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Abstract

This thesis aims to develop a better understanding of how international schools can create a
more integrated culture of language conscious teaching and learning through collaboration
between English as an Additional Language (EAL) and mainstream subject teachers. The
research in this thesis comprises three interrelated journal articles from research conducted at
an international school in a major city in Ukraine. The research focussed on the importance of
the need for a better understanding of EAL and the mainstream, the importance of the need for
better understanding of EAL learners, and an understanding of how EAL and mainstream
collaboration help to support EAL learners in the mainstream classroom. The first article drew
on quantitative and qualitative data collected from a questionnaire sent to secondary teachers
in the school where the study took place, as well as to other international schools in the Eastern
European region. The questionnaire investigated English language training in education,
attitudes to EAL in mainstream subjects and participants’ collaboration with EAL teachers.
Further follow up qualitative data collected from a focus group in the school in Ukraine
investigated the topics of competencies, responsibilities and collaboration with respect to EAL
in the mainstream classroom. The second article drew on qualitative data from interviews with
individual EAL learners. The interviews investigated how EAL learners see themselves in
terms of an EAL identity, how social status and community influence EAL learners, and how
the home language and culture are influential in the language classroom. The third article drew
on qualitative data from interviews and field notes with language & literature, science and EAL
teachers. The interviews investigated how EAL and mainstream collaboration help support
EAL learners in the mainstream classroom, which co-planning strategies most effectively
encourage collaboration, and EAL and mainstream teachers’ opinions and experiences about
co-planning and working collaboratively. Building on these data, the conclusion of this thesis

ultimately sets out a set of six recommendations for how international schools can develop



effective collaborative practices between EAL and the mainstream to best support English

language learners.
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Chapter 1: Introduction

1.1 Background to the research

Having originally trained as a teacher of German and English language in the UK and Austria
in 2001, I have spent my professional life teaching language acquisition. From 2005 to 2022 I
lived and worked abroad in Germany, Russia and Ukraine as an English language teacher;
during this seventeen-year period I also considered myself a language learner, as I always felt
that a vital aspect of overseas teaching is to learn and understand the local culture and language
in order to better understand the environment in which I was teaching. The words of Kramsch
(1996) resonated strongly within me in the context of an article on the cultural component of
language learning, “If the ability to understand other cultures is itself mediated through
language, then language teachers and learners may want to reflect on the social process of their
own pedagogic enunciation.” I developed great empathy with language learners that needed
help and support to assimilate into a new culture, be that the culture of a school environment

or moving to a new country.

I have taught English as an Additional Language (EAL) in a variety of education institutions,
from secondary British and International Baccalaureate (IB) schools to adult English learners
in the banking industry and upper primary school students in a private school. During this time,
I began to observe key issues surrounding how EAL is implemented and started to wonder if
there was much guiding research regarding EAL in international schools. Despite the wide
range of research in EAL, in addition to English as a Second Language (ESL) and Teaching
English to speakers of Other Languages (TESOL), covering a large area, research studies into
EAL in international schools do not appear, in my experience, to inform EAL policy and
practice. A study by Neal and Houston (2013) highlighted the lack of EAL research in

international schools, especially with regards to EAL training for mainstream subject teachers.
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I therefore began to explore the possibilities of planning and implementing my own research.
I had, for example, observed that the relatively high turnover of staff in international schools
frequently meant that students did not experience consistency in how their EAL lessons were
implemented. The lack of guidance regarding EAL in both the British and IB international
programmes meant that schools were largely responsible for the EAL programmes themselves
and I observed how different these programmes were in schools, both in terms of policy and
practice. I also began to wonder why so much EAL practice consisted of stand-alone English
language support lessons that did not appear to be integrated into mainstream subject teaching;
I wondered what exactly EAL lessons were supporting — were they for language acquisition in
English, were they to improve students’ grades in the mainstream? This did not seem clear to
me and so I decided to embark on a Master of Arts degree in Teaching English to Speakers of

Other Languages (TESOL).

My MA TESOL course concluded in the final year with original research into a comparative
analysis of stakeholders’ attitudes of EAL as a subject in an international secondary school.
The method of research that I used involved quantitative data collection by surveying five
groups of stakeholders concerning EAL: parents of EAL students, secondary leadership
including Middle Years Programme (MYP) and Diploma Programme (DP) coordinators, EAL
teachers, teachers of English Language & Literature and teachers of other mainstream subjects.
This was followed up with qualitative data from focus groups consisting respectively of EAL
teachers, English Language & Literature teachers and teachers of other mainstream secondary
subjects. The findings of this dissertation (Spencer, 2015) demonstrated that there were
misunderstandings among some stakeholders regarding the purpose and practice of EAL within
the school, that there were not enough EAL teachers despite the growing numbers of EAL
learners within the school, and that some mainstream subject teachers did not recognise the

language needs of their learners as strongly as the content knowledge that needed to be taught.
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The dissertation concluded that international schools must support EAL learners with a clearly
defined understanding of what EAL is for all stakeholders, and that more must be done to
involve EAL departments in collaborating with mainstream subject teachers to support EAL
learners. Upon completion of this original research I understood that I had many more
questions that needed answering with regards to the teaching and learning of EAL in
international schools and I decided to continue researching EAL by beginning a PhD in English
language teaching and learning. I recognised that a teacher researcher can achieve a lot by
pursuing continued action research (AR) while working in a school, and is well positioned to
not only develop research questions at local level but also to be able to recommend changes

and to develop an EAL programme to more effectively support EAL learners.

Developing my skills as a teacher researcher has been highly important to me in my teaching
practice. As well as the professional growth and development it has allowed me, I believe it
has made me a more reflective teacher and has further developed my understanding of the link
between practice and student achievement. Furthermore, the nature of the action research I
implemented, both at Master’s and PhD level, provided me with the opportunity to contribute
to the development of a professional community of collaboration between EAL and
mainstream subject teachers and to raise the profile of EAL conscious teaching and learning

within my school community.

This thesis begins with a literature review that draws on research surrounding the growth in
English language provision in schools around the world, followed by a review of literature
surrounding the increased movement of English language learners, as well as an insight into
the recognition of diversity. Following a section on the development of the broad research
questions for the thesis, the literature review continues with a look at the need for, challenges
and benefits of action research. The main body of this thesis comprises three journal articles,

formatted for individual academic journals. Following the main body of the thesis, the
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conclusion begins with a reflection on the main substantive points from the research findings
of each journal article. The conclusion continues with a detailed overview of the overall
findings from the three articles, followed by a set of six recommendations formulated from the
research findings. Finally, the conclusion ends with a coda on how international schools can

utilise the recommendations set out in this thesis.
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1.2 Literature review

This review begins by focusing on a definition of EAL learners, the growth in English language
provision and the increased movement of English language learners worldwide. The text
continues with a review of the recognition of diversity and how it affects teaching and learning,
followed by a description of the development of the broad research questions for this thesis.
The next sections of the review highlight the need for action research rather than theory, and
reflect on the challenges of implementing AR and the benefits of AR in language teaching and

learning.

1.3 Who are EAL learners?

Historically, there have been various terms to describe learners for whom English is not a first
language. Leung (2012) described English Language Learners (ELL) as a term commonly used
in the USA, learners who previously had been referred to as English as a Second Language
(ESL) learners. Leung further described English as Speakers of Other Languages (ESOL)
learners, a term used for adult learners of English language in England, as well as the
commonly used term English as an Additional Language (EAL) learners, used for school-aged
students who had until the 1990s been referred to as ESL learners. Conteh (2015) described
the acronym of EAL as an umbrella term, making the point that EAL learners are not one
uniform group. The NALDIC glossary of terms (2015) described EAL as a term ‘generally
used to refer to learning English in an English-speaking environment, such as a school,” and

that ‘for some learners, English may be their third or fourth language.’

In this thesis, the term EAL is used as it not only reflects the name of the English language
support course that student participants in this study were enrolled in, but also reflects the
profiles of the multilingual students, many of whom learn English in addition to their home

languages and languages they have learned living in other countries to Ukraine, where the
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research took place. For many international school students English is not a second language
as English is frequently a third or fourth language for such learners, as stated in the NALDIC
(2015) glossary. As Conteh (2015) further outlined in a definition of EAL in connection with
the profiles of English language learners, EAL learners can comprise ‘Learners who are in
school settings with little prior experience of learning as bilingual pupils’ as well as those ‘who
are already literate in their first languages’ (Conteh, 2015: 15). As Leung (2012) also stated, it
does not necessarily matter which term is used as long as there is a consistently recognized
term that can help to facilitate communication and disseminate information both nationally and
internationally (Leung, 2012: 13). As this thesis seeks to research the practice of English
language support within the context of a worldwide growing population of EAL learners, the
notion of a consistently recognized term is highly important for the dissemination of the

findings located within this thesis.

1.4 Growth in English language provision

EAL populations have grown exponentially in the last twenty years all over the world. With
regards to curriculum inclusion of EAL learners, for example, the number of non-native
speaker pupils in English schools was recorded in 2005 as 659,000, which was approximately
10 percent of the school population (Leung, 2005). This has now doubled to more than 1.6
million pupils who use EAL in maintained schools in England (Bell Foundation, 2022). Further
afield, a paper by Benson, Chappell and Yates (2018) described what it is like for ELICOS
(English language intensive courses for overseas students) students in Sydney, Australia. These
students make up one quarter of all international students in Australia. The study aimed to
explore how the city of Sydney is a context for language learning and to look at the relationship
between the two (Benson, Chappell & Yates, 2018: 21). Sydney, with 35.8% of adults reported
to also be fluent in another language other than English, can claim to be a multilingual city

(Benson, Chappell & Yates, 2018: 21) — which is to say that ELICOS students are as likely to
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encounter other languages as well as English in the areas of cities in which they live. Access
and exposure to English outside of the classroom is naturally very important, yet many

ELICOS students find gaining such access outside the classroom to be a challenge.

In addition to the growth in the need for English language learning in English speaking
countries, the need for English language teaching has been expanding globally in non-English
speaking countries in connection with the demand for international schools around the world.
In 2013 alone, 45 new international schools opened in the United Arab Emirates and 43 opened
in Brazil (ICEF Monitor, 2014). According to statistics from ISC Research (Hingston, 2022),
the growth in international schools is stronger than ever, despite the COVID-19 pandemic.
According to Hingston, as of August 2022 there were some 13,180 English-Medium
international schools worldwide with 5.8 million students and 571,000 teachers; the rate of
growth in the last ten years has been astounding, with the number of international schools and
teaching staff increasing by 60% and the number of international school students by 53%.
Possible reasons for the increase in the number of international schools include the perceived
high quality of teaching and learning in international schools, as well as the increased wealth
of many local families for whom an English medium education is high on the list of their

priorities.

Despite this growth in international schools, there has been comparatively more research into
EAL in the USA and the UK in the state school system than there has in international schools,
as mentioned by Cameron (2006). This can be viewed as problematic when the majority of
children in international schools are non-native speakers of English. In addition to this, Neal
and Houston (2013: 2) observed that where EAL research in such schools exists, there are
comparatively few studies in the development or integration of EAL within an international

school context. EAL studies have generally focused on the role of the mainstream teacher rather
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than how EAL functions as a support subject or department in international schools.
Furthermore, Andrews’ (2009) review of EAL research indicated in its findings that there are
considerable gaps in the research of studies consisting of balanced qualitative and quantitative

data and comparative studies.

The growing population of EAL learners is commensurate with the growing need to understand
how best to meet their language needs. The rapid growth of EAL populations has seemingly
not been met by a comparable growth in teachers trained in EAL strategies. There is, for
example, in England no EAL specialism in initial teacher training (ITT) other than modules
such as those provided by the Bell Foundation and no mandatory qualification (Leung, 2005:
98). Leung (2005) stated that by 2002 it was reported that only around 3% of specialist staff
had appropriate qualifications to support EAL learners. Despite the fact that the National
Curriculum (NC) for England’s teaching standards clearly prioritise inclusion with regards to
adapting teaching to respond to the needs of EAL pupils (DfE, 2011), there is a lack of training
in ITT to enable student teachers to gain a clear understanding of how to expand their
knowledge of the practicalities of EAL in a culturally diverse mainstream classroom (Sec-Ed,
2022). A study by Foley et al (2018) highlighted the value of EAL training in ITT with regards
to the EAL Curriculum Extension course in Scottish PGDE (Professional Graduate Diploma
in Education) training: 22 student teachers were involved in an optional EAL course, where
they were instructed about ways in which they viewed the role of language in their subject
fields, to explore sociocultural perspectives and practices, and to learn how to make effective
use of this theoretical knowledge and apply it to classroom pedagogical practices (2018: 195).
Of the 22 students who participated 77% of them rated the EAL Curriculum Extension as ‘very
useful indeed’ (2018: 197), indicating that EAL training in ITT is both appreciated and
beneficial to teachers entering education in terms of their ability to be able to support EAL

learners in the classroom. A study by Conteh (2011) followed a student taking part in an EAL
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additional experience pilot for primary student teachers at the University of Leeds where
twelve out of fifteen students in the cohort said they would be interested in developing their
knowledge of EAL in their career and pursuing professional development and higher
qualifications in the field (Conteh, 2011: 33). It is therefore clear that there is a desire as well
as a need on the part of student teachers to learn as much as they can to develop their
understanding of how best to support EAL learners. An awareness of the frequent lack of EAL
in initial teacher training, something students may not be aware of prior to courses and may
experience in different ways in teacher training, as well as the reality that some teacher mentors
are possibly not very aware of latest EAL practices, is crucial in understanding the root of a

teacher’s experiences of EAL.

1.5 EAL policy making

Clear and effective language policies regarding EAL practice are essential, considering the
continued growth in need for EAL provision. However, there has frequently been a lack of
consistency in the ways in which EAL policy has governed the teaching and learning of EAL.
The greater consistency that there is regarding the implementation and interpretation of what
EAL policy is, the greater the chances are that EAL learners will receive better coordinated
EAL support (Foley et al, 2013). There is therefore a great need for a reform in how consistently
EAL policies are implemented and followed. Ball (1997) stated the following regarding
education reform policy, ‘...reform policies should operate in more or less the same way in
whatever settings they are implemented’ (1997: 265). Although there are many differences in
the socio-cultural demographic of students and teachers around the world, Ball’s message was
that policies should be ‘realised in the same way in every setting’ (1997: 265). Ball further
stated that problems, such as those issues related to supporting EAL learners, are often
attributed to problems in the school rather than problems with policies, in other words that

policies are seen as a solution and never part of the problem and that the problem is seen as
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lying within the school (Ball, 1997: 265-6). Greater attention should be paid to the nature of
appropriate and effective EAL policies in order to ensure greater consistency in supporting

EAL learners effectively.

An example of the lack of consistency regarding EAL policy was highlighted in Guo’s (2021)
study surrounding the issue of EAL learner dropout rates in Alberta schools in Canada. Guo
stated that the high dropout rate among EAL learners was as a direct result of unresolved
tensions in EAL educational policy and practice (2021: 812), as there was a lack of consistency
in EAL teaching and learning among schools in the province of Alberta, partly stemming from
the fact that although policy and funding decisions regarding EAL are made at provincial level,
it is for individual school boards to decide how EAL is delivered across districts (2021: 813).
Furthermore, Demie and Lewis (2018) have described similar problems surrounding England’s
Department for Education (DfE) EAL policies, for example with regards to the way in which
government policy has failed to recognize the positive force of diversity within schools (2018:
429). Additionally, Demie and Lewis have cited the DfE’s policy in the past (DfE, 2012) of
not encouraging schools to support an EAL learner’s first language in addition to English,
despite the wealth of research that supports the value of this (2018: 429-30). They also argued
that more research is needed in order to understand how best to support EAL learners and that
EAL researchers and professionals should be the ones to shape government policy (2018: 429-

30).

Further afield, Rodriguez-1zquierdo and Darmody (2019) have argued for more consistent EAL
school policies. In their study of policy and practice in language support for newly arrived
migrant children in Ireland and Spain, they stated how there was no specific policy for
supporting teachers who teach migrant students (2019: 47). They further stated that in both
countries where the comparative study took place, the homogenous background of teachers

was an additional disadvantage for teachers who had the responsibility for teaching newly
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arrived migrant children due to the lack of understanding of their diverse backgrounds and
cultures. The study argued for an official school policy on intercultural education that
recognized the importance of the home language in connection with supporting EAL learners,
and to ensure that EAL policies were created in order for all EAL learners to reach their full

potential (2018: 49-51).

Furthermore, schools’ EAL policies can appear somewhat elusive: a study by Foley, Sangster
and Anderson (2013: 200) highlighted the issues for Scottish student teachers who struggled
to find formal documentation on EAL in their practice schools or understand who had overall
responsibility for EAL. A further study by Flynn and Curdt-Christiansen (2018) highlighted
the issue in English state schools that mainstream subject teachers are frequently unaware or
unsure of the EAL policies laid out by the Department for Education and consequently, as the
findings show from the study’s survey with teachers, interpret EAL policy at local level within
the school. For example, the current DfE policy (2017) requires schools to collect data
pertaining to EAL pupils’ nationality and country of birth (Flynn & Curdt-Christiansen, 2018:
414). Furthermore, the Department for Education English Proficiency Scales (DfEPS),
introduced in 2016, required schools to report data on EAL pupils’ proficiency in English on a
five-point scale. Flynn and Curdt-Christiansen (2018: 414) further explained that academies
and free schools are not subject to any localised policy, for example in the teaching of EAL,
and for state schools which are subject to localised policy guidance in EAL teaching is limited.
A study by Premier and Parr (2019) demonstrated the role that clear EAL policy encouraged
by a school’s leadership team can play in nurturing collaboration between EAL and mainstream

teachers.

International schools do not have to follow the same government laws or policies as, for
example, state schools in the UK or US (Carder, 2008). As Lehman and Welch (2020: 1) have

noted, it is frequently up to individual international schools to write their own formal language
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policies, often for the purposes of achieving accreditation. They further described the common
disadvantage that such an approach to policy making has, because when an EAL policy is seen
as a means to an end, for example to gain accreditation, the purpose of the formal EAL policy
can stop short of being implemented in practice (2020: 4). Crisfeld (2020) has further explored
the nature of multilingualism in international schools, particularly with regards to the lack of
general policies on bilingualism and has noted that support for bilingual development in
international schools is ‘voluntary, fragmented, and of varying quality and successfulness’
(2020: 46). Coldham (2023) has more specifically focussed on EAL policy making in CIS-
accredited international schools, highlighting the dominating monolingual and monocultural
nature of some British international schools influenced by the English National Curriculum
(NC). Such schools frequently hire UK trained teachers with experience teaching in the UK
system before they relocate to work abroad, which generates a considerable ‘UK culture’ in
the schools. Coldham stated that the teaching and learning experience such teachers received
in the UK is then replicated in the environment of a British international school. Coldham
argued that the negative impact of a British international school adopting English NC EAL
policies with no thought to the linguistic and cultural identity of the country in which it operates
translates into ‘belief systems and national ideologies’ which may not suit the cultural and

linguistic environment of an international school far from the shores of the UK (2023: 9).

Carder (2014) described the changing nature of EAL provision in international schools. By the
1980s it was recognised that there was a significant number of EAL learners in international
schools and that something needed to be done to improve on the contemporary models of pull-
out classes, peripheral to mainstream subject classes (Carder, 2014: 2). Non-native speakers of
English can be just as academically proficient as native speaker learners, and a lack of language
skills should not be a barrier to accessing the mainstream curriculum. Carder further argued

that, despite the fact that 90% of international schools are English medium schools, EAL is
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given low priority, especially in IB Middle Years Programme (MYP) schools where there are
no direct guidelines of instructions. Carder’s criteria for a well-designed EAL programme are:
maintaining and developing fluency in the mother tongue; providing training in linguistic
awareness for all staff; and providing parallel classes for beginner EAL learners and ‘sheltered
instruction’ for intermediate learners for mainstream classes through the EAL teacher (Carder,
2011: 52). The term ‘sheltered instruction’, as defined by Krashen (1991: 183), includes the
following: there is a focus on subject matter, not language; teachers make input more
comprehensible, by including more comprehension checks and including more input
information in the form of pictures, charts and realia. Sheltered instruction remains, as stated
by Buxton and Casswell (2020: 560), the most common method of supporting both language
and content learning for multilingual learners; this is achieved by a process of integrating
language supports into the mainstream classroom (Daniel & Conlin, 2015: 170). Carder
additionally argued that motivation is a deciding factor in progress in language learning and
that inadequate provision for EAL learners, resulting in poor grades merely due to lack of

language skills, is highly demotivating.

Where EAL is well funded with specialist teachers and there is a strong sense of understanding
in EAL policies, collaborative planning flourishes and benefits all teachers involved and, most
importantly, EAL learners. Lack of collaboration between EAL and mainstream teachers
frequently leads to a lack of the necessary strategies required to support EAL learners in the
mainstream classroom. Leung’s research (2005) surrounding inclusive education regarding
EAL provision considered that expertise is in short supply and that the need for a differentiated
curriculum regarding lexical support and academic genres has not been addressed. In addition,
late entry learners have difficulty accessing the NC and that immersion in the mainstream
without sufficient language support is a significant challenge for EAL learners. Although

inclusion based on all learners being taught the NC English programme has done much to



26

eradicate the stigma of immigrant learners and racist attitudes (Leung, 2005), there has not
been enough focus on language teaching for EAL learners in the mainstream. There is a need
for more explicit development of EAL teaching and learning within the mainstream curriculum

context.

1.6 Increased movement and identity of English language learners

The increase in movement in the post-World War Two era, alongside the continued domination
of English as a global language, has seen an unprecedented demand for English language
learning, as demonstrated by the rise in the number of international schools using English as a
medium of instruction (EMI). The term ‘privileged migrants’ (Fechter & Korpela, 2016: 2),
i.e. those who are professionals and choose to move around for economic and aspirational
reasons, or for a more meaningful life, describes an identity that students bring to an
international school. As described by Fisher, Evans, Forbes, Gayton, Liu and Rutgers (2022:
4) individual learner identity is influenced by the sociocultural environment they find
themselves in. Tarhan and Balban (2014: 186) further expanded on the notion that institutional
and contextual practices are key in terms of understanding EAL learner identity; understanding
the relationships between individuals and their communities is important in the context of the
linguistic community of an international school, which as Norton (2010: 350) mentioned, is
relevant to understanding the relationship between language and identity. For EAL learners

their language ability, or lack thereof, frequently defines who they are.

The complexities of understanding an EAL learner identity within an international school
environment are many. Sears (2011: 74) mentioned how understanding such students with
multiple identity positions is a very under-researched field. Students who have moved once or
twice identify strongly with ‘home’ as the home country whereas those who have moved

around a lot more consider ‘home’ as a shifting concept in a life of constant mobility (Sears,
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2011: 81). Sears’ study proposed that ‘stories’, i.e. life stories, were crucial regarding
understanding such children’s lives and identities, and that students expressing a narrative,
understanding or exploring their own narratives, was key. The study concluded with the finding
that young people find assurance in the normality of the international school community. Some
students spoke of maintaining different parts of their lives, or identities, in a kind of balance

(Sears, 2011: 84).

An additional factor surrounding international school students’ identity is the phenomenon of
Third Culture Kids (TCKs). The term Third Culture Kids was first applied in the 1960s by
Useem, Useem and Donoghue (1963) to describe a study of Americans living in India who
behaved differently to how they did back home in America. There are many more TCKs around
now than when the concept was first introduced and these TCK students have been referred to
as global nomads (Walters & Auton-Cuff, 2009: 1). Furthermore, the nature of TCKs as
‘cultural chameleons,” as described by Tanu (2008: 3), can lead to them developing a high level
of intercultural sensitivity, picking up knowledge of cultures, languages, mannerisms and the
ability to blend into their surroundings. The cultural capital, a concept coined by Bourdieu
(1977) to describe the social assets of a person, they can contribute is a strong force in
international schools. Chalmers and Crisfield (2022) have commented on the irony of the
monolingual culture that exists in many schools, especially when there are students who have
experienced schooling in a number of different countries, as is typical in international schools,

and they can have a positive influence on the learning environment of a classroom (Mali, 2021).

As well as certain advantages that they experience, such as the ability to adapt to different
cultures as well as acquiring sensitivity to the cultures they find themselves in, one of the
greatest challenges they face is finding a sense of self-identity (Walters & Auton-Cuff, 2009:
2). As Baumeister (2011: 48) has defined, self ‘...begins with the physical body, with acting

and choosing as a unity, and as a point of reference distinct from others, and it acquires
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meaningful content by participating in the social system.” As EAL learners in international
school environments may have changed schools and countries several times, the social systems
they face will differ and finding a sense of self-identity within new school contexts can prove
to be a challenge. A rationalisation for this might include the fact that as they are always on the
move, they may not completely understand a culture or develop fully within in it before they
have to move on. They may ask themselves, “Who am I really? Where do I fit in? What is my
place in this world?” (Walters & Auton-Cuff, 2009: 3). Their self-identity is in constant flux
(Tanu, 2008: 4) and the identity crisis that many TCKs experience in international schools can
present difficulties, particularly if they are EAL learners. EAL learners must navigate the
difficulties of fitting into a new culture with the added burden of coping with the demands of
settling into a school that uses EMI. Norton and Toohey (2011: 419-20) further referred to the
notion of context pushing back on individuals and the identities they wished to claim, e.g. the

rejection felt by EAL learners if they cannot cope with the demands of an EMI curriculum.

Nevertheless, increased movement is naturally not solely focussed on privileged migrants in
international schools. Other kinds of migrant children with EAL needs must adapt to a new
culture, such as mentioned in a study by Dewaele and Van Oudenhoven (2009) of seventy-nine
young London teenagers from immigrant backgrounds. The research aimed to look at the
psychological issues concerning TCKs and how they are able to adapt or fit in. The group
consisted of some students who were born in London, of both Caucasian and Asian origin, and
some who had moved there. All were in ninth grade at a Roman Catholic school in London.
The students were given a personality questionnaire to complete: open-mindedness, cultural
empathy, social initiative, flexibility and emotional stability were measured in a multi-cultural
personality questionnaire. The results showed that certain personality traits lent themselves to
multilingualism and multicultural understanding, such as a sense of open-mindedness and a

propensity for cultural empathy.
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It is therefore crucial to highlight the changing nature of identity with regards to the increased
movement of English language learners. Despite the ability of many TCKs to find that balance
in understanding between their home culture and that of the new culture, there are many who
are conflicted between the two. For TCK EAL learners who have the added challenge of coping
with the language of the mainstream subject classroom, it is vital to recognise that as well as a
cultural need to fit in, there must also be a focus on how their linguistic needs play a role in

allowing them to settle into the diverse environments of their schools.

1.7 Recognition of diversity

Broadly speaking, many societies in Europe and all over the world are culturally and
linguistically diverse, frequently but not exclusively due to immigration (Gogolin, 2011;
Tualaulelei & Halse, 2021). Silverman (2010: 295) referred to diversity as ‘differences among
groups of people and individuals based on ethnicity, race, socioeconomic status, gender,
exceptionalities, language, religion, sexual orientation, and geographical area.” Many societies
do not recognise these differences and therefore many education systems are based on a
homogenous society that are all the same, or that singular cultures and languages are the norm.
Consequently, issues related to cultural and linguistic diversity have remained at the margins
of educational reform efforts in many countries (Cummins, 1997: 105). Sweden and Germany,
both of which have significant numbers of migrant children in their schools and societies, are
examples of western democratic societies that have such education systems (Gogolin, 2011).
Going back to the 1700s it has been considered that a single language and a single cultural
identity has always been interpreted as a nation with a strong sense of culture. Such school

systems make difference look like a disadvantage (Gogolin, 2011: 240).

Many cultures exist, however, where such a notion of a linguistically homogenous society is

not the norm; whereas such societies are not monolingual, education often is. Le Ha, Kho and
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Chng (2013) described the politics of English as a medium of instruction (MOI) citing Kachru’s
(1985, 1986) ‘three circles of English’ (Le Ha, Kho & Chng, 2013: 59): the inner circle where
English is the native language of instruction (Australia, Canada, USA, UK), the outer circle
where English is used as a second or official language, e.g. in former colonies (Malaysia,
Singapore, India), and finally the expanding circle where countries use English only as a
foreign language (Japan, Vietnam, China). It is noted however that since Kachru and the
increase in globalisation, the borders of these circles have been blurred (Le Ha, Kho & Chng,
2013: 59). Language policies of countries have also played a role in blurring these boundaries,
such as in Indonesia or in post-Soviet countries. There are serious political issues regarding a
country and its language policies in schools, such as social equality, cultural identity and ethnic

and border relations.

Super diversity touches on, but not exclusively, similar themes to the aforementioned issues.
The term super diversity is defined as a complexity of orientations, cultural and linguistic
heritages which constitute reality in societies and, as a mirror of these, their schools (Gogolin,
2011: 241). Many attitudes towards diversity are strictly binary, whether monolingual or
bilingual, or native speaker or not. This is frequently seen as a constant feature of schools and
is a feature that is deeply embedded in many cultures. Super diversity by definition considers
the changing nature of migration, such as the multiplication of variables (Gogolin, 2011: 241)
that affect where, how and with whom people live, and in schools where, how and with whom
people teach and learn. Super diversity can be viewed as a concept that has replaced the idea
of multiculturalism. This means an increase in the categories of migrants, i.e. freedom of
movement rather than the more traditional variant of economic migration. With populations
communicating more and more in a variety of ways — Facebook, online games, using mobile
phones — Blommaert and Rampton (2012: 14) have argued that societies should move away

from ‘language’ in the strict sense towards ‘semiosis,” in other words to allow for the
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production of meaning in the learning of languages for the diverse and multilingual populations

of English language learners.

The reality of super diversity in the twenty-first century demonstrates that in both state schools
and international schools around the world linguistically diverse learners are the new norm.
The recognition that language and culture are inextricably interwoven highlights a need to
focus on language support for students who come from a wide variety of backgrounds and find
themselves learning in a new culture that frequently differs greatly to their home culture. This
has enormous implications for both EAL and mainstream teachers; from the perspective of
EAL teachers this means supporting EAL learners to both develop their language skills and to
collaborate with mainstream teachers to ensure that the context of their developing language
skills are relevant to the content being taught in the mainstream classroom. For mainstream
subject teachers there are significant implications: such teachers face the reality that not all
learners in their classrooms can access the content that is taught due to the range of differing
language abilities, the need to collaborate with English language specialist teachers to ensure
that their lesson planning accounts for a balance between subject focused and language focused
teaching (Stoller, 2002; Davison, 2006; Creese, 2010), and the need to have a clear

understanding of their role in the EAL process (Neal & Houston, 2013).

1.8 Developing broad research questions for the thesis

As a result of the literature surrounding the increase in movement of professionals around the
world and the growth in numbers of international schools, commensurate with the growing
need for EAL provision in such schools, my research commenced with the following broad
research question which aimed to understand from the mainstream teacher point of view their

role in the EAL process:
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What are mainstream subject teachers’ experiences and attitudes towards EAL learners

and EAL collaboration?

In order to approach an understanding of this from a mainstream subject teacher perspective,
it was necessary to investigate the experiences and attitudes of mainstream teachers in my
school who had responsibility not only for teaching their content but also for the language
needs of their EAL learners. I wanted to determine how well qualified teachers were to conform

to a profile that is claimed in many international schools: every teacher is a language teacher.

In addition to my investigations surrounding mainstream teachers, I surmised that it was
imperative to involve the students themselves in my research project and to facilitate dialogues
with them. As a result of the literature surrounding the recognition of diversity, I wished to
understand from the students’ perspectives what their understanding of EAL was in terms of a
subject that is implemented to support them not only in their language acquisition but also as

a mechanism of support across the curriculum.

We live in an age where the celebration of diversity is a key feature in many aspects of life
(Aylward & Mitten, 2022; Eaton, 2022; Goering, Resnick & Bradford, 2022), and this research
project aims to identify whether that celebration of diversity extended to international schools
understanding and utilising the linguistic and cultural diversity that EAL learners contribute. I
sought to understand how significant cultural capital, linguistic heritage and home culture are
as innate elements of what it means to be an EAL learner at an international school. I wished
to know what these elements meant to EAL learners and how they viewed the subject of EAL,
as well as their place in the international school communities they found themselves in. I
therefore developed the following broad research questions for this second stage of my research

project:
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How do EAL learners identify in the context of their learning community? What is their
place in the international school community? What importance is placed on the home

language and culture?

My aim regarding the broad research questions in connection with mainstream teachers and
EAL learners was to understand as best I could what their experiences and attitudes were

towards EAL from the perspective of the key stakeholders with whom EAL teachers work.

1.9 The need for action research rather than theory

In order to answer the research questions the necessary methodology was action research (AR).
AR played a vital role in all three articles in my thesis. This section describes the literature that
drove the research and data collection methods throughout my doctoral studies, culminating in
the third and final broad set of research questions. AR was important in all stages of my
research and the final stage, as described fully in a later section, involved an AR investigation

into collaboration between EAL and mainstream teachers.

The implementation of AR is a common method of research for classroom practitioners,
involving participation, reflection and empowerment (Berg, Lune & Lune, 2004: 195). Used
in social science studies, often in study situations such as clinics and nursing, it can help to
activate the kind of social change that may be necessary. Analogies have been made between
the medical profession and the teaching profession, in other words that a teacher seeking to
understand teaching and learning more deeply is rather like a highly qualified doctor that seeks
to make patients better by interacting with them, rather than by lecturing on the subject and
publishing articles on how doctors could make people better. Thus, Lytle (2008: 373-374)
argued that practitioner inquiry (PI), a form of AR which focuses on the professional context
as the research site and where practice is the focus of the study (Cochran Smith & O’Donnell,

2006), can help make learning better. The use of PI can also lead to a more positive
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understanding of teaching in challenging circumstances. Furthermore, Lytle (2008: 376)
argued that small, seemingly trivial, studies of students’ attitudes can, over time, provide
invaluable sources of communicative information that can elicit real change in educational
practice. Such a method of AR can contribute to teachers’ desires to activate change and to be

proactive in doing something about it (Lytle, 2008: 378).

Much importance is placed on teacher-based research in terms of teachers being expertly
positioned to understand what works in classroom practice rather than in theory. Bridging the
gap between theory and practice is vital for English language teacher researchers to develop
and implement changes in EAL programmes; for example, Alexakos (2015) cites Tobin’s
(2006) forays into the classroom and how difficult it appeared to be to put theory into practice
regarding what he taught his student teachers. Research on teaching is described as objective
and detached whereas research by teachers is subjective and personally involved (Alexakos,
2015: 26). The argument has been made that research should not only borrow from scientific
methodology but should also be grounded in a creative and socially interactive way at one’s
institution (Alexakos, 2015: 27). Borg’s (2009) research described English language teachers’
conceptions and attitudes towards teacher-research. The study into these conceptions
comprised a programme of research among 500 teachers from 13 countries. The aim of Borg’s
research was not to prove the importance of teacher research but to understand more about
what is feasible with regards teacher research. A questionnaire was circulated enquiring about
teachers’ conceptions and understanding of research within their field, followed up by face-to-
face interviews where teachers were given the opportunity to expand on their answers to the
survey. Teachers highly rated the need to apply research findings in a practical way in the
classroom, demonstrated a lack of understanding of the term ‘making findings public’ and a

lack of a perceived connection between reflective practice and research.
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Longer term research projects have investigated the roles of stakeholders in teacher research.
Mitchell (2003) was involved for over fourteen years in the Project for Enhancing Effective
Learning (PEEL), leading teacher research groups in local schools. Mitchell’s study explored
the roles of four different stakeholders in teacher research: teacher-researchers, school level
admin, system level officials and university-based educators. Mitchell identified a continuum:
at one end teachers who were engaged in acquiring higher level degrees and whose research
projects enabled them access to guiding literature and at the other end teachers engaged in what
he termed ‘highly reflective practice,’ i.e. teacher researchers who are not involved in gaining
higher degrees but reflect on their own practice. Mitchell argued that the kind of research that
continues year upon year is the kind that stems from reflective practice, in addition to which it
was argued that teacher research can focus more on the way students learn and develop new
practices to deal with lack of student engagement (Mitchell, 2003: 201). Wagoner (1993)
likewise has stated that teacher research generates knowledge that is qualitatively different

from that generated by academic research.

1.9.1 Challenges of implementing action research

There are significant challenges in creating a culture of teacher research within a school, such
as cost, time, good will among staff, and peer and leadership support. Teacher research can be
viewed as a separate genre to that of academic research as it cannot be compared to the given
standards of academic research and such standards should not be imposed on teachers. Their
ownership of independent research would be compromised by the input of the academic advice
on how to share such teacher research. There are also significant challenges of conducting AR
within the context of doing a full-time job, a clear example being the time constraints, as
mentioned by Denny (2005: 9), of a teacher requiring an additional fifteen to thirty-four hours
to complete a draft of findings from questionnaire data. Teachers frequently have a lack of

research experience and the teachers on the research project about whom Denny wrote,
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generally felt that input from colleagues regarding research methods rather than from more

experienced researchers was not adequate for their research needs (Denny, 2005: 8).

Organisational challenges when working as a research team, e.g. balancing the roles of teacher,
examiner and researcher and the time at which consent for research can be approved (Denny,
2005: 9), as well as organising data gathering tools are further problematic issues surrounding
AR. A chapter by Burns (2009) titled ‘“What is Action Research?’ described the difficulties for
teachers as researchers. Time constraints and being put off academic research due to what was
taught in teacher training being very different to the practice of teaching are a key factor in
discouraging teachers to carry out AR. One model of AR described as ‘Planning, Action,
Observation and Reflection,” adapted from Kemmis and McTaggart (1998: 11-14) has been
viewed by some as too prescriptive and AR should be viewed as being something flexible that
should be done in accordance with the teaching situation. Some of the discussions,
recommendations and conclusions from the experience of doing action learning and AR
include an awareness of external pressures, such as power relations in a school, the need for
release time to do the research, and the availability of appropriate resources, both technical and

human.

1.9.2 The tangible benefits of action research in language teaching and learning

The ownership of and responsibility for teachers developing EAL strategies is a key issue for
educational institutions. Innovation in EAL teaching which explores change, development,
novelty and improvement is something that has long been perceived as being distinctly lacking
and the sole responsibility of the EAL teacher (De Lano, Riley & Crookes, 1994). Researchers
have argued that change has always been possible and is more likely to be accepted, and
therefore effective, when all teachers at a given institution feel they have an active role in all

stages of the process (De Lano, Riley & Crookes, 1994: 491). Individual teachers must play a
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role in effecting innovation and must be involved at all levels in bringing about changes to their
programmes with regards to implementing EAL strategies (De Lano, Riley & Crookes, 1994:
495). Innovation must change at all levels, it must be a cyclical process of revision and
innovation should constitute improvement (De Lano, Riley & Crookes, 1994: 495). This kind
of cycle highlights the possibilities of addressing language learning in the mainstream
classroom, as well as allowing teachers the possibility to reflect and act upon changing practice
in a methodological way. Nunan cited three main uses for AR within language teaching

(Nunan, 2006: 4):

1. Teachers learn more about their own theories and frames and can modify them.
2. What counts is how theory becomes practice within their frames.

3. The teacher as researcher, or as in reflection in action, can facilitate change.

Nunan also cited the problems of teachers committing to AR, including a lack of time, lack of
expertise, lack of ongoing support, and the fear of being seen as an incompetent teacher, as

well as the fear of publishing their findings.

Further research has also assessed the merits of AR in language teaching. Burns (2005: 60-62)
cited Brumfit and Mitchell (1989: 3) with regards to teachers and the responsibility of
monitoring their own teaching and being engaged in research in their own classrooms. Since
the late 1990s there has been a steep increase in the number of studies in language teaching by
the classroom teacher (Burns, 2005: 62). However, Burns described the dangers of viewing AR
as a professional growth model (as mentioned in Crookes, 1993) rather than benefiting from a
gain in knowledge of pedagogy or curriculum and educational forms. There is a danger of AR
becoming the very thing that AR seeks to avoid, when it should be implemented to bridge the
gap between external academic research and the need to improve pedagogy at an internal level

(Burns, 2005: 63). Nevertheless, Burns described further benefits of AR: Australian teachers
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reported that AR encourages deeper engagement with one’s own classroom practices, teachers
experience less isolation and more sharing with colleagues. There is a raised sense of personal
challenge and professional growth and a heightened awareness of the external factors which
influence the classroom (Burns, 2005: 68). Teachers feel that they gain a deeper understanding
of their subject by the growing reflective nature of their practice and gain more reliable
feedback on their teaching rather than the more anecdotal kind (Denny, 2005: 9-10). The
benefits to teachers being able to reflect on their current practice and how it can be improved,
can lead to positive change and raise awareness of the complexities of one’s subject (Burns,

2009: 6-7).

The two main aims of action research are suitable for the aims of my research project, firstly
to uncover information, generate data and gain an understanding of EAL stakeholders in the
school and, secondly, to enlighten and empower stakeholders, motivating them to take up and
use the information gathered from the research (Berg, Lune & Lune, 2004: 197). Given the
clear advantages that a practising EAL teacher possesses in being well positioned to implement
research, I determined that as an international school EAL teacher researcher I would focus on
implementing a change in how EAL functioned in my school. As head of department, I was in
a position to be able to make significant changes towards developing a different, more
collaborative, model of EAL support in the secondary school through co-planning and co-
teaching with mainstream subject teachers who had EAL learners in their classes. I tracked this
developing EAL model through my regular field notes in collaborative meetings as well as
holding reflective discussions with my mainstream and EAL colleagues. I subsequently

developed the following broad research question:

Which co-planning strategies are most effective with regards to EAL and the

mainstream?
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I have always considered my research project as a means to effect real change in the
implementation of EAL. Implementing AR throughout my research project allowed me to not
only understand the challenges of transforming EAL practice to be more collaborative at local
level, but also to develop a set of recommendations as to how my research can be a catalyst for
international schools to look at their own EAL programmes and potentially change the model
they use based on my recommendations. Figure 1. below represents an overview of my research

process using AR.

Figure 1. Overview of research process.



Article One

e First read of literature
e Literature review drafted

¢ Pre-piloting of quantitative questionnaire
¢ Piloting of quantitative questionnaire

¢ Quatitative data collection: my school & CEESA schools

e Focus group qualitative data collection

¢ Review of data, draft of findings

e Completion of article and submission to journal

e First read of literature
e Literature review drafted

e Piloting of language portrait method and focus group with teachers

e Language portraits and student interviews

¢ Data coding using Taguette

e Review of data, draft of findings

e Completion of article and submission to journal

Article
Three

e First read of literature
e Literature review drafted

¢ Co-planning and collaboration with lang & lit teachers
eField notes made in planning meetings

¢ Reflective discussion on quarter one collaboration

*Begin co-planning with science teachers
*Begin field notes with science teachers

eWar in Ukraine disrupts collaborative process

*Second reflective discussion on quarter two collaboration

¢ Reflective discussion with EAL teachers on collaboration with
mainstream departments

e Transcripts of discussions made. Qualitative data coding
*Review of data, draft of findings

e Completion of article and submission to journal
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As I developed and improved my AR research method, I followed an AR cycle method such
as in Figure 2 below, as illustrated in Kerfoot and Winberg (1997: 31). Acting on the literature
review and coding the emerging themes (see Appendix 9), I followed this by the planning of
the data collection methods through piloting, analysed the data through a method of coding
(see Appendix 17) to understand the emerging themes of the data before evaluating and writing
up the data findings and completing each individual research article for the main body of this

thesis.

Figure 2. The action research cycle (Kerfoot & Winberg, 1997: 31).

Act (currant situation)

SN

Evaluate and reflect @ ® Plan

(identify problem) K )

Collect information or data o o Analyse information or data

Tha action meaarch cvrla.

Figure 3. below demonstrates my own research cycle method that I developed as I completed
the research for my three research articles. Using this method of a research cycle allowed me
to develop a systematic method that considered an original inquiry of a current situation,

followed by the implementation of a research design in the form of an answer to the research
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questions I had developed, followed by the data findings written as a research article that I

could publish in order to disseminate the information of my research findings.

Figure 3. Overview of research cycle.

Lit review Coding of lit
. Formation
Completion
. of data
of article & .
submission collection
methods
Data Data
findings collection &

draft ~ coding

The implementation of such an action research cycle allowed me to develop the questions I
needed to ask teachers and students in my research studies by following an AR process as
outlined by Rigsby (2005), as mentioned in Stipe and Yasen (2012: 21): the teacher develops
the first question or puzzle, followed by the action research version of the question, culminating
in the hypothesis or strategy version of the question. The intended aim of my implementation
of AR would allow me to bring practical improvements to the teaching and learning of EAL in
my school community (Ali, 2020). As Aytac (2016) mentioned, AR is a ‘cyclical activity
involving the examination of existing processes, change to the process and the monitoring of
the apparent effects of the change and future change.” A key aspect of my research involved
not only researching the current situation of EAL in my school, but also to effect long term
change in practice with regards to how EAL learners are supported in the mainstream

classroom.
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1.10 Intended contribution of three articles

One important aim of the three articles in the main body of this thesis is to ultimately
demonstrate the possibilities that are within the grasp of every EAL teacher that works in an
international school setting. Whether a doctoral student or not, I believe that there are practices
of research within this thesis that could be conducted by any EAL practitioner. Given the lack
of AR surrounding EAL teaching and learning in the international school community, this
thesis explores, through three research articles, the possibilities that are open to EAL and
mainstream subject teachers with regards to developing the practice within their school
communities by examining how EAL functions and how changes can occur in order to support

EAL learners more effectively.

This thesis sets out to understand through the three articles why there is frequently a lack of
understanding and collaboration regarding EAL and the mainstream. The issues surrounding
mainstream teachers’ understanding of EAL learners and how to support them are investigated.
Further issues surrounding EAL learners’ understanding of EAL and its purposes are explored,
as well as the linguistic and cultural capital that EAL learners bring with them to an
international school community and how effectively that knowledge is utilised with regards to
English language support. Furthermore, an investigation of EAL collaborative strategies and
the experiences of co-pl