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Chapter 1
Introduction
“..schools reflect society and the bilingual policies and practices that we find in school are a direct result of societal bilingualism” (García, 2009:74)
This assignment will attempt to shed light on the globalisation of English within the context of the education system in the United Arab Emirates. The focus will be on a school. An investigation will be made into the motivations behind the choice of an English medium British school, be it at an individual, community or national level. García’s quote above infers that what is seen in schools is a direct reflection of society, therefore, this assignment will evaluate and assess how decisions made at a national level impact on school choice, language, and on culture and society in terms of bilingualism. 
There are many and varied causes and effects of the increase in use of English alongside other languages. English is considered a world or global language and, as such, its prominence prompts strong views and opinions. On the one hand, there are the claims of linguistic imperialism, to the point where Skutnabb-Kangas, 2000) calls English a “killer language”, and on the other (Brutt-Griffler, 2002; Spolsky, 2004) “who claim that English is mixing with local linguistic forms and that it is being used as a lingua franca without overtaking local languages”. (García, 2009:91)
Local Context
In 2005 in the Emirate of Abu Dhabi in the United Arab Emirates, the Department of Education and Knowledge was created. The decision was made at a national level that the curriculum in government schools from Kindergarten through to Grade 12, should be taught in English, with the exception of Islamic Studies and Arabic language. A further initiative was that teaching in higher education, public universities and colleges, in addition to many private higher education institutions, should be conducted in English. Therefore, the policy can be seen as a top-down policy, and would be termed as an additive bilingual context, because the addition of English as the second language and the cultural implications thereof is not likely to ‘replace or displace’ (Baker, 2011) Arabic, or Emirati culture. As a consequence, there is evidence of some value added, culturally, economically and socially in this bilingual context. The opposite would be a subtractive context, where the introduction of the second language and its cultural implications was less positive, perhaps leading to alienation of the first language and culture and a level of marginalization within the language communities. Notwithstanding, in the years since the introduction of the above education policy, it is fair to say that the world has changed. Evidence of this change can be observed in the impact of the seismic explosion of technology and, in particular, of social media. The impact is felt keenly in the education system as well as in other areas. Anecdotal evidence abounds, with parents and teachers alike lamenting a lowering of standards in language, attention, behaviour and in academic writing as a result of the increased use of technology in learning.
When discussing social and cultural questions surrounding bilingual education, Bourhis (2001) proposes a continuum of four ideologies, namely, pluralist, civic, assimilation and ethnist ideologies. The two contrasting positions tend to revolve around assimilation and pluralism. ‘Assimilation is a belief that cultural groups should give up their heritage cultures and take on the host society’s way of life. In contrast, pluralism believes that these groups should maintain their heritage cultures in combination with the host culture.’(Baker, 2011:391)
By its nature, the United Arab Emirates sets out to be a pluralist nation, not only welcoming different nationalities and cultures to its shores, but also celebrating the richness this diversity can bring. From the top down, tolerance of the other is encouraged. With this in mind and the long history and tradition linking the United Kingdom with the United Arab Emirates, British culture, and especially the English language, are held in high regard. Assimilation is considered complex and multidimensional; according to Tosi, (1988), assimilation may be explicit, implied or concealed. In the context of this research, parents are choosing a British style education in English for their children. At the same time, it is widely believed that Emirati culture and the Arabic language should be maintained at home and with the family. There may be a correlation in this case between Portes and Hao’s longitudinal research (2002) on assimilation in the United States of America, which concluded that children who maintained their home language at home and became fluent in English at school demonstrated positive profiles. Their research drew statistics from different measures, such as family solidarity, intergenerational conflict, ambition and self-esteem. ‘For example, those fluent in English and their parents’ native language were 8% more likely to hold higher educational aspirations.’ (Baker, 2011:393). This model is being replicated in the UAE, and although the context is different from Portes and Hao’s (2002) research, there is a case for comparison. The suggestion is that school children, who are actively encouraged to maintain their home language with their families whilst pursuing their education in English, build on their social and educational capital, at a time in their lives where renouncing their home language would deprive them of ‘a key social resource at a critical juncture in their lives’ (Portes & Hao, 2002:23).

The interest of the researcher lies in discovering the extent to which the decisions made at a national level about language use and the shifts in the globalisation of English are impacting daily life in terms of education and communication within society. Many parents choose English as their children’s first language, and similarly, many individuals choose to study in English. It can be assumed that, broadly, these choices are made by those who have instrumental motives (García, 2009:87). That is to say that these choices are made because economic advantages will follow; namely, advantages for work and career. There is a difference, however, between those choosing a second language, such as English,  rather than having that ‘choice’ imposed upon them, either because of national expectations or from societal expectations in a less overt way. The results of the research will provide further explanation in this regard in Chapter 4.

Chapter 2
Literary Review
Our world is multilingual, therefore any individual who is able to speak more than one language will automatically have a greater chance of participating in culturally diverse activities, reaching success and enjoying a certain level of fulfilment. Schools all over the world, and indeed entire education systems, play a significant role in ensuring that languages are taught well. García writes:
Bilingual education has the potential of being a transformative school practice, able to educate all children in ways that stimulate and expand their intellect and imagination, as they gain ways of expression and access different ways of being in the world. (García, 2009:12)
As such, Pierre Bourdieu, the French sociologist, refers to education as ‘capital’, and links the cultural, symbolic and linguistic capital that children acquire in schools to their “wealth” and self-worth as individuals. Bourdieu (1991) considers that ‘the ability of students to build linguistic capital is dependent mostly on the education they receive, and thus schools play a major role in regulating language as capital and mediating access to it’. 
Although no-one is able to predict the future with any certainty, less so the shifts in languages spoken, changes in the current modern world in terms of the economy, politics, society and culture are swift and significant. Baker refers to these changes as the ‘fast moving tides of local and global development’ (Baker, 2011:411), and confirms the idea that the ownership of two or more languages is an ‘asset’, with globalisation increasing the demand for multilinguals. The impact of individual bilingualism is perhaps simpler to quantify than overall cultural or societal changes within a larger group, but it would seem that in our current, interlinked global economy, ‘globalization and interculturalism are both the cause and an effect of bilingualism and multilingualism.’ (Baker, 2011:66). In order to make sense of the importance of bilingual education within a society, the wider community needs also to be examined. By viewing the interconnectedness of language communities, language contact, language change and language conflict (Baker, 2011), it may become easier to see which decisions have been made and why they have been made in a particular context. 
Phillipson (2001), when discussing English in globalisation, highlights the prominence of the language, but warns of the need to analyse the consequences of this dominance. He writes:
English is the dominant language of the global economy, markets are being unified, and language policy interlocks with all the other domains of social interaction and hierarchisation. (Phillipson, 2001:188)
He is at pains to state that ‘English serves the interests of some much better than others’ (2001:188), noting that there is also a need to delve more closely into what lies beneath the impression that the promotion of English is solely for the good. He implies that forces are at work to stress that English is a ‘universal lingua franca’ (2001:188), but that to accept this idea without question is to ignore ‘the fact that a majority of the world’s citizens do not speak English, whether as a mother tongue or as a second or foreign language’. Given the fragility of the political and economic systems around the world, Phillipson sounds a note of caution that although English currently has pre-eminence, it ‘may be challenged by Chinese, Arabic and other languages’. (2001:189)
It would be naïve to disregard the role of key international organisations, such as the World Bank and the IMF in the perpetuation of the role of English internationally. Phillipson (2001) writes of the significance of the World Bank in educational policy and discusses how that significance is increased by the dovetailing of policies with transnational corporations. He infers that not only is the use of English reinforced by such involvement, but also that the content of what is taught in schools can be impacted by the combination of the World Bank and companies such as SHELL and British Petroleum. 
As education is a key site of cultural reproduction, it is logical that the World Bank and the transnational corporations are expanding their influence in education. (Phillipson, 2001: 190)
Although English is referred to as the language of ‘international communication and understanding’ and the language of ‘national unity’ (Phillipson, 2001:190), there is without doubt another side to the argument; one which Skutnabb-Kangas and Phillipson refer to, stating that as a result of the promotion of English in such positive terms, the reality is obscured. The reality to which they draw our attention, is that ‘the majority of the world’s population is being impoverished, that natural resources are being plundered in unsustainable ways, and that speakers of most languages do not have their linguistic human rights respected’. (Phillipson, 2001:190). Phillipson also infers certain ‘normalization’ in the way that English is promoted by ‘Americanisation in the media, commerce, youth culture et al.’ (2001:191), especially within countries in the European Union. As a result, other languages may be marginalized. He asks the question which appears to be the crux of the matter:
‘…is English being strengthened at the expense of local languages and cultures, or is there a healthy balance between the uses to which English is put and democratic language policies that accord linguistic human rights to speakers of all local languages?’(2001:192)
He does not deny the complexity of such a question. When looking at the tensions generated by the expansion of English, it is helpful to look at the two paradigms proposed by Yukio Tsuda (1994) and the subsequent elaboration by Skuttnabb-Kangas (2000:657).  The two paradigms are the Diffusion of English paradigm and the Ecology of Languages paradigm. The first ‘entails the promotion of one language (English), and one culture (USA’s) at the expense of others, by means of the interlocking of linguistic imperialism with a system of production and ideologies that attempt to justify an economically expansionist and exploitative world order.’ (Phillipson, 2001:193). On the other hand, the Ecology of Languages paradigm ‘attempts to ensure equality for speakers of all languages, and uses the human rights system as a counterweight to the ‘free’ market.’(Phillipson, 2001:193). Phillipson explains the need for the higher placement of language policy on political agendas in order for the concepts within the Ecology of Language paradigm to be adopted locally and globally. These concepts include multilingualism and linguistic diversity, the maintenance and exchange of cultures and have a human rights perspective, as opposed to monolingualism and linguistic genocide, linguistic, cultural and media imperialism and ideological globalisation and internationalism. 
Moving along with the idea of ‘linguistic imperialism’, Phillipson (2001) argues that not only is the English language promoted as an ideal in many countries, also the culture, lifestyle and at times the native speakers of English (especially Americans or Britons) as the ideal teachers of English. This suggests that those learning English may be buying into something much larger than simply a desire to increase their language proficiency. Is this based on an intrinsic motivation and interest, or is it almost impossible in this day and age to separate out the personal goals and educational targets of an individual from what is permeated across the globe by a certain ‘professional imperialism’? When talking about how English is taught in India, Agnihotri and Khanna (1997:19) refer to it as being ‘essentially meant for a special group of people; it is taught (effectively) in prestigious public schools and other Indian languages are ignored and marginalized’ Agnihotri and Kanna, (cited in Phillipson, 2001) claim that there is ‘an increasing mystification and deification of English socially and pedagogically’ (1997:19) and as a result they see the need for ‘a more radical paradigm shift in language planning in which English sustains rather than destroys the multilingual ethos of India’. Given the historical connections between Britain and India, Phillipson suggests that there exists between the two countries a pattern of professional imperialism. When investigating the collaboration in English teaching between British and Indian experts, ‘the leadership, and the greater initiative and influence, come from the British “expert”’ (Rajan 1992: 140), which suggests that there is a hierarchy within the professional field. Rajan writes that this connection ‘is not only historical and paradigmatic but is also a continuing relation of dependence and support in matters of scholarship and expertise, material aid, the training of personnel, the framing of syllabi, and pedagogical methods.’ ((1992:141). The detritus of colonial times remains evident either subtly, or perhaps less so, and it is important to examine the ongoing consequences of how English has dominated and still continues to do so. Nicholas Ostler, when he writes about the rise and fall of world languages in The Last Lingua Franca, predicts that the world order is on the verge of change. He writes:
In the modern world, although the position of English has strengthened for the past two centuries, the balance among the world’s languages is far from stable. Economic trends are likely to raise up powers with very different linguistic interests, and postcolonial scores too may yet need to be settled. (Ostler, 2010:266)
Ostler also sounds a timely reminder that in this day and age where technology is ‘cheap and ubiquitous’, its impact on language should not be disregarded. He suggests a future where ‘nation shall speak unto nation each in its own language, relying on the global network to make its national messages understood.’
Language learning is seen by many as a survival skill in today’s world. We know this to be the case in many different cultural contexts, and the increase in the number of people learning English worldwide demonstrates that the world, and especially the world’s youth, is taking ownership of its own survival and success by devoting itself to becoming bilingual. The wealth of methods of learning languages, the focus here being on English language learning, facilitates this goal. Some argue that it is therefore hugely important that the materials and methods used for learning English are free from cultural bias. Illich writes with fervour about the need for impartiality. In order to overcome the triumph of ‘professional imperialism’, he urges the building of a ‘convivial society’ (Illich, 1973:56-57). He writes:
…The possibility of a convivial society depends therefore on a new consensus about the destructiveness of imperialism at three levels. (1973:56-57)
The level he claims is most essential is ‘the mushrooming of professional monopolies over production’. To this end he states:
Politics for convivial reconstruction of society must especially face imperialism on this third level, where it takes the form of professionalism. (1973:56-57)
It can be understood from what Illich writes that he understands and defends the production and use of language learning materials that reflect and represent the students of the language, rather than representing the culture and of the West. Western bias can override cultural identities, and English language educational resources can subjectively glamorize through stereotyping. Baik and Shim, (1995) reference South Korea and warn that such a projection may ‘dissimulate the cultural dominance of foreign nations, especially the United States and Britain’. (Baik and Shim, 1995). They conclude:
In an age where foreign language learning has become a survival skill, it becomes virtually everybody’s business to review the cultural message of language textbooks with a more critical eye. (Baik and Shim, 1995)
As awareness grows of the complexity of the contradiction of English language learning, given that it is indispensable as a global medium (Kandiah, 2001), with the lack of neutrality both culturally and ideologically, within the teaching of the language, there are attempts to redress the balance and revive authenticity. Phillipson cites progress within some countries in Asia, where English language learning can be an additive process genuinely ‘strengthening the local language ecology’, and reflecting more authentically “Asian values and goals” (2001:197). Taking a glance at teaching materials currently, however, it is not yet obvious that impartiality is achieved. There may be nods to more culturally impartial content, with text books prepared by some of the publishing companies specifically for a certain market, such as that of the Middle East. This certainly provides students with an opportunity to relate to materials and to access the language more readily. Nonetheless, there seems to prevail a desire for all things British in many quarters. This can be seen by the huge popularity afforded the British Council, both in terms of language learning and in examinations. The research carried out in this dissertation will look at the idea of ‘Britishness’ alongside English as a language, and try to investigate how the two are interconnected in the United Arab Emirates. The aims for English language is top down and is seen by many as being highly successful. This research will look more closely at this area and at the expectations of learning English in a British environment, and examine where those expectations are realised and perhaps where, in reality, there are gaps and complications in the learning process. When teaching professionals gain an awareness of local needs through exposure to their culture and heritage, the present author would suggest that the first important steps are taken towards harmonious and holistic learning.  We know from the Ecology of Languages paradigm that where there is exchange of ideology and equality in communication, there is a greater likelihood of sustainable promotion of second language learning. This is desirable. As Phillipson suggests, in order to make globalisation more ‘accountable’ the responsibility lies on both sides; ‘Learners need to develop receptive competence in many Englishes, beginning with local variants’ (Phillipson, 2001:197), and simultaneously language professionals must do their part.
 ‘Foreign experts are non-natives whose professionalism must build on deep knowledge of the culture in which they have chosen to work, which, among many other things, requires learning local languages’. (Phillipson, 2001:197)

Language and Identity
When we consider the reasons why people choose to learn English, it is important to look at the role of identity. García refers to the ‘rootlessness that has come about as a result of globalization’ (García, 2009:82). She argues that language can be used to mark identities, and furthermore, that the function of language can be to ‘discursively construct identity and solidarity’ (García, 2009:82). Given the many and varied changes in the world today, it is not surprising that there are deeper issues surrounding identity and language; ‘emotions, preferences, anxiety, personality and social influence’ may play a part (García, 2009:82). García suggests that the link between language and identity however, is becoming increasingly reciprocal. She writes that ‘language use influences the identity formation of the group, while at the same time, the identity of the group influences the patterns of attitudes and language uses’ (García, 2009:83). To mention briefly what will be discussed in more depth later in the report, the initial data from the research conducted in a private school in the United Arab Emirates show that the reasons parents choose the school is because they prefer a British style curriculum and British trained teachers as the medium for their children’s learning. This would suggest that not only do parents wish their children to be educated in English, but in addition, to adopt the ‘British’ identity. There may be a link in the case of the families in this research study to Pennycook’s concept of performativity, which suggests that people perform their identity by using language and not the other way round, which would be that people use language based on their identity, (Pennycook, 2000). Perhaps parents desire a particular image or identity for their child, and therefore, is learning English in a British environment a step towards attaining that identity?
Perhaps a connection can also be drawn between the desires and hopes of parents and the ideology of the politicians and policy-makers. The United Arab Emirates is keen to promote linguistic diversity and there are distinct signs of a pluralist approach (Bourhis, 2001). The first language is Arabic, but there is wide acceptance and promotion of English, and English is used officially in certain contexts, such as law courts, administration and within parts of the education system. With the knowledge that subjects are taught in English within the education system from the top down in government schools, it is interesting to delve deeper into parents’ reasons for choosing a British-style education. Tertiary education is provided in English in state and private universities. However, cultural identity is of the highest importance to the United Arab Emirates, and as such, cultural norms and customs are adhered to and enjoyed by all who live, work and study in the country. An example of the pluralist approach in terms of culture and society would be that 2019 is designated the Year of Tolerance. On the official website of the Year of Tolerance, it is clear that cultural pluralism is promoted at a national level.
Tolerance…..is observed at all levels: individual, organisational and national. With more than 200 nationalities living peacefully and successfully in the UAE, the UAE society has been an undisputed example of being a tolerant and inclusive country. Now, the Federal Government is keen to promote acceptance and understanding as core values of the society. (https://www.government.ae/en/about-the-uae/the-uae-government/government-of-future/tolerance-in-the-uae 1.2.19)
Bourhis (2001) proposes a range of ideological approaches to language and bilingualism; pluralism, civic, assimilationist and ethnist. Baker writes that the ‘social and political questions surrounding bilingual education tend to revolve around two contrasting ideological positions. Assimilation is a belief that cultural groups should give up their heritage cultures and take on the host society’s way of life. In contrast, pluralism believes that these groups should maintain their heritage cultures in combination with the host culture.’ (Baker, 2011:391)
Undoubtedly, there are those who are raising concerns about the impact that the promotion of English has on Arabic language use. These concerns also reflect the impact that the globalisation of English has on Arabic culture, and especially on Emirati identity and culture. In 2017, on World Arabic Language Day, which the UN marks yearly on December 18th, an initiative was launched to counteract the decline in Arabic language use especially among young people living in the UAE. In an attempt to reach young people, the ‘Bil Arabi’ (In Arabic) initiative ‘seeks to preserve the Arabic language and promote its use across social media channels.
It will include special courses taught in public schools, with an open invitation for private school pupils to attend. The initiative is a partnership between the state and the Sheikh Mohammed bin Rashid Knowledge Foundation.’ (The National, 13.12.17)
An interesting shift in language use is being noted. With the increase in use and global influence of social media among young people, there is ‘rapidly increasing use of Arabezi, which is the use of the Latin alphabet to spell Arabic words.’ (The National, 13.12.17) This rejection of the use of Arabic script is one of the motivations behind the scheme, writes Nawal al Rawahi in the article in The National. Other reasons for the decline in Arabic use may be ‘globalisation, the digital revolution, outdated teaching methods’ and ‘the influence of other languages, especially English.’ (The National, 13.12.17)

 The reality of the bilingual classroom; successes and failures.
Collaboration in the classroom is key to the success of bilingual learners. In many different contexts in different countries there have been successes and failures in terms of academic achievement within the bilingual classroom. There is evidence from the United States of America historically that shows that without collaboration and additional English language support in the classroom, non-native English speakers were not able to enjoy the learning experience that was undoubtedly their right. If a school takes no steps to help children to acquire the language of instruction, Cummins writes that,
‘.. there is no equality of treatment merely by providing students with the same facilities, textbooks, teachers, and curriculum; for students who do not understand English are effectively foreclosed from any meaningful education. Basic English skills are at the very core of what these public schools teach. Imposition of a requirement that, before a child can effectively participate in the educational program, he must already have acquired those basic skills is to make a mockery of public education. We know that those who do not understand English are certain to find their classroom experiences wholly incomprehensible and in no way meaningful.’ (Cummins, cited in Crawford, 1992:253)
  This particular context that Cummins is writing about is just one of many, but it applies to others by stating that classroom teaching without additional support can be ineffective and alienating to the child in question. It may not be enough to provide additional language support which would take into account linguistic and cognitive development. Cummins (1992) suggests that we need to consider the ‘broader sociopolitical context’, taking a closer look at identity, if there is evidence of devaluation of a culture or subtle examples of bias within the taught curriculum, for example.
Underachievement in bilinguals can have several causes. Cummins (1992) addresses this issue by investigating the neutrality of the classroom, and asks whether the relationships within a school or classroom reflect those outside in the wider society. He states that relationships within the classroom learning experience are crucial to promoting academic achievement. Respect for the identity of the child, his or her own language and cultural knowledge should be affirmed by teachers in order for learning in the second language to take place. Cummins (1992) acknowledges that this is a cyclical approach to learning and writes:

‘students’ identities are affirmed and academic achievement promoted when teachers express respect for the language and cultural knowledge that students bring to the classroom and when the instruction is focused on helping students generate new knowledge, create literature and art, and act on social realities that affect their lives’. (Cummins, cited in Bilingual Education Introductory Reader, García and Baker, 2007:110)

Individual Differences: Attitudes and Motivation 
A further explanation for successes and failures within the bilingual classroom stems from differences in attitudes and motivation. As Dörnyei (1998:117) comments:
Motivation provides the primary impetus to initiate learning in the L2 and later the driving force to sustain the long and often tedious learning process…Without sufficient motivation, even individuals with the most remarkable abilities cannot accomplish long-term goals, and neither are appropriate curricula and good teaching enough on their own to ensure student achievement.
Gardner and Lambert’s research into this area argues that the two types of motivation and attitude for learning a language are integrative and instrumental, and are not linked to ‘intelligence’ and aptitude. Integrative motivation, where someone learns a language in order to identify with a particular community or group, and join in with cultural activities and perhaps form friendships, leads, in the main, to greater proficiency in the second language. In comparison, instrumental motivation, tends to be more utilitarian; someone learning a language in order to pass an exam or to find a job may adopt a more short-term approach, and once the aim is achieved, may lose enthusiasm to keep on learning the language.
There is a further development, however, in the idea of integrative motivation, expanded in particular by Dörnyei et al. (2006). The question to be asked is with whom or with what does the language learner wish to integrate? As English emerges as, arguably, the most ‘global international language’, are English language learners wishing to integrate with the global English-speaking community, or is their motivation instrumental in that these learners wish to acquire English for the practical purposes of passing an exam or finding work?
Some may consider this two-dimensional approach to attitude and motivation too simple, and research shows that the two types of motivation may intermingle. Baker (2011:129) writes:
A person’s motives may be a subtle mix of instrumental and integrative motives, without clear discrimination between the two. Such research relates motivation not only to the desire to learn a language but also to predicting language retention and language loss in individuals over time.
Undeniably, reasons for language learning and for success in achieving proficiency are complex and are related to political, cultural, social and economic ideologies. Baker continues:
Language attitudes thus become part of larger societal processes and ideologies that can be examined for bias, racism, discrimination and oppression. The psychological is merged into the political. (2011:129)
Pavlenko (2002:281) suggests with an element of pragmatism for today’s English language learner:
In reality, no amount of motivation can counteract racism and discrimination, just as no amount of positive attitude can substitute for access to linguistic resources such as educational establishments.
The relationship between first and second language development. Why does it matter and what are the consequences?
When children become relatively balanced bilinguals, the evidence suggests that there are cognitive advantages rather than disadvantages from being bilingual (Baker, 165:2011)
When considering the development of the first and second language in an individual, we can learn much from Cummins’ (1980, 1981) Common Underlying Proficiency model of bilingualism. 
                            [image: C:\Users\cpayne\Desktop\Cummins' Common Underlying Proficiency image.png]
Figure 1 (Baker, 2011:166)
As Baker summarises, the two languages spoken by an individual do not function separately; they operate through the same central processing system. This in turn means that there is one integrated source of thought, irrespective of the language in which the person is operating, and that many people have the capacity to store two or more languages. Cognitive functioning and academic achievement may be developed through two languages as well as through one language. Particularly important is the point that the language that the child is using in the classroom needs to be well-developed enough to process the cognitive challenges of the classroom, of which there may be many. Should the child be expected to operate in the classroom in a poorly-developed second language, the quality and quantity of what they derive from the curriculum and produce in oral and written form may well be impoverished. (Baker, 2011:166). Language influences both the content and process of thinking, and when one or both languages are not functioning fully, cognitive functioning and academic performance may well be affected. In order for children to learn to their potential in a bilingual setting, it is generally accepted that they must be what is termed a ‘balanced’ bilingual. The Thresholds Theory, first defined by Cummins (1976) and by Toukomaa and Skutnabb-Kangas (1977), partially explains the relationship between cognition and bilingualism.  This theory suggests that a bilingual child will move upwards as if on a ladder, and will ultimately achieve age-appropriate competence in both languages and display cognitive advantages. On the lower ‘floor’ of the threshold, a child will have low levels of competence in both languages, and would be classed as a limited bilingual, which may well have detrimental cognitive effects. If a child attains age-appropriate competence in the first language, the child will move to the next ‘floor’, and have neither negative nor positive cognitive consequences.  The state of having achieved balanced bilingualism, as suggested by the theory, is the higher ‘floor’ where the child has age-appropriate competence in both languages and, in addition, displays additional cognitive benefits. 
                                   [image: C:\Users\cpayne\Desktop\Thresholds Theory image.png]
Figure 2 (Baker, 2011:168)
This theory can be useful in explaining low attainment levels for the second language learner when the level of proficiency in the second language is low and, therefore, limits the ability of the child to cope with the curriculum. For example, if a child is taught in English, the child’s second language, and the child’s proficiency in English is low, the child is unlikely to benefit from this type of instruction. 
Cummins went on to refine his initial theory and suggested in his Developmental Interdependence hypothesis (1978, 2000, 2000) that ‘a child’s second language competence is partly dependent on the level of competence already achieved in the first language. The more developed the first language, the easier it will be to develop the second language. When the first language is at a low stage of evolution, it is more difficult to achieve bilingualism’ (Baker, 2011:169). As a result, it can be seen that equipping children with strong first language skills is likely to benefit their attainment across the curriculum. Moreover, in a Dual Language education system, or in English Immersion schools, students with well-developed skills in both languages there is evidence of ‘a positive transfer of skills and concepts from one language to another’, (Cobo-Lewis et al., 2002:120), and that ‘children do not tend to excel in one language at the expense of the other’.
The time taken for a second language to develop and evolve, and more particularly for a child to become academically proficient in that language, can vary. Complex language abilities may take between four and seven years to develop and even English oral proficiency can take between three and five years. (Hakuta et al., 2000). All stakeholders involved in the education of a child in an EAL context are well-served by being aware of this time frame, which may be a surprise to some. An appreciation of the differences between oral proficiency,  BICS, and cognitive / academic language proficiency, CALP, is also very important. 
In the context of this paper and the research carried out to identify reasons and motivations behind choosing English medium schools for young Emiratis, Cummins’ Developmental Interdependence hypothesis and the subsequent implications for second language learners are interesting. This research shows that there is a desire for children to complete their education in an English medium environment, and that, although Arabic is taught as a subject within the school, the curriculum is taught in English and is a British curriculum. It may be the case that, according to Cummins’ hypothesis, those children who are learning in English as their second language may not achieve expectations as quickly as those who are native English speakers. The added challenge of studying a curriculum in an additional language, which is contextually removed from the children’s own culture and experience, is a significant one, and should be regarded appropriately. If, however, the child is able to achieve age-appropriate competence in Arabic, there is likely to be a greater possibility of age-appropriate competence in English and, consequently, additional cognitive benefits. Following Cobo-Lewis’ et al., there would be no detriment to either language, and there could be positive transfer of skills and concepts from one language to another.
Attention has been drawn to the complexities of children learning mathematics in a second language context, and research by Barwell, Barwell et al., and Frederickson & Cline who, in particular, discuss the care needed when teaching mathematics in the multilingual classroom. Understanding and using mathematical terms in the classroom requires a high level of proficiency in English, and the fact that mathematics does not restrict itself to number, but indeed mathematics problems are in many cases word problems, which may present the learner with an additional challenge. Barwell highlights the mathematical use of certain vocabulary as being different to how they are used in everyday use, implying that learners not only have to interpret meaning but also apply that meaning to context. They may also be in a position within the classroom whereby they need to negotiate the language used by their co-learners, (Barwell, 2002). Examples of this language would be terms such as altogether, share, disappear, times, left, angle, difference, field and table. Frederickson & Cline (2002:347) also point out that it is ‘not just the vocabulary of mathematics that causes difficulty. The syntax in which mathematical ideas are expressed is often more complex than children are accustomed to in other areas of the curriculum.’
Once the complexities of learning across the curriculum have been acknowledged in terms of English language use, it is interesting to consider the relationship between language choices, identity and how these can impact on language learning. García writes:
The language choices available to children and their parents, as well as the discursive practices that are encouraged and supported in school, have an important impact on children’s identity and their possibilities of developing agency or resisting. Bilingual education types and pedagogies have to take into account the more hybrid identities of students, for bilingual students are situated in specific social, historical and cultural contexts and they can resist or accept the positions offered by those contexts (Norton and Toohey, 2001:310).
The desire to learn and speak English proficiently is widespread. An influential theory regarding second language acquisition is Cummins’ BICS and CALP (1979, 1981, 1984, 1984, 2000, 2008). Basic interpersonal communicative skills (BICS) and cognitive / academic language proficiency (CALP) are two dimensions which show the difference between two ways of acquiring a language. According to Cummins, BICS occurs when ‘there are contextual supports and props for language delivery. Face-to-face ‘context-embedded’ situations provide, for example, non-verbal support to secure understanding. Actions with eyes and hands, instant feedback, cues and clues support verbal language’. (Baker, 2011:170). CALP, however, would take place in a ‘context-reduced’ academic setting where higher order thinking skills are required in the curriculum, ‘where ‘language is ‘disembedded’ from a meaningful, supportive context.’(2011:170). This distinction can be seen clearly in the difference between playground language, using gestures, body language and generally simpler language to communicate, and classroom language, which can be more abstract and relies on a deeper understanding of the words and terms used. The influence of this distinction has been significant, and, in particular, teachers seem to have responded positively to being made aware of the amount of language support children may need in classroom situations, and when being assessed. There has been criticism that BICS and CALP is an over-simplification and cannot be applied in all cases. Cummins did not intend it as ‘a complete theory about language proficiency, or to have meaning outside of academic contexts’. (Baker, 2011:171), and it has been acknowledged as containing boundaries and limitations. Examples of limitations are that these hypothetical terms may be regarded as real entities and may be used carelessly to label students, especially if BICS is seen as inferior to CALP (Wiley, 1996, 2005). It can be stated with some certainty that the sequential nature of BICS first and CALP next is quite a standard route for immigrant children learning a second language, and second language teachers worldwide would often follow this as an effective and supportive way of introducing and developing language skills in the classroom. With regard to the research and investigation in this paper, teaching EAL students in the UAE education system generally follows this way to success. However, the theory has been criticized for being two-dimensional,  as Baker summarises:
The relationship between language development and cognitive development is not unequivocal or simple. It is not simply a case of one growing as a direct result of the other. Cognitive and linguistic acquisition exist in a relationship that is influenced by various other factors (e.g. politics, power relationships, social practices, culture, context, motivation, school, home and community effects). Language proficiency relates to an individual’s total environment, not just to cognitive skills. (2011:171)

Certain failings within the bilingual classroom may be attributed to the distinction between BICS and CALP. If, for example, a child has achieved surface fluency in the second language and appears to have an adequate level of language proficiency (BICS), the child may be admitted into the mainstream classroom and be expected to cope with the curriculum. Cognitive academic language proficiency, however, may not be developed sufficiently for the child to perform at the required level.  Cummins categorizes as essential that ‘a child’s language-cognitive abilities need to be sufficiently well developed to cope with the curriculum processes of the classroom. This underlying ability could be developed in the first or second language, but also in both languages simultaneously’. (2011:172)
Cummins extended his theory and it is represented in the diagram below.
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Figure 3 Adapted from Cummins (Baker, 2011:173)
In this development, Cummins combined the two dimensions of communicative proficiency. Firstly, Cummins refers to the amount of contextual support available to a learner. If communication is context-embedded, this means that there will be a good amount of support, such as body language, clues and, possibly, props to aid understanding, such as two children who do not know each other’s language, when playing together are able to communicate adequately. On the other hand there is context-reduced communication, where the verbal communication may be the only clues to the meaning of a sentence or message. If a teacher relies only on verbal communication, and does not include body language, gestures, pace, props or resources for example, this would be an example of a context-reduced situation. Therefore, unless the child is able to understand the precise and subtle meaning of the words themselves, communication will not take place. Secondly, Cummins discusses the cognitive demands of communication. Cognitively undemanding communication, such as a conversation in the street, requires relatively little processing if those involved have sufficient mastery of the language skills needed. Cognitively demanding communication is likely to occur in the classroom where much high-level information needs to be processed quickly.
Cummins’ theory suggests that second language learners may achieve surface-level fluency relatively easily, but also independently of first language competency when the communication is context-embedded and cognitively undemanding. However, language that is cognitively and academically more advanced, with a lack of non-verbal clues is both context-reduced and cognitively demanding. These explanations perhaps appear obvious, and some of the criticisms levelled at Cummins’ research lies in the ‘two-dimentionality’ of the theory. Anyone working in the field of second language teaching and bilingualism knows from first-hand experience that attainment and educational progress rest on more than the concepts of BICS and CALP.  As Baker mentions, other variables to be considered are ‘cultural, social, political, community, teacher expectations and home factors. Each and all of these variables help explain bilingualism as an individual and societal phenomenon.’ (Baker, 2011:178).  Similarly, ‘progress’ is measured not only in academic attainment and educational progress; additional outcomes of schooling, such as ‘self-esteem, social and emotional development, divergent and creative thinking, long-term attitude to learning, employment and moral development’ (2011:178), form significant measures of success during a child’s time in school. It has been suggested that the wider aspect of education did not figure in Cummins’ initial theory. Frederickson and Cline (1990) raised concerns that the two dimensions might not be in fact be easily distinguished from each other. They found it…
Difficult to disentangle the ‘cognitive’ from the ‘contextual’. In some cases, movement along the contextual dimensions has actually been represented on the model as a diagonal shift [on the diagram from top left to bottom right], as it was found in practice that making tasks or instructions more context embedded also made them somewhat less cognitively demanding. Similarly, changes in cognitive demand may result in tasks actually being presented with greater context embeddedness. (1990:26)
Individual learning styles and cognitive strategies must also be taken into account when applying Cummins’ theory in the classroom, but integration between language development and cognitive functioning can lead to learning success. Baker concludes that ‘Understanding and thinking will be affected by the contextual support that exists and the degree of cognitive demands in a task. Successful cognitive operations in the classroom will depend on matching curriculum tasks with language competences.’ (2011:180). Increased awareness of the learning environment for bilingual learners is crucial. Baker affirms that “Sensitivity to the need for contextual support and the cognitive demands of a classroom are important if an individual is to maximize learning in the curriculum.’ (2011:180)
In a situation where the content of the curriculum is removed from the cultural and home experiences of the learner, if the language used in the school setting is also de-contextualized, the barriers to learning for the second language learner are increased. The language that children use in their daily exchanges, be it in their first or second language, may bear scant resemblance to the language they encounter in their classrooms. García refers to academic language in the following terms:
If our conception of language has been constructed, often through socio-political rather than linguistic criteria, then the language of school, especially what we have learned to call the “standard academic language,” is the ultimate creation. (2009:35)
There can be no doubt that the ‘results of the construction of a standard language are very real’ (García, 2009:36). That is to say that children in schools, bilingual schools included, are assessed and taught in standard language. Those results and assessments matter, and have an undeniable impact on the child’s future. García points out that the language used in schools, which is ultimately controlled by the teachers, may limit creativity and intellectual inquiry, simply by not being the language that children ‘language in’. ‘Because literacy relies on the standard, the standard language itself is taught explicitly in school, and it certainly needs to be taught.’(García, 2009:36). However, García states that sometimes teaching a standard language is necessary, and she acknowledges that without it, ‘language minority children will continue to fail and will not have equal access to resources and opportunities.’ (García, 2009:36). Nevertheless, she urges an inclusive approach to the language that children use, which she terms ‘languaging practices that are children’s authentic linguistic identity expression’.
There is also the suggestion that there is a more political motivation behind the use of standard written English. García writes about this in relation to the use of standard written English in high-stakes assessment in the United States. García and Menken (2006) have asserted that ‘the growing insistence in the use of standard written English in high-stakes assessment in the United States has to do with gate-keeping; that is, the ability to control who goes forward, and ensuring that only those who can write English natively, and without any features of language contact, can access higher education and professional positions.’(García, 2009:39)
To maximize learning and to deepen cultural and societal understanding, every effort must be made to reflect the ways in which people language in the education system. García writes that ‘our conceptualization of language is often limiting and does not reflect the complex ways in which people language. As far as bilingual education is concerned, it is essential that efforts be made to incorporate these features of people’s languaging in policy, curriculum, and instructional planning.’(García, 2009:39)
As our world becomes increasingly ‘globalised’, and as populations experience greater mobility, it is clear that specific languages do not belong to territories or states. García reflects that ‘languages belong to the people who speak them, who are in different geographical spaces.’ She alerts us to the fact that ‘this creates challenges to political states that organize educational systems and that increasingly have to educate children who do not speak the school language at home.’ (García, 2009:26). The impact of the child’s language at school being different from the home language is well-documented and, coupled with globalisation and communication technologies, language communities have really undergone unprecedented change. They continue to do so. Fettes (2003:37) writes the following about this change:
National economies have become far more integrated in the global economy; money and workers have become much more mobile; the pace of technological change has accelerated to an unbelievable extent; and the explosive growth of communication and information networks is on the verge of “annihilating space.” Increasingly, every language community must become aware of its position in a “dynamic world system of languages” characterized by vast and expanding differences in status and use.
Before we go on to look more closely at different models of bilingualism and their connection to the globalisation of English, we should turn our focus to bilingual use. Traditionally, ‘the language use of bilinguals responds to their communicative and affective intent, as well as to the situation and the interlocutor’. (García, 2009:47). In effect, it is well-known that bilinguals use their language practice with a level of fluidity and exchange. ‘Bilinguals translanguage to include and facilitate communication with others, but also to construct deeper understandings and make sense of their bilingual worlds. ….For example, in the United States Latino children often select English for reading since more children’s literature in English is available. However, the same children pray in Spanish since it is the language that the parents use in their bedtime prayers.’ (García, 2009:45) Otheguy (1995, cited in García) suggests this practice should not be diminished to the concept of ‘Spanglish’, rather should be acknowledged in its own right for the creative process that it is. ‘….the communicative practices used by U.S. Latino communities draw creatively on both their linguistic knowledge of the Spanish language system and their cultural knowledge of the United States. Reducing this to Spanglish puts U.S. Spanish speakers in a position of deficiency, seen from a monolingual Spanish or English perspective, and denies their agency as speakers engaged in complex linguistic practices that express their new realities.’ (2009:46).The inference is therefore that such communities are accessing a languaging continuum, which reflects language use and language contact within a bilingual community. Fishman et al. (1971) proposed the construct of domains which “summate the major clusters of interlocutors” (1971:586). Romaine describes domains as “an abstraction which refers to a sphere of activity representing a combination of specific times, settings, and role relationships” (Romaine, 1994:43). In everyday terms, the domain is the context within which an individual bilingual uses language, and depends on the person or people with whom the individual is speaking. Examples of domains would be the workplace and work colleagues, social activities and clubs and schools and colleges and teachers. The bilingual individual will usually have a language choice and, in a known context or situation, will use the language which has already been established as the language of choice for that particular context. For instance, in the context of this current paper and the research being carried out, the language of the classroom and the school environment is English and this is the language expected and used by teachers and children. Once children are no longer within the formal classroom situation and are amongst other Arabic speakers at playtime for example, the domain shifts as does their language use. The children will use Arabic to play, chat and socialise with their friends during the school day. In this situation Arabic would be considered the minority language, and the children may consciously or subconsciously use Arabic as a form of affiliation or belonging to a group. It would naturally be the more appropriate language to use as the domain shifts from ‘classroom’ to ‘non-classroom’. As has been discussed previously, cultural identity is of utmost importance and the highest of priorities amongst the Emirati children and families, therefore, that identity is reinforced through Arabic language use in informal situations within the school day. This research shows that Arabic should always be preserved and maintained as it is the language of the religion of the country and the language of prayer. The ability of these children to use their two languages in a multidimensional way should not be underestimated. It is apparent that, in order to function effectively in two languages on a day to day basis these children are required to navigate vocabulary use, correctness of grammar, suitability and register, meaning, pronunciation and many other sub-skills which are part of the constructs of a particular language. This is without mentioning what Baker terms the Four Language Abilities; (Baker, 2011:7) listening, speaking, reading and writing.  The table below shows further classification in terms of receptive and productive skills and also in oracy and literacy. 
Figure 4 (Baker, 2011:7)
	
	ORACY
	LITERACY

	Receptive skills
	Listening
	Reading

	Productive skills
	Speaking
	Writing


Baker argues that ‘a person’s ability in two languages is multidimensional and will tend to evade simple categorization’. (Baker, 2011:7) At this point it can be said that the four skills do not exist in black and white terms, and each language ability may show different levels of progression depending on the domain or circumstance. If a child has little or no opportunity to write in Arabic, for example, but hears and speaks it in a social context at home and school, it is unsurprising that the child’s writing skills will not be as advanced as speaking and listening skills. If the same child comes into contact with formal written Arabic mainly in a religious context, reading the Qu ‘ran and prayers, the ability to read stories or children’s books, or indeed everyday written Arabic, will not be well-established. Fluency in oral skills, both in the receptive skill of listening and the productive skill of speaking is more likely to be improving, and can be measured as high in terms of functional ability. In the research carried out for the purposes of this paper, this occurrence has been observed and confirmed by parents regarding the differences in ability of their children in Arabic and English.
As the shifts in language use in the twenty-first century become increasingly apparent, terms such as additive and subtractive bilingualism do not appear to fully describe the developments that are taking place. If bilingualism is viewed from a ‘monolingual’ or ‘monoglossic’ perspective, the two models of subtractive and additive bilingualism give valuable insight into learning a second or additional language. Subtractive bilingualism is illustrated by the figure below, where L1 is the first language and L2 is the second language:
L1 + L2 – L1→ L2
In this model, the student speaks a first language and a second one is added while the first is subtracted. The result is a child who speaks only the second language. (García, 2009:51). An example of this model would be immigrants into the U.S. who were discouraged from learning in their first language, in many cases Spanish, and were given opportunities to learn English at school. Undoubtedly, there are different and complex cases within this model, both societally and politically, but this subtractive model would not favour bilingualism. García (2009:52) writes that ‘the bilingualism of the second generation of the immigrant group gives way to the monolingualism of the third generation’. Additive bilingualism also takes the monolingual perspective, and is demonstrated in the figure below:
L1 + L2 = L1 + L2
Lambert’s (1975) model generally describes the ‘elite’ learner where the second language is added to the first and both are maintained.
However, it is becoming clear that these linear approaches to describing bilingualism and language use are insufficient in today’s globalised world. Communication is now taking place at an altogether different level of complexity; it is multidimensional and multimodal. García talks of the model of dynamic bilingualism, which in her words has come about because ‘the world’s globalization is increasingly calling on people to interact with others in ways that defy traditional categories. In the linguistic complexity of the twenty-first century, bilingualism involves a much more dynamic cycle where language practices are multiple and ever adjusting to the multilingual multimodal terrain of the communicative act.’ (García, 2009:53). García uses the figure below to represent dynamic bilingualism, and adds the following description.
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Figure 5 (García, 2009:53)
‘The intermingling of the arrows, some linear, some elliptical, some shaded to indicate one language, others blank to indicate the other languages, does not indicate directionality, but simultaneous multiplicity of multilingual discourses.’
This approach to language use and bilingualism seems to be more of a natural fit for today’s globalised world. Not only does the concept of multidirectionality seem applicable, but also the idea of multimodal use, signifying that using different modes of language, such as print, visuals and sound are more commonplace than ever before, and represent technological advances which are certainly generating significant shifts in language and how, when and where it is used. Dynamic bilingualism has similarities with the term ‘plurilingualism’ used by European scholars, ‘referring to the understanding that language use in the twenty-first century requires differentiated abilities and uses of multiple languages as citizens cross borders either physically or virtually’ (García, 2009:54). Whether virtual or real borders are crossed, the approach of the European Council is to promote the concept of plurilingualism, which is stated as an educational goal, and should be developed as an intrinsic capacity. Inherently, linguistic tolerance is also encouraged. The Language Policy Division of the Council of Europe cites as its aim:
Speakers’ awareness of their plurilingualism may lead them to give equal value to each of the varieties they themselves and other speakers use, even if they do not have the same functions (private, professional or official communication, language of affiliation, etc.). But this awareness should be assisted and structured by schools since it is in no sense automatic. (Council of Europe, 2000).
Without examining the specific motivations and contexts behind the prioritisation of this concept in the European countries at the start of the twenty-first century, it can be said that at its core lies the belief that plurilingual competence and linguistic tolerance promote a healthy-functioning society as both are regarded as positive values. Schools are acknowledged as being an essential element and are given a primary role. García writes that plurilingualism acknowledges that ‘the education system needs to develop citizens who are capable of linguistic tolerance towards speakers who “language” differently’. (García, 2009:54). Current observations of how people “language” almost twenty years into the twenty-first century, not only in Europe but worldwide, would in all probability resonate with the idea that a greater number of individuals “language” differently, as they gain a level of competence in two or more languages in varying contexts and with many types of interlocutors. The concept of plurilingualism embraces the idea of hybrid language practices as the world becomes more technologically enriched and interdependent.


Relevance to the United Arab Emirates
In many countries of the world, several languages can be heard in addition to the official languages. The United Arab Emirates is perhaps rather unique in its promotion and inclusion of many different peoples and their languages within its borders. According to the Ethnologue: Languages of the World (2019), the UAE has two official languages, English and Standard Arabic, and ten additional vigorous languages, including Eastern Punjabi, Bengali and Tagalog. Standard Arabic is classed as the national language, and both Gulf Spoken Arabic and English are classified as used in wider communication. Given the diversity of languages and nationalities within the country, it is inevitable that individuals “language” in many different ways. Modalities will vary; oracy, literacy, receptive and productive skills in each language will be more or less advanced depending on social factors, age, context and different professional situations. Language use will undoubtedly differ between domains. What is particularly interesting about the UAE as a language context is that its culture appears to blend the past, present and future in a holistic way to the benefit of many. Linguistically there are influences from the past of Arabic from the African nations such as Sudan, Somalia and Egypt which have played vital roles within trade and the development of the country over many years. The same can be said of the involvement of India and Pakistan. As the country looks to the future, English is given official status as a language and will be the language of use in high profile, international events such as Expo 2020. 
The UAE government has without a doubt encouraged linguistic tolerance as it seeks to promote the concept of tolerance holistically. Cultural inclusion appears to be a priority as communities are encouraged to flourish, grow in tolerance and build bridges to support the greater good. As we saw earlier, García writes that ‘the world’s globalization is increasingly calling on people to interact with others in ways that defy traditional categories’ (García, 2009:53). The UAE appears to be an example where evolution of these dependencies and interactions can be currently observed.

Language Policy
As was mentioned previously when discussing the context of education in the UAE, English is the official language of all state-funded education from the top down. Some exceptions to this would be for Arabic language, Islamic classes and some social studies classes. Other than these exceptions, Early Years and Foundation stage children are taught in Arabic and English then, as they move through the national education system, children are taught mainly in English, with the focus being on English for English, Maths and Science subjects.
The Abu Dhabi Department of Education and Knowledge (ADEK) was founded in 2005 by His Highness Sheikh Mohammed Bin Zayed Al Nahyan and is the education authority for the Emirate of Abu Dhabi. Language planning and policy falls to them as an authority and it is a top down policy. 
In 2018, the Abu Dhabi Economic Vision 2030 was launched. The Government of Abu Dhabi announced a long-term plan for the transformation of the emirate's economy. The plan includes a reduced reliance on the oil sector as a source of economic activity over time and a greater focus on knowledge-based industries in the future. (https://government.ae/en/more/uae-future/2021-2030). As part of this announcement and with the focus on knowledge-based industries in the global market, English must take its place as the primary language of use around the world. Therefore, the foresight of planners and policy makers can be seen to have been well-timed and appropriate as English was chosen as the language medium of government schools. Spolsky’s concept of language planning and policy (Spolsky, 2004:5) considers three components:
1. language management – also known as language planning, language intervention, language engineering, or language treatment, and referring to direct efforts to manipulate the language situation;
2. language practices – the habitual pattern of selecting among varieties that make up its linguistic repertoire; related to what Hymes (1967) calls ethnography of speaking;
3. language beliefs or ideology – the beliefs about language and language use.

Historically, language planning grew out of the “needs” of new “nations” (García, 2009:85) and, as such, has relevance today with a nation such as the UAE which is laying down foundations for the future and its hopes and aspirations for the young people of the nation as they go forward to represent their country on the global stage.








Chapter 3
Methodology
The purpose of carrying out the research for this paper was to investigate and delve a little deeper into Emirati parental choices for and expectations from sending their children to a British Curriculum style school in Al Ain, a city in the United Arab Emirates, of which the researcher is a member of the teaching staff. The underlying reason for this decision was to find out how studying in a language other than the home language affects the acquisition of the second language (in this case English) and indeed the development of the home language (in this case Arabic). The researcher was also interested to see if there was any resulting cultural impact. This was of particular interest given that the desire to maintain Emirati culture and identity is known to be very strong.  At a time when the use of English is gaining significant ground, the researcher wanted to look at parental motivation and also seek their observations as their children moved through the school.
In terms of background, the parents in question were Emirati parents who have one or more child in the school system, and who have made a specific choice to educate their child or children in a selective, English-medium, private, British curriculum school. The families with whom the research was carried out were native Arabic speakers and, although family members may speak English with different levels of proficiency, the language of the home is Emirati (or Gulf) Arabic.
The initial research was carried out by paper survey which was given to all Emirati parents within the school. The survey was written in English and Arabic and parents were able to choose their language of response, or indeed whether to respond or not.  One survey was given to all Emirati parents, irrespective of how many children they had within the school. Therefore, each family was invited to respond about all their children in the school. In order to maintain confidentiality, and also to facilitate the gathering of the data, all parents who responded were invited to state their child’s class or year group and, if they so wished, were able to include their child’s name on the questionnaire. For practical purposes, all surveys were returned to the class teachers or to the researcher who, as previously mentioned, is a member of the teaching staff, and kept confidential. As a teacher of English as an Additional Language within the Learning Support Team in the school, the researcher works closely with the non-native English speaking children and wanted to investigate any shifts in language or culture.
Given the cultural context of Al Ain, it was decided that the most appropriate and effective means of gathering data from parents was to ask for paper responses and using questionnaires as research instruments.  These were handed out to parents and carers when they came in to school to collect or drop off their children. It should be noted that it is not uncommon for carers, nannies or drivers to be the person collecting or dropping off children in school therefore, there can be infrequent face-to-face contact with parents. The contact between home and school can also be maintained through carers in some cases, although some parents are often present in school. For the purposes of follow up research, and to ask more probing questions to parents who were willing to respond, a follow-up questionnaire was created and a smaller sample of parents was invited to share their answers. This sample was gathered from each year group to ensure that all year groups were represented in the findings, and from parents who have strong and established relationships with members of staff and the school community, and would therefore be a representative sample. It was, therefore, deemed appropriate to approach those parents and seek their valuable responses. As a female researcher, it was culturally appropriate to speak and to email mothers directly about their willingness to respond to the follow-up questionnaire and, where necessary, give advice or clarification. It is important to note that parents were particularly generous and forthcoming in their responses to both questionnaires and, as such, useful data and information were gathered. 

At the time of carrying out the research, during November and December 2018, there were three hundred and thirteen (313) Emirati children in the Junior School. All Emirati parents of these children were offered questionnaires for the initial research and invited to respond. As previously mentioned, to ensure that a substantial amount of data was gathered, as a matter of courtesy, and to encourage parents with more than one child to reply, parents were informed that they could include responses for all of the children in their family on one questionnaire. One hundred and four fully completed questionnaires (104) were returned. This was a very encouraging return rate, and the researcher is most grateful to those who were willing to respond. In addition, all respondents were asked if they would be willing to answer further questions, which would give a deeper understanding of the answers or for clarification. Ultimately, and after careful consideration, it was decided that a minimum of one parent from each year group, who was identified as already having a well-established relationship with the school, would be invited to take part in a further questionnaire. These parents were contacted directly by the researcher via email or in person, and where possible, the completed follow-up questionnaires were collected in person by the researcher. If this was not possible, the school receptionist who already knew the parents, collected the questionnaires. Eight (8) families were invited to respond to the follow-up questionnaire. All families responded.
The second questionnaire was drawn up based on the main issues which emanated from the initial survey, in order to gain a deeper understanding of those issues. 
The initial questionnaire consisted of 10 questions (see Appendix 1), and the follow-up questionnaire included 6.





Chapter 4
Presentation of Data and Analysis
Initial Questionnaire
 English Language Questionnaire for Parents (104 responses)
Question 1
Is your child the first in the family to be educated in a British-style education system?
Yes: 52
No: 52
	Year Group
	Yes
	No

	FS1
	12
	14

	FS2
	8
	5

	Year 1
	4
	3

	Year 2
	9
	6

	Year 3
	4
	10

	Year 4
	9
	6

	Year 5
	6
	8

	Total
	52
	52



Remarkably, an equal number of parents answered both “Yes” and “No” to this question, showing that both children with siblings in school and those without are joining the school. This may suggest that the draw of a British curriculum school continues to be strong, and that the specific ‘Britishness’ is a significant part of that appeal.




Question 2
Which of the following reasons do you consider to be the most important for choosing Brighton College Al Ain for your child? (NB. Some parents gave more than one response as the most important reason.)
Key: 
	Highest number of responses
	

	Lowest number of responses
	



	Year Group
	Learning in English
	Learning through a British-style curriculum
	Being part of the BCAA community
	Being in an international school
	Being taught by British-trained teachers

	FS1
	6
	7
	4
	11
	11

	FS2
	2
	4
	2
	0
	8

	Year 1
	3
	1
	2
	4
	1

	Year 2
	4
	4
	1
	2
	6

	Year 3
	2
	4
	1
	2
	7

	Year 4
	2
	6
	2
	5
	2

	Year 5
	5
	4
	2
	2
	6

	Total
	24
	30
	14
	26
	41



For this question, 5 out of 7 year groups highlighted “Being taught by British-trained teachers” as the most important reason for choosing Brighton College Al Ain as their child’s school, and in FS1, 11 parents selected “Being in an international school” and “Being taught by British-trained teachers” respectively as their most important reason for choosing the College. 41 of the 104 respondents selected “Being taught by British-trained teachers” as the most important reason. The second highest number of responses was “Learning through a British-style curriculum”, with 30 respondents choosing this answer. It would appear, therefore, that the “British” element of attending an English-medium school is significant for parents. A comparison can be drawn here to the idea of Britishness representing high standards and added value in English language learning. As was mentioned earlier in this investigation in Chapter 1, identity, culture and language are intrinsically linked. In recent history, since before the formation of the United Arab Emirates, there have been strong cultural and political links between the United Kingdom and the United Arab Emirates. These data showing preferences for the ‘Britishness’ of the education system at Brighton College Al Ain, suggest that those links are preserved. García’s research about the reciprocal nature of language and identity, which was discussed on page 5, and Pennycook’s concept of performativity on page 6, suggest that people perform their identity by using language and not the other way round. Parents may be favouring the Britishness of Brighton College Al Ain, and aiming to include this Britishness as part of their children’s educational identity. Given the pluralist and multi-cultural approach of the UAE, children are enhancing their educational capital and as a result, given the choices their parents are making about their education, are creating bright futures for themselves.  
Question 3
Does your child speak English with other family members at home?
Yes: 74
No: 30
Key:
	Highest number of responses
	

	Lowest number of responses
	



	Year Group
	Yes
	No

	FS1
	20
	6

	FS2
	10
	3

	Year 1
	6
	1

	Year 2
	12
	3

	Year 3
	8
	6

	Year 4
	10
	5

	Year 5
	8
	30

	Totals
	74
	54



These responses show that, overall, 20 more children speak English with family than do not, and in FS1 to Year 4, per year group the numbers of responses who do is higher than those who did not speak English with a family member at home. The number of children speaking English with their families at home may represent an overall shift towards more English being spoken in than home than in previous years, although no direct comparison is made in this research. It is interesting to note that in FS1, 20 parents responded that they speak English at home, and in Question 6, when asked about the greatest benefit to their children of learning in BCAA, 17 parents from FS1 replied that “his / her overall confidence” was the greatest benefit. This is an example of additive bilingualism, where the attitude towards learning two languages and becoming proficient in both reflects positive societal and economic outcomes, and therefore is promoted both at home and school.
Question 4
Does your child speak English with other native English speakers at home?
Yes: 80
No: 24
	Highest number of responses
	

	Lowest number of responses
	



	Year Group
	Yes
	No

	FS1
	16
	10

	FS2
	10
	3

	Year 1
	6
	1

	Year 2
	12
	3

	Year 3
	13
	1

	Year 4
	12
	3

	Year 5
	11
	3

	Totals
	80
	24



Across the year groups, the number of children speaking English at home with a native speaker is higher than those who do not. There is a clear correlation between these responses and the responses in Question 3; there are a number of families who encourage connections with native English speakers at home, which infers a holistic approach to English language learning. A question which cannot be fully answered in this research would be whether this encroachment of English language use within the home, a domain once solely that of Arabic, will in future serve to destabilize the native language, which is Arabic. García and Díaz (1992:14) refer to this in their scenario of ‘three generation shift’. Some responses in the follow-up questionnaire to parents suggest that there is already some evidence of this language shift.
Question 5
Does your child speak English in another place outside school? E.g. with a swimming teacher.
Yes: 90
No: 14
	Highest number of responses
	

	Lowest number of responses
	



	Year Group
	Yes
	No

	FS1
	22
	4

	FS2
	7
	6

	Year 1
	6
	1

	Year 2
	13
	2

	Year 3
	14
	0

	Year 4
	14
	1

	Year 5
	14
	0

	Totals
	90
	14



Similarly, the data collected in Question 5 show that across the year groups more children speak English in another place outside school other than home than those who do not. Given the pluralist approach towards language in the UAE, there are many opportunities for English to be spoken within the community. The number of domains in which English is spoken in the UAE, and the choice of parents to encourage their children to speak English in these domains, such as with a swimming teacher, adds to the possibility of a child becoming bilingual. Building competence in two languages through different domains is a natural process in the life of a bilingual. Baker writes that ‘a bilingual is a complete linguistic entity, an integrated whole. Bilinguals use their two languages with different people, in different contexts and for different purposes.’ (Baker, 2011:12). Widening language use by speaking English in different domains can be seen as a positive social factor for the bilingual child.
Question 6
Where do you see the greatest benefit to your child of learning at Brighton College Al Ain? (NB. Some parents gave more than one response as the greatest benefit.)
Key:
	Highest number of responses
	

	Lowest number of responses
	


 
	Year Group
	In his/her spoken English
	In his/her ability to read in English
	In his/her ability to use English outside the home
	In his/her overall confidence
	In his/her friendships with other children

	FS1
	6
	5
	5
	17
	6

	FS2
	4
	1
	1
	10
	1

	Year 1
	3
	5
	2
	3
	2

	Year 2
	4
	2
	2
	9
	2

	Year 3
	6
	2
	3
	11
	3

	Year 4
	2
	2
	5
	10
	2

	Year 5
	5
	5
	5
	5
	2

	Totals
	30
	22
	23
	65
	18



‘Overall confidence’ is given as the greatest benefit of learning at Brighton College Al Ain in Question 6 in all but two of the year groups. In one of the year groups it is given the same number of responses as 3 of the other categories; ‘spoken English’, ‘ability to read in English’ and ‘ability to use English outside the home’. It could be argued that when parents choose to educate their children in Brighton College Al Ain, a British curriculum school, they are choosing to equip their children with the skills and confidence to enter a globalised world. As stated in the introduction, “..schools reflect society and the bilingual policies and practices that we find in school are a direct result of societal bilingualism” (García, 2009:74). 

Question 7
Does your child receive any additional English tuition outside school?
Yes: 16
No: 88
	Highest number of responses
	

	Lowest number of responses
	



	Year Group
	Yes
	No

	FS1
	1
	25

	FS2
	2
	11

	Year 1
	1
	6

	Year 2
	6
	9

	Year 3
	2
	12

	Year 4
	1
	14

	Year 5
	3
	11

	Totals
	16
	88



88 out of the 104 families who responded to this question do not provide English tutoring outside school. This suggests that College provision more than satisfies parents’ needs in school. One possible interpretation of these data could be that parents see the value in their children being exposed to different domains of English and using their English language more widely in a variety of contexts, rather than in more ‘academic’ study as a means to enhance their language proficiency.




Question 8
Please circle the response which you think best applies to your child’s language proficiency.
A - English is at a higher level than Arabic
B - Arabic is at a higher level than English
C - English and Arabic are at the same level 
(NB. Some parents gave more than one response)
Key:
	Highest number of responses
	

	Lowest number of responses
	



	Year Groups
	A - English is at a higher level than Arabic
	B - Arabic is at a higher level than English
	C - English and Arabic are at the same level

	FS1
	14
	2
	15

	FS2
	5
	2
	6

	Year 1
	4
	0
	3

	Year 2
	5
	2
	8

	Year 3
	7
	3
	4

	Year 4
	11
	1
	5

	Year 5
	8
	2
	5

	Totals
	54
	12
	46



Noticeably, in no year group do parents answer that the level of their child’s Arabic is higher than the child’s level of English. Even at school entry in FS1, where there is the highest number of responses, 15 responses state that English and Arabic are at the same level, and 14 that English is higher. In this age group (3-4 year olds), typically language development will be at differing stages.  A comparison can be made with the responses in Questions 3, 4 and 5 of the questionnaire, which shows that in 74, 80 and 90 families respectively, children are speaking English in and outside the home and in a place other than school. The impact of this is that in three of the year groups, English and Arabic are at the same level of proficiency, and in 4 of the year groups, English proficiency is higher than Arabic. Perhaps a further comparison can be drawn to the Canadian model of bilingualism, where French-speaking children learn English and English-speaking children learn French. Societally, harmony between language groups may well influence families, leaders and politicians to a more integrated society. Similarly, when Arabic is taught in school as a subject and mainstream classes are taught in English, an additive situation is created. (Baker, 2011:117)

Question 9
Going forward, is there anything you would like to change about Brighton College Al Ain’s English language provision for your child?
Yes: 19
No: 85
Key:
	Highest number of responses
	

	Lowest number of responses
	


 
	Year Groups
	Yes
	No

	FS1
	5
	21

	FS2
	6
	7

	Year 1
	0
	7

	Year 2
	0
	15

	Year 3
	4
	10

	Year 4
	1
	14

	Year 5
	3
	11

	Totals
	19
	85



In all year groups, parents responded positively to this question, and by a significant amount, parents answered that they would not wish to change anything about Brighton College Al Ain’s language provision, suggesting a high level of satisfaction with how English language and Arabic are taught within the College. Examples of something parents would like to change were, “I want to take paper work to review to help her improve comprehension”, and “Read more English”.


Question 10
Would you be willing to be contacted in person by the College to discuss your comments further?
Yes: 84
No: 20
As discussed in Chapter 3, it was decided that in order to be culturally appropriate, the 8 families who were ultimately approached to complete the follow-up questionnaires were parents who had strong relationships with the school.



Analysis of Follow-up Questionnaire for Parents
8 questionnaires returned
(N.B. In the following long answer questions, parent responses are recorded verbatim.)
Question 1
Does your child read more English books or Arabic books at home?
English 8
Arabic 0
All parents responded that their children read more in English than in Arabic.

Question 2
How do other subjects in the curriculum, such as History, P.E., Music, Forest School, help develop your child’s English language?
	Parent Response 1

	“The diversity of information and practice further improves the language of my son.”


	Parent Response 2

	“Learning other subjects in English helps to master the language in different aspects of life.”


	Parent Response 3

	“That exposes her to more vocabs that can help her in future with all the other subjects.”


	Parent Response 4

	“It develops his vocabulary and conversation capability.”


	Parent Response 5

	“Different subject exposes the pupils to different and new concepts. I saw that my son has developed a new interest in ‘rhythm’ and ‘beat’ from his music lessons. Additionally, Forest School gives the pupils a chance to interact more freely with their surroundings which, in my opinion, offers a richer learning experience than being in the classroom.”


	Parent Response 6

	“Communicating in English.”
“Learning new vocabularies with getting exposed to new experiences.”


	Parent Response 7

	“By being exposed to a lot of different vocabulary.”


	Parent Response 8

	“Yes.”
 



Parents indicated that other subjects within the curriculum enhance not only the language development of their child, but their development as a whole. It would appear that real life application of the language and exposure to different subjects within the curriculum adds value to the children’s education and to their life skills. The responses were overwhelmingly positive in this regard.
Question 3
Does your child receive tutoring outside school in English or in Arabic? If not, would you consider this in the future or do you consider what the college provides to be sufficient?
Yes, in English 0
Yes, in Arabic 4
No, 0 
Yes, in the future 2 (language not stated)
From the responses in Question 3 it can be seen that parents wish to ensure the balance is kept between English and Arabic, and to this end, 4 parents are providing Arabic tutoring and 2 would consider it in the future. These responses corroborate those given to Questions 3,4,5 and 6 in the initial questionnaire where parents demonstrate their belief that both languages are significant and that they consider proficiency in both to be important.







Question 4
What do you consider the biggest benefit to your child of being proficient in English?
	Parent Response 1

	“It is very important to be proficient in English language because it is the first language to communicate with the world.”


	Parent Response 2

	“To communicate with people all over the world and widen their horizon and gives them a big chance to have a good job in the future.”


	Parent Response 3

	“Accepted in most of the best universities around the world.”


	Parent Response 4

	“Better chance for good jobs in the future.”


	Parent Response 5

	“It gives him the confidence to interact with people from different backgrounds.”


	Parent Response 6

	“English is more spoken nowadays in the U.A.E and around the world. University teaching all in English nowadays.”


	Parent Response 7

	“He can communicate well with all nationalities and being exposed to many nice English-based educational apps, movies and TV shows.”


	Parent Response 8

	“He can communicate with different people very easily.”




As the responses to Question 4 indicate, English language acquisition is seen by the respondents as a benefit in terms of further education, careers, social interaction and global communication. The inference is that communication in the future of the children in question will be enhanced because they are able to communicate in English. The top-down approach of the UAE government, with their belief that all education in the UAE from university to primary school should be provided in English for Emirati students appears to be bearing fruit. 

















Question 5
What, in your opinion, is the impact of your child being stronger in English than in Arabic on his / her personality and future?
	Parent Response 1

	“I think there is no impact on my child future and personality. Both languages are important to him. Arabic language is acquired from his community first, and then learning and English cannot be affected by this as long as it is practised in both languages.”


	Parent Response 2

	“They will see different cultures and be able to pick up the good things from each, give them the experience from dealing with wide range of people.”


	Parent Response 3

	“Being stronger in English gives her more confidence in speaking and to expressing herself to anyone from any other country.”


	Parent Response 4

	“Good impact on getting better job, not good on his social life and chance of disconnect with his roots and beliefs.”


	Parent Response 5

	“This actually is one of the big concerns I have. While English is very important and gives him a chance to interact with people in our multi-cultural society, I would love for him to be able to communicate in Arabic with the same level of ease. We come across kids who don’t speak English and they ask him if he can speak Arabic. I don’t want this to affect his self-confidence.”


	Parent Response 6

	“Future studies i.e. University, but that comes at a price, being weak at Arabic - even communication with the older generation is difficult as they talk mainly Arabic (grandparents) – communication is poor.”


	Parent Response 7

	“He will be more confident to travel and communicate with people from other nationalities.”


	Parent Response 8

	“In both.”
 



The responses to Question 5 show that parents are aware of and at times are conflicted by the challenges of learning English at the expense of Arabic. As mentioned previously, culture and identity in the UAE are extraordinarily strong and family traditions lead the way in terms of what is most important for families in the UAE. The fact that 3 of the 8 respondents voiced their concerns about the loss of Arabic to English and the subsequent impact on social communication, family life and religion suggests that there is an awareness of this shift in language and, therefore, in culture, and perhaps a sense of unease amongst some as to how this will unfold in the future.









Question 6
Do you wish your child to leave BCAA equally proficient in both English and Arabic?
Yes: 8
No: 0
Please explain why/ why not.
	Parent Response 1

	“The Arabic language is the mother tongue of my child to communicate with the family and the community. English is important for his future and his connection with the world.”


	Parent Response 2

	“Because they need to be strong in Arabic as well. They are Arab and Emirati, so they want to transfer the knowledge that they gained from Westerners to their country as well as represent their country abroad.”


	Parent Response 3

	“Being an Emirati you need to be perfect in both languages. Future work in the Government needs proficiency in both languages.”


	Parent Response 4

	“English is an international language that will assist him in getting a good job. Arabic is his origin language that he should be strong in for his social life and religion. Besides, Arabic is the most beautiful language.”


	Parent Response 5

	“Arabic is our first language. We use it on a daily basis with our family, friends and, most importantly, in our prayers. Therefore, it is quite essential for our kids to be proficient in Arabic.”


	Parent Response 6

	“As I explained previously, it is extremely important for communication in our Arabic community, not everyone is fluent in English.”


	Parent Response 7

	“Children everywhere should be getting the same amount of knowledge.”


	Parent Response 8

	“Both English and Arabic are important for us in our life.”





The parent responses to this question show that parent motivation for their child or children to be equally proficient in Arabic and English is unanimously positive. All parents concluded that they wished for equal proficiency in Arabic and English. As mentioned earlier, there are few things which figure so strongly as motivation in learning a language. A parallel can be drawn here between what Dörnyei writes (1998:117) and the parent responses:
Motivation provides the primary impetus to initiate learning in the L2 and later the driving force to sustain the long and often tedious learning process…Without sufficient motivation, even individuals with the most remarkable abilities cannot accomplish long-term goals, and neither are appropriate curricula and good teaching enough on their own to ensure student achievement.
Could it be that the motivation of the parents is what makes a difference in the child’s learning of English, as the child progresses through Junior School into Senior School and beyond? Or maybe it is just an important factor in language learning, that parental involvement at a variety of levels is what makes the significant difference in acquiring and maintaining English.
The final parent response “Both English and Arabic are important for us in our life” seems an appropriate summary of the rest of the responses. All respondents emphasised the importance of both languages in their children’s life and education.




















Chapter 5
Conclusion
Given the positive responses in the data, it is clear that both English and Arabic are considered equally important by Emirati parents at Brighton College Al Ain Junior School. Parents are making a choice, and this choice signifies the desire that parents have for their children to be assimilated into a global world. Although some parents imply a certain level of conflict between shifts in language use, loss of identity and cultural change, their belief that a strong model of bilingual language education is the best place for their child is evident.
It is apparent from the data that the model for language teaching at Brighton College Al Ain is an effective and strong one. In this case, the minority language, which is Arabic, is integrated into the curriculum and into the culture of the school through Arabic language lessons, Islamic education and events, such as assemblies, to celebrate Arabic. English, the majority language, is developed as the teaching language of the curriculum, alongside a high level of cultural awareness and the promotion of biliteracy. There is acceptance that both Arabic and English will thrive only with the existence of a supportive school ethos and with effective home-school collaboration. Brighton College Al Ain appears to demonstrate cultural empathy, aspires to a challenging curriculum and overall delivers an additive experience to the pupils in the school. These criteria, alongside staff professionalism and ongoing parental commitment ensure that the school stands itself in very good stead as an educator of young Emiratis who are able to become proficient English and Arabic speakers.
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Appendices
Appendix 1
English Language Questionnaire for Emirati Parents (Arabic Translation)

استبيان اللغة الإنجليزية للآباء                                                       

أسم الطالب:----------------------------
الصف:----------------

1. هل طفلك هوالأول في عائلتك للتعلم في النظام التعليمي البريطاني؟
نعم/لا

2. أي مما يلي يعتبر أهم سبب لاختيار كلية برايتون العين لطفلك؟

أ- التعلم باللغة الإنجليزية
ب- التعلم من خلال المناهج البريطانية
ج- أن تكون جزءاً من مجتمع كلية برايتون العين
د- أن تكون في مدرسة دولية
هـ يتم تدريسه من قبل معلمين مدربين من قبل بريطانيا

3. هل طفلك يتحدث الإنجليزية مع أفراد الأسرة الآخرين في المنزل؟
نعم/لا

4. هل يتكلم طفلك الإنجليزية مع متحدثين ناطقين باللغة الإنجليزية في المنزل؟
نعم/لا

5. هل طفلك يتحدث الإنجليزية في مكان آخر خارج المدرسة؟ مثلا مع مدرس سباحة 
نعم/لا

6. أين ترى أكبر فائدة لطفلك من التعلم في كلية برايتون العين؟

أ- في تحدثه باللغة الإنجليزية 
ب- قدرته على القراءة باللغة الإنجليزية
ج- قدرته على استخدام اللغة الإنجليزية خارج المنزل
ث- في ثقته الكاملة
ه- في صداقاته مع الأطفال الآخرين

7 . هل ﻳﺘﻠﻘﻰ ﻃﻔﻠﻚ أي دروس لغة إنجليزية إﺿﺎﻓﻴﺔ ﺧﺎرج اﻟﻤﺪرﺳﺔ؟
نعم/لا

8. يرجى اختيار الإجابة التي تعتقد أنها الأفضل على مستوى إجادة طفلك اللغوية.

أ - اللغة الإنجليزية في مستوى أعلى من اللغة العربية
ب - اللغة العربية في مستوى أعلى من اللغة الإنجليزية
ج- اللغة الإنجليزية والعربية على نفس المستوى

9. هل هناك أي شيء تود تغييره حول طريقة تعليم اللغة الإنجليزية لطفلك في كلية برايتون العين ؟

10. هل ستكون على استعداد أن يتم الاتصال بك شخصيًا من قبل الكلية لمناقشة تعليقاتك بشكل أوسع؟
نعم/لا
English Language Questionnaire for Parents 
Name of child _________________________________________
School Year and Class __________________________________
1. Is your child the first in your family to be educated in a British-style education system?     
  Yes / No

2. Which of the following do you consider to be the most important reason for choosing Brighton College Al Ain for your child? 
A- Learning in English
B-Learning through a British-style curriculum
C- Being part of the Brighton College Al Ain community
D- Being in an international school
E- Being taught by British-trained teachers

3. Does your child speak English with other family members at home?
Yes / No

4. Does your child speak English with other native English speakers at home?
Yes / No

5. Does your child speak English in another place outside school? E.g. with a swimming teacher
Yes / No

6. Where do you see the greatest benefit to your child of learning in Brighton College Al Ain?
A- In his / her spoken English
B- In his /her ability to read in English
C- In his / her ability to use English outside the home
D- In his / her overall confidence
E- In his/ her friendships with other children

7. Does your child receive any additional English tuition outside school?
Yes / No

8. Please circle the response which you think best applies to your child’s language proficiency.
A – English is at a higher level than Arabic
B – Arabic is at a higher level than English
C- English and Arabic are at the same level

9. Going forward, is there anything you would like to change about Brighton College Al Ain’s English language provision for your child?

10. Would you be willing to be contacted in person by the College to discuss your comments further?
Yes/ No























Appendix 2

Follow-up English Language Questionnaire for Parents
إذا كنت ترغب في مناقشة المعلومات الواردة في هذه الرسالة مع من يتحدث اللغة العربية من الموظفين، الرجاء الإتصال بمكتب الإستقبال في الكلية للمساعدة في تأمين ذلك
Name of child (optional):___________________________________________
School Year and Class: _____________________________________________
Thank you very much indeed for taking the time to complete the first English Language Questionnaire last term. I would be most grateful if you could answer the follow-up questions below. Your answers will be kept confidential.

1. Does your child read more English books or Arabic books at home?
_________________________________________________________

2. How do other subjects in the curriculum, such as History, P.E., Music, Forest School, help develop your child’s English language?
____________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

3. Does your child receive any tutoring outside school in English or in Arabic? If not, would you consider this in the future, or do you consider what the college provides to be sufficient?
____________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

4. What do you consider the biggest benefit to your child of being proficient in English?
_________________________________________________________________________________________________________________________________________________________________________________


5. What, in your opinion, is the impact of your child being stronger in English than in Arabic on his / her personality and future?
_______________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________
6. Do you wish your child to leave BCAA equally proficient in both English and Arabic?
Yes / No

Please explain why / why not.
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

Thank you so much for your time. If you have any further questions, please contact Ms.Eman our Junior School Receptionist (on 037133999) or myself at cpayne@brightoncollegealain.ae.
Please kindly return the questionnaire to Ms. Eman at Reception.
With kind regards,
Catherine Payne
EAL Teacher
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