PAGE  
10

Focus on Literacy:

 ELT and Educational Attainment in England

Jill Bourne

University of Southampton, UK

Running head: ‘Focus on literacy’

Mailing address:

Professor Jill Bourne

Centre for Research on Pedagogy and the Curriculum

School of Education, 

University of Southampton, 

Highfield,

Southampton,  SO17 1BJ,

UK

Focus on Literacy: ELT and Educational Attainment in England
Jill Bourne, 

University of Southampton, UK

Abstract

This chapter outlines the background to policy and practice in relation to learners of English as an additional language in England. It 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. Policy and practice for meeting the varied and specific needs of second language learners are set in the context of the introduction of a national curriculum, a focus on literacy, and of developing national processes of monitoring and target setting for raising the attainment of all students. 
The UK in the context of continuing globalisation and population mobility

In England, children from families with linguistic minority backgrounds form a substantial proportion of the school population, with more than 9 per cent nationally recorded as having English as their second or additional language (DFES, 2003a). In some urban areas and in some schools, such students are in the majority, and it is worth noting that there is not one local education authority area in England, even the most rural, which has not recognised the need to reappraise their pedagogy in the context of global and national population mobility and the linguistic diversity this brings with it at the school level. In the last large scale national research study on provision for pupils’ languages other than English (Bourne, 1989), every local education authority was making some provision for English language support. Furthermore, 11 different languages were reported as being supported in some way (either by community language teaching or by providing bilingual support for curriculum learning) within English schools: Punjabi, Urdu, Bengali, and Gujarati being the languages most mentioned, but also Turkish, Greek, Hindi, Chinese, Italian and Arabic.  In recent years, the language profile of UK schools has diversified further, with pockets of substantial numbers of Somali, Kurdish, Bosnian, Romanian, Afghani and other refugee groups from world trouble spots in different areas within cities across the country. At the same time, suburban schools with little experience of working with linguistic minority pupils increasingly find their intake changing to reflect the multilingual nature of the country, as more established groups make the traditional shift from the inner cities to more comfortable areas, consolidating their economic position in the country. Only 5 per cent of all the secondary schools in England report having no ethnic minority pupils at all (DES, 1999) 

Ethnic identities in the context of globalisation and population mobility are highly complex. It is important to avoid viewing language minorities uni-dimensionally as having English as a second or additional language needs, and as potentially the objects of special policy and provision. Rather, it is essential to recognise the diversity of origins, of values, of lifestyles and of socio-economic positions which impact on educational attainment.  Across the world, there are now more second language speakers of English than those born into families using it as their main medium of communication (Graddol, 1997 ). Thus new arrivals from different parts of the world entering an English speaking environment such as the UK bring with them different levels of contact with English, in different domains of use, and different senses of ‘ownership’ of the language; and globalisation is increasing  contact with English. Length of settlement in an English dominant environment, previous level of education, age, gender, the closeness of the ethnic community within the neighbourhood, and the educational history of family elders are just some of the other factors that play a part in creating diversity within as well as between language minority groups and which seem to play out differently within different minority communities (see Madood et al, 1997). 

 So in trying to raise attainment levels  among EAL students, the issue is not a simple one of general under-attainment, but a question of which of these students are successful and which unsuccessful. According to government data, students recorded as learning English as a second language in England are more likely to come from low-income families than other children, with 31 per cent of English as an additional language (EAL)  learners eligible for free school meals compared to just 15 per cent of all other children (DFES, 2003a). Socio-conomic background  cannot be ignored when looking at differential levels of attainment. There remains a strong and direct association between social class background and success in education in England, right across ethnic groups (Gillborn and Mirza, 2000).

Comparing the reading development of young learners (half of whom had home backgrounds where languages other than English were dominant) in their second year of schooling in an inner city urban context in the UK, Collins (1999) found that differences in contributory areas of learning and experience (for example: the availability of books in the home; understanding and involvement by teachers of pupils’ parents in school reading programmes, etc) outweighed the influence of the children’s differing linguistic backgrounds. Having English as an additional language  is only one among many factors that influence children’s attainment at school - and it is salutory for English as a second language (ESL) specialists to remember that. Manjula Datta (2000), herself brought up in a multilingual context in India, with experience of teaching in a multilingual English medium school in Calcutta, writes of her experience of entering teaching in London in 1976: 

‘I became aware of the perception and status of bilingualism or multilingualism of children in schools in England. I went through an enormous cultural shock, my whole world of education and schema of multilingualism was in turmoil….In classrooms I found children’s bilinguality equated with ‘low ability’, and their first language was regarded as a ‘barrier’ to excellence in education. …I was confused and quite disturbed to see bilingual children withdrawn from class to be given facile exercises in English grammar and vocabulary rather than learning the whole language through the curriculum alongside their peers.’ (Datta, 2000, page 2.)

I was recently asked to research attainment in relation to ethnicity rather than language background (see Blair and Bourne, 1998). This experience raised important issues for me as someone whose focus had always been on language development. Working with a colleague whose research background focused on educational provision for students of African-Caribbean family background, we began to ask ourselves why contextual  issues such as prejudice and racism, so dominant in the literature in relation to African-Caribbean children, were so rarely the focus of research when examining causes of underachievement in relation to children of Asian minorities in the UK. Indeed, in our focus group interviews with parents and pupils, issues of low teacher expectations, lack of respect of schools towards minority group parents and pupils, and of unfair treatment were voiced as readily by Asian background parents and students as by those of African-Caribbean origin. Indeed, both parents and students from different linguistic and ethnic group backgrounds in the different focus groups we organised in different parts of England focused on these issues, rather than raising concerns about provision for English as a second or additional language (Blair and Bourne, 1998).

It is important, then, for educational researchers and policy makers not to adopt a monolingual perspective and assume that operating in a second or third language is necessarily difficult and problematic. As Crystal (1987) put it, ‘Multilingualism is the natural way of life for hundreds of millions all over the world.’(p.360). In the UK there is evidence to suggest that over half of 16-29 year old students of Indian origin, and nearly half of those of Pakistani origin have English as their main language, although tending still to use a familial language in speaking to the older generation. In contrast, only a fifth of another minority group, those of Bangladeshi origin, had English as their main language (Madood et al, 1997) . These differences between large and well established minority groups are amplified when we come to look at the diversity of language use and language needs among more recently arrived minority groups such as asylum seekers and refugees from areas of the world suffering war and famine, from a range of different socio-economic and levels of educational backgrounds, and with differing political orientations and aspirations, including different levels of motivation to integrate into English dominant society.

There has therefore been some criticism in the UK of the ready categorisation of children who come to school from backgrounds in which languages other than English are in use as ‘English as a second language learners’. In recent years, Her Majesty’s Inspectors (HMI) have adopted (and therefore legitimised) the term ‘bilingual learners’, explaining:

‘ “bilingual” refers to children who are in regular contact with more than one language for the purposes of  daily living. Their competence may be in one or all of the four skills (listening, speaking, reading, writing) in either or both languages and is likely to be at varying levels. ‘Bilingual’ or ‘developing bilingual’ are descriptors which encompass a wide range of starting points and levels of proficiency. ‘English as a second language’(ESL) and ‘English as an additional language’ (EAL) are terms which refer to only one aspect of an individual’s language repertoire. For most pupils, English will quickly become their main language for education, career and life chances, but their first or community language will remain a crucial dimension of their social and cultural identity.’ (OFSTED, 1999)

It seems clear that EAL learners are not easily distinguished as a group requiring some sort of common programme. As a social construct, the category ‘EAL learner’ is highly problematic, raising a number of questions: At what level of proficiency does one pass out of the category of EAL learner? If being categorised as EAL depends on the results of testing, do all pupils take the same tests of language proficiency? If not, if only some school entrants are tested on their English language competence, is this not discriminatory? On what basis are certain children chosen to undergo special English language testing? And if language testing is applied to all children, are ‘native’ speakers of English who score poorly in the same tests (and it seems possible that some will)  also to be categorised as ‘second language’ speakers, too? If not, why not? 

Furthermore, how far is it possible to talk of ‘ESL teaching’ as if referring to common provision at all? As far back as 1989, reporting on a national study of ESL provision in England I concluded that the simple designation of teachers and programmes as ‘ESL’ had outlived its usefulness (Bourne, 1989). I argued that only when it becomes more usual to detail exactly the types of provision required in different schools for different pupils would we be able to be specific enough about the very different sorts of skills, training, qualifications and experience teachers would need to meet the different objectives entailed. A summary of some of the different types of additional provision which might be required in schools from time to time, depending on intake, in order for them to provide equal opportunities for linguistic minority students from different backgrounds and with different experiences might include:

- training and support for class and subject teachers in making the curriculum accessible to all pupils, and supporting pupils in meeting the demands of the curriculum;

-procedures for the reception of students newly arrived in the country with little or no English, and their induction into the school;

-additional classes (preferably intensive on arrival and thereafter after school hours and in vacations, so that pupils continue to have access to the curriculum) teaching basic literacy to newly arrived older students who have missed out on educational opportunities in their homelands and who have not yet learnt to read and write to the level of their peer group;

-extra support in providing access to and developing standard written forms of English for older pupils;

-pastoral support for those refugee pupils who have experienced the traumas of war and terror  and have consequent particular and pressing needs, which need to be met as a priority if they are to benefit from their education;

-providing access to the spoken and written forms of the first language or standard written language of the pupil’s home and community.

Local authorities might even, where practicable in terms of numbers, provide the choice of  a fully bilingual education, a form of provision as yet unavailable anywhere in the UK state sector.

Clearly there is no reason why one person should be able to fulfil all these different roles. Indeed, it is likely that each would call for rather different sorts of skills and expertise. Instead of expecting one postholder (an ‘ESL teacher’) to fulfil all such roles, schools could call on the most appropriate experience and expertise throughout the school and in the local community to staff the different areas found to be necessary in each particular school at any particular time for different groups or individuals. These needs would be expected to change, and provision would need to be flexible to meet them.

In the remainder of this chapter, I want to focus on the first of the types of provision identified in the list above - that of providing support for class and subject teachers in making the curriculum accessible to all pupils, and supporting pupils in meeting the demands of the curriculum. This is a crucial issue for all schools and for all teachers  in multiethnic, multilingual societies if all students are to have real opportunities to succeed in modern ‘knowledge economies’, and is the foundation upon which the success of all other forms of additional, ‘special’ provision rest.

‘Mainstreaming’ policy and provision in England

In the 1980s and early 1990s, the emphasis was on oracy and on developing group work strategies to encourage talk for learning. The emphasis of specialist ESL staff was on supporting teachers in reorganising their classrooms and implementing strategies to encourage such collaborative small group work (Levine, 1990).  Wider partnerships in improving educational provision for all pupils in multilingual contexts were attempted through the development of ‘Partnership Teaching’ inservice materials (Bourne and McPake, 1989) aimed at whole school training for diversity. The government funded materials, which had a national impact, addressed diversity of needs by encouraging patterns of working and institutional structures based on a form of action research: pairs and groups of teachers working together  in a ‘partnership cycle’: to research their own local context and current patterns of pupil achievement and underachievement; then to plan specific strategies to address these; to implement the strategies; monitor progress; disseminate the outcomes to other teachers, leading to new questions for investigation.

While there remain continuing difficulties in terms of status, professional relationships and unclear roles between mainstream and ESL teachers (Creese, 2000), the aim of the Partnership Teaching project was not simply to get specialist ESL staff and mainstream teachers working together to address diversity, but also to get mainstream staff themselves to focus on meeting the needs of multilingual classrooms, working together within and across departments, identifying and sharing good practice, and to involve headteachers as leaders in supporting partnership practice. The focus was investigative and collaborative school improvement at the local level, to meet the specific needs of each school’s own intake through maximising the particular strengths available in the school staff and local community. Rather than categorising certain pupils as ‘ESL’ and thus subject to different pedagogic regimes and practices, conducted by a separate group of differently trained teachers, the aim was to revise mainstream structures and pedagogic practices making each school and each teacher responsible for meeting the needs of their own specific, diverse pupil population, at the same time setting up networks to share ideas of ‘what works for which pupils when’. 

From the late 1990s, the development of the National Curriculum has offered further opportunities for intervention to raise attainment for bilingual learners of English, through opening up the possibility of ethnic monitoring of attainment in national test results. This has enabled the identification of schools which have ‘bucked the trend’ of underachievement for pupils of certain ethnic and linguistic group backgrounds, and thus enabled investigation of the sorts of teaching and learning processes and whole school strategies which those schools are using (Blair and Bourne, 1998; Gillborn and Mirza, ; OFSTED). Furthermore, monitoring has helped to raise teachers’ levels of expectation for ESL learners, as schools are enabled to compare the outcome of their teaching with that of other schools in similar circumstances and with a similar pupil intake using government supplied data on pupil attainment by gender, ethnicity and indicators of socio-economic background (Bourne, 2000). 

The results of early studies (Blair and Bourne, 1998) suggested that those schools in multilingual contexts which are most successful with students from minority language group backgrounds have strong leadership commitment to raising the attainment levels of all students, clear pastoral support systems with good parental liaison, careful progress monitoring systems, as well as an emphasis on mainstream teaching and learning processes at classroom level. Successful primary schools showed strong awareness of ESL needs among mainstream classteachers; but this was less evident in the secondary schools studied. At the same time, models of ‘specialist’ ESL support in those same secondary schools were also found to be ‘disappointing’, suggesting a need at secondary level for trained specialists capable of working as advisers to help mainstream staff move forward. I shall return to this point later in this chapter.

Literacy and English as an additional language learners

Since the late 1990s, there has been a national focus on raising attainment for all children, but particularly for those who were found to be underachieving,  through strengthening levels of literacy, especially in the years before secondary school. The National Literacy Strategy,  introduced in 1998, is a sustained major national initiative, which has resulted in the employment of  a number of  regional literacy co-ordinators together with centrally funded literacy advisors in every local authority. Each school receives regular inservice training, including training on leadership for literacy for every headteacher,  and each is expected to nominate a literacy co-ordinator, kept in regular touch with the central development team. This is a centrally driven, high profile initiative, working ‘top down’, but increasingly involving schools and teachers in the development of the strategy, and growing more open to adaptation and innovation as experience develops. It offers, in Bernstein’s (1990) terms, a highly visible pedagogy: one with a simple structure and clear procedures, which can be shared with both parents and students, and thus, according to Bernstein, one which offers greater potential for success with children from backgrounds which do not share the culture of the school. This is because the rules of procedure and of success are explicit and open to all, rather than having to be inferred and interpreted on the basis of schooled understandings handed down from the family, 

 The NLS has impacted in a major way on all schools in the country, and has brought about a major shift in awareness of the role of literacy in learning, and of the language skills necessary for developing initial and higher order skills in literacy. The result is a shift from an emphasis on the teacher as a ‘hands off’ facilitator of learning towards a greater emphasis on explicit pedagogy, on the active role of the teacher in students’ learning, whether interacting with the whole class, groups or individuals. It has served to focus mainstream primary teachers’ attention more closely on how written English works than ever before, making more of a reality the rhetoric of ‘every teacher a language teacher’.

In its pedagogic structure, the practice recommended by the NLS mirrors in interesting ways some of the prescriptions for good literacy practice analysed by Gregory (1996) for supporting students learning to read in a new language. Gregory sets out two complementary approaches: ‘starting from the known’, and ‘introducing the unknown’. In ‘starting from the known’, teachers draw on the knowledge, experience and emotions of the students themselves, including drawing on their knowledge of how both first and second languages work:

 ‘The child’s cultural knowledge is used rather as a springboard for comparing differences and similarities between languages and cultural practices, for showing children that stepping into a new world provides access to exciting experiences but need not mean abandoning the language and culture of the home’ (p.101).

This involves a language experience approach, joint construction of texts, explicit introduction of new lexis and language chunks, modelling chunks of language orally, using puppets, songs and drama, and devising home/school reading programmes with which parents feel comfortable.   In ‘introducing the unknown’, the teacher not only leads the children into  the new cultural worlds opened up by story and non-fiction, but also into the new written  language and genres of  books.  Gregory  identifies a sequence of introduction which facilitates literacy learning: orientation to collaborative reading through songs, poems and chants; introduction to the subject of the new book, and the arousal of interest in reading it; collaborative reading, with the teacher modelling first; then ‘talk around text’, in an exploration of meanings; a period of consolidation when children are offered ‘structured opportunities to deal directly with print’(p.129) in small groups, with one group gaining intensive teacher interaction each day; and finally a number of extension reading and writing activities. 

The NLS recommends a period of focused literacy teaching each day, which follows very similar lines: a period of whole class orientation and ‘talk around text’, focused on meaning, followed by attention to some selected specific features of the text. This is supplemented  by group work ‘dealing directly with print’, with the teacher working intensively with one group, and the other groups working individually or in pairs or as a group, sometimes on follow up activities, sometimes on extension activities, sometimes with a bilingual assistant in preparation for the next day’s whole class session. Literacy and language learning is not limited to the focused literacy session, of course, but are intended to be supported and enhanced in activities across the curriculum. However, the aim is to include a daily period of regular, explicit attention to both the meanings and forms of different types of text.  Within this context, the Strategy attempts to make the demands of the literacy curriculum clear and unambiguous to parents. This is seen as key if  the programme is to succeed, so that parents are involved and supportive of their children.

While most of the video training materials reflect the materials in use in multi-ethnic classrooms contexts, examples of interesting practice have had to be identified and disseminated as they evolve, and supplementary packs of training materials (NLS 1999) have emerged in an attempt to raise teacher awareness of the potential of  the strategy for EAL learners, and particularly the importance of its principles of  careful orientation to meaning making alongside explicit modelling of the text for learners of English. More and better examples of real practice are still  needed. 

At the time of writing, an equally focused national strategy, the Key Stage 3 Strategy, is being introduced into secondary schools. Again, the focus is on raising whole class achievement through modelling valued practices, focusing on forms as well as meanings and involving students in their own assessment and target setting. It will be interesting to see how far this strategy will be developed, as it is intended to be,  to the advantage of learners of English as a second language.

For as Bernstein has argued, we need to ask of every change, what has not changed? And in this unchanged context, in whose interests are the changes likely to be? In relation to the Literacy Strategy, I have argued (Bourne, 2000) that while the pedagogic strategies of the Literacy Strategy have made a major impact on classroom practice, there has been less understanding of the underlying principles at school and classroom level. The Literacy Strategy is premised on the notion that teaching matters, that a wide range of performance is not inevitable, that children do not have fixed and innate levels of intelligence or ability. It challenges the acceptance of  continuing failure in the school system for children from socially disadvantaged groups. However, observations of what is happening in some schools alongside the introduction of the strategies appear to show a continuation of traditions in which underperformance is seen either as lack of ‘ability’, or as an unfortunate but nevertheless understandable effect of home background, where raising attainment is ‘not possible for our kids’. In this context, the national curriculum and national strategies appear to have led to increased setting and grouping of students by teacher assessments of their  ‘ability’, resulting in some cases in the placing of early stage learners of English as a second language in ‘low ability’ groups, often alongside children with behavioural and other problems. In this way, these students are trapped into a remedial curriculum of facts and basic skills, while others are introduced to ways of accessing, interpreting and questioning knowledge, learning to control and produce the symbolic order.  As I have argued elsewhere:

‘There is a positive opening in the introduction of the Literacy Strategy in raising expectations for the achievement of all children, but only if we can avoid the danger of setting by estimations of ‘ability’, leading to a rich education for some, and a limited, narrow curriculum based in facticity for others’ (Bourne, 2000, p.40). 

Provided we do not trap EAL learners in contexts which deny them access to models of problem solving and interpretation, the prognosis is positive. Evidence from national data indicates that while nationally young EAL learners are often at a lower starting point in literacy tests in English than other students, they appear to make greater progress; that is, in mainstream settings they appear to ‘catch up’ (DFES, 2003c). Of course, research from the USA (Thomas and Collier, 1997) suggests that progress would be greater if pupils were taught bilingually, a point I will return to later in this chapter.

Linguistic Diversity and mainstream change

There has been an increasing focus  in the 2000s on ensuring that students with home and first languages other than English are fully included in teachers’ thinking, and their specific needs considered in teachers’ planning, classroom practice and assessment strategies. It is interesting to note that while mainstreaming strategies for teaching learners of English as a second language has been taking place, experienced specialist ESL staff have also mainstreamed themselves. For example, the Head of the National Literacy Strategy itself is an ex- ESL teacher, some of whose research has already been referred to in this chapter (Collins, 1999). Others are found in key positions in the inspectorate, in the Department for Education and Skills, in the Teacher Training Agency, in the National College for School Leadership, and in university teacher training departments. This has supported an emphasis across national programmes on recognising the multicultural and multilingual nature of  modern British society and the student intake, as indicated in some of the recent initiatives set out below.

For example, he National Literacy Strategy materials stress:

‘The NLS Framework and Literacy Hour are appropriate for children who speak EAL. The national Literacy Strategy emphasis on careful listening, supported reading and writing, phonological awareness, access to formal styles of written English and the participative nature of whole class and group work are all perfectly consistent with teaching children who speak English as an additional language. Literacy is a primary route to fluent and confident spoken English for second language learners’ NLS, 1998, p.77)
They take an uncompromising view of teachers’ responsibility for EAL learners, arguing that ‘Working with pupils learning English as an additional language is not a job for additional staff in isolation’, but rather that ‘The language and literacy development of pupils learning EAL is the responsibility of the whole staff’, and that ‘It is the responsibility of school management to ensure that all staff are fully equipped to meet the need of pupils larning EAL’ (NLS, 1998, p. 9)

In support of this stance, the DFES (2001) National  Standards for Initial Teacher Training require all new teachers, wherever they are located,  to provide evidence of their competence in planning for, teaching and assessing learners of English as an additional language. These requirements ensure that all teacher training providers include work on meeting the needs of bilingual learners into their curricula and, depending on their own local contexts, find appropriate ways of giving trainee teachers appropriate experience. Training providers themselves are subject to inspection, and need to show how they are meeting the Standards effectively for all trainees. As with schools, this has meant that the issue cannot be treated as marginal, regardless of the proportions of EAL learners within the institutions and within the locality.

At the time of writing, government funding has been made available to establish a network of teacher trainers  to develop and share materials and good practice in relation to preparing new teachers for working in multilingual contexts. Other similar networks, for example on training teachers in the different subject areas and in cross-curricula themes such as citizenship have also been required as part of their remit to include a specific focus on the inclusion of learners of EAL.

In order to prepare school inspectors for their role in raising minority ethnic group achievement, new materials and training courses have been prepared for them themselves, in order to provide exemplar materials illustrating recommended forms of practice. Inspector video-training  materials I have seen include examples of literacy and numeracy lessons  in multilingual schools where pupils are encouraged to use their  stronger languages in ‘partner talk’ during whole class teaching as well as in group work, as well as classrooms where adults have been recruited who share first languages with pupils, and who are deployed to support problem solving and meaning making in a rich literacy environment. These materials make it clear that the promotion of first languages does not depend solely on the presence of bilingual adults, but that all teachers need to recognise and draw on the first languages of pupils to support their learning across the curriculum and in the learning of English. 

The same examples are presented to teachers and teacher trainers themselves in a case study included within a consultation document sent to all schools on raising the attainment of minority ethnic group pupils (DFES 2003b). This document also stresses the need for schools to consider ways of meeting the needs of more advanced learners of English in relation to academic writing , recognising that this requires the development of close attention to student texts and ongoing assessment of EAL learners, and thus offers an important role for properly trained specialist teachers of English in academic writing. 

Other training materials making their way into schools at this time include modules on linguistic diversity and supporting bilingual learners for teaching assistants, who support teachers in the classroom, and other packs for non-teaching staff (DFES 2003d), including a focus on the induction of new arrivals, so that the whole school is aware of diversity and of strategies for including and supporting bilingual learners.

A specific focus on English as a second language learners

At the same time as mainstream provision continues to be made more sensitive to linguistic diversity and particular needs of EAL learners, the shift to  more explicit forms of pedagogy in the national Strategies  has opened the way for more focused and targeted specialised EAL support for mainstream developments.

Within the national primary and secondary school Strategies, supplementary materials have been published, to illustrate the ways in which the strategies are meant to include learners of EAL, and how activities may be extended to draw on other language skills as well as to address specific language learning needs (NLS 1999). A new pilot scheme has been put in place within the primary National Literacy Strategy,  with the appointment of an English as an Additional Language Co-ordinator in each of a number of regions, supervising a fnewly appointed and centrally funded EAL consultant in each of its local education authorities, to focus specifically on disseminating strategies for the literacy development of EAL learners, from beginner to the most advanced. Other interested education authorities not included in the pilot scheme are welcome to join in inservice activities as associate members. If the scheme is successful, it may be extended.

It is slowly being recognised that these new initiatives will need senior teachers with expertise in analysing the language needs of different subject areas and of different types of bilingual learners. While the DFES plans to continue to develop training and support for mainstream staff  ‘to improve their competence and confidence in meeting the needs of bilingual learners’ (DFES, 2003b, p.29), it is now exploring the possibilities of establishing a nationally recognised qualification in this area. Recent research (OFSTED , 2001) has established that in some regions, fewer than 30 per cent of those in ESL posts had any type of specialist qualification. From 2003, funding is being made available to support courses in developing pilot schemes as models of a possible national accreditation. These courses will prepare experienced teachers to act as well-informed leaders in supporting school staff in meeting the needs of English language learners.

Future mainstream educational directions which promise points of intervention for those concerned to improve ELT and the success of learners of English indicate a resumption of interest in the development of oracy, and a new focus on analysing and improving teacher talk (Alexander, 2000). New methods of research are also helping us to examine the ways in which teachers operate multimodally, using all the resources available to them (gesture, gaze, position, movement) to make meaning for their students, not simply the linguistic. These may help us both to understand and to support ELT in multilingual contexts in new and exciting ways.
Conclusion

In this chapter, I have outlined a national, centrally driven attempt to place ELT firmly within a focus on raising educational attainment, not as an end in itself. While focused on providing support for class and subject teachers in making the curriculum accessible to all pupils and supporting pupils in meeting the demands of the curriculum, I have shown how, on these foundations, moves towards upgrading specific provision for English language learners are beginning to be developed, always within other mainstream national initiatives, such as headship training and the national strategies, never marginalized.

There are dangers in adopting a mainstream approach, of course. One is that specific language learning needs may simply be overlooked. Another is that the initial underachievement of English language learners may be seen as an indication of ‘low ability’, leading to placement in low level learning contexts. The development of clear assessment methods which make sense to class and subject teachers is therefore a priority. Still greater efforts also need to be made in paying more than ‘lipservice’ to developing the place of other languages within the school system, including moving to more bilingual ways of teaching and learning where that is possible.  However, unless the mainstream is addressed, all such specific provision will remain marginalized. ELT within the school context needs always to be seen within the wider frame of raising attainment and combating poverty and exclusion, not as an end in itself.

References

Blair,M and Bourne,J (1998) Making the difference: Teaching and learning strategies in successful multi-ethnic schools. London:DFEE

Bourne,J (2000)  ‘A plea for ethnic monitoring of attainment in multi-ethnic schools’.  Westminster Studies in Education  23, 5-18

Bourne, J (2000)’New imaginings of reading for a new moral order: a review of the production, transmission and acquisition of a new pedagogic culture in the UK’. Linguistics and Education, 11/1, 31-45

Bourne, J(1989) Moving into the mainstream: local education authority provision for bilingual pupils. Windsor: NFER-Nelson

Bourne,J and McPake,J (1991) Partnership Teaching:co-operative teaching strategies for language support in multilingual classrooms ,  London: HMSO

** Collins,K (1999)              PhD thesis, University of Leeds <<reference to follow>>

Creese,A(2000) The role of language specialists in disciplinary teaching: in search of a subject’. Journal of Multilingual and Multicultural Development 21/6, 451-470

Crystal,D (1987) The Cambridge Encyclopaedia of Language. Cambridge: Cambridge University Press

Datta,M (2000) Bilinguality and Literacy  London: Continuum

DES (1999) Ethnic Minority Pupils and Pupils for whom English is an Additional Language: England 1996/7, Statistical Bulletin 3/99, London: The Stationery Officet

DFES (2001) Standards for initial teacher training. London:DFES

DFES (2003a) Minority ethnic attainment and participation in education and training: the evidence. Research Topic Paper RTP01-03. London: DFES

DFES (2003b) Aiming high: raising the achievement of minority ethnic pupils. London: DFES

DFES (2003c) Pupil progress by pupil characteristics. London: DFES

DFES (2003d) The curriculum and EAL: introductory training for teaching assistants. London: DFES

Gillborn,D, and Mirza, H(2000) Educational Inequality: Mapping race, class and gender  London: OFSTED

Graddol (19x97 The Future of English?  London: The British Council

Gregory,E (1996) Making sense of a new world: learning to read in a second language. London: Paul Chapman

Levine,J (1990)  Bilingual pupils and the mainstream curriculum. London:Falmer

Madood,T, Berthoud,R, Lakey,J, Nazroo,J, Smith,P, Virdee,S and Beishon,S (1997) Ethnic minorities in Britain: diversity and disadvantage. London: Policy Studies Institute

National Literacy Strategy (1999) Supporting  pupils learning English as an additional language  S London:DFES

National Literacy Strategy (1998) The Management of  literacy at school level. London: DFES

OFSTED (1999) Inspecting Subjects and aspects 11-18: English as an Additional Language.  London: OFSTED

OFSTED (2001) Support for minority ethnic achievement: continuing professional development. London: OFSTED.

OFSTED  (1999) Raising the attainment of minority ethnic pupils. London: OFSTED

Thomas, W and Collier,V(197) School effectiveness for language minority students. Washington:National Clearinghouse for Blingual Education.

PAGE  
10

