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PREFACE 

Challenges of Teaching English to the Speakers of Other 
Languages (TESOL) in English as Foreign Language (EFL) 

countries have been highlighted consistently throughout the 

years. Global interactions and collaborations have put the 

English Language in the limelight and lack of proficiency in this 

language is often considered as a setback in many settings. Issues 

and concerns of TESOL in EFL countries are linked directly to 

differences in the learning and teaching approaches that need to 

consider established and emerging benchmarks (good practices). 

This is a contentious view that the author considered worthwhile 

to investigate. 

At the commonsensical experience level of the author, there 

appeared to be significant differences in the U.K. and EFL 

countries. Following this a comparative case study of the 

U.K. and Pakistan was carried out. The findings were then 

implemented succinctly in Malaysia. This book discusses how a 

quality audit framework was developed using a grounded theory, 

benchmarking approach in an  iterative process. The outcome of 

this book is a validated TESOL Quality Audit Framework also 

ltnown as  TESOL Benchmark Framework. 
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The objectives of this book are: first, to describe the extent and 
nature of the current good practice of TESOL in selected schools 

(with large ethnic majorities), in Birmingham, U.K., at  primary 

school level; second, the use of the frame of reference (The TESOL 

Benchmarks) to compare and contrast the two TESOL situations 

Birmingham and Lahore, Pakistan to improve the provision; third, 

implementation of the most relevant benchmarks in Malaysia 

and based upon that experience, review MFL provision in UK in 

order to suggest some improvement strategies. 

Whilst the U.K. case studies validated the TESOL Quality Audit, 

the Lahore case studies demonstrated significant differences, 

especially the absence of many quality standards. These 

differences may be called deficiencies, given that this book also 

demonstrates that good TESOL is required for good primary 

education. Surprisingly, during the pilot study in Malaysia similar 

quality deficiencies were revealed. The administration of the audit 

(TESOL Benchmarks Framework) also indicated that Malaysian 

schools need to reconsider the fundamental philosophy of TESOL. 

They should redefine roles of teachers and head teachers, pupils, 

use of resources (including those already present), parents, use of 

classroom and school environment. A move from teacher-centred 

approaches to learner-centred approaches is deemed necessary. 

Learning and teaching in English at  Kindergarten and Primary, 

where English is not the mother-tongue is quite specific and 

challenging, because first, both the teachers and children a t  this 

level are non-English speakers; second, both need a lot of support 

t,o perform tasks and activities in an alien language learning 

si tun  tion; and third, these children need supporting school 

Preface 

environment to accept the transition from home to school and 

from no English to survival English. 

An action plan (real-life projects) based on mainly "management 

of learning and Teaching" and four underlying principles: zone of 

proximal development, teacher pupil involvement, use of real-life 
functions and active language practice for Malaysian schools was 

recommended and followed. The small user-friendlier projects 

were applied in real learning situations to enable the teachers and 

children to quickly adopt English as a foreign language in their 

classroom interactions. In one school day, the approach exploits 

the use ofreal objects, real words, real life situations, comparisons, 

poems, riddles, props, readers and real stories (refer to the 

sample). The execution of real-life activities provide experiential 

learning journey. In this approach, learning is affected through 

extensive use of simple but frequently used functions depicting 

real-life processes culminating in a successful end. Each project 

has an input (e.g. bun, cucumber, egg, ketchup), process (e.g. cut, 

put, pack) and output (e.g. burger). 

Similarly, a current review of literature indicates some serious 

weaknesses in the MFL provision with respect to planning, 

curriculum, less exposure, teacher training, delivery in classroom, 

progression, transition (from English to French), assessment and 

intercultural aspects. These inconsistencies and concerns are 
i~f'fecting the progress of MFL a t  KS2. MFL learning and teaching 

should be taken as research project emphasising not only project 

management aspects but also quality, transition and benefit 

rc?wlisation aspects. Moreover, curriculum and methodology 

vii 
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~iclcd to consider intercultural, trans-lingual and intra-lingual 

(hmiliar words to phrases to sentences to paragraphs) aspects. 

TI~cre is a requirement to formulate a generic starterheginner 

course using French (the majority language) as  a model to be 

emulated for other foreign languages such as German, Spanish, 

Italian and others. The first aspect is to capitalise on 'transition'. 

This transition is from English to French for pupils and English 

teaching to French teaching for teachers. That means the French 

provision may include specific content to help both pupils and 

teachers. This transition is easy because English has 30% French 

words. This chapter explains effective use of TESOL benchmarks 

in the selected Birmingham schools. I t  describes a typical learning 

and teaching session utilising the benchmarks, action plan for 

Birmingham schools, MFL Challenges and improvement plan 

for MFL. Finally, the conclusion includes TESOL curriculum 

improvement strategies for the three countries and four different 

situations. 

. . . 
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ENCOURAGING MULTICULTURALISM 
IN TESOL 

'1'0 improve TESOL provision in Pakistan, UK was selected as a 

I)chnchmark to identify good practices in TESOL. In this regard, 

tU(~vic?w of literature, observation, interviews and policy documents 

t*chview were carried out in Birmingham, UK. This chapter 

c~xplains how UK brought Pakistani ethnic majority children to 

I 1 1 t h  mainstream education. 

'I'llcre are substantial differences between the approach used 
i l l  TESOL in English as Foreign Language (EFL) countries 

r ~ n t l  the United Kingdom (Blundell, 1989). Harber (1993) also 

~iotes weaknesses in TESOL provision such as ineffective 
~~tl~ninistration and planning, indecisiveness and authoritarian 
111;inagement in many developing countries. For instance, in 

I':~ltistan the traditional curriculum approaches have resulted in 

I I I C L  pupils' English language performance being unsatisfactory 
rtnd lacking in progression (Hafiz and Tudor, 1990). Anjum in 

I!i~umgardner (1993) believed that this is due to an old TESOL 
( - 1 1  rriculum with unqualified, low paid and untrained teachers. 
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Baumgardner (1993) also indicates that little attention is paid 

to innovative teaching methods. The faithful reproduction of 

teachers' notes in examinations is preferred and there is more 

emphasis on the development of memory skills and less on 

thinking faculties (often called functional literacy). Iqbal (1995) 

similarly throws ample light on Pakistan's long recession 

in education whilst Hargreaves (1997) notes the absence of 

creativity, investigation and application in the curriculum which 

are particularly important in the early years. 

To assist in the solution of TESOL problems in Pakistan, it  was 

considered worthwhile and appropriate to study the TESOL 

provided to Potential English Proficient Children (PEPC) in a 

sample of Birmingham Schools, in order to carry out a comparison 

with counterpart children in Lahore, Pakistan. Birmingham 

based PEPC, who used to be underachievers (Townsend, 1971) 

have started showing improved performance (Ashby et al., 1995). 

Lately, Ofsted (2012) praised Greet Primary School (one of the 

Mirpuri ethnic majority (95%) schools in Birmingham) for the 

outstanding performance. This suggests that the TESOL system 

in the U. K. generally is more effective than in EFL countries 

such as Pakistan. The focus of this book is identification of action 

points for the future development of TESOL in Pakistan and 

other EFL countries. 

Mother Tongue and Bilingualism 
Tn Birmingham, UK, multiculturalism was embraced by the then 

chief education officer saying, "Birmingham will be the place 

l o  which other cities turn in order to learn how to create and 

Encouraging Multiculturalism In Tesol 

1 1  I I I  in tain both racial harmony and high educational standards" 

( I {righouse, 1993194). Obviously, this kind of encouragement 
I f ~ l  to multilingualism and bilingualism. This racial harmony 

~~chc-cbpted mother tongue of all the ethnic groups along with their 

rv1sl)cctive cultures as to be utilized in TESOL. 

'1'110 use of the term mother tongue (MT) needs explanation. 

M t ~ n y  MT projects have been named after this term, for example, 

M( )'VET (Mother Tongue and English Teaching Project 1978-80 

I loscribed in Fitzpatrick 1987) and MTP (Mother Tongue Project 

1 !)H 1 described in Tansley (1986)). Tansley (1986) uses the term 

M'l' 8s an  interchangeable with 'first language' (Ll). The mother 

fonjiue can be a dialect as  well as a standard language. This 

,111ggests that it is safer to use the term MT instead of L1 as it 

c1ovc>rs this range of differences more fully. 

At ltl i tionally, however, a PEPC who uses more than one language, 

Irowcver inadequately, may still be called bilingual. This follows 

Il'it.zpatrick (1987) who argues that a person who displays any 

lilt i l l  in listening, speaking, reading or writing in functioning 

i l l   nothe her language other than his mother tongue should be 

~.cy:;lrded as  bilingual (Fitzpatrick 1987, p. 14). 

I !i l i ngualism is a word that  has differing meanings (Skutnabb- 

ICt~ngas, 1981; Beardsmore, 1982; Abudarham, 1987; Pohl in 

Il:lnmerson, 1995) and a variety of interpretations. Pohl (1965) 

rillid that it  is difficult to refer to a perfect bilingual as these are 

ilnl)lied in value judgements of linguistic ability which are often 

I l i l'licult to circumscribe (Pohl in Emmerson, 1995, p. 18). 
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Emmerson (1995) in her study on PEPC learning too failed to 
find a consensus of opinion in terms of defining bilingualism. 

The definition of Fitzpatrick (1987) given above, however, seems 

practical because it  leaves open the question of the degree of 

bilingualism or mastery of each language and avoids the need to 

establish the level of performance that is relative and varying. 

Bilingualism, for example, varies from knowledge of a few words, 

with bare fluency, to a fluent level and vice a versa. Moreover, the 

definition can accommodate (second language) L2 learners who 

only show proficiency of L1 in speaking and listening skills. 

There are, however, different kinds of bilingualism. Lambert 

(cited in Landry and Allard, 1992, p.518), for instance, considers 

bilingualism in a social context and identifies 'additive' and 

'subtractive' bilingualism. Where bilingualism is viewed as 

contributing to an individual's growth by offering him access 

to other cultural communities, it is referred to as additive 

bilingualism. The PEPC, however, show subtractive bilingualism 

because of the gradual replacement of MT by English. 

Bulwer (1995) has named Asian bilingualism as 'folk bilingualism' 

since it is a bilingualism that occurs where a significant linguistic 

minority is surrounded by another dominant language and culture. 

He states that examples of 'folk bilingualism' in Europe are the 

Turkish workers in Germany or families of Indian, Bangladeshi 

or Pakistani origin in Britain (Bulwer, 1995, p.461). 

In reality, the PEPC are involved in English language learning 

since their early repertoire, in all probability, consists of Punjabi 

r~nd some English. This mixing gives rise to 'Mirpuringles' (Punjabi 

i'trsat Khidmat MaMumat &adem& Encouraging Multtculturalism In Tesol 
I INIVERSITI MALAYSIA SARAWAK 

(Mirpuri) and English) who have some level of proficiency and 

I(  rowl ledge in both the languages. Wong-Fillmore (1991) suggests 

~ I I I I ~ ,  sccond language learners have a special resource that is 

r llcy have a prior language which works as the means to make 

cvlrlc~nt.cd guesses about what people are likely to talk about or 

r ~ r r  y in ;I variety of situations (Wong-Fillmore, 1991, p.55). 

' I ' l l i ~  process of code switching has been described as inter- 

I I I I I ~ : I I ~ I ~ ~  (Selinker, 1992; Baumgardner, 1993; Cook, 1997). 

( i v c b l i  that the majority of the Asian parents in Birmingham are 

I I 1lcl111 ployed (Akhtar, 1996; Anwar, 1996) their concerns remain 

Ir~c~r~lisc~d in focus. Furthermore, the parents of PEPC have a low 

I ~ I  l r I ( - r  1 (.ion level being from working class communities (Morris, 

1!)Hr1; Siraj-Blatchford, 1994; Dhashmana 1994). These accounts 

I I I I ~ : ~ : ~ Y ~ .  that the parents generally speak Pakistani languages, 

I l 1 ~ r l 1 1  or  Punjabi with their children at home but use limited 

I l : ~ \ ( : l  is11 outside the home. 

I t 1  t.chr-language Influence and Second Language 
Ac'clu isition 

' l ' l ~ ~  ~)t.occss of interlanguage of English and Urdu or Punjabi has 

lrivt111 rise to lexical borrowing by 'Mirpuringles' in Britain. Tallat 

i I I 1 \rtu mgardner (1993) explains the reason for Mirpuringles and 

I l 1 1 1 i l .  Ivxical borrowing as due to a smaller number of domains 

111' IlHrIgc? in UrduIPunjabi language to encode a range of ideas. 

I I I  ortlor to fill these lexical gaps English words are borrowed 

(I(c~lln~i~n, 1991). This borrowing is path to L2 acquisition and 

I I ~ I I ~ I ~ ~ I I ~ .  
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Many bilingual children have surface fluency (Cummins, 1980, 

1984; Skutnabb-Kangas, 1981). Surface fluency is what Cummins 

distinguishes as BICS (basic interpersonal communication skills 

as distinct from CALPS (cognitive academic language proficiency 

skills) required in education. A first language can aid concept 

development in a second language. A young child, however, who 

is unable to use hislher mother-tongue in school may, therefore, 

be disadvantaged in the process of learning the second language 

(English), though this remains to be proven. The use of a cross- 

cultural text, however, which contains both minority language 

as  well a s  dominant language words suggested by William and 

Woodall (1996) for higher level L2 learners may be appropriate a t  

lower primary levels too, especially if interest and achievement 

levels are catered for in the context of realistic learning 

environments. 

Mother  Tongue i n  Potent ia l  English Proficient Children's 

Learn ing  

The underachievement of PEPC continues to concern the 

national and local education authorities. Many TESOL research 

projects have been carried out (DES, 1975; DES, 1985; Morris, 

1985; Tansley, 1986; Fitzpatrick, 1987; Clark, 1990; Chatwin, 

1991; Hamilton, 1992; Mills and Mills, 1993; Khan, 1994; Verma, 

Corrigan and Firth, 1995; Emmerson, 1995 and Kubata 2001). 

The outcome of these projects was varied partly due to the large 

number of variables involved including socioeconomic variables. 

This in itself suggests that a single approach to Second Language 

Acquisition (SLA) may not be appropriate. The majority of.the 

projects, however, favoured the use of MT to enhance SLA. 

Encouraging Mulricuhuralism In Tesol 

I I;tmilton (1992) influenced by an assumption of the vital role of 

M'I', suggests that teachers should learn the MT of PEPC. This 

~-olnains contentious, given the number of first languages that 

(*iln be involved. A PEPC, for example, comes with a variety of 

~ninority languages - PunjabiIUrdu; Bengali, Pashtu and Gujrati 

( l ' ( ~ l  and Bell, 1994) which suggests a need for teachers to have 

M'I' capability in all those languages. Learning of some key words 

r~nd sentences, however, could make language learning effective 

( I  l illnilton, 1992). 

Morris (1985), moreover, notes the mixed feelings of parents over 

i 1 1 ( i  use of MT. Immersion programmes (Wortman and Matlin, 

I !)!)5) often are a more acceptable proposition to them. Hamilton 

( I !)0:3) expresses the feelings of the parents during a Community 

I '1.oicct by stating that although parents wished their children to 

I r  r r I in tain their first language, there was a general consensus that 

111*o(iciency in English was far more important for their children's 

c a t  l uc-:I tional prospects. Parents insisted, 'Their future actually 

rlrtl)chnds on this language. "English was vital, they said, so that 

I Ilcty (:an get jobs and communicate in England" (Hamilton. 1993, 

l l , l h2 ) .  

' l ' l r i ~  suggests that although parents wish to maintain MT, 

I lloy often insist that the teaching of English be given priority. 

I?il xl):ltrick (1987), Pinsent (1992) and Garton and Pratt (1994) 

t ~ r ~ l ( v l  similar views expressed by the parents of PEPC. The 

rcilr~lllion, however, is more complex still. Mirza and Morsbach 

( I ?)Hh) depicted the background of Pakistani children in Glasgow 

I 11 i 1.1 (ion years ago a t  the time. 
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Their findings revealed that since a large majority (28 out of 31) 

of Pakistani children was born in Britain, therefore they might be 

expected to follow the English used in the primary school without 

any difficulties. In addition, an increased vocabulary seems to 

be significantly related to mothers' competence and handling of 

English (Mirza and Morsbach, 1985, p.434). 

The statement clearly suggests that parents' knowledge and 

competence in L2 contribute to PEPC's learning. Brown (1979) 

too points out that evidence from other countries suggest that 

learning a second language is improved when parents have a 

working knowledge of English. 

The importance of MT in  SLA thus remains contentious. A 

background knowledge of PEPC by teachers covering the two 

main languages (MT and English language) has been considered 

as  an asset @ES, 1975; Pinsent, 1992; Verma, Corrigan and 

Firth, 1995). The selective use of MT in the clarification of certain 

concepts in English language can be invaluable (Skutnabb- 

Kangas, 1981 and Cummins, 1984). This suggests that 

bilingualism not only enhances the learning transfer but also 

enables the teachers to define the zone of proximal development 

of pupils as a springboard for learning (Vygotsky, 1978). The 

use of MT in schools, however minimally, may well enhance self 
esteem, confidence and motivation on one hand and value culture 

and home language on the other. The advantages of bilingualism 

may make schools more willing to support PEPC and evaluate 

the adequacy and appropriacy of classroom methodology and 

materials (DES, 1985). 

Encouraging Multiculturalism In Tesol 

111 !.he development of Teaching of English to Speakers of Other 

I , r~n~uages  (TESOL) the bilingual approach has emerged as 

I I I I ~ ~  of the more useful approaches to enhance second language 
r~clcll~isition (SLA). I t  has become a major issue for progressive 
I ,oi:111 Education Authorities (LEAS) because the majority of 
1 monolingual teachers are unable to understand the mother 
Iol~guc of their minority pupils. In Britain bilingual projects 
ctlllc>rged in the mid 1970s and gained impetus in the late 1980s 
( A  11 nred, 1995), though their influence remains patchy. 

Mother Tongue Provision is Justifiable 
'I'IN~ 13ullock Report (DES, 1975) acknowledged the existence 

I I I '  minority languages a t  junior and primary level as an asset. 

I lowcver, the Swann Report (DES, 1985) emphasised English 

I I I I H ~ ~  upon equal opportunity, stretching the use of MT as far 

f i r 1  secondary level. Fitzpatrick (1987), Chatwin (1991), Clark 

( 1 !)1)0) and Brown (1987) too advocate bilingualism programme 

Ii11. I'EPC based upon positive results of their researches. 

So111o researchers, however, show their concern. Marland (1987) 

rbl)l)oscs the use of home language and claims it hinders L2 
lit~lrning. Tansley (1986) and lately Garrett et al. (1994) have 
1'11 i lod to record any significant improvements in the performance 
r l l '  writing skills by PEPC through the introduction of Urdu as  
1 1  ~nother tongue. Khan (1994) in his research also failed to find 
~~fir l inment in English by the use of home language (Punjabi; 
Mil.l)uri). If MT is not managed carefully, it  can become an 
I I I ) H !  ruction to SLA. Chatwin (1984) in Mills and Mills (1993) 
~ ~ l r l i r r r s  that languages other than English would obstruct or delay 
1 I I I 1 )  i 1's acquisition of English, thus their use would be discouraged 

( (  ' I I I I ~  win, 1984 cited in Mills and Mills, 1993, p.3). 
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't'he same author, however, recommends the use of MT as  an  

essential part of the ESL lesson in another article (see Chatwin, 

1984185, p.16). Many Section 11 researchers, however, such as  

Clark (1987) and Chatwin (1991) recommend the formulation of 

an appropriate policy for bilingualism. The term 'appropriate' 

does not specify the use of the quantity of mother tongue such 

as amount of spoken and written precisely. This is left to the 

discretion of the schools. 

Weighing these views, the researcher is inclined to believe that 

mother tongue helps in SLA. Brown (1987) even based his L2 

learning principles on the principles of L1 learning. He goes on to 

say that becoming bilingual is a way of life. 

While assessing PEPC, teachers need insights into bilingual 

pupils' preschool learning, culture, interest, and motivation. The 

linguistic needs of the Gujrati speaking child, for instance, will be 

different from a Punjabi (Mirpuri or Gurmukhi) speaking child. 

Some MT provisions for PEPC's English language learning can 

be both affective and effective. 

Mother Tongue Is Affective and Effective 

Education authorities have acknowledged the underachievement 

of PEPC and tried to rectify it by offering more English teaching 

support, as noted by Farrel (1990) where a specific educational 

need was clearly identified for the large number of children who 

did not speak English. This need was met with large doses of 

English as  a second language (Farrel, 1990, p.28). 

Encouraging Multiculturalism In Tesol 

Chatwin (1991) and Mills and Mills (1993) too note that the use 

of MT is not only affective, that is, it acts as  a morale booster for 

[.he PEPC. Chatwin (1991) states 

using hornelcommunity languages in the classroom can help 

hilingual pupil's learning and increase their motivation and self- 

(-onfidence (Chatwin, 1991, p.61). 

McGahern (1994) also supported this idea by emphasizing the 

importance of MT in understanding, concept formation and 

clnhancement of motivation. MT plays a vital role in enhancing 

Ilie affective state of the pupils such as self-esteem, morale, 

I(b:rrning, recognition and self-confidence. This is also the reason 

why Cook (1997) gives such an  importance to an  associationist 

111)ln-oach as MT not only helps in the above aspects but also helps 

i l l  making associations (Cook, 1997). 

Monolingual Teachers, Mother Tongue and Culture 
' I ' I \ ( >  TESOL literature shows that a monolingual teacher can help 

I 11 solving the PEPC problem if shelhe learns some key words of the 

M'I' of the pupils. The Linguistic Minorities Project-LMP (1985) 

r l r ascribed in Hamilton (1993) highlights on the responsibility 

1 1  I I (  l role of monolingual teachers in this regard where they have 

11 I-c>sponsibility to acknowledge and inform themselves of the 

I I 11l:iiistic repertoire of their pupils and to understand something 

111'  t I r c k  pattern of their language usage (Hamilton, 1993, p.146). 

' I ' l l i ~  suggests that an  English teacher who knows a child's NIT 

r4111i 1)rovide additional support to the PEPC's English language 

I I ~ I  I I -n  i ng. Cummins (1996) states that human relationships are 

111 I hcilrt of schooling. The interactions between students and 
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teachers and among students are more central to student success 

than any other method for teaching literacy, or science or maths 

(Cummins, 1996, p.1). 

Farrel (1990), for example, emphasized that teachers should 

know the linguistic repertoires of their pupils and recognize their 

dialects in the language work of the school. He also adds that all 

pupils should know about the history and achievements of their 

own culture, be able to communicate clearly in English and in 

their mother tongue, develop a good self-image and have a strong 

and positive sense of their own identities. William and Woodall 

(1996) too elaborate the view that language is experienced as  an 

integral part of culture and everyday life. 

Cummins (1996) maintains that the use of MT and context is 

useful to assess PEPC's level of understanding and learning 

potentials. He explains that a first step in making any input 

more context-embedded is to activate students' prior knowledge 

through brainstorming as  a whole class, or in small groups or 

pairs (Cummins, 1996, p.76). 

Romaine (1995) also emphasizes the importance of context as  in 

conversational skills which can be acquired more easily because 

they are context embedded and children can learn these aspects of 

language through interaction with peers (Romaine, 1995, p.266). 

Klein (1993), however, shows concern that the population of 

Britain has changed radically in the past forty years whilst school 

books have changed little. Fantini (1985) provides a detailed list 

of aspects which help in understanding the needs and interests of 

Encouraging Multiculturalism In Tesol 

1,110 bilingual children. Similar ideas have been noted by Tansley 

( I !)H6), Chatwin (1991), Dougill (1993) and Hazareesingh (1994). 

'I'llis type of 'multicultural education' got a boost in U.K. when 

1 1 1 t h  Swann Committee (DES, 1985) stressed an adequate and 

~~i)l)ropriate response from schools to meet the needs of all pupils, 

I 1 1 r . 1  ilding ethnic minority pupils. Swann (DES, 1985) elaborates 

l i i t i  1)oint of view by giving the example that a history syllabus 

w I1 icuh only presents world history exclusively in terms of British 

111r (brcsts, experiences and values should not be regarded as 'sound 

I~in~ory'. Thus 'Education for All' is as essentially synonymous 

wir 11 good and relevant education for life in the modern world 
(I )ll:S, 1985, p.318). 

'l'lii~ policy suggests that it is the responsibility of the individual 

tcr.liool to incorporate multicultural education in their schools 

I'llr)wnsend, 1971; Chatwin, 1991; Abbott and Rodger, 1994; 

I lr~lic~c~rc!ns, 1997). Some researchers (e.g. Tansley, 1986; Wong- 

Il'i l l rmrc, 1991; Edwards and Redfern, 1992; Khan-Chema, 1996) 

t v l r  I i 111 (.hat there remains a 'tokenistic attitude' or 'piecemeal 

I I I ~ I  rvision' of policy makers towards multiculturalism. 

1 1  wits assumed by the policy-makers (Townsend, 1971 and 

I hlrt.ic:lc, 1977) that, with a temporary period of special provision, 

r r ~ l i a l l  11s intensive English tuition in English language and 

Ih~(:lisI~ way of life, these immigrant 'problems' would disappear 

11  I i r  l 1,hc minority groups would assimilate into the indigenous 

1'1 I l I I I rcl. The emphasis subsequently, focused on other aspects 

r 11' I 111 l'rovement and development such as  buildings, equipment, 

1 1 1  1111r1 school liaison and teacher training (Townsend, 1971; 
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Derrick, 1977; Tomlinson, 1983). I t  was Swann's (DES, 1985) 

flexible and progressive approach to education, however, and the 

implementation of the National Curriculum (Great Britain, 1988) 

that delivered more concrete provision for the PEPC learning 

needs. 

The  Gaps in National Curriculum 
The Education Reform Act 1988 introduced a National Curriculum 

for schools and set Standard Attainment Targets (SATs) for 

students a t  four key stages (ages 7, 11, 14 and 16). At Key Stage 

One (7 years) the emphasis is upon oracy, numeracy and literacy. 

The NC thus emphasises a whole language approach a t  school 

level (Raines and Canady, 1990 and Wortman and Matlin, 1995). 

This introduction of whole language approach has promoted both 

a cross curricular and topic based approach to learning (Tweddle 

and Simpson, 1994) and collaborative teaching including 

bilingual support teachers in the planning of tasks and activities 

a t  classroom and school levels (Hall, 1996). 

Furthermore, Wortman and Matlin (1995) note that to enhance 

the opportunities for student learning, adults must organise 

the environment to facilitate dialogue, demonstrate or model 

processes and concepts, provide support for learning, and 

evaluate or assess. This suggests that the constructivists (Piaget, 

1965 and Vygotsky, 1978) views of whole language: language 

learning is paramount. Reiss and King (1993) however, continue 

to recommend the incorporation of multicultural dimensions in 

the NC. 

Encouraging Multiculturalism In Tesol 

'I'he Swann Report @ES, 1985) mapped out some practical 
xuidelines for schools and teachers to act upon. The report, for 

cbxample recommended that PEPC should learn their English 

!.hrough socialisation in the playground as well as in the classroom, 

I)y the use of visuals, stories, conversation and all the activities 

of their contemporaries. The DES (1990) supports Swann's 

views by suggesting that 'play' helps children to think, increase 

their understanding and improve their language competence. 

I r ,  encourages children to be creative, to explore and investigate 

materials, to experiment and to draw and test their conclusions 

(IIES, 1990, p.11). 

A number of researchers have suggested that the NC is inadequate 

li)r PEPC's educational needs (Tryona, 1993; Drury, 1995). Drury 

( 1995) particularly notes that the revised NC does not contain a 

~:oneral section on the language development needs of pupils for 

whom English is an additional language (Drury, 1995, p.1). 

( 1 i I l born (1990) stresses that the 'race issue' cannot be adequately 

~rlc.!, by actions in any single area. Everybody has a full entitlement 

I o t.he curriculum. Whilst the NC does not spell out explicitly the 

~lciods of PEPC, the document 'Guidance on the Inspection of 

Nursery and Primary Schools'(OFSTED, 1994d) does contain a 

t~cil):~rate section about education of PEPC. 

l l  $ 3  1 14,hOL developments, however, do tend to suggest that the NC 

I ~ I  si~f'ficiently flexible to accommodate other cultures, languages, 

~,r*lif:ions and backgrounds (Dearing 1994). The NC is immersive 

r r 1 1 t 1  comprehensive in nature (OFSTED, 1994d; Bearne, 1996; 
1 1 1 1  11 .  1 996). Immersion of PEPC in language and print is one of 
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the good principles of language learning (Krashen, 1985; Raines 

and Canady, 1990). These researchers also expect the teachers to 

encourage children in their process of becoming literate, regardless 

of their socio-economic, linguistic, cultural or other background 

experiences. This suggests that it is overall the responsibility of 

the schools and teachers to address the particular needs of the 

children who have special educational needs (OFSTED, 1994d), 

including language and cognitive needs. 

The Role of t he  Teacher 

The role of a teacher is vital in PEPC's language learning 

(Pinsent, 1992). Byram et al. (1994) emphasise that the teacher 

is important on two levels in the TESOL development: as a model 

and as a source of information. Pinsent (1992) claims that if a 

teacher wants her culture (which is her language that is English) 

to become herlhis means of communication then the teacher needs 

to fully understand the child's culture. Paley (1988) in Pinsent 

(1992) notes: 

When I care more about what the children say and think about 

than my own conventionality, those are the times I sense the 

beat and hear the unspoken lines (Paley, 1988 quoted in Pinsent, 

1992, p.33). 

Obviously, this can only be achieved if the teacher possesses a 

minimal knowledge of the L1 of the children and has experience 

of working with them. This cultural knowledge helps the teacher 

to provide a cultural context of the situation that is familiar to 

children so that the children can make connections effectively 

(Cook, 1997). Fontana (1995) emphasises the need to embed 

Encouraging Multiculturalism In Tesol 

any new verbal structure to which a class is being introduced 

in structures that are already familiar to the children (Fontana, 

1995, p 80). The MCCED (1992) comments that children feel 

secure, safe and relaxed in an environment where teachers accept 

[.heir MT and value their culture. 

ltcvell in Pinsent (1992) elaborates the significance of security and 

s;ifety (both physical and emotional) when he says that planning 

logether for a cohesive programme for the children is important 

HO that everything must be from the child's point of view so they 

tlon't get conflicting message (Revel1 in Pinsent, 1992, p.35). 

'I'liis suggests that teachers should plan comprehensively to scaffold 

Itii~rning by introducing planned programmes (topic, subjects, 

l~~slrs  and activities) focusing on learner centred approaches 

(Vygotsky, 1978; Nunan, 1991a). Secondly, an understanding 

01' home culture and MT can help getting pupils' point of view. 

'1'0 promote this Birmingham Education Centre (Martenaeu 

I+:tlucation Centre) has introduced training programme in 

111inority culture and languages for teachers teaching PEPC 

((  1 ICST, 1996; GEST, 1996197). 

Multicultural Resources a n d  Related Developments 

M11ny researchers have recommended the extensive use of 

111lilginative plays and games (Nunan and Lamb, 1996), pictures 

I I I I ( I  photos (Brown, 1994), real stories (Wright, 1995), familiar 

t*rlr-lources (Sealy, 1996), computers (Moyles, 1994; Straker and 

l lovicr, 1997) and audiolvideo (Koda, 1997). Harklau (1991) notes 

I I I I I ~ ,  students need a school wide atmosphere in which diversity is 

~*~vil)cbcted and valued. Griffiths and Davies (1995), Fisher (1996) 
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nnd Whitehead (1997) stress the necessity to improve home school 
links. 

Dual language texts (Emmerson, 1995) and cross-cultural texts 
(William and Woodall, 1996) are a valuable resource in the 

context of realistic learning environments. I t  can be concluded 
that pupils7 L1 or L2 repertoire, information of culture, home and 
family can be used within a whole language learning perspective 
initially recommended by Swann (1985) (equality of opportunity) 
and the quality culture and equality emphasis of West-Burnham 
(1997). TESOL requires an  immersive environment (Krashen, 
1985) blended with quality pedagogical principles. This will best 
serve whole and holistic development of PEPC. 

Finally, to address multiculturalism, the NC and OFSTED 
(1994d) inspection criteria have emphasised the differentiation 
of the curriculum for different pupil's needs (see also Bearne, 
1996); the use of variety of learning strategies (Ellis, 1994; Hill 
and Mcnamara, 2012); quality education (OFSTED, 199413); 
learner centred approaches (Pollard, 1996; Mullock, 2006); the 
use of culture and mother tongue (Ofsted, 2012); task based 
methodologies (Nunan, 1991b; Parrot, 1993; Cook, 1997; Ellis, 
2003) and the continuous review and improvement of teaching 
and learning (Hohmann and Weikart, 1995; Jensen, 2005) to 
speed up the process of SLA. 

THE DEVELOPMENT OF 
TESOL STRATEGIES 

'I'll(. development of TESOL to-date has gone through several 
~ ~ l ~ i ~ s e s .  Initially, there was an  assimilation approach followed 
I)y i1 segregationist approach. Subsequently, a differentiated 
itll.ogrationist policy took place, and finally task-based material 
11 I )  t l  lnethodology were emphasized. 

'I'llc Assimilation Model for PEPC 
' I1I1( i  early period (1950-1965) saw a few defined second language 
( 1 2)  learners. Consequently, no special arrangements were 
111r1dc by schools (Townsend, 1971; Tomlinson, 1983). In this 
r I IT;I ngement, the potential English proficient children (PEPC) 
wortr taught English alongside first language (Ll) learners. I t  
WIIS presumed that the dominance of English language and an 
i~l~niersive environment would enable the PEPC to 'pick up' the 
Ir~t~guage naturally. Of this early stage of (non) TESOL Brown 
( 1 !)79) has written that many educationalists are still convinced 
1 I I I I ~  immigrant and ESL children in the infant school are able to 
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"pick up" the English language from their peers with ease, and 

additional specialised help from adults is not necessary (Brown, 

1979, p.41). 

Mullard in Tomlinson (1983) commented on this integration, 

that the assimilation model is based on beliefs in the cultural 

and racial superiority of the host society and inferiority of black 

cultures. Thus the integrationist pluralist models are simply 

more sophisticated (Mullard cited in Tomlinson, 1983, p.13). 

Gradually the pressure, however, for special arrangements was 

experienced. This apparent unproblematic integration was shown 

not to work for two reasons. Firstly, the L2 learners started to 

fall behind mainstream native learners. Secondly, the number 

of L2 learners increased dramatically. In addition, immersion 

classrooms do not afford much opportunity for "pushed" output 

(Ellis, 1997) which Swain (1985) considers important for second 

language acquisition. 

Information was collected as to the main causes of language 

difficulties through different kinds of surveys such as those of 

NFER (Townsend, 1971) who noted that the necessity to make 

special arrangements for immigrant pupils within schools has 

only become apparent during the last decade, and this faces the 

educational system with new and quite unfamiliar problems 

(Townsend, 1971, p.13). One of the special arrangements made 

was the segregation of PEPC for special coaching. 

The Development Of Tesol Strategies 

Segregation to Different Reception Centres 
and Special Coaching 
'I'he second phase of TESOL development saw the PEPC not 

only segregated but with significant amount of funding spent 

in attempting to bring achievement up to that of mainstream 

I(1:lrners. PEPC were sent to Reception Centres, often away from 

I llcir locality (transport and escorts were arranged). Language 

I:~horatories and audio-visual aids were extensively used to teach 

12. The Direct Method, 'simulating the 'natural way' in which 

i-liildren learn first languages' (Brown, 1987, p.57) was used, but 

I'r~iled to cope with the scope of language diversity. 

Af'ter twelve years Tomlinson (1983) noted that the experiences 

oI' majority and minority groups were roughly comparable and 

I Ililt there was a fair comparison of performance and achievement 

('l'omlinson, 1983, p.132). This separation policy, however, did 

I I O ~ ,  continue for several reasons, including the management of 

~lispersal. Assimilation and the dispersal of PEPC were rejected 

11s lhis meant rejection of PEPC's culture and religion. 

'I'liis argument was accepted by the Bullock Report (DES, 1975). 

( 1l.Iier educators too, found faults in the above segregationist 

1)olicy such as Townsend (1971), Derrick (1977) and Tomlinson 

( l ! ) H 3 )  who pointed other deficiencies such as a shortage of 
1 1  1 3  I IohOL teachers, underdeveloped resources and materials, 

I1111rner demotivation, the under use of MT and development of 

'I ~i~liools within schools'. 

'I'Il(1 above deficiencies and problems were taken seriously in 

I l l ( .  I3ullock Report @ES, 1975). Bullock was influenced by the 
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successful results obtained due to the use of MT in Europe, the 

USA and Canada (Ahmed, 1995). The Bullock Report (DES, 1975) 

recommendations on multiculturalism and integration in turn 
were accepted. Thereafter, the segregation policy was withdrawn. 
Integration restarted but with a great deal more resources and 
many modifications to school practices. 

Resource Rich Differentiated Integration Approaches 
Following the Bullock Report (DES, 1975), integration policies 
accommodating other cultures were adopted a t  school and 
classroom levels along with promotion of MT. Bullock (DES, 1975) 
emphasises that every school should adopt a positive attitude to 
its pupils' bilingualism and whenever possible help to maintain 
and deepen their knowledge of their Mother Tongue ( DES, 1975, 

p.545). 

Consequently, the use of MT was recognised in SLA for its 
capability to reduce the language gap between school and the 
home. Bullock elaborates the point on confidence and ability in 
this language which will help the children reach same qualities 
in their second language, English @ES, 1975, p.294). Bullock's 
philosophy of 'A Language for Life' clearly suggests the importance 
of the translation method in SLA. 

Bourne (1990) appreciated the enhanced TESOL provision and 
found in a National Survey in 1970 that only 49 percent of all 
responding LEAS made many special arrangements for bilingual 
pupils (Townsend, 1971), while in 1987, 82 percent of the 

respondents made such provision. This indicates a substantial 

inc:rease in 'special arrangements' across the country (Bourne, 
1990, 11.7). 

The Development O f  Tesol Strategies 

'I'he Swann Report 'Education for All' (DES, 1985) too strongly 
supported multicultural policy with a n  equal opportunity focus. 
'I'his view strengthened the policy of integration of PEPC within 
school/classes based upon the empowerment in English language 
is an effective means for all PEPC (Brown, 1993); "quality and 
(>quality" of Abbot and Rodger (1994, p. 16). 

ltole of Section 11 Teachers (BABP Teachers) 
Soction 11 of the 1966 Local Government Act had its origins in the 
c*xpulsion of Asians from Uganda in 1965 (Husband, 1982). The 
olaiginal intention of section 11 funding was to provide a grant 
I r )  Local Authorities to support the cost of employing additional 
~ i r i ~ f ' f '  to teach English as a second language to help minority 
( 1 1  hnic groups overcome linguistic and other barriers (Emmerson, 

1 ! I C E ) .  The role of Section 11 Pupil Support Project was valuable 
I)c*c.;luse more bilingual help was introduced. The Section 11 

t~l :~ffs  contribution has also been praised by OFSTED (1994~) 
w l ~ ~ c h  states that the Section 11 funding had promoted better 
I rrl.gcting of the resources and an  improvement in the standards 
II(-llicved by minority ethnic pupils. I t  can be seen in the most 
r*lsli.c-tive projects that the presence of Section 11 staff provided a 
1i11-1n of in-service training for class and subject teachers and made 
11 1)ositive impact on the quality and orientation of mainstream 
I r+~rc-hing (OFSTED, 1994c, p.213). 

I Iowover, Emmerson (1995) notes the criticism made by OFSTED 
111  out the failure of some schools to develop an approach for raising 

1 I r 11 t l ards of achievement and the ineffective dissemination of 
r r o o t l  practice. This criticism suggests that there are standards 

I I I I I ~ .  ciln be identified and the implementation of those standards 

111 11 ~lcbcessity. 




