


Plan for the talk

1. Contexts 1: local and global – superdiversity 
in multilingual cities

• Contexts 2: tensions between ‘diversity’ and 
‘inclusion’ in national policies

• Research methodologies and frameworks
• Research strands and findings
• Some conclusions – issues and implications 

for teacher education



Part 1- Contexts 1: 

Superdiversity in multilingual cities



Global voices in local spaces – 
nothing new: Arbeia Fort



Bradford























Pupils originally from central and eastern 
Europe in Bradford schools
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Understanding diversities over time
1950 onwards:
• New Commonwealth citizens – post-colonial 

migrations
• Refugees and asylum seekers
• Other professional workers and families

From 2000 onwards:
• EU citizens – rights of residence and many social/

educational entitlements
• Skilled migrants from everywhere
• Huge growth in global media (e.g. the Kashmir 

earthquake: http://news.bbc.co.uk/go/em/fr/-/1/hi/england/
west_yorkshire/4325252.stm 



 ‘Circular migration’ Vertovec (2007) over 
recent years has led to ‘superdiverse’ 
contexts, where it is important to 
consider the interplay among a wide 
range of factors that affect community 
interactions and social provision.

 We need to move beyond 
‘multiculturalism’ and the iconic variables 
of race, class and gender …..





 Part 2 - Contexts 2: 

Tensions between ‘diversity’ and 
‘inclusion’ in national policies



The current national scene in 
England

 About 15% of pupils in mainstream schools speak 
other languages besides English at home (‘EAL’ 
learners)

 Approximately 350 different languages are spoken 
by pupils in mainstream schools

 75% of primary schools have ‘EAL’ learners

 100% of secondary schools have ‘EAL’ learners

PLASC data (Schools Census, 2011)



Who do we mean by ‘EAL’ learners?
• Advanced bilingual learners – learners who are usually 

second and third generation members of settled ethnic 
minority communities 

• Pupils new to English  - learners who are recent arrivals 
and new to English, some with little or no experience of 
schooling, others who are already literate in their first 
languages 

• Isolated learners - Learners who are in school settings with 
little prior experience of bilingual pupils

• Asylum-seekers and refugees - learners whose education 
has been disrupted because of war and other traumatic 
experiences

• Sojourners - learners whose parents are working and 
studying and are in England for short periods of time 
(could also include migrant worker families and travellers



I have never said, or implied, that lack of fluency in 
English was in any way directly responsible for the 
disturbances in Bradford, Burnley and Oldham in the 
summer of 2001. However, speaking English enables 
parents to converse with their children in English, as 
well as in their historic mother tongue, at home and to 
participate in wider modern culture. It helps overcome 
the schizophrenia which bedevils generational 
relationships. In as many as 30% of Asian British 
households, according to the recent citizenship survey, 



Historic contradictions in policy

1975
THE BULLOCK REPORT
‘A language for life’

• Bilingualism an asset
• Cultural and social 

aspects  recognised
• Moving towards 

‘additive bilingualism’

1985
THE SWANN REPORT
‘Education for all’

• ‘Equal access’ 
ideology

• Separation of school 
and community

• ‘Transitional 
bilingualism’



Education policy in England - 
diversity and inclusion?

 Conflicting  policy paradigms:
   The celebration of ethnic and linguistic 

diversity
   and
 The ‘universal’ model of language 

development and assessment

(Safford, 2003)



The National Curriculum - a 
‘monolingualising’ curriculum

Some key features underpinning language provision:
• English as an ‘entitlement’, and a legal requirement, 

for all pupils

• Concern with standard English, accent  and dialect, 
rather than language diversity

• Bilingual teaching and support are seen as important 
only until such time as pupils are confident in English 
(i.e. transitional, rather than additive bilingualism.



A ‘universal model of assessment’?



Bilingualism – the big questions

 Is being bilingual an asset in education, or is it a 
problem?

 Should we promote ‘additive bilingualism’ (e.g. 
providing pupils opportunities to use L1 in their 
learning, recognising and valuing languages 
they speak and write outside of school)



 In the twenty-first century we are 
aware of the linguistic complexity of 
the world, in which monolingual 
schooling seems utterly inappropriate.  
Language differences are a resource, 
and bilingual education in all its 
complexity and forms seems to be the 
only way to educate as the world 
moves forward.

 (García, 2009:16)



Part 3

Research methodologies and 
frameworks




 Understanding how the intersections 

across research, policy and practice in 
England  influence the educational 
experiences of bilingual learners and 
teachers and offer ‘safe spaces’ to 
construct opportunities to succeed.





• A sociocultural model of learning, where the ‘funds of 
knowledge’ (Gonzalez et al. 2005) concept of community 
resources takes a central role.

• Identity negotiation and performance as a vital aspect of 
educational success (Cummins, 2001; Garcia, 2009).

• Languages as ‘sets of resources called into play by social 
actors’ (Heller, 2007) in order to ‘make possible the 
social reproduction of existing conventions and relations 
as well as the production of new ones.’



An ‘ecological’ model of the child 
and her learning

(Conteh, 2003) 



Those of us who have been outsiders 
understand the need to be seen exactly as 
we are and to be accepted and valued. Our 
safety lies in schools and societies in which 
faces with many shapes can feel an equal 
sense of belonging. Our children must grow 
up knowing and liking those who look and 
speak in different ways, or they will live as 
strangers in a hostile land.

Paley, V.G. (1979) White Teacher. Cambridge, Mass: Harvard 
University Press



Part 4

Research strands




• From codeswitching to ‘translanguaging’ (Garcia, 

2009).
• ‘Home languages’ in school (Kenner et al. 2008)
• ‘Bilingual teachers’ in mainstream schools (Conteh, 

2007b).
• Complementary schools and community-based 

research (Blackledge and Creese, 2010).







Sameena’s strategies in maths

 Sameena (aged 8) explains how she ‘performs her 
identities’ as a good maths learner in her mainstream 
numeracy lesson:

 ‘We had to count in fives, so I did it in my 
head in Punjabi then I said it out in 
English …. eek, do, teen, cha … twenty-
five … chey, saat, aat, nor …. thirty …. 
eek, do, teen, cha ….. thirty-five …’



Home languages in school - evidence 
from classroom-based research

 Children want to be able to use their home languages 
for learning in school

 Working in both languages can enhance children’s 
learning, in the following ways:

• Understanding a concept in one language can be 
used to help a similar idea in another language

• Mathematical concepts, in particular, are enriched 
by thinking in more than one language

• Bilingualism gives children a heightened 
understanding of how language works



Minority ethnic, bilingual teachers

• Currently, about 4% of the qualified teaching 
workforce are ethnic minority and bilingual, though 
there are many bilingual TAs, CAs and support 
workers

• The models of teacher professionalism and teacher 
education do not recognise the diversity of personal 
attributes, understandings and skills that bilingual 
teachers could bring to the profession.

• Bilingual teachers’ language and cultural knowledge 
are potential professional strengths which need 
fuller exploration.

(Conteh, 2007a) 2007b), 2010)



Complementary/supplementary schools
Research shows the importance of complementary 
schools for bilingual learners. They provide:

•‘safe spaces’ for learning bilingually and 
 multilingually

•‘a sense of belonging’ for pupils and their families

•‘a community that supports pupils practically, 
 socially, emotionally and spiritually’

•‘support through strong ethnic identity and 
 community attachment’

(Blackledge and Creese, 2010)















Building on community ‘funds of knowledge’









Working with families













From the case studies:
the children’s views about languages

 … when the teacher asks me to translate for 
someone who can’t understand, I feel proud … 
it feels like you’re helping somebody ….

  … I’d like to have more languages in school …

 … it’s hard to speak Punjabi because I can’t 
remember much ... I speak most of it to my dad

(Shahid, aged 10)



The parents’ views (1) – 
maintaining first language

• It’s good for my child to hear his teacher speaking 
Punjabi. 

• … speaking Punjabi helps them to interact with their 
grandparents … if we go back home now, they’ll pick 
up a lot.

• We have been trying very hard to use Punjabi as our 
first language

• He’s got a lot more confident in big school after 
coming to the classes.



The parents’ views (2) – learning in 
the family context

• She’s always said to me what a lovely time she’s had 
at the classes – she gets her lunch box ready the night 
before.

• He loved the cooking classes … he wants me to teach 
him how to do atta at home.

• I have noticed I would overlook opportunities, but 
now I try and motivate myself and my children.

• I’ve learnt that understanding my family is very 
important.



The bilingual teachers’ views- 
bilingualism as a resource

• I am a bilingual teacher. My bilingualism is an 
important part of who I am.

• I think my background influences me to the extent 
that I can relate to those children who feel they have 
dual identities and are unsure about where they 
belong.

• I use bilingualism a lot and I feel that the children do 
appreciate that … I don’t know somehow, but their 
behaviour changes, … they’re much more accepting 
towards you because you’re identifying their identity, 
their culture … you’re at one with the children. 



Some mainstream teachers’ views - 
contradictions

• I was really impressed by the creativity involved 
… it’s a really good idea, what he’s been doing, 
he was telling me about the city you’re building 
… it’s doing him the world of good.

• We’ve got different languages in this classroom, 
so we only allow them to speak English, to avoid 
any confusion and conflicts.



Links between complementary 
and mainstream? 

• Dissonance between community and school 
cultures, particularly for KS1 pupils.

• Differences in perceptions of the children by the 
complementary and mainstream teachers. 

• Mainstream teachers’ lack of knowledge of 
complementary classes, children’s languages, etc.

• Policies in some schools actively discourage 
language diversity and multilingualism.



Part 5

Some conclusions – issues and 
implications for teacher education



• Changes in national policy don’t necessarily lead to changes in 
local practice – there is a need for sustained conversations with 
policy-makers, rather than the collection of ‘vignettes’ and case 
studies.

• There is a need to continue developing research methodologies 
which recognise the different kinds of knowledge and power 
brought to the questions by all participants.

• Bilingual teachers’ language and cultural knowledge are potential 
professional strengths which need fuller exploration.

• There are potential benefits for all pupils in a system which 



What can we do in ITE?

• Develop students’ theoretical understandings of 
learning and languages.

• Develop students’ cultural awareness and 
knowledge. 

• Provide real experiences – get students out of their 
comfort zones and talking with children and 
families.

• Recruit and retain more minority ethnic students –  
by valuing their diversity, not attempting to 



For further discussion, please get in 
touch:

j.conteh@leeds.ac.uk

Thank you !

mailto:j.conteh@leeds.ac.uk
mailto:j.conteh@leeds.ac.uk

