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Abgtract

Research by the Nuffidd Foundation (2000) suggests that the teaching and learning
of Modern Foreign Languages (MFL) in English secondary schoals is in crisis. At
the same time, some schools are implementing initiatives intended to raise the status
and the qudity of MFL learning.

One such schodl is the College du Parc [fictitious name] where in September 1998
the Bilingud Foundation Course (BFC) was introduced. In the BFC, non-linguistic
subjects (English, History, Geography, Religious Education and Pastoral and Socid
Education) were taught to 3 out of 6, Year 7 classes (11-12 year olds) through
French. From September 1998 until July 2000, | was one of the teachers in the BFC
and conducted my research for this thess by developing my theory of practice
through case study. The data served as the basis for my understanding of CLIL
classroom interaction.

In order to present my research framework, | illustrate in Chapters 1-2 how | have
come to consder the key festures of my theory of practice (van Lier, 1994, 1996)
as being meaningful, focused and pragmatic. In Chapters 3-4, | describe my theory
of practice of CLIL dassoom interaction by jointly examining CLIL theories and
my classoom practices. This dlows me to develop a 'support and chalenges
framework, which leads to learners noticing and 'performance’ in the foreign

language.

On the basis of my research, | re-examine my arguments in Chapter 5 based on my

two main findings

» 1 sugges that CLIL makes (foreign) language use visible: CLIL dlows both the
teacher and the learners to become aware of their language use.

* | relate this argument to the current Stuation for MFL teaching and learning in
English secondary schools which then leads me to reconsider theory of practice

in generd.



List of Abbreviations and Glossary

« ALL Asociation for Language Learning. The mgor subject association for
the teaching of Modern Foreign Langueges in Great Britan. For further
information, see: http://www.languagelearn.co.uk

* AR Action Research

« BFC Bilingua Foundation Course: the term used for describing the CLIL
curriculum in Year 7 (the first year of secondary school education) a Hadand
Hal Community School (caled 'Collége du Parc’ throughout this thesis), the
locus of my research. Described in Chapter 3. For schemes of work, see

Appendix G, for sdected materids, see Appendix E, for examples of students’
work, see Appendix F, seedso: EC

« BIlilBILI Bilingud

* BILD Bilingua Integration of Languages ad Disciplines: term used for
geography, hisory and science PGCE (initid teacher training course) through
the medium of French or German a the University of Nottingham/School of
Education. For further information, see:

http: //www . nottingham. ac. uk/education/courses/euro. htm;

http: //www. geocities. com/bildnott

e CASE  Cognitive Accderation through Science Education: a st of activities
for Science Education, desgned to promote higher level thinking skills in Year 7
and 8 dudents (11-13 year od learners). For further information, see:
http: //www . kcl. ac. uk/depsta/education/teaching/CASE. html

« CAT Cognitive Ability Test: a series of numeracy and literacy tests done
by English secondary schools a the beginning and the end of Year 7 (the firgt
year of secondary school education) with 11-12 year old students in order to
assess their abilities.

« CLIL Content and Language Integrated Learning: one of the terms
currently used for describing content teaching through a foreign language

» DES Ministry of Education: Department of Education and Science

11


http://www.languagelearn.co.uk

DfEE Minigtry of Education: Department for Education and Employment
DIES Ministry of Education: Department for Education and Skills

ESL English as a Second Language

EC Foundation Course: the term used for describing the integrated Year
7 curriculum at the Collége du Parc. For further information, see Chapter 3, see
aso: BFC

EL Foreign Languages

GCSE  Gengd Cetificate of Seconday Education: nationd exams for
England and Wdes taken in generd in Year 11 (15-16 year old students) a the
end of compulsory secondary school education. For further information, see
http://Aww.teachernet.gov.uk/Education Overview/UK Education Systenv;
http://Amww.teachernet.gov.uk/Education Overview/UK Education System/exa
minations and qualifications/

ICT Information and Communication Technology

MFL Modem Foreign Languages

NC Nationd Curriculum: the term used for describing the nationd
curricular framework for primary and secondary school education in England
and Wades. For further information, see http://www.nc.uk.net/home.html,
http://www.gca.org.uk

NQT Newly Qudified Teacher. For further information, see
http: //www. canteach. gov. uk/support/induction/,

http://www.teachernet.gov.uk/Professional Development/opportunities/nqt/
Ofsted/OFSTED COffice for Standards in Education: the government inspection
agency for dl primary and secondary schools in England and Wales. For further

information, see.  http://www.ofsted.gov.uk,  http://www.dfes.gov.uk/a
z/OFSTED INSPECTIONS.html, and for a dightly different view, see
http: //members. tripod. com/ofsted/ofsted. html

PGCE  Podgraduate Cetificate in Education: term used for describing initial

teacher training courses in England and Wales. For further information, see for

example: hitp://www.nottingham.ac.uk/education/courses/pgce.htm
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age of 13-14) by dl students in English and Wedsh secondary schools in English,
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http: //www. schoolsworldwide. com/page. cfm?pagelD=29 under 'National

Curriculum'
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| ntroduction

This thess is a case sudy of my Bilingud Foundation Course (BFC) classroom
conducted between September 1998 and July 2000 (For an overview of the BFC
schemes of work and sdected materids, see Appendices E-G.). My case sudy
focuses on examining teacher-learner classroom interaction in terms of support and
challenges for CLIL. (The exact meaning of these terms will evolve throughout this
thesis, particularly in Chapter 3, Part 4.) My research is based on my diary writing
(September 1998-July 2000), longitudind focus group interviews with some of my
learners (November 1999-June 2000) and one interview with the headteacher
responsible for the creation and implementation of the BFC (May 2001).

During my research | have adgpted van Lier's (1994, 1996) theory of practice
paradigm in order to explore my own practice as a teacher-researcher. On the
surface, van Lier offes a generd framework for exploring my practice as a foreign
language teacher-researcher with his three-tier classroom interaction modd based on
authenticity, awareness and autonomy. However, in my view, his theory of practice
a0 has a series of shortcomings that | shal address.

Van Lier (1994: 6-7) describes his theory of practice:

It atempts to do judtice to the practical character of pedagogy, and the complexity of
decisons and influences that shgpe a practitioner's work indde and outdde classrooms. This
theory places dlassroom research in the center, but a the same time actively researches the
relationships between one's own classsoom and other classrooms, and between what is done
in class to what happens elsewhere.

(ven Lier, 1994: 6-7)

So far, van Lier points out a series of issues.
e The practicad character of pedagogy,

» The complexity of decisons and influences shaping a practitioner's work,

* The rdationship between one's classsoom and other classrooms.



He argues further:

The theory of practice adds another dimension of research: critical research, which aims at
understanding educational reality and improving students circumstances from their
academic prospects to their quality of life (transforming reality in other words).

(van Lier, 1994: 7)

He dresses the notions of ‘critical research’ and ‘transforming redity' which he

rephrases later as.

The only theory of practice that makes sense for a teacher/researcher is a critical theory of
practice, for if transforming educational reality is not of interest to the teacher, then
routinized, automated teaching is perfectly adequate, and research is unnecessary.

(van Lier, 1994: 8)

Again, the notions of ‘criticality’ and ‘transforming educationa redity' are cmcia
for the development of theory of practice and point a both the am (transforming
educationd redlity) and the process (critica research) for achieving the theory of
practice outlined by van Lier. He devedoped his theory of practice modd further
specificdly referring to foreign language classrooms:

To see the curriculum (and one's theory of practice) as aproject, rather than as an objective
body of knowledge that determines how practical syllabuses are drawn up, alows us as
teachers to shift the focus away from an exclusive or excessive concern with the technical
aspects of teaching, and towards a perspective in which the critical context of our work
becomes central (without, of course, neglecting the technical side). In making this shift,
teaching must acquire a research dimension in the sense advocated by Stenhouse (1975), and
the implicit theories that we al have must be made explicit (Widdowson, 1990), so that they
can be examined and developed.

(van Lier, 1996: 216)

Again, the notion of criticality is a the centre of ven Lier's theory of practice. He
clams that this can be achieved by adding a research dimension to teaching in order
to make a teacher's implicit theories explicit. He thus summarises his theory of
practice based on his triptic curriculum of awareness, autonomy and authenticity:

It has been my am to present a one and the same time a highly theoretical (and
philosophical) and an eminently practical view of the AAA curriculum, with the special
purpose of showing how theory and practice, and ideals and reality, do not have to be
mutually exclusive. | have not traced a detailed method, or a catalog [sic] of techniques, that



anyone might be able to master through diligent study and practice. Nor have | wished to
suggest a new theory, model or movement that the reader can join or reject. Rather, it was
my aim to suggest that as teachers we become aware and think for ourselves, as well as
interact with our peers, for the purposes of developing our own curriculum, and becoming
aware, autonomous, and authentic professionals. If we are committed to doing that, then it is
likely that we will also foster the same qualities in our students.

(van Lier, 1996: 225)

In the above summary, van Lier remains rather vague in the ams of his theory of

practice:

It is not a distinct new modd!.

It is not limited to one specific methodology.

It is both theoretical and practical.

It is addressed a teachers who want to research their practice criticaly in order
to make their implicit theories explicit as a means to transform educationa
redlity.

| have adapted van Lier's theory of practice to my needs and demands as a teacher-
researcher. At the same time, | have dso become aware of some its shortcomings
(which | discuss further in Chapter 1, section 4.2):

Van Lier ssams to address teachers and wants teachers to question their practices
via research in order to 'transform educationd redlity' (van Lier, 1994: 8).
However, he does not specify what transforming educationd redity might mean
in practice or what it might lead to and how this can be achieved by teacher-
researchers.

Although he siresses that the classroom is part of a wider context, van Lier does
not specify the connections between the classsoom and the world outside the
classroom. v

He dso seams to goply his arguments about the need for criticality mainly to
teachers. However, he clams to bridge the ggp between theory and practice via
research, which should also entail the questioning of researchers criticality.



In order to examine these arguments further, | relate Bourdieu's theory of practice,
referred to by ven Lier, to his own arguments. In the trandator's foreword,
Bourdieu's Outline of a Theory of Practice (1977: vii) is presented as.

The Outling, a "reflection on scientific practice which will disconcert both those who reflect
on the socia sciences without practising them and those who practise them without
reflecting on them", seeks to define the prerequisites for a truly scientific discourse about
human behaviour, that is, an adequate theory of practice which must include a theory of
scientific practice.

(Bourdieu, 1977: vii)

Bourdieu's theory of practice is amed a developing a theory of scientific practice
as opposed to van Lier's theory of practice that is meant as a theory of teacher's
practices. At the same time, if van Lier (1994) argues for teaching to acquire a
research dimension, his theory of practice should dso am at developing a theory of
teachers research or scentific practices. Bourdieu refers to understanding of
scientific practice:

[..] in order to understand what practice is - and in particular the properties it owes to the
fact that it unfolds in tune - it is therefore necessary to know what science is - and in
particular what is implied in the specific temporality of scientific practice.

(Bourdieu, 1977: 9)

| take Bourdieu's comments to mean that theory of practice does not just require a
criticdl examination of practice, but equaly a criticd examination of theory and
research in relaion to (scientific) practice. Van Lier (1994, 1996) ssems to limit his
goplication of theory of practice to teachers practices, but not to researchers
scientific practices which puts into question his key notions of criticaity and
transformation (and which 1 address particularly in Chapter 1, section 5).

In order to explore these questions | argue that developing my theory of practice
involves a critica and explicit examination of both my roles as a teacher and as a
researcher in order to achieve criticality in the description and further andyss of
interaction in my BFC classoom. In generd, this implies that the tenson or gap
that might be perceived between theory and practice is addressed and discussed as a



means to overcome this tenson. | do this by discussing in Chapter 1 the tensons
between my teacher and my researcher roles and by relaing these to ways to
achieve criticdity as a teacher-researcher. In Chapter 2, | describe how 1 have put
my theory of practice into research practice by applying a case sudy approach
through diary writing and (focus group) interviews. These explicit discussons dlow
me then to relate theory and practice of CLIL classroom interaction in Chapter 3 by
focusng on the tenson between support and chdlenges for learning in my BFC
classroom which 1 re-examine in Chapter 4. | conclude my thess in Chapter 5 with
a discusson of how my research findings about interaction in the BFC classroom
might be gpplied to other foregn language classsooms. Equdly, | recondder in
Chapter 5 van Lier's (1994) notion of ‘transformation’ in relation to the current
gtuation regarding the teaching and learning of modern foreign languages in English
secondary schools.



Chapter 1. Theory of Practice

1 Becoming a Teacher-Researcher

In this chapter, 1 postion mysdf as teacher-researcher within my research. |
describe my research as one possible means to develop a theory of practice focusng
on creging a support and challenges framework for promoting classroom
interaction in a foreign language in my BFC classroom. (I present this support and
chdlenges framework in Chapter 3, particularly in Part 4.)

At the very begirming of both my research and teaching, | wrote the following note
in my diary (For a discussion of the use and development of my diary, see Chapter
2, section 4.):

25.8.98

Mphil planning - qualitative research

Questionnaire for students

Reasons of the school for doing bill FC course

Continually record students' progress via tape/video??

Feelings of the head, other staff involved - perhaps wait till up and running

| mention some of the research tools that | had in mind a the time in this diary
entry: questiormaires for the learners, and audio- or videotaping students progress.
A few days later, | write as follows:

31.8.98

Research questions: How can | make sure to compare BILI and control group? How can 1
compare FL proficiency - only after 2" FL has started with Bill group? - relevant initialy
in school year - why?

Possibly/Certainly useful: observing control groups

Research perspectives: It will probably be important to observe different lessons in BILI FC

and control FC to make sure that | do not get too much involved in my role as a teacher of
one of these classes.

In the above entry, 1 mention some additiona research tools: classroom observations
(both of BFC and of monolingud FC classes). 1 mention these toadls in relation to
beliefs about research that 1 had at the time, when 1 write that 1 need 'to make sure



that | do not get too much involved in my role as a teacher of one of these classes.’
At the beginning of my research, 1 am to maintan my 'objective dance as a
researcher, dthough | am one of the teachers in the BFC.

| dso dart the above diary entry with 'research questions, dthough | do not
formulate any research questions, because | did not know what | was looking for a
the time.

| do not address my pogitioning as teacher-researcher any further in my diary until
amog a year later in August 1999. At the beginning of my research, | was a newly
qudified teacher starting to teach in a highly innovative programme. AS a teacher,
being part of this newly established BFC required not only deding with the daly
demands of teaching, but dso required the creation of a new curriculum in French
and the accompanying materids for the learners (see Appendices E-G). As a
researcher, | managed to mantan writing both my teacher and my researcher
diaries. In my first year as ateacher-researcher, | kept two separate diaries - one as
a researcher and one as a teacher. In the following year, | joined the two separate
diaries into one as my teacher-researcher diary. | discuss the use and development
of my diaries in Chapter 2 in section 4. Having these diaries alowed me to keep a
record of my teaching and my research throughout the firg year of teaching in the
BFC. The next time, | spedificdly mention my ‘research question' is more than a
year later as aresult of a meeting with one of my supervisors:

28.11.99

[..] On Friday, 1 had another tutoria with Do. [..] | know now that my PhD is about me
and my class. | know vaguely my main research question (How far does bilingual education
improve the students' thinking skills? And sub-questions) To be able to progress further now
| need to look closely a how to continue with my reading. [...]

In comparison to the previous diary entries, | date clearly in this entry that my
research is 'about me and my class.' | have given up the stance as an 'objective
researcher that | tried to adopt at the very beginning of my research as 1 could not
maintain it as a teacher-researcher involved in the creation and running of the BFC.



Instead, | have come to recognise that 1 am part of my data and that | play a dud
role as teacher and researcher. | dso mention in the above diary entry for the first
time a generd research question. | add that in order 'to be able to progress further
now | need to look closdy a how to continue with my reading.' 1 am darting to
focus my research more by aming to relae theory (‘my reading’) and practice to
each other. The link between my emerging or developing theories and my practice
is further illustrated when 1 address the nature of my data in relation to my initial
research question in another diary entry on 9 March 2000:

9.3.00

Something related to interviews'teaching/research/higher thinking skills: | wonder how far |
limit mysdf to a psycho-linguidic indead of socio-linguistic fidd if 1 concentrate on
cognitive skills? Also: how do | find evidence for these sKills in the research toold/diaries,
interviews, learner diaries and learning portfolio?

Indead | could concentrate on looking a 'different learning experiences provided by
bilingua teaching and learning.

All this comes origindly from a question Kaye raised during our tutorid last week. She has
got a criticd point there ... but what are learning experiences and how far can 1 reate these
to Higher Order Thinking as a socidly mediated activity?

As a reault of a discusson with my other supervisor, 1 address how far my data
collection methods dlow me to look a ‘cognitive skills.'" 1 start to rephrase my
research question by examining the limitations of my by then established research
tools. Although the refocusng of my research question in relation to my research
tools leads to further questions ('What are learning experiences and how far can |
relate these to Higher Order Thinking as a socidly mediated activity?), it is obvious
that | am garting to relate models of instruction to my research and teaching.

A month later, 1 comment in my diary as follows

7.4.00

[...]

After that, I'll go on reading van Lier to see how he uses dassroom research as a bass for
his theory of practice.



The above entry indicates that | am to relate my classroom practice to classroom

theory via classroom research. At the end of June 2000, | write a diary entry where

| focus on the notion of 'reflection’:

30.6.00

[]

Another key aspect 1 need to sort out is how 1 use Scfion's notion of reflection - the
intriguing thing about Schon is that he doesn't use the jazz improvisation as an example of
the use of metaphor - athough 1 believe it offers itsdlf for the illustration of metaphor - 1
need to develop this further and make it part of the discussion 1 have in my introduction.
Regarding the style | use | want it to reflect the use of jazz metaphor on a stylistic level -
i.e. deliberate use of repetition, use of the same, but different schemata. [...]

| want every single bit of writing to be set up as a piece of jazz, i.e. starting from one tune -
taking the tune apart - but gtill have the main tune in the background - divert without being
diverted and ultimately going back to the main tune. Hopefully, I'll be able to achieve this!
Today, | need to look at the second section of my introduction in detail in order to develop
this part of the introduction further [...].

In my diary entry, | mention Schion's notion of 'reflective practitioner' and the use

of (jazz) metagphor for understanding and describing my roles as teacher-researcher.

| locate mysdf further within my research through reating theories to my own

practices as both teacher and researcher and by addressng in particular my use of
the jazz metaphor (which | discuss in Chapter 2, section 3).

The previous diay entries (and the evolving use of my diary) illustrate a gradua

process of change as teacher-researcher:

After initidly trying to be an 'objectiveé’ researcher, 1 adopt and accept my
subjectivity as teacher-researcher.

| am to explore the relationship between theory and practice.

1 did not stat my research with any clear research questions. Indead, these
guestions, issues or problems evolved and changed over time.

Van Lier's (1994, 1996) theory of practice seemed to offer a modd for linking
theory and practice as a teacher-researcher in my BFC classroom.

Reflection, and ways to reflect such as the use of ajazz metaphor were crucid
for developing my theory of practice.



As ameans to examine my theory of practice further 1 propose that:

Theory of practice grows out of practice and out of theory.

Practice, i.e. teaching, demands the teacher's time and attention. It does not
aways leave space for reflection about practice in relaion to theory.

The relationship between practice and theory is complex and requires time for
focusng and making choices.

Methodologicd tools for developing a theory of practice need to be consdered
both in reation to the teacher-researcher's philosophicd framework and
practical demands and constraints. These tools have to be both meaningful and
pragmeatic.

Egtablishing meaningful and pragmatic tools for data collection for developing a
theory of practice is an on-going process. It depends on persond choices made
by the teacher-rescarcher and demands an awareness of their srengths and
limitations.

Since theory and practice seam to form an interdependent relationship, theory of
practice needs to be meaningful and pragmatic for the individua teacher-
researcher.

In order to illustrate the development of my theory of practice further, | examine my

teacher-researcher roles by discussing reated diary entries in the next section and
develop the above propositions further at the end of section 2.

2 The Teacher as Researcher ‘within a Theory of Practice

Teacher-researcher roles have been described in a variety of terms in the literature.
Schon (1991) uses the term 'reflective practitioner. Stenhouse (Rudduck and
Hopkins, 1985; Rudduck, 1995) describes the 'teacher as researcher.’ Van Lier
(1994, 1996) and van Manen (1991) tak about ‘teacher-researchers.’ | use the term
'teacher-researcher' as | have adgpted van Lier's (1994, 1996) model. In order to



explore my roles, | examine my development as a teacher-researcher through my
diary entries written during the period of data collection, i.e. between August 1998
and July 2000.

On 7* September 1998, a the beginning of my teaching and research, | describe my
fedings about my job as teacher-researcher in the following manner:

7.9.98

After the insat day [..] | fed very eager to dat on 9.9 (Wednexday) - dthough | fed
dightly confused and dso nervous about how my firgt year of teaching in Bili FC is going to
be.

At the moment, | fed a bit like a svimmer before a race, I'm ready, 1I'm in good shape, but
neverthdess I'm nervous - worrying whether | could have a bad dart, not swim well
enough, could | have forgotten something redly important. Also, | fed like garting in 3
different disciplines (Mphil, bili teacher, BILD-researcher) - dl 3 of them feeding into each
other, but neverthdess being very different in what they are asking me to do.

| wrote this diary entry two days before starting to teach in the BFC. At the time, |
fed 'nervous and 'confused. | further describe my fedings by applying ‘a
svimmer before a race’-metaphor and point out that 'l fed like starting in three
different disciplines.' In Sgptember 1998, 1 darted my teaching career as a part-time
NQT in the nemy established BFC. At the same time, | took over another part-time
occupdtion as 'BILD researcher,' i.e. as project manager for an EU-funded project
amed at developing materids for CLIL teacher training. And findly, 1 dtarted a
part-time MPhil degree based on my work as an NQT in the newly established BFC.
All of these occupdtions were related to each other. The demands of these three
occupations were however dightly different.

During my NQT-year in the BFC, | experienced some problems reated to
edablishing mysdf as a new teacher as wel as to do with creating teaching and
learning materias required for successfully implementing the BFC curriculum with
my BFC colleagues. During this year, 1 amed to develop my research further. This
proved to be difficult. Between September 1998 and July 1999, | used my diary as a
means to record my perceptions of my own teaching in the BFC without knowing



exactly what | was looking for in my data collection. In March 1999, | had 'a brief
chat' to my former PGCE-tutor:

17.3.99

P.S.: | hed abrief chet to Thierry [my former PGCE-tutor] yesterday evening. He told me a
few things about his research.

He suggested asking the students what they would like to learn about enabling the students
by doing this to give them a 'voice' in wha they are learning.

Although | did not ak my learners a the time about ther interests, this
conversation made me think about how | could include my learners more actively in
my research. Also, as a result of this entry, 1 started to use my diary in a dightly
different manner from before. Before, | recorded in my diary how | fdt my teaching
was progressing in the BFC and how 1 experienced discipline problems with some
of my learners. However, | was not able to take my reflections about these problems
further and look for possble solutions. About a month after the previous diary
entry, 1 decided to use my diary for recording and solving problems:

16.4.99

I'm wondering about a number of issues a the moment:

*  How can | create the cdm working atmosphere | keep aming for?

e How can | callect vauable data for my research when | keep having discipline problems
in dass?

* Action research: Where do | dart with Action when | have so many different things

going wrong in class?

1 guess | have to sdect one ise to solve a the time, i.e. monitor the way sudents walk
into class fird, then go on to monitor and amend things like chatting, rude behaviour, use of
French as classroom language etc.

| Start to adopt a systematic problem-solving approach. | write that | 'have to sdect
one issue to solve a the time.' It has become clear to me that | camot change
edtablished NQT-practice quickly, but that | have to address my classroom problems
dowly, patiently and systemdticaly. As a result of this ingght, | come to use my
diary for problem-solving purposes for some time in order to improve my practices
as ateacher.



Rdated to my research, 1 ak mysdf an important question: 'How can | collect
vauable data for my research when | keep having discipline problems in class? The
disruptions caused by some learners and my lack of experience in managing these
learners could result in unsuccessful BFC lessons. Unsuccessful BFC |lessons were
not only frudrating in terms of teaching, but equaly fmdrating in terms of data
collection as my research is based in its entirety on establishing the appropriate
support and chdlenges framework for BFC classroom interaction (which | discuss in
Chapter 3). Therefore, the relation between successful teaching and research is vitd
for me in order to develop my theory of practice. | further develop this relationship
between theory and practice a the begirming of my second year of teaching:

14.9.99

[.]

| must admit that | find it difficult to 'reflect’ when I'm in school mood ... athough what

does 'reflection’ mean? How do | get onto a more abstract level in my thinking at the same

time linking this to my teaching - | guess 1 am realy writing about educational micro

(classroom) and macro-cosms (research) that | need to bring together to make my research

more than just anecdotal, to make my research valid for a bigger audience.

| believe | need to read more van Lier to be able to relate my classroom and research work.

Regarding relating classroom and research work 1 need to think about how to set up my

interviews with students in 7RW. What do 1 want to gain from these interviews? | want to

get an insight into the students' thinking, in how they perceive the Bilingua Foundation

Course.

Hopefully, the effects of these focus group interviews will be twofold:

1. Gain an insight into students perceptions and gain information about what makes the
students learn (motivation - why they learn/want to learn), how they perceive being
taught mostly in a foreign language - all these data hopefully will inform me more
directly for my PhD.

2. Understand better as a teacher what makes the students learn, what makes them
progress etc.

Actually, 1 and 2 are similar (if not the same) - the only difference really is how 1 could use
this kind of information for both my PhD and to inform me about my teaching. This is a
very nice (and clear) example how both research and practice do benefit from each other.

In this diary entry, | describe my difficulties with relating theory and practice to
eech other. At the same time, my awareness of these difficulties illustrates that |
relate theory and practice to each other. At the time of writing, | consder my
practice as a teacher as a 'micro-cosm' in relation to the 'macro-cosm' of research. |
aso address the quedtion of 'validity.' | condder 'validity' of my data collection in
terms of being able to generadise from the data collected as a result of my teaching



in the BFC. | dso mention for the fird time the interviews as my second main
source of data by addressng what | ‘want to gan from these interviews.' | describe
these gains as ‘twofold', with the firgt 'gain’' consdered in relation to my research
and the second 'gain’ conddered in relation to my practices as a teacher. Both
'‘gains are related to each other, if not the same. On 20* September 1999, | relate
my research, my search for theories and my teaching to each other in a slightly
different maimer:

20.9.99

To a cetan extent, 1 am expeiencing the day to day school routine with dl its
unforeseeable events/hiccups that meke teaching so difficult (but dso such a chalenging
profession) - this feding is dso very much reflected in 'Opening the Classsoom Door' by
Loughran and Northfield. In his diary, he describes exactly these kinds of events (fire
adarm, adminidrative business) taking over from the actud teaching and the actud targets of
teeching and learning such as fordgn language learning, developing the students
cognition/intelligence, passing on important subject knowledge.

[...]

In this diary entry, | refer to a book that | was reading at the time: Loughran and
Northfidd's (1996) dudy of a science classoom which is adso based on diary
writing. | relate my difficulties as a teacher-researcher about the reationship
between theory and practice to the experiences described by Loughran and
Northfield. | continue to address the relation between theory and practice in the
following diary entry:

28.9.99

So, there was quite a bit of learning 1 hope/l bdieve. | need to make sure to kegp up the
positive things happening in the classroom. 1 mug remain friendly with al students to show
them that | like working with them. Strange/Interesting how much in teaching and learning
depends on good professond relaions with the sudents. This is probably the mogt difficult
part of thejob - keep amiling, keep being motivaied mysdf to be able to motivate others, be
postive and dynamic to endble the dudents to be the same - in spite of ther home
circumstances or out of school pressures on them.

Perhaps, this kind of student-teacher relationship goes missing too much in much research
literature making educationa literature therefore seem irrdlevant to (too many) teechers.

In this diary entry, 1 mention 'how much in teaching and learning depends on good
professond relatiions with the students.” This statement might seem band to any
teacher. As a researcher this statement is crucid as it points a the importance of
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teacher-learner rdationships necessary for learning and in my case for research. In
more generd terms, this entry indicates how 1 am to relate theory and practice
more closely to each other in order to make sense of my dud roles as teacher-
researcher by including 'this kind of student-teacher relationship’ in my writing. In
relation to the diary entries written in my firs year of teaching, this entry dso
revedls a dift in atention. In my firg year of teaching, | was very much
preoccupied with my ways of behaving in the BFC classsoom, whereas in my
second year of teaching | focus my attention both on the learners and on mysdf in
relation to the learners. This shift of focus is illustrated further in the diary entry
written the following day:

29.9.99

On a similar level, | believe the ‘cognitive challenge' is what is needed to keep the students
motivation. | guess I'm basing al my efforts on the belief that as a teacher | can 'make a
difference’ and on the belief that most students want to learn. [..]

These beliefs are probably what drives me to prove my thoughts in actual teaching the way |
believe foreign languages should be taught. [..]

| guess the challenging element is also crucia in my research. Why should 1 accept a
situation I'm not happy about? Why should | accept keeping students stupid if they are able
to learn and increase their knowledge. ...

| mention here for the first time the term ‘chalenge’ that | explore in detal in
Chapters 3-4. This entry might indicate that | start to link theory and practice by
relating the notion of ‘cognitive chalenge' to 'students motivation." At the time of
writing this entry, | had deveoped some drong bdiefs through combining my
theoretical and practica thinking when mentioning the beiefs that 'drive me.' |
explore the rdationship between theory and practice further by combining
theoretical and practical points.

4.10.99
In the meantime 1've been reading Vygotsky, seems interesting, but I'm not sure how | can
apply this to my research.

At the moment, | fed a bit trapped in the school's day to day business. How am 1 supposed
to do any vdid data collection when I'm bogged down by the usua classroom problems -
students misbehaving, not doing their homework, not willing to learn. ... actually, most
students are willing to learn, a few students are trying to get lazy, but 1 need to make sure
that they do not get away with it. ... and | must make sure to remain calm, relaxed and in
control of what is happening in class - only good quality of teaching and learning will allow



me to collect valuable research data - otherwise I’ll get stuck with my research. So, my
teaching and research aims of the week must be:

* Maintain high standard of teaching and learning,

* Maintain good classroom management,

*  Be smiling and pleasant, dynamic and jiggy to pull students along.

... good research is not possible for me without good teaching. High quality teaching and
learning is the key factor for high quality research.

1 describe 'the school's day to day business and react to it by seting mysdf
‘teaching and research ams for the week." At this point, 1 do not differentiate
between teaching and research. | argue for these identicd ams by adding that ‘good
research is not possible for me without good teaching.'

This entry dso reveds why | am not focusng on my fird year data. In my fird year
as teacher-researcher, | found it difficult to relate theory and practice to each other.
However, in order to sudy my practice in my BFC classroom, | had to establish a
link between theory and practice. | further reflect on my pogtioning as teacher-
researcher in the following diary entry:

27.10.99

[..] 1 am very much aware that | am in a very privileged position as 1 am both a researcher
and teacher to the same extent and can therefore argue strongly and legitimately from my
own positioning [...]

| describe mysdf as being in a 'very privileged postion as | am both a researcher
and teacher." My primary role in the BFC classsoom was of course thet of a teacher
as becomes clear in the following entry:

3.11.99

[...]

The ending of the lesson was quite nice - with a brief, informal chat about who fancies who
in 7RW and letting Nathalie go first as it was her birthday today.

Is this reflective practice what I'm doing via my diary? Where does my researcher role
come in here? - in the analysis of my teaching and the students' learning. Where else?

| describe here the ending of a lesson and relate this to my dud roles of teacher-
researcher. | mention the term 'reflective practice’ in reation to my previous
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writing and describe my 'researcher role' as feeding into my work through ‘the
andysis of my teaching and the students' learning' as a teacher-researcher.

It becomes clear that a the time of writing the above diary entry my teacher and
researcher roles dtarted to merge. However, it is equaly important to point out that
conddering diary writing as 'analysis is too smplistic. (I discuss the use of my
diary in further detail in Chapter 2, section 4.) In generd terms, keeping a record of
my teaching via diary writing is merdly a starting point for reflection thet leads to
‘analysis and relates back to my practice/s as a teacher. Understood in this sense, |
condder 'analysis as a congant moving between theory and practice as Grundy
(1987) seems to suggest.

In the above diary entry, | relate 'anadlysis to 'reflective practice'. Reflective
practice enables the interplay between theory and practice, and leads to
‘demydtification’ (Schon, 1991: 289) of practice:

But demydtification of professond knowledge may have two quite different meanings. It
may condg in treating professona knowledge as the emperor's new clothes, or it may
meen that professonds do know something worth knowing, a limited something that is
inherently desirable and, a leest in some measure, underdandable by others. [..] And in
this [second] sense, demydification is [..] a bid to underteke the often arduous task of
opening it [the practitioner's dams to knowledgel up to inquiry. [.] Unreflective
practitioners are equdly limited and dedtructive whether they labd themsdves as
professonas or counter-professonals.

(Schon, 1991: 289-290)

| understand ‘analysis referred to in my diary entry as reflective practice, which in
turn dlows for a gradual process of 'demystification’. In this sense, demydification
goplies to both the teacher and the researcher, as | have pointed out in the
Introduction when arguing for the development of teachers research practices as
part of a theory of practice. Reflective practice as demydtification aso requires tools
that demydtify or promote 'uncovering'. 1 discuss these tools in Chapter 2, ad in
particular in section 3.
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Within my theory of practice, | consder reflective pracfice as applicable to both
theory and practice. | address the role of theory in the following diary entry where |
attempt to relate various emerging strands of my research to each other:

511.99

[..] 1fed that things gart to fdl into place, i.e. | gart to make connections between various
readings. Key dements are a the moment:

e Life higory

Story telling

Empowerment

Dewey on reflection

Schon 'reflection in action' and mysdf posgitioning my research within his framework
Vygotsky gpplied to both reflection and gpplied linguigtics

Adorno - critica theory/Frankfurt School and didectica gpproach to reflective practice
(Luwisch)

e Linking Adorno and Vygotsky

e Metgphors and criticd schoadl

| fed quite pleased about the work | have done - | 4ill have a long way to go, but findly 1
sem to be able to make connections between various bits of reading regarding both
philosophical and more precticd issues, as wel as my teaching. Research is vdid and
teaching is a vdid triangulation of research.

| lig a series of 'key dements in the above diary entry. At the fime of writing, |
hoped to explore dl of these strands. Of course, this is impossble. However, the
writing of this entry hints & the reflective process that | was going through at the
time. | dso address the relationship between theory and research by sarting from
research as 'valid.' | go on to condder teeching as 'a vdid triangulation of
research.' Strictly spesking, ‘triangulation’ is the wrong teem as | do not
sysemaicdly triangulate my data. However, in my case, successful teaching is both
the condition and the outcome of my research: my research supports my teaching
and my teaching supports my research.

| concluded the previous section by describing theory of pracfice as growing both

out of practice and out of theory by characterisng it as meaningful and pragmatic.

In this section, these generd fegtures can be complemented as follows:

» Theory of practice shares features of Action Research.

» Theory of practice requires the teacher-researcher to establish meaningful links
between teaching practices and teaching and learning theories.



* Thislink is established through classroom (-based) research.

» Theory of practice ams a promoting both teaching and teaching and learning
theories.

» Theory of practice afects both the improvement of practice and theory building
out of practice.

» Theory of practice is both persond and general.

So far, | have developed the key features of my theory of practice by focusng
mainly on my roles of teacher (-researcher). In the following section, | develop my
theory of practice further by examining my roles as researcher (-teacher) and re-
discuss generd features of my theory of practice in section 4.

3 The Researcher as Teacher within a Theory of Practice

As aresearcher, | dso dated in my sscond year of data collection to discuss my
research with the research community that | became a part of. After a presentation
to research students and g&ff, | commented as follows:

9.12.99

Presentation to research sudents and research S

My presentation went relatively well. [..] Some key issues that 1 have become aware of

through students and staff’s comments are:

*  Nead to narrow down my perspective again,

* Ned to etablish vdidity and triangulation processes (via quantitative data? Via
comparative interviews with non-bilingua groups? - not sure how to do thidl!)

e Nexd to be more careful with the use of some educdtiond terminology, eg.
‘empowerment'.

* Nexd to define 'thinking skills - wha are thinking <kills - can 1 base my own
definition of thinking skills on CASE terminology [...]

| did this presentation based on my limited experience as a researcher a the time.
As a result of my colleagues comments, 1 mention once again ‘triangulation’ and
'validity'. As 1 have explained in section 2, | have opted for a contextud analys's of
my data and againgt using formaised triangulation processes as my research informs



my teaching and vice versa. Due to this positioning, triangulating my practice in my
BFC classsoom would have been difficult and highly biassed. Instead, 1 discuss this
pogitioning of mysdf as teacher-researcher openly when 1 write as follows:

2.1.00

| now need to try to work out the differences between AR [Action Research] and
ethnography - this will be crucia for the development of my philosophical framework as 1
need to position myself or my research in this regard.

Before doing this, T will have (or | ought to?) finish the transcript of the last focus group
interview 1 did to_have this out of the way.

Perhaps, the most difficult thing about the PhD- and school work is that it is so complex,
i.e. working on different levels and working on different strands of the PhD dl the time.

1 guessI’ll need to prioritise the things | need to do:

i) finish transcript,

ii) look at AR -ethnography and where | am

iii) look at interface AR-Vygotsky-2™ language acquisition,
iv) try to define thinking skills,

V) plan for the next set of interviews,

Vi) try to define bilingual teaching and learning,

vii) redo outline of PhD-framework,

viii) get on with various strands of PhD-reading.

| point out in this entry the need for positioning mysdf and my research within ‘'my
philosophica framework." This is dso reflected in my description of the 'different
levels and 'different strands of my teaching and research. In the following entry, |
continue to position mysdf as teacher-researcher when addressing ethnography and
Action Research:

4.1.00 [..]

Regarding my teaching and the students learning I'm wondering where ethnography and
AR fitin - | fed I’'m in both camps: AR being what | do to a certain extent through keeping
this diary and ethnography being me as a researcher, i.e. taking a step back and looking at
my classroom practice from outside or as a participant observer ... which is again me
shifting back inside. 1 don't fed that | need to belong distinctly to one of the 2 schools as
there is a considerable overlap. However, | guess | need to be clear about what the
overlapping elements are and where I'm moving between these 2 paradigms.

| fed 1 ought to approach the distinction between AR and ethnography from my own
positioning as a researcher who is a teacher at the same time and who observes his own
teaching. This could be the clue to further sort out my theoretical research framework by
starting from my own practice as both a teacher and researcher.

| explore my postioning as a teacher-researcher here by consdering my classroom
actions as both teacher and researcher. These teacher-researcher roles are complex
and difficult to maintain a dl times as is illustrated in the following diary entry:
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20.3.00 (morning before schoal)

| fed that I'm not very good at keeping my diary at the moment. Although | have a lot of
things to write about, but then | aways fed | have more inunediately important things to do.
| have to write tonight though in order to keep track of how | am progressing/if | am
progressing both in my teaching and research.

20.3.00 (evening)

What a strange day! John [...] doesn't seem to be willing to cooperate at al in any form with
me or Léonie [my head of department]. 1 am quite disgusted with his behaviour (spitting
chewing gum at Caroline) and find it quite difficult to be positive about things in general.
Regarding my researcher-teacher roles | guess | am once again stuck in this role of teacher
having to deal with all kinds of minor discipline problems.

At certain points during my data collection, | was more of a teacher than a
researcher. For example, | had to fulfil my pastora duties by deding with incidents
as the one described above. These incidents point a the context in which |
conducted my research: a classroom where the learners learn non-linguistic content
through French, but dso a classoom with its occasona problems. | go on to
address the relationship between teaching and research in my classroom context in
the following entry:

27.03.00

I must admit | find it dighdy difficult to see the relation between theory and practice or
research and teaching, but that's due to the fact that my research only becomes relevant via
good and varied teaching. The bell has just gone. I'm seeing two students; therefore I must
stop.

Reflecting about the relation between theory and practice | point out once agan that
'my research only becomes relevant via good and varied teaching': the question of
vaidity seems to resolve itsdlf by having BFC lessons that dlow for theorisng about
learning content in a foreign language. 1 further address my roles as teacher and
researcher a day later:

28.3.00

If I look a& my own planning 1 seem to have become a lot more systematic and realistic
about what 1 can achieve and also about how to make content accessible in French, | believe
at this early level the clue is to keep the language extremely controlled and organised, but
also with room for extending the more able students.

What am 1 at the moment? Researcher or teacher? | guess I'm a bit of both al the time by
now - with the focus shifting from my researcher to my teacher role as | fed | need to.
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My research is informing me about my teaching and my teaching is informing me about my
research.

By now, it becomes clear that | carmot differentiate between my teacher-researcher
roles. Due to my research being a case dudy of my BFC classroom, it would be
absurd to attempt a clear-cut digincfion between the two roles as | am 'a bit of both
al the time." Describing rather vagudy how | shift between the two roles points at
the different demands on me as a teacher and as a researcher. However, as | stress
once agan 'my research is informing me about my teaching and my teaching is
informing me about my research.’

So far, | have manly looked a my teacher-researcher roles from the perspective of
how far my teaching informs me about my research. The reflective process as
teacher-researcher dso works the other way round: My research informs me about
my teaching.

17.4.00

1 wonder how relevant my research redly is for my teaching. It certainly makes me reflect
more about how and what | teach, but does the construction of theory via a PhD really move
foreign language learning and teaching forward? Ultimately, 1'd need to be able to apply my
findings in various settings - is research a valid option for doing this at all?

| Sress here how my research forces me to ‘reflect more about how and what |
teach." | go on in the same entry to question the impact of my research by
describing the process as the ‘constmction of theory.! The answer to this question
might be in the quedtion itsdf by congdering the constmction of theory as a means
for understanding what might not be understood as clearly otherwise. Of course, the
application of findings in other classrooms would further contribute to the validation
of my theories that | have developed through my research. However, this vdidation
process goes far beyond the reams of this particular piece of research.

In the previous sections, | have examined my development as teacher-researcher

between September 1998 and June 2000. Undergtanding my podtioning in my
research is necessty as | was an integrd part of the data collection process: |
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dated both as an NQT and as a new, inexperienced researcher in the BFC.
Initidly, | tried to kesp my teacher and researcher roles separate. Due to my
pogitioning within the research (and dso due to the practica limitations of data
collection whilst teaching) | joined the two roles being more of one than the other
according to my needs. This combination of roles has dlowed me to reflect both on
my researcher and on my teacher roles in reation to each other. In the following
section, | present generd features of my theory of practice.

4 Key Features of My Theory of Practice

In the previous sections, | have discussed my development as teacher-researcher as a

means to identify key features of my theory of practice:

* Itis meaningful and pragmatic in relation to my roles as teacher-researcher.

e It is both persond in relation to my teaching and my research into teaching and
generd by linking my teaching to teaching and learning theories.

These characteristics dso imply that:

* Theory is examined criticaly in relation to practice.

» Prectice is examined criticaly in relaion to theory.

» The teacher-researcher is aware of higher pogtioning within the research and
discusses these roles openly.

» The teacher-researcher has changing roles according to the demands as teacher
and as researcher.

* New theory is congructed carefully based on practice. This means that clams to
knowledge may be small, but established through practice.

So far, my theory of practice has emerged based on the examination of my roles as
teacher-researcher. In order to discuss my theory of practice in more detail, | relate
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it in the following sections to some of the related literature focusng on the role of
the sdf within research and van Lier's (1994, 1996) theory of practice.

4.1 Becoming aCritical Teacher-Researcher

| position mysdf vigbly within my research due to having conducted my case study
as a teacher-researcher. Griffiths (1995: 75) argues as follows for the validity of
persond professona experiences.

Yes! Trust me! Your own experience is a valid part of your own knowledge, as long as it is
subject to critical appraisal. And, anyway, it is your own understandings and practices that
you are trying to improve.

(Griffiths, 1995: 75)

Griffiths describes the improvement of undersanding and practices in relation to
widening persond professona knowledge. This process of 'improvement’ starting
from the 'self is 'valid' as long as it is ‘critical.' Therefore, improving my own
practices and understandings implies improving both theory and practice of CLIL in
generd terms as soon as my writing becomes the subject of public or semi-public
scmtiny. Sdf-knowledge condtitutes a starting point for the case sudy research that
| have conducted in my CLIL classroom. Being part of the research process as a
teacher-researcher aso implies that | cannot position mysdf within a ‘traditional
epistemology.’  Griffiths  (1995: 79) describes  ‘chdlenges to  traditiona
epistemology' within the context of Action-Research approaches.

Action-research approaches are part of a range of chalenges to traditional epistemology
which have become increasingly outspoken and confident. By ‘traditional epistemology’ |
refer to the tradition which springs from Descartes, Locke, Hume and Kant, and their
fascination with the possibility of certainty and objectivity. Challenges to the tradition are
part of a general philosophical move away from the hope of Newtonian causal precision, i.e.
away from a reliance on an objectivity, derived from direct experience and reason, which
will produce universal truths.

(Griffiths, 1995: 79)
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Griffiths argues for research gpproaches that dlow for the researcher to be part of
the research process. One way to achieve this 'visibility' of the researcher is
'reflective writing', which she describes as follows:

Reflective writing which uses persond experience is a refinement of journal writing, in thet
it requires a further degree of abdract and theoretica organisation. The resulting didectic
between abstract or theoretica reflection and persond experience is to be contragted with
traditiond academic theorisng, in which no mention - let done use - is made of persond
experience.

(Griffiths, 1995: 77)

'Persona experience’ conditutes a key part of my research since 1 have conducted
my research as teacher-researcher in my classsoom focusng on my own and my
learners perceptions of teaching and learning in CLIL. Griffiths (1995: 77) suggests
reflective writing (which | discuss in Chapter 2, section 4) as a means to record
persona experience, which reaults in a 'didectic between abstract or theoretica
reflection and persona experience.’ She seams to argue that reflective writing leads
necessarily to a form of theorisng different from ‘traditional academic theorising.' |
have pointed out in sections 2 and 3 the tensons between my teacher-researcher
roles and my related difficulties to link theory and practice in a meaningful way.
Therefore, | argue that (reflective) writing may not necessarily bridge the 'gap'
between theory and practice and instead may even reinforce it. Reflective writing as
a record of persona experience is only a firsd step towards the didectic outlined by
Griffiths. In order to become a critical teacher-researcher, | reconsder Griffith's
'didectic' as a perpetud movement between theory and practice: Theory informs
practice and vice versa, and may lead to the production of new theory, as 1 have
agued a the beginning of section 4. (I illustrate this movement between theory and
practice further in Chapter 3 where | relate my research data to the relevant
literature.) In general, | propose that my theorisng sems from a concern about and
intere in CLIL practice. | have therefore come to adgot van Lier's theory of
practice modd to my needs and demands as a teacher-researcher as dready pointed
out in the Introduction chapter. | discuss the development of my theory of practice
in relation to van Lier's in the following section.
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4.2 Developing my Theory of Practice as Teacher-Researcher

Van Lier argues for the development of a theory of practice of teaching and learning
as follows:

The classroom does not exist in a vacuum. It is located in an institution, a society, and a
culture. What happens in the classroom is in part determined by forces from the outside.
That means that teacher research cannot be confined to classroom research, but must be
educational research in the widest sense. Successful educational transformation is not
possible if teacher research does not (eventually) move beyond the classroom to examine the
constraints and resources society provides.

(van Lier, 1994: 9)

Van Lier (1994: 9) locates his theory of practice of foregn language learning and
teaching in its wider context by describing the classoom as ‘located in an
ingtitution, a society and a culture’ However, he does not discuss what his
understanding of the classroom in relaion to ingtitution, society and culture is and
how teacher research can move beyond the classoom to make ‘successful
educationd tranformation’ possible. It is dso not clear wha van Lier means by
‘educational transformation.' In relation to classoom research, van Lier is
somewha more specific when he describes the role of the teacher as classroom
researcher in generd terms.

Teachers need to research how interaction works between teacher and student, student and
student, parent and teacher, teacher and principal, and so on. After all, knowledge is
established through interaction (Gadamer, 1975; Habermas, 1984), and change must be
brought about through interaction. So, unless teachers understand the world of discourse
within which they interact as teachers, transformation will be impossible.

(van Lier, 1994: 9)

Van Lier outlines a general description of the research aress that teachers need to
explore for developing a theory of practice by stressng the need for research into
interaction. He does not gpecify what kind of interaction needs to be examined by
the teacher-researcher which could be ether interpreted as openness of his modd or
as a lack of focus in his theory of practice. In order to avoid the pitfdls of van
Lier's modd, | have chosen to examine issues of support and challenges that seem
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to be spedific in my BFC dassoom between mysdf as teacher-researcher and my
learners. (I discuss support and challenges in Chapter 3, Part 4.) In order to look at
support and chalenges | locate my specific theory of practice within interactionist
foreign language learning theory which | discuss in Chapters 3-4. Van Lier (1994:
9) proposes research into interaction as a means to develop a theory of practice. He
adso argues that this research leads to transformation. He does not ecify his
understanding of transformation. Taking into account that | was researching my own
practice/s as a teacher-researcher, | argue at this point-that transformation might
need to be rephrased in my research context as change or reconsderation of my
practice/s as a teacher-researcher that might not lead to transformation on a grand
scale, as van Lier seems to suggest. | revidt this argument in Chapter 2 (section 9)
aswdl asin Chapters 4 and 5.

Griffiths (1995) argues for the 'self as a darting point for research. Van Lier
(1994) argues equdly for the teacher as researcher as a means for change. Both
authors gtress the need for teacher-research to be the subject of critical appraisal.
Van Lier sums up his theory of practice modd by relaing the notions of ‘criticism'
and 'responsibility’ to each other as follows:

The theory of practice means taking respongibility for the professond actions one engages
in, and being prepared to defend them againd criticism.
(van Lier, 1994: 10)

Van Lier's notion of 'responsibility’ remains rather vague a this point. Also, he
does not refer to ways to foster the ‘respongbility for the professond actions one
engages in.' At the same time, his mentioning of 'being prepared to defend them
[one's professond actions] againg criticism' hints at ways to achieve professond
respongbility. Linking the notion of criticism to Griffiths’s (1995) previous
argument about tmst in one's own actions alows me to develop this argument
further.
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In order to be adle to defend my professond actions againg criticism, the criticism
of my professond actions as teacher-researcher needs to start with mysdlf aming to
criticise my classsoom actions. In generd terms, 'being prepared to defend them
[my professond actions as teacher-researcher] againg criticism' (ven Lier, 1994
10) presupposes for the teacher-researcher to develop and am for criticaity during
the research process itsdf.

Van Lier (1994) has dready hinted a his theory of practice beng embedded in
classsoom practice. If the role of teacher-researcher WitHin his theory of practice is
to be taken serioudy, this dso entails that both my actions as a teacher and as a
researcher need to be examined critically. Criticd examination starts with my
practice informing my theorisng and my theorisng informing my practice.
Devdoping this argument further, it is not sufficient to consder the embeddedness
of the teacher within a larger context as van Lier (1994) does. It is dso necessay to
consder the role of the researcher within the same context. In order to explore these
teacher-researcher roles further as part of the devdopment of a critical theory of
practice, | relate my theory of practice to criticality in the following section.

5 Theory of Practice and Criticality

Van Lier (1994, 1996) argues for the development of a theory of practice out of
practice. Pring (2000: 127) further reinforces this argument for educationa theory
being embedded in practice as follows

Therefore to attempt to think about a practice, including an educational practice, as though it
is devoid of theory would seem to create an unreal dualism. No practice stands outside a
theoretical framework - that is, a framework of interconnected beliefs about the world,
human beings and the values worth pursuing, which could be expressed propositionally and
subjected to critical analysis. To examine practice requires articulating those beliefs and
understanding and exposing them to criticism. Such a critique could be pursued in the light
of evidence, or conceptua clarification, or the underlying values.

(Pring, 2000: 127)
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Pring (2000: 127) dresses a dmilar point to van Lier (1994, 1996) ad Griffiths
(1995): the notion of criticism of one's practices. In order for theorisng based on
classroom practice to be 'valid' it needs to be critical. Van Lier (1994: 7) discusses
the importance of 'critical research’ within a theory of practice as follows

The theory of practice adds another dimension of research: critical research, which aims at
understanding educational reality and improving students circumstances from their
academic prospects to their quality of life (transforming reality, in other words).

(van Lier, 1994: 7)

He describes the ams of critica research as twofold:
* Understanding educationd redlity,
* Improving students circumstances.

Van Lier's dud ams of a theory of practice indicate the complex and problematic
nature of theory of practice. As a teacher-researcher conducting a case-study of my
classyoom 1 can soldy am a understanding my own and my learners classroom
practices. Van Lier's am of 'improving students circumstances aso needs to be
limited to my classsoom - if it is gpplicable a all. My data only indicate how far my
teaching may have afected individuals learning in our classroom, not if or how
ations as a teecher may have (or may not have) improved 'students
circumstances.’

Van Lier sums up the ams of his theory of practice with ‘transforming reality.' The
use of terms such as ‘transforming reality' uncovers the flaws of his theory of
practice model: Although he dams to offer a research modd tha dlows for the
successful combination of theory and practice, through imprecise and grand clams
such as ‘transforming redity' he devdues his own arguments, because he fals to
explan his understanding of ‘transforming reality’ even if he relaes it vagudy to
critical theory:



The only theory of practice that makes sense for a teacher/researcher is a critical theory of
practice, for if transforming educational reality is not of interest to the teacher, then
routizined, automated teaching is perfectly adequate, and research is unnecessary.

(van Lier, 1994: 8)

Van Lier (1994 8) argues for the development of a theory of practice as a 'critical
theory.' It is not entirdly clear, if he refers to any theory that is critica or if he
refers to Criticd Theory. Van Lier dams to promote a ‘critical theory of practice,
because ‘transforming educationd redlity’ should be of interest to the teacher. Of
course, van Lier's writing'is thought-provoking, but because of its grand and vague
cams it is dso flawed. In order to address these problems, | argue tha the
development of theory of practice as a teacher-researcher has to gart from the
teacher-researcher's pogtioning within the research. This implies that the teacher
mekes certain choices within the classoom, and the researcher makes certain
choices according to the belief systems that he/she wants to adopt for his or her own
needs. 1 have chosen to locate my theory of practice within a Critical Redist
framework as it dlows me to view my classsoom as 'stmctured, differentiated and
changing.' (Bhaskar, 1989: 2) Bhaskar (1989: 2) describes this Critical Redligt view
of the world further:

The scientific, transcendental and critical realism which 1 have expounded conceives the
world as being structured, differentisted and changing. It is opposed to empiricism,
pragmatism and idealism alike. Critica redlists do not deny the reality of events and
discourses; on the contrary, they insist upon them.

(Bhaskar, 1989: 2)

Bhaskar goes on to develop his concept of critical redism:

Redlists argue for an understanding of the relationship between social structures and human
agency that is based on a transformational conception of socia activity, and which avoids
both voluntarism and reification. At the same time, they advance an understanding of the
socid as essentially consisting in or depending upon relations.

(Bhaskar, 1989: 3)

Bhaskar (1989: 3) dresses the undergtanding of the socid as ‘congisting in or
depending upon relations.” Relating this outiine of critical redism to my am of
developing my theory of practice | have come to adopt this perspective Snce my am



Is to explore interaction between mysdf as a teacher and my learners. This
positioning as teacher-researcher within my research dso implies that my production
of knowledge is itsdf a socid process.

The production of knowledge is itself a socia process and one in which language is deeply
embedded. However, knowledge cannot be reduced to its sociologica determinants of
production. Truth is relative to be sure but there is gill both truth and error (as wel as
lies!).

(Lopez and Potter, 2001: 9)

Also, as Lopez and Potter stress, 'tmth' is relative: the truths that 1 present in my
research are themsdves both pat and outcome of my postioning as teacher-
researcher. My 'tmths' have emerged from the 'things that | have identified in my
data. Lopez and Potter refer to these 'things”:

'Things' may be powers, mechanisms, characteristics, or sets of relations. Things possess
characteristics which have tendencies to interact in particular ways with other things. It is
the business of science to attempt to discern the nature of things, to identify their
characteristics and tendencies of interaction. Such interaction is not invariant. Scientific laws
therefore, are much better understood as tendencies. They are no mere generalisation of
empirically observed invariance (constant conjunctures of events) to the universe at large.
Rather they are explanations of causal mechanisms, descriptions of the characteristics of the
interaction of particular kinds of 'things'.

The ‘transcendental realist' answer to the question 'what must the nature of redlity be like in
order for science to be intelligible' is thus that reality must be ordered and structured; not
that events must be invariant.

(Lopez and Potter, 2001: 11-12)

‘Things as interacting with each other dso imply interaction between actors.
Applied to my research, this means that the teacher-researcher and the learners
interact with each other in the BFC cdassroom setting: Interaction about ‘things
suggedts interaction between human actors who are both affected by ‘'things and
afect 'things. Therefore, 'things in my research are not only the ‘tendencies’ or
'mechanisms mentioned by Lopez and Potter (2001: 11-12). 'Things are dso my
beliefs, theories and ways of conducting my research. One of these bdiefs is that
my theory of practice modd adgpted from van Lier (1994, 199) is a vdid way for
conducting my classsoom research as teacher-researcher which | illustrate in the
following section.
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6 Conducting Classsoom Research for Developing my Theory of
Practice

Classroom research can be conducted in a vaiety of ways ad from a variety of
perspectives. Van Lier (1996: 31) sums up the complexities of classroom research:

The classroom is both the easiest and the most difficult place for the teacher to do research.
It is the easiest place because it is the main place of work, because whatever happens there
can have the most impact on learning, because the 'subjects' of research - teacher, students,
aides, and perhaps occasiona others - are naturally gathered there, and, most importantly
perhaps, because it is the one place where the teacher appears to have a reasonable degree of
power, autonomy, and the opportunity to make meaningful changes.

It is also the most difficult place to do research, because the teacher is so busy there that
there hardly seems time or opportunity to focus simultaneously on teaching and on the
complex demands of research.

(van Lier, 1996: 31)

Van Lier (1996. 31) focuses on potentid difficulties with conducting classroom
ressarch as a teacher-researcher. At the same time, the bendfits of teacher-
researcher classoom research for developing a theory of practice outweigh its
potentid difficulties when conddering its outcomes:

Rather, it was my aim to suggest that as teachers, we become aware and think for ourselves,
as well as interact with our peers, for the purposes of developing our own curriculum, and
becoming aware, autonomous, and authentic professionals. If we are committed to doing
that, then it is likely that we will also foster the same qualifies in our students.

(van Lier, 1996: 225)

It is not entirdly clear what van Lier's understanding of ‘curriculum’, and of 'aware,
autonomous and authentic professionals is. | interpret his comments as a means to
develop as a teacher-researcher my thinking about classroom interaction for teaching
and learning.

Developing my theory of practice requires a methodology for collecting research
data - otherwise, it would remain a theoreticd modd. Van Lier (1994, 1996) does
not offer detailed methodological guidance. This points a the methodologica

openness of a theory of practice as it relies on the teacher conducting classroom
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research: the teacher-researcher chooses research methods that are meeningful in the
gpecific setting and that dlow for the development of criticality. For conducting my
research, 1 have used research tools drawn from quditative (Denzin and Lincoln,
2000; Marshal and Rossman, 1989; Maykut and Morehouse, 1994; Woods, 1996)
and from Action Research (Ackland, 1999; Barth, 1990; Bush, 2000; Carr, 1995;
Carr ad Kémmis, 1986, Chandler, 1999; Contreras and Gerrardo, 2000; Dickson
and Green, 2001; Freeman, 1998; Gallas, 1999; Ginns et al, 2001; Griffiths, 1998;
~Herr, 1999; Hinchey et al, 1999; Hallingsworth, 1997; Hopkins, 1993; Hustler et
al, 1986; Lederman and Niess, 1997; Lewin, 1948, McHardy, 1996, McKernan,
1991; McNIiff, 1988; Onel, 1997; Power and Hubbard, 1999; Raphed et al, 1999;
Smmons et al, 1999; Walace, 1998; Waters, 1999; Weston, 1998; Zephir, 2000).
| have mede these methodological choices as a means to ensure criticality as a

teacher-researcher.

So far, | have discussed how | came to adapt van Lier's theory of practice and how

his modd is both inspiring and problematic. By extending van Lier's modd | am

developing my theory of practice of CLIL classoom interaction. | consder the

following aspects of van Lier's modd as relevant:

 Van Lier's (1994, 1996) theory of practice modd focuses on interaction by
congdering the curriculum in relaion to awareness, authenticity and autonomy.

* Hecongders interaction as wdl as awareness, authenticity and autonomy in very
broad terms.

» The openness of his modd provides a generd stmcture for my research. At the
same time, his modd is too generd to be gpplicable as a means to develop a
theory of practice of CLIL classroom interaction in my research context.

In order to avoid the pitfdls of van Lier's modd, | have chosen to focus on the
description and andyss of teacher and learner perceptions of CLIL classroom
interaction. This focus dlows me to consder CLIL classroom interaction not as a
means 'to replicate "genuing" or "natural" [..] communication' (Seedhouse, 1997
16) as suggested by communicative approaches. Instead, 1 consder CLIL classroom



interaction as a particular variety of classsoom discourse that ams a developing
learners foreign language skills through establishing the support and chalenges
framework that 1 discuss in Chapters 3-4.

7 Risk-taking as a Teacher-Researcher: Developing my Theory of
Practice

In the previous sections, | have illusrated how my teacher-researcher roles have
developed throughout my research. | have identified how | have been inspired by
van Lier's (1994, 1996) theory of practice modd for examining interaction in my
BFC classsoom and have illustrated the flaws in his model.

My critique of van Lier's theory of practice has involved taking consderable risks
in order to adgpt his modd to my teacher-researcher needs. This dso reflects in
generd the risks that | have taken as teacher-researcher for developing my theory of
practice. The notion of risk is discussed in the socid sciences, predominantly in
sociology (for example, Beck, 1992; Douglas and Wildavsky, 1982; Douglas, 1992;
Giddens, 1990, 1991, 1993; Giddens and Pierson, 1998; Luhmann, 1993; Lupton,
1999; Meducci, 1996). In educationd research, it is mentioned in school
improvement  literature (Hargreaves, 1998, Jfrey and Woods, 1996) and
particularly in Adventure Educetion (Beedie, 1994; Gair, 1997; Miles and Priest,
1999; Mortiock, 1984). Discussing my risk-teking in relation to these research areas
IS not appropriate Snce my risk-taking was largely personad and has not been the
subject of systematic inquiry. Therefore, | discuss my risk-taking in relation to my
development as teacher-researcher.

As a teacher, 1 took condderable risks by working as a newly qudified foreign
language teacher in the newly created Bilingua Foundation Course:
» The BFC was created and implemented by the school's headteacher.



As an NQT, 1 garted teaching in the BFC together with two other NQTSs.

We were supported by the Senior Management Team and experienced teachers
in the FC. However, none of us had any previous experience of CLIL.

Mog of the resources and materids for delivering the BFC curriculum hed to be
created based on existing FC materids or from scratch.

As an NQT, | aso experienced some classroom management problems.

As aresearcher, | dso took condgderable risks:

At the outsat of my research, 1 was a novice researcher.

| had no knowledge about research methods or data collection processes and
possihilities.

1 had only afarly limited understanding of foreign language research.

| did not begin my research with a series of research questions, but my support
and challenges framework (discussed in Chapter 3, Part 4) emerged gradudly.

As a teacher-researcher, | took condderable risks by atempting to combine my

roles of teacher and researcher. This involved combining my teaching and my

research, atempting to find a research focus and be willing and &ble to re-adjust my

research focus in relation to my practice and generate theories from the data
collected whilst teaching.

All of these risks taken as teacher, researcher and teacher-researcher required me to
be sdf-criticd and reflective in the devdlopment of my theory of practice. This
process of sdlf-critique and reflection has led me to consder my theory of practice
as pragmatic, meaningful and focused:

| understand pragmatic as achievable in terms of time planning in relation to my
dud roles as teacher-researcher. For example, as ateacher in the BFC, | had to
plan my lessons, deveop BFC materids and resources, edablish a new
curriculum with my colleagues whilst dso being a form tutor, mnning a chess
club and a German club at lunchtimes and collect research data as a researcher.

| congder meaningful as aming to collect data and to develop my theories in

relation to my teaching.



e | understand focused as spedific in relaion to my classroom practices and my
research interests.

These key features of my theory of practice are reflected in the choice of research
methods that 1 have employed during the data collection period. | discuss these in
the following chapter.



Chapter 2: Theory of Practice in Practice

1 Introduction

In this chapter, | describe the tools that 1 have used for exploring the theory of practice
outlined in the previous chapter. 1 describe these methodologicd tools by reating diary
entries written during the data collection period to the relevant literature.

| have previoudy identified the need for a theory of practice to be meaningful and
pragmatic. These principles dso goply for conducting theory of practice research since
the researcher sdects (and possbly adjusts) wha he/she considers as meaningful for
developing a theory of practice and since the teacher-researcher needs to be pragmatic
in higher use of time as he/she fulfils a dud role during the research process. These
two key features of meaningful and pragmétic are reflected in my choice of research
methodology: | have conducted my research as a case-study of my classroom between
September 1998 and July 2000. 1 have collected most of my data whilst teaching by
keeping a teacher-researcher diary from September 1998 until July 2000 and by
conducting two-weekly focus group interviews with two groups of my learners between
November 1999 and June 2000. In addition, | have conducted one additiond interview
with the former headteacher on 25" May 2001.

Teacher-Resear cher Focus Group
Diary Interviews

N

TRW
My BFC classroom

Headteacher-

Interview

Figure 1. Methodological tools for developing my theory of practice of CLIL classroom interaction
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| present an overview of my research tools in Figure 1. These tools are intended as

means to explore perceptions of interaction in my classoom in order to develop my

theory of practice of CLIL classroom interaction:

* In my teacher-researcher diary 1 have explored my perceptions of CLIL classroom
interaction from September 1998 until July 2000. (For a detalled discusson see
Section 4.)

* In my Focus Group interviews | have discussed perceptions of CLIL classroom
interaction with two groups of my learners between November 1999 and June 2000.
(For adetailed discusson see Section 5 and Appendices A, B, C))

* | have conducted one interview with the headteacher who introduced the BFC & the
College du Parc. | focus in this interview on the implementation and ongoing
support for the successful creation of the BFC. (For a detalled discusson see
Section 6 and Appendix C.)

All three tools dlow me to explore perceptions of CLIL classroom interaction from my
perspective as a teacher, from some learners perspectives and from the headteacher's
perspective in order to collect data for my case study. These data have dlowed me to
develop the support and chdlenges framework that | discuss in Chapters 34 for
promoting classroom interaction in the foreign language in my BFC classroom.

2 Case Study

My research is a longitudina quditaive case sudy of my BFC classsoom. Bassey
(1999: 47) describes case dudy together with experiment and non-random survey as a
'sudy of sngularity into particular events. He goes on to qudify case study:
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An essentia feature of case study is that sufficient data are collected for researchers to be able to
explore significant features of the case and to put forward interpretations for what is observed.
Another essential feature is that the study is conducted mainly in its natural context. [...]

Case study is a study of singularity in depth in natural settings.

(Bassey, 1999: 47)

Case dudy is manly conducted in its naturd setting: All of my data are based upon the
exploration of my BFC classsoom by mysdf, some of my learners and my headteacher.
Baszy sums up case dudy as 'a udy of angularity in depth in naturd settings. My
research is singular as it is entirdly basad on the sudy of my BFC classroom. It is in
depth as it takes into account factors such as the content, the learners, the teacher and
interaction between the teacher and the learners. It is Stuated in its natural setting as it
IS classroom-based research.

It is worth exploring the notion of singularity in more detail. Cohen and Manion (1989)
describe the role of the case sudy researcher as follows

[..] the case study researcher typicaly observes the characteristics of an individual unit - a
child, a clique, a class, a school or a community. The purpose of such observation is to probe
deeply and to analyse intensively the multifarious phenomena that congtitute the life cycle of the
unit with a view to establishing generalisations about the wider population to which that unit
belongs.

(Cohen and Manion, 1989: 124-125)

As a case dudy researcher | have obsarved the unique characteristics of my BFC
classroom, i.e. my research is singular. My purpose was to probe degply through the
use of my research instruments. However, it is important to reconsder carefully if
‘establishing generalisations (Cohen and Manion, 1989: 125) should be the am of case
sudy research. As Steke (1995: 12) points out:

It is not uncommon for case study researchers to make assertions on a relatively small database,
invoking the privilege and responsibility of interpretation. To draw so much attention to
interpretation may be a mistake, suggesting that case study work hastens to draw conclusions.
Good case study is patient, reflective, willing to see another view of the case. An ethic of
caution is not contradictory to an ethic of interpretation.

(Steke, 1995: 12)
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It is with this ethic of caution proclamed by Steke that | gpproach my case study
research and - in the context of putting my theory of practice into practice - my
research instruments by being aware of thelr strengths and limitations.

Bassey (1999: 69) comments on methods of data collection in case dudy research as
follows:

Case study research has no specific methods of data collection or of analysis which are unique to
it as a method of enquiry. It is eclectic and in preparing a case study researchers use whatever
methods seem to them to be appropriate and practical. One study may predominantly use
guestionnaires, another interviews, another observations and another documents - and within
each of these descriptions there are endless variations. | urge researchers to be creative and
adventurous in their choice of data collection methods. In doing so they should be governed not
by traditional views of data collection but by considerations of research ethics.

(Bassey, 1999: 69)

As pointed out before (Figure 1), 1 have usad a teacher-researcher diary, focus group
interviews and one individud interview as the gppropriate and practicad ingruments for
my research. Sometimes, | was creative; sometimes, | was adventurous. And things did
go wrong. But again, this may be another strength of case sudy research - it is flexible
enough to take into account the unpredictable and views conflicting data as a means to
achieve greater depth.

Sake (1995: 135) describes quditative case dudy dso as ‘highly persond research.' He
explans this further:

Persons are studied in depth. Researchers are encouraged to include their own persona
perspectives in the interpretation. The way the case and the researcher interact is presumed
unique and not necessarily reproducible for other cases and researchers. [...]

The researcher will choose how personal to be, how qualitative to be, what roles to play.

(Stake, 1995: 135)
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My research is persond because my research data have ether been written by mysdf
through my teacher-researcher diary or produced as a result of the interviews conducted
with some of my learners and my headteacher.

Sake (1995: 133-134) describes the 'case’ in the following mamer:

The case [..] is a specia something to be studied, a student, a classroom, a committee, a
program [...]. The case to be studied probably has problems and relationships, and the report of
the case is likely to have a theme, but the case is an entity. The case, in some ways, has a
unique life. It is a something that we do not sufficiently understand and want to - therefore, we
do a case study.

(Stake, 1995: 133-134)

The 'specid something' 1 sudied was teacher-learner interaction in my BFC classroom.
The 'problems could be viewed on a generd leve as looking & how to implement
CLIL within the context of the BFC. 'Relationships refer in my case dudy to relations
between the learners, the teacher and the curriculum. They aso refer to relaionships
‘between dassoom management problems as a novice teacher and tesching the
Foundation Course curriculum in French. As a teacher-researcher, | wanted to know
more about these problems and relationships. In order to understand interaction in my
BFC classroom, it was ‘important to seek out and present multiple perspectives of
activities ad issues, discovering and portraying the different views.' (Stake, 1995:
133-134) As a teacher-researcher, | dudied for two years my teaching and its
effectiveness on the learners. This implies tha my research is subjective. Stake
comments on subjectivity:

We recognize that the case is subjective, relying heavily on our previous experience and our
sense of worth of things. We try to let the reader know something of the personal experience of
gathering the data. [..] We seek an accurate but limited understanding.

(Stake, 1995: 133-134)

This subjectivity is part of my research as | researched mysdf, my classoom and my
learners as a teacher-researcher. Dda collection was persona - reflecting on my
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teaching, CLIL learning and the problems and relaionships rdated to CLIL learning
and teaching. My understanding is 'accurate but limited' due to my postioning insde
my research as teacher-researcher. Stake (1995) goes on to argue that 'the researcher
will choose how persond to be, how quditative to be, wha roles to play'. (Stake,
1995: 134) These choices are neverthdess guided by criticality. Being critical about my
subjectivity requires sdf-reflection or - to pick up Schon's (1991) argument - to be
reflecting in action and on action on my teacher-researcher roles. These roles overlap
and cannot be separated from each other as | was both teacher ad researcher a dl
times. Stake (1995) describes case researcher roles.

The cae researcher plays different roles and has options as to how they will be played. The
roles may include teacher, participant observer, interviewer, reader, doryteler, advocate, artist,
counsdlor, evauator, conaultant and others. Although the rules of research oftentimes ssem
prescribed and redtrictive, the dyles researchers fdlow in designing, studying, writing, and
conaulting vary condderably. Each researcher conscioudy or unconscioudy mekes continuous
decisions about how much emphads to give each role.

(Stake, 1995: 91)

At any point in my research 1 played dl of these roles:

| was a teacher - literaly. 1 taught for two years (from September 1998 until July

2000) a Year 7 Bilingud Foundation Course class.

* | was aparticipant observer through my teaching and kegping my teacher-researcher
diary.

* | was an interviewer when supplementing my own data with interview data from my
own learners (and from the headteacher).

e | was ad am dill reader, soryteller, advocate, artist, counsdor, evauator,
consultant.

These roles are overlapping. | may have been more of one or the other a some point in
my research. However, | will never have beenjust in one role. The involvement in all
of these roles means that my research is not vaue free. Stake argues in favour of
research not being vaue free
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Research is not helped by making it appear value free. It is better to give the reader a good ook
at the researcher. Often, it is better to leave on the wrappings of advocacy that remind the
reader: Beware. Qudlitative research does not dismiss invalidity of description and encourage
advocacy. It recognizes that invalidities and advocacies are ever present and turns away from the
god as well as the presumption of sanitization.

(Stake, 1995: 95)

| have given 'the reader a good look' a my roles as teacher-researcher in Chapter 1.
However, | have not yet described the 'tool' that has enabled me to take a good look at
mysdf as teacher-researcher: the use of ajazz metaphor. | examine my use of ajazz
metaphor in the following section, before 1 present my research tools. my teacher-
researcher diary and my (focus group) interviews, in more detail.

3 The Use of Metaphor as a Reflective Tool

Usng metgphors for understanding is nothing new or unusua. The use of metaphor has
been explored by a variety of philosophers ranging from Aristotle (1818) to more recent
philosophers such as Nietzsche (1967a, 1967b, 1977) and Heldegger (1971a, 1971b).
The use of metgphor has dso been discussad in culturd theory (Edgar and Sedgwick,
1999; Lakoff, 1993; Lakoff and Johnson, 1980; Morris, 2000; Ortony, 1993; Ricoeur,
1978, Thompson, 1991; Turner, 1991) and educationd research (Aspin, 1984,
Cameron and Low, 1999, Davidson, 1978; Eisner, 1991; Elliott, 1984, Koro-
Ljungberg, 2001; Schon, 1991; Taylor, 1984).

Schon (1991) dams that in order to underdand the unfamiliar we have to view it
through the familiar. This process described by Schon as 'seeing-as (Schon, 1991:
182-187) potentidly leads to demydification of practice/ls. | have referred to
demydification in Chapter 1, section 3, when describing my roles as teacher-
researcher. One tool that | chose to use in order to ‘demystify' my practices was the use



of ajazz metaphor. Demydification via the jazz metgphor has led to ‘disclosure’ or
‘unconcealment’, the terms used by Heldegger (1971a) to describe the Greek term
‘detheid (traditionaly trandated as 'truth’). (1 return to this argument at the end of this
section.) By applying ajazz metgphor to my teaching and research, 1 chose the opposte
gpproach from Schon: In order to understand the (supposedly) familiar, in my case my
roles as teacher-researcher and B-FC classroom interaction, | have viewed it through the
unfamiliar, the jazz club. | have used my jazz metgphor as a tool for andysng ad
reconddering my practices as a teacher-researcher. Turner (1991) describes the
development and the use of metaphors as tooals in the following maimer:

[..] to investigate what is common and to make it speak, a new profession will be needed, one
that will attempt to develop tools for analyzing the common that are just as sophisticated as those
that have been developed for analyzing the special.

(Turner, 1991: 66)

My tool for andyzing the common, i.e. interaction in my BFC classroom, has been the
use of ajazz metgphor. Usng ajazz metgphor in relaion to teaching and learning is not
new. Humphreys (2002) uses a jazz metgphor in order to describe teacher
professondism. My use of the jazz metgphor differs in some ways from Humphreys
as | have goplied it not soldy to make sense of my own practices, but o in order to
relae my teaching to the learners in my BFC classoom and to come to an
understanding of my teacher-researcher roles that 1 have explored in Chapter 1. |
describe through excerpts from my teacher-researcher diary how 1 came to adopt the
jazz metgphor and how | developed it as a methodologica tool during my research. 1
mention the jazz metaphor for the firg time in my diary on 13" November 1998:

13.11.98

[...]

Went to ajazz concert (Nguyen Le) on Wednesday, came up with fascinating idea of seuing up
Mphil as a good piece of jazz, leading tune, solos, improvisation, back to leading tune -
fascinating and would hopefully make Mphil a lot more readable and more varied.



Going to ajazz concert triggered my thinking about the jazz metaphor. | wrote this
diary entry after having been teaching in the BFC for a little more than two months. At
the time, | was experiencing some management problems with some of my learners.
Also, 1 was not yet able to relate my dud roles as teacher and researcher to each other.
Reverang Schon's (1991) argument the jazz metaphor enabled me to look a the
familiar (my teaching and researching) through the unfamiliar (jazz). 1 gradudly
developed my use of the jazz metgphor further. At the end of my firg year of teaching,
| wrote the following diary entry related to the use of the jazz metaphor:

4.8.99

[.] When 1 came back | continued reading 'what jazz is' [...]. The bits about 'knowing
standards' 1 find quite inspirational as 1 can see the many similarities with foreign language
learning and teaching as well as the kind of research I’'m undertaking.

Foreign language learning and teaching - learning a foreign language seems to me like learning
'the language of jazz', i.e. before you can start to improvise, to become creative you need to
learn - internalise - a basic (linguistic or musical - overall theoretical/abstract) system. Once
you've internalised this system as a learner you can start to explore language/jazz music by a
more creative and risk-taking approach - you can 'improvise’ because you know the 'standards'
or at least many of them.

In the above diary excerpt, | relate the jazz metgphor to foreign language learning and
teaching. | then continue in the following manner:

The research I'm doing - perhaps the process 1 went through within the last year was a bit like
getting accustomed to a certain kind of 'educational’ music, exploring topics and issues in
education from two varying, but clearly linked angles (theory and practice of teaching and
learning). [..] Ultimately, | want both my research and my teaching to swing and to swing hard
- what do | mean by this?

* Swing in education: know what I'm doing, capture my audience, i.e. students, improvise
based on my knowledge and skills as a teacher.

e Swing in research: | don't want to contribute another [..] piece of research, lacking
musicality, inspiration, creativity and most importantly not capturing my audience whom
will hopefully be both university academics/researchers and teachers to be challenged by my
writing - interested, not necessarily pleased, perhaps confused and perhaps provoked ...
perhaps, no, probably, this is about swing/groove in al areas of education, not just
education as reaching NC [National Curriculum] standards [...].

| use the jazz metgphor in a different manner from the previous quote in this excerpt. |

goply it as a means to describe my devdopment as teacher-researcher. | dill mix



various parts of this process. | tak about research, education, theory and practice ad
teaching and learning and my audience. The key aspect of these entries is not clarity of
understanding, but the metaphor being used as a catalyst to progress in my thinking. At
the time, my thinking is gtill farly confused. However, these entries dso illustrate how
| am progressing in my thinking by usng the jazz metaphor.

The use of the jazz metgphor for describing my teaching and my research has forced
me to recondder my beiefs. In order to explore the use of the jazz metgphor and
metaphors in generd further, | tuned to philosophy, educationd philosophy,
educationd literature related to foreign language learning in generd and Content and
Language Integrated Learning literature oecificdly and jazz.

Schon (1991: 55) describes improvisation by jazz musicians as follows:

When good jazz musicians improvise together, they also manifest a ‘feel for' their material and
they make on-the-spot adjustments to the sounds they hear. Listening to one another and to
themselves, they fed where the music is going and adjust their playing accordingly. They can do
this, first of all, because their collective effort at musical invention makes use of a schema - a
metric, melodic, and harmonic schema familiar to al the participants - which gives a
predictable order to the piece. In addition, each of the musicians has at the ready a repertoire of
musical figures which he can deliver at appropriate moments. Improvisation consists in varying,
combining, and recombining a set of figures within the schema which bounds and gives
coherence to the performance. As the musicians fed the direction of the music that is developing
out of their interwoven contributions, they make new sense of it and adjust their performance to
the new sense they have made.

(Schon, 1991: 55)

Based on Schon's description of improvisation, | played with jazz-based modes for
describing my classsoom. Replacing the jazz-related terminology by teaching and
learning-related terminology gives a fascinating description of a good lesson. It could
read as follows

When good teachers and learners improvise together, they also manifest a feel' for their
material and they make on-the-spot adjustments to the sounds they hear. Listening to one
another and to themselves, they feel where the lesson is going and adjust their teaching and
learning accordingly. They can do this, first of all, because their collective effort at teaching and



learning invention makes use of a schema [...] which gives a predictable order to the lesson. In
addition, each of the teachers and learners has at the ready a repertoire of teaching and
learning figures which s/he can deliver at appropriate moments. Improvisation consists in
varying, combining, and recombining a set of figures within the schema which bounds and gives
coherence to the lesson. As the teacher and learners feel the direction of the lesson that is
developing out of their interwoven contributions, they make new sense of it and adjust their
performance to the new sense they have made.

| have not adopted this modd of improvisation in order to andyse my data. However,
describing my cdassoom in teems of something ese has contributed to make me
consder my classroom in a different manner. The use of the jazz metgphor has led me
to reflection-in-action and reflection-on-action. Schon  (1991: 56) describes
improvisation by jazz mugcians as reflecting-in-action:

[..] they reflect through a 'feel for the music' which is not unlike the pitcher's ‘feel for the
ball'.
(Schon, 1991: 56)

He then proceeds to generdise the jazz musician's reflecting-in-action:

Much reflection-in-action hinges on the experience of surprise. When intuitive, spontaneous
performance yields nothing more than the results expected for it, then we tend not to think about
it. But when intuitive performance leads to surprises, pleasing and promising or unwanted, we
may respond by reflecting-in-action. [..] like the jazz musician [we may reflect] on our sense of
music we have been making [...]. In such processes, reflection tends to focus interactively on the
outcomes of action, the action itsdlf, and the intuitive knowing implicit in the action.

(Schon, 1991: 56)

The use of thejazz metaphor has led me to make explicit my ‘intuitive knowing implicit
in the action." As has become clear from my previous diary entries, 1 adopted the jazz
metaphor to meke s of my teaching and to come to an understanding of my
research and my roles as teacher-researcher. At some point, 1 Sreiched the jazz
metaphor to meke it part of my writing. | comment on this as follows in my diary:

30.6.00
| had a tutorial/supervision with Do this morning. We spent the supervision going through the
first section of my introduction. It feels quite good to see that the introduction is gradually
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developing into a more coherent piece of writing - 1 guess it's a bit like a new piece of jazz
music gradually coming together.

[]
Another key aspect 1 need to sort out is how | use Schion's notion of reflection - the intriguing

thing about Schon is that he doesn't use the jazz improvisation as an example of the use of
metaphor - athough | believe it offers itself for the illustration of metaphor - 1 need to develop
this further and make it part of the discussion | have in my introduction.

Regarding the style | use | want it to reflect the use of jazz metaphor on a stylistic levd - i.e.
deliberate use of repetition, use of the same, but different schemata [...].

| want every single bit of writing to be set up as a piece of jazz, i.e. starting from one tune -
taking the tune apart - but gill have the main tune in the background - divert without being
diverted and ultimately going back to the main tune. Hopefully, I'll be able to achieve this!

| reflect on the use of the jazz metaphor in my writing here. My ams were very
amhbitious at the time. | have not adopted the jazz metaphor in the writing-up process of
my research. However, the use of the jazz metgphor as a methodologicad tool was
highly important. This becomes clearer when looking a diary entries written earlier
where | reflect on the use of the jazz metgphor in relation to teaching and learning:

14.2.00
[-]

Incidentally, Lucy started talking about teaching and learning as a piece of jazz music refering to
a conversation we had ages ago. Perhaps, the metaphor adds depth and generalisability to my
research. - But nevertheless, | need to look a how 1 can make the metaphor a generative
metaphor in Schon's sense. Otherwise it will be nothing but a nice, but fairly unimportant touch.

The metaphor forms or could also form part of the scaffolding that needs to be provided for
bilingual FC teaching and learning at this level.

| have had various serious (and not so serious) conversations with my housemates (who
are foreign language teachers) about my jazz metgphor. One such discusson made me
think further about my use of the metgphor. | speculate in the above diary entry tiia the
use of the metaphor might add 'depth and generdisability to my research.' At some
point in my research the jazz metaphor was meaningful as it enabled me to look a my
teaching and my research in a manner tha alowed me to join theory and practice. 1
further speculate about this use of metaphor in the following diary entry:
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17.2.00
[-]

On Sunday evening (as on so many other evenings), | had a chat about school/learning/education
with Lucy - she mentioned the jazz metaphor in relation to education. Perhaps, this is already an
instance of linking research (me) and practice (Lucy); also, perhaps, this is an example of
transforming a metaphor into a generative metaphor as Schon uses and describes them - need to
think more about this, especially regarding my tutorial tomorrow.

In more general terms, | need to look back in my diaries to see
* How 1 have progressed,

*  How key issues have been developing,

*  When | started playing around with the jazz metaphor,

*  Why 1 want to use the jazz metaphor.

Regarding the 'why' of the jazz metaphor, looking for a metaphor that 1 could apply to my
research-teaching is in itself already a generative use of metahor - need to explore this a bit

further | believe.

| go on to reflect about the use of metgphor here. | do not come up with clear-cut

answvers. However, the use of metaphor has contributed to making me reflect about my

various roles:

* It has dlowed me to relate my teacher-researcher roles to each other.,

* It has endbled me to make sense of my roles as a teacher and the roles of the
learners in my BFC classroom.

* |t has dlowed me to sep back and take a fresh look a my various roles that | had
whilst conducting my research.

During the data collection process, the use of the jazz metgphor was crucid in order to
relae theory and practice to each other. | adso redised that during some of the
interviews my interviewees used their metgphors to describe thar learning in my BFC
classroom. | comment on their use of metaphors.

1.2.00

[...]

In my last tutorial with Kaye | focused on the use of metaphor for my PhD - to make the use of
metaphor consistent 1 need to make the students reflect via ssimple metaphors on how they learn.
Perhaps, | should use Jearme's [one of my interviewees] foreign room to be explored-metaphor
as a basis for the interview after half-term.
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During the meeting that | am referring to in this diary entry, | mentioned that one of
my learners described learning in French as entering an unknown and unexplored room
of a foreign person. After further reflection, 1 decided to try to explore the learners
metaphors in order to get to a better understanding of their perceptions of learning in
the BFC classroom. Consequentiy, | st up two series of interviews which would alow
the learners to explore their metaphors. | comment on one of these interviews in
relation to the metaphor:

2.3.00

[.]

A few more thoughts about the interview: It didn't fed like the students telling me because | had
asked them to tell me, but it fdt like them wanting and enjoying the use of metaphors to enjoy
and make sense of their own learning. It also fdt like the students learning from each other,
disagreeing, getting off onto another topic, getting back on track, discussing, communicating,
making sense of what is going on in the classroom [...]

Also, the way the students used the metaphor shows - | believe - aready a generative use of the
metaphor as advocated by Schon - fascinating stuff that | need to explore further.

| mention a crucid point about the use of metgphor by the learners here: Metaphors are
persona. They cannot be prescribed, but they have to be deveoped by the metaphor
users themsaves in order to meke sense. The development of learner metaphors during
two sats of interviews contributed to a stimulating discussion about learning in the BFC.
As | will demondtrate in Chapter 3, the use of the same metaphor may differ from one
interviewee to another. However, as it was my am to explore the learners perceptions
of learning in the BFC, the variety of metgphor use and the variety of metaphors
produced contributed to getting a 'thicker' description of my BFC classroom.

| have illustrated in this section how | have come to adopt a jazz metgphor as a means
to make sense of my practices as teacher-researcher. | have dso shown how 1 have
developed learner metgphors as pat of the data collection process. The use ad
development of metaphors has dlowed me to achieve criticality towards the seemingly
familiar research context by reconsgdering my roles as teacher-researcher and my



classroom through jazz and various metaphors proposed by the interviewees. In generd
terms, | have developed metgphors as tools for ‘andyzing the common’ (Turner, 1991:
66). However, there are dso limitations to the use of metaphor. In order to describe
these limitations, 1 quote Aristotie's description of metaphor in the Rhetorics (Aristotie,
1818: 209):

A metaphor also especially possesses the clear, the pleasant and the foreign, and it is not to be
taken from another person.
(Aristotle, 1818: 209)

During the data collection period, my use of metgphor hed dl these features. The use of
metaphor alowed me to discover some truths in my research. As | have pointed out a
the beginning of this section, Heldegger (19718) describes 'aletheid, the Greek term
for truth, as 'disclosure¢’ or 'unconceament'. The use and the credtivity of the
metaphoricad process dlowed me to disclose or to unconced part of the research: the
credtivity of the metaphorical process was ‘central to truth rather than a superficid
distraction' (Edgar and Sedgwick, 1999: 235). However, during the anadyds of my
data, the gpplication of my jazz metgphor to learner metgphors proved difficult and led
to concedment rather than unconceament. This relates back to Aristotie (1818: 209)
who points out that a metgphor 'is not to be taken from another person.' By trying to
impose my jazz metaphor onto the learner metaphors, 1 tried to impose my truths on to
the learner truths. Redisng wha 1 was doing, | have come to reconsder the use of
metaphor. Metaphor use was centrd to my development as teacher-researcher. At the
same time, metaphor use is a tool that needs to be used cautioudy and appropriately,
because otherwise unconcedment threstens to become concealment: Indead of
uncovering my own and my learner truths this might have led to covering up truths.
Therefore, | have come to use metaphor/s with an ethic of caution recognisng its
grengths and its limitations.
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So far, | have limited my methodologicd discusson of my theory of practice to the use
of case dudy and the use of metgphor as atool. The use of metaphors has been a means
to make sense of my postioning as teacher-researcher and to dlow the learners to
reflect on classroom interaction. In the following sections, | describe in more detail my
two man data collection tools my teacher-researcher diay and my focus group

interviews.

4 My Diary

4.1 Diary writing as a Research Tool

| have explored in Chapter 1 my dud role as teacher-researcher. In order to keep a
record of my own development as a teacher-researcher 1 used a diary throughout my
research. It was my firg research insrument. Kegping my diary is persond and part of
a process of sdf-description within a professond context. This includes locating mysdf
as teacher-researcher within my own research. It is therefore necessary to re-examine
briefly the notion of 'self within the context of usng a diary as a research instrument.
According to Nias (1989: 155) '[...] the Hf is a crucid dement in the way teachers
themsdves congtrue the nature of ther job." She continues to describe teachers
'seeing’:

So teachers, as people, 'see’ and interpret their pupils and the latter's actions and reactions
according to perceptua patterns which are unique to themselves. No matter how pervasive
particular aspects of a shared social or occupational nature may be, or how well individuals are
socidlized into it, the attitudes and actions of each teacher are rooted in hisher own ways of
perceiving the world.

(Nias, 1989: 155)

Kesping adiary was a means to explore my attitudes and actions as a teacher. This does
not answer the question how far the use of a diary can be a tool for producing academic
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knowledge. | have used my diary writing as a means to bridge 'a percaved gep
between theory and practice’ (Hulbert-Holly and Mcloughlin, 1989: 259). Hulbert-
Holly and Mcloughlin (1989) describe this 'gap’ further:

The debate over a perceived gap between theory and practice persists as theoreticians continue
to construct theories, and teachers continue to lament the confusing language and a lack of
practical application. Alternative conceptuaizations of ‘theory' and 'practice’ are however,
brewing.

(Hulbert-Holly and Mcloughlin, 1989: 259-260)

Ore method for creating 'alternative conceptudizations of "theory" and "practice" is
diary writing. Hulbert-Holly and Mdoughlin (1989: 259) suggest that ‘'writing about

teaching is a powerful method for documenting and learning from experience.’ They go
on to explain that:

It is [..] a tool for 'practitioners retrospective self-evaluations of their attempts to trandate
values into action ..." and thus, a method by which 'professional knowledge is further refined
and developed'.

(Hulbert-Holly and Mcloughlin, 1989: 259)

As ateacher-researcher it is a poweful tool to relate my experiences from my practice
in the classoom to my theories. Hulbert-Holly and Mcloughlin (1989: 261) offer a
series of questions that help to darify the potentia benefits of using a diary:

How do teachers gain awareness and insight into their teaching, and the larger contexts within
which they teach? How do we both gain distance from the routine nature of our existence and
probe more deeply into the why of what we do, the meanings of our professional lives?
(Hulbert-Holly and Mcloughlin, 1989: 261)

Hulbert-Holly and Mcloughlin (1989) mention a number of important issues here.
Kesping a diary contributes to:

» Ganing awareness and indgght into my teaching,

» Ganing awareness and indght into larger contexts of teaching,

» Digancing mysdf from my classoom experiences,



» Probing more degply into the why of my classroom actions,
* Probing more deeply into the meaning of my professond life.

Within my research context, these points can be summarised as diary writing as a tool
for developing a theory of practice based on classroom research.

Hulbert-Holly and Mcloughlin (1989: 263) define 'diary’ as follows:

Diaries A diary is defined as a record of personal experiences and observations over time. In
contrast to the log, it is by definition a personal document - one in which the writer includes
interpretations, opinions, feelings, and thoughts. A diary typically contains a spontaneous type
of writing. Although diaries have been published, the intent is usualy to talk to oneself through
writing. Facts can be recorded but they are usually tied to the writer's thoughts and feelings
about daily events.

(Hulbert-Holly and Mcloughlin, 1989: 263)

| chose to cadl my writing ‘teacher-researcher diary' as it is persona. It contans
obsarvations over time and includes interpretations, opinions, fedings and thoughts.
And it is dso intended to 'clarify idess and experiences. My diary is occasiondly
systematic. It is ds0 persond because teaching is a persond occupation. It has changed
over time as | kept my diary throughout the duration of my data collection and ill use
it to focus my thoughts or Smply to explore problematic issues through writing about
them in an informa manner.

4.2 Becoming a Teacher-Resear cher through Diary Writing

The use of adiary is the result of a pragmatic and a methodologica choice made as a
teacher-researcher. It is a pragmatic decison because due to the various demands on me
as a teacher in the newly established BFC | was not able to collect data during lesson
time. However, | amed to have a record of my lessons. In order to keep this informa



record | used a diary as a means to collect information both about my development as a
teacher-researcher and about the learners development in my BFC classroom.

As hinted & in Chepter 1, section 1, in my fird year (1998-1999) as a teacher-
researcher, | kept two separate diaries, one teecher diary used for describing my
teaching in the BFC, and one researcher diary where | tried to write about theory. As |
have illustrated earlier | found it difficult to relate theory and practice to each other in
my firs year of teaching. At the beginning of my sscond year as a teacher-researcher, 1
decided to join these two separate diaries into one diary. | comment on the effect of
joining the two diaries into one as follows.

23.9.99

Reflecting on reflection | find it extremely refreshing to see how the fact of having joined my
research and my school diary seems to focus me more on how to combine my thinking - it's as
if the physical process of merging both diaries framed my work as teacher-researcher differently
and in an exciting way.

| have pointed out before how 1 struggled to combine my teacher and my researcher
roles in my firg year of teaching. One means to ‘combine my thinking' was the
adoption of the jazz metaphor. Another means to ‘combine my thinking' was thejoining
of my previoudy separate diaries. It is not clear if | joined my diaries, because |
became aware of the necessty for joining the diaries due to my positioning as teacher-
researcher or whether the act of joining the diaries made me redise that 1 needed to
explore my teacher-researcher roles jointly. It does not matter what came first. The
important agpect is that my diary entries offer an ingght into my developmenta process
as teacher-researcher. Through my diary 1 have kept a persona and detailed record of
my teaching. This record dlows me to explore my teaching and researching in my BFC
classroom. | describe the usefulness of this chronologica record in the following diary
entry where | comment on my first year of teaching:



9.9.99
[-]

During the holidays | have been revising my journal article and looking at last year's diary -
what a hard year it must have been (and 1 remember very well how hard | actualy found it).

Although | am focusng in my daa anadyss (in Chapter 3) on my second year of
teaching, it is important that | have used my diary throughout my research, because it
has dlowed me to become aware of my actions both as teacher and as researcher in my
fird year of teaching. The use of my diaies in my fird year of teaching has aso
dlowed me to explore the various uses of my diary and to focus my research. In
generd terms, this use of my diary can be described as a record of reflective practice as
| point out in the following entry:

3.11.99
[.]

Is this reflective practice what 1'm doing via my diary? Where does my researcher role come in
here? - in the analysis of my teaching and the smdents' learning. Where else?

Reflective practice is generaly gpplied to teachers. However, | hint in this diary entry
a the use of reflective practice both as a teacher and as a researcher. Due to my
podtioning as teacher-researcher within a theory of practice paradigm, being
'reflective’ applies dways to both my roles as teacher and researcher. In this regard, it
Is dso ggnificant thet | used my diary to reflect both on research problems and on
teeching questions. This becomes clear in the following entry where | describe my
teacher-researcher roles by attempting to address the overlap between ethnography and
Action Research in my research:

4.1.00

Regarding my teaching and the students' learning I'm wondering where ethnography and AR
[Action Research] fit in - I fed I'm in both camps: AR being what | do to a certain extent
through keeping this diary and ethnography being me as a researcher, i.e. taking a step back and
looking at my classroom practice from outside or as a participant observer ... which is again me
shifting back inside. | don't fed that | need to belong distinctiy to one of the 2 schools as there
is a considerable overlap. However, | guess 1 need to be clear about what the overlapping
elements are and where I'm moving between these 2 paradigms.



My description of the differences between Action Research and ethnography is fairly
unclear. | describe Action Research as ‘what 1 do [...] through keeping this diary' and
ethnography as 'being me as a researcher, i.e. taking a step back and looking a my
classroom practice from outsde as a participant observer ... which is again me shifting
back inside.' The didinction that | am to describe in this diary entry is not clear,
because at the time of writing | was not clear in my thinking about the overlap between
Action Research and ethnography. This lack of clarity dso reflects the wide range of
goplications of both Action Research (see for example Grundy, 1987) and ethnography
(see for example Hammerdey and Atkinson, 1983). The digtinction addressed in my
diay entry dso points a the various uses of my diary: | have occasondly used my
day a a means for identifying and solving problems by addressng these
sysemdticdly. At the same time, the diary is a longitudina record of my teaching and
ressarching my BFC cdassroom during two years. The digtinction between Action
Research and ethnography that | address in the above diary entry is therefore a
diginction between diay uses and not in the diary writing itsdf. As a longitudina
research tool, the diary has dlowed me to examine how my research and teaching have
progressed over time and how themes have begun to emerge from my data. | comment
on this in the following manner:

17.2.00
[-]

In more general terms, 1 need to look back in my diaries to see
How | have progressed,
How key issues have been developing,
When | started playing around with the jazz metaphor,
Why | want to use the jazz metaphor.

| address a series of issues here: my teaching in the BFC, researching my BFC
classroom, the devdopment of the jazz metaphor as a methodologica tool and reasons
for usang the jazz metaphor. My diary is both a record of my teaching as well as my
research and the related issues that 1 have to address both for my research and my
teaching. In this regard, the above excerpt illustrates further how my roles of teacher-
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rescarcher have darted to merge a the time of writing. Being both teacher and
researcher also dlows me to focus occasondly more on one of my particular roles. In
the following entry, 1 write mainly as a teacher who wants to improve in his teaching:

16.11.99

[.]
... I'm too tired to write anything deep and meaningful.

What | need to write about for my next diary entry:

»  Observation of year 8 bilingua ,

* How do 7RW improve/progress in BILI F/C - what seem to be crucial moments?
* How can | improve both speaking and concentration?

*  How can | make the students gradually more autonomous?

Too tired! | need a break for today!

Apat from raisng questions related directly to my teaching 1 dso mention a the
beginning of this entry that 1 am 'too tired to write anything degp and meaningful." This
Is in itsdf meaningful: it hints a ggps in my writing where | was preoccupied with both
my research and my teaching, but did not find the time or energy to keep a record of
my actions. | comment occasondly on these 'silences.’ On 13* October 1999, | write:

13.10.99
| haven't written in my diary for a week. Why? An overload of work, being tired, trying to get
rid of a cold over the weekend, (too) preoccupied with planning and preparation for my
teaching.

This diary entry illustrates the daly business of schoal life. Two more excerpts help to
illugtrate these sllences.

1.2.00

| haven't written in my diary for more than a week. Why? | was preoccupied with the daily
tasks of teaching and preparing my lessons, working on the Interview scripts and trying to have
some kind of private life.

The fallowing month, | wrote a smilar entry:
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20.3.00 (morning before sthool)

| fed that I'm not very good a keeping my diary at the moment. Although | have a lot of things
to write about, but then | dways fed 1 have more immediatdy important things to do.

| have to write tonight though in order to keep track of how | am progressing/if 1 am
progressing both in my teaching and research.

| convey here the sense of urgency that often accompanies a norma teaching day. At
the same time, | point out that 'l have to write [...] in order to keep track of how | am
progressing.’ It is not entirely clear if my 'progressing' refers to my teaching or my
research. At the same time, it does not matter what it refers to as by that time 1 was
condantly both - teacher and researcher as becomes clear when | add 'both in my
teaching and research.’

| further explore the combining of roles as teacher and researcher in the following
entry:

9.3.00

[

Something related to interviews/teaching/researchvhigher thinking skills: | wonder how far |
limit mysdlf to a psycho-linguigtic ingead of a socio-linguidtic fidd if 1 concentrate on cognitive
skills? Also: how do | find evidence for these sKills in the research toolsdiaries, interviews,
-]?

Ingead | could concentrate on looking a 'different learning experiences provided by hilingua

teaching and learning.

All this comes originaly from a question Kaye raised during our tutorid last week. She has got
a criticd point there ... but wha are learning experiences and how far can 1 reate these to
Higher Order Thinking as a socidly mediated activity? - Hey, this is a good arting point for

the preparation of my tutorid with Do tomorrow! More later!

Agan, this diary entry exemplifies how | have progressed in relating my teaching and
my research to each other. In generd terms, this diary entry hints a me developing a
theory of practice for my teaching and research. As a data collection tool for my
longitudind case study, my diay hes dlowed me to 'gain awareness and insght'

(Hulbert-Holly and Mdcloughlin, 1989: 261) into my teaching and research. In
combination with my use of the jazz metaphor, | have dso used it as an 'estrangement
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device which enables the ethnographer to look at phenomena (such as conversations,
rituals, transactions, etc.) with detachment.' (van Lier, 1988: 37)

1 have described inthis section my use of diary writing as a means to collect data about
my BFC classsoom. These daa are my observations and reflections written after my
lessons. | chose not to collect data during lesson time as this would have interfered with
my role as a teacher. However, it is not sufficent to explore BFC classroom interaction
only from my teacher perspective as | have done in my diary. In order to get data that
include the learners perceptions of my BFC classroom, | chose to conduct focus group
interviews with two groups of my learners. | discuss the use of focus group interviews
in the following section.

5 Interviews

5.1 Introduction

| have previoudy described the need for a theory of practice to be pragmatic and
meaningful. Recording my perceptions of teaching and learning on a (mosty) daily
bass in my diary was one means to achieve this. At the same time, in order to explore
interaction in my BFC classroom, this was not sufficent since it was limited to my
perceptions of BFC classoom interaction. Therefore, | chose to conduct semi-
sructured 30-40 minute focus group interviews with two groups of my learners on a
two-weekly bass on Wednesday lunchtimes (see Appendix A-C). The one week-gap
between each st of interviews alowed me to transcribe the interviews and to plan the
next st of interviews according to key topics raised previoudy by the interviewees.




Both interview groups were offered the same activities as | had originaly intended to
compare systematicdly how they described ther perceptions of BFC classroom
interaction. However, due to the semi-sructured nature of the interviews and individua
as well as group differences between interviewees | chose not to compare the interview
transcripts systematically since the two groups gpproached the interview topics in
different ways. These differences have contributed to getting a thick and rich
description of BFC classroom interaction. In generd terms, the focus group interviews
have therefore endbled me to build up my theory of practice further in a meaningful,
pragmatic and focused manner.

In the following section, | explore how 1 used focus group interviews with my learners
from November 1999 until June 2000. One reason for doing interviews as a teacher-
researcher is to obtain a 'thick’ description of the interviewees learning experiences.
Rubin and Rubin (1995: 56) describe 'thick description' in the following terms:

From quditative interviews, researchers obtain thick descriptions of a culturd or topicd arena
Critical researchers use the data they hear to motivate people to bring about socid change; many
interpretive researchers condder it an gppropriate god of research to provide thick description
of a Studion or setting.

Other quditetive researchers, induding ourselves, condder that the purpose of quditeive
interviewing is to obtain rich daa to build theories that describe a sdting or explain a
phenomenon. [..] quditative researchers build theory sep by dep from the examples and
experiences collected during the interviews.

(Rubin and Rubin, 1995: 56)

| have used my interviews for theory building. The interviews complement the
information collected in my teacher-researcher diary.

5.2Focus Groupsand Group Interviews

My interviews can be conddered as smdl group interviews or as focus groups. Cohen
e a (2000: 287) describe group interviewing as 'a usgful way of conducting
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interviews. Referring to Watts and Ebbutt (1987), they describe the advantages and
disadvantages of group interviewing as a means of collecting data in educationd
research. As the main advantage, Cohen et al (2000: 287) quote ‘the potentid for
discussons to develop, thus yidding a wide range of responses. They refer to Lewis
(1992) who found that 10-year olds understanding of severe learning difficulties was
enhanced in group interview dStuations because of the children chalenging and
extending eech others ideas and introducing new idess into the discusson. In the
context of my research, the am of the interviews was 'to dlow discussons to develop
S0 that a wide range of responses can be collected.' (Watts and Ebbutt, 1987. 32) |
wanted these discussons to develop in order to explore interaction in my BFC
classroom.

Group interviews offer a means to explore this interaction between learners and
between learners and the teacher. Hedges (1985: 73) summarises the advantages of
group discussions in the following manner:

So, in summary group discussions have much to commend them:
1 where the socia context is important;

2 in 'action research’;

3 when understanding and insight are required;

4  where we want to generate new ideas.

(Hedges, 1985: 73)

Hedges replaces the term 'group interview' with 'group discussion’. He hints at the
nature of exchanges in group interviews. They are meant as multiple exchanges of idess
between interviewees.

Wats and Ebbutt (1987: 414) describe the mgor advantages of group interviews in a
amilar manner:
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Two mgor advantages of group interviews [..) are the chalenging (and so
clarification/extension) of individuals responses by others in the group, and the stimulation of
new ideas. [..] In that situation responses may trigger off ideas from others.

(Watts and Ebbutt, 1987: 414)

Wiaits and Ebbutt mention a number of key terms regarding the understanding of group
interview dynamics.

» the chdlenging of individuas responses,

» the darification of individuals responses and,

» the extenson of individuas responses.

These three factors lead to the triggering of new idess both for the interviewees and for
the interviewer.

In soite of dl the advantages of group interviews, they equdly have wesknesses that
need to be taken into consderation. Hedges (1985: 74-75) describes the wesknesses of
group interviews:

Groups typically provide less opportunity to follow through with an individual. Second, in
groups there is a risk that socia pressures will condition responses in an artifical way.

[.]
Third, people sometimes fed constrained in what they say in front of their peers.

[..]

Finally, it is organisationally more difficult to get a given number of voluntary participants to
one spot at the same time for a group. [..]

(Hedges, 1985: 74-75)

In other words, the focus of group interviews is on the interaction between the
interviewees as a group in relation to the interviewer (I discuss interviewer-interviewee
interaction further in section 5.3.). Group interviews are not useful for finding out
detalled information about individuas beliefs. Socid pressure, or peer pressure, needs
to be taken into account. Finaly, group interviews demand careful preparation in order
to be conducted successfully over a given period of time.



Group interviews share many smilarities with Focus Groups. In order to explore ther
amilarities, | examine the use of Focus Groups in educationd research in the following

paragraphs.
Morgan, D. (1998: 1) offers the following description of focus groups.

Focus Groups are group interviews. A moderator guides the interview while a smal group
discusses the topics that the interviewer raises. What the participants in the group say during
their discussions are the essentiad data in focus groups. Typically, there are six to eight
participants who come from similar backgrounds, and the moderator is a well-trained
professional who works from a predetermined set of discussion topics. Many other variations
are possible, however.

(Morgan, D., 1998: 1)

There is a consderable overlap between Focus Groups and group interviews. A focus
group is a group interview. This group interview is guided by the issues or questions
rased by the interviewer. The interviewer is a skilled professond. The interviewees -
typicdly gx to eight of them - discuss the issues raised by the interviewer. The
interviewees share amilar backgrounds.

Krueger and Casey (2000: 4) describe the Focus Group as ‘a specid type of group'.
They go on to qudify this statement in the following manner:

A focus group isn't just getting a bunch of people together to talk. A focus group is a specia
type of group in terms of purpose, size, composition, and procedures. The purpose of a focus
group is to listen and gather information. It is a way to better understand how people fed or
think about an issue, product, or service. Participants are selected because they have certain
characteristics in common that relate to the topic of the focus group.

(Krueger and Casey, 2000: 4)

Krueger and Casey point out some important issues:
» A focus group is a specid type of group.
» The purpose of the focus group is to listen and gather information.



* It is a means to better understand how people fed or think about an issue, product

or sarvice.

If better understanding of an issue is a common god of both focus groups and group
interviews, it is ussful to explore further why focus groups could be used. Morgan, D.
(1998: 9-10) describes some reasons for using Focus Groups:.

Why Should You Use Focus Groups?

Listening and Learning

Focus groups are fundamentally a way of listening to people and learning from them. Focus
groups create lines of communication. This is most obvious within the group itself, where there
is continual communication between the moderator and the participants, as well as among the
participants themselves. Just as important, however, is a larger process of communication that
connects the world of the research team and the participants.

[.]

It is important to remember that communication is a two-way street. Focus groups work best
when what interests the research team is equally interesting to the participants in the groups. In
high-quality focus groups, the questions that you ask produce lively discussions that address
exactly the topics you want to hear about. When the discussions are right on target, there are
even more benefits: The groups are much easier to analyze, and the final report can capture
some of the excitement of the original conversations.

(Morgan, D., 1998: 9-10)

Morgan, D. points out the internd lines of communication between Focus Group
members.
* Communication between the interviewer and the interviewees and,

e Communication between the interviewees.

Morgan, D. (1998 32) dso indicates what the benefits of Focus Groups are within my
research context:

Focus Groups Use Group Discussion

What distinguishes focus groups from any other form of interview is the use of group
discussions to generate the data. During the discussions in a focus group, you learn a great deal
about the range of experiences and opinions in the group. You do not, however, learn al that
much about each specific individual. For example, if a focus group consists of six people
discussing some five questions for a total of 90 minutes, each participant will be speaking for 3
minutes per question, on average. Although a great deal of sharing and comparing gets done



during a group discussion, the amount of data that you obtain from each individual participant
will necessarily be limited.
(Morgan, D,, 1998: 32)

The potentid benefits of Focus Groups described by Morgan, D. are amilar to the
benefits of group interviews described before (Hedges, 1985; Watts and Ebbutt, 1987):
Group discussion is used as a means to generate the data. As a result, the researcher
learns a lot aout the range of experiences and opinions from the group, in the group
and as a group.

Morgan, D. (1998) dso stresses another point: Just like group interviews Focus Groups
do not provide the interviewer with lots of detaled information about individud
learners which was not the am of my research, dnce | wanted to explore learner
perceptions of CLIL classroom interaction as a group. For example, during a 40 minute
interview with 5 learners, each interviewee would be able to spesk for an average time
of 8 minutes. Teking into account these limitations, it is necessary to remember the
benefits of conducting Focus Groups (indeed of individud interviews). Morgan, D.
(1998: 58) suggedts the following:

Consider Focus Groups When Investigating Complex Behavior and Motivations

The interaction among the participants in focus groups often consists of their efforts to
understand each other. The participants are curious to know how other people handle the same
situations that they confront. They want to know why people like themselves do the things they
do. The conversations in focus groups can thus be a gold mine of information about the ways
that people behave and the motivations that underlie these behaviors. Of course, the goa of
understanding complex behavior may require more than one way of finding out about that
behavior, and focus groups can be combined with other methods for this purpose.

The more complex an issue is, the more difficult it is to know what questions to ask about it.
Fortunately, the group discussions in focus groups alow you to hear the questions that the
participants want to ask each other. This provides an excellent opportunity to uncover things that
you never knew existed. At the same time, you do not surrender your own ability to ask
questions. In other words, focus groups alow you both to direct the conversation toward topics
that you want to investigate and to follow new ideas as they arise.

(Morgan, D., 1998: 58)

Morgan, D. describes the crucid factors for deciding to conduct Focus Groups.



» Focus Groups provide the opportunity to understand easch other better through group
discussion.

* The researcher can explore topics further that have been raised in Focus Groups and
that he/she may not have been aware of.

Digtinguishing between group interviews and Focus Groups for research proves to be
difficult. Also, due to my postioning as teacher-researcher, | am part of the research
data and the research process.

In this section, | have examined the use of focus groups and group interviews in

educationa research. The use of two dightiy different terms for the same research tool

may be due to the gpplication of focus groups in opinion gethering for political or

commercid purposes. The common festures of focus groups and group interviews in

(educationd) research ssem to be:

» Focus Group Interviews are used to learn aout experiences in a group.

» Focus Group Interviews provide the interviewer with new indghts and
undergtandings from the interviewees.

* Focus Group Interviews are a means to collect valuable data if investigating
complex relationships.

So far, | have limited my discussion of the use of Focus Group Interviews to the
desred outcomes. However, as a teacher-researcher investigating some of my learners
perceptions of interaction in my BFC classsoom, it is dso necessary to address
interviewer-interviewee interaction. | do this in the foliowing section.
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5.3 Interviewer -1 nterviewee Interaction inmy Focus Group I nterviews

As interviewer - in my role as teacher-researcher interviewing my own learners - 1
cannot clam to be objective. 1 am just as much part of the data as the learners are.
Within this context, it is ussful to remember Rubin and Rubin's (1995: 22) advice:

Qualitative interviewing does not require you to drop your own cultural values and assume those
of your interviewees, but it does require you to be self-aware. When interviewing, keep in mind
that your cultural assumptions might affect what you ask.

(Rubin and Rubin, 1995: 22)

Due to this pogtioning as both active interview participant and listener | have to be
aware of my own assumptions and values. Stake aso (1995: 103) addresses the role of
the researcher in generd:

But perhaps the most important choice is how much will the researcher be him- or herself?
Much of the time, the researcher will have no apparent choice, the circumstances require it, or
the researcher does not know how to act otherwise. Often, the researcher will be pressured to be
more the evaluator, the scientist, or the therapist than he or she wants to be. Others will help to
negotiate the role. The role should be an ethical choice, an honest choice.

(Stake, 1995: 103)

The question to ask in relation to my research is how much was | as interviewer the
teacher-researcher or - to lit these roles up - how much was | the teacher and how
much was | the researcher? In ampligtic terms, | was acting as a researcher. However,
for my interviewees | was 4ill their teacher who had been teaching them two hours
earlier. In some interviews 1 would fed more like a researcher and in others more like
a teacher. As outiined before, my roles as teacher-researcher overlgpped. The
hierarchica relaionship between mysdf as teacher-researcher and my learners as well
as among learners cannot be denied, but it can be dleviated by being aware as
researcher of my biases and the condraints of my research environment. Rubin and
Rubin (1995: 14) describe these biases in the following terms:



Part of the philosophy of qualitative interviewing is that interviewees and interviewers are both
individuals, with emotions and interests and biases that affect how the research is done. Personal
involvement is a great strength of the methodology, but it also creates problems that must be
addressed. An interviewer has to be sendtive to his or her own biases, to the social and
intellectual baggage he or she brings to the interview.

(Rubin and Rubin, 1995: 14)

It is dso not only the interviewer who brings his or her own biases to the interview, but
it is equaly the interviewees who bring ther socid and intellectud biases to the
interviews. Their willingness to contribute during the interviews is closdy related to the
events of the day or the week. If they fed they have had a bad lesson, the process and
the outcome of the interview can reflect these kinds of lessons. These reflections can
congst of unwillingness to cooperate during interviews, carrying arguments from the
classoom into the interviews, being thoughtful about their learning experiences,
refusng to lisen to other learners, listening carefully to other learners and reacting to
others theories by adding another layer of 'thick description' (Rubin and Rubin, 1995:
56). Also, just as my research has influenced my teaching, the interviews have been
carried back into the BFC classroom by some of the interviewees as | will illustrate in
the following section.

So far, 1 have focusad mainly on my role as teacher-researcher who interviews some of
his learners. Interviewing some of my learners is dightly problematic, since the
hierarchicad teacher-learner reationship does not fal to exist in the focus group
interviews. At the same time, it is crucid to find out about some learners perceptions
in order to get to a clearer understanding of BFC classroom interaction. Additiondly, it
IS important to remember that my interviewees were 11-12 year olds a the time. In
generd terms, 1 am faced as teacher-researcher interviewing some of my learners with
a tenson that is both due to the teacher-learner relationship and to the age of the
interviewees. Hadfield and Haw (2000: 16) address this tension:
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Professionals [...] are left to struggle with the tension between recognising that young people
may hold certain views because of a lack of 'experience’ or 'maturity’ as well as because they
have unique insights.

(Hadfield and Haw, 2000: 16)

It is difficult to judge if | was adle as interviewer to differentiate clearly between ‘lack

of "experience’ or "maturity"' and interviewees 'unique insights, snce knowing my
interviewees from our BFC cdassoom may have influenced me both favourably or
unfavourably. However, it is clear that 'the views of young people are sgnificant

because of the immediacy of their experiences.' (Hadfidd and Haw, 2000: 16)

Apat from being a means for collecting my research daa incduding some of my
learners 'voices is crucid for the following reasons.

» Because the interviewees may benefit persondly,

* Because the interviewees have aright to be heard,

» Because the interviewees have a unique perspective or ability to effect change.
(edapted from Hadfidd and Haw, 2000: 8)

More closdly related to researching interaction in my BFC classsoom giving some of
my learners a 'voice' is important because being interviewed has dlowed my
interviewees to explore BFC classoom interaction in terms of relationships. Britzman
(1991: 15) comments on this as follows:

Voice suggests relationships: the individual's relationship to the meaning of her/his experience
and hence, to language, and the individual's relationship to the other, since understanding is a
socia process.

(Britzman, 1991: 15)

The rdationships that | have explored through my interviews focus on classroom
interaction and implicitiy include:
* Teacher-learner relationships,
» Reationships between learners,
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» Rdationships between learners and lesson content.

Exploring these rdationships through Focus Group Interviews has dlowed me to
edablish a 'thick description’ (Rubin and Rubin, 1995: 56) of interaction in my BFC

classroom.

In order to examine in more detail these layers of 'thick description' (Rubin and Rubin,
1995: 56) that are specific to my research and reflect the various participants 'voices.'
| discuss my use of focus group interviews through my related diary entries in the
following section.

5.4My Practice of Conducting Focus Group Interviews as a Teacher-

Researcher

In order to give an indght into the plarming, interviewing, transcribing and anaysis
process | present in this section diary entries tha are rdated to the interviews in
chronologica order.

| mention interviews for the fird time in a diary entry written in my firs year of
teaching and researching my BFC classroom. At the time, one of my supervisors was
involved in a research project that included interviewing some of the learners in my
class. | comment on these interviews in my diary:

3299

[..]
Chatted to Kaye who interviewed three of my sudents, Elisabeth, Richard, André - sounded

vey interesting and possbly dso usful for my professond development regarding classoom
management.
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This isjust a very short comment about the interviews with some of my learners. The
interesting aspect of my comment is that | point out that interviews might be useful for
my own teaching 'regarding classsoom management’, but aso regarding my research
when | describe the interviews as 'very interesting.' In May 1999, | refer to one of the
comments that some of my learners had made about me in these interviews.

19.5.99
[..] | need to try to be more dynamic or 'jiggy' as the students phrased it in Kaye's interviews.

Due to the informd feedback that | got about the interview, 1 reconsdered my
behaviour as a classsoom teacher and tried to be 'more dynamic' in class. Although |
was not necessarily successful at being 'jiggy' in my first year of teaching, | tried to
relate the learners’ comments to my own practice. At the beginning of my second year
of teaching and research | refer to the interview planning process.

14.9.99

[..] Regarding relating classroom and research work | need to think about how to set up my

interviews with students in 7RW. What do | want to gain from these interviews? 1 want to get an

insight into the students' thinking, in how they perceive the Bilingual Foundation Course.

Hopefully, the effects of these focus group interviews will be twofold:

 Gain an ingsight into students perceptions and gain information about what makes the
students learn (motivation - why they learn/want to learn), how they perceive being taught
mostly in a foreign language - al these data hopefully will inform me more directiy for my
PhD.

e Understand better as a teacher what makes the smdents learn, what makes them progress
etc.

Actually, 1 and 2 are similar (if not the same) - the only difference really is how 1 could use this
kind of information for both my PhD and to inform me about my teaching. This is a very nice
(and clear) example how both research and practice do benefit from each other.

| describe in the diary entry what | 'want to gain from these interviews.' | explain that |
want to 'get an ingght into the smdents thinking, in how they perceive the Bilingud
Foundation Course.' | go on to mention the ingghts that | am to get into the 'students
perceptions.’ In the diary entry, it becomes clear how much 1 have developed a the
time both as a teacher and a researcher and how far my roles are overlapping. The
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‘understanding’ thet | refer to is rdevant for me as a teacher in order to progress in my
teaching as well as as a researcher, in order to understand ways of acting in my BFC
classoom. | aso use the term ‘perceptions.’ Just as my diary writing conveys my
perceptions of the BFC, s0 do the focus group interviews convey the learners
perceptions of the BFC.

In order to s&t up the interviews as teacher-researcher, | negotiated the recruitment
process with the senior management team a my school. | describe this procedure:

16.9.99

[.-]

Myriam [one of the deputy headteachers] rewrote/redrafted my letter to the parents of focus

group students. It is now a lot simpler and also a lot clearer. |1 hope to be able to identify

students for focus group interviews before half term so that | can start the interviews after half

term at the latest.

Students should be chosen according to the following criteria:

*  Mixture of boys and girls,

*  Mixed ahility,

* Reliable students who turn up for interviews (Does the 'reliability’ factor possibly clash
with the 'mixed ability' factor?)

In order to recruit my interviewees, | wrote a letter addressed to the parents of the
learners in my BFC class. | then passed this letter to the school's Child Protection
Officer, Myriam, in order to make sure that | followed the correct legad procedures.
The Child Protection Officer redrafted my letter. | agreed with al her corrections. The
letter was then sent to dl the learners parents in my BFC cdlass including a reply dip
which dlowed the parents to give their written permisson for me to interview their son

or daughter. (See Appendix A)

| mention in my diary excerpt how | am to sdect my interviewees in order to get an
even mixture of boys and girls across the ahility range as a means to ensure thet | got a
variety of perceptions of BFC classroom interaction that might be representative of my
class. Findly, | add that | need to find 'reliable students who turn up for the interviews
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in order to ensure continuity in the interviewing process as 1 was intending to interview
some of my learners on a regular basis throughout the school year. On 13* October
1999, | describe how | darted to prepare for my focus group interviews:

13.10.99

[.]

On Friday, 1 had a tutorial with Do about focus groups - 1 fed after having thought through the
interviews and after having been given some suggestions from Do [for interview activities]
(Diamond 9 and similar ranking activities, pair work etc.) that | know what direction I'm
heading for.

Although | might have thought & the time that | knew ‘what direction I'm heading for',
my interviews developed over time as becomes obvious in the further discusson of my
related diary entries. | dso hint in my diary entry a& possble interview activities (for an
overview of interview activities, see Appendix C). These interview activities reflect on
my interviewees. my learners. My interviewees conasted of two groups of four to five
learners. As | was their teacher for haf of ther timetable, 1 hed to offer them activities
that they would find enjoyable and that would at the same time dlow me to collect data
about their perceptions of BFC classroom interaction. As pointed out in section 5.3, my
interviewees were 11-12 year olds, i.e. | did not interview adults, but children.
Interviewing some of my 11-12 year old learners dlowed them to voice ther ‘'unique
inaghts (Hadfiedld and Haw, 2000: 16) and alowed me to access their ingghts in order
to complement my underdanding of interaction in my BFC cdassoom further. |
comment further on my interview planning in my diary:

8.11.99

[..]

Tonight, | need to look at what | am going to do in my focus group interview on Wednesday. |
believe | must be clear about the following key questions:

*  What topics am 1 going to discuss?

* How am | going to approach these topics?

* How far do | want my own voice to be heard in these focus group meetings in comparison
to the students' views?

What activities do | want to include in these focus groups to keep the students interested?

* Dol tape these interviews every time or do | 'just' take notes to start the students off?
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In the above diary entry, | raise a number of fundamenta issues about my focus group
interviews. | reflect on the topics to discuss and on the format of these discussions.

In generd terms, | darted off my interviews with a series of farly broad statements
about learning in the BFC that 1 asked the learners to comment on. Both the interview
topics and the related interview formets evolved from the previous interviews and the
related choices made as a teacher-researcher.

In the same diary entry, | aso reflect on my role as interviewer and goply the issue of
'voice' (discussed previoudy in section 5.3) to my role/s as interviewer who shares a
amilar sense of ‘immediacy of experience’ (adgpted from Hadfidd and Haw, 2000: 16)
with the interviewees. My focus group interviews adso need to be consdered in relation
to the key features of my theory of practice that | have described in Chapter 1 (section
7) as pragmatic, meaningful and focused and which | re-discuss in section 9. Aiming
for developing my focus group interviews as pragmatic, meaningful and focused was
one means to achieve criticdity as a teacher-researcher. Additiondly, 1 chose to divide
my interviewees into two groups. This enabled me to use the same interview activities
and gan from the range of different responses ‘thick’ descriptions as proclamed by
Rubin and Rubin (1995: 56).

In the above diary entry, | dso address the issue of how to record my interviews. |
chose to audiotgpe dl of my interviews as | wanted to be able to react to what my
Interviewees were saying during the interviews as a guide in the discusson. Therefore,
| did generdly not take notes during interviews, but wrote down dfter the interviews my
thoughts about the previous interview. Due to faulty technical equipment, the quaity of
the recording of the fird interview was extremdy poor. As a result of this incident, |
changed my equipment: | used a tape recorder with a table microphone to record al the
other interviews. At the beginning of each interview, the interviewees and the
interviewer introduced themsdalves. 1 did this in order to check a the beginning of the

75



interview the quality of the recording and in order to be able to differentiate more easily
between the interviewees voices when transcribing the interviews.

Before starting my interviews, 1 question mysdf further about my beiefs about the
BFC and the impact that | might have on the interviewees as their teacher interviewing
them. | comment on these issues in my diary:

9.11.99

[.]

| spent part of the evening preparing for the focus group interviews. Although | don't know

exactly where I'm going, | fed that | need to start to learn while I'm going along with these

interviews.

| believe | must be careful not to guide the students in the answers they are going to give me,

i.e. | don't want to make the students fed that they must perform according to what they believe

| want to hear from them. | guess to a certain extent this will be unavoidable as I'm their form

teacher and tutor; however, | hope that they will aso be able to tell their Bilingual Foundation

Course stories.

What are my assumptions, beliefs about the Bilingual Foundation Course?

» The combination of subject- and language teaching contributes to the students' cognitive
development.

» Foreign language teaching contributes to the understanding of the subject by
circumnavigating the subject via the foreign language and making some points clearer.

* Subject teaching contributes to foreign language learning by adding a content level and
creating a cognitive challenge for the students.

In the above entry, | address my role as interviewer when pointing out that ‘| must be
caeful not to guide the students in the answers they are going to give me.' It is clear
that the activities that | planned for the interviews and how | questioned my
interviewees is influenced by my beliefs, as | have pointed out before in section 5.3.
However, this is the case for any researcher. A few days later, | comment on the first
interview:

11.11.99

[..] 1 started the interviews yesterday. It was very interesting what the students had to say [...]. |
now need to make sure to improve my interview technigues and my handling of the
technical/recording aspects.
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| conducted the firgt interview with al my interviewees. | used this firg interview as a
means to observe how the learners interacted with each other and with me. After the
fird interview, | split up the interviewees into two groups. These two groups would be
interviewed on separate weeks each Wedneday lunchtime. In agreement with the
Senior Management Team, dl the interviewees got a dinner pass (see Appendix A)
which would dlow them to have their school lunch before atending the interview. The
initid interviews were dl conducted in the Specid Needs Coordinator's office.
However, due to the office being needed by the Specid Needs Coordinator, | had to
change location and conducted subsequent interviews firg in the (B)FC-department's
office and ultimatdly in my classroom.

| comment on the second interview as follows

22.11.99

| managed to transcribe the second interview on Friday and Sunday. Although | initidly fet that
| didn't get a lot out of the students, 1 am quite impressed with what the students have said, e.g.
Jeanne comparing learning a foreign language to entering an unknown room and exploring it to
find out what the different things mean and David, the SEN [Special Educational Needs|
student, explaining how he managed to remember the new vocabulary by a series of vocabulary
learning strategies. Fascinating stuff!

Whenever possible | transcribed the interviews as soon as | could after the interview.
This made the transcription process easer as 1 could sill remember the content of the
interview. The transcription of the interviews dso dlowed me to revist wha the
learners hed said. This enabled me to progress in my choice of activities and topics to
be addressed in subsequent interviews. Having the interview transcripts was dso ussful
as a means to condder my own developing theories in the light of the interviewees
theories about their learning in the BFC.

In genera, the two different groups of interviewees would be given the same topics for

eech st of interviews. Although 1 hed origindly intended to compare the learners
utterances on the same topic, | decided againg this, because the interviewees tended to
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address the activities and topics covered in each st of interviews in very different
ways.

| hed initidly consdered my interviews primarily as a means to collect data dlowing
me to describe interaction in the BFC through the interviewees perceptions of their
learning. However, the interviews aso gave the learners a 'voice' (discussed previoudy
in section 5.3), as | mention in the following diary entry where | describe this process
somewhat clumdly as an ‘'interesting pastoral dde effect”:

21.12.99

[...]
* Interesting pastord Sde efect of interviews - forum for gudents to tak about their own

learning [..]

The 'interesting pastord Sde effect’ is something that | had not anticipated. However,
it is cler to me now how naturd and useful this dde effect was. Some of the
interviewees started to relate the interview discussons to their own practice in the BFC
classoom. The taes told in the interviews do not necessarily coincide with my
perceptions of the BFC or with the learners actions in the BFC classroom. However,
as a means of reflection and discusson for the learners, the interviews are extremely
usful to underdand the interviewees bdiefs about their learning in the BFC
classroom. 1 address this issue in the following diary entry:

11.01.00

[..]
It will be interegting to see how the interviews go tomorrow - | guess it's dl about comparing
classyoom and interview 'stories’ and getting closer to the heart of things.

| am very much aware of some of the 'stories that the interviewees tell me. Being
aware of these 'stories further illustrates the issue of voice discussed in section 5.3.
However, as | mention in my diary entry, it is aout 'getting closer to the heart of
things.' It is not entirely clear what | mean by this. In relation to the andyss process,
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this 'getting closer' is about examining and reorganisng my data in a mamer that
enables me to get a better underdanding of interaction in my BFC classroom. In order
to ga to this better understanding, | have conducted my interviews from November
1999 until June 2000. As | have mentioned before in relation to sdecting my
Interviewees, attendance of interviewees might condtitute a problem. | address this issue
in the following diary entry:

12.01.00

[.]

| did my first interview in 2000. During morning break 4 out of 5 students came to ask whether
they could opt out of the interviews (because of trampolining), 1 explained to them that they
couldn't - however, | believe in an emergency | need to think about how to get data if my
students don't want to turn up anymore. | can't force them really to do these interviews. | guess
one possibility would be to ask for interview students from 7JD/7AT.

I'm not sure whether my interview techniques worked. The students started talking about
behaviour a some point, but I'm not sure how much | really got out of them. [..] At some
point, the smdents started discussing racism in general - perhaps, this diverting from my
topics/agenda to their agenda is quite a good sign - the students make these interviews their
own. Taking into account my position as both teacher and researcher (and mainly the role | have
for them, i.e. teacher) these diversions may prove difficult for further analysis - however, it
shows that the students want to say something, something of their own. Perhaps, these
diversions are their way to make sense of the world they live in.

| address in the above diary entry that some interviewees wanted to opt out of the
interviews. Being aware that | could not force the interviewees to come to the
interviews, 1 amed to motivate the interviewees into coming to the interviews in spite
of trampolining a the same time. As a means of rewarding the interviewees |
introduced at this point in agreement with the FC department for each interviewee to
get a credit for attending the interviews, snce the interviewees were giving up part of
their lunchtime break.

In the interview mentioned in this diary entry, | chose to focus on the learners
behaviour in my BFC classroom in order to relate classroom management and learning
through French to each other. As | dlowed the learners to explore the topics of the
interviews in their own ways, the learners moved the discussion on to a discusson of
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raciam in generd. In relation to the BFC classroom these discussions prove difficult for
further analysis. However, these discussons are adso a means for the interviewees 'to
meke sense of the world they live in.'

In the following entry, | summarise the interviews conducted in January 2000:

1200

[.-]

The lagt two sts of interviews focused around the students (mis)behaviour in class. There
seem to be two different stories, i.e. one nice and rather too idyllic gory in the interviews and
one less idyllic gory in the dassroom with sudents shouting out, some (I know it's a minority!)
dudents behaving in a dlly way - both dories contan some truth, but there are dill some
condderable divergences between the 2 dtories.

1 address here the mismatch between wha the learners say and the ways some of them
act in the BFC classroom. In generd terms, these 'two different stories are important
for me to be aware of in order to get to a better understanding of my BFC classroom.
Also, it is important to remember that my perceptions of the BFC classsoom may be
‘wrong' for the learners and their 'stories are true for them. Having different stories is
not a problem as long as | address these different stories openly and discuss critically
the common points and the differences between these stories. The notion of 'stories
being told dso becomes very clear in the same diary entry:

1200

[.-]

| had (perhaps a hit naively) thought that after the interview focusng entirdy on Jeen Mari€'s
behaviour 1 had managed to ‘turn him round' successfully - but | bdieve this was only a
temporary effect. Still, 1 believe that his involvement in the interview process a least enabled
him to 'reflect’ to some extent critically about his behaviour in class.

Agan, | address in this excerpt how the interviews are not only used by mysdf as a
data collection tool, i.e. as a means to get to a clearer understanding of interaction in
my BFC classroom, but dso by the interviewees for exploring their own understanding
of the BFC classoom. It becomes obvious in this diary entry that this is not a
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draightforward process for the interviewees as their 'stories told in the interviews
might not necessarily maich with ther class 'stories.

As a means to develop my interviews further and to keep the interviewees interests in
attending the interviews, 1 chose to deveop the interviewees metgphors (discussed
previoudy in section 3). | address this issue in the same diary entry:

1.2.00

[.]

In my last tutorial with Kaye 1 focused on the use of metaphor for my PhD - to make the use of
metaphor consistent | need to make the students reflect via simple metaphors on how they learn.
Perhaps, 1 should use Jeanne's foreign room to be explored-metaphor as a basis for the
interview after haf-teem. I'm not sure how far the last set of interviews gives me valid
information/data for my PhD ... 1 guess it means to look at inconsistencies with my teaching
experiences and try to find common points.

Unfortunately, some of the students are getting bored/fed up/frustrated with the interviews.
These problems may possibly reflect the students decline in motivation or the 'newness of
being questioned and listened to has passed or my interviews clash with more interesting
activities.
| refer in my diary entry to the metaphor used by one of the learners in one of the firgt
interviews as a means to describe the BFC classroom. Based on this metaphor, | am to
develop the interviews further in order to dlow the learners to explore their own
understanding of interaction in the BFC classsoom. | dso intend to use the learners
metaphors in my interviews in order to increase the interviewees motivation for
attending the interviews as 1 point out a the end of the above diary entry. | further
reflect on how to st up the next st of interviews in the following diary entry:

28.2.00

[.]

Tomorrow, 1 need to look at how | can develop my interviews further. 1 fed | ought to look in
more detail at how the students can use metaphor in their learning - perhaps, 1 ought to explore
this via basing it on Wednesday's lesson and look how far | can explore this - ought to have a
chat about this with the more able students on Wednesday.
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| based the next st of interviews on the interviewees metgphors for describing
interaction in the BFC. | did not refer explicitiy in the interview to the previous lesson
as this would have narrowed down the focus of the interview to one particular lesson. |
describe the outcome of the first metgphor interview in the following manner:

2.3.00

At lunchtime, al the Group 1 students turned up. Although | fed | had taken a quite
considerable risk by asking the students to finish sentences by using a metaphor | fed that taking
the risk was worth it.

All the students came up with highly interesting statements and got into a quite heated discussion
about learning, about behaviour and learning, about what kind of learning is fun, or what kind
of fun learning can bring.

I wouldn't have thought that this interview would go as well, but it certainly seemed worth to
take the risk - looking at the good result.

[.]

A few more thoughts about the interview: It didn't fed like the students telling me because | had
asked them to tell me, but it fdt like them wanting and enjoying the use of metaphors to enjoy
and make sense of their own learning. It also fdt like the students learning from each other,
disagreeing, getting off onto another topic, getting back on track, discussing, communicating,
making sense of what is going on in the classroom. [...]

Also, the way the students used the metaphor shows - 1 believe - aready a generative use of the
metaphor as advocated by Schon - fascinating stuff that 1 need to explore further.

It is clear from the above diay entry that exploring learner metaphors proved to be
successful as it dlowed the interviewees to be credtive and to discuss interaction in the
BFC cdassoom in metaphoricd terms. My diay comments dso reved that 1 am
enthusagtic about this interview, because the interviewees have teken over the
interviews in a manner that is both informative and enjoyable. However, the metaphor
interviews did not work as well with the other group of interviewees as | point out in
the next diary entry:

9.3.00

[.]

During the interviews on Wednesday lunchtime | felt dightly bored. | was extremely tired and
the kids in interview group 2 just don't seem to be as dynamic and as much origina thinkers as
in interview group 1. Well, | guess it dl aso depends on my mood - and | was feeling
extremely tired then.

[.]
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Something related to interviews/teaching/research/higher thinking skills: | wonder how far |
limit myself to a psycho-linguistic instead of socio-linguistic field if | concentrate on cognitive
skills? Also: how do 1 find evidence for these skills in the research tools/diaries, interviews,
learner diaries and learning portfolio?

Instead | could concentrate on looking at 'different learning experiences' provided by bilingual
teaching and learning.

All this comes originally from a question Kaye raised during our tutorial last week. She has got
a critical point there ... but what are learning experiences and how far can | relate these to
Higher Order Thinking as a socially mediated activity?

| describe my perceptions of the firsds metgphor interview with group 2 as feding
'dightiy bored." This may have been due to a variety of reasons as | explan when
referring to my own tiredness and describing the interviewees as less ‘origind thinkers
which points a my perceptions of some of the interviewees. At the same time, the most
important outcome a the time of the interview is that | re-address my research question
by becoming aware of the limitations of my data. In this regard, the data collection
Jrocess serves as a means to reconsder my beiefs and my emerging research questions
in order to focus more closdy on what | am looking a whilst researching my BFC
classsoom. The enthusasm conveyed when writing about the first group of interviewees
seems to have been shared by them as becomes clear in the following diary entry:

3.4.00, 12.30h

[.]

For the interviews on Wednesday | had instead of 5, 7 students attending because their interest
in the interviews seems to be rising again. Quite interesting to see how the students are filling
the metaphors with content although I'm not sure how much these data will really be useful to
me.

1 fed that the students who came for the 1** time or who hadn't been at the interviews for quite a
while seemed to find dealing with metaphors less accessible than the students who have been
attending the interviews al the time.

| was surprised to find two new interviewees brought aong by ther friends who
atended the interviews on a regular basis. As the new interviewees ssemed to be very
interested | dlowed them to stay. | wanted to give the interviewees a certain amount of
freedom, because these interviews were a the time as much theirs as they were mine.
The outcome of the interview may have been dightiy different due to new interviewees



being present, as my interviews were planned as a successon of interviews. | further
reflect on the problems with this particular interview as follows:

7.4.00
[-]

| spent the morning transcribing the last interview. I'm not very pleased with this interview. The
students were fairly unsettled. It was aso quite difficult to explore the scaffolding via metaphors
issue further as 4 out of 7 students hadn't been at the interviews before. So, they just lacked the
basis for filling the metaphors with content.

[-]
I'll try to plan out my interviews now until the end of term as | fed | have to be extremely
focused now in order to get the most relevant data out of these interviews.

| did not consder the previous interview as a success a the time. However, this
interview forced me to reconsder my interview plaming until the end of the school
year in order to kegp my focus and the interviewees motivation. | address the issue of
progression in the interviews again about a month later:

2.5.00
[-]

1 aso wonder if I'm really progressing in my interviews or if I'm standing till - very difficuit
to judge as even in the smal interview groups there seem to be huge differences in what the
students can tell me and what some of them are not able to or do not seem to be able to reflect
upon. During the interviews tomorrow, 1 need to be at least as dynamic as in the lesson in order
to push my own and the smdents' understanding further.

| am becoming aware of the limitations of my interviews in this entry. These limitations
are not solely related to the interview activities that 1 offer the interviewees. As pointed
out before, they are dso rdated to the age group that | interview and to individud
abilities of my interviewees. Also, the above entry may indicate a lack of understanding
on my behdf as interviewer. This lack of undersganding is dso reaed to my
expectaions which reflect my beiefs and theories about the BFC classroom. These
beliefs may not be the same as the interviewees as becomes clear in the following diary
entry:



8.5.00

[

The interview on Wednesday didn't turn out to be very good or - phrased differently - it wasn't
a dl what I'd expected it to be.

Perhaps, it is good that this happened as it seems to show how far | can dretch the use of
metaphor with the students to increase their understanding of learning processes in hili FC.

At the beginning of my diay entry, 1 qudify the interview as 'not very good.' |
relativise this statement by adding that 'it wasn't a al what I'd expected it to be." As |
point out further, there are limitations to the use of metaphors for understanding:
Metaphors may become inaccurate and therefore unproductive or not 'generative’ to use
Schon's (1991) terminology. Also, it is important to mention again that some of the
interviews chdlended my beiefs aout the BFC classroom: The interviewees forced me
to rethink and to refocus my theories aout interaction in the BFC classroom.
Therefore, in retrospect, the interviews that | conddered a the time as the least
successful might have been the mogt informative for further developing my theories of
interaction in my BFC classsoom. The interviews have dlowed me to progress in my
theories about interaction in the BFC classroom, and they have equdly dlowed the
interviewees to progress in ther thinking as becomes clear in the following diary entry:

11.5.00

[..]

During the interviews, it became quite clear how some students' thinking has developed whereas
ome are dther quoting over and over again the same examples and wheress others are
predicting the future ingead of concentrating on current achievements.

[

However, confronting the sudents with wha they said a the beginning of the year ssems to
work well to make them reflect on their own thinking.

| believe I'11 do a smilar kind of interview with Group 1 in the coming week as | fed they could
come up with some very interesting and hopefully reveding comments.

| refer here to the last st of interviews that 1 conducted with my learners. After having
explored learner metaphors in two sets of interviews, | chose to replay some key
datements from the first interviews to the learners in order to examine how far their
perceptions of interaction in the BFC classoom might have changed. As | point out in
my diay entry, some interviewees theories have developed more than others. | start



to develop a typology of interviewees in this entry by putting them broadly into three
categories. During the interviews themselves, this typology might have been interesting
and rdevant as it dso dlowed me to rdae some learner comments back to my
classroom practice. However, for the andyss of my data, keeping up this typology of
learners was not useful and not relevant. | comment further on the last st of interviews
in the following diary excerpt: N

13.5.00

I've spent the last 2 days transcribing the interviews from 11.5.00. The students seem to react
mostly well to listening to what they said in earlier interviews. However, for the next interview
with group 1, 1 have chosen shorter excerpts as 1 fed that some of the excerpts | used on
Wednesday were too long and therefore became boring or less relevant to the students.

| aso need to take into account that some of smdents will be embarrassed by listening to
themselves in front of the other students [...]. | fed | ought to say something about this
topic/issue to group 1 (and for the next interview with group 2 as well). [...]

| address in this diary entry some practica issues.

» As areection to the previous interview, 1 choose to kegp the excerpts played to the
interviewees short.

* | have dso become aware that some interviewees might not like hearing their own
voice on tape. Therefore, | intend to address this issue of embarrassment briefly at
the beginning of the next interview.

Towards the end of the school year, it became increasingly difficult to conduct the
interviews. | describe this in the following diary excerpt:

13.6.00

]

1 was extremely annoyed last week as only one of the four interview students turned up. The
smdents are bored with the interviews - perhaps, the format is wrong, perhaps it's related to the
age of the students, perhaps, it's the time of year - nice, sunny weather outside.

Not a very good interview as David kept telling the same things over and over again and as
there were no other students to move the discussion on. | also was in a relatively bad mood due
to the lack of commitment from those students who didn't turn up.



1 voice my disgppointment in this diary entry very clearly. | speculate about reasons for
the lack of attendance: boredom, the age of the interviewees and the time of year
(summer). | further describe the interview as 'not a very good interview." As an
interviewer, | faled to address the interview in a productive manner and to react to the
one present interviewee. This indicates a falure on my gde and not on the
interviewee's sde. 1 dso mention thet 'there were no other sudents to move the
discusson on.' As interviewer it would have been my job to move the discussion on. |
aso hint here a the importance of conducting focus group interviews with my learners
indead of individud interviews. 1 chose to conduct focus group interviews, because |
wanted to get a variety of learner descriptions developed by the learners as a group.
Also, as 1 was teaching a the same time, focus group interviews proved to be easer to
organise and had the added bonus that the learners could interact mainly with each
other and not so much with me. | comment on the interview conducted the following

wesk as follows:

14.6.00

]
At lunchtime, | did the interview with Group 2 (+ Abilene joining Group 2). Some interesting

ideas regarding the establishment of a vocabulary book - especially as the idea was brought

forward by the students, not by me!
The interview was quite difficult to conduct due to the ‘freaky club' (whatever this isl) being
next door and being extremely loud - diverting the interview students for part of the interviews.

In this entry, | address how some interviewees are able to relate their theories about the
BFC a that point directly to the BFC classroom when suggesting the establishment of a
vocabulary book. | aso mention the difficulty with conducting this interview as a noisy
lunchtime club was taking place next door which points again at the practicd problems
one might be confronted with when interviewing in schools. 1 further reflect about my
interviews in generd in the following diary excerpt:
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15.6.00
[-]

Regarding the interviews 1 seriously wonder how long interviews with 11-12 year olds can be
and how long interviews can be conducted successfully! Perhaps, | ought to think about
rejuggling the groups and have small group/pair interviews.

Another question regarding the interviews: How much 'insider' info can | get from the students?
How critical can they be about their own learning?

| address a number of practica issues in this diary entry:

* | quedtion the appropriate length of individud interviews with 11-12 year olds.

* | question the period of time during which interviews can be conducted successfully
with 11-12 year old interviewees.

e | address how | could have re-organised my focus group interviews and how | could
have varied the size of the interview groups.

These questions depend ultimately on the individud context for each interview. Due to
the practicad congraints of my interviews, | did not change the format.

Most importantly, | address in this diary entry 'how much "insder” info | can get from
the students." This question raises some fundamenta issues about my research. | have
decribed mysdf as teacher-researcher previoudy (see Chapter 1). Beng a teacher-
researcher requires an on-going reflective process, which | have illustrated through
keegping my diary in section 4. This aso gpplies to the development of my focus group
interviews as described in sections 5.2. ad 5.3 so fa. In generd, this reflective
process requires awareness of my need for being sdf-criticd and is rdated to ven
Lier's (1994: 7) arguments for critica research (as discussed in Chepter 1, section 5):
Critical research as a teacher-researcher demands on-going self-criticality, which
includes being aware of and questioning my bdliefs and rdated research practices (as
outiined in section 5.2).

88



Whilgt | describe mysdf as teacher-researcher, my interviewees could be described as
'learner-researchers: They are part of the data and part of the research. Looking a my
data now, | managed to get a large amount of data from my interviewees. These daa
condtitute the learner 9de of my teacher-researcher data. Just as my teacher-researcher
diary they need to be consdered in context and in relation to my BFC classroom
teaching and research.

Findly, | present my lagt diary entry about the lagt focus group interview. During this
interview, | amed to summarise both the learning in my BFC classsoom and get some
feedback from the interviewees about the interview process itsdf. | comment as
follows.

29.6.00

[..] At lunchtime, | did the last interview with Robert, Camille and Jean Marie. Apart from
being very obvious how the students are winding down it was interesting to hear that none of the
smdents seem to be concerned about learning in French. They just seem to accept this as part of
their lessons. Perhaps, both as teachers and parents we are too concerned about them learning in
French - as long as the content is introduced in a way that enables the smdents to access the
content in the foreign language they do not seem to be bothered too much about the language
they learn in.

It becomes clear in my diary entry how surprised | was a the time to hear from my
interviewees that none of them seemed to be overly concerned about learning through
French. This learner comment enadbled me to question agan my own bdiefs about
interaction in the BFC.

Regarding the interviewing process itdf, the learners suggested more ‘fun activities.' |
faled to a catan extent to offer sufficdent ftin activities. In general, mog interviews
were successtully conducted. Some interviews did not go well. This was mainly due to
me juggling my teacher-researcher roles not aways successfully.



| have discussed in this section through my diary entries the interviewing process as
teacher-researcher with my learners. 1 have described how | have used focus group
interviews to come to a clearer underdanding of interaction in my BFC classroom
through some of my learners perceptions, which | present in Chapter 3 and particularly
in Parts 3 and 4. As has become clear, due to my roles as teacher-researcher, there are
some limitations to my data collection methods. At the same time, these limitations
imply the strengths of my methodology which 1 discuss in the following section.

5.5 Conclusions

As teacher-researcher, | had unique access to my learners as | was teaching them from
Monday till Wedneday for a least eght BFC lessons. At the same time, | was my
learners form tutor throughout their first year a secondary school. Getting to know my
learners s0 well as their teacher has dlowed me to relate interviewee statements to my
teaching as well as to my research and theory building. Being present throughout the
school year as teacher-researcher means on a more generd leve tha | was an indder:
As a teacher | had a good understanding both of my learners background and of the
generd school context. This pogtioning as an ingder who was part of the teaching and
learning community for two years adso has enabled me to conduct a longitudind case
sudy. | am able to describe and andyse a developmenta process over one school year
which alows for the development and adjusment of my research questions and for the
examination of my own and the learners changing perceptions of interaction in my
BFC classsoom. As a result, | focus in my anadyss on perceptions of interaction in my
BFC classroom, which | present in Chapter 3 and particularly in Parts 3-4.

At the same time, it is important to remember that 'the classsoom does not exist in a
vacuum.' (van Lier, 1994: 9) as 1 have pointed out in Chapter 1, section 4.2. My BFC
classoom was part of the larger school environment a the Collége du Parc where 1



worked for two years as a teacher-researcher. This environment and the resulting
learning conditions have an impact on teacher-learner interaction in my BFC classroom.
Therefore, in order to supplement my ‘thick description’ (Rubin and Rubin, 1995: 8) of
BFC classoom interaction with some data illustrating the general context for the
cregtion and implementation of the BFC, 1 interviewed the former headteacher of the
College du Parc (see Figure 1 and Appendix C). | discuss this individud interview in
the following section and relate the school context as outlined by the headteacher to
interaction in my BFC classroom in Chapter 3 in Parts 1 and 2.

6 The Interview with the Headteacher

| have conducted one individud interview with the headteacher responsible for the
creation and implementation of the BFC. According to Watts and Ebbutt (1987: 25) an
interview is 'a conversation initiated by an interviewer for the soecific purpose of
obtaining research relevant information and focusad by him/her on content pecified by
research objectives.' | had this one to one conversation for obtaining research relevant
information from my former headteacher on 25" May 2001, nearly one year dter 1 hed
left the College du Parc. At the time of the interview, he had dso It the school and
was working as an independent adviser. | use this interview as a means to establish the
generd framework of the BFC and in order to raise key issues tha have emerged from
my data (which | discuss in Chapter 3, Part 1, section 6).

At the time of the interview, | was a the beginning of my data andyss. | intended this
interview as a means to add context to my previoudy collected research data. 1
congdered the former headteacher as the appropriate person to interview, because he
hed been responsible for the creation and implementation of the BFC.
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At the time of the interview, the former headteacher had dso Ieft the Collége du Parc
four months ago, i.e. his role weas different from when he was the headteacher. Also,
the headteacher - just like me - had 'emotions and interests and biases (Rubin and
Rubin, 1995: 14) which will have afected how 1 conducted the interview with him,

| agreed with the former headteacher to meet up for lunch as 1 wanted to have an
informa  setting which would put the interviewee a ease. | aso agreed tha the
interview was going to be a two-way-exchange; | had a series of questions to ask the
headteacher (see Appendix C), but | dso offered to give an overview of my preiminary
ressarch findings dafter having questioned him. | taped the interview with the
headteacher and transcribed it for andyss.

The interview with the former heedteacher has not only adlowed me to establish a
generd framework for my diary and focus group interview data, but it has dso enabled
me to address issues that have emerged from al of my data from various perspectives.
In this regard, this interview has added another layer of data that dlow examining my
data more critically through establishing links and relations between my data.

In the following section, | describe how | have andysed my data

7 Methods for Data Analysis

As | have pointed out a the beginning of this chapter, my research is a longitudina
qudlitative case study of my BFC classroom. | have collected my research deta between
September 1998 and July 2000. In Chapters 3-4, 1 focus on the analyss of the data
collected in my teacher-researcher diary and in my focus group interviews between
September 1999 and July 2000.



My research focus, examining teacher and learner descriptions of classroom interaction
in order to andyse the support and chalenges framework deveoped in my BFC
classyroom as a means to promote foreign language learning, has emerged gradudly
over the research period. This is the result of combining and developing my own and
the learners thinking about my BFC classsoom. Due to my postioning as teacher-
researcher in my classsoom, | have used severd tools as 'estrangement devices (van
Lier, 1988: 37). | have described these tools in the previous sections. The andyss of
my data needs to be conddered in this context. The analyss process has been an on-
going, continuous process that | have illustrated in the previous sections when using my
diary excerpts for describing the development of my methodologica tools.

During the data collection itsdf, | have adopted ajazz metgphor (discussed in section 3)
in order to detach mysdf from my BFC classoom by consdering the familiar (my
classroom) in terms of the unfamiliar (the jazz club). This has led me to reconsder
some of my theories about interaction in the BFC, which | discuss in Chapters 3-4.
Although the adoption of the jazz metaphor has contributed consderably to the further
development of my understanding, the use of metaphor dso condtitutes a danger of
over-interpretation. In order to avoid this, | have focused for the systematic data
andyss on the content of my teacher-researcher diary and my interviews.

Due to my pogtioning as a teacher-researcher within a theory of practice modd, | have
goproached my data through ‘context-based analyss (ven Lier, 1988 2). This
pogtioning implies 'my own way of seeing a Situation' (Bolton, 2001: 107). Therefore,
the andyss of my data is very much determined by my previoudy described teacher-
rescarcher roles (see Chapter 1). This does not mean that my data andyss is not
'valid." The oppogte is the case: Because of my pogtioning as teacher-researcher, |
recognise the richness of my data and the complexities of andysing teacher and learner



descriptions of BFC classsoom interaction. As importantly, this pogtioning requires
both criticdity (discussed in Chapter 1, section 5) and in particular sdf-criticdity as a
teacher-researcher, as 1 have illugtrated in particular in section 5.4. At the same time,
my pogtioning as teacher-researcher prevents me from usng Discourse or
Conversation Andyds to andyse my data, especidly my interview data Such
andyticd methods would focus on interaction in the interviews or discourses in my
diary, indead of focusng on descriptions of interaction in my BFC classroom.

In practicd terms, my systemétic data analyss can be summarised as follows.
* | have dated my data andyss by identifying recurring themes in my teacher-
researcher diary.

| have then re-read my interview transcripts with the am to identify key issues in

the interviews. These key issues may have been different from themes identified in

my teacher-researcher diary.

* | have looked a issues which seemed interesting, but dso possbly contradictory.

* | have garted to combine key issues from both my diary and my interviews.

* | have examined how contradictory themes might contribute to the emerging
andyss framework.

* | have reconddered some of my early conclusons and have partly refocused my
data andysis as a result.

* | have rdaed the sdection of data to each other in order to condtitute my anaysis
framework in a manner that dlows me to convey the complexities of descriptions of
classroom interaction in an organised maime.

» At the same time, | have amed to present my data in a meaningful and pragmatic

manner.



8 Summary

In this chapter, | have described how | have put my theory of practice into practice by

employing a case sudy approach that has dlowed me to examine my own and my

learners perceptions of BFC cdassroom interaction between September 1998 and July

2000. | have used and developed the following research tools:

* | have kept my teacher-rescarcher diary as a longitudind record of my practice
between September 1998 and July 2000.

» | have conducted Focus Group interviews with two groups of my learners between
November 1999 and July 2000.

* Reverang Schon's (1991) argument | have viewed my teaching through the
unfamiliar, thejazz metgphor, as a means to develop my theory of practice further.

In order to supplement my data 1 have conducted an individud interview with my
former headteacher responsible for the creation and implementation of the BFC in May
2001. This interview has dlowed me to contextudise my classroom data.

All of these research tools have dlowed me to establish and develop my theory of
practice as a teacher-researcher focusng on the dtidy of my classroom. At the same
time, it is important to mention that my data are limited. | did not interview any of the
other teachers involved in the creation and implementation of the BFC since this proved
to be impractical a the time However, snce my am is to explore my theory of
practice in my classroom focusang on my practice is legitimate as it enables me to gan
a degper underdanding of my practice by applying my research tools in a meaningful
and pragmatic manner.



9 Conclusions. Revigiting Risk - Putting my Theory of Practice into
Practice

At the end of the previous chapter, | have sarted to describe the risks that | have taken
as a teacher, as a researcher and as a teacher-researcher. In relaion to these risks 1
have outiined my theory of practice as pragmatic, meaningful and focused. In this
chapter, | have examined how | have put my theory of practice into research practice
by adopting a case dudy approach with diary writing and (focus group) interviews as
my main research tools. Van Lier (1994: 9) argues that 'teachers need to research how
interaction works between teacher and sudent and student and student' and further
supports this argument writing that ‘unless teachers understand the world of discourse
within which they interact as teachers, transformation will be impossible.’ | consder
his arguments within his general dam that the classsroom 'does not exist in a vacuum.
It is located in an indtitution, a society and a culture.' (van Lier, 1994: 9)

In order to put van Lier's theory of practice into practice | have chosen to adopt the
case sudy gpproach described in this chapter as a means to make my theory of practice
pragmatic, meaningful and focused. Van Lier fals to mention in his theory of practice
one dement that seems to become crucid in my research: If teachers nead to research
teacher-sudent interaction in their classroom, this implies that teachers need to research
themselves and their own practices in relation to the learners. Researching interaction in
my BFC classroom therefore involves a criticd questioning of my beliefs as a teacher-
researcher. | have discussed criticality in Chapter 1 in relation to my pogtioning as
teacher-researcher in my research. In this chapter, | have presented and discussed the
research tools that | have gpplied and developed as means to achieve this criticdity
towards mysdf and my classroom practices. | have chosen to focus on these research
tools and not to use some other tools that 1 tentatively used. My other research tools



were questionnaires, learner portfolios and learner diaries which | chose not to exploit

for my data analyss for a number of reasons:

In the firsg year of the BFC | did a series of questionnaires looking at learner
atitudes towards the newly established BFC. 1 chose not to use these data as they
only refer to learner attitudes and do not shed ay light on BFC classsoom
interaction. Also, 1 developed these questionnaires a the very beginning as a novice
teacher-researcher when | was not so sure what my research focus was and these
data only reflect learner attitudes in the firg year of the BFC and might therefore be
very different from learner responses in the sscond year of the BFC which | have
chosen to focus on.

In my second year as a teacher-researcher in the BFC | tried to implement learner
portfolios with some volunteers from my class. None of the learners who agreed to
keep these portfolios managed to develop these. This might have been due to
various reasons such as lack of support from me, lack of focus in the portfolios and
lack of time to fill these portfolios. 1 therefore chose not to use the very limited data
produced by some learners.

Some interviewees darted keeping their own diaries aout their perceptions of
school, and particularly ther learning in the BFC. These diaries are extremely
interesting, but they are dso highly personal documents and were only kept by two
of the more able learners. Although they gave me their permission to use these data,
| chose not to use them dnce they were 0 persond and were not kept throughout
the whole school year and only reflect the more able learners perceptions.

In generd, | chose not to use the three other data chunks described here, because they
would not necessarily have contributed to establish criticality. In other words, these

tools could have covered more than uncovered.
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| chose to use some tools and not to use some other tools: | took the risk of having less
data and more supeficdly contradictory data. At the same time, taking this risk
dlowed me to develop my theory of practice as a teacher-researcher. When outiining
his theory of practice van Lier (1994) focuses on three key components. interaction,
transformation and context.

He remains vague in his description of interaction and does not specify what kind of
interaction he is referring to. In order to overcome this problem | focus in the following
section on the examination of teacher-learner classroom interaction that promotes using
a foreign language through the teaching and learning of content in a foreign language.

| have addressed before (in Chapter 1, section 4.1) van Lier's use of the term
‘transformation’. He does not explain this term any further which makes it extremdy
difficult to understand a what level (philosophical, psychological, socia, professondl,
persond) he Stuates transformation. He could be referring to a didectica process of
transformation or mean change or reconsderation of practice through critical reflection.
| interpret transformation as reconsderation of practicel In order to reconsider (or
improve) practice critical reflection as a teacher-researcher is a vaid starting point as |
have illugstrated in Chapter 1. This persond critical reflection is supported by the use
and andlyss of my other data semming from focus group interviews and the individua
interview with the former headteacher and dlows for critica reconsideration of practice
in relation to theory as | will illustrate in the following chapter.

Reconsdering one's practice as a teacher-researcher dso requires a school context that
potentidly promotes and facilitates change. Van Lier (1994) indirectiy refers to this
context when describing the classoom as ‘located in an inditution, a society and a
culture. (van Lier, 1994 9) His description of context is dso very generd. In order to
aoply his argument to my development of theory of practice 1 limit the notion of context



to the creation and implementation of the BFC a a school and departmental leve
through the interview with the former headteacher.

In generd terms, | recongder the three key features of my theory of practice as

meaningful, pragmatic and focused as follows

» Theory of practice needs to be meaningful for the teacher-researcher as a means to
describe, examine, criticise and improve his/her practice.

» Theory of practice needs to be pragmétic in relation to what the individua teacher-
researcher is researching. Choosing a case sudy approach and limiting my research
tools to diary writing and (focus group) interviews is one possible way to achieve
this.

» Theory of practice needs to be focused and rdevant for the individud teacher-
researcher in relation to the topic of research. Therefore, depth of understanding is
at this point more desirable than generdisahility.

All of the choices presented in this section contain dements of risk-taking as a teacher-
researcher. At the same time, taking these risks is crucid as it dlows me to develop my
theory of practice as meaningful, pragmatic and focusad in order to develop the support
and chdlenges framework for CLIL classroom interaction based on my own and my
interviewees descriptions of BFC classoom interaction. | explore my own, the
headteacher's and the interviewees descriptions of BFC classoom interaction in
relation to the relevant literature in Chapters 3-4.



Chapter 3. Developing my Theory of Practice of CLIL

Classroom | nteraction

I ntroduction

In the previous chapters, 1 have outiined the development of my theory of practice
as meaningful, focused and pragmatic. | have illugtrated through the use of my diary
entries how | have come to this understanding of theory of practice by researching
interaction in my BFC classroom. This implies that my theory of practice has grown
out of my practicels as a teacher-researcher and contributes to the further discusson
of van Lier's theory of practice. | have argued before that ven Lier's theory of
practice could be understood as theory without practice: His theory of practice does
not seem to be based on research into the teaching and learning of modern foreign
languages, but it seems to rely upon the combination of ethnographic and SLA
research. In comparison, Bourdieu's (1977) theory of practice draws from his
anthropologicad fiddwork conducted in Kabylia (Algeria): it is the result of
scientific practice, not of 'pure’ theorising.

My understanding of theory of practice is the outcome of researching classroom
interaction in my BFC classoom as a teacher-researcher. As 1 have illustrated in
Chapter 1, developing my theory of practice demands the congant movement
between theory and (my cdlassoom) practice. This process is dso pat of the
discusson in this chapter: | present my research findings that illustrate my
understanding of CLIL classroom interaction by relating my practice/s to CLIL
teaching and learning theories. As van Lier (1994: 9) points out ‘the classroom does
not exist in a vacuum. It is located in an indtitution, a society, and a culture. What
happens in the classoom is in part determined by forces from the outside.’
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Figure 2. Developing my theory of practice of CLIL classroom interaction

In Chapter 2, 1 have presented my tools for researching perceptions of interaction in
my BFC classroom with Figure 1. Figure 2 represents how my research tools have

dlowed me to develop my understanding of interaction in my BFC classroom. As |
have dready pointed out in Chapter 1, my research has infformed me about my
teaching and vice versa. For this reason, the arrow in the diary box points in two
directions. This adso gpplies to a certain extent to the learners who attended the
focus group interviews, as | have suggested in Chapter 2. The outer circle
represents the whole school context that the BFC and my BFC classsoom in
partticular are located within. Of course, this outer circle representing the College du
Parc context is in turn part of a larger context itsdf. However, my data are limited
to my school context. | present the College du Parc context in relation to the larger
context in Part 1. The inner circle represents my BFC classsoom which 1 focus on in

101



my data andyss My cdassoom conssts generdly of one teacher and my 11-12

year old learners. The teacher and the learners interact in my BFC classroom about

content taught in a foreign language. In order to facilitate interaction about content

in a foreign language, the learners need support which is provided by the teacher
and the learning environment and exploited by the learners. At the same time,
support for content learning needs to be congdered in relation to the challenges that

the learners are confronted with when learning content in a foregn language. |

examine these key features of my BFC classroom in the following sections.

In order to develop my theory of practice of CLIL classsoom interaction the
following chapter is divided into 9x distinct parts:.

In Part 1, I describe the current Stuation for the teaching and learning of modern
foreign languages in English secondary schools. | relate this Stuation to existing
research into both naturd and learned bilingualism by examining its benefits and
by presenting briefly existing CLIL frameworks in Europe. | then relate CLIL to
the issue of Language across the Curriculum and cross-curricular teaching and
learning approaches. Finaly, | condder the creation and implementation of the
BFC in relation to the previoudy outiined background.

In Part 2, | dart to narow down the focus of my andyss by examining key
features of CLIL classrooms in relation to key features of my BFC classsroom as
proposed by mysdf and my learners.

In Part 3, | examine classsoom interaction models by focusng on Vygotskian
theories and by relating these to teacher and learner roles as described by mysdlf
and my interviewees.

In Part 4, | look a two particular features of classoom interaction crucid for
learning in the BFC, support and chalenges, by examining firs the notion of
sceffolding as appropriate, temporary and adjustable and by arguing that CLIL
classsooms potentidly offer a dud scaffolding through combining the teaching
and learning of content and a foreign language. Through my data, | further
consder scaffolding and replace it with the broader notion of support. 1 identify
support as supporting something €lse which leads me to condgder support in
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relation to learner chalenges. 1 examine these chdlenges by presenting data
where mysdf and the learners refer to 'pushing’ which | relate back to support
by discussng my planning for learning in the BFC, support in the learning
environment and support for CLIL through CLIL. Support for CLIL through
CLIL leads me back to my argument that support in the BFC is dua: Content
learning supports foreign language learning and foreign language learning
supports content learning. In order to examine this issue further, | then relate
support to chalenges and describe generd  support, linguistic support  for
content, content support for foreign language learning and the combination of
the two. | conclude Pat 4 by illustrating how my support and chalenges
framework developed so0 far promotes interaction in the foreign language in my
BFC classsoom through the learners 'noticing’ which in turn may lead to
learner ‘performance’ in the foregn language.

e InPath | present abrief summary of my research findings and relate these to
the notion of risk which | discuss further in Part 6 in reation to the CLIL
classroom interaction framework built up throughout this chapter.

Part 1. Modern Foreign Languages Teaching and Learning
in English Secondary Schools

1 Introduction

In the previous chapter, | have described how | have developed van Lier's theory of
practice in practice by goplying a case sudy gpproach. In this section, | focus on
one further aspect of my tiieory of practice mentioned in the previous chapter:
context. | describe the context of my research in two main sections: First, | describe
the current situation for the teaching of modern foreign languages in English
secondary schools. Within this section, | focus on the existing CLIL modds in a
range of schools. Related to CLIL classrooms, 1 describe the origins of CLIL and
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frameworks for the teaching of CLIL in other European countries. 1 then relate
these frameworks back to the existing grassroots approach to CLIL in England and
describe CLIL approaches in more detail through the existing related literature.

In the second section, | focus specificaly on the creation and implementation of the
BFC by andysng the interview conducted with the former headteacher in May
2001. Findly, | relate the creation and implementation of the BFC to the context
described in sections 2-5.

2 Modern Foreign Languages Teaching and Learning in English
Secondary schools

Britain is not monolingua. English may be a lingua franca for many parts of the
population, but it is not the mother tongue for a consderable percentage of its
citizens. According to Baker and Everdey (2000: 5) only 67.86% of London school
children have English as ther firg language a home. 39 languages other than
English are spoken as a firgt language by the remaining 32.14%. These languages
range from Bengdi, Panjabi and Gujarai as highly represented home languages via
European languages such as Portuguese, French, Spanish and German to more
rarely spoken languages such as Pashto, Amharic and Sinhda. The gtudion is
dightly different in smaller English cities and towns. However, the use of dl these
languages illugtrates the linguigtic diversty of England. At the same time, this
linguistic diversity is not reflected in the satus given to the teaching and learning of
modern foreign languages a secondary school.

Currentiy, the Nationa Curriculum (DfES, 1999) makes the learning of & least one
foreign language between the age of 11 to 16 compulsory. However, a large number
of learners do not continue their language studies post-16.
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Coyle (2002: in press) describes the current Stuation regarding the teaching and
learning of foreign languages in England:

In short, there is a national crisis in modern language teaching and learning: 9/10 students
stop foreign language learning at the age of 16, having started at 11; 'A' level candidates
(18-year olds taking the national subject examination at pre-university level) are decreasing
by 9% per year; in 1998, only 6% of dl 'A' leves were in one MFL, 2.5% in two.
Moreover, the MFL National Curriculum (for 11-16 year olds) introduced in 1990, faled to
change attitudes and practice. Language learners are generally demotivated and disaffected.
‘Linguistic' currency is devalued. This has resulted in teacher dissatisfaction, likened to
‘gardening in a gale' (Hawkins, 1999) - especialy given the introduction of performance-
related pay and the burden of accountability in the form of examination results and National
Curriculum standards. In general, classroom practice is typified by the familiar ‘dead
bodies, talking heads syndrome (Legutke and Thomas, 1996). In short, the communicative
legacy and related classroom discourse has succeeded in fostering communicative
'incompetence’ (Donato, 1996), where smdents are told what to say based on textbook tests
and examination syllabii. Little wonder then that smdents vote with their fest and the
National Inspection OFSTED agency (the Office for Standards in Education) recently
reported on low standards in MFL: Progression from KS3 to 4 [from the third year of
learning to the fourth] is lower than in all other subjects ... Pupils in KS4 [after four years]
are unable to express themselves in the target language in a wider range of contexts than in
KS3 [after 3 years]. (Ofsted, 1996)

(Coyle, 2002: in press)

The current crigis in foreign language teaching and learning is dso reflected in the
findings of the Nuffidd Languages Inquiry, conducted in 1998-1999 (Nuffidd
Foundation, 2000). Coyle (2002: in press) sums up these findings:

English is not enough.
People are looking for leadership to improve the nation's capability in languages.
Young people from the UK are disadvantaged in the recruitment market.
The UK needs competence in many languages - not just French.
The government has no coherent approach to languages.
In spite of parental demand, there is gill no UK-wide agenda for children to dtart
languages early (in the UK, students begin their foreign language smdy a 11).
Secondary school pupils lack motivation or direction.
Nine out of ten children stop learning languages at 16.
University language departments are closing, leaving the sector in deep crisis.
Adults are keen to learn languages but badly served by an impoverished system.
The UK desperately needs more language teachers.

Coyle, 2002: in press)

~ & @ e o o

The recentiy published Green Paper (DfES, 2002) atempts to address the current
crigs in foreign language teaching in secondary schools. It outlines the current

Stuation as follows;
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For too long in this country there has been an assumption that because English is spoken in
many parts of the world, there is no need for English speakers to learn other languages. It
has led to a cycle of national underperformance. [..] We need to arrest this decline, and
recognise the contribution of languages - not just European languages, but all our
community languages as well - to the culmral and linguistic richness of our society, to
personal fulfilment, commercial success, international trade and mutual understanding.
(DfES, 2002: 1)

The ambitions for the teaching and learning of foreign languages in England are
described as a 'revolution in language teaching' (DfES, 2002: 3) ad include
suggestions such as the extenson and revitalisation of the language assigtant
programme, the further devdopment of Specidist Languege Colleges and the
‘entittement to learn a language a primary levd by 2012 (DfES, 2002: 4)
However, in spite of addressng some of the problems raised by the findings of the
Nuffidd Languages Inquiry (Nuffidd Foundation, 2000), it does not establish a
coherent framework for the teaching and learning of foreign languages a secondary
school and could even meke the current Stuation worse by reducing statutory
language learning a secondary school:

Our proposals for Key Stage 4 [..] recognise the redlity of large-scale disapplication of
young people (around 36,000 pupils last year) from modern foreign languages by schools
and colleges. All young people will continue to be entitled to learn a modern foreign
language, but those who find it very difficult to do so (and who often disrupt the learning of
others) will not be forced to take up the entitlement. And by reducing the compulsory
element of the curriculum at Key Stage 4 from 80% to 50% of teaching time we will also
make it easier for those who wish to smdy more than one language to do so.

(DfES, 2002: 6)

The Nuffidd Languages team (Nuffidd Foundation, 2002) comment on this
proposal:

The Nuffidd Languages team believes that the Government's proposal to reduce stamtory
language learning to three years is a retrograde step, incompatible with a vision of a world-
class leading education system.

The Government has sent out the message loud and clear to young people - and to those
who run their schools and teach in them - that language learning is a frill, an optional extra
to education.

(Nuffidd Foundation, 2002)
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The Nuffidd Languages team sums up the possble consequences of the
implementation of the Green Paper:

If the proposals in the Green Paper are accepted, many of the next generation will learn a
language for three years only. We will be signing the death warrant for university language
departments and the fumre supply of language teachers, both already in crisis. This
manifestly does not tally with a strategic consideration of the UK's needs for languages. It is
wholly a odds with the government's declared aspirations for languages.

(Nuffield Foundation, 2002)

The Nuffield Languages team's response to the Green Paper can be rdated back to
the findings of the Nuffidd Languages Inquiry conducted in 1998-99. In its find
report, the Nuffidd Languages team (Nuffidd Foundation, 2000: 46) summarise the
gtuation regarding foreign language teaching and learning in English secondary
schools:

Learning a language ~ while it can be fun - is also hard work, for which learners need
support and encouragement from outside as well as insde the classroom. Neither
government nor employers issue information aimed a young people to highlight the
relevance of competence in languages, and school managers themselves sometimes have
little awareness of the importance of languages, leaving language teachers struggling against
a tide of indifference.

(Nuffield Foundation, 2000: 46)

In ther findings, the Nuffidd Languages team highlight a series of darming
findings.

Boys achieve far less well than girls: The gender gap - a matter of concern across the
curriculum - is greater in languages than in most other subjects. This is a long-standing
problem with long-term effects: for example, very few men enter training to teach
languages. The lack of male teachers reinforces the message that language is a girls' subject,
that men are no good at languages, do not like them and do not want to teach them. Despite
research which sheds light on teaching approaches that suit boys' needs, these are not yet
reflected in the content of examinations at age 16.

(Nuffield Foundation, 2000: 46)

At the same time, they point a possble ways forward in foreign language teaching
in England. They comment on CLIL gpproaches to foregn language learning and
teaching:
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Measures to improve pupils enjoyment and interest in language learning could be taken but
overwhelmingly are not. Bilingual teaching - where subjects such as History or Geography
are taught in the foreign language - remains a rarity, and no accreditation is available for
such courses. [..] In too few schools is there a firm internationalist ethos in which al
subject areas are encouraged to look outwards to the wider world.

(Nuffield Foundation, 2000: 46)

The reasons for schools, foreign language departments and teachers overwhemingly
not taking 'measures to improve pupils enjoyment and interest in language learning'
(Nuffidd Foundation, 2000: 46) are manifold. They range from teachers workloads -
and working conditions to lack of teachers, lack of resources, time and exam
pressures to both teachers and schools 'playing safe€ and interpreting the Nationd
Curriculum in a redtrictive maimer. Therefore, it is no wonder that it seems that
Hawkins (1981, 1999) overusad 'gardening in a gale’-metaphor for describing the
working conditions of foreign language teachers Hill gpplies which dso becomes
obvious when the Nuffidd report describes the current Stuation of foreign language
teachers as 'struggling againg a tide of indifference.’ (Nuffidd Foundation, 2000:
46)

At the same time, the current criss can be viewed as a 'catalyst for change.'
(Coyle, 2002: in press) In the following section, 1 focus on one possible ‘catalyst for
change', CLIL approaches in English secondary schools.

3 CLIL Benefits

The terminology used for describing CLIL approaches varies. CLIL dands for
Content and Language I ntegrated Learning: the learning of a non-linguistic subject
through a foreign language. Other terms used to describe CLIL approaches are
teaching content through a foreign language, content-based (foreign language)
learning and immersion. The varied use of terminology reflects the different
educational, geographicd and political contexts for the implementation of CLIL
gpproaches.
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CLIL approaches dl share one common feature: Non-linguistic content is taught
through a foreign language, Mohan (1986: iv) argues for tiiis combined teaching and
learning of content and a (foreign) language:

It is absurd to ignore the role of content in the language class, just as it is absurd to ignore
the role of languages as a medium of learning in the content class. Every language teacher
has to organize content material to support language learning, and all language teachers have
an interest in doing this more systematically.

(Mohan, 1986: iv)

He further supports his argument by pointing out:

A language is a system which relates what is being talked about (content) and the means
used to tak about it (expression). Linguistic content is inseparable from linguistic
expression. In subject matter learning we overlook the role of language as a medium of
learning. In language learning we overlook the fact that content is being communicated.
(Mohan, 1986: 1)

Mohan's arguments are reflected in a variety of CLIL approaches. | briefly describe
these gpproaches by reviewing ther origins through examining the variety of terms
gpplied for describing the use of one or more than one language.

The terminology for describing the use of one or more than one language reflects
the complex nature of the use of language/s itself Multilingualism suggests the use
of more than two languages, as does plurilingualism. A difference between multi-
and plurilingualism seems to be that multilingualism is gpplied specificdly to the use
of home languages and the language used by the mgority of the population whereas
plurilingualisn ssems to refer to the use of a vaiety of foreign languages for
purposes of communication.

Bilingualism is often divided into natural bilingualism and learned bilingualism.
Naturd bilingudism refers to speakers of two languages who have become hilingua
due to bhiogrgphical and/or socid circumstances such as one parent with one
language and another parent with another language or parents with one language
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living in a country with another language. Within naturd bilingualism, there are
vaious levels of hilingudism tha have been discussed in some detal in the
literature. (For an overview of bilinguaism and multilingualism literature, see
Kroschewski et al, 1997.) Leaned hilinguadism refers generdly to speskers who
have become bilingua as a result of schooling. Depending on the bilingual speakers,
their bilingualism could be a mixture of both learned and naturd bilinguaism.
Monolingualism refers to the use of one language only.

| do not wish to repeat terminological arguments here as this is not the focus of my
research. However, the variety of terminology for describing the use of more than
one language mirrors the complexity of the use and learning of second and foreign
languages. The complexity of terms aso reflects ideological and political arguments
that are part of the discusson of the various 'lingualisms,’ in spite of Bidystok's
suggestion of the agpalitical nature of the ongoing linguaisms-debate:

Politically, it seems less necessary to 'prove’ the acceptability of bilingualism for children.
We are free, that is, to discover that being bilingual may in fact bring no special cognitive or
linguistic benefit to children, and that finding will not threaten the existence of children in
our educational system who happen to be bilingual.

(Bialystok, 1991: 6-7)

Bidystok's argument may goply to perceptions of naturally bilingual children.
However, as the on-going debate (ALL, 2002; Henry and Shaw, 2002; Nuffidd
Foundation, 2002) related to the teaching and learning of foreign languages in
England indicates, the issue of ‘acceptability’ of learned bilingualism is fa from
reolved. At the same time, research has shown tiiat the ‘iliness cdled
monolingudism is curable (adapted from Skutnabb-Kangas, 1999).

Programmes amed a achieving learned bilingudism have atempted to reproduce
the benefits of natural bilingudism, which are summarised by Diaz and Klingler

(1991: 183-184):

e Bilingual children show advanced metalinguistic abilities, especially manifested in their
control of language processing.
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»  Cognitive and metalinguistic advantages appear in bilingual simations that involve systematic
uses of the two languages, such as simultaneous acquisition or bilingual education.

e Bilingua children show advantages in the use of language for verbal mediation, as
evidenced by their higher frequency of private-speech utterances and their larger number of
private-speech functions.

(adapted from Diaz and Klingler, 1991: 183-184)

Diaz ad Klingler's findings are amilar to the ones proposed by Hamers and Blanc
(2000) and by Johnson (1991). Canada was among the first countries to establish
itnmersion programmes in order to turn monolingua learners into bilingud learners.
These immerdon programmes were intended as a means to reproduce the
advantages of natural bilingualism. The bendfits of immersion programmes may not
be as pronounced as those of naturdly acquired bilinguaism. However, the findings
from research on Canadian immerson programmes clearly identify bilingudism
through immersion as beneficia.

Cummins and Swain (1986: 50) describe the outcomes of immersgon programmes in
Canada

In other words, the below average smdents understood as much spoken French as did the
above average smdents, and they were rated as highly as the above average smdents on al
measures of oral production; grammar, pronunciation, vocabulary and fluency of
communication. Thus, it seems that the below average smdents were able to benefit from
French immersion as much as the average and above average smdents in terms of acquiring
interpersonal communication skills in the second language. Furthermore, from the English
language and academic achievement testing that was carried out with the same samples of
smdents, there was no evidence that the below average smdents in French immersion were
farther behind in English skills development or academic achievement than were the below
average smdents in the regular English programme.

(Cummins and Swain, 1986: 50)

Cummins and Swan (1986) point out two key issues as a result of immerson
programmes.

« All learners benefit from bilingud learning (and not just an academic élite).

e The devdopment of mother tongue <kills is not dafected by hbilingud

programmes.
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Just as importantly, Cummins and Swain (1986: 55) look a the psychologicd and
socid impact of immerson programmes.

The psychological and socia impact of immersion programmes has in no way negatively
affected the immersion students views of themselves or of their own ethnolinguistic group,
while a the same time it has closed somewhat the socid gap between perceptions of
themselves and French-Canadians. Immersion students and their parents express satisfaction
with their programme.

(Cummins and Swain, 1986: 55)

Smilar views are reflected in other research conducted on immerson programmes
by other authors (Barbier, 1989; Cave, 1991, Cummins, 1983; Garcia and Baker,
1995; Genesee, 1978, 1983, 1984, 1987; Stern, 1978; Swain, 1980). The overdl
god of immerson programmes in Canada can be described as being amed a
achieving additive bilingudism, i.e. as complementing the use of the mother tongue
with that of an additiona foreign language. The ams of bilingua programmes in the
USA seem to be more varied. Maakoff and Hakuta (1990: 38) describe the context
of bilingua programmes in the USA referring to August and Garcia (1988):

Where legidation exists, it generally follows the Lau Remedies: that is, transitiona bilingual
programs when there are more than 20 smdents in a district. In the absence of this critical
mass, pullout ESL is provided.

Different types of programs, however, have evolved over the years. August and Garcia
(1988) distinguished six models for bilingual education, which are best seen as prototypes
within which considerable variation and combination can occur:

(1) transitional bilingual education

2 maintenance bilingual education

©)] submersion model

4 English as a second language

(5) U.S. immersion or sheltered English, and

(6) The immersion model

(Maakoff and Hakuta, 1990: 38)

The modds described here range from additiond hilingudism to subtractive
bilingualism. Mdakoff and Hakuta (1990: 39) summarise the differences between
‘Canadian immersion’ programmes and 'US immersion or shdtered English'’:

Canadian immersion. The Canadian immersion programs were first developed to produce
French-English bilinguals among the English-speaking community in and around Montreal.
These programs emphasize the second language in the first few grades, that is, the children
are 'immersed' in French, and English language arts are introduced in second or third



grade. By sixth grade, the day is divided equally between the two languages. This mode has
been extended to three-way immersion, adding a third ethnic group language to French and
English. It is important to note that this model, while successful, was largely implemented
with magjority language, middle-class children who faced no pressure to abandon their native
language.

U.S immersion or sheltered English. U.S. immersion, or sheltered English is a variant of
the Canadian model with a magjor difference: It is designed to develop proficiency in English
only. LEP smdents are grouped together in special classrooms staffed by bilingual teachers.
Instruction is carried out in English, and the native language is used only to enhance
communication. However, no knowledge of English is assumed and the vocabulary and
instructional materials are modified to suit the students' English language ability.

Of these six types of programs, the majority are designed to help smdents make the
transition from one language to another; that is, they take monolinguals and produce
monolinguals. In this sense, they are considered 'subtractive’. Immersion programs and
maintenance bilingual education, on the other hand, are 'additive' in that they develop and
maintain proficiency in two languages.

(Maakoff and Hakuta, 1990: 39)

The variety of gpproaches to bilingudism described by Mdakoff and Hakuta (1990)
reflect the range of responses to 'lingualisms both in the USA and in Canada. They
a0 reflect the range of attitudes towards being bi- or multilingual.

So fa, | have limited my discusson to the current criss in foreign language
teaching and learning in English secondary schools and to the discusson of the
various ways of addressing bilingualism in schools in Canada and the USA. Within
a European context, there are some encouraging CLIL initiatives that could
contribute to develop modern foreign language teaching and learning methodologies
further. In order to contextudise these CLIL initiatives, | briefly review the current
CLIL dtuation in Europe.

4 CLIL Frameworksin Europe

Due to the variety of educationd systems in the European Union member sates and
due to the linguigtic differences between EU countries, national frameworks for
CLIL - if they exig a dl - vary congderably. 1 do not intend to describe dl of
these gpproaches as this is not the focus of my research (for an overview of CLIL



goproaches in Europe, see Fruhauf et al, 1996, Green, 2000; Hawkins, 1988;
Mash, 1999; Morgan, 1999).

Morgan, C. (1998: 30) describes the CLIL gttiation in Europe:

A variety of different initiatives have been undertaken both in this country and in other
European countries to strengthen and enhance the teaching of foreign languages. Many of
the initiatives in England and Wales have been documented in the two edited volumes on
intensive teaching published by CILT (Hawkins and Perren, 1978; Hawkins, 1988). These
tend in the main to be one-off, occasiona activities, ranging from one day to two weeks,
although there are aso a few examples of 'section bilingue' teaching (see aso Hamilton,
1994). Initiatives in France, Germany and Austria usually take the form of either bilingual
sections/streams within schools or schools that are wholly bilingual (see Triangle 13 1994,
Der Fremdsprachliche Unterricht. Vols. 9 and 13, 1993 and 1994; Thiirmann 1995; and
Bierbaumer 1995)

(Morgan, C, 1998; 30)

In the European context, a variety of CLIL agpproaches have been implemented by
different countries. These gpproaches are embedded in these countries educationd
traditions. Therefore, providing a generd overview of various European CLIL
gpproaches proves to be difficult. However, dl of these CLIL approaches share one
common feature: to achieve additive bi- or plurilinguaism (and not to substitute one
language for another).

These approaches reflect the intention of the European Union member dtates to opt
‘for the preservation of linguistic and cultural divergty in Europe’ (Walff, 2002: in
press). As Wdlff goes on to point out, 'dthough in intercultural communication
English is usad as a lingua franca, it has become clear that the use of English as the
only means of interaction has more negative than podtive efects in such highly
diverdfied linguigtic contexts." As Walff (2002: in press) stresses, so far traditional
foreign language teaching approaches have not been successful in credting a truly
multilingua Europe. Wdlff (2002: in press) further describes the current Stuation in
Europe:

Multilingualism has been identified as a political necessity in Europe, but this has not yet led
member states to make the educational efforts necessary to attain this goal. Although
educationalists and language teaching speciaists have understood that our present approach
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to learning and teaching foreign languages - which Baker ironically but appropriately
characterises as 'drip-feed education' - will never lead to multilingualism in Europe, there is
disagreement about the best way to develop adequate linguistic proficiency in several
languages, a competence which is higher than what we attain nowadays in traditiona
language teaching and learning. A number of so-called post-communicative approaches are
under discussion: task-based and process-oriented language teaching and learner autonomy
are among the most frequently discussed models.

One model which is becoming very popular al over Europe is Content and Language
Integrated learning or CLIL. [..] Content and Language Integrated Learning (CLIL) is a
generic term and refers to any educational simation in which an additional language and
therefore not the most widely used language of the environment is used for the teaching and
learning of subjects other than the language itsdlf.

(Walff, 2002: in press)

Wolff dtuates CLIL among other post-communicetive gpproaches for foreign
language teaching and learning as a means to achieve a multilingua Europe. As
pointed out before, CLIL frameworks in EU countries vary widdy due to different
educationad frameworks and traditions ranging from officidly recognised CLIL
sections such as 'sections européennes or 'sections bilingues in France and
‘bilinguale Zweige' in Garmany to grassroots gpproaches as implemented in some
English schools (Coyle, 1999, 2000a, 2000b, 2002).

Referring to the English context for CLIL, Morgan, C. (1998: 32) writes:

Mosgt initiatives that take place rely on private funding or sponsorship (descriptions in the
two CILT volumes bear witness to this) and bilingual teaching, where this exists, is till
only a very small-scale affair (sections bilingues operating in Goff’s school, Mill Hill and
Heathside with a sprinkling of short-term experiments elsewhere).

(Morgan, C, 1998: 32)

Snce 1998, the dttiation regarding CLIL schools has dightiy improved. This is
manly due to the commitment of individud schools or language teachers who are
'the pionears and advocates of CLIL.' (Coyle, 2002: in press) One such schoal is
the College du Parc, the school where | conducted my research as teacher-
researcher. Its gpecific CLIL framework is described in the Nuffidd report
(Nuffidd Foundation, 2000: 46):



Thepractice

11 year olds a [the College du Parc], an 11-16 comprehensve schod [..], andy
geography, ICT, higory and persond and socid education through the medium of French.

It was found thet lower ability children who hed followed the bilingua programme
performed better in English than those who hed not. Boys ssemed to do especidly well.
(Nuffield Foundation, 2000: 46)

The Nuffidd report points out specificdly the motivational benefits that the BFC
seams to have on boys. Within the English context, it is important to remember that
the BFC is only one of many possble ways of establishing CLIL sections in
secondary schoals.

So far, | have limited my discussion of the literature to the potential benefits of
being or becoming hilingual and to outlining the variety of CLIL frameworks in
Canada, the USA and some EU countries. In order to narrow down my CLIL
arguments further, | locate CLIL gpproaches within cross-curricular teaching and
learning by focusing on the role of language’s in the following section.

5 CLIL and Language across the Curriculum and Cross-curricular
Teaching and Learning

1 have previoudy presented Baker and Eversley’s (2000) deta in order to illusirate
tha England is not a monolingua country. However, amply illustrating
multilingudism through datisical daa is not sufficent. The large mgority of
Soeekers of other languages soesk English as a second language in order to
communicate successfully with the other communities within England. Additiondly,
English is currentiy the international language of commerce, business and travel and
spoken globaly by a wide range of speskers as a second or foreign language. In
relation to other European countries, England is one of the few European countries
that can cdam tha 'its' language is the internationd lingua franca as the Nuffidd
Languages Inquiry report (Nuffidd Foundation, 2000: 14) points out:

116



English is the international lingua franca. English has emerged as the first rea global
language in an age where a global language is both possible and necessary. It is the language
of science, technology and technica communication; the language medium for global
investment, aviation, development aid and medicine. New strategies for survival in fields as
diverse as food supply, the human genome or mastery of space are unlikely to be brokered
in another language. For anyone involved in international business it has become a basic
requirement and the Indian subcontinent as much as North America relates to the global
economy in English.

(Nuffield Foundation, 2000: 14)

At the same time, the Nuffidd Languages Inquiry report (Nuffidd Foundation,
2000: 14) dso highlights the danger of this positioning of English as an international
language:

English alone is not enough. In the face of such widespread acceptance and use of English
the UK's complacent view of its limited capability in other languages is understandable. It is
also dangerous. In a world where bilingualism and plurilingualism are commonplace,
monolingualism implies inflexibility, insensitivity and arrogance. Much that is essentia to
our society, its health and its interests - including effective choice in policy, realisation of
citizenship, effective overseas links and openness to the inventions of other culmres - will
not be achieved in one language alone.

(Nuffield Fondation, 2000: 14)

The Nuffidd Languages team points out that English is not enough. However, the
use of English as a lingua franca is detrimenta to the status of other languages in
England, no matter whether they are community languages or foreign languages.
This leaves foreign language teachers with the same old problem that foreign
languages are margindised within the school curriculum and foreign language
teachers fed like 'gardening in agale." (Hawkins, 1981: 97-98)

None of the arguments in favour of a plurilingua Europe can entirely resolve this
problem of language status. However, considering the role of language for learning
in a CLIL context might be another means to address the role of languages ingde
schools. Language learners & secondary schoal, just as thelr parents and policy
decison makers, might not be able to vaue languages due to the datus of English
outdde the school environment. Therefore, it is the school's role to raise the

importance of (foreign) language learning indde tiie school environment.
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One means to rase the datus of (foreign) language’s is to consder the school
curriculum not as separae subjects, but in cross-curricular terms. After al,
language is the medium for learning in dl subjects as is pointed out in the Bullock
report (DES, 1975 514):

Each school should have an organised policy for language across the curriculum,
establishing every teacher's involvement in language and reading development throughout
the years of schooling.

(DES, 1975: 514)

Marland (1977: 67) further comment on the role of language for learning:

Because access to so much learning is through language, and because the very process of
understanding involves verbalizing, that is because learning is operating with language, it is
clearly important that al teachers have an outline idea of the fundamentals of how language
works. Whatever our specialist function in education we work with language, and we must,
as individuals and as a school team, have a common attimde towards our most precious
skill.

(Marland, 1977: 67)

The issue of learning through language is currently being addressed with the
introduction of the Nationa Literacy Strategy. Its framework for Key Stage 3, for
11-to 15-year old learners, is outiined as follows:

Language lies at the heart of the drive to raise standards in secondary schools. It is the key
to developing in young people the capacity to express themselves with confidence, to think
logically, creatively and imaginatively and to developing a deep understanding of literamre
and the wider culmre.

(DfEE, 2000)

The ‘framework for teaching English: Yeas 7, 8 ad 9 is described as
‘challenges:

It contains challenges to stretch the gifted and talented, and an imperative to act quickly to
bring underachieving pupils up to the level of their peers. Most of al, it equips al pupils for
the world in which they will live and work - a world which places a high premium on the
written and spoken word, where reading and writing permeate every aspect of life, and
where pleasures often derive from good discussion, excellent books and the power of
writing.

(DfEE, 2000)



Vidting the rdlevant web-pages of the 'Standards Site', a webdte intended to
support teachers in their implementation of the Nationd Literacy Strategy, is quite
reveding for the further examination of the Nationa Literacy Strategy in practice.
Although there is a section addressed @& Modern Foreign Language teachers it
directs users to the 'Framework for teaching English’. In practice, 0 far, the
Nationa Literacy Strategy hes faled to address the issue of language across the
curriculum within the teaching and learning of foreign languages, athough the
exiding CLIL schools could offer a basis for this. Pargphrasing the Bullock report
(DES, 1975) findings - every subject teacher is a language teecher - a way forward
to condder the foreign language curricullum is to reverse this argument: Every
(foreign) language teacher is a subject teacher. Linking this to Mohan's (1986: iv)
previoudy discussed argument that ‘it is absurd to ignore the role of content, just as
it is absurd to ignore the role of languages as a medium of learning in the content
class further drengthens the argument for CLIL gpproaches in English secondary
schools. Because of the lack of contact with foreign languages outsde the schooal,
schools have to be enabled to ddiver a foreign language curriculum tha provides
learners with the opportunity to become as motivated and fluent as other European
learners. This oppormnity can be offered through the implementation of CLIL
progranmes as the rdaed comment in the Nuffidd Languages Inquiry's report
(Nuffidd Foundation, 2000: 46) illustrates.

The practice

11-year olds at [the College du Parc], an 11-16 comprehensive school [..] smdy geography,
ICT, history and personal and social education through the medium of French.

It was found that lower ability children who had followed the bilingual programme
performed better in English than those who had not. Boys seemed to do especialy well.
(Nuffield Foundation, 2000: 46)

The practice described in the Nuffidd find report refers to the Collége du Parc
where | conducted my research as teacher-researcher. Through offering the learners
foreign language learning through other subjects, the satus of the foreign language
has been raised. The teachers in the BFC have become subject teachers who teach
through a foreign language: they teach a foreign language across the curriculum.



Congdering CLIL approaches as a means of teaching a foreign language across the
curriculum dso implies cross-curricular teaching and learning approaches. In this
sense, CLIL offers the potentid for the sysemdic exploitation of cross-curricular
contexts. Verma and Pumfrey (1993: 6) comment on these in generd:

Education should aim to familiarise pupils with the great intellecmal, moral, religious, and
other achievements of the human race. It is also supposed to initiate them not merely into
the culmral capita of their own community but also that of other groups. In this way, the
function of education would be to humanize rather than merely to socialize. They are to be
taught the languages, history, geography, culture, social strucmres, religion and so on of
other communities in order that they can learn to appreciate the unity and diversity of
mankind.

(Verma and Pumfrey, 1993: 6)

CLIL approaches could contribute to the further development of the halistic
curriculum outiined by Vema and Pumfrey (1993: 6). Verma and Pumfrey (1993:
6) echo the findings from the Nuffidd Languages Inquiry (Nuffidd Foundation,
2000) and Coyle’s (2002) related arguments when they write that:

Modern societies expect their education system to prepare their young for their expected
roles and responsibilities in aduit life. It adso seeks to transmit knowledge, skills and
attimdes that would enable them to operate effectively as individuals and as members of
society in the world of work, community and in the transnational context.

(Verma and Pumfrey, 1993: 35)

Congdering CLIL approaches in a cross-curricular context as outiined by Verma
and Pumfrey (1993), they do not just offer increased performance of learners in the
foreign language as illudrated in the previoudy reported research findings
(Cummins and Swain, 1986, Barbier, 1989; Cavé, 1991; Cummins, 1983;
Geneee, 1978, 1983, 1984, 1987; Sern, 1978, Swain, 1980), but CLIL dso
potentidly contributes to creating a truly cross-curricular curriculum where teaching
and learning content through a foreign language is the norm rather than the

exception.

So far, | have examined the current Stuation for the teaching and learning of
modern foreign languages in England in generd terms. | have started by presenting



the variety of languages sooken in London and have rdated this to the current MFL
criss in English secondary schools. | have described CLIL gpproaches as a means
to address this criss and have outlined the potentid benefits of natura and learned
bilingudism. | have given a brief overview of CLIL frameworks in some EU
countries and have pointed out that there are no officdly recognised CLIL sections
in English schools. In order to move on the discusson 1 have consdered CLIL in
relation to Language Across the Curriculum and have argued that in order to raise
the daus of foreign languages in pite of the perception of England as a
monolingua country it is schools that could raise the staus of foreign languages
from within. In the following section, | illusirate how this has been done a the
College du Parc, the school where | conducted my research, by introducing the
Bilingud Foundation Course (BFC).

6 The Bilingua Foundation Course as a CLIL Curriculum:
Creation and Implementation of the BFC

6.1 Introduction

On 25 May 2001, | conducted an interview with the former headteacher,
responsible for the creation and implementation of the BFC (discussed previoudy in
Chapter 2, section 6). 1 use this interview as a means to edtablish the genera
framework of the BFC ad in order to raise key issues that have emerged from my
data.

| discuss the BFC through this interview in three main sections. First, | discuss how
the BFC came into exisence. Second, | look a how the BFC was implemented.
Third, | discuss the bendfits of the BFC for gaff, departments and teachers.



6.2 Creation and | mplementation of the BFC

During the firgt part of the interview | raised how the BFC came into existence. The
headteacher replied as follows

Errm, the original idea came from a programme that Do had put together on errrm, for the
Open University in which she talked about ... it may have been two programmes - where
she took the cameras into several schools. There was one in Sussex where they were
teaching business studies in Spanish and they'd set up a speciad GCSE for that. So, that was
GCSE. And she also went to - | remember - a school in Buckinghamshire or somewhere
like that, errm, where they were teaching geography through German. And 1 think she may
have also visited one or two other schools. There was some Year 7 or Year 8 drama in
French | think, maybe they were doing some food. Errm, and then | think probably in
another programme, she went to Luxembourg.

This is a reference to a series of programmes that were shown very early in the
morning on the BBC's Open Universty programme. This programme illustrated
various forms of learning nonHlinguigic content through a foreign language in a
variety of school settings.

Those programmes were on ... 1 saw one of them. 1 don't know why 1 saw it, because it was
on very early in the morning as these Open University programmes ... for some reason, 1
got up very early, presumably, 1 hadn't been able to sleep. | know | was going down south
that day for something and 1 had to get up early, so yes, 1 must have just got up and
switched the TV on for some reason and quite by accident hit this programme which |
thought was very interesting. Errm, it immediately struck the chord with me that we got this
integrated Foundation Course, and you could through that develop a much more
concentrated programme than she was describing a any of these schools. None of these
schools were doing more than a couple of lessons a week in bilingual .

The headteacher refers in the interview to the Foundation Course. The Foundetion
Course is the term used for describing the cross-curricular programme tha has been
in prectice & the College du Parc gnce 1996. In the school prospectus (Hadand
Hal Community School, 1998 19), the Foundation Course is described as follows,

This course provides a bridge between primary and secondary school experiences. In the
primary, youngsters are taught by a single teacher in the same room for almost dl of the
week, with much of the work based on general themes or topics. In most secondary schools,
they move from room to room and teacher to teacher in order to take advantage of specialist
facilities and teaching gaff.

During their first year at Hadand Hall Community School, they remain in the First Year
Base with their personal tutor for nearly half of the week, undertaking a Foundation Course



which uses themes and topics to introduce work in English, Maths, Humanities, Information
Technology and Personal and Social Education. The Foundation Course is devised and
taught by an experienced team of teachers with specialist expertise in the above subject
areas.

(Hasland Hal Community School, 1998: 19)

Two main features of the Foundation Course are identified in the school prospectus:

* |tisdedgned as 'a bridge between primary and secondary school experiences.’

» The Foundation Course 'uses themes and topics to introduce work in English,
Maths, Humanities, Information Technology and Pesond ad Socd
Education.’

The headteacher points out that through the FC he could 'develop a much more

concentrated [CLIL] programme.’

With the Foundation Course in mind, the headteacher goes on to describe how 'the
whole idea formed.'

... S0, the whole idea formed from that programme on the journey going down. And | think
it's fair to say that we've been pretty innovative, so we were interested, the school was
interested in any case in new ideas there. It struck a chord as being interesting, a very
interesting idea. Errm, so that's where it came from really. It developed on that journey
down south. The next day 1 went in and talked to the Senior Management Team and they
thought it was a brilliant idea.

The 'brilliant ided refers to creating the Bilingua Foundation Course: a Foundation
Course where the themes and topics referred to in the school prospectus (apart from
Maths) are not only taught in a cross-curricular manner, but aso through the
medium of French. (For examples of materids used in tiie BFC, sse Appendix E.
For examples of smdents work, see Appendix F. For the BFC schemes of work,
see Appendix G.) In practice, tilis means that about 50% of the Year 7 curriculum
would be taught through French. The headteacher describes his reasons for
introducing the BFC.:

Well, 1 think initially, errrmmm, my idea was that this would be of a big benefit to the
students. Errm, you need to bear in mind also that the languages department was if not the
weakest, then certainly one of the weakest departments in the school. Languages was poorly
taught. The previous inspection, in '95 | think, had suggested that languages was not being



well taught and got quite a dating [in the Ofsted inspection report] unfairly so 1 think, it got
more of a dating than it deserved. And we hadn't been able to do much with gtaff after that
because it had been such an unfair report, but there were some elements of truth in it. There
was an important element of truth. And if you looked at the results, they were not very good
in comparison with the rest of the school in all three languages. Errrm, so | figured that this
[introduction of the BFC] would be a way of getting kids off to a good start.

The headteacher describes here how he considered the creation of the BFC as 'a big
benefit to the students.' He explains his argument further by relating the creation of
the BFC to the Ofged report that the foreign languages department got as a result of
the previous inspection. In this regard, the creation of the BFC was a means to
address the 'dating' that the Modern Foreign Languages department got in the
previous Ofged ingpection report. He goes on to describe the MFL department
before the introduction of the BFC:

And if you had gone to a classroom, a languages classroom before the bilingual programme
started, you'd have found that even if, ... most teachers wouldn't acmally have talked about
pencils and pens and blackboards in French. That would have been taught back in English.
Errm, and it ... you'd have found that in Year 10 and 11 they would ill be going over the
same amff at the beginning of the lesson 'What's your name?, 'How old are you? and
they'd been doing this for year and year and year and that the kids weren't really much
better at it by Year 10 or 11 than they had been before, but | think if you went in there now,
you wouldn't recognise that.

The headteacher exemplifies his description of the MFL department by pointing at
the lack of target language use during foreign language lessons and describing the
learners progress as a lack of progress where 'they'd been doing this for year and
year ad [..] the kids weren't redly much better a tt by Year 10 or Year 11 than
they had been before.'

Summing up the previous arguments put forward for the creation of the BFC, it
becomes dlear that it was intended as a means to improve the standard of teaching in
the MFL department. The reasons given by the headteacher for the creation of the
BFC are managerid aguments by a headtescher who wants to improve an
individua department a his school. Rdaed to the managerid reasons, the
headteacher raises persond (and related) motivations for introducing the BFC. He
reflects about his own foreign language learning experiences.
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| taught myself Italian [...] and also developed my German. And so, | had an interest and |
had an interest in how with motivation how you could achieve much quicker and - a bit
surprising that - but, err, it was interesting to me how quickly | had progressed as an adult
with these languages whereas | had made very modest progress as a child.

The headteacher describes himsdf as a successful foreign language learner.
However, he only.became a successful language learner as an adult as he points out,
whereas he only A'had made very modest progress as a child.' He relates back his
own foregn language learning experiences to the generd bendfits of learning in the
BFC as he envisaged them:

And, errr, it didn't start from the premises of learning how to book a hotel room or to find
your way across Marseilles by taxi or by bus which is what traditionally they learn to do in
Year 7. And because you can't thoroughly teach history without using the past tense, it's
quite difficult to teach PSE without using the fumre tense, these youngsters were being
introduced to the past and fumre tense in Year 7 which was a radical concept, traditionaly, |
think it's not until Year 9 that youngsters in comprehensives would start using the past and
fumre tense.

The headteacher compares here the traditiona communicative MFL curriculum to
the BFC curriculum and exemplifies this with describing the introduction of the past
and the future tense in French as 'a radicd concept.’ He goes on to compare a
traditional, communicative MFL curriculum and the BFC curriculum:

So, here we are, we've got youngsters who were learning the fumre and past - elementary
form - but able to understand it very early on. It's true that they weren't learning how to
book a hotel room or how to find the right bus. So, if they acmaly went to France - as
some of them did - at that age, they wouldn't need these skills. This is a concept borrowed
from adult education. Adult education was revolutionary in the '70s adopting this approach,
not starting with grammar, but starting with what was useful like booking a hotel room and
finding a bus. Very relevant for adult education. Very sensible. But utterly useless for
young children. Because they simply borrowed the scheme of work as far as | could make
out when they abandoned the idea of teaching through grammar, basicaly they borrowed
this scheme of work which seemed to me a bit bizarre.

He sums up his description of the content of traditionad communicative MFL lessons
as 'utterly usdless for young children.'



The headteacher's motivations for introducing the BFC were not only of a
managerid nature, but they were in combinaion with wishing to improve the
gandards of MFL teaching mativated by persond experiences and related persond
theories about teaching methodology for foreign languages. These views created a
strong grounding for the creation of the BFC.

In order to implement the BFC, the headteacher had to consult with various groups
of people within the schoal structure. As mentioned before, he got the support from
the Senior Management Team straight away. The other groups that he hed to consult
with were the school's governors, heads of departments who would be affected by
the creation of the BFC and parents.

And just as far as the governors were concerned, they were obvioudy ... there was scepticism
about it, but like ... the parents were quite used to a school that was always open to new ideas.
And they knew that they were always evaluated. So, | think if we hadn't been a school where
parents and governors were used to new ideas, it would have been much harder. And had there
been a lot of resistance, daff morale could have crumbled through that first year. Or if the
Heads of Humanities or English had been hostile it could have been a different story. So, we
were lucky | suppose.

The headteacher describes here how he managed to get the support from the key
decison making bodies for the creation of the BFC. According to the headteacher,
this was the case, because 'parents and governors were used to new ideas.' At the
time of implementing the BFC, the school had some very specific features dready
such as CASE lessons in Science and the existing Foundation Course in Year 7 that
was to form the bagis for the BFC. He further explains the role of other departments
for implementing the BFC:

| think probably if there had been a united front of Heads of English, Humanities and
English againgt it, it probably would have failed. But the fact that it had very receptive
support from English and Humanities and indeed from one or two of the integrated
Foundation Course ... | think Arme [FC teacher] was very in favour of it initially, because
she had done some French, and | think Lé&onie [head of FC department] was. And of course,
Juliette [FC teacher], she was initidly a bit surprised, she's a bit conservative so she was
initially a little bit against it, but | think we quickly won her round.



He points out in the previous excerpt that he got support from the departments
(English and Humanities) and members of daf teaching in the FC (Léonie, Anne,
Juliette) affected by the creation of the BFC. He does not mention the MFL
department at dl in terms of support. The BFC was created as a means to raise the
levd of MFL and to give the learners 'a flying start'. However, the MFL
depatment was the one depatment that was not involved directly in the
implementation process, as in organisationd terms it was not afected by the
cregtion of the BFC, whereas Humanities, English and FC were. The dttiation
decribed by the headteacher is somewha paradoxicd: the depatment that is
potentidly the biggest beneficiary of the BFC does not seem to have been involved
In its implementation. Those departments and individuals to whom the creation of
the BFC is potentidly the mogt threstening as it afects their curricullum aress are
the mog supportive. The following interview excerpt makes this clearer:

One of the interesting ideas about selling the idea to the dtaff - cause that was the first job
that had to be done - is that the people most in favour of it were those who had most to lose
meaning that the Head of English and the Head of Humanities were very enthusiastic about
it - teaching their subjects through the medium of French, paradoxicaly. You'd have
expected the reverse. Yet, the languages department where you'd have thought they'd be
able to see the instant benefits of this were most hostile.

He further describes the support of the Humanities, English and FC department and
the resstance of the MFL department:

Well, | think, the Heads of English and Humanities ... importantly, some potential reactions
againgt it [incomprehensible] had been broken down by the introduction of the integrated
Foundation Course. So, they were aready used to non-specialists teaching their subject and
they had no qualms about that. That had happened over a period of years. So, they were
already less resistant than you might expect - the Heads of English and Humanities to the
idea of non-specialists. And 1 think they're just open to new ideas. The problem with
languages, the Head of Languages, the language faculty generally, was that they could just
see a whole load of new work in this. And they were quite happy the way they'd been
teaching. And they may have seen it as a threat. They may have linked it to the Ofsted
ingpection which had been very unfairly highly critica of them and they were very
defensive. They may have been defensive because they were thinking 'He's introducing that
because languages are so crap.' Errm, but 1 think mainly because they could see a lot of
work in this, that it would mean a complete whole set of changes in their scheme of work. |
guess, that's the main reason.



The support of the Humanities depatment was manly due to their previous
experiences witii the Foundation Course which might have contributed to them
having 'no qualms about the creation and implementation of the BFC, as they were
generdly 'just open to new ideas.' He sums up the fears of tiie MFL department by
explaning the MFL department's resstance with the previous Ofged inspection
report and their resulting 'defensive’ stance. As the main reason for the resistance of
the MFL department though, the headteacher points out that they 'could see a lot of
work in this, that it would mean a complete st of changes in their scheme of work.'
It becomes clear by now that the BFC was introduced without the support of the
MFL depatment and with the support of the Humanities and the English

department.

In generd terms, the headteacher had tiie support from his Senior Management
Team, the governors, the (heads of) departments and individud members of gaff
afected by the implementation of the BFC. A find hurdle for the implementation of
the BFC was the parents’ reaction. He describes the possible impact of parents:

[..] you don't know to what extent if parents had been hostile to what extent they would have
made the kids, encouraged the kids to be hostile to it and that could have made it a failure.

But - gpart from some individud parents anonymoudy contecting the loca TV
dation about the imminent creation of the BFC - the parents were generdly
supportive to the implementation of the BFC.

6.3 Recruiting New Teachersfor theBFC

It s|ems that initidly the MFL department was not in favour of the cregtion of the
BFC. Therefore, in order to implement the BFC, the school had to recruit new
teachers.

[..] we were very likely to get high quality staff providing we advertised it well which we
did and didn't apologise for it, didn't contain an apology in the advert 'Sorry, you've got to
acmally teach this way', but acmally made it the foca point of the advert.



Yeah, by advertising it that way | think it was amost certain that we'd get a very strong
team. And, err, the sort of school we had was one that was open to new ideas and therefore
would accept a group of teachers like that. At another school that group of teachers, with
lots of new ideas, very radical in a variety of ways, you might well have ended up being
sidelined by the rest of the staff But | don't think that happened.

As a reault of the advertisng process, the school recruited three new members of
gaff |1 was one of the new members of daf teaching hdf a timetable, i.e. teaching
one out of three Year 7 BFC classes.

As described previoudy, the headteacher managed to convince the departments who
would be affected by the implementation of the BFC of its usefulness. He adso
managed to exclude the MFL department to a certain extent from the decison
meking process, as he was aware of the MFL department's resstance to change.
The headteacher then proceeded with recruiting new members of g&f for the BFC.
All of these new teachers were not only new teachers to the schoal, but also NQTs.

| think we interviewed someone who was aready a head of department, head of French,
although she withdrew, so, no, it wasn't with any intention [that we engaged 3 NQTS], but
because of the vast majority of applications because it was a two-year contract. So, it's not
surprising that the vast mgjority of applicants were NQTs. But that's good. Because they had
no preconceptions which other people would. And therefore providing much more of a
challenge to our existing gaff in languages as well. 1 think that was ... we also picked people
who had quite strong personalities and would not be muzzled by the languages team. And
we aso kept them somewhat apart. If you remember that first year, 1 was managing the
team and | had meetings with the team on their own. And the languages faculty had their
team meetings. And some of the saff would attend both, but | was consciously trying to
ensure that this was not held, was not managed by the language department.

In this interview excerpt, he points out a number of issues related to the choice of
staff for the BFC:

He recruited teachers with 'no preconceptions.’ This statement is related to the
context of the existing MFL depatment tha was not willing to change its
practices. Therefore, the newly recruited teachers needed 'no preconceptions in
the sense that they would not be concerned so much about the content of the
BFC lessons naot fitting exactiy the existing scheme of work for French. At the

same time, the newly recruited teachers had to have some very grong



'preconceptions  about teaching content in French as they were aware of the
amount of work involved in ddivering content-based lessons manly in French
and creating dl the materiads needed from scratch.

* The headteacher dso mentions that he usad the newly recruited teachers as a
means to 'challenge the exigting practices in the MFL department. The term
‘challenge’ is crucid here, as it comes up on various levels that | explore in
some detall in later sections (and especidly 0 in Part 4) when focusng on my
classroom.

* Also, in rdation to the MFL team, the headteacher points out that 'we dso
picked people who had quite strong persondities and would not be muzzied by
the languages team.' Again, it becomes clear how he used the new members of
daff as a means to improve existing practice in the MFL department.

 And findly, he created a space for the newly recruited teachers to develop
teaching and learning in the BFC when he describes that ‘'we dso kept them
somewhat apart, if you remember that first year, | was managing the teeam and |
had meetings with the team on their own. And the languages faculty hed their
team mesetings. And some of the gaff would attend both, but | was conscioudy
trying to ensure tha this was not held, was not managed by the language
department.' The space that he created was a gpace not only provided by him,

but dso managed by himsdif.

The headteacher himsdf had some srong ‘preconceptions about the BFC. He
wanted to ensure the successful implementation of the BFC. He agrees with this
when gding that '1 was the driving force in the firss 6 months to a year." At the
same time, he describes the BFC as 'building up its own momentum' referring to
the members of gaff involved in teaching in the BFC.

| have described so far the implementation process of the BFC. In order to narrow
down my research focus further | discuss in the following sections the benefits of
the BFC as percaived by the headteacher who initiated the creation of the BFC with
the support of the departments afected directiy by its creation and without the initia



support of the MFL department. First, 1 consgder benefits for the school and for
individua departments. Second, | discuss benefits for the teachers.

6.4 BFC Benefitsfor the School and for Individual Departments

The headteacher describes tiie potentid genera benefits of the BFC.:

So, even if there was no improvement in the languages department we could see, we could
potentially see some improvement in results from this flying start they would get in Year 7.
That was the first step. Errm, so far as smdents were concerned.

He describes the reason for creating the BFC as a means to give the learners a
flying start' in their foreign language learning. At the same time, he consders this
flying start' from a manageria pergpective when mentioning that he could
‘potentialy see some improvement in results from this flying start they would get in
Year 7. The headteacher hints here a improving the standard of foreign language
learning in spite of the resstance to change from the foreign language department
described before. The headteacher dso describes a more genera potentiad 'spin-off
effect as a result of the crestion of the BFC:

| suppose as far as gaff were concerned there was aso this idea that if we planned a major
innovation project in the languages department there could be some important spin-offs,
obvioudly, for the rest of the staff. And it could lead to them being much more imaginative
in their teaching and therefore improve the quality of teaching in general.

He outlines that the potential benefits could be tha the creation of the BFC 'could
leed to them [the teachers] being much more imagindive in ther teaching and
therefore to improve the qudity of teaching in general.' This Statement applies
patticularly taking into account that the cregtion of the BFC dffected various
departments. Firgt, it affected the existing (English) Foundation Course. As a resullt,
it affected the Humanities department and the English department, as they were the
two main departments involved in the existing FC and affected by tiie creation of the
BFC. Second, it dso afected the MFL department by having new members of gaff
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who would teach both in the BFC and in the MFL department. And findly, it
afected potentialy dl members of d&ff-

Instead of talking about the latest misbehaviour by child X in the gaff room, to get people
talking about teaching methods is a mgor step forward and might lead to improve the
quality of teaching generally. And | think we did. The level of debate in the staffroom was
raised.

It is difficult to give any clear evidence of the process described by the headteacher
with 'to get people talking about teaching methods.' However, it contributes to
contextualise the creation of the BFC within the whole school context. As pointed
out dready, it is not entirdy clear if these generd benefits were potentid or real. At
the same time, there were some ‘'real’ bendfits as a result of the credtion of the
BFC. The headteacher further describes these as 'spin-off effects:

There were some spin-off effects with some other daff. There were a fair number of daff,
not particularly those who were fairly involved with bilingual, who were very sceptical. So,
for example, the Science Faculty were very sceptica initially. But in the end, | think they
had come round to admitting that these kids were not suffering at all and there could be big
benefits from having this scheme [the BFC]. So, there were benefits for the rest of the gteff.
There were benefits for the rest of the g&ff in having a young cohort of imaginative staff
cause we were able to recruit some excellent gaff, because these sorts of jobs don't come up
very often.

The headteacher does not name any concrete bendfits in this interview excerpt. At
the same time, he sums up the benefits for members of daf in generd terms by
saying tha 'there were benefits for the rest of the gaff in having a young cohort of
imagindive gaff, cause we were able to recruit some excdlent gaff, because these
sorts of jobs don't come up very often.’ Rdaing the headteacher's description of
the new members of 'imaginative staff to the previous excerpt highlights the
generd benefits of the creation of the BFC. According to the headteacher, the leve
of debate in the daffroom was raised. The headteacher dso mentions the Science
department as one of the very initidly scepticd departments towards the creation of
the BFC. We discussed this issue further in the following manner:

1: You were talking about the Science department. What 1 found interesting later on during
the first and more during the second year was that some of the CASE science teachers came



up with the hypothesis that the kids in the Bilingual Foundation Course were actually dealing
better with the CASE lessons than the kids in the Foundation Course.

D: Yes, | find that very interesting. It's that it is in the other area in which we were
emphasizing thinking skills. More overtly of course in CASE. So, | find it very interesting
that they were saying this about the bilingual scheme. As | said, originally, they were highly
sceptical about it.

The headteacher raises in this excerpt another key issue that is part of the BFC: one
commondity between the BFC and CASE lessons. 'emphasizing thinking skills.'
Although ‘thinking skills' is not the focus of my data andyss, the links between
ome features of CASE lessons and my BFC lessons will become clearer in the
further discussion.

6.5 BFC Benefitsfor the MFL Department

The headteacher dso mentions a series of benefits for the MFL department:

In terms of the gaf, there is the advantage we've already talked about, of enlivening
teaching of languages generally by having a group of staff who would talk about how you
teach in faculty meetings instead of just administration of orals or whatever would be
normally dealt with. It also required changes in the scheme of work in Year 8 and Year 9
that also contributed to improve modern foreign languages in general.

As mentioned in more generd terms before when discussing the benefits of the BFC
for alarger group of g&ff, the headteacher describes the bendfits of the BFC for the
MFL depatment as 'enlivening teaching of languages generdly by having a group
of daf who would tak about how you teach in faculty meetings' Agan, the
headteacher's concern about raisng the generd level of teaching and specificaly
rasing the levd of teaching modern foreign languages becomes clear here. He
contrasts these discussions during meetings with ‘administration of orals or whatever
would be normdly dedt with." Ficking up tiie 'normal’ that the headteacher refers
to, this reflects again his concern about turning discussions about teaching in genera
and about teaching modern foreign languages specificdly into the 'normal.' He adso
refers to the effects that the BFC had for the higher year groups when he mentions
the 'changes in the scheme of work in Year 8 and Year 9 that dso contributed to



improve modern foreign languages in general.' He dso describes other 'spin-offs
for the teaching of modern foreign languages:

[..] as a direct consequence of the bilingual programme, there was maor improvement in
for example the amount of target language teaching in classrooms - there isn't any doubt
about that - which was perhaps the main criticism from the Ofsted report that there was only
a small amount of target language being used.

He points out 'mgor improvement in [...] the amount of target language teaching in
classsooms referring again to one of the criticisms from the previous Ofged
ingpection. This increase in the amount of target language teaching is particularly
interesting in relaion to the BFC as not dl BFC lessons would be conducted entirdly
in the target language as | will review in later sections when looking a my BFC
lessons in more detail. Findly, the headteacher mentions in relation to the MFL
department that he ‘would expect the suin-off effects for the rest of the languages
daff to have an dfect as wdl, s0 tha it would be expected to improve dl
languages.’ Phrased differentiy, dthough the BFC is amed specificdly at delivering
about hdf of the Year 7 timetable mainly through French, the headteacher describes
the 'spin-offs as affecting dl foreign languages taught, i.e. French, German and
Spanish.

So far, | have limited my discusson to the various 'spin-offs for the teachers in
generd and for the MFL teachers in particular. Before focusng in particular on
benefits of the BFC for the learners, | reconsder the creation and implementation of
tile BFC in relaion to the gttiation regarding the teaching and learning of modern
foreign languages in England.

7 Summary and Conclusions

The current gtuation for the teaching and learning of modern foreign languages is
somewhat conflicting: Although England is due to its ethnic diversity a multilingua



country, it is dso officddly monolingud and suffers from English beng the
international lingua franca. MFL teaching and learning in secondary schools is dso
in deep crisis that is the result of a range of factors external (such as the overdl
datus of foreign languages) and interna (such as exam and time pressures, teachers
workloads) to schools. At the same time, there are a range of schools such as tiie
College du Parc that attempt to improve MFL teaching and learning from ingde by
rasng the datus of foraegn languages through initiatives embedded within the
schools individud structures. Phrased in more generd terms, change in MFL
teaching and learning is taking place on a smdl scde in soite of externd and
internad pressures.

| have previoudy discussed the notion of change as reconsderation of practice for
the individuad teacher and have argued tha in order to enable individud teachers to
‘change’ they need to be in a setting that promotes change. | have referred to this
setting as promoting risk-taking in Chapter 2, section 9, and have qudified it as a
context that potentialy promotes and facilitates change as a teacher-researcher. At
tile same time, it is crucid to point out that the headteacher himsdf chose to teke
risks when cregting and implementing the BFC. This partiy enabled me as teacher-
researcher to take risks and leads me to argue tentatively that individua risk-taking
Is promoted in 'risky' contexts such as the creation and implementation of the BFC
a the Callege du Parc. | revidt this argument in more detail in Part 6 in order to re-
examine risk-taking in the BFC. The previous andyss of the interview with the
College du Parc's former headteacher illustrates how the creation and
implementation of the BFC provided individud teachers with a setting that alows
and promotes recondderation of practice by individud teachers. In order to
contextualise further which practices in the BFC have led me to continudly develop
my specific practices as a teacher-researcher in the BFC, 1 focus in the following
part more closdy on key features of CLIL classrooms and subsequentiy examine
these in relation to my BFC classroom.



Part 2. CLIL Clasrooms

1 Key Features of CLIL classrooms

Mohan (1986: iv) argues strongly for the combined teaching and learning of content
and (foreign) languages and points out that ‘linguistic content is inseparable from
linguigtic expression. In subject matter learning we overlook the role of language as
a medium of learning. In language learning we overlook the fact that content is
being communicated." (Mohan, 1986. 1)

The role of language for learning is currentiy being addressed through the Nationd
Literacy Strategy (DfEE, 2000). However, as pointed out in Part 1, section 5, it
seems to ignore the role that foreign language teaching and learning could have as
becomes clear from Mohan's arguments. He focuses on two key factors in CLIL:
the combination of content and (foreign) language teaching and learning. In order to
aoply his generd argument to the learners, 1 discuss potentid learner benefits as a
result of combining content and foreign language learning. Chamot-Uhl and
OMdley (1994) argue tha 'content is motivating' (Chamot-Uhl and O'Malley,
1994: 27):

Content is motivating. Content-based ESL is not only important for developing academic
language skills, but is aso inherently more interesting to many smdents than classes which
focus on language only. [..] ESL smdents can be motivated not only by the topics presented
but aso by knowing that they are developing the concepts and skills associated with these
subjects, in other words, that they are acmally doing 'real’ schoolwork instead of merely
learning English. ESL teachers have aso reported increased personal motivation as they
rediscover areas of knowledge outside their own field of specialization.

(Chamot-Uhl and O'Malley, 1994: 27)

Learning content in a foreign language is motivating, because it dlows the learners
to examine topics ad to develop in a foreign language concepts and skills associated
with these topics. classroom interaction in the foreign language becomes more 'real’
by usng the foreign language for a purpose that is rdevant for the learners within a



classroom setting. Phrased in more generd terms, the focus of ingruction in CLIL
Is on meaning. Met (1998: 38) describes this focus on meaning:

In content-based instruction, meaning is aways the focus of instruction, learning
experiences and tasks. Students need to communicate with the teacher, one another, or texts,
in order to access or apply content. In so doing, the cognitive demand of tasks requires
smdents to cal upon their existing knowledge, concepts, skills and strategies. This
strengthens the connections between the elements of language being practised/learned and
previous knowledge. As we have seen, research indicates that strengthening and making
connections among concepts and knowledge increases learning and retention.

(Met, 1998: 38)

By focusng on meaning, Met points out the need for the learners to be able to
'make connections.’ This need and usefulness of 'making connections is further
supported by Smith and Paterson (1998: 1) who argue for cognitively demanding
work:

Research has shown that cognitively undemanding work, such as copying or repetition,
especially when there is little or no context to support it, does not enhance language learning
and can seriously disadvantage bilingual pupils by denying them full access to the
curriculum. By actively involving pupils in intellecmally demanding work, the teacher is
creating a genuine need for pupils to acquire the appropriate language.

(Smith and Paterson, 1998: 1)

The 'genuine need for pupils to acquire the appropriate language' through CLIL is
aso reflected in the writings of other CLIL advocates (e.g. Bragger and Rice, 1999,
Cranddl and Tucker, 1990).

Summarisang the previous arguments about content and meaning, it becomes clear
that the learning of content in itsdf is not aufficdent for incressng learner
motivation. Content merdy edtablishes a bass for meaningful learning activities.
Meaningful learning activities based on content dlow learners supported by the
teacher to cdl upon and develop concepts, skills and strategies. In Smith's and
Patterson's (1998: 1) words, 'by actively involving pupils in cognitively demanding
work, the teacher is creating a genuine nesd for pupils to acquire the appropriate
language.'
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Moativation is established through content used for cognitively demanding work in
the foragn language which in turn mekes foragn language learning meaningful.
Van Lier (1995: 47-48) argues for 'meaningful learning':

Meaningful learning, therefore, would hardly seem possible within a traditional grammar
approach. Learning an abundance of grammatical facts, and amassing a vast vocabulary, do
not prepare a language learner adequately for real communication, since in a specific context
the most important clues may be missed because they are 'unreadable’. Learning to read
contexmal clues, and to design such clues effectively into one's own messages are skills that
are learned through participating in meaningful events, and through becoming keenly aware
of al the things that are given socia and culmral meaning in the particular society in which
we find ourselves.

(van Lier, 1995: 47-48)

Ven Lier (1995) reates 'meaningful learning' to the learners ‘participating in
meaningful events." He remains farly vague aout what constitutes ‘meaningful
events. Within CLIL, meaningful events are condituted through the learning of
content and the related cognitively demanding activities. At the same time, the
learning of content as such does not necessxrily resolve entirdy what congtitutes
‘meaningful’ or 'meaningless activities in a foreign language classoom as
Seadhouse (1997: 339) points out when writing:

The issue of whether particular classroom activities are meaningful or meaningless is an
extremely complex one, and 1 fed it has, in general, been oversmplified by the
communicative approach, which has tended to imply that learners will find meaning-focused
activities meaningmi, and form-focused activities meaningless.

(Seedhouse, 1997: 339)

Seadhouse points a the complexity of the notion of meaning in a foreign language
classroom. He goes on to describe the relaivity of the concept of 'meaning':

It is therefore vitdl to apppreciate the relativity of the concept of 'meaning' when applied to
classroom activities, and to avoid imposing one's own preconceptions onto the learners; one
has to find ways of discovering what the learners find meaningful.

(Seedhouse, 1997; 340)

Remembering my previous arguments based on Smith and Paterson (1998), it
becomes clear that meaningful interaction in CLIL is not Smply congtituted by the
learning of content in a foreign language, but through cognitively demanding



activities that are developed based on content and use the foreign language in
relation to this non-linguistic content. In order to re-examine the role of language in
CLIL, it is usful to remember Mohan's comments (1986: iv) about the role of
content in the language class. His argument contains implicitly the answer to the
question of what condtittites meaning: By consdering how content supports language
learning and how language supports content learning, meaning is established not
purely through the content itself, but through the interaction between content and
language and the related learning activities.

In summary, meaningful foreign language learning in CLIL is established through a

variety of factors.

» Learning content in a foreign language is motivating.

* Motivation gems from cognitivdy demanding work done in the foreign
language.

» The use of the foreign language is supported through cognitively demanding
content-based work.

» Cognitively demanding content-based work is supported through the use of tiie
foreign language as it forces both the teacher and the learners to rethink teaching
and learning approaches.

So far, | have established some generd CLIL principles. These key features need to
be consdered within a wider context, as has become clear when reviewing the
current CLIL gdtuation in Europe and England: tiie implementation and practice of
CLIL dso depends on other factors such as school, local, regiond and nationd
contexts for foreign language learning in generd and CLIL in particular.

It has ds0 become clear that meaningful learning in CLIL is established through
content-based activities conducted in a foreign language, designed by tiie teacher
and fadilitating classoom interaction about content between the teacher and the
learners.



In order to examine key feaures of CLIL classooms in relaion to my BFC
classsoom, | discuss these in the next section by consdering BFC benefits as
described by the headteacher, mysdf as teacher-researcher and my learners.

2 Key Features of my BFC Classroom: Benefits for the Teacher
and the Learners

| discuss the benefits for the learners in three sections. First, 1 condder their
benefits in generd terms and in relation to the benefits for the teachers and the
school. Second, | condder some specific issues rased by the headteacher such as
'‘thinking', motivation and gender-specific issues. Third, | focus on the 'challenges
that the headteacher refers to.

2.1 General Benefits

The headteacher describes the generd bendfits for the learners:

My expectations are that the first cohort may not be typical, but | think other cohorts ... my
expectation would be that we have higher take-up of French when they get to choose at Year
10, a higher take-up of two languages as well. And higher exam results. And possibly, it
may be difficult to acmally prove this through the data, but 1 suspect better exam results in
other subjects as well because of the development of thinking skills at such an early stage.
So, | think the youngsters will be performing a a much higher level. And not only in
French. The bilingual smdents probably also benefit from the spin-off that you've got fewer
youngsters who are switched off learning [...], so they're likely to do better. They're a rea
benefit to the school.

The headteacher describes the bendfits for the learners in relaion to the status of

modern foreign languages.

* He expects a 'higher take-up of French' by reaing learning in the BFC and
rasng the profile of learning French for the learners.
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He dso expects a higher take-up of two foregn languages and 'higher exam
results." It is clear that the headteacher views the bendfits for the learners dso in
terms of benefits for the MFL department and the school as a whole.

This becomes even clearer when he refers to 'better exam results in other
subjects as well because of the development of thinking skills a such an early

stage.
He sumsﬂ.up the prévious datements by expecting that 'the youngsters will be
performing & a much higher level.'

And findly, he rases a generd issue rdated to motivation when he clams that
'you've got fewer youngsers who are switched off learning' which dso relates
to tile headteacher describing the BFC as 'boy-friendly' in the following
interview excerpt.

Well, there was some evidence from the evaluation we did that those who took the bilingual
programme ... their scores improved at least as much as the rest in English, history and the
second language. There was some evidence that the improvement for boys was stronger than
that for girls. Boys were gaining more benefit from being in the Bilingual Foundation
Course in comparison to the non-bilingual than you found with girls which is a bit
paradoxical realy as you might have expected the opposite. Errm, and yes, | think it is, |
mean ... you aso need to think in terms of explaining it, guessing at what we're looking at
what's the explanation for this. 1 think in this way: What is it that appeals to boys? Problem
solving appeals to boys, we know that. Repetitive course work, extended writing appeals to
girls. There was an element of this [the BFC] which was boy-friendly which we hadn't
realised. But looking back, 1 think there was an element that was boy-friendly and was a
completely different way of learning languages.

Referring to the test scores achieved both in the BFC and the FC, the headteacher
points out that for the learners in the BFC:

‘Their scores improved a least as much as the rest in English, history and the
second language.' In other words, the learners did not achieve below the level of
the learners in the FC.

‘There was some evidence that the improvement for boys was stronger than that
for girls.' He goes on to qudify the BFC as 'boy-friendly’ and explains this by
relating it to the goped of 'problem-solving' to boys. He continues to describe
this boy-friendly eement of the BFC in terms of 'relevance’.
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So, it's probably a lot more relevant to boys whereas girls work harder on things that aren't

relevant to their experience. With boys, it's much more difficult to do that with.

So far, | have mentioned farly genera bendfits of the BFC. These include for the

learners:

* raisng the goped of learning modern foreign languages,

» devdoping the learners 'thinking skills," and as aresult of this,

» better exam results both in modern foreign languages and in other subjects,
* anincrease in motivation (especidly for boys).

2.2 Secific Benefits

The headteacher further describes the benefits

Well, the benefits are very broad. 1 probably won't remember them all. But the first and
most obvious was that [for] those on the bilingual scheme [i.e. the BFC] their level of
French was miles higher. About a year ahead of the non-bilingual by the end of that year.
So, in their first foreign language there was a big improvement without real costs to English,
history and geography according to the tests. Errrm, that's the first one. But the second one,
the answer is, | believe that their intelligence improved, errm, because | think that really the
bilingual programme was developing thinking skills. And we saw that a the end of the
second cohort, when the second cohort was evaluated, we found that the bilingual groups'
CAT scores had increased dramatically more than the non-bilingual during the course of that
year.

He saums up the bendfits for the learners in the BFC refering to two 'big

improvements with the first one for the learners having achieved a higher leve of
French ‘'without red cods to English, history and geography according to the tests
and the second one as 'improved' ‘intelligence.” He refers here to evidence based on

comparing the learners CAT scores from the beginning and the end of the year.

The headteacher speculates about the reasons for this increase as follows

Cause | think, the youngsters have to concentrate, so there's less idle time in these
classrooms. And they have to use their intelligence much more. What we know is that if you
use your intelligence it increases. It's like physical exercise. So, | think the focus on
thinking - although it wasn't notionally, it wasn't ostensibly a way to improve thinking - but
| think you can't really understand what's going on without focusing on thinking. So, that
was the second and for me one of the most important gains.
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He points out three factors that he consders as relevant in the BFC.:

» 'The youngsters have to concentrate.' According to the headteacher, as a result
of this ...

* 'There'slessidletime in these classrooms!

* 'Andtiiey have to use ther inteligence much more.’

He sums up his statements with referring to the 'focus on thinking.' In order to get a
better understanding of the headteacher's arguments, | rearrange them: Due to the
planning for the BFC, there is 'less idle time' in the BFC classroom. Due to the
planning by the teacher and related to that due to the learning of content through
French by the learners, the learners 'have to concentrate.’ In order to follow the
lessons, i.e. in order to get to understand the content and in order to be able to do
the tasks that they are sat during lesson time ‘they have to use ther intelligence
more." The headteacher compares intdligence to 'physicd exercise.' He explans
this increase in intdligence with the following example:

It was aso interesting that the English scores, the reading scores of the bilingual group
improved just as much as the non-bilingual. But within that, those who had the lowest
reading scores on entry, seemed to increase faster in bilingual than non-bilingual which is
paradoxical as you would expect the reverse. This was a group who found reading in
English difficult. They spent much less time reading in English, yet, their reading of English
improved. We don't know why that is. But my guess would be that it's because these
youngsters had had people bashing more and more [..] traditional methods of English
teaching, in fact. And this was a completely different approach because it focused on
linguistics, and the namre of language, it may be that it focused youngsters much more
closaly on how you read words because you simply couldn't read these words by putting one
letter after the next and making the word up that way, cause these words smply didn't have
any similarity to English words.

The headteacher refers here again to the results of CAT scores a the end of the
schoal year. He describes tha 'the reading scores of the bilingud group improved
just as much as the non-bilingua.' At the same time, he points out that 'within that,
those who had the lowest reading scores on entry ssemed to incresse faster in
bilingua than non-bilingual.'" He goes on to describe this as 'paradoxica as you
would expect the reverse’ and peculates thet this increase in reading performance
by those learners ‘with the lowest reading scores is related to 'a completely
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different gpproach because it focused on linguigtics and the nature of language.' The
headteacher's argument is somewha vague here when describing the focus on
linguistics and the nature of language." The improvement in reading may be related
to a way of teaching that has to take into account 'linguistics and the nature of
language, but it is not sufficent to explain this. Also, the focus on 'linguistics and
the nature of language' needs to be consdered in relation to the benefits of the BFC
pointed out by the headteacher before:

* Thereislesside time,

» The learners have to concentrate more.

* Thelearners inteligence is improved.

| focus on the two previous arguments put forward by the headteacher: less idle time
and increase in learner concentration. The headteacher refers again to 'less wadted
time' in the interview when he says.

And again, because there's less wasted time. So, that was a very interesting gain.

This can be related to a number of issues in the BFC. Time is being planned for in
the classsoom by the teacher. In order to plan for learning in the BFC, the teacher
has to take into account two main factors. the teaching of content and how to make
content accessble to the learners in the foreign language. Time in the BFC
classsoom depends on planning for content and foreign language learning. Of
course, time in the classroom is aso dependent on other generd factors such as time
of the day, events that have happened in previous lessons, during breaks, during
lesson time, individud teacher and learner motivations for that lesson etc. The
factors afecting time spent in the BFC are just as numerous as in any other
classsoom. However, in the BFC classroom, the teacher has to plan and structure
lesson time for both content and foreign language learning. In generd terms, the
time planning is due to the duad (content and linguistic) demands on both the teacher
and the learners.
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Summing up the previous arguments, the headteacher nat only describes the benefits
of the BFC for tiie learners, but he dso hints a the teacher actions within BFC
lessons: It is the teacher's respongbility to plan time in the BFC lessons. The
outcomes for the learners are idedly 'less waded time," and as a result of learning
in the BFC, an increase in 'intelligence’ which seems to show up especidly in the
reading scores of less able learners. The headteacher dso refers to another group of
learners that seem to be beneficiaries of learning in the BFC: boys.

Another one was the ... there appeared to be some evidence that boys, boys' language ability
was improving faster than girls. And if that's true and if that's sustained through later
years, it's great. | mean | see no reason why boys shouldn't be interested in languages.

The headteacher has referred to the benefits for boys leaning in the BFC
previoudy:

Boys were gaining more benefit from being in the Bilingua Foundation Course in
comparison to the non-bilingual than you found with girls which is a bit paradoxica really
as you might have expected the opposite. Errm, and yes, 1 think it is, | mean ... you aso
need to think in terms of explaining it, guessing at what we're looking a ... what's the
explanation for this. 1 think in this way: What is it that appeals to boys? Problem solving
appeals to boys, we know that. Repetitive coursework, extended writing appeals to girls.
There was an element of this [the BFC] which was boy-friendly which we hadn't realised.
But looking back, | think there was an element that was boy-friendly and was a completely
different way of learning languages.

He raises an important dement of learning in the BFC: problem-solving. He
qudifies problem-solving as gppedling to boys and furtiier explains the benefits for
boys by giving an example from a conversaion tiiat he had witii a boy following the
BFC curriculum in its fird year:

Well, I'll give an example from a conversation | had with one of the students in that first
year. 1 was covering a lesson, Year 7, Technology or something, and during the course of
the lesson ... and chatted to the kids which is what | did as a head anyway, | took the
opportunity to talk to the kids. 1 remember stopping off with one and saying: 'What class
are you in? And this boy, a very average boy, said in so and so's class. | said: 'Well, that's
a hilingua class, isn't it? He said; 'Yeah." And | said; 'How are you finding that? And he
said; 'It's hard. It's very hard." And | said; 'Would you rather be in a non-bilingual class?
He said: 'Oh, no.' | said: 'Well, why is that then? He said: 'lIt makes you think." So, 1
think there's that element of challenge which isn't always there for Year 7s whereas at Key
Stage 2 it usually is. They go through a lot of pressure and a lot of fast moving, fast pace
lessons in Year 5 and Year 6 because of the SATs. Then they get to Year 7 where teachers
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don't fed that sense of urgency. And | think, he was a youngster ... no, the interesting thing
is this was a boy, cause languages of course appeal to girls. And here we had a boy who
was saying he didn't want to move out of a bilingua class because the work was hard, but
that was interesting. And by that | took it to mean that it was challenging and making him
think. And that was something he appreciated. So, 1 think that has got a lot to do with
motivation. It's not motivation because it's easy, quite the contrary, it's motivation because
it's challenging. You know you have to imagine what's it like to be a youngster who doesn't
know any French going into a lesson in which the teacher is doing nothing but speaking in
French to them. They have to concentrate. And they have to problem-solve, they have to
work out what is that person saying, because they won't just gesmre, the teacher won't just
gesmre, say, point to a pencil and say what the word is, they speak the sentence.

The headteacher raises in this example of a conversation with a learner a series of

Issues that 1 discuss in more detall through my data in the next sections. He

mentions thet ...

* ... thelearner findslearning in the BFC 'hard." At the same time, ...

e ... the learner wants to remain in one of the BFC classes, because 'it makes you
think.'

The headtescher relates the learners statements to his own theories about the BFC
by pargphrasing the learner's satements in terms of ‘challenges in the BFC. He
further theorises about the learners interest in learning as a chalenge by relating it
to the issue of motivation:

It's not motivation because it's easy, quite the contrary, it's motivation because it's
challenging.

At the same time, he agan rdates the issue of chdlenging learning to learner
concentration and problem-solving. He does not explan in detal what the
‘challenges for the learners condst of gpart from stressng that the learners are
mede to tiiink and to problem-solve. However, he points out a key feature of the
BFC: learning asachallenge.
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2.3 Challenges

It has become clear that the headteacher has some theories about learning in the
BFC: As a (former) headteacher, he does not focus in detaill on the BFC classroom,
but looks a the BFC as a means of school improvement both in terms of gaff and
learners. Based on his theories and observations, he raises one of the key issues that
| discuss in the following sections. He describes learning in the BFC as a
‘challenge.'

Of course, my perceptions of the BFC differ from the headteacher's. 1 view the
BFC from my pogtion as a practiang teacher in the BFC. | dso condder some
learners views about their learning in the BFC. Again, ther views differ from both
mine and the headteacher's, as they consder the BFC as learners from their
perspective. All of these descriptions of the BFC are quite different. At the same
time, they share some key features. One of these key features is to consder learning
as a challenge (raised previoudy by the headteacher). In order to be achievable
chalenges need to be supported. | explore the rationship between chalenges and
support specificdly in Part 4. In the following parts, | focus on my diary entries and
teacher-learner interview data in order to examine the different chalenges that the
headteacher, mysdf as a BFC teacher and my learners seem to refer to.

So far, | have illugtrated key features of CLIL classrooms by arguing based on the
literature that learning content in a foreign language is motivating, because it
promotes meaningfiil classroom interaction.

Refaring specificdly to the BFC, the headteacher supports this argument by
describing the bendfits both in terms of outcomes and processes:

» The gatus of foreign languages is raised.

» Exam reaults, especidly those of less adle learners, have increased.

» The BFC is 'boy-friendly’ because it promotes problem-solving which in turn

increasss its 'relevance’ for boys.
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* Learner motivation increases because of the ‘challenging' nature of the BFC.

The headteacher's arguments contribute to a more specific description of the BFC
within CLIL. However, as he was responsible for the creation and implementation
of the BFC his arguments have to be consdered carefully. He describes the BFC
from his postion as a sympathetic outsder, therefore, he can only refer to test
results in terms of learning outcomes and anecdotd evidence and his related theories
in terms of learning processes in the BFC. In order to identify more specific features
of the BFC in relaion to the previous arguments, | discuss in the following section
my own and my interviewees descriptions of the BFC.

3 TheBFCas'2in 1

On 8¢ March 2000, Mylene described learning in the BFC:

M: Learning in the French Foundation Course is like another lesson, but in French.
And Jean Marie added in relation to the monolingual Foundation Course classes:

J So, really, it's like another lesson to those non-bilingual classes, but to us it's not another
lesson. Really. Cause we're learning two in one.

Jean Marie gives a concise description of the BFC, when he describes it as 2 in 1.
Mylene complements his description when she describes the BFC as ‘another lesson,
but in French." Both Myléne and Jean Marie describe the BFC in relation to other
subjects. Whereas Mylene darts her description from the view of other subject
lessons and adds the French component, Jean Marie dtarts his description from
traditional foreign language lessons by comparing them to ‘those non-bilingua
classes and relates these to his experience of learning German, when he points out
tiiat the BFC lessons are '2 in 1." He differentiates between the BFC |lessons where
he learns French through other subjects and the traditional foreign language lessons
where he learns German as a separate subject.
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Jean Marie's '2 in 1’-description suggess that - traditionaly - one subject is
learned in one lesson and another subject in a separate lesson. In the BFC, two
subjects are learned at the same time - "2 in 1." His description aso suggests that
the foraegn language is used in a manner thet is different from the traditiond foreign
language classroom: The foreign language is usad as a vehicle for learning other
subjects.

In order to explore Jean Mari€'s ‘2 in 1’-description of his BFC lessons further, |
examine some of my diary entries where | reflect about the BFC.

On 6* April 2000, | wrote the falowing diary entry about the BFC and how the
learners might experience it:

6.4.00

[.]
Tdking more spedificdly about French, mog smdents seem to have a phase where they

don't wart to learn French or in French anymore. | believe rdaed to this that the smdents
are extremdy aware of the fact that they have to work harder in bilinguad FC. The cognitive
demands on the amdents are higher - are the learning outcomes aso higher?

The above excerpt from my diay suggests that learners do not necessarily enjoy
learning through French dl the time. They 'seem to have a phase where they don't
want to learn French or in French anymore.' This may be due to a variety of
reasons. One of the reasons mentioned in my diay entry is 'that the sudents are
extremdy aware of the fact that they have to work harder in the bilingual EC | go
on to explain that they have to work harder, because ‘the cognitive demands on the
gudents are higher.' | then question if the learning outcomes are 'higher.’

Yes, | beieve s0. The learning outcomes are twofold. On the one hand, the smdents learn a
non-linguigic subject - perhaps, they don't learn this other subject 'better', but differently
as the information and kills are presented in a more structured way due to the additiond
difficulty of the foreign language.
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| answer my previous question with a clear 'yes by describing the learning

outcomes as 'twofold." 1 explain this by outiining that the learners do not learn 'the

other subject,’ meaning the nonHlinguigtic subjects such as geography, history etc.,
better, but 'differentiy.’ 'Different’ learning means here that:

* Information is presented in a dructured way for the 2 in 1’-BFC lessons. In
order for the learners to be able to falow the lesson in French, the lesson
content needs to be presented in a structured way. 'Structured’ in the BFC
means information is presented through smple language that is accessible to the
learners through various forms of support. ‘Structured’ aso refers to the overdl
structure of my BFC lessons. Not dl of my lessons would be conducted entirely
in French. Some parts of it might be in English. The English part of the lesson
then provides the support 'structure' for the French part of the lesson.

» Making content in a foreign language accessble to the learners dso implies the
deveopment of 'skills' as | point out vagudy when writing 'skills are presented
in a more dructured way due to the additiond difficulty of the foreign
language.’ In order to make sense of this point, it needs to be rephrased. 1 have
argued that content is presented in a more structured manner in order to make it
accessble to the learners. Part of the structure of learning content in a foreign
language is to am at developing learner skills and strategies that contribute to
them being able to make sense of content in the foregn language.

Summing up both arguments, the learner demands in the BFC are such that content
needs to be presented in a structured manner. Part of the structured learning is to
am a developing learner skills and drategies that dlow for the development of
understanding content in the foreign language.

So far, | have discussed the demands on the learners and how the learners can be
supported in ther learning content in French. If | daim to offer 'different' learning
through the BFC, smply making the learners work harder is not sufficient. In the
same diay entry of 6¢ April 2000, | continue:



On the other hand, the smdents learn the foreign language as a vehicle for thought/content,
i.e. both as a means for conversation and as a means to express/describe/analyse content.
Looking at the results of the vocabulary tests seems to indicate that some (most?) smdents
are starting to manipulate language, i.e. they are able to make the foreign language their
own, to acquire the foreign language and use it productively.

| describe the benefits of learning the foreign language in the BFC as 'a vehide for
thought/content' explaining this furtiier by adding tha the foreign language is used
'both as a means for conversation and as a means to express/describe/analyse
content." Although | describe two distinct uses of the foreign language, this is in
practice one and the same use. | describe it as two didtinct uses in rdation to
traditiond communicative foregn language lessons where the learners use the
fordgn language as a means for conversaion (some might sy ‘pseudo-
conversation'), but in genera not as a means 'to express/describe/andyse content.’
In the BFC, the foreign language use is based on the non-linguistic content. The
content is determined by the topics that are part of the Foundation Course
curriculum. These topics are amed a developing knowledge and skills in non-
linguistic subjects such as geography or history. The foreign language is used as a
'vehicle' for ddivering the non-linguistic content. Of course, language, avy
language including the mother tongue, is dways used in a classroom stting to talk
about something. In the BFC, the foreign language content is basad upon the foreign
language needs as imposed by the non-linguistic curriculum. This implies that
foreign language skills are taught in relation to the non-linguistic content needs. This
use of the foreign language as a 'vehicle for thought' can then lead to the learners
'sarting to manipulate language: the learners are enabled to use the foreign
language according to what is gppropriate for them as part of the non-linguistic
content. In order to illustrate the use of the foreign language by the learners as a
means of communication for content, | present ancther excerpt from my diary (see

Appendix D):

24.5.00

[.]

What an enjoyable lesson! | asked the students to put information in a timeline in French
into the right order. This worked extremely well. The smdents or most of the smdents seem
to be very confident in coping with French they have never seen before in a certain context.
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Again, this seems to indicate that the smdents' comprehension skills are very well developed
- coping well with the unknown.

| describe in my diary entry a lesson which was pat of the topic 'Medieva
Realms. The lesson described was one of the last lessons about 'Medieval Realms!’
The am of the lesson was for the learners to produce a timeline to scale, which
would dlow them to get a summary of the Medieva Redms topic. This activity was
entirdly conducted in French, i.e. dl of the information given to the learners was in
French. The learners had learned in previous lessons about the events mentioned in
the timdline. However, not dl of the language was familiar to the learners. All of
the learners were by then farly confident a producing a timeline to scae. Baeing
confronted with information in French did not conditute a problem as the learners
hed learned dl of the information in French anyway. As a means to check the
individud timdines | dated to fill in a timeine to scae on the whiteboard.
Although | was conducting this whole dass activity in French, | dlowed the learners
to use English for answering my questions. | did this because | did not expect the
learners to know the higher French numbers that they had to use in order to give me
the dates for completing the timdline. One learner chose to answer in French. Here
Is my description of what happened then:

[..]

Abilene - while going over the French timeline on the board - started saying the dates in
French without me ever having taught these numbers formally. Some of the other smdents
then picked up these dates immediately pushing their learning further - pushing the limits,
improving and testing what they know and applying it to new and different contexts.

Abilene chose to answer in French. She was able to do this for a variety of reasons:

* Abilene was confident in her understanding of the content.

» Abilene used pogters on the classroom walls with the numbers from O to 1000.

» Abilene understood how to 'build’ higher numbers in French, so she was able to
extend and test her ills in the foreign language.

Abilené's action had a consderable effect on this activity. Whereas some of the less

confident learners would reply in English another group of learners chose to follow



Abilene's example, use the classsoom wadls and 'build' the higher numbers that they
needed in order to give tiie correct dates required for the activity in French.

| reflect in my diary entry on Abilene's choice of action and the knock-on effects
that it had for other learners by continuing to pargphrase wha the learners chose to
do as 'pushing ther learning further - pushing tiie limits, improving and testing
what they know and gpplying it to new and different contexts. The whole class
activity was conducted in French. The learners did not have to answer in French
though. However, both the content, i.e. producing a timeline to scde in French, and
the classsoom context, i.e. the availability of the numbers on the walls, dlowed the
learners to 'push their learning further.' | describe this 'pushing’ as ‘improving and
testing what they know and gpplying it to new and different contexts." Abilene was
able to do tha for the reasons explained previoudy. Other learners were able to
follow her example because they understood what she was doing. The content of the
lesson and more generdly the BFC requires from the learners to 'improve and test
what they know." This in turn dlows them to goply their knowledge and skills 'to
new and different contexts as the BFC cdassroom setting is such tha it congtantiy
demands this re-evauation of learning.

The lesson example that | have given was intended as a bilingud lesson, but turned
out to be a monolingua lesson conducted modtiy in French. In the same diary entry,
| reflect on the use of two languages in the BFC:

Having a variety of languages, i.e. English and French, aso seems to be a principle that
seems to work quite well - the English part of the lesson gives students the oppormnity to
work and improve in their own language and do more demanding writing tasks they cannot
do yet in French.

The French on the other hand helps to strucmre their English work and push the smdents on
in French. | did again a timeline organising task which worked well. First, | went over the
dates in English and then changed to French. Looking a how confident the smdents are in
their comprehension skills by now | wouldn't have had to do the English timeline activity
first as the smdents started linking up the French and the English without being prompted to
do so.

Quite a pleasant lesson - even if the smdents became dightiy unsettled at some point.



| give in the above entry a rationde for the use of two languages. One of the

rationaes is tiiat English was one of the subjects taught as part of the BFC. Due to

the demands of the English curriculum, | had to do some lesson activities in

English. Apart from a purely curricular rationale, the use of two languages in a

cross-curricular curriculum can be beneficid, as 1 point out by describing the

distinct uses of English and French in the BFC.

English is used in order to:

» 'give the sudents the opportunity to work and improve in their own language,’
andto

* 'do more demanding writing tasks they cannot do yet in French.'

In generd terms, the use of English as part of tiie BFC curriculum dlows for
extending the learners in some tasks, especidly writing tasks. At the same time, the
use of English in relation to the content taught in French, alows for the learners to
get the appropriate support in English in accordance with the demands of the

curriculum.

| then go on to describe the use of French as a means to 'structure their English

work and to push the students on in French.' | raise two issues in this entry:

» The work done in French has to be structured to be accessble to the learners.
This gtructure dso is beneficd to the classwork done in English as it dlows the
learners to gpply their generic kills to their English work. Structure of French
content provides the support that the learners need for being able to learn
successtully in the BFC.

e | am 'to push' the learners. This means learning in French is a chalenge for the
learners, but it is dso achievable for the learners through the support provided
tiirough the structure of the French work and the work done in English.

| have identified two key issues necessary for successful interaction in the BFC: The
learners need support. This support is provided in genera terms through the
occasond and planned use of English and the use of structure as a means to make



the foreign language accessible to the learners. At the same time, the learners need a
challenge, in terms of my diay entry, the learners need to be 'pushed.’ The
chdlenges that | have identified in this section are dso refered to by the
headteacher when giving anecdotd evidence of a conversation with a sudent in the
BFC. According to the headteacher, this student found learning in tile BFC 'hard’,
but liked it & the same time as it made him think.

So far, 1 have illudrated through some diary entries my understanding of Jean
Marie's 2 in 1’-principle in the BFC. | have identified two key issues in order to
offer successful '2 in 1’-lessons in the BFC: support and chalenges (‘pushing’).
Offering the learners both support and chdlenges is crucid for classroom interaction
in the BFC. As | have illustrated 2 in 1-learning is specific in the BFC. Learning
content through a foreign language in the BFC entalls that learning in the BFC is
chdlenging, snce it is ahead of the learners development. In order for learning to
take place, the learners need support. | illustrate this support and chdlenges
framework further in Part 4 by rdating it to Vygotskian theories in generd and to
scaffolding in particular. Arguing that my BFC classsoom is a spedific setting for
learning, it is equaly necessary to examine further whet the key fegtures of my BFC
classsoom are. In order to do this, | examine teacher and learner roles in my 2 in
1’-classroom in Part 3 by rdating it to Vygotskian learning theories. 1 have not yet
identified the learning outcome of 2 in 1-lessons. In the interview conducted on
10* May 2000, Camille identifies the learning outcome as follows:

C; We've learned how to use it instead of just saying it.

'‘Using' the foreign language (instead of just saying it') relates back to my diay
entry of 6™ April 2000 where | describe the use of the foreign language as 'a vehicle
for thought/content.” Through 2 in 1-learning in the BFC, the learners are enabled
to use the foreign language by agoplying their foreign language skills to content
taught in the foreign language.



In order to be adle to goply their limited foreign language kills in the '2 in 1°-BFC,
the learners nead support and challenges. In order to contextudise the role of
chdlenges and support further | focus in tiie following section on teacher and
learner roles in my BFC classroom.

4 Summary and Conclusions

In Pat 2, | have identified key features of CLIL classsooms. Stating from the
literature, | have described CLIL as motivating because of its focus on meaning. |
have then developed this further by examining the headteacher's, my own and my
interviewees descriptions of the BFC. The headteacher has identified as key
features of the BFC an increase in motivation, especidly for boys arguing that the
learners perceive learning in the BFC as rdevant and therefore motivating because
of its chalenging nature. Based on my interview data, | have further complemented
this description with 2 in 1' and have described as an additiond feature that the
learners are 'pushed’ by the teacher. This relates back to the headteacher's
description of learning in the BFC as 'challenging'. Chalenging learning is only
possble if this is supported both by the teacher and the learning environment.
Getting the appropriate baance between support and chalenges can then lead to the
learners usng the foreign language. In generd terms, foreign language use in CLIL
becomes motivating not smply because of its focus on meaning, but through
offering learning that is relevant for the learners within a classroom stting that is in
turn both supportive and challenging: Establishing meaning is not Smply a matter of
teaching content through a foreign language, but through teaching non-linguistic
content in a manner that offers both support and chalenges to the learners.
Egtablishing support and chalenges implies that learning is ahead of development
whilst supported by the teacher and the learning setting.

In order to develop these arguments further | examine in Part 3 in more detail how
classroom interaction can be described by examining firgt interaction modds for



learning and then relating these to descriptions of teacher and learner roles in my 2
in I'-BFC classroom.

Part 3. Interaction Modds of Modern Foreign Language
Classrooms

1 Vygotskian Classroom Interaction Models

Vygotsky offers with his zone of proxima development (ZPD) a generd learning
modd that includes the key festures of my CLIL classroom identified so0 far: the
learning setting (in Vygotskian terms. environment), support (in Vygotskian terms
problem solving under adult guidance or in collaboration with a more capable
learner) and chalenges (in Vygotskian terms. learning as ahead of development).

In the fallowing sections, | discuss Vygotsky's ZPD in relaion to the support and
chdlenges framework identified so far and rlate it to my own and my interviewees
descriptions of teacher and learner roles in my BFC classroom.

Vygotskian theories are currently being used, adgpted and developed both in
educationd research, among the most prominent ones Socio-Cultural theory
aoproaches (e.g. Aljaafreh and Lantolf, 1994; Appel and Lantolf, 1994; Donato and
McCormick, 1994; Lantolf and Appd, 199%4; Lantolf, 1994, 2000; McCafferty,
1994; Piatt and Brooks, 1994) and in practice with the most notable and vauable
ones those gpproaches that am a developing learners thinking skills in a variety of
areas. (For an overview of Vygotskian teaching and learning approaches, see
Ashman and Conway, 1997. Some other useful readings are: Adey, 1988, 1995,
1999; Burden and Williams, 1998; Feuerstein, 1980; Ledf, 1998; McGilly, 1994,
Smith, 1992. For an overview of the range of gpplications of Vygotskian tiieory, see
Lloyd and Fernyhough, 1999) The range of gpplications of Vygotskian thinking is



tribute to both the origindity and the gpplicability of his work. Daniels (1996: 3)
describes these 'Vygotskies:

The 'Vygotskies' who are being created [...] in the West as well as in the post-Soviet Russia
are diverse and must be seen in their own culmral context. This political, socia and
historical filtering, selection, transformation and assimilation of the origina texts could be
used as the judtification for a revival of some form of Vygotskian fundamentalism searching
for the true meaning and message of the author.

(Daniels, 1996; 3)

Danid's search for the 'true meaning and message of the author' could be a search
in vain. At the same time, the ‘filtering, selection, transformation and assmilation
of the origind texts (Danids, 1996: 3) highlights how Vygotskian theories have
been gpplied in a range of contexts. In order to contextualise the use of Vygotskian
theories in education further, it is necessary to darify what makes his theories 0
gopeding to both teachers and researchers. Mercer (1995: 73) puts forward the
following reasons:

So Vygotsky's theory, more than Piaget's, has room in it for teachers as well as learners. It
draws our attention to the construction of knowledge as a joint achievement. Vygotsky
provides us with a theory of the development of thought and language. His insights offer us
a great dea that is relevant to understanding the relationship between a teacher and an
individual learner, though he did not observe and explain how language is acmally used to
teach and to learn.

(Mercer, 1995: 73)

It is this ‘joint congtruction of knowledge' that makes Vygotskian theory so usgful in
classroom research. According to Vygotsky, this form of learning takes place in the
zone of proxima development (ZPD). He offers various definitions of the ZPD:

It [the zone of proximal development] is the distance between the acmal developmenta level
as determined by independent problem solving and the level of potential development as
determined through problem solving under adult guidance or in collaboration with more
capable peers.

(Vygotsky, 1978; 86)

We propose that an essential feamre of learning is that it creates the zone of proximal
development; that is, learning awakens a variety of internal developmental processes that are
able to operate only when the child is interacting with people in his environment and in
cooperation with his peers. Once these processes are internalized, they become part of the
child's independent developmental achievement.



(Vygotsky, 1987: 90)

Thus, the notion of a zone of proximal development enables us to propound a new formula,
namely that the only 'good learning' is that which is in advance of development.
(Vygotsky, 1987; 89)

Instruction is only good when it proceeds ahead of development, when it awakens and
rouses to life those functions which are in the process of mamring or in the zone of proximal
development. It is in this way that instruction plays an extremely important role in
development.

(Vygotsky, 1956; 278)

All these definitions and descriptions of the ZPD share some key characteristics:

* Leaning is congdered as a socid process.

* Learning precedes development.

* Leaning happens between a learner and a teacher (with the 'teacher' being an
adult or a 'more capable peer').

Some of the definitions dso develop dightly differing models of the ZPD:

» Learning requires for the learner the presence of a 'teacher' - ether an adult or
amore cgpable peer.

And/or ...

» Leaning takes place when the child is interacting with people in his environment
and his peers. Vygotsky does not spedify that the peers need to be 'more
capable.

In order to illustrate how Vygotsky's ZPD has contributed to the development of my
understanding of CLIL classroom interaction, | relate one of the previoudy quoted
ZPD definitions to my CLIL research context.

As pointed out before, according to Vygotsky, learning takes place within the zone
of proxima development:

It [the zone of proximal development] is the distance between the acmal developmental level
as determined by independent problem solving and the level of potential development as



determined through problem solving under adult guidance or in collaboration with more
cgpable peers.
(Vygotsky, 1978; 86)

| relate this ZPD definition to CLIL in the following manner:

Vygotsky views learning asproblem solving. Although CLIL approaches do not
necessarily contain an  explicit problem-solving component, due to the
combination of content and foreign language learning and the resulting
cognitively demanding learning activities, the learners are implicitly required to
be problem solvers a dl times. The notion of problem solving dso contains an
edement of chdlenge for the learners both on a content and a methodological
level. On a content level, CLIL tends to offer gpproaches that dlow learners to
explore differences between their own (linguistic, cultural, socid) perceptions
and the foreign language. On a methodologicd level, CLIL adopts due to its
meaning-focused nature an implicit problem solving gpproach by confronting
learners with information thet is aove ther current levd of development. In
generd terms, CLIL offers learners a kind of learning that is chdlenging and
requires learner engagement.

Vygotsky's notion of 'potential development’ dso gpplies in CLIL. CLIL can
offer learning that contributes to the potentid development of learners due to its
chdlenging nature. In ancther ZPD definition, he describes 'good learning' as
‘that which is in advance of development.’ (Vygotsky, 1987: 89) This implies
that 'good learning' includes an dement of risk-taking by the learners supported
by the teacher and other learners.

‘Adult guidance' points at the nead for a careful reconsideration of the teacher's
role in CLIL. The teacher is there to give guidance, not to provide the learners
with ultimate answers. This reconsderation of the teacher's role aso reflects the
postioning of CLIL within post-communicative teaching and learning
gpproaches.

1 take to understand 'more capablepeers’ as a reference to the wide range of
learners within any learning setting. More cgpable peers support less adle
learners. In relation to CLIL, the notion of 'more capable peers does not
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necessarily mean that only academicdly more able learners achieve better as the
'more capable peers ae Soread over a larger adility range due to the
combination of content and foreign language knowledge. It is therefore crucid to
view Vygotsky's notion of 'more capable peer’ as dynamic depending on the
content of the CLIL lesson or activity and the individud |earners involved.

So far, | have focusad on the separate roles of the teacher and the learners engaged
in a CLIL ZPD. Teacher and learner roles dso have one common fedtire in the
ZPD: The teacher and the learners interact. Vygotsky describes interaction within
the ZPD:

We propose that an essential feamre of learning is that it creates the zone of proximal
development; that is, learning awakens a variety of internal developmental processes that are
able to operate only when the child is interacting with people in his environment and in
cooperation with his peers. Once these processes are internalized, they become part of the
child's independent developmental achievement.

(Vygotsky, 1987: 90)

Vygotsky stresses the nead for interaction between teacher and learners and between
learners as being the necessty dep before ‘independent  developmentd
achievement.! Just as importantly, the teacher and the learners interact within a
gpecific environment. In the case of my research, the spedific environment is my
BFC classsoom, a place with its spedific rules that are established both by the
teacher and the learners as wdl as by the school environment which the classroom is

a pat of

The importance of classoom interaction for the development of foreign language
skills specificdly has been recognised by a number of SLA researchers, in particular
Fica (1982, 1987) and Long (1980, 1981, 1988, 1990). Fica (1987: 18) describes
the importance of interaction in SLA:

Just as recent attention to the importance of social interaction in second-language acquisition
has helped to bring about a reconsideration of what it means to learn a language, it is now
time to re-think what it means to be a classroom learner and what this means for us as
teachers.
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(Pica, 1987: 18)

Long (1990: 661) supports the importance of developing interactionist S_A theories
further:

[..] interactionist theories are more powerful than unidimensional or single factor solutions
in their ability to account for the same set of data because they invoke two or more (often
many more) variables, types of variables, and relationships among variables.

(Long, 1990; 661)

Both Long and Pica goproach classoom interaction from an SLA research
perspective. Due to the focus of my research on perceptions of CLIL classroom
interaction the applicability of ther work is limited. However, Picas overal
argument that 'it is now time to re-think what it means to be a classroom learner and
what this means for us as teachers.' (Pica, 1987. 18) is crucia for my anayds of
classroom interaction later on. Picas and Long's arguments help to narrow down
my application of Vygotsky's ZPD: | look a a very specific learning environment,
my BFC classroom, where a teacher and a group of learners come together for the
speaific purpose of teaching and learning and where both the teacher and the
learners have gpecific roles. 1 explore these roles by applying Vygotsky's
components of interaction - interaction with people, interaction in the environment,
and interaction in cooperation with peers - in the following manner:

» Interaction with people refers to the learners interacting with the teacher. The
teacher creates ‘problem-solving' (Vygotsky, 1978. 86) gpproaches and a the
same time supports the finding of solutions to these problems.

* Interaction in the environment specifies that learning takes place in a CLIL
classsoom. The CLIL classsoom environment contributes to learning through
various forms of support. The environment, in my case my BFC classroom, is
a0 located as a micro-context within the school's macro-context.

* Interaction in cooperation with peers specifies the third component in the CLIL
ZPD. Individud learners interact not just with the teacher, but they aso interact
with their peers who may be more or less capable.
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In the further andysis of my data, 1 focus on perceptions of interaction between the
teacher and the learners within my classroom environmern.

So far, | have limited my adaptation of Vygotsky's ZPD within my research to its
three key components - the teacher, the learners and the environment. The learners
need support from each other, from the teacher and through the environment since
learning is ahead of development. Support in CLIL is a complex system: the CLIL
focus on meaningful learning implies that the learners get support through the
content. At the same time, the foreign language supports the learning of content.
And of course, the crucid role of the teacher and other learners as a means of
support may not be forgotten about. Therefore, in order to explore the notion of
support based on the three key components proposed by Vygotsky, the teacher, the
learner and the environment, | examine in the following section teacher and learner
roles in my BFC classroom environment.

2 BFC Classroom Interaction; Teacher and Learner Roles in '2 in
V

In order to consder the roles of the teacher and the learners in the BFC, | examine
fird some interview excerpts where the learners describe how they work during a
BFC lesson. During the interview conducted on 12" January 2000, the learners sad
the following:

I; If you think about this activity we did this morning, writing these really smple sentences
in the simple past in French. | think most of you found that quite simple, didn't you? Well, |
know that you worked it out together with Sandrine.

J. And Dorothée.

I: And Dorothée. ... Did you find that difficult or easy to do these sentences?

J; A bit of both.

I: A bit of both. Why 'a bit of both'?

J Well, I just found it ‘a bit of both', because most of them were alright and some of them
you had to think about.
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The learners describe here how they worked together in order to complete a content-
based gapHfilling exercise in French. Jeane describes how she worked with
Sandrine and Dorothée in order to complete the exercise. Jeanne describes the
activity as 'a bit of both', i.e. both difficult and easy. The reason for finding this
activity 'a hbit of both' is tha writing these sentences was easy 'because mog of
them were alright' and difficult because 'some of them you hed to think about.'

Jeanne describes here how the learners support each other through pair and group
work in content-based activities. In another interview on 2™ February 2000, the
learners aso describe working with each other:

I; Yeah? And then how can you show that you are working with her? ... Right, OK. ...
Anything else happening there? Is there anything else happening? Think about the lesson
today. What happened in the first lesson? What did you do?

C: India

I; Yes. How did you work there? Did you work with others? Did you work on your own?
Did you work with Miss Delville? [Miss Delville was the trainee teacher who took my class
for three lessons per week during her teaching practice.]

C: | worked with Carine. ... and ... just Carine.

I; Right. Did you work as a whole class?

C; In some bits, yeah.

I: Right, OK. ... Think about these things, so if you said something you would be talking to
Carine. Who else might you be talking to? People behind you? Or just to Miss Delville? Or
just to me? What were we doing in the second lesson? Were you working in pairs? Or were
you working on your own?

M; We were kind of working in pairs and kind of working on our own.

I; So, yes, OK. Who was in the centre? Or if you are in the classroom where do you see
yourself? Do you see yourself in the middle of it or on the edges?

C; Anywhere.

I: Yeah? No?

C: Could I put like a line for the teacher in that lot?

I: Yes, of course.

C: Teacher explaining things.

M; People like talk, just like to each other.

C; Some people send letters to each other, don't they?

1; Well, if you think this is important, put this in there as well. OK?

C; Not really.

I; Well, do you think this is important? If it disturbs the lesson, it could be important.

C: Yeah, that's what I'm thinking.

I; So, think about what you put in there.

[.]

As a means to dart dff the interview, | had given the learners a drawing of how |

viewed teacher and learner roles a the time in my BFC classroom (see Appendix
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O). | asked the learners to adgpt this drawing to thelr understanding of interaction
and roles in the BFC classsoom. The drawing activity itsef was not particularly
successful as | asked the interviewees to draw a very complex process of interaction
in the BFC classsoom. The learners developed my understanding of roles in the
BFC classoom further by discussang ther drawings with me and the other
interviewees. The learners describe classroom interaction as taking place between:

e The teacher and dl the learners,

e The teacher and pairs of learners,

e The teacher and groups of learners,

e Theteacher and an individud learner,

e More than two learners (group work),

e Ore learner and another learner (pair work),

e One learner only (individud work).

One of the interviewees mentions that 'people tdk to each other' and 'send letters.'
The interviewees describe these disruptions in more detail in the following excerpt

from the same interview:

M: Some people shout out.

1; Some people shout out, some people ... Carole?

C: Some people might not understand it much.

1; Right, some people might not understand it.

C; So, you ask the next door neighbour or behind them. They help one another.

1; So, basically, it's not only the teacher who is asking questions, but aso smdents who
don't understand.

[..]

It is not entirely clear why 'some people shout out." However, this might be related
to tiie next satement where Carole adds that 'some people might not understand it
much.' Rdating both statements to each other suggests a lack of support for those
learners who 'don't understand it much.' The effects of the learners not getting
aufficent support for understanding leed potentidly to learners becoming disruptive.
At the same time, Carole mentions tha the learners support each other by asking
'the next door neighbour or [the person] behind them." Again, it is clear how crucia
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support in the BFC is for the learners. Describing support in terms of roles taken by
the teacher and the learners, the learners go on to describe this issue in the same
interview:

1; Right, Carole, just talk me through your drawing.

C; Waell, the teacher asks the questions. | haven't put in the questions yet. And, some
students are helping each other, like this. And like the teacher is being asked from different
students.

I: Right. OK. So, it’s ...

C: It's sort of like a helping picmre.

1; Mmmh. So, ...

M; It's more or less like mine.

[.]
I: Not really, Carole. [..] What's missing in this picmre?
C: The questions.

Carole and Marie describe here teacher and learner roles. Both the teacher and the
learners ask questions. Asking questions is crucid for learning in the BFC. These
questions can be both related to foreign language understanding and to content
understanding. In the BFC, this digtinction is not redly vdid as content is to a large
extent taught through the foreign language. Therefore, asking questions implies both
a content and linguistic element. Asking questions aso hints a the issue of power in
the classsoom. The person who asks questions is in power: in the BFC both the
learners and the teacher seam to have different forms of power over teaching and
learning. The 'helping picture’ discusson dso includes possible disruptions in the
BFC. These disruptions may be due to the behaviour of individud learners. Marie
has mentioned before that 'some people shout out.' She and Carole describe this
further:

M; Right, what it's like when ... you can't really draw it like what it's like. Cause people
are chatting and jumping about and being silly and laughing and throwing things.

C; Making funny noises.

I: Funny noises, passing things around, laughing, shouting out, ...

M: Yeah.

C; Saying rude words.

I: Saying rude words.So, errmm, can you sy more about that? Do you like that or do you
not like that?

C: It’s not very nice.

I It's not very nice.

M;No.

C: Sometimes, like, we are trying to get on with our work, and there's too much noise.
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M: Sometimes you get confused and you can't understand.
[.]

Marie ard Carole give numerous examples of disruptive behaviour, 'people are
chatting and jumping about and being dlly and laughing and throwing things." They
go on explaining that some learners are 'saying rude words. They then sum up the
effect of this behaviour on their work with 'It's not very nice' because 'sometimes
[..] we ae trying to get on with our work, and there's too much noise and
'sometimes you get confused and you can't understand.’ It is not entirdy clear if the
confuson sems from other learners disruptive behaviour or from a generd lack of
support in the BFC. However, some learners disruptive behaviour hints at a lack of
support for these disruptive learners. This has a dramatic effect for the learners who
are highly motivated in the BFC because 'there's too much noise.'" The disruptions
may be due to classsoom management problems or learning content through a
foreign language being difficult and chdlenging for the learners without the
gopropriate support. The learners describe the difficulties that they encounter with
learning in French in the same interview:

I; Right, so, do you find this ... is this normal now or do you find this difficult?

M: A bit of both. Sometimes | find it quite hard when you have to use like long words and
then long words sometimes mean short words [in English]. And it gets a bit confusing.

I: Right, OK. Do you find ... are you afraid of speaking French? For instance when 1 was
questioning you at the end of the lesson in French.

C; Sometimes, because if you get something wrong, you get dl realy embarrassed if you
said it wrong.

I; Well, do you think it is readly that bad if you say something wrong?

C: No.

M: No, cause you ... at least you're having a try.

[.]

Looking at this interview excerpt in terms of the support and chalenges discussed
earlier, the importance for the learners to fed supported in their learning in the BFC
becomes obvious: The learners need support in order to overcome the chalenges of
learning through French. In order to examine tescher and learner roles for
interaction further, | examine a diary entry from tiie beginning of my second year of
teaching. On 28™ September 1999, | wrote:
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28.9.99

In the last morning lesson, the smdents went into the IT room. Mogt students enjoy working
on Keybites immensely. They al get on with their work quite independently and work well
together. However, some smdents were nagging each other, picking on each other, winding
each other up - this must be avoided at dl times to keep a good classroom atmosphere
which enables us to work together. |1 need to be careful to keep up a positive classroom
atmosphere!

What about the smdents' learning? The smdents can only start to learn when the conditions
for learning are right - both things belong together.

| wrote this entry dater an ICT lesson tha | was not particularly happy about.
Although there was no mgor disruption, 1 mention that 'some students were nagging
each other." During the lesson, | did not intervene. However, in my diary entry, |
remind mysdf about the importance of avoiding these Stuations occurring during a
lesson in order 'to keep a good classoom atmosphere which enables us to work
together.' In terms of roles, this entry - generd as it may be - is important as it
points out the mog basic conditions for learning to take place in any classroom: the
learners mugt fed sfe in the classroom environment. If this most basic support does
not exist, learning cannot happen. 1 reflect on this most basc fom of support
writing that ‘the students can only dtart to learn when the conditions for learning are
right - both things belong together.' | dso understand this diary entry as a reminder
to mysdf about my roles as ateacher, i.e. to creste the right conditions for learning
to take place. At the same time, it is important to remember that the teacher and the
learners interact with each other. Therefore, teacher and learner roles need to be
described together.

| have explored teacher and learner roles in the BFC further through metaphors.
The use of metaphors opened up the descriptions and dlowed for the learners to
view the classsoom in terms of something else. The following excerpt is from the
interview (conducted on 1* March 2000, see Appendix C) where the learners were
initidly asked to finish the two following sentences:

* 'Learning Frenchislike ...

* 'Learning in the French Foundation Course is like ...'

The briefing for the learners was as follows:
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¢ 'Finish the sentences'’
*  'Work with a partner.'
* 'Be credtive and have fun.'

In the interview on 1* March 2000, the learners sad the following:

A; Learning in French Foundation Course is like sometimes being in a jungle where
[everyone] is learning and trying to talk French and it sounds like a bunch of animals, but it
can be fun.

I: What do you think about this, you two? [to Carole and Marie]

Is it like being in ajungle?

M; Yeah, it is a bit cause like ... like, there's so many things hanging around and, you have
to like when you put a sentence together or you trandate things you have to, it's like 'do
you have to put that in or do you have to take that out or ...?"

A: Yeah, when everybody's talking, like French al the time, hhhhhhh, everybody talking
French, ...

I; Isbeing, again, being in ajungle is it good fun or is it scary?

A; It's both.

J It's like &l o