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Abstract
This study researches Filipino and Polish pupils’ attainment in English, and questions why some English as an Additional Language (EAL) pupils performed better at the end of Key Stage 3, aged fourteen. This class, comprising 43% of EAL pupils, was tracked across two terms.  The study researches the teacher’s strategies employed to enable the pupils to make progress, and questions how pupils overcame barriers to learning.  Pupils’ home culture and language were acknowledged as influencing their development, raising questions about the influence of nature v nurture.
A mixed methodology approach, including interviews with a focus group and the teacher, a class questionnaire and end of Key Stage data, allowed triangulation to be used to draw conclusions about the success of EAL pupils.  
Findings show that a positive mindset demonstrated by some was paramount.   Differentiation, challenge, collaboration and building trust within the classroom were essential.  A major difference between the two nationalities was home culture, and the support therein, in addition to the Filipino pupils’ more positive mindset.  With the uncertainties of Brexit influencing some pupils, there was a range of attainment between the pupils.  All achieved their targets, with some surpassing them and performing better than the indigenous population.  
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Chapter 1
Introduction 

The new Professional Standards for Teaching and Leadership (PTS) (2017) in Wales place pupils at the core of each Standard, with teachers and student teachers committed to ensuring that all pupils are given the opportunity to achieve their best at school.  The new PTS provide a challenge for every school in Wales.  The Statistics Portal (2017) published figures of English as an additional language [EAL] pupils in Wales by local authority, region and stage of development.  The total EAL figure was 33,323, ranging from pupils who were new to English to those who had become fluent.  Nationally this was 7.21% of school-aged pupils.   Figure 1 illustrates that in 2016 the region with the most EAL pupils was Central South Wales, “the most linguistically diverse region … with over thirteen thousand pupils having English as an additional language” (The Statistics Portal, 2017). 

Figure 1:  Number of all pupils with English as an additional language 

in Wales in 2017, by region
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Publication of the Equality Act 2010 and Equality Act 2010: advice for schools (2014) makes it clear that children from multi-ethnic backgrounds should have “equality of opportunity” in schools (2014, p. 34) and that schools should do all they can to “boost the English language skills of bilingual children from certain minority ethnic groups” (2014, p. 34).  

This research is based in a secondary school in the South Wales Valleys, a region within Central South Wales.  The statistics published by The Statistics Portal (2017) show that in this school is double that of the Central South Wales region (13.13%), with 26.1% of the school’s pupils being EAL pupils, a significant percentage overall.  This statistic warrants investigation.  Pupils within the focus school come from a range of European, Asian and African countries and it was felt that researching the learning styles implemented in the school to ensure that staff approach is effective and replicated within other year groups would be of benefit.  Given the emphasis nationally on raising standards of pupil outcomes in schools in Wales, the topic of this case study is an issue in secondary schools today.  This school has seen a sharp increase in the number of EAL pupils over the past fifteen years, from c. 10% of the school population in 2008 to 26.1% in 2017, mainly through the influx of migrant workers from both European Union (EU) and non-EU countries.  This has meant significant changes in resources deployed in staff training and pedagogy targeted at teaching EAL pupils.   When choosing a group of EAL pupils to use for the case study it was important that the pupils came from a diverse group within the school and that they were a statistically significant group, there being a great emphasis on the attainment of EAL learners at the end of each Key Stage (KS).  
The school has an inclusive school policy for all which involves home, school and local community support; this starts on day one and continues throughout each pupil’s academic studies.  All pupils, regardless of creed, race or gender, have access to the whole curriculum.  Collaboration is of the upmost importance if teachers are to give each child the opportunity to enhance cognitive development, thereby achieving excellence of outcomes.  The school’s Equal Opportunities Policy (2016) states that all staff are committed to
promoting racial equality … enabling all pupils … to reach their potential, working in partnership with parents and the wider community to establish, promote and disseminate racial equality, good practice and tackle racial discrimination.

(Bishop School Equal Opportunities Policy, 2016, p. 2)

The intention was to determine which strategies were used successfully when teaching EAL pupils, allowing them to gain success throughout KS3.  The focus of this study was the Year 9 Set 1 English class, with 43.33% of the class (13 pupils) being EAL pupils.  Whole-school planning for EAL pupils is highly effective; all departments contribute to a framework which is inclusive and offers support and scaffolding for EAL pupils as required.  This is a healthy approach, preferable to individual departments working in isolation.  Staff receive annual training from the Additional Learning Needs Co-ordinator (ALNCO) about the expert skills needed to teach EAL pupils.  Classrooms are safe environments where pupils learn about other cultures and to respect others’ views and opinions.  Care is taken to ensure that Departmental Schemes of Work (SoWs) address all pupils’ cultural identities, thus the curriculum is inclusive for all.  Staff are instructed about issues of race equality and the school’s policies for dealing with racial harassment and bullying.  The ALNCO is a member of the School’s Leadership Team (SLT); the drive on equality for all is driven from the top.  All student teachers who undertake a period of teaching practice and Newly Qualified Teachers (NQTs) attend a training session with the school’s ALNCO to share ideas about how to teach all pupils within a given class, thus becoming familiar with the school’s EAL Policy (2018).  The over-riding aim is to “foster a classroom culture which promotes freedom of expression and sensitively supported discussion by children of their own experiences” (Jones, 1999, p.159).  
On entry to the school baseline tests are conducted in spelling and reading.  These are followed by use of diagnostic tests, which give teachers insight into each EAL pupil’s language acquisition.   EAL specialist staff monitor pupils’ development across a KS by use of a bespoke staged model of language acquisition, from Stage A where pupils are new to English through to Stage E and fluency.  
All EAL pupils have equality of opportunity and are challenged to achieve success.  Where there are language barriers to learning, teachers aim to ensure that these barriers are overcome.  As the percentage of EAL pupils in school is 26.1%, a much higher figure than the Welsh average of 7.21%, the study explores how EAL pupils overcome barriers to success when studying English.  Support is provided through extra English lessons, one-to-one Learning Support Assistant (LSA) provision and pupil buddies.  In researching the focus group of Year 9 EAL pupils it was important to see whether time and money were invested in this class to good effect.  Pupils come to the school from a range of primary feeder schools and their attainment may vary.  The school receives information from all feeder schools on each pupil’s end of KS2 National Curriculum (NC) levels in English, Mathematics, Science and Welsh 2nd Language.  In addition, pupil testing in Year 7 generates end of KS3 NC targets.  Information is also received about each pupil’s home language and special educational needs.

It might be assumed that such a high number of EAL pupils within a secondary school could impact adversely upon the school’s overall performance.  Some non-EAL pupils and parents may exhibit racist attitudes and the study also considers whether people’s attitudes towards Asian and Eastern European pupils are different and if so, the possible reasons for this.  It may be seen from this study that some EAL pupils make better progress than others at a faster rate.  

Pupils’ language development is assessed at regular intervals and support is provided as and when necessary.   The study compares the EAL pupils’ attainment between the end of KS2, at the end of their primary school careers, aged eleven, with the end of KS3, aged fourteen, before they progress to KS4 and study for General Certificate of Secondary Education (GCSE).

The research was conducted within a class of thirty pupils, including thirteen EAL pupils and eight more able and talented (MAT) pupils.  Four of the MAT pupils were also EAL pupils, 50% of the class MAT cohort overall. The research enquired as to whether the teacher treated the four EAL MAT pupils differently from the other nine EAL pupils in this class and which strategies were used by the teacher to challenge all eight MAT pupils within this class.  A Year 9 focus group was selected for this study, as pupils achieved excellent end of Year 8 NC levels in English, with the four EAL MAT pupils predicted to exceed their end of KS3 target NC levels, a level 7, by the end of Year 9 in June 2017.   

Four of the six focus group pupils were MAT pupils who, according to Welsh Assembly Government (WAG)’s (2008 (c), p.16) Meeting the Challenge, should be given “enriched and extended opportunities across the curriculum to develop their abilities”.  The research focused on how to “improve the quality of learning and raise standards of achievement” (2008 (c), p. 6) and what should be done to raise standards amongst pupils and “challenge pupils’ thinking through probing questioning and a problem-solving approach to learning” (2008 (c), p. 17).  

Knowing this class of pupils well and recognising their usual willingness and enthusiasm to engage in discussion, the aim was that pupils would be comfortable, open and candid.  This class is out-performing their peers, not only in English but in several other subjects, and therefore the study explores what is ‘special’ or ‘different’ about this group.  Welsh Government (WG)’s Minority ethnic achievement in education in Wales (2014) recognises that some EAL pupils may need extra support to achieve their full potential in schools, particularly when learning English.  As the study involved a diverse group of pupils from Poland and the Philippines, it examined whether there were any differences in attitude to learning between the EAL European pupils and the EAL Asian pupils and, if so, why.  

The study explores whether it is of benefit to be bilingual or trilingual in 2017 Wales and whether the focus group view themselves as bilingual or see themselves as only speaking one language now, English.   Muñoz’s article (2014) states that “more than half the world's population uses two or more languages every day”.  This case study enquires whether being bilingual or, in the case of several pupils in the focus group, trilingual, is an advantage today.  
Chapter 2

Relevant Literature 

WG’s Programme of Study for English (2015 (b), p. 17) states that “learners should experience a language-rich environment across [each] key stage where oracy, reading and writing experiences are connected”.  This builds upon WAG’s English Guidance for Key Stages 2 and 3 (2008 (a), p. 8) where all learners are required to “develop language skills for life”.  The role of the teacher therefore in planning to deliver the 2015 (b) Programme of Study for English is paramount, given that Wales today is a multicultural and multilingual society.  Historically migrants have come to Wales for social, political and economic reasons and have integrated into Welsh culture and communities.  It follows that there may be a percentage of EAL pupils in all Welsh schools.   However, in the United Kingdom (UK) overall, many monoglot English speakers might assume that as English is spoken widely throughout the world, any second language taught at school is of lesser importance.  It is arguable that this puts the UK at a disadvantage, as many people do not understand the importance of and benefits associated with bilingualism.  Conversely, in twenty first century Wales many EAL pupils view communicating through the medium of English as a necessary skill.  EAL pupils and their families view speaking English as an important factor in integrating into society, both socially and culturally, and a necessary asset for the future and the world of work.  Schools in Wales are challenged to promote linguistic and cultural diversity across the curriculum and to ensure that all pupils are given opportunities to achieve their full potential.
It is worth considering at the outset what being bilingual means in practice as there are many types of childhood bilingualism.  Baker (1996, p. 76) suggests that “sequential childhood bilingualism” is about learning a first language at home and then a second language in school, for example.  When EAL pupils go to school in Wales their lexical development in English grows first, as they mix with other English speakers in the classroom.  Grammatical growth in the second language comes later and this can be a slower process.  Many EAL pupils struggle to learn English; they may have difficulties with literacy in their mother tongue and imposing a second language upon them may cause personal angst, whilst others may be exceptionally bright but reluctant to speak a second language due to family loyalties.   Several factors need to be considered: 

· pupils may have arrived in Wales as asylum seekers and be emotionally distressed because of this trauma;

· some have come to Wales temporarily on route to another country; 

· some have come to Wales as children of migrant workers;

· others have come here with their parents as part of the National Health Service’s (NHS) ‘Government Job Recruitment’ scheme.  

Understanding the needs of each EAL child is concomitant with understanding his/her background.  Some may have experienced trauma such as war and conflict in their home countries which have profoundly affected them and their families.  Others may not have had the opportunity to attend school every day or have been pre-school age in their home countries.  One should not group all EAL children together and assume they are all the same; nothing could be further from the truth.  To support EAL families effectively it is important that the school maintains contact with EAL pupils’ parents or carers who can provide useful information about their children’s progress and well-being at home. 

Sharpe and Driscoll (2000, pp. 80-81) discuss how it is beneficial for young children to study a second language as it “cultivates children’s communication skills and their understanding of human cultures”.  In this way young children come to understand that their mother tongue is not the only “human language”.  The benefits of this are obvious to European pupils who live in a multicultural and multilingual EU.  Many linguists argue that literacy skills acquired in the mother tongue can easily transfer to another language.  Bilingualism enhances the skillset of an EAL pupil when taught to speak, read, write and develop metacognition in both languages.  However, many children have a second language enforced upon them when they move to the UK and this may cause additional pressures. Through observation of Filipino children learning a second language Bernardo (2005, p. 161)) researches whether code-switching, alternating between two languages, is a positive help or a hindrance and thus an obstacle to be avoided.  He states that code-switching is not “a compromise or fall-back option” but rather it is “an important part of the Filipino bilingual’s language competencies” which can “help attain …   goals more effectively”.  He takes this idea further when he says that “code-switching is a language that students and teachers can share that can be their resource in their mutual pursuit of knowledge and understanding”.  This was something specific to be observed in this case study, where ten of the thirteen EAL pupils within the cohort were Filipinos.  

Empirical research shows that learning a second language and becoming bilingual can bring with it challenges. However, Baker (1996) states that EAL pupils are at an advantage in many cases as their cognitive skills are highly developed as they meet the demands of learning English as a second language.  He acknowledges that bilingual children may be “more intelligent … creative and socially more aware”.  Not all EAL pupils are the same, but rather they have their own needs, strengths and challenges.  Each school needs to enter into a partnership with the EAL pupils, their parents and teachers.  The local community also has a vital role to play in this partnership.  

Some pupils may be more forthcoming when answering questions in class, whilst others are withdrawn and shy.  However, this does not mean that they are unable to answer the questions posed.  Some speak English more competently and cope better than others when studying a second language in school.  Both EAL language acquisition and language learning are important within the curriculum and classroom contexts (Pim, 2010, p. 13), as they “[generate] a need/desire to understand and apply new skills, process and content” and “[generate] a need/desire to understand and interact with both the environment and other pupils”.   Both are interlinked and help EAL learners to become fluent in another language.

School may be the only place where some EAL pupils have opportunities to speak English.  Some may have support at home in learning a second language, whilst others come from more difficult backgrounds where parents may fear integrating into a new culture and country.  Home support is of the upmost importance if a child is to learn a second language to a high degree, as the home culture influences language acquisition.  Learning English successfully can provide emotional security and empower pupils to work hard in school, accessing all school subjects taught through the medium of English.  However, learning English may cause friction within the family as the target culture may be viewed as an English culture, contrary to the family’s desire.   The nature v nurture debate is an important one.
There is no straightforward answer to the question how long it takes a child to become bilingual with English as a second language, as each child is unique.  Initially it depends upon whether the child has had any former knowledge of learning or speaking English before coming to the UK.   It depends on how old the child is; it is widely acknowledged that the earlier a child is immersed in a second language the quicker he/she becomes bilingual.  Parents hold great influence over their children and if one or both parents speak English, they may encourage their children to be more open to learning English.  People with whom EAL children come into contact outside their family are also a factor.  Children living in a community where the only language they speak together is their first language may find it harder to learn a second language.  Baker says

bilingual individuals do not exist as separated islands …. People who speak two or more languages usually exist in groups, in communities … People who speak a minority language within a majority language context may be said to form a ‘language community’.





(Baker, 1996, p.35)

In this way the ‘language community’ may influence a child’s openness to learning English and to mixing with other people or school friends outside their community.  It is important to recognise that language is an essential part of who we are and our personal identity.  Pupils’ needs vary according to their cultural background.  Being an EAL MAT pupil may bring additional challenges and cause friction at home, where loyalty to one’s background and home culture may be considered as more important than achievement in school (Stopper, 2000, p. 81).  It is essential that EAL MAT pupils can appreciate their own diversity and the importance of both cultures, and schools should aim to engage with and understand pupils’ home cultures as this is an important part of their make-up.  There may be many pressures upon the EAL child, both positive and negative.  It is a common misconception that “speaking another language interferes with learning English” (Washbourne, 2011, p. 17).  Some pupils may be plurilingual, with the advantage of conversing in more than one language.  English may be the third or even the fourth language spoken at home.  Speaking English with new friends or siblings may accelerate the rate of learning English as a second language.  Religion is a factor to consider.  If a migrant family attends church or a mosque, where worship is conducted in English, this can impact upon their willingness to converse in English.  My teaching experience informs me that pupils from Asian backgrounds are more willing to converse in English, whereas Eastern European pupils whose parents have come to Wales as migrant workers may find learning to speak English challenging as they have retained their own culture closely, and maybe living in one community.  It is also true that pupils who come from countries where they speak minority languages find learning any second language challenging.  

Lexical and grammatical knowledge are important when learning a second language.  Speaking the local dialect alone does not necessarily mean that one is fluent in a second language.  One may speak a language well, so that a native speaker can gain knowledge from what is being said.  However, reading and writing skills may be inferior to oracy skills.  One thing is certain: the more confident the child becomes in the second language, the higher the expectation from home and school to achieve success and become fluent in English.  It is therefore important to consider exactly how we assess someone as being fluent in English and at what stage learning a second language translates into fluency.  Some children who have lived in Wales for most or all their education may consider themselves as fluent English speakers, often at the expense of speaking the language they learned when they were very young, or the language their parents still speak.   Baker compels us to consider what fluency means:
Is someone bilingual if they are fluent in one language but less than fluent in their other language?  Is someone bilingual if they rarely or never use one of their languages?

                                               (Baker, 1996, p. 4)

This is an interesting consideration as pupils may feel that they have lost their first language and can no longer speak it.  They may understand most or some of what their parents say to them but reply in English, regarding English as their main language and even their first language.   Some pupils may resort to ‘codeswitching’ where they think and speak a mixture of two languages and change the language they speak according to situation.  They may even speak a mixture of two languages or substitute some words from their first language into their second language.  They may hear and be able to speak a first language to a degree, but rarely get the opportunity to read or write that language as they never visit their home country.  Hoffmann (2014, p. 26) supports this argument and states that being bilingual and not losing one’s first language requires “a fair amount of access to the …. country and its culture”.  

Building a culture of respect and trust in school is critical, supporting a community in which EAL learners feel comfortable studying and are given opportunities to achieve success in all aspects of their education.  The classroom environment is central to this (Washbourne, 2011, p. 24).    If EAL pupils are to succeed and gain the best education possible in the UK, it is important that they learn to speak English as soon as possible; this may prove challenging.  Edwards (1998, p. 2) states that “second language learners are aiming at a moving target: their learning must proceed more rapidly than that of native speakers if they are ever to catch up”.  Therefore, where EAL pupils are given the correct learning environment and are supported from school and home, they are provided with the best opportunity to master speaking, reading and writing English and become confident in their academic studies. WG’s Evaluation report on capacity building approaches to support the delivery of English as an additional language in Wales (2015 (a), p. 22) acknowledges that “work with the families of EAL learners is … a key tool in promoting educational achievement”.  Because of Successful Futures (Donaldson, 2015), and the introduction of a new Wales curriculum in 2022, schools are encouraged to “focus effectively on learner well-being, equity and excellence”.  Teachers are to ensure that pupils can “overcome barriers that inhibit their learning” as per WG’s report (2017) on Ethnicity, national identity and language. 

The focus school has adopted John Hattie’s (2015) research on ‘Visible Learning’.  His strategy ‘Know Thy Impact’ is to explore which strategies work well in the classroom and have the highest impact upon pupils.  Hattie states that teachers today need to understand what works for their pupils or else they are not complying with the core business of teaching.  Hattie suggests the only strategies in the classroom which teachers should adopt are those which have “maximum impact upon pupils’ learning and achievement” and that all other strategies are less important.    Hattie has conducted over 50,000 studies involving over 250 million students.  Some common strategies used in the classroom are generally thought to be very effective, but Hattie’s research throws up different findings.  Hattie has found that certain strategies work best with pupils, illustrated in Figure 2.
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Many teachers might consider homework as an important part of a pupil’s learning.  However, Hattie places homework as the sixth most important factor, with teacher clarity being the most important.  This requires teachers to consider whether homework tasks are effective or not and reconsider the qualities of what constitutes a good learner.   For pupils to overcome any barriers to learning, it is imperative that all teachers understand and adopt strategies which allow pupils to thrive and not stumble in their learning.  Hattie (2013) suggests that it is important to observe the quality of learning within a classroom and look at learning through pupils’ eyes.  Only by observing what does and does not work will the teacher understand the impact these strategies have on the learning taking place.  Hattie emphasises the importance of developing a language of learning within a school, so all pupils use a common terminology in all areas of the curriculum.  

Family ties are affected, positively or negatively, when a child learns English as a second language.  There may be pressure from home on EAL pupils to maintain their first language.  In other cases, pupils are often the interpreters for parents and extended family, required to attend hospital appointments and Job Centres at their parents’ request.  This can cause tension, as they may be viewed as having a certain ‘power’ over their parents.  Pupils may not want to miss school and would rather be in class.  EAL pupils may wish to keep their parents on-side in the hope that they will support them more in school when learning English.  Some may feel under pressure to speak English only at school and to speak their mother tongue at home.  EAL pupils’ parents play a critical role in supporting their child’s studies and ultimate achievement in learning English.  Indeed, one might say that if EAL pupils are deemed to be MAT this could have a positive influence upon their parents.
Within a class some pupils have higher cognitive skills than others.  Hall (2001, p. 2) reiterates that we need to distinguish between “second language barriers and learning difficulties that may account for an individual bilingual pupil’s failure to make learning progress”.  It is vital that the term Special Educational Needs (SEN) is not automatically applied to an EAL pupil.  Just because an EAL pupil may struggle with acquiring a second language it does not mean that he/she is a SEN pupil.  Some EAL pupils are more able than others and as such they should be challenged to achieve their potential.  It is important that EAL SEN pupils are identified at an early stage and appropriate strategies adopted and embedded by teachers.  It then follows that teachers should aim to forge good relationships with all EAL pupils, thus starting to build up a picture of each pupil’s individual needs.  Some EAL pupils may feel that historically their nationality does not achieve well in UK schools; this may impact upon their self-esteem.  Stephen and Warwick (2015, p. 135) emphasise that it is “vital that schools …. break the cycle of cultural stereotyping of pupils and their communities”.  They state that this can have a gross negative impact on pupils’ expectations of themselves which in some cases could lead to under attainment.  Teachers’ misconceptions of EAL pupils’ background, prior schooling and heritage may cause friction, resulting in some refusing to work in class.  It is important to avoid presuppositions of how certain nationalities perform in school which can create barriers and isolation.  Thus, pupils’ individual needs are recognised by establishing good relationships.  

Assessment of pupils in schools, summative, formative and diagnostic, are all used to support their development.  In the same way, schools have their own way of testing if a pupil is MAT.  Being MAT or gifted and talented (GT) means that they are can achieve more in lessons, may attain higher NC levels and go on to achieve better GCSE and A Level grades.  They may demonstrate heightened self-esteem and cognitive skills, may be better independent thinkers and better problem solvers, able to synthesise information, elaborate on ideas, be innovative and apply reasoning at a higher level than expected for their age.  It is essential that EAL MAT pupils can access enrichment and extension tasks inside and outside the classroom.  Teachers plan differentiated and enrichment tasks accordingly and will model what pupils are asked to do, scaffolding their learning.  This helps EAL pupils develop language skills and achieve their potential.  Although EAL pupils will work independently and interdependently, their collaborative work with other learners is of the upmost importance.  Torrance’s list (1998) of “creative positives” includes MAT pupils’ ability to be emotionally responsive to their work, responsiveness encompassing a range of oral, reading, writing and thinking tasks.  It follows therefore that all pupils, regardless of academic ability, are given equal opportunities and that there is a common expectation for all pupils to work to the best of their ability.

As all pupils access a range of subjects at primary and secondary school in Wales, their command of spoken English may influence how they achieve in these subjects.  Initial baseline testing is used in assessments to compare previous and current progress.  EAL pupils who learn English develop a range of literacy skills: they can speak, listen to, read and write the target language.  They are assessed in terms of their competence when speaking grammatically correct English with peers and teachers.  However, the extent to which they can read and write English varies; it is possible for a pupil to be better and more confident at speaking and listening tasks than at reading or writing.  Teachers use a range of differentiated materials to encourage pupils to make progress in any one or more skill.  Differentiation is acknowledged to be a “key tool for meeting EAL needs in the classroom” (WG, 2015 (a), p. 20).  Both differentiated support and additional learning needs (ALN) support is targeted at making EAL learners more confident in mastering the target language i.e. English.  Individual one-to-one help will benefit EAL pupils greatly.  English in the National Curriculum for Wales (2008, p. 5) states that “for learners working significantly below the expected [NC] levels …. , schools should use the needs of the learner as a starting point and adapt the programmes of study accordingly”.  Thus, pupils may be deemed to have achieved language proficiency in English when they have developed the four skills of speaking and listening, reading and writing.   

Skutnabb-Kangas (1981) suggests that the fifth skill of metacognition is also very important.  In English lessons, and in all other subjects, EAL pupils use English to understand, make reason of and deliberate on what they are hearing, reading and writing.  By working with their peers, they become involved in active learning and start to understand what they are expected to do.  Therefore, metacognition may well be regarded as the most important of the skills mentioned; thinking is at the heart of each pupil’s learning, as illustrated in English in the National Curriculum for Wales (2008 (b), p. 6) where the aim is that “learners develop their thinking across the curriculum [by] planning, developing and reflecting”.  

Relationships formed at school are critical to EAL pupils, both pupil-pupil and teacher-pupil relationships, as interaction and collaboration may affect an EAL pupil’s progress in learning English.  EAL pupils may have a mentor in school or a buddy with whom they form a close bond. The mentor or buddy will encourage and support them, as well as illustrating what they are expected to do, and reporting back to the teacher on their progress.  Although the role of the buddy is central to the development of the EAL learner, the teacher is likely to be the most important influence on an EAL pupil’s ability to learn a second language and feel comfortable in speaking that language.  EAL pupils, regardless of ability, may show resilience, but at times be vulnerable and need support.  

All pupils study English language and English literature.  An EAL MAT pupil will be able to understand that these two subjects complement each other well and that by reading in their second language they are opening a door to a wealth of literature.  In studying English literature pupils are required to understand what is written, reflect upon it and express their opinions about what they have read.  They have opportunities to use their thinking skills to adapt what they have read and express themselves using literature terminology.  Hewitt and Hopkins state that

learning about language through literature and learning about literature through language are not really as far apart as they might seem to be.  They are certainly not mutually exclusive, either in theory or practice. 

(Hewitt and Hopkins, 2009, p. 81)

Thirty years of experience as a language teacher have demonstrated that EAL MAT pupils enjoy literature lessons as they develop their competence in reading; they use their cognitive skills to read for pleasure, gain information and reflect upon what they have read, analysing a range of different non-fiction resources.  These things together lead them to develop a greater facility to express their opinions on a wide range of topics.

Carol Dweck (2017) argues that some school pupils develop a growth mindset which enables them to achieve well in and beyond the classroom.  Rather than having a fixed mindset which may be inherent, having a growth mindset is where pupils come to believe that anything is possible.  The growth mindset is “based on the belief that your basic qualities are things you can cultivate through your efforts” (Dweck, 2008, p. 7).  Therefore, pupils with a growth mindset demonstrate an aspirational mindset whereby, with hard work and persistence, they can become successful in their learning.  However, as each pupil is unique one should consider the variations between nationalities and mindsets about home culture and relationships with family and friends left in their home countries.  The older generation is revered in the Philippines where family ties are strong.  In the UK many Filipinos work long hours, sending money home to their families who live in poverty; rarely can they afford to return ‘home’.  These factors are not the same for Polish families, where the extended family is not as strong a link; they may well be able to afford to visit them in Poland more regularly, because of the proximity of the country to the UK.  Ultimately therefore each EAL pupil’s mindset will influence the pace of progress made in school.

Chapter 3

Methodology

The hypothesis of this research was that the EAL pupil’s home culture has an influence over their attitudes to learning English.  The variables were great, including differing family values and the rules by which pupils were expected to abide.  An inductive approach to this research was adopted, aiming at understanding why this group of pupils could overcome barriers to learning and gain greater success than other groups.  Indeed, these “key issues” could in turn “merit further investigation” (Bell, 2014, p.12) and lead to sharing of good practice.  Furthermore, Sikes (2004, p. 21) suggests “the reason for doing research is to get knowledge … to communicate that knowledge, often with the … view of informing practice … and improving things in some way”. 

The class identified for this research is unique because of the high percentage of EAL pupils and their academic achievement in several subjects.  Consideration was given to the study’s timescale, the target group(s) to be used, how to conduct the research and the prior information available.  A mixed methods approach, working within an inductive paradigm, was adopted to gain a greater understanding of the EAL pupils’ success. In adopting such an approach, epistemological questions about the pupils’ performance were posed.  
The Year 9 Set 1 English class was a purposive group made up of pupils of British, Polish and Filipino nationalities, illustrated in Figure 3.  This was a stratified group including Free School Meals (FSM) pupils, boys and girls, pupils from one parent families and children of tradesmen and professional and unemployed parents.  This allowed the opportunity to compare different attitudes to learning and the achievement of both EAL nationalities.  Although there were more Filipinos than Polish in the class, there was social stratification between these two nationalities.  In June 2018 Global Finance published a list of the world’s richest countries in 2016 according to gross domestic product (GDP) per capita which was adjusted then according to purchasing power parity (PPP).  In these figures the UK was ranked 27th, Poland 48th and the Philippines 121st.   Polish and Filipino pupils reported that their parents had chosen to emigrate to the UK for work, a better future for their children and improved standards of living. 
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The way the two nationalities view education is quite different.  In the Philippines, where poverty levels are very high, to choose to leave one’s country and emigrate to another is a major decision, as it may mean never returning to one’s home country due to high travel costs.  Filipino parents had emigrated as part of the NHS recruitment scheme; they would have had to sit and pass examinations to work in the NHS and they would have been required to speak some English.  In contrast Poland is overall a wealthier country than the Philippines and nearer in distance to the UK, allowing Polish pupils easier access to return ‘home’.  
It was important to adopt a mixed methods approach, making the research more reliable.  Qualitative methods would give depth and detail to the study.  Opie (2004, p.152) suggests that by undertaking a qualitative analysis one gets “a feel for the social reality which underlies any research findings”.  To understand feelings about their English studies, comparisons would be drawn between both nationalities, building up an overall picture.  Quantitative methods would allow accuracy of data to be used, including the pupils’ end of KS3 NC levels.  Due to low numbers of EAL pupils in the class, specific data about their overall attainment could be reported, rather than making generalisations; it would be disingenuous to do this any other way.  Pupils’ attitudes to learning could be quantified.  The use of mixed methods allowed conclusions to be drawn, as the qualitative evidence would reveal the story behind the quantitative evidence.  

The qualitative approach selected included interviewing a focus group of six pupils, chosen from thirteen EAL pupils.  To maintain validity in methods chosen it was important to ensure that the focus group size was “appropriate … representative … not too large or too small” (Cohen, Manion and Morrison, 2005, p.115).  As there might be major differences between their expectations, attitudes towards studying English and home backgrounds, it was vital that both nationalities were included.  Adhering to educational research guidelines, participants were selected who 
may all have had similar experiences … [who] interact with each other …  [are] willing to listen to all views …. reach concensus about some aspects of the topic …  disagree about others, and …. give a good airing to the issues which seem to be interesting or important to them.




(Bell and Waters, 2014, p. 182)  

One limitation of a focus group is that members “are more likely to capture breadth of opinion, since the goal is often to understand the group’s perspective” (Dana and Yendol-Hoppey, 2009, p. 85).  Questions were prepared to start the discussion (Appendix 2), after which pupils could answer, talk freely, agree or disagree, with the researcher playing the role of a moderator, “[taking] a marginal rather than pivotal role” within that group (Thomas, 2013, p. 203).  Some questions were directed at both nationalities, and others specifically at the Filipinos or Poles, enabling comparisons and conclusions to be drawn from responses.  The pupils’ responses required empathy and understanding to identify their individual learning pathways.

Ethical considerations and British Educational Research Association (BERA) (2018) guidelines were adhered to, ensuring that the research was conducted professionally throughout.  Prior to the interview the pupils were gathered, reminded of the research and reassured that discussions would be confidential.  Although pupils were invited to be in the group, it was requested that both nationalities were represented, demonstrating a certain influence over who was in the group.  Pupils offered to be in the focus group of their own free will.  This therefore became a purposive group, allowing comparisons between the two nationalities’ responses.  Choosing three pupils from each sub-group, an odd number, allowed for lack of consensus within each sub-group.  The group comprised Filipinos and Poles, male and females (Figure 4).  Pupils were encouraged to speak openly, although they were told they did not have to speak and would not be forced to give answers.  
	Figure 4:  - A Breakdown of the Focus Group of 6 EAL Pupils



	Pupil number
	Gender
	Referred to as
	Nationality
	End of KS3 target 

NC level 
	Current NC level - interview 

(April 2017)
	End of KS3 NC level achieved (June 2017)

	Pupil 1
	Male
	P1M
	Filipino
	8
	7
	8

	Pupil 2
	Female
	P2F
	Filipino
	8
	8
	8

	Pupil 3
	Female
	P3F
	Filipino
	8
	8
	8

	Pupil 4
	Male
	P4M
	Polish
	6
	6
	6

	Pupil 5
	Female
	P5F
	Polish
	6
	6
	6

	Pupil 6
	Female
	P6F
	Polish
	6
	6
	6


The class teacher welcomed this research and agreed to cooperate; her answers would add value to the findings.  As the class teacher is experienced, having taught EAL pupils over a range of year groups, it was worth considering whether she was one of the reasons why the pupils were achieving so well.  However, she could view this research as a threat to her teaching if any pupils were to raise concerns.  Confidentiality was assured in accordance with BERA guidelines (2018, pp. 21-22) as no person would be named and all findings would remain confidential throughout.  
To gather quantitative evidence, a class questionnaire (Appendix 3) was used to gauge whole class attitudes towards a range of topics including preferred learning styles and skills utilised in lessons.  Questions were worded simply and clearly, avoiding ambiguity.  Pupils were given the opportunity to make further comments, allowing them to give a “more open and discursive response if required” (Thomas, 2013, p. 207).  The questionnaire was distributed in a lesson; pupils were reminded of the research and assured that ethical and moral issues were considered when formulating the questionnaire, including anonymity of response.  This demonstrates Bell and Waters’ viewpoint (2014, p. 168) that there are “distinct advantages in being able to give questionnaires to respondents personally”.  Pupils were invited to express opinions and give concrete examples of their experiences.  Some questions followed a Likert-type scale where pupils were required to give answers and opinions ranging from ‘always’ to ‘never’, allowing a range of answers.  Likert scales “indicate order” (Bell and Waters, 2014, p.163).  Pupils were given four options rather than five on the scale for answers, thus removing “the tendency for some people to over-choose the middle option” (Thomas, 2013, p. 213).  One advantage of Likert style questionnaires is that the responses may give reasons as to why pupils do certain things and give the rationale behind their actions.  Another advantage is that pupils are encouraged to give assertive answers, rather than having multiple choice question answers.  However, pupils could fall into the trap of giving the same response time after time.  To avoid gaps in responses received, pupils were encouraged to answer all the questions.  

Further quantitative evidence was gathered by comparing the pupils’ end of KS3 attainment with that of the local area and Wales, throwing further light on the pupils’ success.
Triangulation was essential to give more validity to this research and its findings.  Laws suggests that 

the key to triangulation is to see the same thing from different perspectives and …. be able to confirm or challenge the findings of one method with those of another.
(Laws, 2013, p. 143)

Therefore, the plan was to analyse the results of the class questionnaire, points raised in the interviews with the focus group and class teacher and the end of KS3 data.  The results of the questionnaire and the interviews would corroborate the EAL pupils’ attitude to learning in English lessons and highlight their motivation, or lack of it, to achieve success.  Triangulation would fill in the gaps in this research and would add validity to the data.   This aligns with Altrichter et al (1996) who state that triangulation gives “a more detailed and balanced picture of the situation”.  
Chapter 4

Ethics 

Ethical and moral issues were considered when selecting types of methodology to be used throughout the duration of this study. The study adheres to both BERA Ethical Guidelines for Educational Research 2011 and 2018, the latter coming into force after this research commenced, and to the Data Protection Act (2018) as referred to in University of Wales Trinity St. David (UWTSD) (2016) Research Data Management Policy and UWTSD’s Data Protection Statement (2018).
In March 2017 the Headteacher’s permission was sought to conduct this research within the school.  The Headteacher is familiar with teachers undertaking action research and case studies at school and views such research as being of benefit to the school.   Secondly, the Year 9 Set 1 English teacher was approached and the scope and reasons for the research were explained.  The teacher was asked to share Schemes of Work (SoWs) and strategies used when teaching Set 1 and EAL pupils.  Assurance was given that the research would be conducted in a professional manner, that she could withdraw from the research if she so chose to do so at any time without any consequence (BERA, 2011, p. 6) and that the research would be anonymised.  She gave her consent both informally and formally in writing, by the filling in and signing of a form.  Assurance was given of the importance of trust and confidentiality in this research.

Set 1 English pupils were active subjects of the research.  The class was gathered together and told the research was for a Master of Arts Education (MA Ed).  Both qualitative and quantitative evidence would be gathered in researching their literacy levels.  Pupils were informed of the research activities to be undertaken and how they would be involved.  Pupils were invited to ask questions, and several did.  Pupils were told that they were free to withdraw from the case study whenever they wished, with no fear of recrimination (BERA, 2011, p. 6).  They were reassured that trust was very important throughout the research and that all information gathered would be treated privately and confidentially (BERA, 2011. P. 7).  They were assured that the findings would only be discussed with a university tutor and only during the lifetime of the study.   

It was explained that notes of observation of English lessons would be recorded in a research diary which would be kept secure in a locked cupboard in a locked office.  All notes would be anonymised; no pupil would be referred to by name, either in the research diary or in the final dissertation.  At the end of the period of research the diary would be destroyed and not used for any other purpose.  The research would be kept on a USB pen and backed up on an external hard drive, both of which would be password protected and kept securely.  

Pupils were informed about the type of interviews to be conducted, a focus group of pupils and the class teacher, and that before the focus group interview and the class questionnaire all questions would be read through, allowing for uncertainties to be cleared up.  Only questions appropriate to their age group were selected.  Pupils were informed that they could leave out any questions if they wished.  This was intended to make pupils feel comfortable with the research.  They were told that interviews and questionnaires would be conducted either in their English classroom, without their teacher being present, or in an office, with the door slightly ajar, ensuring them that they were free and safe to voice their opinions without any coercion.  There is a window in both classroom doors in accordance with the school’s Safeguarding Policy (2018).  Pupils were informed that data gathered would be treated confidentially and not shared with any unauthorised persons. 
All pupils and their parents were written to prior to the start of the case study.  Their consent to participate in the research was requested by the completion and signing of a consent form attached to the letter.  It was explained to them that participation was voluntary and that they would not, under any circumstances, be coerced into taking part.  Pupils were offered letters for their parents in another language.  However, all said that they would like letters in English and would sit with their parents and talk about the topic of the proposed research.  All parents and pupils returned the consent forms, giving 100% participation from the class.  The consent forms were locked away in a secure cupboard.

Participants were informed that they would receive a summary sheet of the findings at the end of the research and that they could ask further questions at that stage if they wished. They were assured that all data would be anonymised, so that no pupil could be recognised.  They were reminded also that the research would be published and archived at UWTSD and that the coded data would protect the anonymity of all participants in the research.

Chapter 5
Findings and Analysis of Findings 
Qualitative evidence

1. Discussion with a focus group of six EAL pupils from Set 1
Within the focus group of six were three Filipinos and three Poles, all first-generation migrants to the UK.  Pupils were questioned about their home background, how they viewed speaking English, their school learning experiences and whether they felt supported in their work and challenged to attain or exceed their target NC levels.  It was essential that all pupils spoke, being mindful that the “less confident focus-group members [might] refrain from sharing their thoughts” (Dana and Yendol-Hoppey, 2009, p. 85).  However, it soon became apparent that all were willing to contribute and speak openly.  Shortly into the discussion there were clearly differences of opinion between the Filipinos and Poles.  The responses of the Filipinos were open; they were more willing to initiate discussion, more articulate and appeared to think more about their responses.  They were comfortable to agree or disagree, speaking openly about their successes and weaknesses.  

Initially the three Filipino pupils were asked about their schooling in their ‘home’ country and the similarities and differences with the UK.  Two had moved to the UK after starting school.  All three have family in the Philippines and are in regular contact via social media.  All three were most proud of being Filipino and of their home culture.  P1M stated “I think of myself as British-Filipino now, but my parents are Filipino, and we are all very proud of our Filipino heritage”.  All three consider educational standards in the UK to be superior to those in the Philippines.  Their opinions were based on their parents’ and families’ viewpoints.  As infants in the Philippines they spoke at least two languages, Tagalog and local dialect.  No-one spoke English at home.  P1M said the Filipino school day was longer than in the UK and that literacy levels there were now higher overall than when his parents went to school.  He said teachers worked hard, but resources were not good, saying that overall education standards are better in the UK.  English is taught in secondary schools in the Philippines and P1M said his parents spoke some English before emigrating, which gave them “an advantage as they were able to use English in their jobs everyday”.  Because his parents spoke a little English when they lived in the Philippines, P1M could understand some basic words and phrases before emigrating.  P4M, from Poland, then said he felt this put him at a disadvantage compared with P1M, as neither P4M nor his parents had spoken English at all before emigrating.  P4M said
“it is not fair … you will do better than me in English lessons as you already spoke some English before you came to Wales and I didn’t”.

P1M reiterated that he had spoken no English before moving to the UK.  P2F and P3F said their parents had found it hard to learn and master English.  P3F recalled her mother attending English classes and at times she “struggled and needed support”.  

P1M and P2F emphasised that respect and family ties were important to them.  They had moved to the UK with their parents who worked for the NHS.  Unemployment had been an issue for them in the Philippines.  P2F said her parents tell her to “work hard and get the best grades you can”.  All three said their parents work hard and want the best for their children.  P2F’s parents say that she has a brighter future than they had, as both had experienced poverty as children.  She related how her parents have struggled learning English.

“When we first came here my mother told me how her first day nursing was so difficult.  She struggled to understand exactly what the other nurses were saying.  She is a well-qualified Sister in the Philippines, but everyone spoke very quickly.  She struggled to pick up exactly what they were saying, mainly due to the Welsh accent.  After a while she got used to this.  She had to learn quickly to tune her ear to what was being said.  Even now she asks some colleagues to repeat what they are saying and speak slower”.

All three said that their parents now speak English well, although it was interesting to note that they said their parents often commented that their children speak English better than they do.  All feel supported by their parents and say they have settled well into UK life and their parents attend school events to become involved in their education.  PF2 felt that she had the benefit of two cultures, Filipino and Welsh, and one complements the other.
When asked about speaking Tagalog at home, two said that they speak a little, although they usually speak to their parents in English.  P1M said he does not speak any Tagalog at all now; his parents speak to him in English and Tagalog and if he understands what they are saying, he answers in English.  He said his parents regularly comment upon this, accepting that his first language now is English.  The other two pupils agreed.  When asked whether they view themselves as bilingual, they all said they were bilingual, or trilingual, as their parents also speak a dialect when together or when talking to family in the Philippines.  All viewed being bilingual as an asset in the UK today.  Mastering a second language, in this case English, is what Baker (1996, p. 76) refers to as “sequential childhood bilingualism”.  These Filipino pupils spoke Tagalog at home in the Philippines and are now fluent in English, learned only at school.   

It is noteworthy that all three consider themselves as bilingual, although two said they did not speak Tagalog fluently.  Two said their first language was English and their parents speak both Tagalog and English at home.  All three said that they often use code-switching; if they do not know the Tagalog word for something, they use an English word instead, corresponding with Bernardo’s observations (2005) that code-switching plays a positive part in language education.  All said they could usually understand Tagalog, but they answered in English mostly.  It was thought-provoking to note that P3F said she spoke only English with her younger siblings as they spoke no Tagalog at all.  All three reiterated that it was a definite asset to be bilingual today.  They were positive about learning English and said with hard work and effort they could overcome potential barriers.

All three had a wide range of friends of all nationalities.  P3F felt it was important to integrate into Welsh culture and said that they all study GCSE Welsh as a Second Language.  None of the three said that they had encountered any racial hatred either inside or outside school.  All three pupils said that it was unlikely that they would return to live permanently in the Philippines as their home was now here.  P3F said
“although my best friends are from the Philippines I also have friends from other countries ….  We all just get on together.  It’s interesting as I learn so much from my friends and their different cultures, and they are keen to learn what Filipino culture is like when they are with my family”.
P3F’s remarks support Sharpe and Driscoll’s (2000) statement that speaking a second language enhances one’s “understanding of human cultures”.  
All three Filipino pupils, all MAT pupils, said they enjoyed English lessons and felt challenged to work hard and attain a higher NC level.  P2F felt supported, she trusted her teacher who was “excellent”, the topics studied were interesting and the class worked well, referring to the topic of Welsh folk tales which they had recently studied, and she had thoroughly enjoyed.  She had spoken to her parents about this topic and could then draw comparisons with Filipino folk tales.  
All three were currently producing NC level 7 and 8 work, understanding what this entailed and what they needed to do to attain the higher NC levels.  P2F referred to the school’s learning cycle, as illustrated in Figure 5.  Extension tasks were always given, and pupils were encouraged and supported to produce NC level 8 work, their aspirational target.  All three enjoyed class debates on topical issues and could add insightful contributions to the debate whilst being sensitive to others’ opinions: they felt confident speaking English and their self-esteem was enhanced speaking before the class.  They emphasised the importance of collaboration in group work and with the teacher.  P2F quoted that to reach a NC level 8 she had to “show confident use of standard English in a range of situations”, as specified in the NC level 8 descriptor (WG, 2015 (b), p. 27).  All said they had opportunities to develop their creativity and that their teacher built upon their strengths.  P1M said he was not as confident orally and he was encouraged to develop his leadership skills within group work. 
Figure 5: Bishop Hedley High School’s Cycle of Learning
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P2F had enjoyed being in the school’s debating club, boosting her confidence.  She enjoyed researching topics including fox hunting, equality and racism.  This last topic was her favourite, as so many people had pre-suppositions regarding other cultures, without direct knowledge.  Although she had never experienced any racism, her friends had, and this had “infuriated” her.  She was grateful to her English teacher for believing in her and giving her this opportunity.

All three had access to iPads in lessons, allowing research and development of ideas, thus enhancing understanding of topical issues such as ‘communism’ and ‘equality’ studied whilst reading Orwell’s Animal Farm (2000) in class.  P2F said she could understand the text and draw conclusions about its influence on culture at the time, thus analysing the text and drawing comparisons with other communist states in the world today.  

All three pupils gave mature responses when questioned, illustrating characteristics of NC level 8 in English.  They spoke “coherently … using apt vocabulary …. [making] a range of contributions and … [taking] a lead role and …. [being] sensitive to the development of discussion” (WG, 2015 (b), p. 27).  
P4M, P5F and P6F were all of school age when they left Poland.  They said that education standards in Poland are like the UK.   The school day is a similar length.  They had not studied English in school in Poland; they had instead studied French and considered it much easier to learn than English.  P4M said he mixed up English and French which caused problems.  This reflects Washbourne’s idea (2011) that it might simply be true that P4M was less open to learning English than he was to learning another language i.e. French.  There were noticeable differences in their attitudes towards speaking English and Polish at home.  P4M spoke Polish to his parents and they rarely spoke English.  They maintain their mother tongue by speaking Polish together, forging close links with other Polish families and socialising with Poles outside school.  This is what Baker (1996, p. 35) refers to as a “language community”.  P6F said English was not taught in her parents’ secondary school, so they did not speak English when they moved to the UK.  P4M and P6F agreed that their parents struggled learning English.  Two pupils said their parents needed English for their work.  As public workers they were employed by Polish tradespeople, therefore mastering English was a slow process.  English was rarely used in their work place, in contrast to the Filipino parents who worked in the NHS.  The Polish pupils’ comments were in stark contrast to those of the Filipinos who were far more positive about living in the UK, learning to speak English and integrating into local culture.

P4M and P5F said that they maintained the Polish language by studying Polish GCSE, which was beneficial when speaking and reading in Polish.  P5F said she would never give up speaking Polish as it was important to her and her family.  She emphasised that her ‘home’ culture is significant and that she spoke only Polish at home, stating that at times this was difficult, as English would be much easier for her to speak.  
All three pupils mentioned that either they or their parents had encountered some sort of racial abuse and that this was why they maintained close links with other local Polish families.  P6F said her parents felt “safer” with other Poles in the town.  All six pupils said their parents had friends of some other nationalities, but mainly Polish.  There was a striking contrast between the Filipinos who said their parents enjoyed socialising with a mix of friends, whereas the Polish parents preferred to stay within the Polish community in the town i.e. within a “language community” (Baker, 1996: p. 35), as a way of maintaining their home culture.

All three were proud of their Polish heritage and wished to maintain this in the UK.  They acknowledged it was important to master English which would be useful for them in the future.  Although they spoke Polish at home, their parents too recognised the importance of English language skills.  This contrasts with Stopper’s observations (2000, p. 81), in that all three said that whilst they respect their Polish heritage, they were happy to be living here and had settled into school well.   P6F said her parents prefer her to speak Polish to them, to preserve their ‘home’ language.  She may therefore be under pressure and challenged from home to maintain her mother tongue and culture (Stopper, 2000. p. 81).  Whilst P4M was quite happy living here in the UK, he said “one day I’d like to go back to live in Poland … it is my home and my family are there”, an aspiration supported by his parents.   P6F agreed and said her parents would one day return ‘home’ and that she would probably have to go with them, despite having many friends and a new life in Wales.  P5F was not sure what her parents would do as she said
“they have jobs here … my brother and I have lots of friends here … but my parents miss their families in Poland. When Brexit comes we don’t know what will happen.”
From the responses it was obvious that there was a major cultural divide between the two nationalities.  The Filipinos’ responses illustrated that they were very happy in the UK and that, despite having family in the Philippines, the UK was now their home.  In contrast, the Polish pupils hinted at the possibility of returning to Poland.  It would be financially much cheaper for the Poles to return home, whereas returning to the Philippines, despite family ties, is not a realistic option, with high costs attached to such a return.  Integration for the Filipinos is integration for life, whereas for the Poles it may only be temporary.  P5F had mentioned the EU referendum of June 2016 and the onset of Brexit and the UK leaving the EU.  Therefore, returning to Poland was an option for her family.

When questioned further about British culture, P4M said he was respectful of British culture and had British friends.  Racism was a concern for them all.  All three said their parents had some British work colleagues and friends with whom they socialised, emphasising that this helped them speak English.  All three said their parents believed their children spoke better English than they did, an observation previously made by the Filipinos.  P4M and P6F said they are often required to translate for their parents who do not speak good English, for example at parents’ meetings and in the clinic.  P4M said he spoke Polish to his siblings, whereas P5F and P6F said they spoke mainly English to their siblings.  All three said they spoke English, not Polish, to each other, illustrating that they now speak more English at the expense of their former first language, their parents’ first language.  All three consider themselves to be bilingual and view this as an asset today.  Overall, the Poles’ responses were more negative than those of the Filipinos; they were keen to maintain the Polish language, referring to barriers facing them, as opposed to the opportunities available in the UK.  

P4M and P5F said they found writing good English difficult.  All three said sometimes they could not remember the English word for what they wanted to say, so they occasionally used a Polish-English dictionary.  P5F said that she rarely did this now, having relied upon this support throughout KS2.   P4M said it was easier to speak English than write it, a view also expressed by P5F and P6F.  P4M and P5F added that they knew what they wanted to write but floundered when writing this in “good English”.  All three were more confident speaking than writing English.  

P6F said the hardest skill is reading because the use of English in the written word is sometimes not what she would speak or write.  The other five pupils agreed that whilst writing was the most challenging skill and they were required to write English of a better quality than spoken English, they enjoyed being creative.  All acknowledged it was very important to master both reading and writing skills for future GCSE studies; all said it was important to work hard and to gain the best grades possible.

The three Filipinos who had encountered some English before they had arrived in the UK, in contrast to the Poles who had not, were therefore at an advantage over the Poles in English lessons. Their parents spoke English everyday, an essential skill for their work.  Pupils emphasised that their parents worked long hours, had a good work ethic and a positive mindset.  The Poles mentioned that their parents struggled with learning English.  There was a contrast between the Filipinos’ positive attitude towards learning English and the Poles’ negative comments.  Mindful of the fact that parents have a strong influence upon their children, it may therefore be that the Filipinos were more open to learning English.  All pupils spoke highly of the value and importance of education.  P2F spoke about wanting to go to a British university.  The Poles did not mention future job aspirations; it was apparent they found learning English difficult and there was uncertainty about where they would be living.

Some pupils received extra language support at primary school, having moved to the UK.  P4M said this came from a LSA.  P2F and P3F had received LSA withdrawal lessons for two hours per week when they moved to Wales which helped them to learn English more quickly, as they then spoke only the target language, English.  Both had been required to learn new language skills which helped them to speak English in school.  They said the extra support had been beneficial, as they could socialise better with their peers.  This supports Pim’s argument (2010) that both language acquisition and language learning are necessary to acquire a language.  P1M could not recall having any extra language support.  When asked about being bilingual and mixing up languages, two of the six pupils said that they still occasionally mixed up their mother tongue with English.  However, P2F and P5F said the two languages were quite different, and this was not an issue.

All six pupils said they employed thinking skills every lesson.  P3F said this was important when studying topical or controversial topics in English, making her consider her opinions and acknowledge two sides to an argument.  P2F said thinking skills were important when studying English literature as they had to analyse the plot and characters in a novel.  She referred to being asked higher order questions to develop her thinking skills and said they used Bloom’s Taxonomy (1956) learning ladders in lessons (Karim, 2011), as per Illustration 1.

Next pupils were asked whether they considered themselves good learners and what a good learner looks like.  Pupils are familiar with teachers undertaking classroom action research; all staff are currently collecting qualitative data to determine the extent pupils display characteristics of a ‘Visible Learner’, and quantitative data to enable teachers to ‘Know Thy Impact’ (Hattie, 2013).  When asked to list the top five qualities of a good learner, all pupils referred to the importance of teacher feedback and teacher-pupil relationships.  These two are mentioned in Hattie’s top five characteristics, as illustrated in Figure 2.
Illustration 1: Bloom’s Taxonomy Learning Ladder
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Three pupils offered up their English books from which certain patterns could be deduced. Their writing was sophisticated and they used a wide range of sentence structures.  They expressed their own opinions on a range of topics with inference and their written work was engaging, demonstrating their use of comprehension, analytical and cognitive skills to good effect to interpret literature texts. Their command of written English was of a very high standard.  When writing about a novel studied, pupils analysed the author’s ideas and discussed characters confidently, using textual quotations to support their ideas.  There were however contrasts between one NC level 8 pupil and another who was working at level 6/7.  It was apparent that within this Set 1 class there was a range of ability, and that differentiated tasks had been set accordingly.  Several barriers to learning were mentioned, including difficulties mastering written English, an inability to remember the correct word for an object and not speaking English at home. 
There were some critical moments in my understanding whilst conducting the focus group interview.  Several things became apparent whilst observing the pupils’ interaction.  The Filipinos in the focus group viewed themselves as bilingual and said they were proud of their Filipino heritage and speaking a little Tagalog, although they were happy living in Wales.  Speaking a language brings with it a strong element of national pride.  Indeed, the Welsh proverb ‘Heb iaith, heb genedl’, which translated means ‘no nation without a language’, refers to the importance of Wales having its own language as a symbol of the nation’s status.  However, Baker’s (1996, p. 4) comments upon what constitutes being bilingual should be revisited, as all three Filipino pupils admit to only rarely, if ever, speaking Tagalog today, but rather speaking English as their main language.  I therefore considered whether the pupils’ success overall could be attributed to nature or nurture, given the obvious support from their parents.  

The Filipinos demonstrated greater confidence than the Poles when speaking English.  They appeared more motivated to attain and exceed their target NC levels, challenging themselves to work hard, improve and be successful in the future.  Their mindset towards English was positive.  It may be argued that these pupils are not ‘EAL pupils’, as several of them view themselves as fluent English speakers, with their main language being English.  Therefore, English is not an additional language, but is their main or, in some cases, only language spoken.  This made me consider Baker’s question (1996, p. 4) as to whether one should think of a pupil as bilingual if he/she never or rarely uses that second language. 

The focus group Poles sometimes used code-switching often when talking to parents which helped them to communicate, to socialise and to achieve cognitive goals.  However, a limitation of code-switching is that if it is over-used it becomes a problem, reflecting poor linguistic knowledge and language skills. 

All said their class teacher promoted language skills through studying literature.  They employed metacognition to analyse set texts and reach conclusions about the texts studied. GCSE terminology was introduced in Year 9 lessons and pupils were given writing frames if necessary to support them.   Overall some of the pupils within the class, both non-EAL and EAL, had command of a more sophisticated vocabulary and terminology when speaking and writing.

2. An interview with Year 9 Set 1 English class teacher, the Subject Leader (SL) for English
The class teacher, the SL, an experienced teacher of all abilities and has an excellent success rate teaching GCSE.  Discussions prior to the interview in April 2017 revealed that she was pleased with this class and enthused by their progress.  The teacher attributed this to a colleague’s excellent teaching in Year 8 and to the pupils’ motivation and mindset.  Whilst acknowledging that there was a range of ability within this Set 1 class, with pupils working at NC levels 6, 7 and 8, she emphasised that some EAL pupils within this class are “exceptional”.  

The interview revealed the background to the pupils’ English studies.  Discussing the pedagogical strategies employed to enable pupils to make maximum progress, she mentioned the importance of pupil engagement.  Pupils appeared motivated to achieve their aspirational end of KS3 NC target levels.  The teacher shared with me Figure 6, the Department planning tool.  
Figure 6: English Department Planning
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The teacher prepares differentiated materials and tasks for the eight MAT pupils within this class, four of whom are EAL pupils, in accordance with WG guidelines (2015 (a), p. 20).   Materials used include past GCSE and GCSE style questions to drive attainment.  She commented on the MAT pupils’ aspirational attitudes and inquisitive nature.  Flexibility is important as some pupils were working two NC levels above others.  To measure pupils’ attainment, she adopts a rigorous assessment protocol, in accordance with the whole school assessment policy.  Strategies are adopted after analysis of the assessments to provide support and improve outcomes.

The teacher spoke of co-ordinating approaches adopted when teaching EAL pupils in all classes; consistency of approach may benefit an EAL pupil who has an EAL friend in another set.  Strategies include mixed groupings of pupils, utilising classroom displays to support pupils, and creating a stimulating, safe environment with one-to-one support.  EAL MAT pupils work in groupings with other non-EAL MAT pupils.  Departmental time and money are employed effectively.  Collaboration between Department members is important; pedagogical ideas are proposed, and strategies trialled, with teachers reflecting upon their impact upon pupil outcomes.
The teacher said the Department promotes race equality and topics chosen in the KS3 SoWs celebrate diversity.  

“This year within our KS3 SoW we are reading novels including ‘The Boy in the Striped Pyjamas’, ‘The Color Purple’ and ‘To Kill a Mockingbird’, all of which deal with racism and attitudes towards prejudice.  These themes spark lively debate within the classroom and pupils never tire of expressing their opinions.  I set homework research tasks when we are reading the novels, and pupils generally are very keen to learn more about the topics studied”.

Key target language is an integral part of lessons. The teacher emphasised her high expectations of all, regardless of race, language, gender and home culture; everyone is challenged to exceed target levels.  Mixed groupings work well; when studying topics of equality and racism, non-EAL pupils comment how interesting it is to have the views of pupils who may have experienced racism.  By the end of KS3 the range of NC levels increases within any class, as some pupils make greater progress than others did, therefore flexibility is essential.  

In using Bloom’s Taxonomy (1956) and higher order questioning to challenge all pupils’ thinking skills, pupils are required to look for evidence and inference in set texts, focussing on the language used and techniques and effects created.  Pupils are required to summarise, synthesise, sequence and compare extracts from set texts, all GCSE skills.  The teacher’s practice fully supports Hewitt and Hopkins’ ideas (2009) about learning language through literature and vice versa.

The school has adopted some of Costa’s Habits of Mind (HOMs) (2008) in lessons.  The teacher referred to the importance of the following: ‘persisting’, ‘striving for accuracy’, ‘metacognition’, ‘applying past knowledge to learning’, ‘remaining open to continuous learning’ and ‘interdependency’ skills.  Quality homework tasks support classwork and are not merely ‘add-ons’.  

When planning, the SL felt that in accordance with Hattie’s teaching (2015) on ‘Know Thy Impact’ she and the pupils all need to set themselves SMART+ER targets to fulfil i.e. targets which are 

· Specific
· Measurable
· Ambitious
· Relevant
· Timebound
Personal reflection and refining of work are important.  Teacher one-to-one feedback is employed.  Whilst rigorous summative assessment has its place, the teacher felt that formative feedback is more effective, so pupils know how to improve their work and access higher English NC levels, thus giving them more ownership of their work.  The teacher said the Department is developing quality DIRT time in lessons i.e. 

· D
Designated

· I
Improvement

· R
Reflection

· T
Time

(Illustration 2).  Pupils then reflect on how to improve current performance after one-to-one feedback.  This supports Assessment for Learning (AfL) and differentiation strategies employed within the classroom, as pupils are set individual targets.  Sample answers are shared during DIRT time and pupils peer assess each others’ work, providing specific targets for improvement.
Illustration 2: English Department DIRT reflection sheet

NC level descriptors for the three attainment targets appear in pupils’ books.  The teacher referred to NC level 7 and level 8 pupils’ confidence when speaking; they are articulate and show maturity of understanding and insight into the underlying themes in literature studied.  Pupils draw conclusions from their work and compare their own experiences with those in set texts, for example communism in the Philippines and Russia, with several EAL pupils becoming emotionally connected to their work.  The teacher said the pupils’ written work is most engaging and there is clarity, appropriate to NC level 7 and 8.  She emphasised the MAT pupils’ understanding that they should respect others’ opinions, avoid prejudice and preconceptions and listen to others’ viewpoints.

The school has adopted Carol Dweck’s (2017) theory of ‘growth mindset’ which enables pupils to achieve well in and beyond the classroom.  The teacher said this is particularly noticeable in the Filipinos’ mindset: they are better motivated to achieve higher NC levels than other EAL pupils, raising the question of whether this may be a result of the mindset they have from their parents, where to be hard-working, fluent and successful in English in school is a priority, demonstrating the nature v nurture argument.   It is acknowledged that inherent nature inevitably affects attitudes to learning. The teacher commented that the Filipinos are motivated to work hard, and their work is of a much higher standard than other EAL pupils.  Persistence is an obvious characteristic of the Filipinos’ learning.  Pupils are familiar with using HOMs (2008) in all areas of their learning.  ‘Persisting’ is an important HOM, as are ‘remaining open to continuous learning’ and ‘striving for accuracy’.  

The teacher stated that the NC level 8 pupils have a passion for English, exhibiting mindsets which allow them to thrive when set challenging tasks.   She was particularly concerned that EAL pupils should not underachieve merely because they are EAL pupils.  She spoke of one Filipino EAL pupil’s “originality of thought and depth of understanding …. use of persuasive techniques and their effects upon others”.  She commented that another Filipino EAL pupil demonstrated a secure NC level 8 as she could

comment on a range of texts … analyse and evaluate how particular effects are achieved through the use of linguistic, structural and presentational devices … select, analyse and synthesise information and ideas.




(WG, 2015 (b), p. 28)

When asked whether she might have sometimes lower expectations of EAL pupils (Stephen and Warwick, 2015. p. 135) in her class, the teacher emphatically said “no”.  
Quantitative evidence

1. A class questionnaire
A whole class questionnaire (Appendix 3) was issued to 30 pupils.  Pupils were invited to consider their responses and answer honestly.  The results are illustrated in Figure 7.  

The response to some questions is particularly noteworthy.  It was understood that it may be difficult to interpret emotions when pupils were asked about their confidence and how they felt, as in Question 1 where 50% said they were ‘always’ confident and 50% were confident ‘most times’.  When questioned if they felt supported by their teacher in all aspects of their work, Question 2, 100% said they ‘always’ did.  80% i.e. twenty seven pupils said that they could ‘always’ ask their teacher for help, Question 3.  In response to Question 9, 90%, i.e. twenty seven pupils, replied they ‘always’ felt challenged to achieve their best in lessons, a very high percentage, whereas three pupils, 10% of the class, responded ‘most times’. Everyone said that they know how to progress a NC level, Question 10.  These responses illustrate that excellent teacher-pupil relationships exist within this class, conducive to hard work, challenge and attainment.  In the focus group P2F had commented upon the trust between the pupils and teacher, and that everyone was supported.  

The responses to the skills used in English lessons illustrated pupils’ preference for a specific skill.  90% of pupils enjoyed group discussions in class and in smaller groups, Question 4.  One pupil commented that she developed her thinking skills by contributing to discussions.  The skill of listening is often underestimated and only 80% said that they either ‘always’ or ‘most times’ learned by listening to others, Question 5.  Several pupils said they found the skill of reading the most difficult.  20% of the responses showed that pupils ‘never’ found reading easy, Question 6.  Pupil P6F in the focus group interview has said this.  Answering Question 7, 90% said that they enjoyed writing in a variety of styles.  Some commented that this was because they could be more creative in some styles, developing their use of written English for a range of purposes.

A high percentage, 90%, of pupils feel they are ‘always’ supported by their parents, Question 8.  As parents wield a great influence on their children at this age, this may account for some pupils’ overall confidence and attitude to learning, compared with others.

Pupils were invited to make additional comments; several commented that they respected their teacher and that they were happy with their progress.  Pupils also made comments about being ‘shy’ and not wanting to ask for help too often.  Several commented upon lack of confidence when undertaking reading tasks but said they had support.

When asked about their preferred learning styles the pupils chose from four options, as Figure 8 illustrates.  Eight pupils, 26.66% of the class, said they preferred independent work.  Reasons given included working things out for themselves, pushing themselves to gain the correct answers and personal creativity.   This correlates with Skutnabb-Kangas’ work (1981) which states that metacognition and thinking skills are of importance to EAL pupils.  Sixteen pupils, 53.33%, said they preferred pair/group work as they felt supported.  Pupils said they liked to listen to others’ viewpoints and group work was conducive to generating new ideas in their debate.  The remaining six pupils, 20% of the class, said they liked a mix of both group and independent learning.  No one expressed a preference for a specific learning style.  By the end of KS3 pupils can identify what works best for them.
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When questioned about which skill(s) they found the most challenging, 50% of the class i.e. fifteen pupils, said that speaking and listening was the most challenging, listing lack of confidence speaking before others as the main reason for this.  Twelve pupils i.e. 40%, said the skill of writing was the most challenging; some felt this was because they were unsure how to express themselves in good English. This correlates with the response from focus group pupils, two of whom had commented that they knew what they wanted to write, but sometimes hesitated before doing so, unsure about using correct grammar. 

2. NC levels achieved by the focus group at the end of KS2 and KS3 in English
Central South Wales has a higher percentage of EAL pupils than other areas of Wales, as Figure 1 illustrates; EAL pupils account for 13.135% of the school population in this area.  The school has 26.1% of EAL pupils which is far higher than the Welsh average of 7.21%, and twice that of Central South Wales.

Data were gathered from the school’s Capita School Information Management System (SIMS) (1994) system which gave the pupils’ NC levels at the end of KS2, before they left primary school, and their Teacher Assessed NC levels (TAs) at the end of KS3; progress could be analysed in terms of NC levels, as shown in Figure 9.  

At the end of KS2 61.5% of the EAL pupils, eight pupils, achieved NC level 4 in English, whilst the other five pupils, 38.46% of the cohort, gained NC Level 5.  However, at the end of KS3, the data showed that 30.76% of the Set 1 EAL pupils, four pupils, achieved NC level 6, 38.46% of the EAL Set 1 pupils, five pupils, gained level 7 and 30.76% of the EAL Set 1 pupils gained level 8, four pupils.  All had made at least two NC levels of progress between the end of KS2 and KS3.  Four pupils however had made three levels of progress.  These were amongst the brightest in this class, and all were categorised as MAT in English.  It is interesting to note that these were all Filipino pupils.  All three Poles in the focus group achieved NC level 6, whereas the three Filipinos had all achieved NC level 8.  One may consider why this is the case and whether when focus group P4M had said that P1M had an unfair advantage as he had spoken some English before moving to the UK, this was indeed true.  However, motivation to overcome language barriers and aspire to being in the top Year 10 set for GCSE as exhibited by the focus group Filipinos was far greater than that demonstrated by the Poles.  

The other four MAT pupils within the class, non-EAL pupils, also achieved NC level 8, demonstrating that the four EAL MAT pupils are on a par with the four non-EAL MAT pupils. 
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From Figure 9 one may deduce progress of the EAL pupils, according to their nationality.  There were ten Filipinos and three Poles. 100% of the three Poles, Pupils 6, 10 and 11, achieved NC level 6 in English at the end of KS3, whereas all but one Filipino, Pupil 12, achieved a higher level, representing 90% of the Filipino cohort.  Overall the Filipinos performed much better than the Poles and produced work of a far higher standard throughout KS3.

Illustrated in Figure 10 is a comparison between the attainment of EAL pupils in the school, the local area and Wales as a whole.  It is worth noting that the attainment of the school’s pupils is twice that of the Central South Wales area and over three times that of Wales a whole. 
Triangulation therefore helped to draw conclusions that some EAL pupils were performing at a higher rate, had a positive mindset and were thriving in their ‘new’ culture.  Home ties were certainly influential, and some pupils felt more positive about living in the UK and mastering English than others.
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However, the story is deeper when one compares the attainment of Year 9 Set 1 pupils in English in summer 2017 with the attainment of the Year 9 Set 1 pupils in summer 2016.  In summer 2016 no pupils had attained NC level 8 in English, including six EAL pupils, whereas in summer 2017 8% of the overall year group of 100 pupils achieved a level 8, including the four EAL MAT pupils, 50% of the MAT pupils in this class.  The class in summer 2016 had been taught by a different teacher.  There was something special about the Set 1 class in summer 2017 as they were performing at a much higher rate than the previous year’s cohort and they were “remarkably different from the norm” (Thomas, 2013, p. 151). Some of these EAL pupils are indeed at the top of their year group in English.
Chapter 6
Recommendations 
Little research has been conducted into pupils’ migration from Poland and the Philippines to the UK and the influence of migration upon language development.  Therefore, a key recommendation arising from this research would be to conduct further research into the achievement of migrant Polish and Filipino pupils living in the UK.  In the case of the Filipinos emigrating to the UK is a move for life in most cases, as evidenced in my findings from the focus group discussion.  Further research would give scope for comparing differences in attitudes between Polish and Filipino pupils and parents.  The engagement of the EAL parents would be beneficial to the school and their children.  A parents’ group could be set up; interviews with parents would be informative and could shed light on their children’s home language, background, culture and heritage.  
It is already known that cultural issues have a strong impact upon pupils’ attitudes to learning (Stopper, 2000, p. 81).  Further research could be conducted to ascertain why certain cultures perform better than others.  In this case study pupils illustrated both positive and negative attitudes towards home culture and the influences on their learning and future aspirations.  Further research could consider whether pupils’ nurturing from their home background has greater impact than the school’s nurturing, accepting that the school has a duty to encourage all pupils to fulfil their true potential.  The Filipinos speak English at home and at school, whereas the Poles speak only Polish or a mixture of Polish and English at home, but only English at school.  The enhanced opportunities Filipino pupils receive to develop their English language skills have impacted ultimately upon their achievement at the end of KS3.  Their attainment has surpassed that of the Poles (Figure 9) with four Filipino pupils achieving a NC level 8.  Therefore, the nature v nurture debate provides an impetus for further research, analysing the pressures upon children to conform to either their home culture or the ‘new’ culture where they now live.  
The Set 1 class is a high achieving cohort; certain patterns of behaviour have been recorded in this research.  A similar ethnographic case study could be conducted within a lower ability class, the findings of which could raise different issues.  It could focus specifically on language acquisition and whether more accelerated interventions introduced earlier, following a child’s move to Wales, and more robust ways of testing language acquisition would enhance communication skills.  Such interventions might include additional LSA support, the further development of oracy skills, support with reading and following the Read Write Inc. programme (Miskin, 2007) which is aimed at raising literacy standards in primary schools.  In the focus group interview pupils P2F and P3F, both Filipinos, and P4M, a Pole, had received LSA support to support their English language development.  Perhaps some EAL pupils in this class did not need any language intervention and their standard of spoken English on entry to the UK was good enough to enable them to progress well in school.  Comparisons could be drawn and questions asked about the attainment or under attainment of some pupils which in turn would lead to an analysis of whether language support received by some EAL pupils at an early age in KS1 and KS2 was beneficial.  
Herein I have only referred to the contrast between the attainment of EAL pupils in summer 2016 and 2017; comparisons could be drawn between attainment over a longer period.  Further research would corroborate whether the summer 2017 cohort is indeed brighter than others.  If so, questions could be raised as to whether this is across all subjects studied or in English only and, if so, why.  All the EAL pupils in the focus group are first generation migrants.  Future research could be conducted into second and third generation EAL pupils.

This case study traces progression throughout KS3, culminating in all pupils being awarded an end of KS3 NC level.  The quantitative data produced suggest that this cohort has achieved success (Figure 9), performing better than similar pupils locally and nationally (Figure 10).  It would be informative to trace progression throughout this group’s two-year English Language GCSE course and analyse attainment at that time.  This would conform with the analysis and reporting of specific school data in secondary schools, in accordance with WG guidelines whereby data regarding the achievements of boys and girls, FSM pupils, School Action (SA) and EAL pupils are analysed.  Schools are compared and graded nationally in a hierarchal order within their ‘family of schools’ i.e. a group of schools which face similar educational challenges.  

Chapter 7 
Conclusion 
In accordance with this school’s EAL Policy (2018) (Appendix 1), teachers are required to enable all pupils to access opportunities to achieve their very best, regardless of gender, race or creed.  This inductive research has concentrated on the achievement and successes of EAL pupils, a figure which currently stands at 26.1% of the school’s population, a significant percentage.  It demonstrates how hard these EAL pupils have worked to overcome a range of barriers to learning.  This study answers some key questions regarding why EAL pupils learn as they do, which learning styles suit them best and the importance of collaboration.  However, there are major cultural variations between different groups of EAL pupils and differences in attitudes towards their learning.
A mixed methodology approach was successfully adopted to determine what benefitted and supported this class.  Certain conclusions could be drawn by using triangulation.  The interview with the focus group of six pupils was revelatory; pupils spoke openly and demonstrated empathy in their discussions.  Furthermore, the questionnaire and interview with the class teacher gave greater depth to the understanding of how this class was taught.  The end of KS3 data (Figure 9) illustrated pupils’ achievements and their relative successes.
Findings revealed that the EAL pupils in this study are influenced by their parents, both positively and negatively, some more than others. Positive examples of this are when they follow their parents’ lead and are self-motivated to work hard, whilst negative influences include parents’ attitudes towards speaking the ‘mother tongue’ at home at the expense of speaking English.  As evidenced in the focus group interview Filipinos are at an advantage here as their parents speak better English, a requirement of their employment, and mix with a more diverse group of colleagues than the Poles who prefer to stay within their own “language community” (Baker, 1996, p.35).  Filipino parents are more open to learning and speaking a new language and lead by example.  Having experienced poverty in the Philippines, they want a better future for their children.  They are unlikely to return to live in the Philippines, given the distance and an unemployment rate of 5.5% (Trading Economics, 2018).  

Barriers referred to in this study in the focus group interview and the class questionnaire include language barriers, lack of confidence, racism, prejudice and barriers from within the family.  Both nationalities stated poverty and unemployment as reasons for emigrating to the UK.  However, the return options are strikingly different.  The uncertainties of Brexit might force Polish migrants to return to Poland, a term defined as ‘return migration’ (King, 2015, p. 4).  Since the EU referendum, racism towards migrants has increased and has the likelihood of some pupils returning to Poland, as suggested by P5F in the focus group interview.  Myślińska (2016) states that Poles “more than other European migrant groups” have suffered racism post referendum.  Having gained a greater understanding of the barriers faced by EAL pupils with concrete examples of which teaching strategies support them best, these findings can now be shared in school.

Teaching some of these KS3 EAL pupils provided direct knowledge of their abilities and confirmed my opinion that this cohort of EAL pupils was unique.  They are aspirational pupils.  The Filipino MAT pupils performed as well as the indigenous population, with four of them gaining NC level 8 at the end of KS3.  The pupils thrive and derive benefit from speaking two or more languages.   Pupils acknowledge that being bilingual gives them greater understanding and a breadth of knowledge.  Their cognitive skills are enhanced, as they think and reason in different ways from monoglot speakers.  The benefits of being bilingual are great, as Spitzer states: 
… the benefits of bilingualism in terms of communicative skills are obvious in the modern society and globalized economy …. extra brain training that comes with mastering two languages …. [translating] into health benefits at old age …. i.e. higher level cognitive functions 
(Spitzer, 2016, p. 67)

Ultimately, using or being in contact with two or more languages everyday boosts pupils’ confidence in school.  It should, however, be acknowledged that this is not true for every EAL pupil and some experience major language barriers at secondary school.  
The outcomes of this case study justify the school’s celebration of these pupils with every EAL pupil progressing at least two NC levels between the end of KS2 and KS3 (Figure 9).  It is noteworthy that five pupils, including the four MAT pupils, progressed three NC levels.  Overall the achievement of the Filipinos has surpassed that of the Poles, with four Filipinos achieving a NC level 8.  Therefore, based on the cultural environment it would appear that the Filipino culture is more conducive to success in our education system in Wales.
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APPENDICES

APPENDIX 1
BISHOP HEDLEY HIGH SCHOOL
ENGLISH AS AN ADDITIONAL LANGUAGE 

(EAL) 

POLICY

(2018)

STATEMENT OF AIMS

Bishop Hedley High School is committed to making appropriate provision of teaching and resources for pupils for whom English is an additional language and for raising the achievement of minority ethnic pupils.  The school will identify individual pupil’s needs, recognize the skills they bring to school and ensure equality of access to the curriculum.

KEY PRINCIPLES FOR ADDITIONAL LANGUAGE ACQUISITION

· Language develops best when used in purposeful contexts across the curriculum.

· Effective use of language is crucial to the teaching and learning of every subject.

· Teachers have a crucial role in modelling uses of language.

· All pupils have entitlement to the National Curriculum.

· A distinction is made between EAL and Special Educational Needs.

· Language is central to our identity. Therefore, teachers need to be aware of the importance of pupils’ home languages and to build on their existing knowledge and skills.

· Many concepts and skills depend on and benefit from well-developed home language and literacy in home language enhances subsequent acquisition of EAL.

· All languages, dialects, accents and cultures are equally valued.

TEACHING AND LEARNING

Key language features of language, which are necessary for effective participation, are identified. These might be key words, certain patterns of grammar, uses of language or forms of text.

Classroom activities have clear learning objectives and appropriate support and resources are deployed to ensure that pupils are able to participate in lessons. Staff review groupings and setting arrangements to ensure that EAL learners have access to strong English language peer models.

Where possible and appropriate, the school will provide opportunities for EAL pupils to take a GCSE examination in the home/first language.

WE ENSURE MINORITY ETHNIC PUPILS FEEL VALUED AND ACHIEVE WELL IN OUR SCHOOL

· Teachers and other staff demonstrate a positive attitude towards all pupils, regardless of their social, ethnic or linguistic background.

· A ‘zero tolerance’ attitude towards racism is observed at all times.

· Our ethos makes all pupils feel valued and gives them a sense of ownership and pride in the school.

· We continuously strive to raise the self-esteem of all pupils.

· We try to re-educate naïve attitudes on race, ethnicity and culture among staff, pupils and parents.

· We have created a stimulating, multicultural learning environment.

· We have an open and welcoming attitude towards all parents.

· We celebrate a wide range of cultures through assemblies, visiting speakers, workshops and entertainers, celebration of festivals from several religions, and the choice of texts through which we deliver the curriculum.

STRATEGIES

Staff use support strategies to ensure curriculum access:

· Collaborative group work

· Enhanced opportunities for speaking and listening

· Effective role models of speaking, reading and writing

· Additional verbal support-repetition, alternative phrasing, peer support

· Additional visual support, e.g. posters, objects, non-verbal clues, pictures, demonstration, use of gesture, etc.

· Bilingual resources, e.g. dictionaries, on-line support, bilingual staff/pupils, texts, key word lists.

· Writing frames, directed activities related to texts (DARTs) 

· Opportunities for role play

· Pupils receive regular feedback from staff

· Discussion is provided before and during reading and writing activities, using preferred language where appropriate.

· Further support for pupils’ language development is provided outside the formal curriculum, e.g. in assemblies, school clubs, homework clubs, etc.

PLANNING, MONITORING AND EVALUATION

Information is gathered about:

· the pupils’ linguistic background and competence in other languages

· the pupils’ previous educational and schooling experience

· the pupils’ family and biographical background

Assessment is carried out according to the five Stages (A-E) defined by the EAL service to classify pupils according to competence in English.  These identify need and contribute to defining the level of support provided for pupils.

Staff regularly observe, assess and record information about pupils’ developing use of language.

SPECIAL EDUCATIONAL NEEDS AND GIFTED AND TALENTED PUPILS 

The school recognises that most EAL pupils needing additional support do not have SEN needs. However, should SEN needs be identified during assessment; EAL pupils will have equal access to school SEN provision.

Similarly, the school recognises that there may be EAL pupils who are gifted or talented even though they may not be fully fluent in English.

ASSESSMENT AND RECORD KEEPING

Staff have regular liaison to discuss pupil progress, needs and targets.

The school will ensure that all EAL pupils have access to statutory assessments, making full use of special arrangements including first language assessment/support where appropriate.

Assessment methods are checked for cultural bias and action is taken to remove any bias that is identified.

The school analyses EAL/Minority Ethnic pupil achievement and regularly evaluates the effectiveness of additional support provided in terms of pupil progress.

RESOURCES

Resources on which reading and writing activities may be based are monitored for grammatical, lexical and cultural accessibility.

Displays and resources reflect linguistic and cultural diversity

A range of resources are used to support pupils’ linguistic development, e.g. games, visual materials, differentiated worksheets, key word lists, bilingual dictionaries, taped materials, computer software, etc.  Assessment materials use images and texts which are appropriate for all pupils.

PARENTS/CARERS AND THE WIDER COMMUNITY

We provide a welcoming admission process for the induction, assessment and support of new arrival pupils and their families/carers.

We take account of parents/carers linguistic, cultural and religious backgrounds when planning the curriculum and developing home-school links.

We aim to ensure that our written and spoken communication with families and with the community is effective through the use of plain English, translators and interpreters.

We aim to work closely with members of the wider community to support our EAL pupils.

REVIEW AND EVALUATION OF POLICY
School data will include relevant information on minority ethnic/EAL pupils. This will include needs, level of English, support, achievement and progress. This will enable the school to monitor targets.

The evaluation process will serve the basis for planning programmes of action and targeting time, support and resources.

REVIEW DATE: SEPTEMBER 2019
APPENDIX 2

Sample questions to be used in the focus group discussion (starting point only) 
1. When did you and your family come to live in the UK or were you born here?

2. Which language(s) do you speak at home?

3. Did you speak any English before moving to Wales?
4. Did you have LSA support when you started school in Wales?
5. What do you regard now as your first language?
6. Do your parents support you in your studies?  Give examples.

7. Which part of your English course do you find the easiest / hardest and why?

8. Do you feel challenged by your teacher to attain and exceed your targets?  Give examples.
9. Would you consider yourself to be a ‘good learner’?

10. Are there any barriers you face in your English studies / everyday life?  What are they?

11. What are your plans for the future?  
Filipinos

1. How well do your parents speak English?

2. Do they use English in their work and social lives?

3. Do you have friends of all nationalities?
4. Would you like to return to the Philippines to live?

Poles

1. How well do your parents speak English?

2. Do they use English in their work and social lives?

3. Do you have friends of all nationalities?
4. Would you like to return to Poland to live?  
5. Has Brexit affected your family?
APPENDIX 3 - Year 9 Set 1 English Questionnaire

This questionnaire should take about 15 minutes to complete, but there is no time constraint. Please place a √ to show which statement applies to you.

	Statements
	Never
	Sometimes
	Most times
	Always

	1. I feel confident in my English lessons
	
	
	
	

	2. I feel supported in all aspects of my work by my teacher
	
	
	
	

	3. When I need support, I can ask for help 
	
	
	
	

	4. I enjoy pair/group discussions
	
	
	
	

	5. I learn by listening to others
	
	
	
	

	6. I find reading tasks easy
	
	
	
	

	7. I enjoy writing tasks in a variety of styles
	
	
	
	

	8. My parents support me at home in my English studies
	
	
	
	

	9. I feel challenged by my teacher to improve my work 
	
	
	
	

	10. I know what I need to do to go up a NC level 
	
	
	
	


Tick which of the following is your preferred learning style overall:


	Independent work
	

	Pair/Group work
	

	Mix of Independent and Group work
	

	No preference
	


Which skill do you find the most challenging? Please give reason(s) for your choice.

	Speaking and Listening
	

	Reading
	

	Writing
	


     ______________________________________________________

     ______________________________________________________

     ______________________________________________________

Please make any additional comments below:

_______________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

Challenge





Support 





Pupils know what they must do to reach the next NC level





Aspiration





Enhanced performance


 


Better outcomes in tests and exams











Assessment for learning





Formative one-to-one feedback from the teacher





Pedagogy





Flexibility when teaching 


EAL pupils





Target language





Differentiated materials





Mixed groupings





Diversity











Formative assessment


DIRT


One-to one feedback


Challenge


Aspirational targets





Range of skills





Higher order thinking skills





Habits of Mind
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