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ABSTRACT

The thesis 1s a longitudinal, critical ethnographic study of interaction
in ethnically diverse classrooms. It tracks the mainstream school
experiences of a small group of successtul bilingual learners from
Year 3 to Year 6. It examines the structural and contextual factors
which influence children’s success in learning. A model of concentric
layers of interaction is proposed to illustrate the children’s
intersecting experiences in school, home and community. Analysis of
chosen samples of teacher-teacher, teacher-child and child-child talk
in classrooms using a critical discourse framework indicates the
importance of talk for children’s learning, and the need for models of
language and learning to underpin pedagogies which retlect the

complexities of the children’s experience.

A key element of the theoretical stance and methodology is the
attempt to valorise the viewpoints of all participants in the classroom
and other contexts. The use of semi-structured interviews and other
forms ot data collection elicited evidence of these from the children’s
teachers and their parents in home contexts. These are analysed using
the same frameworks as those suggested above. The tindings are
positioned in the historical and political contexts from which they
arise and to which they contribute. The contradictions and tensions

inherent in the various contexts are thus revealed.

The study reveals a very complex picture of interaction in ethnically
diverse classrooms with children and teachers involved in mutual
negotiation and culture-creating to construct curriculum knowledge,
as well as what it means to be a pupil. The conclusions of the thesis
argue for the urgent need to take such evidence into account when
developing policy and curricula for primary children’s learning and
the education of teachers. It questions the adequacy of current
centrally-developed models to prepare both teachers and learners to

become full participants in a genuinely diverse, multicultural society.
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CHAPTER ONE
INTRODUCTION: AUTOBIOGRAPHICAL EXCERPTS FROM
THE LIFE OF A LEARNER

T'o be nobody-but-yourself — 1n a world which is
doing its best, night and day, to make you
everybody else — means to fight the hardest battle

which any human can fight, and never stop

fighting.

(e.e. cummings, cited in Ayers, 1995, p. 35)

1.1 Positioning the self in the research

My contact with formal education began in 1956 when, at the age of

43, I started attending a tiny primary school with about 30 pupils in

rural Northumberland. The school had two rooms and two teachers,
Miss Steele for “the big ones” and Mrs. Atkinson for “the little ones’. It
took pupils up to 14 years old, apart from those who passed the 11+,
trom a wide catchment area, as there was no other school for quite a
distance. The playground was adjacent to a tarmyard, and the games
field was often overrun with cows. It was part of a close community. I
was one of a family of four children who all attended in due
sequence. There was another family of four and several pairs of
siblings. Some children were cousins to each other. Most came from
families who had lived in the area for a long time, sometimes
generations, on farms or in tied cottages as workers on a large estate.
My tamily were relative newcomers along with a few others who

lived, like us, in a tiny development of houses about a mile from the

school. We ‘new’ children walked to and from school together every
14



day, and spent a lot of our free time wandering about the fields and

woods nearby.

One day, a new child came to school. She fascinated me. She was tiny
with sharp, delicate features, soft brown hair and a slightly dark
complexion. Her dress was very different from our sensible,
hardwearing home-made clothing. It was made of gauzy, brightly-
coloured material with intricate stitching and detail. Most amazing of
all to me, she wore tiny gold rings though her ears. Her name was
Wanda. When her mother came to collect her, | heard Wanda talking
to her in a strange language, and I was perplexed. I think it was
Polish. It was probably the first time I had heard anyone speaking a
language which was not English. After a short time, Wanda left the
school. I have no idea why she suddenly appeared in our little
community and then equally suddenly disappeared. Perhaps it was
something to do with the aftermath of the war. For me, she offered a
tantalising impression of strangeness and otherness. I don’t think

Miss Steele liked it very much.

Lite at school went on in a secure, orderly routine. Christmas plays
and parents’ days and the rest were always well attended - if your
parents did not turn up, Miss Steele wanted to know why. We
laboured over neat handwriting and intricate embroidery. We read
Shakespeare and sang English and Scottish folk songs in four parts.
We had our own plots to cultivate in the school garden. We
investigated the botany of the tiny copse at the back of the schoo],

carefully pressing and labelling the specimens. Once a year in

15



autumn, the school hosted the ‘Apple Show’, where gardeners
showed oft their prize produce, mothers exhibited lovingly made
jams, cakes and breads, and the children’s artwork, best handwriting
and handwork (sewing from the girls and woodwork from the boys)
were on display. The climax of the day was the races, run on a
makeshift track in the farmer’s field, organised by the fathers. The
whole school community was a tightly knit group. We all knew that
we belonged. We knew what was expected of us and, equally
importantly, what to expect ot others. Although they took place over
40 years ago, I look back on my primary school days with pleasure,

nostalgia and a sense of something like loss.

I have been a teacher for 27 years. The children I taught during my
PGCE (Primary) course in Aberdeen in 1972 will now be in their
thirties. I wonder if any of them remember anything about me. As a
young, newly qualified teacher, I went to work in Sierra Leone, West
Africa, where I subsequently stayed for 14 years. I found it quite
ditficult at first. I could not understand some of what the students
said or interpret their body language. Their variety of English
sounded strange to me. They, in contrast, were experts at engaging
with varieties of English from all over the world. In the college
where I first worked, there were teachers from Britain, America,
Canada, India and other parts of Africa. If the students did not
understand me, they were too polite to say so. My difficulty was not
just with the way they spoke English. I had to become accustomed to a
different ‘register’ of non-verbal communication where gestures had

ditferent cultural meanings: avoiding someone’s gaze, for instance,
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was not insolence or a sign of guilt, but polite respect to a person of

higher status.

Eventually, I think I became a successful teacher in Sierra Leone. The
children I taught English, French or History to “O” or “A” level were
attentive and sometimes passed their exams. Most of the students 1
taught as a teacher trainer passed their exams and went on to useful
employment as primary teachers. The classrooms, both in school and
college, were extremely poorly resourced (often, even, without
adequate desks and seating) and teaching methods were very formal
and restricted. Despite this, there was a powerful and abiding faith in
the importance of education, especially of learning English. A small
minority reached enviable standards. Classrooms, as a reflection of
society, were genuinely multilingual. Children often spoke two or
three languages before beginning school, then learned the creole
lingua franca , Krio, alongside the standard variety of English which

was necessary for formal communication and educational success.

The schools, like my own primary school, were very much part of the
village or town community. There was a strong recognition of the
authority of the teacher who, although not very well paid or
otherwise materially powertul, was generally regarded with respect in
the community. Not everything was positive to western eyes. There
was, for example, a strong reliance on corporal punishment which I
found, at times, distressing. [ once reported some unruly boys to the
deputy headmaster of the school, and then had to witness a sickening

display of violence and humiliation which led me never to report a
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child again. Working in such contexts encouraged me to become
interested in the ways in which “cultures of learning’ are established,
maintained and developed in classrooms, and how language either

tacilitates or impedes this.

1.2 Contradictions in classrooms

When I returned to England in 1987, I began work as a Section 11
teacher in a middle school in West Yorkshire. The vast majority of
the children were of Pakistani heritage and had Mirpuri Punjabi as
their first language. After my time in West Africa, | was surprised by
many of the attitudes and practices I encountered. Children were
discouraged from using their home languages in the classroom by
their (mostly monolingual) teachers, who believed strongly that this
would impair their learning English. By the age of nine, the children
had tacitly learnt that it was inappropriate and unacceptable to speak
or write any language but English in school, even though many of
them had relatively low proficiency in spoken and written English
compared with their home languages and could not really express all
they wanted to say. Measured standards in most curriculum subjects
were very low. Many children did not seem to make academic
progress between Year 5 and Year 8. “Their’ problems were the cause
for much genuine concern both on the part of teachers in the school
and the advisory service in the LEA, and much effort was spent in

trying to think of ways of making up for ‘their’ deficits.
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Yet the children were alert and lively, interested in and
knowledgeable about the world around them, and very aware of and
Interested in languages. They could discuss their home cultures and
languages openly and perceptively. They had sophisticated awareness
of language and cultural diversity. Several children spotted
immediately that I spoke differently from other staff because I came
from outside Yorkshire, and even that I pronounced certain words in
a similar way to another teacher who, indeed, turned out to come
from the same part of the country as I did. Some of the children and I
had interesting discussions about accent and dialect and, later, about

language diversity.

Atter a few years, I moved on to a job in teacher training in the local
college. This has given me the opportunity to observe teaching and
learning in many ditferent classrooms, both in schools involved in
our courses and in other countries, as part of projects run by our
department. A few years ago, | took a group of students to Islamabad,
Pakistan, to do some teaching in English medium primary schools. I
was amazed by the superficial differences in organisation and
ambience of classrooms between there and the schools I had become
used to in Yorkshire. In Islamabad, children from the age of 6 or 7 sit
at desks in rows in classrooms almost devoid of wall displays or
resources, copying down notes from the blackboard and reading aloud
from their textbooks after the teacher. Their concentration appears
limitless and classroom discipline is impeccable. They produce pages
of neat handwriting and correct exercises in English spelling,

grammar and punctuation. In Yorkshire, children of Pakistani
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heritage of the same age are thought to find it difficult to sit still for
more than five minutes at a time. Teachers think they are unable to
listen to instructions and worry about offering them work which
might be too demanding or fail to hold their interest. Teaching
resources are relatively plentiful. Classroom and corridor walls are

covered in bright, attractive displays.

These difterences seem to retlect polarised views of what constitutes
an eftective learning environment. By ‘effective’, I do not mean
‘better’ in any absolute sense. In order for either environment to be
eftective in promoting learning, it is essential, it seems to me, that the
teachers and learners who inhabit them believe in the value of what
1s going on. What interests me is the vast differences in ‘classroom
culture’ the two settings seem to illustrate, the assumptions they
embody about what teachers do and what learners do, and how the
two groups of key players in the game of school understand each
other’s actions. It seemed to me that in some of the Pakistani primary
classrooms I visited, the effectiveness came about because the teacher
(usually a woman) and her pupils had clear shared understandings
about how things should be done and what to expect of each other.
These expectations, to a ‘western’ observer, might be based on
dubious pedagogic principles, but that did not matter. The
participants’ belief in their etfectiveness made them work. In contrast,
in many ethnically diverse classrooms in Britain, both teachers and
pupils appear to be confused about what is going on. The teachers are
struggling to implement a curriculum which they do not control and

which does not seem to fit into the context in which they are
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working. The children, often, do not appear to recognise the events
that are taking place as ‘teaching” and are not sure how to respond as
pupils. This confusion must be even stronger for those who are also
pupils in one of the many community schools where, sometimes for
two or three hours a day, they are learning to read and write a totally

different script for totally different purposes in very different ways.

As well as watching other people teach, I also teach different groups
of students on primary teacher training courses. Most of the students
are women. A good proportion of them are multilingual, born in
Britain to tamilies originally from rural areas of north Pakistan. Most
of them have completed their primary and secondary schooling in
this country, and are often the first generation of women in their
tamilies to enter western education. They have interesting and
sometimes disturbing stories to tell of their experiences as young
learners in a system which does not recognise a large part of their
language and cultural experience and knowledge. They are justly
proud of the ways they have triumphed over adversity. Many of the
‘monolingual” students are mature women who left school branded
as failures, with negligible academic qualifications. Over and over
again, in sessions with the students who have chosen to take
Language and Literature as their specialism, issues to do with
attitudes to language and identity arise. The students are keenly
aware ot how their own education has been affected (usually
negatively) by the way they spoke or wrote. They value highly the
opportunity they have been given for a second chance to learn and

they understand, often because of painful personal experiences as
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young learners, the crucial role that teachers play in children’s success

or failure in school.

When they begin their courses, many of our students have poor self-
images as language users, images which have often been reinforced
by experiences in school. They believe that they cannot write, they
find it ditficult to speak out in front of a group, they give up reading
texts after a tew pages if they find them difficult. With many, once
they experience success, their self-confidence blossoms and they
progress rapidly. This i1s because, in most cases, they are capable
individuals who cope with all the demands of normal lives, often
including bringing up children while studying or earning money to
supplement the family income. When we discuss these issues and 1
encourage them to write about significant events which have
happened to them as learners, they often talk and write about the
power of language. They usually bring out the power it has to make
them feel inadequate but, just occasionally, they describe the power it
gives them to understand and communicate, to gain satisfaction and

to learn.

1.3 What does it mean to be successful?

T'he contrasts I noticed between schools in Pakistan and Britain
helped to shape my intuitions about the issues which need to be
considered when trying to work out what creates ‘successful’ learning
contexts. 1t 1s, of course, essential, to provide appropriate content, to

think about classroom organisation and to provide resources
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designed for the level and experience of the learners. But these are
like the building blocks of the house, which have nothing in
themselves to hold them together and give them shape. There needs
to be something perhaps less tangible and, I suspect, even more
crucial for ettective learning to take place. At this stage, I describe it as
the need to establish a ‘shared culture” between teachers and learners,
with language as the essential medium in which this can take place.
More than ever, I have come to see that teaching cannot be a process
of transterring knowledge from the “teacher’ to the “taught’, unless

the ‘taught” agree for it to be so.

One of the key factors which, from my initial reflections on the
classrooms I have inhabited, seemed to mediate success 1s the extent
to which links can be made between and across the various contexts
which both the teachers and the learners inhabit, both in school and
in the community. A sense of belonging seems essential, whether to a
Northumbrian primary school, a West African village, or a Pakistani
social network. All of these are small and enclosed communities.
Perhaps one thing that is needed to replicate success is to extend and
deepen what we think of when we speak of a community (Greene,
1993, p. 15). Delpit (1995) provides several heartrending examples of
dystunctional school communities, where home-school dissonances
occur at various levels of teachers’ and learners’ experience, including
the broader ones of school curriculum requirements and organisation
as well as the deeper ones of individual attitudes. All result, in their
different ways, in negative experiences in school for children, who

are not allowed to be themselves in a system designed for others
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(p. 45) in whatever form this may take. Her telling examples of the
negative effects of ethnic and other forms of stereotyping on
children’s success in school (pp. 36-37) remind us of the crucial
importance of positive personal relationships between teacher and
learner as well as tor the recognition and valorisation of difference

and diversity within the system as a whole.

1.4 From the personal to the professional (and back again)

I have begun my investigation into classroom teaching and learning
with edited highlights of my own life history, beginning with my
own experiences as a young learner in a culturally very cohesive
setting, and trying to follow a thread through some of the very
ditferent, at times unsettling, learning contexts I have subsequently
experienced. Woods (1996, p. 1) gave me confidence to see how this
was not self-indulgent, but an important way to begin to understand
and define my research question, given the premise that one often
does research to discover more about oneself. It also answers the call
tor critical inquiry into the notion of identity made by Hoffman (1998)
and has parallels with her cultural therapy model of anthropological
inquiry in education (p. 331). In investigating the tensions and
contradictions of classroom interaction through my research, I have
come to understand my own history and approaches to teaching
much more fully. Ely and et al. (1997, pp. 32ff.) discuss the notion of
stance in qualitative research, describing the complex network of
beltef systems and positions embedding, superimposing and

undergirding any research project. This has clear implications for
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decisions about the theoretical positioning and methodologies of
such research, with the need to move about .... among a variety of
theoretical frameworks (Ely et al. p. 256). 1 discuss these issues fully in

Chapters Three, Four and Five.

Like Woods (1996, p. 6),  have come to conceptualise teaching as an
art, as expressive and emergent, intuitive and flexible, spontaneous
and emotional. An ethnographic approach with a symbolic
interactionist dimension which places emphasis on the rdle of the
self and the hidden assumptions behind appearance (p. 12) offers the
most potential for researching and understanding the art of teaching
and its obverse, learning. Exploring what individual teachers and
learners bring to classrooms in terms of personal experiences,
knowledge and viewpoints on the world is a vital aspect of this. An
extended dimension, which links the personal with the social and
thus resonates strongly with the models of language and learning
which I have identified as most relevant for my research (see Chapter
Four, section 4.2), is the need to see the influence of history on events
as they untfold. For this reason, [ have included in this thesis a social-

historical account of the setting in which the research was carried out

(Chapter Six).

25



1.5 Positioning the research and asking the right questions

| had three main reasons for choosing to position my study in an

ethnically diverse, possibly multilingual setting, which are as follows:

* My own teaching experience, from choice, has all
been in such settings;

e In such settings, language and language issues
become even more influential than in so-called
‘monocultural’ settings;

 The need for more evidence of what happens in
ethnically diverse classrooms in Britain is crucial,
because of the history of underachievement among

children from some ethnic minority groups.

A generally qualitative approach was personally more appealing than
a quantitative study. It offered the potential for the illumination of
rather complex questions. The starting point was a pilot ethnographic
study into how teachers teach and children learn in one particular
ethnically diverse context. The attempt to analyse the ways in which
successful learning is negotiated in such a context is presented in
Chapter Two. The following questions framed this initial study, and

underpin the study as a whole:

 what factors contribute to a positive ‘learning
cuiture’?

* how do teachers establish this positive ‘learning
culture’ in their classrooms?

* what rdles do children play in co-constructing this
‘learning culture’?

e what is the importance of language in all of this?
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CHAPTER TWO
STARTING POINTS IN RESEARCHING SUCCESSFUL TEACHING
AND LEARNING: EVIDENCE FROM A PILOT STUDY IN ONE
ETHNICALLY DIVERSE CLASSROOM

2.1 Introduction: classroom talk as evidence for a

constructivist model of learning

T'ypical primary classrooms are busy, sometimes confusing, places.
Some children seem able to take advantage of the opportunities they
offer to become successful learners, and others do not. When the
participants have ditfering language and cultural backgrounds, the
situation becomes more complex. A great deal of negotiation, mostly
through talk, needs to take place between teachers and learners.
Knowledge can more usefully be seen within this interactive
environment as a social entity (Mercer, 1995, p. 66), than as a lifeless
rock to be chipped away at. When effective processes of teaching and
learning establish shared understandings and a mutuality of
perspective (Edwards and Mercer, 1987, p. 1), the outcome is the kind
of classroom context which enables children to become successful,

independent learners.

Talk has been seen as the evidence for teaching and learning
processes in many studies of classroom interaction. A brief overview
of three will indicate the range, and the general theoretical
frameworks considered most relevant in which to position the
current study. Edwards and Furlong (1978) provide insights into the
ways in which teachers control the language and so mediate the

knowledge for learners. They conclude that the relationship between
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learner and teacher is crucial: pupils learn to step into the teacher’s
frame of reference (p. 104) and adopt the teacher’s meanings as a
framework for their own understandings. Because they often
observed two teachers working together in one classroom, they were
able to begin to make explicit how teachers establish routines and set
up patterns of learning through their talk. They also stressed the
cumulative nature of school knowledge: this morning’s lesson topic
has become this afternoon’s common knowledge (p. 128). In Edwards
and Mercer’s (1987) study of lessons with 8-10 year old children,
classroom talk is seen as the medium in which teaching and learning
take place, the material from which the learner constructs her
meanings (p. 18), and also, at times, the knowledge to be learnt. In
addition, for the researcher, talk is the vital evidence for how these
things happen. Finally, Wells and Chang-Wells (1992), who provide
examples of talk from multilingual classrooms which offers children
the opportunity for collaborative sense-making (p. 28) with their
peers, argue the need to see learning and teaching as social
transaction, with talk as the very essence of educational activity

(p. 26). Using transcripts of mainly child-child talk, they demonstrate

how this occurs in the settings they observed.

Evidence reported from these, and many other similar studies,
supports arguments for a constructivist view ot learning, strongly
socially situated in the language of specific classroom contexts and
with teacher-pupil interaction as a key element in the process of
knowledge construction (Vygotsky, 1978, 1986). The Vygotskian

model goes furthest to explain the realities of classrooms, as I have
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experienced them, and to begin to identify those factors which
mediate individual learners’ success or failure in learning. Mercer
(1994), arguing for a unified science of human thought, language,
culture and society, reviews neo-Vygotskian theories of learning. He

considers that such propositions as the following are axiomatic:

that meaningful discourse 1s necessarily context-
dependent, and that knowledge 1s normally

acquired and applied in specific cultural contexts.

(p- 94)

One of the most significant influences of Vygotsky’s ideas has been on
the way research into cognitive development is carried out and the
findings analysed within a qualitative framework: joint activity and
discourse are now seen as the main means of and evidence for such
development. Naturalistic methodological paradigms are considered
more appropriate than experimental ones for revealing how this

development takes place. The current study is in this tradition.

2.2 A longitudinal, ethnographic approach to investigating

classroom talk

T'his section introduces the broad theoretical starting points and

analytic frameworks for the study. There are two subsections:

1. Context and continuity in classroom talk.

2. The nature of an ethnographic classroom study.
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The first describes two theoretical dimensions of classroom
interaction within a constructivist framework which I found
illuminating at the start of the study, particularly from reading
Edwards and Mercer (1987): the notions of ‘context” and “continuity’.
These are fundamental to my theoretical and methodological
approaches. However, as my own research progressed, I needed to
move on from the ways in which Edwards and Mercer constructed
them, as I explain in Chapter Four (section 4.3). The second section
introduces and justifies ethnographic approaches for understanding
the routines and patterns of daily life from the viewpoints of the
different participants in classrooms. A key formative text for me in
this respect was Heath (1983), which remained influential throughout
the study. Heath’s work, however, is positioned largely in
community rather than specifically school contexts. An initial and
abiding inspiration for considering classroom contexts from
ethnographic viewpoints has been Mehan (1979), whose analytical
frameworks are drawn on in this chapter. A full review of research
into classrooms from ethnographic viewpoints is provided in

Chapter Four, and a discussion of the methodological implications in

Chapter Five.

2.2.1 Context and continuity in classroom talk

In ditferent classrooms, in diverse ways, talk is a means for people to
think and learn together (Mercer, 1995, p. 4). Teachers and learners
need to negotiate and establish mutually supporting contexts, and

only then can etfective learning take place. The notions of ‘context’

30



and ‘continuity” (Edwards and Mercer, 1987; Mercer, Edwards and
Maybin, 1988; Mercer, 1990; Mercer, 1995) are useful starting points for
understanding the nature of talk as interaction in primary
classrooms, and for indicating approaches to studying its nature and
functions. Mercer (1990) provides a definition of the word “context’

which captures some of the meanings which it holds for me:

‘Context’ is then a mental, not a physical,
phenomenon. It 1s the luggage, the caravan of
shared rememberings which conversationalists
carry with them because 1t 1s needed to sustain their
talk. To add to the mix of metaphors, 1t 1s the
invisible two-thirds of the iceberg which keeps the
visible part, the talk, afloat. (pp. 31-32)

The metaphor of journeys, both across hot and mysterious deserts
and into icy waters, captures the sense of the fluid, emergent qualities
of the concept. Establishing and maintaining supportive learning
contexts is not an easy task. Continuity is essential: good teachers
contextualise new experiences for children by relating them to past
experiences (Mercer, 1990, p. 32). Teachers and learners need to spend
time together in order to get to know and understand each other.
Etfective learning, defined in the ways suggested, takes place if they
are able to tune in to each other’s meanings. The context grows and

untfolds over each successive interaction. Mercer (1995) describes the

development as follows:
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T'he process of creating knowledge 1n classrooms 1s
one in which, for if to be successful, themes must
emerge and continue, explanations must be offered,
accepted and revisited, and understanding must be
consolidated. (p. 68)

As Doyle (1983, p. 181) reminds us, classes in schools have histories.
Each ‘conversation” between a teacher and a learner is a step on the
journey they take together: one stretch of the road from the history of
their relationship into its future. Maybin (1994, p. 136) uses the term
long conversations to describe the kinds of talk in which the subtle
interplay of deeply contextualised meanings between teacher and
learner, which i1s so important for the construction of knowledge, can
take place. In order to begin to understand and analyse how this
happens, classroom talk needs to be sampled longitudinally, with
successive observations seen as episodes in a continuing story rather

than as 1solated incidents.

The starting point I chose from which to gain a sense of how these
long conversations operate was to focus on one class and become
famihar with its regular routines and patterns of interaction. |
planned to collect evidence of the different kinds of talk being
transacted in this setting and analyse them to elicit the features which
seemed to facilitate and support the processes of negotiation. Because
I wanted to test out initial intuitions about the ‘two-way’ nature of
the talk, I planned to pay significant attention to the ways in which
children interacted with each other as well as with their teachers, an

area of investigation which, as Edwards and Westgate (1994) point
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out, has only recently begun to be developed. However, because of the
relative technical ease in primary classrooms of collecting talk data
from teachers compared to children, I began by collecting evidence of
predominantly teacher talk. These early findings are reported in this

chapter.

2.2.2 The nature of an ethnographic classroom study

Kamil, Langer and Shanahan (1985) suggest that an educational
ethnography seeks to understand the culture of the educational or

learning process by answering the following five questions:

1. What 1s occurring?

2. How 1s it occurring?

3. How do the participants perceive the event?

4. What 1s required to participate as a member of that
educational group?

5. What social and academic learning is taking place?

(p. 73)

T'he importance of taking account of different participants’
viewpoints 1s toregrounded here. The nature of the learning is
conceptualised as social as well as academic, a product of social
interactions. In these interactions, I suggest, is contained information
tor the researcher, which cannot be found elsewhere, about those
factors which contribute to individual success or failure. The kinds of
questions 1 was asking, my own intuitions and personal preferences
as well as the phenomenological nature of an ethnographic enquiry

meant that pre-determined frameworks for analysis were
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inappropriate. So, too, were research methodologies which needed to
be carried out in non-naturalistic settings. Essentially, I wanted to
study situated language use in one social setting (Cazden, 1988, p. 3).
My concern with identifying the factors which mediate success meant

that my initial questions were very similar to Cazden’s:

e How do patterns of language use affect what counts
as ‘knowledge’, and what occurs as learning?

e How do these patterns affect the equality, or
inequality, of students’ educational opportunities?

e What communicative competence do these
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