0.5%);

Black other (0.5%): Chinese British (0.5%): others (1.5%) and majority of participants

were native English speakers (94.6%) (see table 5.3).

Table 5.3 Breakdown of Questionnaire Responses

| Gender Age of Participants Ethnic Origin
Percentage Percentage Percentage
Male 11% Under 25 | 8% White British 94.6
Female | 88% 25-35 25% White other 2.0
35-45 33% Black British S
45-55 27% Black other 5
Chinese 5
55+ 7% British

Chinese other :

Other 1L.S

Exploratory research also shows that according to EMTAS office figures in Liverpool,
3.2% of children who speak English as an additional language are in Nursery, 5.0% are
in primary and 2.2% are special schools as shown in Figure 5.5 below.

Figure 5.5 Percentage of LMC/EAL Children in Community, Voluntary Schools
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The following section demonstrates the different descriptive findings of the

questionnaire survey.

Table 5.4 Cross-Tabulation of Local Authorities in Merseyside and Number of

LMC/EAL Children
Number of spoken languages Total
More than
Less than 10 2 10-20 20
LMC/EAL LMC/EAL | LMC/EAL
Local Liverpool  Count
?I;Jthorltles 40 7 68 115
Merseyside
% of Total 19.5% 3.4% 33.2% 56.1%
Knowsley  Count 53 23 14 90
% of Total 25.9% 11.2% 6.8% 43.9%
Total Count 93 30 82 205
% of Total 45.4% 14.6% 40.0% 100.0%

A cross-tabulation of questionnaire responses based on local authorities and number of

LMC/EAL children was undertaken to examine the frequency of responses based on

these groupings. It revealed that a majority of primary schools in Liverpool LA had

more than 20 LMC/EAL pupils in their schools (33.2%). Schools with less than 10

LMC/EAL pupils in Liverpool LA (19.5%), schools with 2 to 20 LMC/EAL pupils in

Liverpool LA (3,4%) , while in Knowsley LA the majority of primary schools had less

than 10 LMC/EAL pupils (25.9%), schools with 2 to 20 LMC/EAL pupils (11.2%) and

schools with more than 20 LMC/EAL pupils (see table 5.4 above)
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Table 5.5 Cross-Tabulation of Classrooms’ Size and Number of LMC/EAL Pupils in
Classrooms
Number of LMC in Classrooms Total
3 and less 4-6 More than 6
LMC/EAL | LMC/EAL LMC/EAL 1 3and
children children children less
Size of Less than 15 Count ) 0 0 5
Class
0
% of 1.0% 0% 0% 1.0%
Total
15-30 Count 110 51 29 190
% of o
54.2% 25.1% 14.3% 93.6%
Total
More than 30 Count 10 0 1 11
0,
% of 4.9% 0% 5% 5.4%
Total
Total Count 122 51 30 203
% of o
60.1% 25.1% 14.8% 100.0%
Total

Cross-tabulation of class size in primary schools and number of EAL children in the

mainstream classrooms also revealed that classrooms with 15-30 children had 3 and less

LMC/EAL pupils (54.2%), while classrooms with 2 to 6 LMC/EAL (25.1%), and

classrooms with more than 6 LMC/EAL (14.3%). On the other hand, Mainstream

classrooms with more than 30 had 3 and less LMC/EAL pupils (4.9%), classrooms with

more than 6 (0.5%), where mainstream classrooms with less than 15 had 3 and less

LMC/EAL pupils (1.0%) Data shows that classroom sizes should be kept small to foster

learning. Questionnaire data supported the idea that smaller classroom settings created

an easier learning environment that would ultimately lead to higher academic

achievement for all children in comparison to larger class sizes (see table 5.5 above).
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Table 5.6

Cross-Tabulation of Local Authorities in Merseyside and LMC/EAL

Children in Classroom
Number of LMC in Class
3 and less More than 6
LMC/EAL 4-6 LMC/EAL
Pupils LMC/EAL Pupils Pupils Total

LEA in Liverpool 23.6% 18.2% 13.8% 55.7%
Merseyside Knowsley 36.5% 6.9% 1.0%|  44.3%
Total 60.1% 25.1% 14.8% 100.0%

A cross tabulation of local authorities and numbers of LMC/EAL children in

mainstream classrooms was undertaken to examine possible associations in number of

LMC children within the two local authorities. From table 5.6 above it can be seen that

in Liverpool the majority of classroom had 3 or less than 3 LMC in mainstream

classroom (23.6%); and 4 to 6 LMC (18.2%); and more than 6 (13.8%) while in

Knowsley classroom with 3 or less than 3 LMC/EAL children had high frequency

(36.5%); and 4 to 6 LMC/EAL children (6.9%); and more than 6 LMC/EAL children

(1.0%). The result is statistically significant in this case (p=0.000) indicates that there is

associated between number of LMC children in the classrooms and number of LMC

children in schools in two local authorities (see table 5.6).

Table 5.7

Cross-Tabulation of Local Authorities and Number of spoken Languages

Number of Languages in School

more than 5
1-2 Languages|3-5 Languages| Languages | N/A Total
LEA in Merseyside Liverpool 12.2% 11.7% 31.7%| 5% 56.1%
Knowsley 22.0% 17.1% 4.9% 43.9%
Total 34.1% 28.8% 36.6%| .5%| 100.0%
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A cross tabulation of local authorities and number of languages other than English in
mainstream classrooms was also undertaken to examine possible associations in number
of children who speak other languages than English within the two local authorities.
From table 3 it can be seen that in Liverpool the majority of schools had more than 5
languages other than English (31.7%), 1-2 languages other than English (12.2%) and 3-
5 languages other than English (11.7%) while in Knowsley schools with 1-2 languages
other than English (22%), 3-5 languages other than English (17.1%) and more than 5

languages other than English (4.9%) (see table 5.7).

Table 5.8 Cross-Tabulation of Age and Years of Experiences
Yrs of teaching in Primary School
More than 20
Less than 5 years 5-10 years 10-20 years years
experiences experiences | experiences experiences Total
Gender of Male 2.0% 4.4% 2.4% 2.4% 11.2%
respondent  poqa1e 23.4% 21.5% 25.4% 18.5%|  88.8%]
Total 25.4% 25.9% 27.8% 21.0%| 100.0%

Cross tabulation of percentage of Male and female and also years of teaching
experience on primary schools from 0.5 to 50 years was undertaken to examine
frequency of responses based on these grouping. The result indicates that male with less
than 5 years (2%) as female (23.4%); male with 5-10 years of experience (4.4%) and
women (21.5%); male with 10-20 years of experience (2.4%) and women (25.4%), male
more than 20 years of experience (2.4%) while women had (18.5%) years of experience

in mainstream classroom (see table above5.8).
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5.3.3 Schools, Language Minority Children and Program

This research was to identify what type of strategies or instruction is in place for
LLMC/EAL children in primary schools in two local authorities. Figure 5.6 below
displays that a high frequency of participants had less than 10 LMC/EAL children in
their schools (45.4%); and slightly an equal proportion of participants had more than 20
LMC/EAL children (40%); while a low frequency of participants had 10 to 20
LMC/EAL children (14.6%). The results also indicate that the majority of primary

schools had less than 10 language minority children.

Figure 5.6 Frequency Responses on Number of LMC/EAL Children in Schools
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The following chart highlights the response of staffs in primary schools in two local
authorities in Merseyside. The results indicate that majority of participants were teacher
in Liverpool (72.2%) and in Knowsley (73.3%). head teachers in Liverpool (10.4%) and
in Knowsley (7.8%). teaching assistants in Liverpool (10.4%) and in Knowsley (7.8%),
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EAL Coordinators in Liverpool (1.75) and in Knowsley (4.4%), whereas supply

teachers in Liverpool (5.2%) and in Knowsley (6.7%). The results also highlight that

the majority of participants were mainstream teachers and there is no bilingual

teacher/assistant to work on permanent contract in the schools (see figure 5.7 below).

Figure 5.7 Frequency of Response of Participants’ Position in two Local Authorities
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Figure 5.8 Age of Respondent and Type of Program for LMC/EAL Children Pullout
Program

Type of progrmme for
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Respondents were asked to indicate what type of program they use in mainstream
classrooms. The question was aimed at identifying current teaching approaches with
having diverse socio-linguistic children in classrooms. The results indicate that
respondents aged 35-45 followed by respondents aged 45-55 had high frequency in not
using ‘pullout program’, whereas respondents aged 25-35 and over 55 had slightly the
same frequency in using and not using ‘pull out program’, participants under 25 had
high frequency in not using ‘pullout program’. The results indicate that the majority of
participants are keen to follow routine classroom strategies and curriculum guidelines

and or that there is no special program in place (see figure 5.8 above).
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Figure 5.9 Age of Respondent and Type of Program for LMC/EAL Children Content
Program
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The results indicate that a high frequency of respondents aged 35-45 followed by
respondents aged 45-55 had not used ‘content program in their classrooms’, also
respondents aged 25-35 are third in the process not using ‘content program’, whereas
respondents under 25 and over 55 had less frequency in not using ‘content program’.
The high frequency of respondents who even had more teaching experiences do not
keen to use ‘content program’ and prefer to follow the routine classrooms strategies (see

figure 5.9 above).

173



Figure 5.10 Age of Respondent * Type of Program for LMC/EAL Children Shelter
Program
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Also the same result has been identified in figure 5.10 above. the high frequency of
participants not using ‘shelter program’ as part of their teaching strategies in

mainstream classroom and prefer to follow a set of guideline, which is already in place.
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Figure 5.11 Age of Respondent * Type of Program for LMC/EAL Children Mainstream
Program
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The results strongly support the mainstream program that is widely recommended in
government policy. The results display respondents age 25-35 and age 35-45 had high
frequency in using the ‘mainstream program’, followed by respondents age 45-55,
whereas respondents aged under 25 and above 55 had less frequency in using the

‘mainstream program’ (see figure 5.11 above).
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5.3.4 Attitudes and Perceptions Findings towards Resources, Mainstreaming,
Training and Language Learning

Figure 5.12 Frequency Results for Providing Resources for LMC/EAL Children in
Schools
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The results display a strong acceptance by staff members of schools in Merseyside that
resources are available widely within their schools for LMC/EAL children. The results
indicate that the majority of respondents had rated their schools ‘good” in providing
resources for LMC/EAL children, followed by high frequency of respondents ‘neither
poor/nor poor’, a slightly less frequency of respondents rate ‘very good’. It is
worthwhile highlighting that “poor “and very poor” frequencies were the lowest (see

figure 5.12 above).
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Figure 5.13 Frequency Responses on Managers’ Support for LMC/EAL Children
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The results display that a high frequency of respondents had rate leadership and
management in their schools “very good’, followed by a highly frequency ‘good’,
whereas ‘neither poor/nor poor’, “poor” and ‘very poor” had the lowest frequencies. The
results indicate that respondents were satisfied with head teacher/ schools managers’
support in term of resources and advice for all learners including LMC/EAL children

(see figure 5.13 above).

177



5.4  Reliability

In order to ensure that the questionnaire results are reliable a Cronbach Alpha test of
reliability (for the measures, scale data) was undertaken. This revealed a reliability score
of 0.871 (N=15) indicating reliable data as research also indicates that a score closer to
1 displays greater internal validity, advocating as a rule a score of 0.8 and above
(Bryman and Cramer, (1994), while Easterby-Smith et al. (2002) agree a reliability
score of 0.6 and over is acceptable. A further Cronbach Alpha test obtained using data
from the actual study revealed a reliability score of 0.729 (N=56), was higher than the
reliability obtained using data from the pilot study 0.650 (N=43). Reliability increased
from 0.650 with data from the pilot study to 0.72 with data from the actual study.
Overall the reliability of questionnaire data improved from pre to actual response

collection by 0.05.

Table 5.9 Cronbach’s Alpha Score

Cronbach’s Alpha
Score N of Items N=56
Pilot 0.650 (N=43)
Actual 0.729
Scale data 0.871 (N=15)

A check for variances in Cronbach’s Alpha values were undertaken in order to find out
any changes if items were deleted. The result of the Cronbach’s Alpha test revealed
little variances, with a maximum change of 0.01 if item were deleted from the scale.
So, the scale of 56 items was proven to be reliable via Cronbach’s Alpha testing

conditions (see table 5.9 above).
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Multiple Correspondence Analysis Test (HOMALS)

A multiple correspondence analysis test additionally was undertaken on nominal

(profiles) data to identify if possible correspondence existed between profiles providing

a graphical representation through plotting related objects close to each other. MCA

helps to reveal the structure of complex data that is categorical. The method is mainly

an exploratory technique, it is similar to Factor Analysis (which is used on scale data)

and uncovers clustering in the data that might not be obvious. The test was undertaken

on the nominal data of age of respondents, gender, number of languages. number of

LMC/EAL in schools, number of LMC/EAL in mainstream classroom and years of

experience to identify visually. any existing correspondence.

Figure 5.14 Multiple Correspondence Analysis between ‘Age of Respondent’, ‘Gender of
Respondent’, ‘Number of EAL Children’, ‘Number of Language in Schools’
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Years of experience and number of LMC Pupils in school/class. HOMALS results
illustrates the number of male participants of age of 20-35 with 5-10 years of teaching
experience correspond to having 4-6 LMC pupils in their classrooms and more than 20
LLMC in their schools. (Circle A), where as female participants of age 35-45 with 10-20
years teaching experience correspond to having 1-2 LMC pupils and less than 10 LMC

pupils in their schools (Circle B).

Figure 5.15 Multiple Correspondence Analysis between ‘Age of Respondent’, ‘Ethnic
origin of respondents’,” Gender of Respondent’, ‘Yrs of experiences’

Multiple Corresponents Analysis for Age, Ethnic origin,

Gender, Yrs of teaching @ Age of respondent
@ Ethnic origin
O Gender of

75 respondent
Black other Yls teachmg in
© analy Sc
5.0

Dimension 2

~2.5=1

T T T T
3 2 4 0 1 2

Dimension 1
Variable Principal Normalization.

Figure 5.15 illustrates the number of male participants of age of 25-35 and age 35-45
with 5-10 years of teaching experience are from other black background (Circle A),
while male respondents age 45-55 with 10-20 years teaching experience are from

Chinese British and white other background (Circle B). The result of HOMALS reveals
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that also female participants age under 25 with less than 5 years teaching experience are
from white British and Chinese other background (Circle C), where as female
participants age 55+ with more than 20 years teaching experience are from British

background (Circle D).

5.4b Bivariate Tests

Bivariate tests were undertaken on interval scale attitudes and perceptions data
questions within the quantitative survey, which examined the importance placed on
various issues (see Q8 and Q9 questionnaire in appendix 2). These were undertaken to
identify potential correlations of selected issues within interval scale data types. In a
survey of participants’ attitudes and perceptions towards resources and leadership and
degree of awareness towards local authorities’ policy and LMC children, the level of
support is shown to be increasing so, the level of support in schools for LMC children.
Q8 and 9 aimed to examine the Pearson correlation between variables related to
available resources and degrees of awareness of participant towards LMC pupils in
mainstream classrooms. The result reveals a statistically significant positive directional
relationship between all variables (p < 0.05). This indicates that strong importance was
placed on available resources within classroom and schools, this infers strong
importance upon providing support for all learner including LMC/EAL pupils in
schools. While this relationship is present (r=.254, p < 0.00 n=202) the results indicate a
positive correlation with both variables, therefore suggesting that increased importance
in one results in increased prominence of the other. As such degree of awareness has a
strong and positive effect on attitude in providing resources for LMC in schools (=.259,

p < 0.00 n=203). Similar positive relationships exist between degree of awareness of
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local authorities’ policy in term of LMC pupils and awareness of providing resources
for LMC and all learners in the mainstream classrooms (r=.558, p < 0.00 n=204) (see

table 5.10 below ).

Table 5.10 Bivariate Results on Question 8 and 9

Attitude to Attitude to Degree of Degree of
Resources for = Lead/manage awareness of N awareness of
LMC r Learner and LPallL LEA R all
learner
Attitude to Resources for LMC 1
Attitude to Lead/manager Learner 0254(**) 1
:l)l;:iree of awareness of Nand L P 0.142(%) 0.259(**) )
Degree of awareness of LEA R all 0.284(*%) 0.098 0.558(**) 1
learner

**Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).

* Values in cells are coefficient r

Q13, Q20, Q21 and Q22 (see questionnaire in appendix 2) dealt with issues related to
available resources, training for teachers and content curriculum in meeting needs of
LMC pupils, to identify possible potential relationships and their strength against
different elements of policy and external elements within schools and local authorities.
The result indicates that there is a statistically significant positive relationship between
all variables (p < 0.05). Positive correlations were identified between effective teaching
and having training to deal with LMC/EAL pupils in mainstream classrooms (r=.196, p
< 0.00 n=192). This infers that as teacher receives more training and have more
professional qualification in areas of bilingual education, they are more able to identify
the needs of LMC children’s using effective teaching structure and children home
language in their instruction. There was further a positive relationship between available
resources and level of training (r=.296, p < 0.00 n=192,) which infers that more training

and knowledge in area of LMC pupils can lead to more awareness of using right
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resources in the classrooms. There was also a positive relationship between curriculum
content and right resources in the classrooms (r=217, p < 0.00 n=199) indicating the
importance of placing right resources in classrooms may result in better services and

support available in the classrooms (see table 5.11 below).

Table 5.11 Bivariate between Q13, Q20. Q21 and Q22

Effective Training in Resources Rate
teaching in area of LMC forteacher in  Curriculum in
meeting all Class meet needs of
L L

Effective teaching in meeting all L 1

Training in area of LMC 0.196" 1

Available resources for teacher in 0.059 0.296" 1

Class

Rate Curriculum in meet needs of L 0.269" 0.230™ 2177

** Correlation is significant at the 0.01 level (2-tailed)

Values in cells are coefficient r

Q8, Q14, Q15, Q20, Q24 (see questionnaire in appendix 2) aimed to examine to find out
performance of local authorities and degree of respondents awareness of their policy
and resources available in mainstream classrooms for LMC/EAL children. The results
indicate that there is a statistically significant positive relationship between all variables
(p < 0.05). Pearson Correlation tests reflected the issues highlighted within literature.
The results reveal a positive relationship between Staffs’ degree of awareness of local
authorities’ policy and performance of local authorities in term of availability of
resources for all learners (r=.451, p < 0.00 n=195). Similar positive relationships also
exist between training and degree of awareness and needs of all learners and LMC/EAL
children in mainstream classrooms (r=.381, p < 0.00 n=193). Positive correlations were
identified between attitude to resources for LMC/EAL and degree of awareness in

mainstream classrooms (r=.520, p < 0.00 n=192). This infers to more training lead to
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more awareness of using right resources in the classrooms (1=.227, p < 0.00 n=193).
Overall, the results of Pearson correlation indicates the importance of placing on right
resources in classrooms may result in better services and support available in the

classrooms (see Table 5.12 below).

Table 5.12 Bivariate between Q8, Q14,Q15, Q 20, Q24

Degree of
Performance  Attitude to Degree of awareness of
Training in area of LEA for all Resources for awareness of N LEA R all
of LMC Learners LMC and LPallL learner
Training in area of 1
LMC
Performance of LEA 4517 1
for all Learners
Attitude to Resources 520" 319™ 1
for LMC
Degree of awareness of 227" 202" 142 1
NandLPallL
Degree of awareness of 381" 444" 284™ 558"
LEA R all learner

*#* Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
Values in cells are coefficient r

The results (table 5.13 below) indicate positive directional relationship between all
statistically significant variables (p< 0.05). This indicates that strong importance was
placed on local authorities’ performance and rules within primary schools ensuring staff
members are completely aware of language, culture diverse children in the classrooms.
Furthermore local authorities are prepared to provide regular advice and training for
staff members in schools. This indicates that when strong importance was placed on
language awareness within the local authorities this resulted in strong importance placed

upon culture awareness and level of training (Q24, Q25 and Q27 see questionnaire in
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appendix 2). The results indicate a positive correlation with both variables, therefore
suggesting the increased importance in one results in crease importance of the other
language awareness (r=.631, p < 0.00 n=199), cultural awareness (r=501, p < 0.00
n=199), teaching methods (=684, p < 0.00 n=199), regular advice (r=555, p < 0.00
n=199) and performance of local authorities (=483, p < 0.00 n=195). There is another
correlation between regular advise and language awareness (r=.767, p < 0.00 n=199),
teaching methods (r=.776, p < 0.00 n=199), overall advice and support (r=587, p < 0.00
n=199), performance of local authorities (r=511, p < 0.00 n=195). Another positive
relationship identified highlights importance of cultural awareness (r=737, p < 0.00
n=199), importance of advise (=552, p < 0.00 n=199) and local authorities provide

resources and support (=406, p < 0.00 n=195).
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Table 5.13 Bivariate between Q24, Q25, Q27

A LEA Agre'fi ;A A LEA Overall

gree provide gree .

Agree LEA provide information  provide Regular Ad.wce, Performance of
provide Information Lang Culture Advise teaching ~ S€Tvice and LEA for all
Training Awareness Awareness Method support Learners

Agree LEA provide Training 1

Agree LEA provide Information Lang Awareness 6317 1

Agree LEA provide information Culture Awareness 5017 767" 1

Agree LEA provide Regular Advise teaching Method 684" 776” 737 1

Overall Advice, service and support 555" 587" 5527 588" 1

Performance of LEA for all Learners 483" S 406" 445" 568" 1

** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed)

Values in cells are coefficient r
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5.4¢ T-Tests

T-tests were undertaken on interval data against the nominal variable of awareness of

services provided by local authorities for LMC/EAL children in primary schools in

order to identify if there were significant difference in mean scores of the following

statement.

HO  There is no difference in mean attitudes to resources for language minority

when grouped by awareness of resources

Hi There is a difference in mean attitudes to resources for language minority when

grouped by awareness of resources

The following significant T-test results were found to have equal variance (see table

5.14 below)

This table provides useful descriptive statistics for the two groups that you compared

including the mean and standard deviation. This question aimed to find out difference

between awareness of resources and availability of resources for LMC/EAL children in

schools.

Table 5.14 Independent samples T-Test results on Availability of Resources and

Awareness of Services

Aware of Service LEA Std. Error

S for EAL Mean | Std. Deviation Mean
Attitude to Resources for Yes 116 4.04 785 .073
LMC No 84 3.52 .898 .098
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The table 5.15 below provides the actual results from the independent t-test and

Levene's (Testing for Equality of Variances).

Table 5. 15 Significant Results of Independent Samples T-Test on Availability of

Resources and Awareness of Services

Levene's Test for

LMC

Equality of Variances t-test for Equality of Means
95% Confidence
Interval of the
Sig. 2-| Mean | Std. Error Difference

F Sig. t df tailed) |Difference |Difference{ Lower| Upper
Attitude  Equal variances 7.635 .006] 4.346 198 .000 519 A191 284 155
to assumed
Resource gg,jal variances 4.253|163.94]  .000 519 122} 278 760}
s for not assumed 0

Independent samples tests were conducted to compare the schools providing resources

for language minority scores for awareness of resources provided by local authorities

and not awareness of provided resources by local authorities. Significant value was less

than .05 therefore the second line equal variances not assumed has been considered.

There was no significant difference in scores for awareness (M=4.04, SD=.78) and no

awareness M=3.52, SD= .89; t(163) = 4.34, p=0.00 (two tailed) (see Q15 and Q16b

questionnaire in appendix 2).
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Table 5.16 Independent Samples T-Test Results on Availability of Resources and
Awareness of Services

Aware of Service Std. Error

Bilingual Resources Number Mean Std. Deviation Mean
Attitude to Yes 112 3.97 854 .081
Resources for LMC 91 3.64 850 089

This table provides useful descriptive statistics for the two groups the mean and

standard deviation (see table 5.16 above).

Table 5.17 Significant Results of Independent Samples T-Test on Availability of Resources
and Awareness of Services

Levene's Test for

Equality of
Variances t-test for Equality of Means
Std. 95% Confidence
Mean Error Interval of the
Sig. (2- | Differen | Differen Difference
F Sig. t df tailed) ce ce Upper | Lower
Attitude to Equal
Resources for  variances 902 343 2.793 201 006 336 120 099 -.573
LMC assumed
Equal
variances 2.794 | 192.919 006 336 .120 .099 573

not assumed

An independent samples test also was conducted to compare the

schools providing

resources for language minority scores for awareness of bilingual resources provided by

local authorities and no awareness of resources provided by local authorities. There was

no significant difference in scores for awareness of resources (M=3.97, SD=.85) and not

awareness of bilingual resources M=3.64, SD= .85; t(201) = 2.7, p=0.00 (two tailed)

(see Q15 and Q16¢c questionnaire in appendix 2) (see table 5.17 above).
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5.4d ANOVA Statistical Tests

One way ANOVA test was undertaken on the different profile (nominal) data to identify
differences in means responses to the series of attitudinal statements. Participants were
asked to rate from 1 strongly disagree to 5 strongly agree their agreement with a range

of questions (see Q15, Q23, Q24, Q27a, Q27b, Q27c, Q27d in appendix 2).

Homogeneity of variance tests was undertaken on ANOVA data to ascertain if variances
were to be assumed equal or unequal. A null hypothesis of equal variance assumption
was tested against ANOVA values. A significant value of >0.05 accepts this
assumption where scores below would reject the hypothesis and show that variances are

unequal requiring reporting of F-ratios under Brown-Forsythe assumptions.

Tukey post hoc test were also undertaken on statistically significant ANOVA variables
identified to contain equal variances. All significant ANOVA results with equal
variances are reported in the following sections. Significant results with unequal

variances can be found in appendix 3).
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54.e ANOVA against Number of Language Minority in Primary Schools

ANOVA tests were undertaken on interval data against the profile (nominal variable of
number of language minority in primary schools in order to identify if there were

significant difference in mean scores of the following statement.

HO  There is no difference in means when factored by the different numbers of
language minorities
H1 There is a difference and at least one of groups have difference in means when

factored by the different numbers of language minorities

In all cases, the Null hypotheses were rejected and therefore differences were observed.

The following significant ANOVA results were found to have equal variance (see table

5.18 below).
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Table 5.18 Test of Homogeneity of Variances Results on ANOVA against Number of

LMC/EAL Children

Levene Statistic dfl df2 Sig.
Agree LEA provide Training 3.707 196 .026)
Agree LEA provide 3.706 196 026
Information Lang
Awareness
Agree LEA provide 3.039 196 .050
information Culture
Awareness
Agree LEA provide Regular 1.199 196 304
Advice teaching Method
Overall Advice, service and 2.808 195 063
support
Performance of LEA for all 581 192 .560]
Learners
Degree of awareness of LEA 3.745 202 025
R all learner

Table 5.19 below indicates ANOVA results where equal variances are assumed with

acceptance of the alternate hypothesis (H1), ie there are differences observed.
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Table 5.19 Significant ANOVA Results on Statement Against Resources Provided by local

Authorities
Hypothesis { Questions
df F Sig. Accepted

Agree LEA provide |Between 2 5.997 .003 H1 Q26a
Training Groups

Within Groups 196
Agree LEA provide |Between 21 4713 010 H1 Q26b
Information Lang Groups
Awareness Within Groups 196
Agree LEA provide |Between 2 4142 017 H1 Q26¢
information Culture |Groups
Awareness Within Groups 196
Agree LEA provide [Between 2| 4476 .013 Hi Q26d
Regular Advise Groups
teaching Method Within Groups 196
Overall Advice, Between 2l 4.750 .010 H1 Q27
service and support  |Groups

Within Groups 195
Degree of awareness |Between 2 3.241 041 H1 Q15
of LEA R all learner |[Groups

Within Groups 202

A Post hoc’ Tukey multiple range test was undertaken on these statements to identify

the differences

splits in the mean response scores of the different roles and

responsibilities of local authorise in term of funding, advice, training and resources (see

table 5.19 above).
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Table 5.20 Tukey Results on Statement ‘Agree LEA Provide Training’

Number of Subset for alpha = 0.05
children EAL N 1 2
10-20 28 2.86

More than 20 82 2.89

Less than 10 89 3.39
Sig. 986 1.000

The difference is between 10-20 and less than 10 Tukey post hoc test, indicates that
schools with 10-20 and more than 20 language minority children in their schools differ
from scores of the less than 10 LMC/EAL children (see table 5. above). A score of 3.39
indicates that staff members working within schools with fewer minority language
children were close to agreeing with this statement, where those with 10-20 children
had a mean score of 2.86 just off neutral and those with more 20 had a mean score of

2.89 just neutral to effect of training from local authorities (see table 5.20 above).

Table 5.21 Tukey Results on the Issue of ‘Agree LA Provide Information Language
Awareness’

Subset for alpha =
Number of children 0.05
EAL N 1
More than 20 82 2.76
10-20 28 | 3.11
Less than 10 89 3.17
Sig. 059

This table has not discriminated so cannot comment. Staff members in schools with 10-

20 LMC/EAL children scored 3.11 and staff members of schools with less than 10
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scored 3.17, agree to the effect of information in term of language awareness, whereas
staff members with more than 20 scored 2.76 just off neutral to information provided by

local authorities in term of language awareness (see table 5.21 above).

Table 5.22 Tukey Results on the Issue of ‘Cultural Awareness’

Number of Subset for alpha = 0.05
children EAL N 1 2
More than 20 82 2.87

Less than 10 89 3.24 3.24
10-20 28 3.32
Sig. 126 .894

The difference is between more than 20 and 10-20. Under Tukey post hoc test, the staff
members in the schools with more than 20 scored 2.87, between neutral and agree with
information provided by local authorities in term of cultural awareness. Whereas the
staff in the schools with less than 10 scored 3.24 and the schools with 10-20 score 3.32
was highlighted a positive effect to information provided by local authorities in term of

cultural awareness (see table 5.22 above).

Table 5.23 Tukey Results on Satement ‘Regular Advice on Teaching by LA’

Subset for alpha =
0.05
Number of children EAL N 1
More than 20 82 2.88
10-20 28 3.21
Less than 10 89 3.29
Sig. .065
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Cannot discriminate cannot comment. For statement of regular advice on teaching
mainstream classrooms, staff members in schools with more than 20 LMC/EAL
children score 2.88, between neutral and disagree with above statement, where staff
members in schools with less than 10 scored 3.29, neutral and just close to agree. Staff
members with 10-20 had a mean score of 3.21 they were between neutral and agree (see

table 5.23 above).

Table 5.24 Tukey Results of Issue on ‘Overall Advice and Support’

Number of children Subset for alpha = 0.05
EAL N 1

More than 20 79 3.25
10-20 28 3.57
Less than 10 91 3.66
Sig. .053

Not differences under Tukey were observed for this statement (see table 5.24)

Table 5.25 Tukey Results on ‘Performance of LA’

Number of children Subset for alpha = 0.05

EAL N 1 2

More than 20 79 3.22

Less than 10 88 3.77
10-20 28 3.82
Sig. 1.000 937

Difference is between More than 20 and all others. Tukey results from table 5.25 above
display that the staff members in the schools are between neutral and agree to the
statement on performance of LAs providing direct support and advice, scoring a mean

of 3.82 for the staff members in the schools with 10-20 LMC/EAL children. Whereas
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the staff members in the schools with less than 10 scored 3.77 and the staff members in

the schools with more than 20 scored 3.22.

Table 5.26 Tukey Results on ‘Information Provided by LA on Bilingualism’

Number of Subset for alpha = 0.05
children EAL N 1 2

More than 20 80 3.18

Less than 10 88 3.49

10-20 28 386
Sig. | 074 1.000]

In term of the statement of information provided by local authorities, ANOVA results
indicate a difference in means between10-20 and others, Tukey post hoc tests reveal that
the staff members in the schools with 10-20 LMC/EAL children scored 3.86 just agree,
while the staff members in the schools with less than 10 scored 3.49, between neutral
and agree. It was found that mean score for the staff members in the schools with more
than 20 LMC/EAL children are different from mean score of two other groups a value

slightly more than neutral 3.18 (see table 5.26 above).

Table 5.27 Tukey results on ‘Degree of awareness of LA resources’

Subset for alpha =
Number of 0.05
children EAL N 1
More than 20 82 3.83
Less than 10 93 4.16L
10-20 30 4.17
Sig. 142
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Cannot discriminate, cannot comment Tukey post hoc tests reveal that there is no
difference in score mean between groups and staff members in schools are agree or
strongly agree with statement of their awareness with local authorities’ resources and

support for all learners including LMC/EAL children (see table 5.27 above).
5.4.f Factor Analysis

In this research factor analysis was undertaken on scale data (Q13, Q14, Q15, Q20,
Q22, Q23, Q24, Q25a, Q25b, Q25¢, Q25d, Q25e, Q26a, Q26b, Q26c, Q26d and Q27) to
bring inter- correlated variables together under more general, underlying variables and
identifying groupings and characteristics. Factors identified were effectiveness of
teaching methods, awareness of policy, awareness of resources, training provided,
available resources in classrooms, curriculum content to meet needs of diverse children,
information provided by LA, attitudes towards achievement of LMC and agreement on
all information provided by LA. The result obta.ined from sets of above questions

revealed four archetypes or factors (see table 5.29 below).

The items of the agreement and attitude questions were subjected to principal
components analysis for extraction (PCA) to produce a smaller number of linear
combinations of the original variables, with all of the variance in the variables being
used. Alongside the most commonly used orthogonal approach the varimax method was
used for rotation, which attempts to minimise the number of variables that have high
loading on each factors. Principal components analysis revealed the presence of four
components with eigenvalues exceeding 1, explaining 35.3%, 16%, 9.8%, 6% of the

variance respectively. These four factors explain a total of 67.30% of the variance. Prior
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performing PCA, the suitability of data for factor analysis was assessed to ensure a
reliable scale (Field, 2003). Cronbach’s Alpha tests of reliability were undertaken on
scale data within 17 items. The reliability test result showed a statistically reliable
Cronbach’s Alpha value of 0.871 for Q13, Q14, Q15, Q20, Q2v2, Q23, Q24, Q25a,
Q25b, Q25¢, Q25d, Q25¢e, Q26a, Q26b, Q26¢, Q26d, Q27. In addition to, inspection of
the correlation matrix revealed the presence of many coefficients of .3 and above. The
Kaiser-Meyer-Oklin value was 0.831, exceeding the recommended value of .6 (Kaiser
1970, 1974 cited in Pallant, 2007) and Bartlett’s Test of Sphercicty was conducted to
examine the strength of the relationship between the variables. As Bartlett’s test of
sphercicty reached statistical significance (p < 0.05), supporting the factorability of the
correlation matrix and identified relationship between tested variables demonstrated a

strong association (see table 5.28 below)

Table 5. 28 Cronbach Alpha Score and Bartlett’s test of Sphericity on Q13, 14, 15, 20, 22,
23, 24, 25a, 25b, 25¢, 25d, 25e, 26a, 26b,26¢, 26d, 27

Cronbach's Alpha 0.871 (n=17)
Barlett’s Test of Sphericity 0.000 (df =120)
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Table 5.29 Factor Analysis Results on 17 Items

LA Support

Auvailable
Resources

Awareness of Curriculum and
needs of LMC effective teaching

Agree LA provide Information Lang
Awareness Q26b

Agree LA provide Regular Advise teaching
Method Q 26d

Agree LA provide information Culture

Awareness Q26¢

Agree LA provided Training Q26a
Overall Advice, service and support Q27*
Performance of LA for all Learners Q24
Training in area of LMC Q20

Available Resources access to people Q25b
Available resources access to Curriculum
Q25¢

Available Resources access to information
Q25a

Available Resources Funds Q25d
Available Resources Other Q25¢

Degree of awareness of LA R all learner

Q15

Information provided LA in area of LMC
Q23
Rate Curriculum in meet needs of L Q22

Effective teaching in meeting all L Q13

Degree of awareness of N and L P all L Q14

391

.388

.844

793
702
530
486

FACT1

900
.368

.855

.808
671

FACT2

813

801

782
769

FACT3 FACT4
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Four factors were identified which indicate in terms of finding as followings:

Factor 1 was concerned with agreement on local authority providing resources,
information in term of language and culture awareness, regular advice, training, and
overall support (explaining 35.3% of data). Factor 2 was concerned with availability of
resources in term of access to bilingual assistant, curriculum, and information and
funding (explaining 16% of data). Factor 3 was concerned with the awareness of the
needs of LMC in mainstream classrooms and awareness of local and national policy for
LMC (explaining 9.8% of data). Factor 4 was concerned with curriculum and teaching
in meeting needs of LMC in term curriculum and teaching methods (explaining 6% of

data).

A scree plot was undertaken to aid in identifying potential numbers of existing factors
(see figure 5.16 below). Field, (2009) advises identifying the point at which the scree
line is level. The plot displays two or four factors levelling off and reveals a clear break
after the two components for further investigation. As such factor analysis provided the

following results.
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Figure 5.16 Scree Plot for Q13, Q14, Q15, Q20, Q22, Q23, Q24, Q25a, Q25b, Q25¢, Q25d,
Q25e,Q26a, Q26b, Q26¢, Q26d,Q27

'-

Possible factors lie between 2 and 4

& ¢
\
& S
\». 4
Y K
\GL””"(‘
T — — T
®—0—o—o ~0—g
B © s S - Sy
)

T T 1 T i T T T ] i T | PR | T L T T
f 2 3 4 S§ 8 T B & M N 13 453 W % wE 17

Component Number

These include LA support, available resources, awareness of needs of LMC, Curriculum
and effective teaching within schools. The results indicate that participants had a strong
agreement with receiving information regarding second language and cultural
awareness and in relation to service training and professional training whilst facilitating
support and advice within schools and on the regular bases. This was alongside of the
effectiveness of using appropriate teaching resources and awareness of head teachers of
facilitating bilingual support in schools and across curriculum for LMC children. The
strong emphasis was on the professional training for teachers. Overall participants
strongly support the idea of having bilingual resources, training and having a clear
policy and guidelines in term of planning activities in classrooms for individual pupils

to promote bilingualism in school in which all pupils are value.
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5.4g Commentary on Results of Quantitative Data

This section summarises the quantitative results drawn from the questionnaire phase of

the research. The following conclusion can be identified from the findings of this stage.

- Number of LMC/EAL children and bilingualism and the government policy

The government language policies emphasis monolingual instructions and promote
bilingualism and bi-literacy in education and also the data presented (in section 5.2.1)
indicates that the schools even with less LMC/EAL children have no policy and
bilingual resources not available or moderately available to teach LMC/EAL children in
mainstream classrooms. Most of staff members in the schools are from British
background and only 5% of the staff members are from other backgrounds. Data
revealed that no clear direction had been given by local authorities to teach LMC/EAL
children in mainstream classroom and native language support to these students.
Respondents (see table 5.3) in the schools context in two local authorities are British
and only speak English and English is the primary language of instruction throughout
the primary schools and proficiency in English not other languages has continued to be
a common problem for the majority of teachers. In some schools bilingual assistants are
available not for all languages and not all the time but it is based on schools demands

and not on the regular bases.
- Teacher training and Resources

Data shows that teachers feel they are not trained to cater for bilingual pupils. The lack
of training and resources bilingual teachers/assistants, bilingual books in school and
tight national curriculum guidelines have led them to carry on with routine mainstream
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classrooms tasks. Data also reveals that teaching practices supporting LMC/EAL pupils
is the norm in primary schools and most of teachers have to encounter LMC/EAL
children at some point in their careers, but many feel poorly equipped to meet their
needs in mainstream classrooms. The lack of a professional training route has obviously
had a detrimental effect on their teaching strategies. Results also show that many
schools are lacking in teaching experience of LMC/EAL pupils, in such situation
schools have to work on changing their approach, with advisory staffs about language
acquisition and ways of including bilingual pupils in the curriculum (see section 5.4a

and 5.4f).

- Qualified Bilingual Teachers

Data revealed that it is expected to have native or high levels of linguistic competence
staffs or qualified teachers from other backgrounds in the schools. Data about their
bilingual status points out that most of them are not qualified bilingual support staff but

only can speak another language (see section 5.5.1.1, 5.3.3 and 5.4f)

- Language maintenance

Quantitative results display the ifnportance of language and cultural awareness and
teachers expect to use and emphasis on community languages/first languages and the
linking between L1 and L2. Results show that overall participants strongly support the
idea of the use of home language in classrooms, but most of them are not qualified or

cannot speak other languages, so, LMC/EAL children in most schools in this study have
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not had the opportunity to use their community languages or role models in the form of

bilingual teaching staff.

- Funding and support

The results further highlighted that the importance of language and cultural awareness
and teachers expect to use and emphasis on community the government clearly
emphasises providing funding (resources, EAL specialist staff to train mainstream staff)
to meet the needs of EAL pupils. Results highlight that also local authorities emphasis
supporting schools to raise standards for language development, role of schools and
instructional approaches to meet the immediate needs of LMC/EAL children (see

section 5.4d).

- Instruction strategies and teaching materials

Results show that the teachers are used the most common teaching methods and own
experiences that have proven record of success. It was observed that teaching materials
do not reflect bilingualism. Although the classrooms teachers are generally aware of
that but they found it difficult to accommodate learning needs of individual children in
mainstream classrooms (see section 5.4a and 5.4b) with having the national curriculum
guidelines. Since English is the only language of instruction in the primary schools, the
teachers seem not to comply with that and bilingual children have to follow mainstream
classrooms with no language support in place. Furthermore, the types of instructional
services provided by the schools to LMC/EAL children vary and are dependent on

several factors. These factors are related to the size of the linguistic diverse population
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in schools, what resources are available locally, and whether or not teachers are

qualified to teach mainstream classrooms.
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Table 5. 30 Summaries of Research Questions and Data Analyses Methods

Analysis Test/Measure Key Findings
Undertaken
Muttiple on nominal data of age of respondents, gender, - Provide a graphical representation through plotting related objects
Correspondence | number of languages, number of EAL in schools, |close to each other and to identify visually, any existing
Analysis number of LMC/EAL in mainstream classroom correspondence.

and years of experience
Bivarate Q8 and Q9 Attitude to availability of resources, | - Positive correlations between effective teaching and having training
tests degree of awareness of LMC /EAL children needs | to deal with LMC/EAL pupils in mainstream classrooms (r=.196, p <

and degree of awareness of local authorities’
support for all learners

Q8, Q14, Q15, Q20, Q24 performance of local
authorities and degree of respondents awareness
of their policy and resources available in
mainstream classrooms

Q24, Q25 and Q27 strong importance was placed
on local authorities’ performance and rules within
primary schools ensuring staff members are

0.00 n=192)

- Positive relationship between available resources and level of
training (r=.296, p < 0.00 n=192,)

- Positive relationship between curriculum content and right resources
in the classrooms (r=.217, p < 0.00 n=199)

- Positive relationship between staffs’ degree of awareness of local
authorise’ policy and performance of local authorities in term of
availability of resources for all learners (r=.451, p < 0.00 n=195)

- Positive relationships between training and degree of awareness
and needs of all learners and LMC/EAL children in mainstream
classrooms (r=.381, p < 0.00 n=193)

-Positive correlations between attitude to resources for LMC/EAL and
-degree of awareness in mainstream classrooms (r=.520, p < 0.00
n=192)

-Positive correlations between training and awareness of using right
resources in the classrooms (r=.227, p < 0.00 n=193)

- Importance of the other language awareness (r=.631, p < 0.00
n=199)

- Importance of cultural awareness (r=501, p < 0.00 n=199)

- Importance of teaching methods (r=684, p < 0.00 n=199)
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completely aware of language, culture diverse
children in the classrooms

- Importance of regular advice (r=555, p < 0.00 n=199)

- Importance of performance of local authorities (r=483, p < 0.00
n=195)

- Importance of regular advise and language awareness (r=.767, p <
0.00 n=199)

- Importance of overall advice and support (r=587, p < 0.00 n=199)

- Importance of performance of local authorities (r=511, p < 0.00
n=195)

T-Tests HO There is no difference in mean attitudes to - No significant difference in scores for awareness (M=4.04, SD=.78)
resources for language minority when grouped by | - No awareness M=3.52, SD= .89; t(163) = 4.34, p=0.00
awareness of resources - No significant difference in scores for awareness of bilingual

resources (M=3.97, SD=.85)

H1There is a difference in mean attitudes to - No awareness of bilingual resources M=3.64, SD= .85; t(201) = 2.7,
resources for language minority when grouped by | p=0.00
awareness of resources

ANOVA HO There is no difference in means when | Agree LEA provide Training F(2,196) = 5.997, p=.003

factored by the different numbers of language
minorities

H1 There is a difference at least one of groups
have difference in means when factored by the
different numbers of language minorities

Agree LEA provide Information Lang Awareness F(2,196) = 4.713, p=
.010

Agree LEA provide information Culture Awareness F(2,196) = 4.142,
p=.017

Agree LEA provide Regular Advice teaching Method F(2,196) =
4.476, p=.013

Overall Advice, service and support F(2,195) = 4.750, p=.010
Performance of LEA for all Learners F (2,192) = 15.139, p=.000
Information provided LEA in area of LMC F(2,193) = 10.295, p=.000
Degree of awareness of LEA R all learner F(2,202) = 3.241, p=.041

Factor analysis

Agree LEA provide Information Lang Awareness
Q26

Agree LEA provide Regular Advise teaching
Method Q 26

Agree LEA provide information Culture Awareness

a=0.871
-Factor 1
LA support

891
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Q26 .888
Agree LEA provided Training Q26 844
Overall Advice, service and support Q27 :

Performance of LEA for all Learners Q24 Training 793
in area of LMC Q20 . 702
Available Resources access to people Q25 530
Available resources access to Curriculum Q25 486

Available Resources access to information Q25
Available Resources Funds Q25

Available Resources Other Q25

Degree of awareness of LEA R all learner Q15
Degree of awareness of Nand L P all L Q14
Information provided LEA in area of LMC Q23
Rate Curriculum in meet needs of L Q22
Effective teaching in meeting all L Q13

Factor 2

Available resources

.900
.868
.855
.808
671

Factor3
Awareness of needs of LMC
.813
.801

Factor 4

Curriculum and effective teaching
782
.769

Kaiser Meyer Olkin Measure of Sampling Adequacy = 0.831
Bartlett’s test of sphercicty p< 0.05
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5.5 Interview Findings

5.5a Interview Findings from Staff Members of Primary Schools and Local

Authorities

This section details interview finding of the research and thematic issues were found to
exist between primary schools and local authorities. The findings were triangulated as
highlighted in chapter 3. Interview findings were coded and analysed based upon the
identified factors during the exploratory and quantitative research phase of the study
which was the starting point in which appropriate content was coded. The section
below examines the issues uncovered by staff in Merseyside primary schools and local
authorities. Figure 5.17 below details participants’ position from primary schools and

local authorities.

Figure 5.17 Below Details Number of Staff Members in Schools and Local Authorities who
Took Part in Interview Phase of this Research
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16
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Head Teacher
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Figure 5.18 Below Interview Key Themes
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The above figure details triangulated issues highlighted by all staff members in primary

schools and two local authorities in Merseyside.
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Support Provided by Schools for LMC/EAL Children
-We don't have any bilingual helpers. Obviously I'm bilingual myself but it doesn't apply. Just because you can speak a language doesn't
mean you are qualified. It's not just viable to employ someone with just one language. It doesn't work like that

“An adult speaks the same language as a child it doesn’t qualify that person to be a support worker because sometimes it can
cause more harm. That person needs to be specially trained.”

-Periodically meetings for specific language groups to explain to them how the national curriculum works, how the key stages work, how
the children’s needs are met and | think it's very challenging thing for someone from another country to actually take on board and
understand.

- Although she wasn't in school she was preparing a resource which could potentially be used by twenty-five or thirty schools to support
Arabic speaking students so that was quite easy to justify.

-There are other things where it's a bit greyer, not quite as easy to justify or work out which is the best thing to do

-The lessons are differentiated and planned according to their needs e.g. when as a whole class lesson, there is a teaching assistant and
we might have a bilingual assistant as well to translate.

-There is a lot of children that we can't translate for so we can use older children to help.

-You do come across some children that will come in and there isn’t anybody here but we’ve got other schools that we can go to in the
network and also we've had experience ourselves.

- No language support

It's mainly linguistic because | think once the understanding of language comes then it's up to the intelligence to take over

They would be supported but it wouldn’t be one-to-one

All that was provided, and this was through the Local Authority, was something like two hours a week and that was all that was funded for
-Not really, we don't have someone who speaks Arabic, we don't have someone who's Chinese so no there wouldn't be. We do have
some set language books.

-If a child came over with English as an additional language he wouldn’t be put straight into the work that we'd be doing. He'd have to
learn the basics things first, and he won'’t do the work.

-Within the classroom and we use children to support children who go better English language skills

-The children help support each other. It's not all teacher child. It's the whole range of things.

-Depends if we have someone in the building that speak the language. If not then we try to get along and we give them time.

Not every single language

Every one of my children would have needed an individual with them

Not really, we don’t have someone who speaks Arabic, we don't have someone who's Chinese so no there wouldn't be. We do have some
set language books.

- We don'’t have a language support teacher
-We try to get along and we give them time. If not we get in touch with EMTAS and find out how else we can support them.

- They haven't got the capacity and also if you only have 3 children one school

- We don't have a set program because we have children from all over the place.

-The need is there then extra staff is the first thing and the most vital tool that we have.

-Good training for teachers and teaching support staff is crucial

“Haven’t had any official training, but that’s due to the fact I've only been here a short length of time”



Figure 5.20
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Figure 5.21
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Interview findings

Strategy for
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Strategy for LMC/EAL Children

-There wasn't a structured program in school

-We would spend the day with them.

-They would, if there was nobody else that spoke the language, we would go with them at dinnertime, and playtime, just help
them to get into a routine.

-We have used the Talking Partners program

-We haven't yet found an effective resource specifically for pupils with EAL

-We have support through school and we use the documentation from the DfES

-We look at to find ways of supporting children with English as an additional language.

-Teachers tend to make sure that they have representative literature in the class in different home languages, dictionaries

and things like that in home languages to support the children in their learning and also to support the staff in terms of
teaching methods.

-We use the internet to do it. There’s children’s program on the internet that you can just type in and it will translate.
-The school has changed its entire staff. She’s had a lot of EAL experience in Birmingham, we're learning from her and
we're very open in that we say we've come across this, we don’'t know what to do with it, and we talk about it between us.
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Figure 5.23 Triangulated

Interview findings

Teaching
and
Mainstream
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Teaching and Mainstream Strategies

-We also have meetings to look at different ways to improve the way children learn. The teachers will identify if child needs actual
support and we use lots of visual support

-Have support from the teaching assistants, who had their own methods of working with children was done with pictures, picture
books

Talking partners which help develop their mathematical vocabulary

-There's one with writing symbols which can be used by the children with no English to create a piece of writing using symbols.
-Visual using picture, object and actions.

-We use talking partners: I'm actually a talking partner

-A child who has very little English we don't want to withdraw them too much but we will help/teach the essential vocabulary it visual
as possible

But in general the language to be honest the language is the first thing that hits you in the face.

-we take it off the internet it would have English and their language as well to tell us what it was

-Every class room should have many dictionaries in different languages

-Using pictures and diagrams

-Yes, pictures, visual aids, make things, you know, step it down a level or two

-All children learn best through play. | think the children who speak other languages, by interacting with the children around them;
they do pick up the language. And through play you're using actions, you're using things you can touch so they’re learning
alongside the other children just as much.

-We make visual aids as well and things like that.

-The strategies are for the classroom teacher to embed in their teaching

Teachers need to be aware that those learners, although they maybe fluent right now, they needs those strategies n the classroom
-The primary national strategies tool kit have some good strategies which are recommended to be embedded in the normal day to
day first teaching and learning within the classroom. That would come under the quality first teaching

-Spent time with other children and worked a lot with and with those resources and translation, working together as a team and
including him in everything.
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Cultural/Linguistic Awareness

-Be aware of their needs. | don't really know what to say.
-Knowing children language and culture and ability

-I find out as much as | can about their previous educational experiences: whether or not they've been to school in their own
country, how long they've been at school, whether they can read and write in their mother tongue, what they may have studied at
home, you need to ask the parents, what they've been like as learners in their home country.

-Well using the Learning Networks where groups of schools are working together

- knowing your children language and culture and ability

- Explore the awareness of the social-cultural

“I interact with the parents quite a lot”

-Creating a positive environment for children form different faiths, from different cultures, with different languages

-Really important because that's their identity, it's who they are and it's really important and basically just getting to know them
and then things like.
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Figure 5.25 Triangulated
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Support in term of National Curriculum

-Every body comes to work, and they have so many targets, teachers have targets and | have targets and | have to do attendance, and
you have to lots of different things in your job

-Not necessarily just the LEA, but it's everybody's responsibility

-We have to access to specialist support

They pick up very quickly, but not the academic language.

Well that's they just get in class support or support from individuals who work with them, but not in their language

- If the child has good basic English but needs that extra bit of help to understand subject matter

- In terms of using someone to help interpret for them, its not really an EAL strategy. It is one of the strategies but it doesn't really help
them in the future to stand on their own two feet

-I do think from a government’s point of view more and more has to b invested in helping the minority ethnic children. That pack is an
example of resources to use for those children hat have gone beyond the stages and helping them to learn the academic English. To
help them acquire and use the English

-1 couldn’t see having qualified teachers happening at this point. | would hope that it happens in the future maybe. There would be a
huge cost, apart from finding people who are qualified. We don’t have huge numbers of people ;

-Yes inside the school, although you can probably do that through the LA. The one thing that worries me is the pressure put on those
pupils to achieve very quickly though SATs. Suddenly they have to think in a different language. | mean children pick it up very well, but
the expectation is made against their progress and ability. | don’t think that’s right
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Figure 5.27
Triangulated
Interview findings
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Figure 5.28
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Figure 5.29
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Figure 5.30
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Figure 5.30a
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Resources and Support from Local Authorities

-They have many staff titles. Like coordinator of EAL children, but nothing in term of support.

-We are trying very hard to address the issues, but we still need to carry on. It's not enough

-Will meet regularly with the head EMTAS team and they discuss how the schools use the EMAG Fund.

-You'd need to book them in. for example, if you don’t have a big number of children, its about how you access the people.

We don't get that for all the languages

- in every team there will be someone who will be able to offer advice and expertise and skill in supporting children with English as an
additional language as well as other minority children

-Schools now know that our service provides training so whenever there is any need for staff training they will contact us

-Yes, all the popular languages and quite a few others as well and so we always try to offer our staff when we can.

-Do advice visits to schools where we can with any school which perhaps needed to improve its results in terms of EAL or BRM children

-Well | actually wouldn't have anything to do with that, if that was needed | would have to go to the SENCO and then she would get in
touch with the agencies that we needed to deal with.

-Sometimes it’s difficult to get them, we had an interpreter and it wasn’t easy but we got one.

-We've got so few children who are in that position we probably would say, “We need help and we need it more or less all the time”.
-Whereas if lots of people were having lots of difficulties | think you would have to call more on their resources, if it was a bigger problem.
-I think we really need, because we all have busy lives, if a child is happy and they're just plodding along, that's not good enough.
They're plodding along, because they have to, not because they necessarily are enjoying themselves, because they've got no other
resources.

-Whereas if | picked up a document that came from the LA or EMTAS, not to keep saying EMTAS because it's not just them, but if they
sent things constantly that could be put up in the staffroom

-The problem has been, | mean the head has bent over backwards trying to get help and it is very difficult at times, but she has really tried
to get them but we had difficulty trying to get the interpreter,

Level of Training from Local Authorities’ officer

-When the children come into the country, we do not know that child exists so schools need to let us know that that child is in their school
because even if we are aware that a child/ new family.

-There are a number of ways. Schools now know that our service provides training so whenever there is any need for staff training they
will contact us.

-Pick of the phone and say we have this new language in, have you got such a language, do you have such a resource.

-Just half an hour a day

-Well it depends on needs and on how many children there are in the authority and how many schools.

-We would meet up with local authorities’ advisors and they would train up the TA to work alongside that child.

-We also have training, as well, so this will either be training that we go to schools to deliver

-Either a whole day or half a day or a staff meeting — and then we also offer training that we hold centrally that schools can apply to join
-One of the training | give to the school does base on the BICS and CALP. So schools do know there is a difference between the
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Local Authorities’ View about Schools

Figure 5.30b
Triangulated
Interview findin

-Well | would say, by and large, that is the schools responsibility to met the needs of every individual child, the responsibility

- We do as much as we can, which is actually quite a lot

-The responsibility lies with schools to let them have a look what is there, because sometime schools are critical and say we access things,
sometimes its because they don'’t always take responsibility to see what's out there

-We're close to those schools

-We provide lots of support

-They know we are on call so if they have any problem with any existing children, its always brought to our notice, we do keep track of how
the children are progressing.

. Local Authorities Awareness of Schools’ Needs
oca
Authorities’ -ltis very difficult to get them. We have tried to get interpreters in the past but it is very difficult.
view about -The problem has been, | mean the head has bent over backwards trying to get help and it is very difficult at times, but she has really tried to
schools get them but we had difficulty trying to get the Chinese interpreter.

-Some schools where there’s a good chance that a child could come to school with no knowledge of English at all, and that poor child had to
sit down in class in the same classroom, and just needed help on the children's side
-When school improvement partners go into schools or when the Learning Network Coordinators go in they are aware of the services that
EMTAS can provide so if the schools taking to the school improvement partner they can refer them and say there is a source of support here
for you if you need
-We tend to do it with school rather than EMTAS. If it is something serious a big concern then we would contact EMTAS
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5.5b Commentary on Results of Interview Findings

5.5.b1 Members of Staff in Schools

Staff members highlighted the key issues that they confronted in mainstream
classrooms. Staffs member expressed an increase growth in linguistic and cultural
diversity, need for recognised and practical approaches to help LMC/EAL children
along with all learners in mainstream classrooms. Schools have to identify more
systematically the needs of LMC/EAL children including newly arrived pupils in order
to support children and put emphasis on the enjoyment and engagement of all pupils in
the learning process, and personalising education to meet the individual needs of all
children more effectively in mainstream classroom. They highlighted the need for
trained and qualified support or bilingual workforce in the context of their work with
key partner to develop classrooms and raise educational standards and improved all
learners’ life. Alongside of development in training for both mainstream and specialist
staff there has been an emphasis on expansion of having diverse expertise and skilful
staffs for schools in order to focus on teaching and learning activities and to allow
schools to extend the curriculum, and provide more guidance and support for all pupils.
Schools need to improve their performance and provide each child with an education
that is tailored to their unique learning needs; and schools’ workforce need to be
equipped well to work effectively together to raise standards. Teaching assistants have
to have a mainly pedagogical role and the presence of a teaching assistant in the

classroom helped maximize pupils and teachers’ attention to work.
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5.5.b2 Members of Staff in Local Authorities

There was strong support for training to support schools in raising the achievement of
minority ethnic pupils to be embedded within the national primary strategy. Local
authorities’ officers highlighted that schools should be enabled to develop their own
approaches and share good practice. The provision of regular training was seen by some
respondents as a key role for the local education authority. It is been highlighted that
schools need to engage with local communities to understand and resolve the issues.

Key role of local authorities’ highlighted:

- Providing consistent training in term of both cultural and language awareness,

- Sharing good practice to enable schools to raise standards and

- Providing advice and support

- Working with parents given a higher priority within the strategy

- Needing strategy to address the specific issues faced by schools

- Needing strategy to take account of wider issues that impact on pupil achievement

- Improving services and opportunities, for learners should be at the heart of their

agenda
- Improving Partnership with schools

It has been highlighted that local authorities with sufficient resources enable to play an

effective role in supporting schools.

5.6 Summary

This chapter details the presentation of data collected from primary schools in
Merseyside in connection with the evaluative analysis of the government policy and
language planning implementation. The data was presented in accordance with the
research methods for data collection. The discussion was organised around the

principles of bilingual education as suggested by Garcia (1997). The principles together
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with theories of bilingual education as put forward by Cummins (1978 & 1981) played
a significant role in the discussion and interpretation of the data. Furthermore, the study
hypotheses contributed to shedding light in the presentation and discussion of the data.
Generally the study has confirmed through the study hypotheses, theories of bilingual
education that the education system in raising achievement of bilingual learner still need
some real consideration in term of planning and concept of bilingual education. Poor
implementation of the policy and not having clear understanding of resources are the
key issues in mainstream. Based on these results, the researcher has aimed to testify the
hypothesis as well as to make further recommendations, which shall be furthered, in the

next chapter.

228



CHAPTER SIX

CONCLUSION AND RECOMMENDATIONS

6.1 Introduction

This chapter draws conclusion the major findings of the research in the light of related
literature and discusses the external factors influencing teachers’ strategies. It
introduces a brief summary of findings, discusses the research objectives and concludes

with recommendations for future research.

The research objectives were:
- To provide a critical overview of current language policy in connect with language

minority children in mainstream Merseyside primary classrooms.

- To identify and review guidelines for best practice available to schools and analyse
the implementation of bilingual education policy in Merseyside primary classrooms.
- To disseminate research findings and to make recommendations on language policy,

practice for schools management and policy makers.

A more detailed explanation of each objective and its intentions is detailed in chapter 1

which provides an overview of the scope of aims of this study.
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6.2 Brief Summary of Findings

As discussed in chapter 5, analysis of literature, documentary data, descriptive test,
bivariate tests, T-tests, ANOVAs, factor analysis and interviews led to the following

major findings:

Funding

To raise achievement of LMC/EAL children, training and professional development is
an essential factor for all members of a school as emphasised on National Strategy.
Findings indicated that long term funding is essential to be successful in narrowing
achievement gaps for minority ethnic pupils. Funding would enable local authorities
and schools to maintain staffing levels and employ qualified teachers to enhance their
capacity to meet the needs of each individual child. The results further revealed that

training should focus on the following areas:

- Training is required for all teachers on teaching in multilingual/multicultural

environments

- Training for school governors is required on the needs of LMC/EAL children in order
to raise standards for minority ethnic pupils

- Training or National Professional Qualification for schools and local authorities’
management teams is required, focused on leading and managing LMC/EAL children

Schools’ staff members, their support, knowledge and skills

Findings identified that training on strategies to support LMC/EAL children is required.
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- To equip staffs with support, knowledge and skills
- To engage teaching staff and non-teaching staff

- To inform methods of delivery

- To address schools with particular needs

The collection and sharing of good practice was seen as an important and effective way

of supporting and developing schools’ staff members.

Promoting schools approach to LMC/EAL teaching

- A majority of respondents considered that EAL training should be
available for all staff, not just for specialists.

- Some respondents favoured the introduction of a national LMC/EAL strategy
with clear guidance on teaching and learning and pupil entitlement to support.

- Respondents suggested that good practice ought to be incorporated into
national guidance and training materials.

- Schools should be developing their own approaches and share good practice.
The provision of regular training was seen by some respondents as a key role for
the local education authority.

There was general support for LMC/EAL children to raise their achievement.

Respondents highlighted the key themes from which are identified below:

to

-There is a need for more qualified bilingual teachers (of other ethnic
background) in schools, as both mainstream teachers and teaching assistants

-A more culturally relevant curriculum is required for all learners

-Schools should be encouraged to work more closely with communities in order
raise awareness of language and culture

-Funding is needed to address issues of teacher recruitment and training
- Involvement of parents and communities

- Professional development for mainstream teachers is required.
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Local authorities’ roles in Supporting Schools

There was strong support for a local authority role in both local allocation and a
challenge and support function to schools. Local authorities’ role was seen as
particularly important in areas of low ethnic minority population, and it was observed
and triangulated that funding should reflect this. Findings highlighted the need for local
authorities to play a monitoring role to ensure that schools were making effective
progress in raising the achievement of minority ethnic pupils.
Triangulation showed that respondents highlighted key roles for local authorities in:

- Sharing good practice to enable schools to raise standards

- Providing advice and support to schools.

- Training for both mainstream and specialist staff

Resources Allocated through EMAG and the National Strategy to Raise the

Achievement of Minority Ethnic Pupils

Findings of this study revealed that the government must provide local authorities with
sufficient resources in order to play an effective role in supporting and raising standards

in particularly local authorities with relatively small numbers of LMC/EAL children.

- Improving services and opportunities for all learners should be at the heart of
everything an Education Improvement Partnership

- The specific issues influence pupil achievement and schools

- A higher priority within the strategy given to work with parents
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6.3 Discussion of Findings in Relation to Related Literature

6.3.1 The Role of L1 in Teaching L2 Effectively

The review of literature and current theories of second language acquisition highlighted
that the first language has an important role to play in communicating meaning, content
and learning process. Moreover, research showed that the first language has a necessary
and facilitating role in all aspects of language instruction. In other word in process of
teaching second language, incorporating the learners L1 can play as a facilitator for an
efficient communication. It was observed that use of home language in early schooling
promotes basic language development and creates a strong foundation that facilitates
second language learning (Cummins, 1991; Nieto, 1992; Olsen and Mullen, 1990;
Wong Fillmore and Meyer, 1992). This research study has clearly shown that the use of
L1 in the class generally supports and facilitates the language learning experience. The
teachers participating in the research indicated that the translation of many words,
complex ideas or even the whole passages is a good way to learn a second language.
Further, the findings clearly showed that there are not great facilities and resources
available to be effective in mainstream classrooms a little or no opportunity available to
meet and use L1 in teaching content of curriculum area while L2 use is maximized in

the classroom.

6.3.2 Classrooms’ Strategies

It was observed that classroom management requires a careful thought by the teachers
in a structured, planned and consistent way in order to provide effective opportunity for

learning through meaning focused input. Mainstream teaching involves interaction
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between teachers and learners, explaining activities, vocabulary and structures, talk or
talking partner, high frequency words and grammatical structures and visual techniques.
In circumstances when more than one language is present in the classroom
comprehension is promoted by multiple teaching methods, using picture, demonstration,
experiences and other methods that second language educators refer to these rich forms
of communication as “comprehensible inputs” (Krashen, 1991). According to this
author’s hypothesis, the learner improves and progresses along the ‘natural order’ when
he/she receives second language ‘input’ that is one step beyond his/her current stage of
linguistic competence. Therefore, teaching methods using comprehensible input,
promote pupils’ academic achievement while preserving their connection to the
language, culture and society that are part of their identity (Conteh, 2008; Miller, 2009).
It suggests that learning is strongly socially situated in specific contexts and develops
from and within the relationship between teacher and learners. As well as showing the
importance of talk for learing it emphasises Krashen (1981) natural order theory of
learning L2 which clearly defined that language is learned by natural and orderly ways

the same order that a child learns L1 (see chapter 2).

6.3.3 Link between Home and School Supports

In reflecting on the value of the link between school and home, this study evidences the
importance of interaction of schools and particularly educators with LMC/EAL children
and their family and community in empowering such children in their learning.
Cummins (1984, 1996) has also emphasised this framework and reinforces the
contention of the importance of interaction of the school with language minority

children and their families in facilitating their learning process. The use of home
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language (L1) should be encouraged as a means of access to knowledge. Local
authorities and schools have a duty to facilitate support for developing heritage

language should be available throughout their education and not on a short-term basis.

This study also highlights the need to understand the bi-literacy development of
children who are in the process of becoming bilingual and proposes that with the right
support and values applied, children can become bi-literate in quite a short time.
Language is an important signifier at personal, social and cultural identity and the
recognition of the child’s first language within the classroom and, for many years, has
been shown to be an equally powerful way of showing to the child that “you are of

value and so your cultural identity” (Thomas and Collier 1997:77).

This study has demonstrated that the teachers who have an understating of first and
second language acquisition and importance of home language and culture are more
successful in their teaching. Parents and teachers who were particularly committed to
strengthening the links between home and schools supported their children in sharing
and taking pride in home language and culture at schools. Having developed their first
language vocabulary and concepts it has been shown that they are more likely to be
better prepared to become integrated and learn the majority language and succeed

educationally.

6.3.4 Educational linguistics

The findings revealed that the majority of teachers are not qualified to teach bilingual

classroom and mainly have an experience of mainstream classrooms with no or little
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training available to them. Research evidence that teacher need to have more essential
training in language and have linguistic awareness about language structure and use of
language in educational settings to address the needs of English learners (Fillmore and
Snow (2000). Teachers also must understand the difference between basic
conversational and academic language in the learning process. As the review detailed in
chapter two, children learn to understand and apply conversational English quickly, but
it takes longer for an English learner to acquire the type of proficiency necessary to
understand the academic language found in textbooks. As our schools are becoming
increasingly diverse, it is necessary that teacher education programs prepare qualified
bilingual teachers to address the needs of culturally and linguistically diverse learners in
mainstream classrooms setting. The educators need to have background experience
working and interacting with culturally and linguistically diverse children, thus as
earlier researchers have outlined and they can begin to prepare for diverse needs of
LMC/EAL children in mainstream classrooms (Thomas and Collier, 1997). Teachers
also need training and support to be able to identify the linguistic needs of LMC/EAL
children to access content. Therefore, the findings reached in this study suggest teachers
must enable English learners to participate actively and productively in schooling and to

achieve the academic success.

6.3.5 Cultural Diversity and Teachers’ Preparation and Professional Development

Having had diverse population it is important that teachers have or develop an
understanding of the linguistically diverse society. It is imperative for schools to meet
the needs of all learners. Schools’ fund and teachers’ training are closely tied to how
well teachers learn to meet the needs of these pupils in mainstream classrooms. Training

and experience are essential for teachers since, as has been recently observed, “no one-
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stop shop can teach an educator what type of curriculum is needed in a diverse

classroom” (Block, 2007:58).

Government policy, the DFES (2001) National Standards for Initial Teacher Training
require that all teachers and new teachers, need to improve their competence in planning
for mainstream classrooms. These requirements ensure that all teacher-training
providers included planning work on meeting the needs of bilingual learners into their
curricula and find appropriate ways of giving trainees’ teachers appropriate experience.
Schools and local authorities have responsibility for students’ achievement and
providing resources and the quality education leading to the overall success. Long-
term professional development is essential and seems to facilitate networking, sharing

materials and good practice for instructional strategies in mainstream contexts.

6.4 Summary of Findings

The results identified that most of schools had a high percentage of LMC/EAL children
and home languages (L1). It identified that teachers also prefer to have less LMC/EAL
in their classrooms and small size of classrooms identified to be more management. In
other words, the higher the percentage of LMC/EAL enrolled in a school the less likely
were teachers to use different strategies that are known to help LMC/EAL children in

mainstream classrooms (see HOLMES results in chapter 5 section 5.4 b figure 5.15 and

5.16).

Explanation for these findings showed that there were limited resources available to

some schools with large populations of LMC/EAL. One of the findings of this study

237



shows that the majority of schools are serving higher percentages of LMC/EAL children
have lower socioeconomic status and located in the deprived areas. Research findings
show that the majority of LMC/EAL children are in mainstream classrooms with little
or no support at all and in those settings, mainstream teachers are typically not qualified
and have received very little information to meet the needs of EAL pupils (see figure
5.3 and interview findings in section 5.5 in chapter 5) . In reality most of the teachers
who do not have any qualifications or training to teach diverse classrooms and have
difficulty understanding the language of children they are teaching. In some cases, it
has been shown, that teachers can feel the presence of such children in their classroom
‘is tantamount to admitting that they cannot carry out their fundamental role
competently’ (Bourne, 2001: 258). It has also been perceived that it is much harder for
them to accept that another adult, entering their space, may be able to meet the needs of
those children in ways which are not available to them (Conteh, 2007 cited in Hua,
2007: 190). Findings showed that teachers in some schools had no professional
development or little training in the area of bilingual education (see interview data in

section 5.5 in chapter 5 and table 5.15)

Findings also triangulated that in planning for curriculum base or academic language,
the teacher needs to consider how they connect with pupils’ families and communities
in order to understand their cultural and linguistic experiences at a broader level
(Ofsted, 2005). It is important to link between the cultures and languages of both home
and school as it has been shown that schools need to consider the ways in which
training can encourage reflection on multilingual teaching and pedagogy (Kotler, et al.,

2001). Findings in this work endorse this (see section 5.3b and table 5.14 in chapter 5).
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The findings show that use of L2 assists and facilitates the teaching and learning
process. Based on this hypothesis it demonstrated that the use of L1 in the classrooms
plays a useful role in learning/acquiring L2. Learner transfer their skills and L1 rules in
learning/acquiring L2 process. This study shows bilingualism has an important role in
learning process and communicating meaning and form. Data shows that
children/learners have little opportunity in classrooms to use L1 and classrooms
instruction is in English where there is no or little opportunities for LMC/EAL children
to use their L1. Furthermore bilingual support is mainly not available or little available
through translator/ unqualified support assistant that just they speak the same language

(see interview data 5.5 in chapter 5).

Another explanation related to the level of teachers’ experience explicitly revealed that
teachers tended to be less qualified in term of teaching and preparation for bilingual
classrooms.  Similarly, teachers in schools with higher percentages of LMC/EAL
children are less well qualified and are typically from a white British background and
cannot speak other languages except English. In most schools, the bilingual assistants
work in more than one classroom and are primarily expected to work with individual
children on the margins of the class to provide support rather than working ‘alongside’
the class teacher. It was observed that very few bilingual assistants were involved in
joint planning of classroom activities with the teacher, so, from day to day bilingual
assistants could not anticipate the demands that might be placed on them (see interview

data in section 5.5 in chapter 5).

The results of this study show that teachers’ the lack of experience, lack of preparation,

lack of teachers per-services and in-service training and professional development are
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variables that influence strategies in use. Findings from other works have shown that
teacher in-service programs are not effective unless they are sustained, and targeted to
the teachers’ classroom and professional knowledge needs,” (Echevarria et al., 2004).
Findings of this study also revealed that short-term training without follow-up is not
effective.  Also those teachers who have varying levels of English competence and
different languages use more traditional teaching methods and strategies and do follow
national curriculum guidelines. Theoretically, children who speak little or no English
present greater challenges to teachers that those who have beginning levels of English

proficiency (see section 5.4d in chapter 5).

This study identified that a range of practices were in place in primary schools in two
local authorities where the research was carried out. Many teachers were uncertain
about the bilingual support and they mainly followed mainstream curriculum. In most
schools, LMC/EAL pupils had to follow the same structure without any language
support available in the classrooms, however, teachers in some cases provided some
resources (e.g. picture book and using other children who speak the same language to
help EAL pupils) It was triangulated that the majority of the teachers have found very
difficult to get support from minority and traveler achievement services (EMTAS) or
local authorities. The findings revealed that only a few schools had the bilingual
assistants (in some cases those who only speak English while the others came from
ethnic minority language groups) and such language support or bilingual assistant were
not available all the time for each individual language and for pupils in the schools (see
interview data in section 5.5 in chapter 5). In terms of awareness, participants felt local
authorities had become less accessible when it is important to able to access

professional advice from local authorities or colleagues outside their own establishment.
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There was virtually no in-service support for the staff, and no forum for discussing ways
of working in the classroom that would facilitate the use of the children’s home
language. This positioning took various forms in different schools, but it included
decisions about the duties that bilingual assistants were required to make, the extent to
which they were involved in curriculum planning meetings, and the way in which the
scope of their work was defined within the school (see section 5.4d and table 5.29 in

chapter 5).

6.5  Contribution to Knowledge

This study aims to contribute to knowledge and practice through providing a holistic
picture of not only the different issues but also the perceptions and attitudes that exist
within the varying school types and staff demographic groups. The results of this study
provided policy makers and educators within the local authorities and the schools’ staff
members with a set of strategy and tool in order to better prepare for linguistic and

cultural diversity within mainstream classrooms.

The results of the study provided insights into the different staff groups within schools
and local authorities, academic and administrators to not only recognise but also further
identify the varying needs and values within multicultural settings. The research has
allowed for an understanding and the appreciation of the different viewpoints and has
created a starting point by which harmony and closer links amongst the top tiers and the
bottom tiers of the educational spectrum can achieve better understanding of

multicultural issues. It is felt this can provide a situation where everyone is valued and
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“Every Child Matters” in informing government strategies that are promoted and

applied in classroom settings.

The contrasting results against the different approaches applied within individual
schools further provide a valuable insight into varying practices, concerns and strategies
as well as effective methods that benefit the individual teachers and schools and local
authorities. This can enable institutions to learn from the fallacies and successes of their
counterparts. The problems and issues identified in this work can also be utilised as a
means to measure the extent of forces and external factors on individual local
authorities and schools providing management teams with important indicators by

which to undertake informed decision-making.

6.6 Areas for Further Research

The findings of this study whilst generalisable and valid could further benefit from more
replication and further testing against other local authorities and schools in future
research. This would build on the findings of the current research. The factor analysis
results indicate strong associations of levels of local authorities support and schools and
teachers strategies and satisfaction with provided resources. These results whilst
reliable are exploratory and mainly provide insights to different levels of support and
performance of local authorities in schools. Moreover the result of this research have
indicated concern on level support and availability of resources, information in terms of
language and culture awareness, regular advice and training. The statistical limitations
of some reliability scores have discounted the results of performance of local authorities

and level of training in area of LMC/EAL or bilingualism knowledge (see factor
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analysis chapter 5.4.f). Therefore, the issue of these two factors would benefit from
further research. Another approach to expanding on the current study would be to
compare the attitudes of teachers who are native speakers of a second language with
those of teachers who speak English only in schools. This might give researchers and
policy makers’ insight into the extent to which requiring pre-service teachers to learn
foreign languages might be an effective way for working with LMC/EAL children.
Furthermore, this research makes comparisons by studying the use of strategies in
schools where LMC/EAL children mostly speak the same language in schools and
where LMC/EAL speak many different native languages. Therefore, it would be
worthwhile to apply findings of this research to a number of specific but diverse ranges
of schools from the different local authorities utilising perhaps case study or action
research methodologies. This would build upon the exploratory nature of findings to
test its effectiveness and reliability in the setting for each individual local authorities

and schools.

It is likely that the external factors identified by this research affecting classrooms
strategies in Merseyside would be replicable on a national level. Whilst the thematic
groupings of national mainstream curriculum, bilingual resources, funding, training and
professional development found in this research could be examined on a national scale,
examination of these factors at schools within other local authorities may further
provide interesting and useful identification of these dominant forces. Moreover,
examination of these issues may reveal potential suggestions for improvement and
better understanding and clearer causal effects of these factors. In line with findings of
this research, it would be worthwhile to undertake more research interviews with a

larger group of respondents and initiate classroom observations on regular bases for a
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definite period in order to investigate the impact of education programs that incorporate
preparation for working with LMC/EAL children and to study the impact of intense
preparation related to the instruction of LMC/EAL on the strategies that teachers use

with these children.

6.7 Limitations

This section is presented the limitation of study and an evaluation of the strength of the
evidence in light of these limitations. The first recommendation is for researchers to
conduct studies in wider area with more representative samples. The participants were
representative of all primary schools staff and two local authorities’ advisors in
Merseyside. However, the teachers were selected based on their willingness to share
their experiences and participate until the end of the study. Members of staff were
invited to participate but most were not willing to commit their time. The researcher
also had issues with obtaining access to each individual member of staff’s email in

order to administer an online survey.

The interviews were semi-structured, with 15 questions. The researcher worked to
accommodate the teachers’ schedules to avoid disturbing and attempt to elicit deep
responses from the teachers and advisors within only one hour. All interviews were
audio-recorded, and subsequently transcribed and interpreted by the researcher and a
private company. Although this study attempted to survey a representative sample of
staff members of schools and local authorises, considering several circumstances, there

were 20 schools from two local authorities with only 205 participants in the study. In
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the district with the largest LMC/EAL population, only schools from two local

authorities participated in the study.

As such whilst the research cannot accurately verify or claim the application of the
findings and concepts argued by this study in a wider population, nuances and
suggestions of similarities do exist in an international perspective. This research cannot
accurately generalise its findings to the wider global perspective but nonetheless it sets

the scene for future examination of these forces on an international scale.

Of particular interest, possible replications of the study might be in the other parts of
UK which have the largest population of LMC/EAL children. Repeating the study in
London, Birmingham, Coventry, Glasgow, Leeds and Brédford might be also warranted
because these are cities where LMC/EAL populations may be more focused than they
are on other cities. In choosing the region for this study it was felt the chosen region

best represented the general population.

In addition to this, as noted the exploratory factor analysis findings in chapter 5.4 of the
study identified different structural archetypes against the different levels of support and
performance of local authorities. These findings were exploratory rather than
confirmatory. This sets this scene for future research to replicate and confirm the
factorial findings of this research. ~Moreover, the result of this study can indicate
characteristics and similarities in approaches, the findings are generalised to schools and
local authorities as a whole rather than individual schools and local authorities.

Therefore, the results of this study resemble the schools setting, more detailed and
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school specific examination would be required to more adequately match governance

methodologies.

6.8 Summary

In this study, raising language and cultural awareness of socio-linguistic issues was an
important first step in guidance on meeting the needs of English learners and their
academic success. In reflection a recommendation for future practice is that schools
with high populations of LMC/EAL children should provide training to teachers who
are in contact with children in mainstream classrooms. Moreover, cultural sensitivity
and diversity training should be provided to pre-service teachers and educators who
currently work with LMC/EAL children. Based on findings of this study,
recommendations for clarity and changes in schools and local authorities’ policies and

in teacher preparation programs should be considered.

This study has shown that professional development and training program to prepare
teachers to meet the needs of English learners is an essential requirement. It has also
triangulated that teachers must have an understanding of language, awareness and
knowledge of linguistics to implement instruction strategies that are incorporated into
their lessons in order to make academic content comprehensible to LMC/EAL children
in mainstream classrooms. Teachers who are working within the educational system in
Britain are appointed to mainstream teaching posts for the most part, they occupy low-
status positions that have become even more precarious as funding has been cut back.
The survey revealed that this form of educational support is provided by low-status staff

or in a few cases ‘bilingual teaching assistants” who mainly speak English and in some
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cases the language of the LMC/EAL children. Practices vary from school to school, but
for the most part, bilingual teaching assistants are positioned as marginal to the main

function of the classroom.

By growing LMC/EAL population it is essential that educational programs develop
their approaches to pose demands of diversity in the classrooms and simply make
school comprehensible, enabling the language minority students to do academic work
appropriate to their age, ability and grade. language-rich environment in which teachers
use language that encourages both comprehension and production skills; and
discussions with, or perhaps training of, English-speaking children in the classroom to
help provide socially appropriate language partners. Therefore, knowledge about
language or language awareness of bilingual children is a significant step forward in
valuing children’s language in the curriculum. It is clearly obvious that children have
unique and urgent needs, beginning with though not limited to language. Language
minority children need to overcome language barriers that block full access to the

curriculum which is the same way as native peers in the classrooms.

Historical research has suggested that the teachers have concerns about curriculum
(subject and content) and lack of time to address LMC/EAL children educational and
unique classroom needs in mainstream classrooms. This research has also suggested
that teachers’ workload is affected when LMC/EAL children are enrolled in mainstream
classrooms and there is also a lack of professional training to work with LMC/EAL
children in mainstream classrooms (Conteh, 2003; Gibbons, 2002). Integrating
LMC/EAL pupils can also slow down the class progression through curriculum or result

in inequalities in education opportunities for all students. Other work suggested that
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transitional bilingualism is playing a key role in the interaction amongst support
assistants, pupils and class teacher and social transition to school, as well as access to an

English medium education (Martin-Jones and Saxena, 1996).

Bilingual support as part of educational provision has been put into place in some
schools and local authorities in Britain to facilitate and develop LMC children home
language, or community language or both along with English across the curriculum, but
there is variation in practice in term of bilingual support from one school to another and
even from some specific local authorities to another. Having bilingual learners who
have different level of competencies, therefore different educational needs has resulted
in the emergence a new educational provision from 1966 onward. Britisﬁ schools
formed a specific program that of withdrawing pupils from the mainstream classroom
into special language classes where EAL pupils taught English through the different
audio-lingual and visual methods. In these withdrawal classes, emphasis was on the
forms of language and the correct use of language forms on drilling in the correct use of
language forms, and in the most cases staff who had no bilingual expertise and training
(Bourne, 1991; Martine- Jones, 1996). Martin-Jones and Saxena (2003) have also
argued that each school with large numbers of language minority children should have
bilingual resources, someone who could ‘help with transitional needs of the non-English
speaking children starting school’. In order to aid and facilitate the language learning
process with the help of first language, there are certain recommendations for the

teachers, which have been and can be drawn from the current research study.

The recommendation for the teachers is that they should maintain and develop their first

language, and to use it to continue their cognitive and academic development, while
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they are learning English. Teachers should tap into the potential that the pupils have
developed in their first language as a resource for learning. Schools need to support
children's learning, not by ignoring their L1 but by using it as a vehicle for acquiring

knowledge.

Teachers should help children retain and develop their L1 by communicating to them
strong affirmative messages about the value of knowing additional languages‘ and the
fact that multilingualism is an important linguistic and intellectual accomplishment.
The following findings that contributed to the literature on the education of LMC/EAL

children:

- The greater LMC/EAL population in the schools, the less likely are teachers going to

use particular instructional strategies for these children in mainstream classrooms.

- The level of support and funds that are available to schools is positively associated

with teachers’ attitude using different instructional strategies in classrooms.

- The amount of professional development that teachers have received might be a

predictor of using different strategies for teaching LMC/EAL children.

Based on the result of this study and on similar findings from previous related research,
and following recommendations that have been offered for future research. The
recommendations from this study are as follows:

(1). a study replicating the current study should be undertaken covering a wider area

with a larger identified population of LMC/EAL children;
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(2) a study should be undertaken in areas that have normally distributed population of
LMC/EAL children;

(3) a study should be initiated concerning the strategies for teaching LMC/EAL used by
teachers and influenced by level funds, support, teachers’ years of experiences, the
amount of relevant professional development required, awareness of bilingual

education, bilingualism.

This chapter also offered recommendations for practice and policy. In terms of practice
the study has supported the provision of levels of training and professional development
to all staff members teaching multilingual/cultural classrooms. In terms of policy, the
study has supported in-service and qualified bilingual teachers to be trained and

available in all schools and classrooms permanently.

6.9 Conclusions and Implications

The following conclusions can be made concerning with the findings of the research

study:

1. The first language (L1) and the target language (L2) are complementary rather than
mutually exclusive.

2. Greater elaboration and stronger L1 language proﬁciéncy language results in more
efficient acquisition/leaning of L2 language.

3. Bilingual and bicultural home/school liaison officers are in an ideal position to
understand the needs of families and the wider community.
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This study has identified the importance of planning for the educational needs of
LMC/EAL children as well as planning for the cognitive and academic language skills
in mainstream classrooms. Triangulated findings show that teachers need to consider
how they will connect with pupils’ families and wider communities in order to
understand their cultural and linguistic experiences at a broader level (Ofsted, 2005).
Results show that school and home should not represent two separate cultures to
establish a bridge between home and school is via both the home language(s) and the
majority language. This supports earlier work that shows policies, schools and teacher
training institutions play a fundamental role in preparing and educating pupils to learn
within a culturally diverse society. This can be through initial teacher training

programmes (Conteh, 2006).

This research also demonstrates that the education system offers insufficient
opportunities for children to build on and expand their existing linguistic knowledge,
and also to explore their complex cultural identities. Earlier studies have shown other
L1 promotion in the schools helps in developing not only the mother tongue but also
children's abilities in the majority school language (Kenner, 2004). This is clearly has
impact on valuing children’s identities so that they feel empowered to use a wide range
of language and made them feel special for being bilingual, rather than viewing it as
problem (Mills, 2001). Classrooms are more likely to achieve this goal “where cultural
diversity is seen as a resource” by the teacher and much to be done in terms of raising
their status as “proper teachers” and also meeting their training needs (Cummins, 1996:

224; Conteh, 2007).
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This research clearly indicates that no single programme, method or approach has been
identified as the perfect model or even as the most effective for all bilingual children.
Since all schools and minority communities vary greatly in terms of their characteristics
and their particular needs, no single type of educational programme or method will suit
every situation. This work has attempted to quantify and understand some of the issues

that can inform policy and practice in this area
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Diagram: Specific Strategies for more advanced EAL learners
Higher Standards, Better Schools for All

Educational Establishments List
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There Is a wide range of cortextuat, visuak, ICT, muitis

. ngual and global resources, whikh refl
austural, inquistic and religious needs of the minceity ethnic puplis In Milton Keynes. Aseie;xm?;
these resources Is represented in Diagram 8. Many are avaitabie from the Mulbcuitural Resource
Centre, at The Queensway Centre, Bletchiey, M2 ZHR Tek: 01908 270409,
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\/ Diagram 8: Multicultural Learning Resources

Specific strategies for more advanced EAL
learners

As outlined in the introduction, research has shown that it is possible for EAL pupils to

be
conversationally fluent within two years. It takes between five and seven years for

them to operate on a
par with their monolingual peers. It may take longer to become proficient in using

academic English. It
is fundamental that language development needs are not masked by competence in

oral language. Ongoing
planning for English language acquisition is essential for more advanced EAL learners

to

achieve their full potential.
The Key Visual in Diagram 7 provides the most effective strategies to use with more

advanced learners
of English as an Additional Language, along with the actions which can be used in

learning and
teaching.
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Specific strategies for more advanced EAL learners

As outlined I the introduction, research has shown that i is possible for EAL pupils to be
conversationaily fuent within two years. It takas between five and seven years for them Io operate on a
par with ther monafingual peers. It may take longer to become proficient In using academic English. It
is fundamental that language development needs are not masked by competence In oral language. On-
gomng pkanning for English language acquisition Is essential for more advanced EAL leamers 1o
achieve thelr full potential.

The Key Visual in Diagram T provides the most effective strategies to use with more advanced laarmess
of English as an Additional Language, along with the actions which can be usad In l2arming and
teaching.
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STRATEGIES ACTION

« Use of peer and self-evaluation

» Set and share challenging targets
» Use on-going assessment to Inform planning

Draw on puptls’ previous experience

Ensure dual focus on language and content
Collaborative activities

Use Key visuals, e.g. flow charts, cycle dlagrams
Use writing frames and sentence starters

Plan for the effective use of ICT

|

Vaise and use first language
Share and practise new Ideas
Provide good models of English
Ensure avallability of peer support

Relnforce key vocabulary

Teach grammatical features of specific tasks
Model language conventions of different subjects
Explicit teaching of examination language

« To think in language of choice
« Toplan

« Torenearse

« To translate

« Target suppert for Individuals and groups
+ Promote accelerated progress in Specific curriculum areas

Inform parents of British aducation system and assessment
Maintain reguiar posittve contact with parants about progress
Iinform parents of individual targets

Encourage maintenance of first language
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Summary

QOur aim is to create a school system where every child receives an excellent
education — whatever their background and wherever they live. Once the
Government's plans are in place, you as a parent will get:

e . more regular information from schaol on.your child’s progress and how you
can support their [earning at heme;

additional oppaortunities to express your views and work with your child'’s

schoof:

more personalised learning for all children, with extra help for your child if
they need it;

extra measures to help tackle poorbehaviour in your child’s school;
more rapid turnaround if your child’s school is failing;
better information about choosing a school for your child;

the chance ta speak to independent advisers who.can explain the choices
available and help you decide Which: school best meets. your child’s needs;
introductory. sessions for you when yaur child starts primary and Secondary
schoat:

improved home school agreements so.you and your child's scheal.dre
clearer on your responsibilities to each other and your child’s education;

a chance to telt your local authority abaout the type of school places you

think your area needs, with an obligationr on them to respond;

an opportunity to complain directly to Ofsted if your concermns about school
standards arer't being resolved satisfactorily by the schoal or local authority.




Higher Standards, Better Schools For All
HIGHER STANDARDS, BETTER SCHOOLS FOR ALL

More choice for parents and pupils

ino and A

Involvement with your child’s learning and development

Being a parent is a big job, and as a parent, you'll already know that you are your
child’s most valuable teacher. What your child learns at home helps them become
more confident with others, better behaved and keener to find out more about

the world.

But your influence doesn’t have to stop once your child is at school. Children whose
parents take an active interest in their school education are more likely to be
successful, both at school and in later life. Schools achieve most when they involve
parents in their own children’s education, and when parents are confident about
how best to play their part - parental involvement is good for everyone.

In October 2005, the Government published the Schools White Paper Higher
Standards, Better Schools for all which sets out its plans to radically improve the school
system. You will be glad to know that these plans put you, and your children’s
needs, at the heart of the school system. This pamphlet explains how.

More regular information on your child’'s progress

We know it's important that you receive regular and high quality information about
how and what your child is being taught, how they are progressing and where they
need to develop. By law, schools must give you a written report once a year but
many already do far more than this.

If they aren’t already, we want your child’s school to give you more information at
more regular intervals. This will generally mean information each term on progress
and targets on top of the annual report. This will help when talking to your child’s
teacher about how you can best support your child.

Schools listening to parents

Under the new plans, all school governing bodies will have to consult you as a
parent before making decisions about things like travel arrangements, school meals
or the curriculum. It will be up to your child’s school to decide the best way to do
this. Some schools already use regular questionnaires or workshops while others rely
on face-to-face meetings with teachers. Schools which have set up Parent Councils
have found this works well and we will encourage more to follow their lead.



More choice for parents and pupils

As well as having a bigger voice in the day-to-day running of your child’s school,

we want you to help extend the role of the school, so they serve better your
community. Schools will, in future, open earlier and later to provide new
opportunities for their pupils but also parents and the whole community. Your input
can help them ensure the right services and activities are provided.

Parent support advisers

Some schools already have people working in them who support children and
families who want or need additional help. These advisers might arrange more
support for your child in class, or put you in touch with a parenting group to get
advice and support from other parents.

We plan to introduce a number of dedicated parent support advisers in schools.
We'll look at examples of where schools are already using them effectively, and put
different sorts of advisers in other schools to test out how these might work.

More personalised learning

Every child has different needs when it comes to their education and these needs
will change over time. We want you to be confident that your child is receiving
the support they need to fulfil their potential and that their education is tailored
as much as possible to their individual needs.

Teachers will be given extra guidance, from experts, to help them more quickly
identify if your child is falling behind, or is not being sufficiently stretched. This will
ensure the right support can be given as early as possible.

There will be extra catch up lessons if your child is struggling, with one to one
tuition where needed. If your child can do more, he or she will be given extra
opportunities to step up their learning — both in and out of school hours. These will
include the introduction of new, non-residential, summer schools.

There will also be more support if your child has particular difficulties — because, for
example, English is not their first language or there are problems at home.

To support these changes, teachers will need to make regular accurate assessments
which will add to the information you get from the school on your child’s progress.

Ensuring good behaviour

The last thing you want is for your child’s education to suffer because they are being
bullied, playing truant or getting distracted by other children misbehaving.
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We've worked hard with teachers to reduce disruption in schools. We've also made
parents more responsible for their own children’s behaviour, by introducing
parenting contracts and orders. The latest Ofsted report showed that two-thirds of
schools now have good behaviour, or better.

To build on this improvement, we're now introducing new measures to help ensure
no child’s education is undermined by bad behaviour, bullying or truancy:

- working with senior teachers to introduce a new set of guidelines that clearly
state how and when teachers and support staff can discipline a child;

- making more use of parenting contracts to tackle bad behaviour — enabling them
to be brought in before a child is excluded and allowing schools, and not just
local authorities, to apply for them;

- providing further advice to parents, schools and pupils on how to reduce and
respond to bullying, and encouraging teachers to punish bullying.

— ensuring parents face up to their duties when a child is excluded by making them
responsible for their supervision for their first five days out of school with fines if

they fail to do so;

- compelling parents to attend a meeting when an excluded child returns to
school to discuss how problems can be resolved.

Turning around failing schools faster

We know that one of your biggest concerns is that there should be prompt action if
your child’s school isn't performing well. So we need to make sure local authorities
react quickly and positively to address any shortcomings.

If your child’s school is found to be failing its pupils, we will give the local authority
a particular duty to seek your views, and a power for parents to appoint a champion
to support parents and carers. The parent champion will consult you about the
local authority’s plans for the school and will keep you informed about the changes

being made.

When a school has a very poor inspection, Ofsted may place it in what is called
“special measures”. This means there are serious educational issues to address, and
the school will have just 12 months to demonstrate to inspectors it has made
progress. If not, there is a strong possibility it will be closed. If the school’s problems
are not quite as serious, but still inadequate, it could get a “Notice to Improve” from
Ofsted. In this case, it must have improved when re-inspected after 12 months, or it

will go into special measures.



More choice for parents and pupils

When a failing school is closed, it will probably be replaced by a Trust school, or an
Academy - these are similar to Trust schools, but are independent and manage their
own curriculum. While the change is taking place, arrangements will be made for
pupils at the school to continue with their lessons, to make sure their education

isn’t disrupted.

Help with choosing a school

One of the most important decisions you will make as a parent is choosing the

right school for your child. There is a great deal of information available already to
help you make the right choice. But we are working with local authorities to
continue improving it so this information is comprehensive and easy to understand.
You can find out more about school admissions at
www.parentscentre.gov.uk/choosingaschool/

For those of you who want additional personal help and advice, we will give you the
chance to talk to new choice advisers. They will be completely independent of any
particular school so can offer impartial advice on the choices available and which
school might be best for your child. A national network of choice advisers will be in

place by 2008.

Information when your child starts or moves school

Starting or moving school can be a testing time for you and your child. So we want
to encourage schools to provide the information and support you need to help your
child make a really successful start. From September 2006 we will be working with a
number of schools to develop information sessions for new parents and share what
we learn from these sessions with other schools.

Over time, all schools will offer these information sessions as well as other types of

advice and support for parents, including:

— how you can helping your child do well - at home and at their new school;

— information on helplines, websites, and local groups so that you can get
information and help more easily;

— access to parenting groups, offering the chance to discuss hints and tips for
dealing with typical situations with experts and other parents;

— access to specialised support if you have particular worries about your child -
for example if they are playing truant or getting in trouble at school.
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Home School Agreements

The Government introduced Home School Agreements in 1999 to help you play a
bigger role in your child’s education. But while all schools must have HSAs, some are
not using them very effectively. Through examples of schools that are making the
most out of these agreements, we will show just how valuable a method of
communication with you they can be. This is so that you as a parent can:

- have a clearer understanding of what the expectation is between you, your child
and your child's school

— use the agreement as a line of communication with yo