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Afternoon Seminars 
 
Group 1: Achievement and equality: constructivist learning for bilingual 
pupils 
Terry Wrigley, University of Edinburgh 
 
Terry Wrigley made the point that, at a time when many of our children are under 
attack through a media discourse which divides the world into ‘Islamic 
fundamentalist terrorism’ and ‘Western civilisation’, we need to think through the 
damage caused by restricted notions of ‘school improvement’. These notions are 
themselves based on a kind of fundamentalism, a discourse which reduces all values 
to ‘value for money’, an ‘economic rationalism’ which talks of ‘school effectiveness’ 
but evades the question ‘for whom? to what purpose?’  The dominant strategy for 
school improvement has been a top-down control model, which is alienating teachers 
and reproducing social divisions by sustaining very wide attainment gaps.  By 
contrast, the successful education of marginalised communities, including bilingual 
learners, depends upon empowerment strategies in the areas of school development 
and leadership, ethos, community involvement, curriculum and pedagogy.  The role 
of the EAL specialist is vitally important in all these areas. 
 
Terry emphasised his view that we cannot ‘raise standards’ by ‘delivering’ an 
imposed curriculum more efficiently; bilingual (indeed, all) learners need to actively 
make sense of the world.  We must develop spaces for enhancing intercultural 
understanding, encourage critical engagement, foster social responsibility, and 
accelerate linguistic and cognitive development.  Transmission teaching, leading to 
replication learning (hear it, copy it, feed it back to teacher in a test) limits the 
cognitive and linguistic development of bilingual learners.  
 
Constructivist pedagogies, for example Adey and Shayer’s model - concrete 
preparation (rich experience, and an introduction to vocabulary), cognitive conflict (a 
puzzling event), and a ‘construction zone’ group activity – fit well with Cummins’ 
BICS-CALP perspective, as well as with Vygotskian models of speech and thinking.  
In Barnes’ work on group discussion etc., ‘construction zone’ activities provide a 
developmental space to move easily between informal and formal language, 
between personal experience and theoretical understanding.  EAL teachers, in 
partnership with class or subject teachers, have developed structured group activities 
which avoid ‘replication learning’, e.g. by requiring a genre switch, prediction, 
problem solving, role play.  Multiple intelligence theory has also contributed by 
providing supplementary routes to understanding. 
 
Finally, examples were given of activities providing for cultural reflection and 
repositioning (cf Giroux: ‘border pedagogy’). Pupils could explore questions of 
identity and social power, re-evaluate their beliefs, develop a more critical 
understanding of the culturally dominant discourses, including racism and sexism, 
but also religious fundamentalism and the pressures of a globalised consumer 
culture. These activities often used creative arts processes or critical analysis of the 
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media.  Bilingual pupils were not being invited to ‘write off’ traditional beliefs, but to 
explore alternatives and work out where they wanted to go and who they would 
become.  (Practical examples of this approach are to be found in Terry Wrigley 
(2000) ‘The Power to Learn – stories of success in the education of Asian and other 
bilingual pupils’: Trentham Books.) 
 
 
Group 2: Developing the role of the EMA/EAL teacher within the KS3 
Strategy 
Catharine Driver, Secondary Advisory Teacher, London Borough of 
Camden 
 
This workshop described how a literacy co-ordinator and EMAG adviser worked with 
a Maths department to develop students’ writing about Maths.  The work came from 
a conviction that literacy across the curriculum work needs to develop from a real 
subject context and not simply be an objective bolted on.  Christine Counsell in an 
article in Literacy Today (2000) argued that literacy co-coordinators need to work 
with subject teachers to identify the natural literacy of their subject and consider 
how best this might be taught in the existing classroom context.  EMA/EAL teachers 
can be expected to work in the same way.   
 
The work was carried out in a North London, mixed ability girls’ comprehensive 
school.  On studying performance data, it was found that in the last few years many 
students with English as an additional language, particularly those of Bangladeshi 
origin, were achieving lower marks and levels in their Maths SATs than their English.  
It was also noticeable that they achieved higher levels in their teacher assessment 
than in the exam.  The hypothesis drawn from this was that some of the students 
lacked understanding of the more formal, academic language needed in Maths 
exams.  The two researchers therefore met with the Head of Maths in the school to 
see if they could work jointly to extend students’ use of mathematical language. 
 
They decided to spend some time in class alongside Maths teachers to gain a clearer 
idea of how the students dealt with the language in context.  The Maths department 
uses an individualised scheme called SMILE.  Pupils work through cards on their own 
for many of the lessons.  On completion of each card, girls are expected to write a 
‘Maths Fact’ that explains the work they have done.  The Maths teachers felt that 
these written notes were often of poor quality and that many of the EAL students 
were unsure of how to write in the appropriate style.  The language specialists also 
felt that, in order to develop their academic writing, pupils needed to have a chance 
to explain to each other orally first.   
 
Both of the researchers had followed and used the Key Stage 3 Literacy across the 
Curriculum training materials and also Stepping Out, a literacy training resource from 
Western Australia.  They wanted to present to the department a model lesson that 
was based on good practice outlined in these resources, and that included elements 
of modelled, shared and guided writing.  They devised a teaching sequence 
(Familiarisation � Identifying Features � Teacher Modelling � Guided Writing � 
Independent Writing) and presented it to the Maths department during a twilight 
training session.  They also analysed the language demands of the subject area at 
Word, Sentence and Text level.  Their work was well received by staff, who asked 
them to demonstrate the lesson with each of the Year 7 classes in turn.  The Maths 
teacher would share in the delivery, clarifying any Mathematical points.  The 
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demonstration lesson took 75 minutes in total, and pupils worked through two 
SMILE cards during the lessons.  The writing task was supported by a series of 
Maths Facts Writing Prompts, which helped to ensure that every student had 
completed one detailed Maths Fact by the end of the lesson.  Pupils themselves felt 
a greater sense of achievement having produced a more appropriate piece of 
writing, and monitoring will continue to check on the longer-term effect of the work 
on achievement in Maths.  
 
 
Group 3: Negotiating Cultures of teaching and learning in ethnically 
diverse classrooms 
Jean Conteh and Ishrat Iqbal, Department for Teacher Education, 
Bradford College.  
 
The seminar reported part of the findings of a small-scale 'ethnography of 
communication' which was carried out to trace the experiences of a small group of 
successful bilingual learners in home, school and community contexts as they 
progressed through Key Stage 2.  The chief aim of the study was to identify factors 
which seemed to underpin the children’s success as learners in mainstream 
classrooms.  The data necessarily covered a wide range of contexts involving the 
children, their teachers and their families.  One of the presenters was able to speak 
directly from her own experience as a successful multilingual learner, and now 
teacher, in mainstream settings. 
 
The focus of the seminar was on the children's own viewpoints, revealed through 
their talk.  Examples of two kinds of talk were shown:  
 
1. Small-group interaction when engaged in a science problem-solving activity in 

the classroom.  
2. The children’s talk in informal conversations.  
 
The first revealed the ways in which the children were able to co-construct the 
knowledge and the scientific processes involved in the task in personally and 
culturally meaningful ways.  The richness of this was contrasted with the superficial 
nature of the children’s understandings revealed in the written texts they were 
required to complete as evidence of their ‘achievement’ in the activity.  The second, 
less formal kind of talk, showed the children’s strong engagement with community 
and cultural events, their sense of belonging, their confidence and skill in 
constructing narratives about these events and their ability to mediate these events 
for outsiders.  In addition, a conversation where the children were engaged in 
reading a text in Urdu showed their ability to transfer skills acquired when learning 
to read in English to the task of reading a different language and script. 
 
The main conclusion from the study was that the ‘successful’ learners were those 
who were able to move confidently between the cultural and linguistic worlds of 
home and school, constructing their own ‘routes’ to knowledge.  In effect, these 
children are able to function ‘biculturally’, positively supported by teachers and 
parents (and other adults) alike.  Some implications of the findings for pedagogy, 
both for primary teachers and teacher trainers were raised. Teachers need to respect 
and value what children bring to the classroom, and understand the role of culture in 
learning.  This indicates the need for a curriculum in teacher training which 
recognises these issues, and for more teachers who share the cultural backgrounds 
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of children from different ethnic backgrounds, in order to mediate the worlds of 
school and home, and inform teachers who do not have the advantages of bicultural 
experience.  But this will require a much broader vision and model of professionalism 
than currently exists in official policy, and a recognition of ways in which difference 
enhances, rather than impedes, learning. 
 
 
Group 4: Bilingual children’s language and literacy development in 
English: pedagogy, learner identity and racial equality 
Manjula Datta, Senior Lecturer in Primary Language (Bilingualism), 
University of North London School of Education 
 
Manjula’s talk was based on her research on children’s bilinguality and literacy 
development in school, the outcomes of which are published in her book, Literacy 
and Bilinguality: Principles and Practice, Continuum, 2000.  Her seminar 
focused on two main aspects of her research: bilingual children’s anxiety about 
English and teachers’ concerns about their inferential and writing skills.  The 
discussion revolved round the poem Spinner, part of the Key Stage 2 1999 SATs 
Reading Comprehension and Writing Test.  Many bilingual children were distressed 
when faced with this text and had difficulty in searching for its hidden meanings.  
The teachers too were concerned about bilingual children’s inability to read beyond 
the literal, and their difficulty in retaining words in memory from text or engaging in 
sustained narrative speech.  The teachers also wanted to know how they could 
encourage children to use their reading experiences in writing.  All the teachers 
commented that the SATs text for reading was ‘unfair for inner-city children.’ 
 
Manjula’s response was presented at three levels, 

• To look at what cognitive and linguistic resources bilingual children bring to school 
learning.  

• To consider in depth what literacy means, and how children’s cultures and literacies - 
the way children understand, organise and construct the world - are closely 
intertwined.   Some of the reasons why bilingual children could not respond to 
Spinner were discussed.  Bilinguals operate within and between at least two 
languages and two cultures, however well the two worlds are integrated in bilinguals’ 
heads.  The seminar considered strategies for including these in school literacy 
learning.  Examples, taken from the writing of three five-year-old children, were 
discussed in detail. 

• The main focus of the talk was on integrative strategies and older bilinguals 
literacy learning.  The seminar considered the importance of moving from ‘word-
centred meanings’ to ‘image-centred meanings’.  Manjula talked about how 
imagination acts as an ‘image making and a thinking tool’ for bilinguals’ learning and 
reading literature and producing literary texts, and how imagination alongside close 
questioning technique allows bilinguals to incorporate meanings from both their 
worlds.  ‘Imagination has no language barrier’ for learning to occur at a personal 
level.  This allows bilingual children to understand and construct literary texts deeply 
at personal level.  The children used imagination to visualise metaphorical language 
and think about the significance of it in relation to episode, text or poem.  They also 
looked at sentence and word level work embedded in the text.  Imagination with 
inferential questioning to relate to self became a deeply empowering tool and a 
moving experience in their high-level literacy learning.  Many examples from 
children’s work were shared at the session. 
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Manjula concluded by quoting from her book: ‘There is widespread misconception 
about minority children’s home language and literacy experiences in relation to 
school learning.  One of the major problems has been that educators have taken the 
view that any child that speaks differently is deficient in language ability’, despite the 
fact that linguistic study reveals that all languages and dialects have ‘systematic 
phonology, grammatical structure and vocabulary’ (Goodman, 1982).  Commenting 
on compensatory education programmes for pre-school [minority ethnic] children in 
America, Bernstein (1972) noted, ‘If children are labelled culturally deprived, then it 
follows that the spontaneous realisation of their culture, its images and symbolic 
representations, are of reduced value and significance. Teachers will have lower 
expectations of children, which the children will undoubtedly fulfil’.  This results in 
confusion and an ultimate vacuum in receiving and interacting with symbolic 
representations in English. 
 
 
Group 5: Language and Literacy practices in Gujerati / Urdu speaking 
families 
Raymonde Sneddon, University of East London 
 
Raymonde outlined her study into the language and literacy experiences of 36 
children, aged 3½, 7 and 11 from a Muslim, Gujerati speaking community in North 
East London.   She examined the relationship between the early language and 
literacy experiences of the children in their homes and community and the children's 
experiences and achievement in school. The study also considered the impact of a 
supportive community centre on the families' social networks, their language use and 
first language maintenance in the children.  Eighteen children in her sample, 3 boys 
and 3 girls in each age group, were members of families who used the community 
centre.  Eighteen other children, again 3 boys and 3 girls in each age group, were 
members of families who did not use the community centre, often because they lived 
too far away.   
 
Raymonde interviewed the parents and children in their homes, supported by a 
Gujerati speaking research assistant, Sakina Hafesji, to determine how and when 
they used Gujerati, Urdu and English.  She also interviewed and recorded the 
children retelling stories in school.  One of Raymond's main findings was that  the 
children whose families were involved in the community centre maintained their use 
of their first language as they progressed through primary school to a much greater 
degree than those who did not go to the centre.  
 
Following the presentation, there was a lively discussion on some of the themes 
raised. 
 
 
Group 6: Developing Higher Order Language and Literacy Skills for raising 
achievement of EAL pupils at Key Stage 2 SATs 
Judy Shepherd, Surrey Intercultural and English Language Service   
 
This project was based on work with largely isolated EAL learners across Surrey. It 
was funded by the TTA and should shortly be accessible on their website.  Its aims 
were to find common patterns of linguistic difficulties for EAL learners in Key Stage 2 
SATs, and to find strategies to improve teaching and raise achievement.  It took as 
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its hypotheses that EAL pupils are under-attaining in Key Stage 2 SATs, and that EAL 
learners need to develop higher order literacy skills 
 
In the study, data was collected through questionnaires to all schools in Surrey with 
identified EAL learners in Year 6, interviews with five Year 6 teachers, and an 
analysis of past SATs papers in the target schools, together with the results of 12 
EAL learners and a control group of 12 non-EAL learners.  These showed a common 
pattern of linguistic difficulty for EAL learners, with EAL learners making significantly 
more errors in each of the identified error areas than non-EAL learners.  A further 
finding was that mainstream teachers relied heavily on specialist EAL teachers to 
raise the achievement of EAL learners, even though such support was only 
peripatetic, and liaison between EAL and class teachers was a key factor in raising 
achievement.   
 
Teaching strategies used to address difficulties included activities to promote 
semantic agility, including looking at patterns of word relationships/meaning (for 
example, the different way that the word ‘hand’ can be used).  In SATS papers 
words are frequently used ambiguously and learners often have to make inferences 
which go beyond the words in the text, so pupils were encouraged to move away 
from a total reliance on finding key words.   More generally, the study showed the 
importance of ensuring that appropriate background information about EAL learners 
is collected, and that appropriate grouping strategies are adopted.  Parental support 
was also shown to make a positive difference, so parental meetings were organised 
to talk about the SATs and how parents can support their children (including the use 
of commercially published material aimed at parents). 
 
The need for the development of appropriate long-term strategies to raise 
achievement was highlighted by the project.  A particular area for review would be 
the teaching of reading to EAL pupils, and it is clear that raising the achievement of 
bilingual learners is dependent on appropriate assessments, evaluations and target 
setting, informed by good EAL practice.  Best practice should combine whole school 
cross-curricular EAL policy with informed distinctive EAL strategies matched to 
accurately assessed individual needs.  Full parental involvement is also integral to 
this. 
 
 
Discussion Groups and Plenary 
 
In the second part of the Seminar session, groups were asked to consider three 
questions, in the light of Professor Cummins’ address and the seminar presentations: 
 

1. What are the power relationships in the classroom that we can identify 
and how do they influence underachievement? 

2. What kind of teaching would help learners to develop critical literacy and 
how would this relate to identities being negotiated in the classroom? 

3. If teachers and researchers are to help create a more equitable society 
they must communicate with parents and communities, with the wider 
world.  How can they do this?  

 
Discussions were wide-ranging, and in the feedback session, the following points 
were made: 
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� find a way to use power relationships to develop ‘equal status/partnerships’ with 
teachers, pupils, community schools and the wider community (e.g. talk, 
collaborative learning, home-school liaison)  

� recognise the negotiation that ethnic minority children have to do on a daily 
basis and the implications of this for ITT and CPD 

� work on increasing the status of community languages, the knowledge of them 
by the monolingual community, and recognise their role in personal identity 

� formulate and take control of the agenda – for example by making full use of the 
opportunity now available for EAL/EMA teachers within the KS3 National Strategy 

� use statistics to further our cause and to challenge unsupportive management 
� individually and collectively challenge ‘orthodoxies’ which we believe to be poor 

practice 
� support, partner and so influence colleagues 
� challenge locally and nationally the replacement of teachers by support 

assistants  
� network to share information and empower ourselves  
� produce ‘vignettes’ on making change – what works? 
� set up NALDIC groups on specific issues and disseminate any successes  
� identify and work on school hierarchies, especially in relation to the status of 

ethnic minority/EAL staff/children 
� work to address wider societal issues related to the experience and status of 

ethnic minority children 
� understand how the hierarchy in a school is modelled by the headteacher – 

coercive / collaborative 
� develop the role of parents 
� use resources such as ‘What’s in a Word’ (Nora McWilliam) for developing critical 

literacy  
� be positive, take risks, be brave, be imaginative, don’t make assumptions about 

backgrounds, languages, identities 
 


