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Abstract

This thesis, by examining the action that was taking place ‘below the surface’,
attempted to investigate what was happening in an adult, mixed-nationality English
class, and particularly how the relationships and interaction between learners

contributed to their learning experience. Set against a context of class dynamics,
social relationships and affective factors in language learning, the thesis addresses
whether having a mixture of different nationalities in the class led the learners to
form relationships which furthered their social, emotional and learning experiences,
and to find out what effect the mix of nationalities and cultures had on
communication between learners. It also examines how important the relationships
between learners were to the learning process, and whether individuals learnt from
each other in a way that included personal culture as well as subject development.
The research strategy employed was ethnomethodogical and ethnographic,
involving a case study of one class of 55 adult learners, over one academic term,
carried out by the class teacher, acting as participant observer. Specifically, the
thesis took account of the learners’ views of mixed-nationality learning, through a
series of interviews, and it recorded and analysed the relationship patterns formed
in @ mixed nationality class. Data was collected from the learners, the class
teacher, an independent observer, and a teacher who taught the group after the
main study had been completed. The classroom culture and activity was thus
examined from different perspectives. A qualitative approach to the analysis of the
data was adopted, although some quantitative devices and measures were used
when appropriate. The thesis contributes to and extends current knowledge on the

development of mixed-nationality classroom culture, the benefits and

disadvantages of such culture for the use of co-operative and communicative

language learning, and the impact of the relationships formed within such a culture
on the individuals' learning experiences.

Key words and phrases

adult learners
ESOL

language classroom
learner relationships
mixed-nationality groups




Contents

Title page

Abstract

Key words and phrases
List of contents

List of figures and tables

Acknowledgements

Author's declaration

Introduction

(1) Overview

(2) The main aim of the study

(3) The origins of the main aim

(4) A brief description of the research strategy

(5) A brief description of the research techniques

(6) How the thesis makes a substantial and original contribution to our
understanding of this research topic

(7) The nature and purpose of each of the chapters in the thesis
Chapter 1: The background to and context of the study
1.1 Overview

1.2 The English teaching practices that were current at the time of the study

1.2.1 English teaching in the UK in the early twenty-first century
1.2.2 Definition of key terms

1.2.3 Current conceptual and theoretical issues in language teaching

1.2.4 Current English teaching practices

1.2.5 The Interface between policy and language teaching and learning
1.3 The context of the project

1.3.1 The geographical setting

1.3.2 The institutional setting

1.3.3 The student population

1.3.4 The time of the project

1.3.5 The global situation at the time of the project
1.4 The ideas and events that generated the research project

1.5 Summary of the background to and context of the research idea
Chapter 2: Literature review

2.1 Overview

2.2 The theory that underlies the teaching of ESOL in the U.K.
2.3 Learning in groups

2.3.1 Group formation and group culture
2.3.2 The first research question
2.4 Nationality as a factor in learner relationships and the interrelationship

between the concepts of nationality, culture, language and identity
2.4.1 Nationality

2.4.2 Culture

13
14
19
19
19
19
20
23
25
25
26
26
26
26
27
27
28
28
29
29
31
35
35
41

41
41
43



2.4.3 Language 50

2.4.4 ldentity 52
2.4.5 Linguistic and cultural imperialism 54
2.5. Factors affecting classroom culture 56
2.5.1 The effect of different learning and teaching styles 57
2.5.2 The second research question 61
2.5.3 The social function of the classroom 62
2.5.4 The third research question 62
2.6 Learning theory 62
2.6.1 Affect in language teaching 62
2.6.2 Language (and culture) acquisition 64
2.6.3 The effect of groups on the learning process 68
2.6.4 The fourth research question 74
2.6.5 Learner motivation 75
2.6.6 The effect of relationships on motivation 76
2.6.7 The fifth research question 77
2.7 Specific problems in the field 77
2.8 Conclusions from the literature 77
2.8.1 ESOL in the UK 77
2.8.2 Group dynamics 77
2.8.3 The relationship between nationality, culture, language and identity 78
2.8.4 Classroom culture 78
2.8.5 Affect 78
2.9 The research questions - 79
Chapter 3: Methodology 80
3.1 Overview - 80
3.2 The main aim and rationale of the study, and how the research
questions were addressed 81
3.3 The research approach 82
3.3.1 The literature underpinning the research approach 82
3.3.2 An appraisal of the research approach: Why is a qualitative approach
more appropriate than a quantitative approach In the present study? 86
3.4 The data collection methods 88
3.4.1 The literature relating to data collection methods 88
3.4.2 The methods and procedures for data collection, recording and
presentation, arising from the key research questions 92
3.5 The methods of data analysis used in the thesis 96
3.5.1 A discussion of the literature underpinning the methods of data
analysis used and a critical appraisal of them 96
3.5.2 A discussion of the literature underpinning the methods used to
measure the validity and reliability of the data 101
3.6 Ethical considerations 105
3.6.1 The problem of subjectivity and bias 105

4



3.6.2 Avoiding cultural stereotyping

3.6.3 Ensuring participant confidentiality and consent
3.7 Summary

Chapter 4: The pilot study

4.1 The purpose of the pilot study
4.1.1 The background to the pilot study
4.1.2 The aim of the pilot study

4.1.3 Summary of the pilot study
4.2 The methodology of the pilot study

4.2.1 The methodological approach and justifications for the methods
that were used

4.2.2 The data collection methods chosen
4.2.3 Data collection methods not chosen
4.2.4 The validity of the pilot study
4.3 An account of what was done
4.3.1 Description of the pilot study
4.3.2. Data collection methods
4.4 Analysis that has bearing on substantive & methodological issues
4.4.1 The formation of mixed nationality groups
4.4.2 The sociograms
4.4.3 Learners’ self-descriptions
4.4.4 The interviews
4.4.5 Triangulation
4.5 Reflections on the pilot study
4.5.1 Methodology

4.35.2 Were the methods chosen appropriate?

4.5.3 The methods not chosen - were my decisions justified?
4.5.4 The teacher as the researcher
4.5.5 Substantive issues

4.6 Changes to the research design

4.7 In the light of the pilot, proposals for the main study
4.7.1 The time scale

4.7.2 The data collection methods
4.8 Conclusions

Chapter 5: The data collected for the main study
9.1 Overview
2.2 The data collection methods

5.2.1 The class teacher

2.2.2 Data from the observer

>.2.3 Data from the learners
2.3 The profile of the class and the core group
5.4 Findings relevant to the research questions

106
106
106
107
107
107
107
107
108

108
109
111
112
112
112
113
115
115
118
119
120
124
124
124
126
127
128
128
128
129
129
129
130
131
131
131
132
133
133
137
141



5.4.1 What does the data show about the learner relationships and
the class dynamics?

5.4.2 What does the data show about the classroom culture?
5.4.3 What does the data show about the social success of the dass,
including the correlation between friendships and working groups?

5.4.4 What does the data show about the learming in the classroom?

5.4.5 What does the data say affected the class adversely, if anything?
5.5 Notes on the presentation of the data

5.6 Summary

Chapter 6: Learner relationships and class dynamics
6.1 Group cohesiveness

6.1.1 Overview

6.1.2 Factors influencing the class cohesiveness
6.1.3 Possible shortcomings of Douglas’ model
6.2 Learner likes and dislikes and their effect on the group dynamics

6.3 Affective factors: the effect of the group on the member and the assertion
that learners behave differently when part of a group
6.3.1 Overview

6.3.2 The rewards of groups
6.3.3 Are there indicators of any rewards other than those listed above?

6.4 Interim conclusions based on research question 1
Chapter 7: Classroom culture

7.1 The means of addressing the question of whether the formation of mixed
nationality relationships in the ESOL classroom affect the classroom culture
7.1.1 How do the individuals in the class perceive that their nationality is
related to their identity?

7.1.2 Does learning a foreign language involve an alteration of self-image?

7.1.3 Is there any indication of the learners perceive that they have a
choice of identities from Mathews’ ‘cultural supermarket’?

7.1.4 What is there in the data that can be measured against Thompson’s
definition of culture?

7.1.5 Coleman states that “the construction of the meaning of the English

language classroom must be culturally embedded” [COLEMAN 1996]. What
does the cuilture of this classroom indicate about its ‘meaning"?

7.1.6 Is it possible for the adults in this group to construct and see the

world through cuiturally different eyes, that is, different from their own
Culture? Does the data give any insight into this?

7.1.7 Kramsch believes that dialogue between learners has the potential to
shape a new culture. Does the data support this?

7.1.8 Are there any indications of cultural imperialism on the part of the
authority figures in the study?

7.1.9 Interim conclusions based on research question 2
7.2 Does working in mixed nationality groups appear to further the sodiaf

6

141
142
143

143
144
144
145
146
146
146
146
160
161

165
165
165
168
169
170

170

171
174

174

175

178

178

181

183
183

186



success of the class?
7.2.1 The relationships between learners

7.2.2 How willing were the learners to form mixed nationality groups
within the classroom?

7.2.3 Do the mixed nationality groups seem linked to the friendships
that have developed among the members of the class?

7.2.4 What does the social importance of the class appear to be to the
learners?

7.2.5 What other manifestations were there of social success?
7.2.6 Interim conclusions based on research question 3

Chapter 8: The Impact of mixed nationality groups on the learning in the
classroom

8.1 Does mixed nationality group work have an impact on the leaming that takes
place in the classroom?

8.1.1 Overview

8.1.2 What do the learners in the present study need in order to function well
in the group?

8.1.3 What evidence is there that the learners are scaffolding each other’s
learning, providing increased support enabling the learners to move towards
independence (Crandall point 7)7

8.1.4 Is there any evidence of opportunities for learners to develop cross
cultural understanding or increased learner-centredness and leamer direction
in the classroom (Crandall’s points 3 & 4)?

8.1.5 Does the fact that this is a mixed nationality group contribute to the
learners’ process motivation?

8.1.6 Was anxiety present in this group; if so did it appear to be linked to the
mix of nationalities, and was it having any effect on the learning?

8.1.7 Were there other factors about this group, apart from nationality,

having an impact on the learning in the classroom?
8.1.8 Interim conclusions based on research question 4
8.2 Are there any ways in which mixed nationality learning relationships affect
the class adversely?
8.2.1 What costs of being a group member are present in this group?
8.2.2 Do Douglas's factors deterring groups working effectively appear in this
data?
8.2.3 Is there evidence of a lack of enjoyment in communicating or
attempting to communicate with people from other cultures?
8.2.4 Interim conclusions based on research question 5
Chapter 9: Conclusion

9.1 What impact do the relationships that leamers form have on classroom
dynamics?

9.1.1 Conclusions

186

187

190
195
196
196

198

198
198

199

202

211

212

216

217
219

220
220

222

226
226
227

227
227



Appendix S  Main study sociogram 1

Appendix T  Main study sociogram 2

Appendix U  Summary of information from questionnaire about age
Appendix V  Sample of transcripts from main study interview 1
Appendix W  Sample of transcripts from main study interview 2
Appendix X  Sample of transcripts from main study interview 3
Appendix Y  Photographs of learners during main study

List of references

Figures and tables

Figures
Figure 2.1: The characteristics of a group [JACQUES 2000]

Figure 2.2: The factors that influence group cohesiveness [DOUGLAS 1995]
Figure 2.3: Shared characteristics of models of co-operative leaming

Figure 2.4: Suggested benefits of co-operative language learning
[CRANDALL 1999]

Figure 3.1: The process of analytic induction [adapted from BRYMAN 2001 ]

Figure 3.2: Processes and outcomes in grounded theory [adapted from
BRYMAN 2001]

Figure 3.3: Analysis grid [GILHAM 2000]

Tables

Table 4.1: Learner attendance and nationality

Table 4.2: Frequency of learners working together: the whole class

Table 4.3: Frequency of learners working together: the whole class
Table 4.4: Learners' descriptions of themselves

Table 5.1: Which learners provided data

Table 5.2: Learner nationalities

Table 5.3: Core group member nationalities

Table 5.4: The number of learners of each nationality present at each dass
Table 5.5: Learner ages

Table 7.1: Nationalities of learners attending the class during weeks 1-5
inclusive

Table 7.2: Division of the learners' nationalities into broad bands

Table 7.3: The distribution of mutual and one-way namings, and the incidence

of same nationality and mixed nationality friendships in Sociogram 1

Table 7.4: The distribution of mutual and one-way namings, and the incidence

of same nationality and mixed nationality friendships in Sociogram 2
Tabie 8.1: Summary of the learners’ self assessment forms

38

39
69

71

96

97
100

116
117
118
120
134
138
139
140
141

172
188

193

193
217

316
320
322
324
327
331
335
343



9.1.2 Contribution to our understanding of this topic 223
9.2 Does the formation of mixed nationality relationships in the ESOL classroom

affect the classroom cuiture? 230
9.2.1 Conclusions 230
9.2.2 Contribution to our understanding of this topic 232
9.3 Does working in mixed nationality groups appear to further the socal
success of the class? 232
9.3.1 Conclusions 232
9.3.2 Contribution to our understanding of this topic 233
9.4 Does mixed nationality group work affect the learning in the classroom? 233
9.4.1 Conclusions 233
9.4.2 Contribution to our understanding of this topic 235
9.5 Were there any ways in which mixed nationality learning relationships
affected the class adversely? 235
9.5.1 Conclusions 235
9.5.2 Contribution to our understanding of this topic 235
9.6 The relationship between the five research questions 236
9.7 Ways In which the study might be developed and improved 236
9.8 Implications for practice 237
9.9 Implications for policy 238
9.10 Implications for further research 238
Appendlices 240
Appendix A Example of learners’ consent form 240
Appendix B Summary of information from the learners’ initial information
forms for the pilot study 242
Appendix C  Teacher’s log from the pilot study 244
Appendix D  Sample of pilot study interview transcripts 250
Appendix E  Summary of information from the pilot study observer’s notes 254
Appendix F  Pilot study sociogram 1 260
Appendix G  Pilot study sociogram 2 262
Appendix H  Pilot study sociogram 3 264
Appendix1  Interview checklist from pilot study 266
Appendix J Sample of pilot study group work transcripts 268
Appendix K  Summary of register entries for main study 271
Appendix L  Teacher’s log for main study 273
Appendix M  Transcript of interview with [Susan}, replacement teacher 277
Appendix N  Observer’s records from main study 292
Appendix O  Transcript of interview with observer 296
Appendix P Summary of information from the learners’ initial information
forms for the main study 309
Appendix Q  Summary of information from the learners’ initial and final
self-assessment forms 312
Appendix R Learners’ records of whom they worked with 315



Acknowledgments

I would like to thank my supervisors, Dr Graham Low and Professor Richard
Andrews, and the observer, Andrew Jackson, for their help throughout.

I also wish to acknowledge the co-operation and support of all the learners involved
in both the pilot and the main studies, and to thank the replacement teacher
[Susan] for her contribution.

Author’s declaration

I confirm that this thesis is an original piece of work. No part of it has been
published previously, and no other author has been involved in writing it.

10



Introduction

(1) Overview

In introducing the small-scale study of one English class, 1 hope to communicate the
principles within it that are applicable to many other learning situations worldwide.
Given the diversity of English teaching contexts across the world, It is perhaps
inevitable that much practitioner research relates to methods of teaching and
learning, rather than to a critical examination of class culture. What point is there in
studying one class, microcosm that it is, and being unable to deduce any finding of
universal applicatioh that is not already self-evident? The argument of this thesls Is
that by examining the action that Is taking place ‘below the surface’ of one
classroom, one can begin to establish principles of universal application regarding
the appropriate conduct of such research, its strengths and weaknesses, and the
sensitivities that a teacher-researcher needs to be aware of. In addition it Is to be

hoped that the present study will help to inform best practice in ESOL teaching in its
current context.

This introductory chapter outlines the main aim of the study, and explains how that
aim arose. It includes a brief description of the research strategy employed and the
research techniques used; explains how the thesis makes a substantial and original

contribution to the understanding of this research topic, and identifies the nature
and purpose of each of the chapters of the thesis.

(2) The main aim of the study

In constructing the study, my main aim was to investigate what was happening in
an adult, mixed-nationality English as an Additional Language (EAL) class that I was
teaching'. My interest was in the way that the relationships and interaction between
learners contributed to their life and learning experlence. I was interested to find
out whether the class made a difference to them, and to investigate the nature and
Impact of the relationships that were formed between the learners with a specific
focus on nationality as a factor In those relationships. The context of such a study
extended to class dynamics, social relationships and language learning.

(3) The origins of the main aim

When the thesis was conceived I had been for some years the teacher of an English
as an Additional Language class for adults, in which there was a wide range of
different nationalities and national backgrounds among the learners. I was
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interested In exploring whether the mixed nationality nature of the class contributed
to the events In the classroom, and to the culture that was formed in the class, and

if so, whether  that contribution was positive or negative for the learners’
experiences, both educational and social.

From a pedagogical viewpoint, I was interested in exploring the efficacy of the
communicative approach to language teaching. My hypothesis was that the
communicative methods practised in the class were made more efficacious by

placing learners in an environment where they had to speak the target language to
communicate with each other or with the teacher at all.

From a social and affective perspective, as well as taking into account the
pedagogical implications, I also wished to address whether having a mixture of
different nationalities in the class led the learners to form relationships which

furthered their social, emotional and learning experiences, and to find out whether
the mix of nationalities and cultures hindered communication.

Finally, I was interested in how important the relationships between learners were
to the learning process, and whether Individuals learnt from each other in a way
that included personal culture as well as subject development.

(4) A brief description of the research strategy

There has been little previous work In the field studied, and I therefore had to
devise an exploratory methodology that would be appropriate in the context In

which I was working. The research strategy was ethnomethodogical and
ethnographic, involving a case study of one class, carried out by the class teacher,
acting as participant observer. The class was also observed by the classroom

assistant, and was later taught by another teacher, who has added her comments.
Much of the data derives from the views of the learner participants. The broad

approach to the analysis of the data that was collected was qualitative, although
some quantitative devices and measures were used when appropriate.

(5) A brief description of the research techniques

The methods used to gather the data derived directly from the events that were
occurring in the classroom. In order to make it possible to triangulate the research
findings to some degree, data was collected in a number of different ways, from the
perspectives of different participants. Both the teacher and the classroom assistant

12



observed the classes and made notes on them, while the learners in the class were
asked to provide information about themselves, about their views on language
learning, about what they perceived was happening in the classroom, and about
who they were friendly with throughout the term. Samples of learners were

interviewed on two occasions during the term and again at the end of the academic
year. Interviews were also conducted with the classroom assistant observer, and

with the teacher who had taken over the class after the term during which the main
study was conducted.

(6) How the thesis makes a substantial and original contribution to our
understanding of this research topic

The thesis contributes to and extends current knowledge on the development of
mixed nationality classroom culture, for example, by exploring the different levels
on which the learners' relationships operated; the benefits and disadvantages of
such culture for the use of co-operative and communicative language learning, In

particular the influence of nationality-related factors on learner relationships; the
Impact of the relationships formed on the individual’s learning experiences, and

specifically, the importance of social relationships within a Further Educational
context. The thesis takes account of the learners’ views of mixed nationality
learning, through a series of interviews, and it records and analyses the relationship
patterns formed in a mixed nationality class. The influence of the relationship
patterns on the value of the class to the learners is explored, both from a language
learning and a social aspect. The links between social and learning goals, for
example in enhancing motivation, are considered. The work also contributes to an

understanding of how to research the topic, as well as our understanding of the
topic itself.

The present study addresses learner relationships within an ESOL class, that is, a
class provided specifically for long-term residents in the U.K. ESOL provision Is an

expanding and developing area, and very little research has been carried out into
the implications of learner relationships in this type of learning environment.

The focus of the present study is on learner-learner relationships, which Is relatively

unusual in practitioner research, although there have been studies of peer
relationships between children which have implications for adult learners (see 2.6.6

below). The present study arose from the principle that teachers can inform their
own teaching practice by reflecting on how learners behave together. Starting from

13



the position that learners can extend their learning by working together, the present
study explores how willingly learners work together, and their perceptions of the
benefits of doing so. It also explores what learners feel they gain from, or lose by,
working with learners of other nationalities, and whether a form of common culture

develops in the classroom. Thus the thesis identifies positive and negative facets of
mixed nationality learner relationships, both with regard to the affective factors that
influence learning, and to the group dynamics of the classroom. The data analysed

below has been used not only to address the research questions, but also to explore
related teaching and learning issues, and research methods.

(7) The nature and purpose of each of the chapters in the thesis
Chapter 1: The background of and context to the study

The first chapter explains the English teaching practices that were current at the
time of the study and which formed a background to the research. It also sets out
the conceptual and theoretical ideas from which the aim and purpose of the study
arose. These include Issues relating to second language learning and acquisition;

the role of affect in language learning; group theory and its effect on roles and

relationships within the classroom, and the links between nationality, culture,
ldentity and language.

The chapter also describes and evaluates the context of the thesis, and discusses
the ideas and events that generated the project.

Chapter 2: The literature review

The literature review examines and discusses the literature that exists about the
teaching of English as an additional language; nationality, .and related issues of
Identity, language and culture; linguistic and cultural imperialism; group formation
and group culture; affect in language teaching; learning theory relating to language

acquisition, motivation, different learning and teaching styles and group dynamics,
and the social function of the classroom.

The chapter explains which definitions of nationality and culture, and which models

of group dynamics, have been applied in the subsequent data analysis, contained in
chapters 6, 7 and 8.
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The aims of the chapter are, firstly, to introduce the key research questions, and to

demonstrate how they arise from the relevant literature, and, secondly, to identify
areas of interest to this thesis where little has been written.

Chapter 3: The methodology

The methodology chapter is concerned with the methods used for collecting and
analysing the data, and discusses the theoretical principles underlying those

methods. The chapter attempts to describe and explain the overall strategy
adopted, the project design, and the methods used to conduct the project.

The chapter discusses the literature that relates to the methodology and outlines
the key research questions and how they are to be addressed. It chapter also
discusses subjectivity and bias; addresses the reliability and validity of the data
collected; discusses the methods used for recording and presenting the data, and

evaluates the data analysis. Finally, there Is a discussion of the ethical
considerations that affect the thesis.

Chapter 4: The pilot study

The pilot study chapter contains a complete appraisal of the pilot study, which was
carried out during the academic year 2000 - 2001, to test the data collection
methods before I embarked on the main study. The chapter accounts for what was

done, and gives a critical review of the methods used, with suggestions for their
revision in the main study.

Chapter 5: An account of the main study
This chapter gives an account of the main study, which arose from the pilot study
and addressed broadly the same sources of data, although for the main study the

data was collected during the academic year 2001 - 2002. The chapter describes the
procedure for each method of data collection, and summarises the results.

Chapter 6: Learner relationships and class dynamics
This chapter addresses research question 1, ‘What impact do the relationships that
learners form have on class dynamics?’, by considering what indicators there are

from the data about the cohesiveness of the class group, and the affective factors,

that is, the effects of the group on the emotions and feelings of the individual group
members.
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Chapter 7: Classroom culture

This chapter discusses the data about the classroom culture. Research question 2,
‘Does the formation of mixed nationality relationships in the ESOL classroom affect
the classroom culture?’, builds on the first research question by introducing
nationality as a factor in learner relationships. The second research question is
addressed by examining the data that reveals what the learners perceive about

nationality and identity, and the data that indicates whether or not cultural change
Is possible or probable.

Discussion of research question 3, ‘Does working in mixed nationality groups appear
to further the social success of the class?’, gives rise to an examination of the data

on the groups and friendships formed in the class. Research questions 1, 2 and 3
link together in their exploration of learner relationships, involving the different
facets of group dynamics, classroom culture and social friendships.

Chapter 8: The impact of mixed nationality groups on learning In the
classroom

This chapter examines the impact of mixed nationality groups on learning. Research
question 4, ‘Does mixed nationality group work affect the learning in the
classroom?’, is answered from the data on group learning, with particular reference

to scaffolding, motivation and anxiety. This question extends the investigation of
learner relationships to include their impact on learning.

Finally, in order to present a more complete examination of the impact of learner
relationships, data from across the study are used to address research question 5,

‘Are there ways in which mixed nationality learning relationships affect the class
adversely?’,

Chapter 9: Conclusions

Broadly, the conclusions that could be drawn from the present study provided
partial but not complete answers to the research questions, and therefore, as well
as setting out the conclusions of the study, Chapter 9 contains suggestions for
further research. Analysis of the relevant data concerning the impact of learner
relationships on classroom dynamics (research question 1) showed a high Incidence

of the factors that tend towards group cohesion according to the model used
(DOUGLAS 1995). Significant dislikes by the learners related to problems they

experienced in communicating with each other. This research question could be
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explored further by a detailed examination of the feedback provided by learners to
each other, and the effects of this feedback on the cohesiveness of the group.

In examining the impact of the learner relationships on the class culture (research
question 2), I concluded that the class had its own culture, with strong
communication between learners of different nationalities, tending towards a
shifting of the learners’ own cultural identities, at least for the duration of their time
in the class. To develop the study, it would be useful to gather data that dealt

explicitly with the formation of cultural assumptions by the learners, and their
perceptions of personal cultural change over time.

The data suggested that the social success of the class was enhanced by the mixed
nationality relationships within it (research question 3), and that the class had a
distinct social function. To explore this theme further it would be interesting to trace

the development of relationships between learners, following their having worked
together for the first time.

From the data relevant to the effect of the group work on the learning that was

taking place (research question 4), it appeared that, in general, the learners found
that working in mixed nationality group was motivating. Mixed nationality group
work also helped to advance group accountability and encouraged the giving of
feedback. However, as well as benefits, some detriments were noted, particularly
communication problems. One area where the study could be extended would be
the inclusion of attempts to measure what the learners were learning, and to what
extent learning was taking place. A further study could measure learning attainment

against aims, identifying the role played by the group process in the learning that
was taking place.

Finally, there were some limited signs that mixed nationality group work had an
adverse effect on the class (research question 5). These included stultification,

anxiety, racial or national prejudice, and rejection, although the data were not
conclusive. In a further study, the data collection instruments should be modified to

address, explicitly, the factors In such a class that may deter groups from working
together effectively.
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Having introduced the aim of the thesis and the specific research questions, and
having summarised the contents and conclusions, I now proceed, in Chapter 1, to
explain the background to and context of the study.

Footnotes:

1 Throughout the study, the term 'ESOL class' has been used to describe the English as an Additional
Language class studied, for reasons explained In section 1.2 below.
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Chapter 1: The background to and context of the study

1.1 Overview

The aim of this chapter is to give an account of the background to the present
study, in order to clarify the issues from which the research questions arose, and to
explain its context, which will serve to underpin the broad approach and the
methodology adopted. To this end, the chapter is divided into three main sections.
The first section explains the English teaching practices that were current at the
time of the study, out of which the research aim developed. It also sets out the
conceptual and theoretical ideas that prompted an exploration of this particular
field. The second section describes and evaluates the context of the thesis and the
third section discusses the ideas and events that generated the specific research
project that forms the subject of the thesis.

1.2 The English teaching practices that were current at the time of the
study

1.2.1 English teaching in the UK in the early twenty-first century

The teaching of English as a non-native language is an industry that has expanded
greatly in the last decade. Unsurprisingly, to a large extent its practices are market
driven. The present study was carried out in the period from 2000-2002, and the
practices current at the time and relevant to its context are these:

(a) English as a world language

English has attained the status of a world language through factors that affect the
lives of residents in the UK as well as abroad. These factors include commercial
colonisation by the United States, the internet, commercial modern music, academic
publication and international tourism, and have contributed to the an incentive for
foreign nationals in the UK to take the opportunity to increase their English skills.
Thus English learned in the UK is not necessarily purely for communication within

the local community, but also provides a means by which the speaker has access to
wider resources.

(b) Demographic movement

Migration into the UK has been prompted though past colonial links, European Union
policies and the needs of refugees. For example, statistics for asylum seekers in the

UK show that in 2002 the number of applicants (not counting dependants) rose
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from 71,025 in 2001 to 84,130 in 2002. The majority of applicants were from Iraq,
Zimbabwe, Afghanistan, Somalia and China, with an estimated 42% of applications

being successful, in that the applicants were given conditional or unconditional leave
to remain [HEATH JEFFRIES & LLOYD 2003]. It is estimated that migrants form

almost 10% of the working population of the UK; 23% of these people come from
elsewhere In the European Union and are thus not subject to immigration controls
[KEMPTON 2002]. These statistics make it unsurprising that the British government

is willing to fund English classes for European Union citizens, and others who have
settled permanently in the UK.

(c) Cognitive methods of language teaching
Since Chomsky’s promotion of the theory of language acquisition by immersion
[CHOMSKY 1968], language teachers have been trained not to put total faith in

behaviourism, but to trust that language might be acquired through use as well as
(or instead of) conscious learning.

As a result of these three factors, when the topic of this thesis was devised, publicly
funded classes of the type studied (and described in more detail in section 1.4
below) were offered by colleges of further education. Many of these classes had

developed In an ad hoc way and had not been the subject of much coherent
research into their uses and effectiveness.

1.2.2 Definition of key terms

This section defines some of the recurring terms (ESOL’, ‘communicative language
teaching’, *ZPD’, ‘scaffolding’, and ‘learners’) used in the thesis.

(a) ‘ESOL’

ESOL is given different meanings in different contexts. As it is a key term in this
thesis it is important that the use applied to it here is specified. It may be used to

mean ‘English for speakers of other |anguéges', that is, any kind of English used by
an individual for whom it is not his or her first language, and it is used in this way,

for example, by the University of Cambridge Local Examinations Syndicate. This Is a
broad definition, and is not the meéning given to the acronym here for reasons

explained below. In the United Kingdom the teaching of English to those for whom it
is not their native language can be divided into two broad categories. The first is

‘English as a foreign language’ (EFL), which is the teaching of English as an
academic subject to those who wish to study it in a formal way and be assessed
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within the academic exam system, who are not from countries where English is the
first language or has special status. EFL can be learnt in any country, whether or
not English is the national, official or native language of that country or not. Thus a
group of French teenagers learning English in a summer school in Britain are

studying EFL, as are students of English at a Czech university. The second category,
which applies only to people learning English in a country where English is spoken
as a first or national language, is ‘English as an additional language’ (EAL), for those
whose primary need for English is in the context of their everyday life and work,
because they live in a country where either English is the first language, or where it
has special status. The governmental organisations that regulate and fund the state
provision of education use the acronym ESOL (English for speakers of other
languages) to denote what is more accurately described as EAL. This thesis s
concerned with EAL rather than EFL, but although the term English as an Additional
Language is more current and more politically correct at the time of writing, I have
chosen to use ‘ESOL’ instead. The reason for the choice is that ESOL is the official

name of the course that formed the focus of the present study, and is the term used
by the government to describe this type of course.

(b) ‘Communicative language teaching’

The term ‘communicative’ when applied to language teaching theory and strategles
indicates an underlying belief that effective communication depends largely or

wholly on subconscious, internal processes. It gives responsibility for learning to the
learners, and encourages autonomy. Above all, it is practical.

Students are .. actively engaged in negotiating meaning - in trying to make
themselves understood - even when their knowledge of the target language is

incomplete. They .learn to communicate by communicating” [LARSEN-FREEMAN
1986 p 131].

The use of communicative teaching strategies should arise from a clear
understanding by the teacher as to theories of language acquisition, and a belief in
communicative theories such as creative construction rather than behaviourism [see

LITTLEWOOD 1998]. However, the degree to which behaviourist and communicative

teaching strategies are ‘mixed’ in classrooms persuades the writer that many
teachers do not have a definitive view on how language is learned, and are willing

to be eclectic in their approach for reasons such as apparent effectiveness, learner
enthusiasm or ease of use of a given activity.
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(c) The ‘ZPD’

The idea of the ZPD, that is, the Zone of Proximal Development, originates from a
concept that Vygotsky used [VYGOTSKY 1987], to explain how learning involves
social and participatory processes, and refers to the individual's potential for
development if assisted by others. The ZPD refers to the area of achievement a

learner can reach when learning with others, which they would have been unable to
reach alone. Vygotsky formulated his theory in the context of child development,

but subsequent writers have applied the principles to adult learning. This area of
research is discussed in more depth in section 2.6.3.

(d) ‘Scaffolding’

Linked to the concept of the ZPD, ‘scaffolding’ refers to the support given to a
learner by another person or other people to increase their level of achievement.
Although this idea was developed initially with the teacher doing the scaffolding, it
developed into a model of learners supporting each other’s learning in a cooperative

way, and Is thus a learning theory that seeks to promote both the empowerment of

the individual, and a sense of mutual responsibility among learners. Developments
In this field are discussed in section 2.6.3.

(e) ‘Learners’

The term ‘learners’ has been used throughout the present study in place of
‘students’. However, In class I used the term ‘students’ and this is reflected in the
interview data and the written data collection instruments. All words are culturally
loaded, and ‘student’, although referring to any person using educational resources,
conveys an impression of an individual whose main purpose at that time in their life
is the pursuit of a particular qualification by following a specific course of study. This
impression was not an accurate portrayal of the students that I was studying.

Firstly, my students were very part time, attending the class for only two hours a
week. Secondly, the course they were following did not necessarily lead to any

qualification. Thirdly, few if any of the cohort would have described their main
occupation as that of a student. The term ‘learner’ is a more neutral reference to
those taking part in the activities of the class, as it refers to their role in the class,
rather than to their status in society. However, it is not a perfect descriptor either,

as the term implies that, within the class, the learners were at least motivated to
learn, if not actually learning anything, and this cannot be assumed.
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1.2.3 Current conceptual and theoretical issues in language teaching

The current conceptual and theoretical issues in English teaching today that are
relevant to the present study include the following:

(a) issues relating to second language learning and acquisition;

b) the role of affect in language learning;

(c) group theory and its effect on roles and relationships within the classroom

(d) the links between nationality, culture, identity and language, and

(e) the relationships between language acquisition and learner motivation.
There are also the current theories and policy relating to the teaching of ESOL,

discussed below. The purpose of the present study is to address the interface
between these areas.

(a) The influence of theories of second language learning and acquisition
on teaching practices

The practice of second language teaching develops from the teacher’s personality

and past educational experiences as well as his or her beliefs about how language
learning occurs. Different traditions within language teaching have arisen from

different language needs and language learning theories. For example, the
grammar-translation method is derived from the need to read literature in the
target language, and the deductive construction of correct language usage from rule
systems. The audio-lingual method and the total physical response method stem
from a need for accurate language comprehension and the theory of behaviourism.*
The theoretic:al underpinning of the communicative method has been outlined above
in section 1.2.2. Different learning and teaching styles will be present in most
classrooms, formed in part by the personality characteristics of the individual
participants, and in part to their previously learnt learning and teaching styles. In

addition, the experiences, personal development and Increased awareness of

learners and teacher will construct a constant pattern of change to classroom
behaviour.

(b) Affect in language learning

The term ‘affect’ in education has to do with the emotions, and may be defined
broadly as “aspects of emotion, feeling, mood or attitude which condition behaviour”.

[ARNOLD & BROWN 1999 p1] or “by saying that one’s ‘affect’ towards a particular thing
or action or situation or experience is how that thing or that action or that situation or that

experience fits in with one's needs or purposes, and its resuiting effect on one's emotions”
[STEVICK 1999 p44].
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Affect is relevant to the present study, because it relates both to relationship
building and language learning. It finds its place easily in communicative language
teaching, which is broadly humanistic in its approach. Some aspects of affect that
seem to be of particular importance for individuals in second lanquage learning

Include anxiety, inhibition, extroversion-introversion, self-esteem and motivation,
and affective factors also influence learning styles. Similarly, with regard to the
relationships within the second language classroom, issues of particular interest to
the present study are empathy, classroom transactions and cross-cultural processes

[ARNOLD & BROWN 1999]. There Is a significant overlap between recent research in
aspects of affect and in the theory of teaching groups?. |

(c) Relationships in the classroom and group theory

The use of differing approaches, such as psychodynamics, psychoanalysis,
behaviourism, systems theory and humanism, to evaluate group processes has
given rise, inevitably, to conflicting theories. (See section 2.3.1 for a more detailed
discussion of these approaches.) There is contention as to whether an individual
acts differently as a group member, (and if so how), and as to whether the roles

allocated in groups, consciously or unconsciously, affect behaviour, motivation and
learning.

(d) The link between language, nationality and culture

The developing study of semiotics has emphasised the culturally embedded nature
of language. The relationship between nationality and culture, and the role of
language in the nation state are both politically controversial areas; an attempt to

unravel some of the connections in these areas, in order to define what Iis meant by
‘identity’ for individuals, is set out In section 2.4.

(e) The relationships between language acquisition and learner motivation
Language acquisition theories differ, and fashions in English teaching change.
Communicative language teaching theory is popular in the U.K. at present, but

nevertheless language acquisition Is still a thorny area for teachers attempting to
devise syllabuses and methods to ensure good exam results. It now appears clear

that there is a link between motivation and language acquisition, even though
theories about motivation differ [SCHUMANN 1999]. The present study has been
Carried out against a background of the uncertainties in these areas.
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1.2.4 Current English teaching practices

The thesis refers to a particular genre of language learning, that is, ESOL, and in

the present case, English as a non-native language for those living in the UK. ESOL
in Britain is part of the Further Education Basic Skills sector, along with numeracy,

literacy and LT. In theory, an ESOL programme is tailored to each individual
learner's needs, with individual tuition and learning aims. Practice varies
considerably according to which organisation is providing the programme. The
Further Education sector into which the curriculum area known as Basic Skills fits is
very different from the private language school sector. Tuition is state funded and
there is now a national curriculum with competence based outcomes. Learners may

gain National Vocational Qualifications in English, and they may study English skills
in conjunction with other vocational courses, such as computing.

Although good practice favours an approach where the needs of learners are
diagnosed and addressed individually, many colleges find it more economically
productive to have a class style enrolment and delivery, rather than workshop-type
support. In addition, many ESOL teachers are first and foremost EFL teachers, not
all understand the conceptual distinction between EFL and ESOL teaching, and some
teach ESOL and EFL in mixed groups. It should be noted in this study that [Susan],

the teacher who took over the class, had not taught ESOL before, despite having
wide experience of EFL teaching.

1.2.5 The interface between policy and language teaching and learning
It is undeniable that teachers in learning Institutions and government policy makers

have different priorities and concerns when addressing language education.
Funding-driven curriculum management means that the key targets for managers
are recruitment, retention and achievement. In mainstream Further Education,
where this study was based, this leads to large classes (high levels of recruitment),
pressure on teachers to design courses that students stay on (providing a
disincentive for teachers to encourage learners to improve to the extent that they
no longer require the class) and the fixing of somewhat arbitrary assessment
practices through which as many students as possible will be able to demonstrate
attainment. Despite excellent intentions, in practice this may mean that the ESOL
teacher, possibly more used to teaching English as a Foreign Language, will pay
more attention to expediency and less to the individual learners’ needs, which will,

after all, be almost impossible to attempt to meet in a mixed group of twenty or
more students, meeting for two hours a week.
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Given the above constraints, it must be questionable whether the classes that are
provided meet the optimum conditions for language learning, insofar as those
conditions have been identified [SPOLSKY 1989]. However, the priorities of teachers
tend towards meeting the learners’ needs, and teachers may be ingenious and

indeed devious in doing so. One further question is whether the design of the ESOL
class has the learners’ non-language learning motives in view. If the learners are

drawn to classes because they perform a social function, should the education
provider accommodate that need?

1.3 The context of the project

1.3.1 The geographical setting

The city in which the study is set has a population of 181,000 and is the main city in
a predominately agricultural region, with a population of 747,500, and with a
population density of less than 1 person per hectare. 65% of the region’s population
is of working age (16-64), with an equal percentage above and below those ages.
The city has some small refugee groups, that include Turkish Kurds, Hong Kong
Chinese, Iranians, Bosnians and Kosovans, among others. The University has nearly

10,000 students, 1,400 of whom are from overseas, from around 90 different
countries.

1.3.2 The institutional setting

The class referred to as [X] throughout the present study was run by a publicly
funded college, referred to as [X College]. It was a college of Arts and Technology
which became a College of Further and Higher Education, and then merged with the
city’s Sixth Form College, to become the most significant provider of post-sixteen
education in the city. Two other comparable classes have been referred to; [Y] was

a free class offered by a private language school, and [Z] was a free class offered
by a charitable foundation, both situated in the same city as [X].

1.3.3 The student population

As discussed in 1.2.2 above, ‘ESOL’ has a specific meaning in state funded further
education; at the time of the main study those who were eligible for free language
classes consisted of E.U. citizens and their spouses, those with refugee status, and
those who had been resident in the E.U. for at least three years. The class that

features in this study originated to provide tuition for these groups, but, by the time
of the main study, the population from which the learners were drawn was more
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extensive than the sector of the population defined by the Further Education
Funding Council as needing, and eligible for, ESOL. The group of learners comprising
the class at [X] also included the partners of university students from overseas, and
people who were from outside the E.U. and who had been resident within the E.U.

for less than three years. A full description of the learners’ characteristics is set out
in section 5.

1.3.4 The time of the project

At the time of devising the project the writer was employed by [X College] and had
taught an ESOL class at [X] for the previous four years. This remained the case
during the pilot study, which was carried out in the Autumn Term of 2000. The main
study was carried out during the academic year 2001-2, when the writer was
employed by the college on a part-time basis. Thus the thesis was originally a piece

of practitioner research, from which the writer began to take a more objective view
when independent of the college.

1.3.5 The global situation at the time of the project

Global events have influenced the learner cohort at [X] from year to year.
Immediately after Hong Kong became governed by China, a greater number of
refugees from Hong Kong began to attend. The crisis In the former Yugoslavia led

first to a small group of Bosnian refugees appearing at classes, and later to a

number of Kosovan refugees who had arrived in the city together and were being
housed in a hostel.

In addition, the learners had opinions on world events, which they were encouraged
to express in the course of class discussion. During the main study there were two
particular items of interest in the news. The first was the destruction of the World
Trade Centre in New York in September 2001. The other was the discovery of a
woman’s dead body in an abandoned suitcase, and the disappearance of another
woman who was later found to have been murdered. Both women were Korean:

Police investigating the body found In a suitcase near York say a second missing
Korean woman travelled to North Yorkshire before the first woman's body was found.

The body of Hyo Jung Jin, 21, was found in a suitcase in the village of Askham Bryan

on 18 November. Korean-born In Hea Song, 22, was reported missing from her home
in London in December. [BBC NEWS ONLINE].
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Both stories were discussed avidly, and were felt by the teacher to be subjects that

the group needed to be sensitive to, given the number of Muslim and Korean
learners in the class.

1.4 The ideas and events that generated the research project

During previous years of teaching mixed-nationality, adult, ESOL classes, 1 had
developed an interest in the relationships within the classroom, and how they
affected learning. In particular I had noted the greater popularity of classes in which
the learners had positive relationships with each other and with the teacher, and
had identified the area of relationship-based teaching and learning as having
possible relevance to mixed-nationality learner groups. I had also become
interested in the question of whether the learners felt they benefited from learning
in a mixed-nationality and multi-cultural setting, and whether they perceived such a
class to have any particular effect on their motivation or learning. This raised
questions as to whether the relationships formed between learners affected their

learning experiences, and whether a class containing learners from different
cultures would cause them to adapt their own personal cultures.

1.5 Summary of the background to and context of the research idea

From the above discussion of the background to and context of the study, it can be
seen that the areas of language learning or acquisition, affect in learning, group
behaviour, classroom relationships and learner identity are beset with questions,
evolving and disputed theories, and uncertainties. The aim of this study is to gather
together the common threads that run through these rather difficult and uncertain

areas, and to investigate whether teaching language in mixed nationality groups

appears to have an effect on the classroom culture and on the learning that takes
place there.

Footnotes:

1 See LARSEN-FREEMAN 1986 for a more detailed appraisal of these methods.
2 For a discussion of this see DORNYEI & MALDAREZ 1999.
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Chapter 2: Literature review

2.1 Overview

In the literature review I address the literature that relates to the content of the
thesis, discussing issues, findings, concepts and theoretical models raised by other

writings that are relevant to this piece of work. The literature that relates to the
methodology of the study is discussed in Chapter 3.

The aim of the present study Qvas to investigate the impact that the relationships
between learners had on an ESOL class, with a specific focus on nationality as a
factor in those relationships. The literature that has informed this investigation has
been drawn from the different disciplines of educational theory, linguistics,
psychology and anthropology, and it falls into the following broad categories:

(a) The theory that underlies the teaching of ESOL in the UK

The focus of the present study was an ESOL class, and therefore at the outset there
was a need to examine the nature of ESOL in the UK and identify how it differs from
EFL. Clarifying this distinction makes it possible to clarify the factors affecting the
aims, motivation and context of the ESOL learners that were the subject of the
study. Thus the first main section of the literature review (section 2.2 below)
addresses these definitions and distinctions, and takes account of the differences
borne of the fact that the class studied contained learners from a range of national,
ethnic and cultural backgrounds, who spoke a variety of first languages. It also

takes account of the fact that the teaching methods were informed by

communicative theories of learning, enabling the learners to form mixed-nationality
relationships whilst working together in pairs or groups.

(b) The ways in which groups behave, and the implications of group theory
for the classroom

The aim of the study was to investigate the impact of learner relationships. Group
theory is relevant, both because the class studied functioned as a group, and
because within that class smaller groups existed ; both informal friendship groups,
and also more formal, but transient, working groups. I have investigated theories
about the effects of groups on learning behaviour, with particular reference to ideas
that suggest that being part of a group can affect what and how much an individual
learns. I have also considered theories about group formation, and about how
groups work in educational environments, particularly the effect of group culture
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upon the culture and behaviour of individuals. The groups in the study were made
up of learners of different nationalities and thus I have also explored what, if any,

influence the mixed nationality nature of the groups had on the group dynamics,
and considered whether there were any other factors arising from the nature of this

ESOL class that had an effect on the group dynamics. The findings from the

literature on these issues will be used in the main study to formulate theory, pose
questions and measure the research data.

(c) The interrelationship between the concepts of nationality, culture,

language and identity, the implications of these for language learners, and
the dangers of linguistic and cultural imperialism in language teaching

In reviewing the literature that is relevant to the learners themselves, I have
considered what can be said about the nature of identity, including what it draws
from the related concepts of nationality, language and culture. Although this is not a
study of culture per se, there are aspects of culture which need to be addressed in
examining the nature of the relationships formed. The definition of culture used in
the study, given below at 2.4.2, has been framed with particular reference to the
scope of this study. Having sought to reach definitions of nationality and culture
that are appropriate to the study, I have explored how these definitions are
interlinked with identity and language, Including discussing the relevance of the
controversial area of linguistic and cultural imperialism. The nature of the learners’

‘identity’ then informs the interrelationships between learners, which in turn helps
to determine the culture of the class, discussed in part (d) below.

(d) Factors affecting classroom culture

In order to ascertain which facets of educational theory specifically apply to the
ESOL classroom, I have considered firstly factors which affect language learning,

Including language acquisition theory, and secondly factors affecting the culture of
the classroom, including the influence of different learning and teaching styles on

the learning process. What happens in the classroom is not purely educational, and
for this reason 1 have also examined whether this class had a social function for
these learners, and if so, how this was manifested, and what its implications were
for the classroom culture, group dynamics and learning taking place.

(e) Affective influences on learner behaviour

Affective factors in education are those relating to the learners’ emotions. The
culture of the classroom and its social importance for the learners depends on the
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nature of the relationships formed by the learners in the classroom. I have taken
account of research that has been conducted on affect in language teaching, and

theories about the importance of relationships in the classroom. Closely linked to
the area of affect is the motivation of the learners in the classroom and I have

considered differing perspectives on learner motivation, with a view to investigating

how the relationships in the classroom in the present study affected motivation, and
whether motivation itself affected these relationships.

In considering the literature relevant to the areas outlined above, I have attempted

to highlight specific problems in the field, namely areas where there has been little
research undertaken as yet, and areas where conflict exists.

2.2 The theory that underlies the teaching of ESOL in the U.K.
The class that formed the subject of the study was an ESOL class!. The theory that

underlies ESOL teaching has changed over the years, and there is some controversy
over its political implications, summarised below.

A useful history of the British approach to the teaching of English as a Second
Language is given in a study by Khanna and others [KHANNA 1998], charting the
transition from English teaching as a (largely unsuccessful) post-colonial activity,
with its goal the assimilation of migrants into the host culture in the 1950s and 60s,
to ESL as a ‘welfare’ activity in the 1970s, promoting ‘survival’ in the host culture.
Advocates of pluralism In culture moved towards an approach of bilingualism In the
1970s and 80s, with the 'alm of not subsuming the learners’ mother tongue to
English, the target language, but of promoting English as a language parallel to the

mother tongue. However, critics argued that this approach too was racist, and
promulgated an ‘anti-racist’ model.

An alleged trend in policy over three decades has been identified, from the desire in
the 1960s for immigrants to be assimilated into British culture, through a more
progressive and muiticultural approach in the 1970s, to a, supposedly, more
inclusive approach developing from the late 1970s onwards. This third phase
included the integration of ESL into other learning, providing for ESL support in the
classroom [MARTIN-JONES 1989]. In addition, ‘English as a Second Language’ (ESL)
began to be replaced by ‘English as a Second or Other Language’ (ESOL) to reflect
that for some learners it was the third or fourth language. Then in the 1990s,
market forces in adult education became more openly and visibly predominant, and
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it became prescribed that curriculum design had to reflect those educational
outcomes for which government funding was available; this was most particularly
the case for classes which were funded by the Further Education Funding Council.
Thus the developing anti-racist ideology of the 1980s began to be replaced by overt

political expediency. One positive outworking of this approach was the linkage of
ESOL to the teaching of other vocational skills. Khanna points out that this
promoted the practice of ‘partnership’ pedagogy, with ESOL teachers becoming
aware of what their students were learning in their vocational classes, and
supporting this In the ESOL classroom. Khanna et al. conclude that,

The teaching and leaming of ESOL in Britain cannot be and should not be studied in
isolation, divorced from the issues of minority mother tongues, bilingualism and
English language proficiency dependent socioeconomic matters; nor can they be
studied without reference to English colonialism and racism on the one hand and the
contributions of liberal and philanthropic minded volunteer and professional ESOL
teachers on the other. [KHANNA 1998 p.19].

The current position is that the British government is emphasising the need for
higher levels of ability in English for refugees and other migrants to the U.K., linking
language ability with employment potential. The main governmental voice in this
has been that of David Blunkett, the Home Secretary. In December 2001, he wrote,
defending a statement he had made previously about the need for immigrants to

speak English that, “people who can't speak English are far less likely to get jobs, share in
the education of their children and take part in the wider public culture. ... The crucial point is

that we have to pursue integration with diversity” [BLUNKETT 2001]. In February 2002,
writing in The Sun newspaper, he suggested that those wanting British citizenship
should have to pass written and spoken English tests, and their spouses should also
learn English, “to stop them being condehned to a life of domestic isolation.” [WOMACK
2002]. In September 2002, in an essay for a book entitled Reclaiming Britishness he

mentioned the need to, “strive to connect people from different backgrounds, tackle
segregation and overcome mutual hostility and ignorance ... one factor in this is the ability of
new migrants to speak English - otherwise they cannot get good jobs, or share in wider social
debate.” [OPERATION BLACK VOTE 2002]. It would seem from these comments that

present government policy leans toward assimilation, rather than inclusion,
emphasising the ‘need’ for migrants to change in order to fit in with the existing

culture. Language is linked with employment, and the message is that competence
in the use of language leads to empowerment in society.
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In general, the government has avoided having an explicit language policy,
although Wales is an exception. The United Kingdom as a whole does not have an
official language. There are at least three indigenous languages, English, Gaelic and
Welsh, and many others are spoken as first or second languages. It has been
suggested that the absence of an official language policy “is itself an implicit policy
Insuring the dominance of English® [THOMPSON et al. 1996 p.100]. Certainly, in the
school education system, English is a compulsory subject within the national
curriculum, and the emphasis is on the acquisition of standard English. However,
the present study is not concerned with ESOL in schools, which, although provided
inadequately Iis at least prescribed (see THOMPSON et al. 1996), but with the

provision of ESOL for adult learners, a much more piecemeal and random
component of the post-16 education sector.

It has been seen that, in Britain, funding for adult ESOL teaching derives mainly
from the state, and one would expect this factor to provide a degree of constraint
on those who design and deliver the ESOL curriculum. Nevertheless, from my
personal experience as a teacher In the state funded sector, and from informal
discussions that I have held with ESOL teachers working in other parts of the UK.,
have reached the conclusion that a significant proportion of ESOL teachers are not
fully aware of the distinction between ESOL and EFL, nor of how this should affect
their syllabus design, lesson planning and achievement models. Officially, however,
there is a theoretical distinction between ESOL and EFL, clarified by the Basic Skills
Agency in the new ESOL curriculum, and previously encapsulated in fairly small
scale models such as the English National Vocational Qualification syllabus. The

recent report of the working group on ESOL noted that over 95,000 adults attended
British ESOL programmes in 1997-8, which makes an interesting comparison with
the 54,000 who were granted British citizenship in 1998. 56,415 of the ESOL
learners were students at colleges of Further Education, and it is therefore
saddening, although perhaps not surprising, to note the comments of the FE
Inspectorate’s report on Basic Education for 1998-99, to the effect that the standard

of ESOL provision was “a cause for concern when compared with the standards in other

programme areas” [cited in DFEE: ESOL WORKING GROUP 2000 p13, and see also MAGER
2003].

How, then, can ESOL and EFL learners be distinguished from each other and why is
the provision for ESOL learners causing concern? One distinction, between the
different profiles of the learners iIs by reference to the different contexts in which

their learning is taking place, and another relates to differences in motivation. The
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report of the working group on ESOL divides ESOL learners into four broad
categories, namely: those from settled communities; refugees, either settled or
seeking asylum; migrant workers and the partners and spouses of citizens. The
class that was observed for the present study contained representatives of all these

groups2. However, the report goes on to define ESOL as “English for those whose first
language is not English but who live in this country and intend to spend some or all of their
working life here” [DFEE: ESOL WORKING GROUP 2000 part 1.2]. This is a very broad

definition, incorporating into ESOL all who are not resident in the UK for the sole
purpose of studying. The definition does not take account of the issue of motivation;
the fact that a learner is working or intends to work in Britain is not necessarily an
indication that their sole motivation for learning English is work related, but the

report, perhaps for reasons of political expediency, seems to indicate that this is the
crucial factor.

Far more has been written about EFL learners than those learning ESOL, although In

EFL the distinction is not always made between those learning English in their home
country, and those learning in an English-speaking country. A further area of

confusion is that the term ‘ESOL’ is sometimes used to refer to any learning of
English by non-native speakers in any context, and therefore some literature
referring to ESOL does not relate specifically to those learning English as an
additional language in an English-speaking country. As an example of the need for
exactitude on context, research has found that the disadvantages of EFL settings
include large classes, not enough contact hours, the compulsory nature of the
subject, and the lack of availability of native speakers. Clearly, such disadvantages
do not relate to the voluntary part-time EFL learner in the UK. Advantages of EFL
contexts are said to include homogeneity, and non-native speaking teachers with a

language and culture in common with the students [ROSE 1999]. Again, these are
not advantages of the language classroom in most settings in the UK, and these

examples illustrate the need to be wary of attempting to apply generalised research
findings to any English teaching context.

In conclusion, from the scanty literature that addresses the subject of ESOL In the
UK, ESOL could be seen to be an instrument of social control because its funding Is

closely politically driven. There may well be a conflict between the ideology of those
who teach and the political ideology of the time. In addition, ESOL In the UK is
inevitably inclusive of learners from very diverse backgrounds, and pedagogical
approaches must be informed by this diversity. It is suggested that, without

appropriate diagnosis of each learner’s needs, ESOL courses will continue to offer an
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approach to English learning that fails to equip or motivate the learners, resuiting in
apparently low standards of provision.

2.3 Learning in groups

Any examination of the learning that takes place in a classroom context must take
account of the fact that each learner is operating not just as an individual but also
as part of the group. Thus, in looking at learner relationships it is important to
understand how groups form and operate, and how group members function, as this
provides insights into the dynamics and content of individual relationships within the
class. Groups are varied and complicated, and the class in the present study
comprised not only one large group of learners with a supposedly common aim, but
also a number of changeable sub groups within the group, some, in a social context,

already in existence before the class started, and some, both friendship and work
groups, having arisen from the class process.

In addition to questions relating to the formation of groups and their function, an
additional area of interest in this field is the question of whether the group dynamics
and the formation of relétionshlps in a class is directly linked to the relationship

between the learners and the teacher. It may be that classroom relationships
develop differently with different teachers.

A review of the relevant literature on this field is set out below at 2.3.1, followed by
an explanation of the research question that arises from it, at 2.3.2.

2.3.1 Group formation and group culture

It is a given, in group theory, that individuals may behave differently in conjunction
with others from the way they behave on their own [DORNYEI & MALDEREZ 1999]5.
An extensive literature on group behaviour exists including research and discussion
across a range of contexts, including business, therapeutic and educational
situations. To establish the principles that underlie behaviour in the classroom I

have considered a broad view of group thebry, as well as its specific application to
educational settings.

Models that attempt to exblain the psychblogy of groups often eﬁéompass a
psychoanalytical understanding of human behaviour and Ringer’s critique of groups
epitomises such an approach [RINGER 2002]. In contrast, whilst acknowledging the
significance of the impact of psychoanalysis on current thought, Douglas provides
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an overview from a range of widely differing perspectives [DOUGLAS 1995].
Jacques’s more applied focus is on how such approaches affect the interpretation of
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