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ABSTRACT

Second language learning in secondary schools: The role of power and agency in institutional-level

decision making
Ana Maria De Silva e Lopes

ORCID [0000-0003-1662-9164]

Doctor of Education

This thesis reports on a study conducted in English secondary schools where an investigation took
place to critically understand what influences institutional-level decision-making when determining
the provision of second language studies in post-14 education. Crucially, an examination of the
impact of the decision making practices in MFL is offered, and the extent to which they exercise

authority in discourse within institutions, such as secondary schools.

The theoretical framework for this empirical research was grounded in the lens provided by Foucault
and some critical theorists as it offers conceptual tools to understand institutional level decision-
making in relation to the provision of MFL beyond post -14 education and provides the basis to
unpack how situated power dynamics shape the way senior leaders convey, seek and use

information to inform practice.

This research took place in three secondary schools on the south coast with similar contrasting
catchments: A Studio school; a comprehensive school and a joint Roman Catholic Anglican 11-18
school. Data was collected from three headteachers and three heads of Modern Foreign Languages
to critically explore the extent to which senior leaders are positioned with power and agency to
enact strategic curriculum changes with a view to afford prominence in the provision of L2 studies
beyond KS3. Semi-structured interviews were conducted and the analysis was data driven, where a
thematic approach was undertaken whilst establishing clear links between the research objectives
and the summary findings derived from the raw data. In order to add further rigour to the study, the

thematic analysis was overlaid with critical discourse analysis.

The findings indicate that decisions relating to MFL provision beyond KS3 are devolved to senior
leaders, and this decision-making process is underpinned by their values and beliefs about the
importance of L2 learning. Moreover, these findings strongly suggest that the fundamental beliefs
and philosophies about inclusive practices and opportunities for all are misaligned with the external
accountability measures which serve to widen the participation and attainment gap. It was also

found that school leaders in the schools in question continued to pursue their agenda and offer



MFLs to their students regardless of negative perceptions imposed by socio-political and historical

landscapes.

Key words: [ Second Language Studies, Discourse, Values, Beliefs, Power, Agency, Institutional Level
Decision- making, school senior leaders]
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CHAPTER 1 INTRODUCTION

This study focused its primary research interest on understanding the influences on institutional
level decision- making (ILDM) when determining the provision of second language (L2s) teaching and
learning in secondary schools in England. It also seeks to examine the way in which policy tools and
frameworks influence the decisions senior leaders) make about second language provision in their
schools and the extent to which the views of the wider school community on MFL studies learning

impacts on schools’ decision-making.

This chapter presents a rationale for the relevance of researching the influences on decisions made
by schools, in light of issues of power and agency when determining the provision of MFLs in
secondary schools in England with a view to increase take up, before reflecting on my personal and
professional journey as both researcher and practitioner and its influence on the research process

(Greenbank, 2003).

An outline of the research background is offered, with the statement of the issues and my own
motivation behind this research. In addition, consideration is given to the impact of the
decentralisation of language policies and how this affects school leaders’ decision-making regarding
L2 studies in secondary schools, considering their unique power and agency to determine who learns
languages and to what level (Johnson and Jonson, 2015). The chapter ends with the plan of the

structure of the thesis.
1.1 Research context

Increasingly, voices can be heard similar to that of Power’s (2005) who contends that ‘competence in
at least two if not three languages and the capacity to work effectively in multicultural teams should
be the minimum criteria for employment’ (p. 43). Such voices present the view that despite English
being a global language, the learning of other languages should not be underestimated. In this
regard, the present study in seeking to critically understand institutional level decision-making when
determining the provision of MFLs in secondary schools in England has been undertaken at a critical

time of Britain exiting the European Union (EU).

Currently in England, any language can be taught (Department for Education, 2013) and most
schools are specifically required to teach an L2 to pupils aged 7-11 in primary schools (Key Stage 2),
and aged 11-14 (Key Stage 3) in secondary schools, thus making the subject compulsory only for
pupils aged 7-14. Beyond KS3, all decision-making remains with individual schools who are free to

set their own policy (Parrish & Lanvers, 2019), including whether or not to teach a language to pupils
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older than 14. This decentralised nature of L2 policy in England has been coupled with a well -
documented language-learning crisis, particularly in post-14 studies and beyond (Tinsley, 2020;
Tinsley, et al., 2018). As such, it is not surprising that such crisis brings to the forefront the role of
senior leaders and the impact of their decision-making regarding L2 provision in secondary schools in
England. In light of the devolution model of school decisions and policy- making, head teachers have
a crucial role in enacting strategic curriculum changes with a view to increase take up in L2 studies
(Earley and Weindling, 2004:118). Consequently, the power and agency to determine who learns

languages, and to what level, lies increasingly with school leaders (Johnson and Johnson, 2015).

The removal of state driven hegemony leads to power shifting from the state to the head teachers
and management teams and permeates institutional level practices and discourses and consequent
curriculum conception (Steinberg and Kincheloe, 2010:140-151). Such power is theorised by
Foucault’s notion of governmentality as ‘government of oneself’ when the state is run efficiently,
individuals behave as they should (Johnson, 2013b; Pennycook, 2002; Foucault 1991). Thus, it is
paramount to identify and expose the role of power and agency in shaping senior leaders’ decision-
making in relation to MFLs. Particularly the focus on the entanglement of power/knowledge on the
perception of the value of L2 and how this might constrain or support agency in the decision- making
process, in post-14 education. It must be emphasised that senior leaders’ agency to shape policy
and or curriculum decisions may be ‘constrained by structures and rules constructed within wider
agendas, which in turn influence the cultural norms and practices of society and the institutions
within which they operate’ (Hamersley-Fletcher and Strain, 2011). My alignment with the critical
paradigm views knowledge as both socially constructed and influenced by power relations from
within society (Cohen et al., 2018). Thus, knowledge is directed by the social and positional power of
the advocates of that knowledge [Ibid]. Consequently, the theoretical underpinning of this study is
based upon ideas regarding agency and power drawn from the ‘Foucauldian’ concept of
power/knowledge which also share some affinity with critical theory (Wandel, 2001), with the
ultimate ethical and political function of ‘eventalization’? that question the institutions of power that
hinge on traditional ideas for their legitimacy and acceptance [Ibid]. This translates into questioning
taken for granted assumptions and wondering how else things might have been (Foucault,1980).
Eventalization focuses on ‘the event’ in its historical and situated entirety, thus avoiding the
‘temptation to invoke a historical constant’ therefore interrupting the pull to self-evident solutions

(Wandel,2001).

1 'eventalization/ a 'making visible of a singularity in places where there is a temptation to invoke a historical constant, an immediate

anthropological trait, or an obviousness which imposes itself uniformly on all' (Wandel,2001)
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1.2 Positionality and its impact on the research

| was born in Portugal in an environment dominated by education; my mother was a head teacher
during the dictatorship of Salazar and Marcelo Caetano? (Stoer and Dale, 1987). She perceived
education as ‘the most empowering force in the world’, as it creates knowledge, builds confidence,
and breaks down barriers to opportunity. My formative education followed the Portuguese
curriculum (Santos, 2018) where the study of languages was deemed important, particularly English,
French, and German. Interestingly and despite the proximity to Spain, Spanish was not included in
the curriculum due to political and historical factors (Romao, 2008). The curriculum of the time,
reflected the political intents of the government with an educational system ‘inherently linked to

ideological agendas’ (Spolsky, 2004), and often used for political ends (Scollon, 2004).

Besides schooling and throughout my childhood®l was exposed to a full range of languages and
language-related experiences and these have enriched my language socialization (Ochs & Schieffelin,
2011; De Silva e Lopes, 2019a). My passion for languages continued to grow over the years. And
when Portugal became a democracy*, using my language skills, | travelled in Europe and eventually,
began working as a language teacher in England; my experience and perception of languages was
extremely positive and naively, | believed such assumption to be felt by all. However, this was soon
to be cut short, as my professional experience in a large secondary school in the south of England
stood in stark contrast: the disengagement of students in MFLs was evident. This was then further

exacerbated when the study of languages was made optional in KS4° (De Silva e Lopes, 2019a). As a

2 Marcello José das Neves Alves Caetano, was born in Lisbon, Portugal. He was the premier of Portugal from September 1968, when he
succeeded Antonio de Oliveira Salazar, until the revolution of April 1974.Trained as a lawyer, Caetano served with Salazar (then the finance
minister) in 1929 and helped to draft the Constitution of 1933 and other legal documents of the ‘(Estado Novo) ‘New State’. Caetano’s
scholarly writings on civil and legal and constitutional history, some of them still in print, influenced generations of the educated elite. He
was minister of the colonies (1944-47) and deputy prime minister (1955-58), among other posts, before leaving political life to become
rector of the University of Lisbon. When Salazar suffered a stroke in 1968, Caetano was appointed prime minister. He allowed an opposition
and rectified the constitution. However, he was unable to curb inflation or appease his critics. Foreign criticism of his economic and energy
policies in Portuguese Africa, together with dissatisfaction in the army over the colonial wars in Africa, led to the “Revolution of the
Carnations,” which in 1974 overthrew the New State and drove Marcelo Caetano into exile. He settled in Brazil and served as head of the
Institute of Comparative Law, Gama Filho University, Rio de Janeiro, until his death on the 26 of October 1980 (Stoer & Dale 1987[online]).

3/ had various contacts with English family friends and my mother’s former pupils to many other contacts from foreign visitors during the
summer periods.

4 On 25 April 1974, a military coup toppled one of the longest-lasting authoritarian regimes in Europe, the Estado Novo (New State) that
had been installed in 1933. Spain and Greece followed quickly in the footsteps of the Portuguese democratisers in a process that
culminated in the consolidation of Southern European democracies: a process that was sealed in the 1980s when Greece, Portugal and
Spain joined the European Union (Lobo, Pinto & Magalhdes, 2016).

5 Key Stage 4 (KS4) is the legal term for the two years of school education which incorporate GCSEs, and other examinations, in
maintained schools in England normally known as Year 10 and Year 11, when pupils are aged between 14 and 15 by August 31st. (In some
schools, KS4 work is started in Year 9.)
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result, | conducted an exploratory study on students’ perceptions of success and failure in Modern
Foreign Languages (MFL). Its outcome pointed to the ‘interplay between political and social
contexts, motivation, self-efficacy, attribution and achievement in MFL, yielding to clear
explanations to the perceived success or failure of students in learning L2 language’ (De Silva e
Lopes, 2017:75). This prior study left unanswered issues, such as the impact of societal perceptions
on the value of L2 studies and how these might indiscernibly support or constrain senior leaders’

agency in relation to curriculum enactment and provision in L2 education.

Undoubtedly, my life experiences have shaped and informed my research (Greenbank, 2003).
Therefore, it is incumbent upon me ‘...to consciously and deliberately acknowledge, interrogate and
disclose my own self in the research, seeking to understand my part in, and influence on, the
research’ (Cohen, Manion et al., 2018:303). Denzin (1986) asserts that, ‘Interpretive research begins
and ends with the biography and self of the researcher’ (p.12). In this context, the interplay of
biography, the sense of identity, positioning theories and research, informed my choice of
approaches and representation of my research (Sikes, 2004; De Silva e Lopes, 2019a). Whilst |
frequently (re)negotiate my various attachments and my diasporic dilemmas of local, national and
international belongings, encountering other people’s varied identities encourages me to seek
passionately their stories too. As researcher, | strive for the understanding of the stories of others,
whilst being very clear ‘about one's social background, political and ideological assumptions’ (Carter,

et al.,2014 [online]).

My background affects how | ‘make meaning and interpret events’, and my identity also ‘shapes how
| am perceived and impacts upon my relationships in research sites’ (Edgeworth, 2014:30). Accepting
the premise that there is neither neutrality nor impartiality in teaching, education, or research
(Denzin, 1989; Smyth and Mclnerney, 2013), this impacts upon my self-awareness, my views and my
research design. It is therefore pivotal to understand that the subjective-contextual aspects of a
researcher’s positionality changes over time (Dean et al., 2018). Freire (2000) advocates, that
objectivism and subjectivism meet and co-exist in a ‘dialectic relationship’ (p.50), hence, we can
never truthfully separate ourselves of subjectivity. We must be mindful of our subjectivities and
acknowledge who we are as individuals, as members of groups, and as resting in and moving within
social positions. Such is positionality. Thus, | am conscious of my sense of objectivity in order to tell
my story (Letherby et al., 2013:13-32). How the researcher relates to his or her story ‘shapes how we
can legitimately interpret it’ (Riessman, 1993:70). As a white southern European teacher of
languages, what does it then mean to critically understand the influences on school decision-making
regarding MFLs in secondary schools in England? Mindful of Freire (2000), it is important that | do

not attempt to speak for the research participants who are northern European; senior leaders and

13



colleagues living in the south of England and working in the public sector and that | do not attempt
to impose my own convictions and experiences. Such efforts on my part would in fact be counter-
productive [Ibid]. Rather my work must reflect the voices of those who participate in the research
process. The choices and positions | adopt during the research journey must ensure that
participants’ voice is valued and respected. Researcher and participants ‘journeying together as

active producers of reality, emphasising a collaborative and democratic journey ‘(Shah, 2014:42).
1.3 Research Aims

My research topic emerged with a central idea permeating all discussions: the role of power and
agency in shaping school decision-making in relation to MFL studies in secondary school in England.
Arguably, there might be a correlation between current social, economic and political landscapes
and perceptions and values of learning a L2 (De Silva e Lopes, 2017; Lanvers, Doughty and
Thompson, 2018). It is then plausible to accept that such factors will influence, even if unknowingly,
the decision-making process. Therefore, this study seeks to understand the influences on senior
leaders’ decision-making when determining the provision of second language teaching and learning

in secondary schools in England. My research questions were as follows:

e To critically understand institutional -level decision making regarding language learning in

secondary schools and the role of power and agency.

e To critically examine the way in which policy tools and frameworks influence the decisions

senior leaders make about second language provision in their schools.

e To critically explore the extent to which the views of the wider school community about

second language learning impacts on institutional- level decision making.
1.4 Thesis outline and organisation

The thesis is divided into six chapters, including this introduction. Chapter 2 begins by presenting a
review of the literature and offers an overview of the relevant information which underpins this
study. The impact of the devolution of language policies and curriculum is explored, followed by
considerations on issues of school leadership and institutional level decision-making. This is then
ensued by reflections on the tension between government ideology and practitioners’ beliefs and
values. Literature on the hegemony of English is then offered, before an exploration of the link
between language and power is investigated. Furthermore, a discussion on the impact of ‘seismic’
events on perceptions of MFLs is afforded, before finally providing an analysis of the role of power

and agency, and the extent to which it influences schools’ decision-making. The chapter provides a
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rationale for understanding the focus of the current study within a critical perspective of educational

theory.

Chapter 3 explores the methodology adopted in the study, highlighting the philosophical nature of
its qualitative approach, and how it has affected the study’s overall design. The research approach is
outlined, followed by a detailed overview of the research design. This considers the decisions made
regarding instruments, procedures, participants and analysis as well as outlining the ethical concerns

and procedures.

In chapter 4 the findings from my research are outlined, discussed and analysed in relation to the
current literature on Second language Studies and scholarship on institutional level decision-making.

The research questions are addressed and conclusions based on each question are drawn.

Chapter 5 presents the researcher’s ontological and epistemological beliefs as a backdrop to the
theoretical frame of this research, based upon the Foucauldian principles of power/knowledge
designed to help contextualise institution level decision-making regarding second language studies
in post-14 education. A discussion of the main findings is offered, with empirical evidence to support
this framework that raises underlying issues of power/knowledge, that can both constrain and
support the agency of school leaders in the decision- making process, and how such concept shares
some affinities with critical theory (Wandel, 2001). The chapter elaborates on the tenets of both

theories and the application to the setting of the current research.

The thesis draws to a close with recommendations in chapter six and presents the contribution and
originality of the research study. The threads of the thesis are drawn together, and a precis of its key
findings is summarised and its significance explored so that implications for both research and L2
education and practice might be considered. In addition, the limitations of the study and directions

for future research are highlighted.
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CHAPTER 2 — LITERATURE REVIEW

INTRODUCTION

Chapter 2 reviews the literature relating to this research study and provides both context and
rationale for its focus, providing crucial insights in determining what factors influence institutional

level decision-making (ILDM) for L2 studies in post-14 education in England.

Attention is given to the literature which offers possible explanations for what is argued to be a
continuous decline in Second Language (L2) studies in secondary education in England (Tinsley,
2020; Tinsley, et al., 2018). Whilst alluding to post-16 education for the purpose of this review, the
focus is on the uptake of L2, predominantly at secondary level (KS3 & KS4). This chapter also
examines the impact of the decentralised nature of L2 policy making in England [Ibid] and how this
affects senior leaders’ decision- making with regards to curriculum enactment and provision in L2
studies. Equally, an insight into the relationship between the state and schools regarding Second
Language Studies is offered, namely how this relationship has been reshaped and how it has
impacted on head teachers’ decision-making, who appeared to have become the ultimate ‘power
holders’ in their own settings. In this regard, an introduction to the notion of discourse is offered, as
it is in discourse that both knowledge and power are joined together (Foucault, 1997). Indeed, this
scholar argued that some discourses have more power to persuade than others and are reiterated
more often across a wide range of sites and/or by those who are believable and understood to be an
expert [ibid]. This is followed by a reflection on the tensions between senior leaders and

practitioners’ beliefs (Pajares, 1992) regarding the value of L2 studies.

Equally, an insight is offered into the global spread of English and its impact on perceptions of the
value of L2 studies; leading to a lack of motivation within society, arising from the acknowledgement
of the international status of English and its perceived hegemonic and global dominance
globalization (Guo and Becket, 2007; Lukes,2005; Phillipson, 2003; Wodack, 2009). This is then
followed with a discussion on issues of ‘language dominance and power’ (Morrison, 2000:471). The
extent to which seismic events affect individuals’ perceptions on the value of L2 studies and how this
is transferred into decisions about secondary education is also considered. In the final section there

is a discussion on the role of power and agency in shaping institutional level decision-making.
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2.1 Language Learning in England
This study was carried out at a critical time for L2 studies, as the current situation in schools in

England is less than satisfactory® (British Council, 2021, 2020; Lanvers and Coleman, 2017; Tinsley
and Board 2017) and there is little consensus about possible causes and ways of bringing about
improvement. The National Curriculum (NC) specifies that MFLs must be taught in all local authority-
maintained schools in England and its framework indicates that languages are mandatory from age
7-14 (British Council, 2020). Schools are specifically required to teach an L2 to pupils aged 7-11 (Key
Stage 2)’ and to pupils aged 11-14 (Key Stage 38). In Key Stage 4, from the age of 14-16, the GCSE®
(General Certificate of Secondary Education) exams are taken'®. The subjects to be taken to GCSE
level are selected by students at the end of KS3, though recently some schools have condensed the
Key Stage to two years (Department for Education and Skills, 2006). This has led to many pupils
discontinuing language learning either before or just after their 13th birthday (Ayres-Bennett and
Carruthers, 2019). Equally, in 2004, compulsory language learning for ages 14—16 was abolished
(QCA, 2004); Department for Education and Skills, 2002), which means the decision whether to take

up an L2 rests entirely with the individual school (Parrish, 2018).

Swarbrick (2011) suggests that schools increasingly perceive languages as dispensable for some
pupils and that learning them is perceived as unpopular and difficult (Blenkinsop et al., 2006; Davies,
2004). Whilst the removal of the requirement to study an L2 at KS4 intended to allow pupils to study
a wider range of qualifications and subjects, this has ultimately led to a disturbing reduction in the
numbers of students taking an L2, both in this key stage and within KS3 (Board & Tinsley, 2016;
Tinsley & Board, 2017). Only 40% of Year 11 pupils in 2011 took an L2, compared to 78% in 2001
(Tinsley and Board, 2013).

At this point however, it must be acknowledged that when considering the data presented by the
various Language Trends reports, this is not representative of all schools in England, as only a smaller
percentage tend to respond to the survey. Out of 3,456 schools only 320 took part. However, there

has, been a steady increase in the number of participating schools, as shown below:

8 There are various devolved education policies affecting the teaching and learning of L2s in the United Kingdom (England, Scotland, Wales
and Northern-Ireland), but this review is limited just to England.

7 Key Stage 2 is the legal term relating to the four years of schooling in maintained schools in England and Wales, otherwise known as Year
3, Year 4, Year 5 and Year 6, for pupils aged between 7 and 11 years old (Gov.uk [online]).

8 Key Stage 3 is the legal term relating to the three years of schooling in maintained schools in England and Wales, otherwise known as
Year 7, Year 8, Year 9, for pupils aged between 11 and 14 years old (Gov.uk [online]).

9 GCSE = nationally standardised and accredited tests in a variety of subjects at age 16+

10 Other qualifications are available such as the IGCSE or vocational qualifications such as BTEC but are taken less frequently. Between
1992 and 2007, the General National Vocational Qualification or GNVQ was also available (Jephcote, 2014).
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Number of Participant Schools

2018 2019 2020 2021

Figure 1 Numbers of participant schools (Language Trends, 2021).

Unquestionably the figure suggests increased levels of participation (Full description in Appendix 2),
with the exception to the 2020 survey when the data collection phase coincided with the Covid-19
pandemic when all schools in England closed on 20th March 2020. It must be noted that
participating schools are generally from areas that are more affluent; 7 out of 10 state secondary
schools have a more favourable Free School Meal (FSM) percentage than the England averages of
15.8% and 14.1% respectively (Appendix 2). Also, the schools who tend to respond are the ones who
might view MFLs favourably. Therefore, the picture emerging from responding schools may appear
to be more positive than the national reality. However, Macaro (2008) established that GCSE entries
began to decline in 2002, prior to the removal of compulsory language learning at KS4 in 2002

(Appendix 1).

2.1.1 Intermediaries between the State and Senior Leaders

In 2000, The Nuffield Inquiry (The Nuffield Foundation, 2000) put forward recommendations on all
aspects of language learning at all stages. In this regard, The National Strategy for Languages for
England (DfES 2002) implemented many of the Nuffield recommendations including the
appointment of a National Director for Languages in 2003. This was then followed by a plethora of
initiatives, such as the ‘Framework for Languages’ at KS3, produced by the Department for Children,
Schools and Families (Evans &Fisher, 2009) which set out a set of teaching objectives for MFL, to
support teachers in their planning [ibid: 1]. In addition, the ‘Asset Languages’ scheme, which offered
students an alternative route to GCSE and access to a qualification in a wide range of languages for
which GCSE was also made available (ALL, 2012). Equally, a national ‘Links into Languages’
programme was set up, in order to offer further support with regional hubs with access to

specialists, as well as resources for the targeted professional development of MFL practitioners
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(Dobson, 2018). Moreover, a network of specialist Language Colleges, first established in 1995,
together with the Centre for Information on Language Teaching and Research (CILT), founded in
1966, offered a ready-made platform for MFL practitioners, as well as a unique specialist library
resource. MFL teachers also had access to information, advice and training via the Qualifications and
Curriculum Development Agency (QCDA) and the Training and Development Agency for Schools

(TDA).

Crucially in 2010, this policy on support and intervention fundamentally changed as the
Conservative—Liberal Democrat Coalition Government (2010-2015) came to power, and the
infrastructure charted above came to an end (Dobson. 2018). Both the CILT and the Qualifications
and Curriculum Development Agency (QCDA) ceased operating. The Teaching Agency replaced the
Teaching Development Agency (TDA), which then merged with the National College for School
Leadership. Moreover, The Specialist Schools programme, the National Strategy, ‘Links into
Languages’ and Asset Languages were all withdrawn. The post of National Director for Languages
was also abolished in 2011(Dobson, 2018). However, the Association for Language Learning (ALL)
and the National Association of Language Advisers (NALA), as well as the British Council continue to
be active, despite uncertainties due to funding and the exit from the European Union [ibid].
Importantly, The National Strategy for Languages of 2002 together with flexible options for
accreditation were dependent on substantial government funding that ceased to exist following the
effects of the financial crisis (Bowler, 2020/21). Whilst it could be argued that the Coalition
government sought to have a less interventionist approach, it has unquestionably made radical
policy changes, implementing economic austerity measures and discontinuing the National Strategy
(Bowler, 2020/21). This included removing the Framework for Languages, which offered structured
guidance and teaching objectives for Key Stage 3 teaching, and the Links into Languages programme,
which provided regional hubs, specialist help and useful resources (Department for Education, 2010
to 2015). Undoubtedly, one of the implications of the described shut down of support for L2 studies
has also meant that any funding previously kept solely for second language studies was also moved
to the general school budget (Bowler, 2020/21). Despite promises that school funding was
ringfenced, school budgets in England became increasingly under pressure and have triggered staff
cuts and scaled-back curriculums (Ratcliff, 2017). This also meant when language uptake and expert
staffing dwindled, it was no longer possible for senior leaders to prioritise second language studies

(Bowler, 2020/21).
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In an effort to respond to concerns about the decline of entries in “facilitating’ subjects, including
MFLs, in 2010 the coalition government!? introduced the English Baccalaureate (EBacc) (DfE, 2010).
This was also intended to be an accountability measure for schools in 2011 (Department for
Education, 2013a; Tinsley and Dolezal, 2018). The rationale behind this measure was two-fold:
firstly, to encourage more pupils to study ‘traditional’ academic subjects rather than vocational and
also to increase progression to Higher Education. It was thought that pupils from disadvantaged
backgrounds were less likely to take individual academic subjects. In 2009, data showed that less
than one in five students did History and fewer than 15% took Geography or French. The EBacc
requires pupils to gain GCSE grades A*- C in English, Maths, Science, MFL and History or Geography.
Consequently, in 2014 the numbers increased to 49%. Since then however, numbers have continued
to drop [Ibid], despite the government’s ambition for 90% of pupils to obtain the EBacc by 2025. In
the 2016/17 Language Trends Survey, schools expressed concern that the introduction of new GCSEs
would decrease numbers further (British Council, Language Trends Survey, 2017). Undoubtedly, the
Ebacc in 2010 had a temporary effect on improving the uptake of languages at GCSE in 2013, and
many schools sought more teachers for MFL. Nevertheless the effect has been uneven, and has led
to organisational changes, such as the altering of the GCSE option blocks (53% of responding state
schools) or making language study compulsory for some pupils (36%) (Board & Tinsley, 2014).
However, some of these changes were short-lived, with 11% of responding state schools reporting
that changes were made but subsequently reversed (Board & Tinsley, 2014). But in 2017 only 38.2%
of pupils in the state sector were entered for the EBacc, and of those who entered 4 out of the 5
components, 80.4% missed the language component (Ayres-Bennett and Carruthers, 2019).Together
with the EBacc, the Progress 82 performance measure, which first appeared in the league tables in
2016, was anticipated by the Department for Education to lead to many schools further changing

their curriculum (Department for Education, 2014c).

Despite the EBacc still being reported on and still including MFLs, these are not necessarily included
in the Progress 8 measure. Importantly, in the calculation, MFLs can be replaced with Science or
humanities subjects, which appear to have a greater positive impact on league tables. Moreover,
recent evidence suggests that schools are prioritising Progress 8 over EBacc with negative

consequences for MFL entries (Wiggins, 2016). The combination of the Progress 8 measure and how

1 These are all subjects that universities require students to have in order to be accepted on too many degree courses.
12 The 2010 general election resulted in a hung parliament, and the Conservative party, led by David Cameron, formed a coalition with the
Liberal Democrats in order to gain a parliamentary majority (The editors of Encyclopaedia Britannica,2010 [online]).

13 This measure considers progress made in eight subjects, including English, Maths, three EBacc subjects (this could include more than
one from each area, e.g. Spanish and French, whereas in the EBacc itself only one subject from each area can count), and the remainder
made up of other eligible qualifications. Science would fall within the EBacc group (Department for Education, 2014c).
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it is manipulated at the school level, together with the (perceived) difficulty of languages at GCSE
(Coe, 2008) poses a hindrance regarding MFL take up in post-14 education. This is then coupled with
staffing concerns in relation to expanding language provision, poor student motivation (Allen &
Thompson, 2016), lack of curriculum time (Tinsley and Board, 2017a) and ‘harsh’ grading, which is
perceived by both students and teachers (Parrish, 2018). Consequently, the ‘EBacc effect’ of
increased uptake noted in Language Trends (Board & Tinsley, 2015) is then tempered somewhat as
head teachers choose to take other routes to securing high Progress 8 scores and rank high in the
league tables. Indeed, in the literature there is evidence that schools frequently direct students
towards or away from subjects, such as MFL, based on their ability or the predicted outcome for that
student (Harris and Haydn, 2012; Ryrie et al., 1979; Stables, 1996). Gaskell (1970) called this,
‘streaming of students ability’ (p. 19). Adding to senior leaders’ concerns is also the principle of
OFQUAL'’s system of comparable outcomes (Benton, 2016), which was introduced in 2010 to safe
guard against grade inflation. Comparable outcomes!* mean that from one year to the next, the
grades awarded in a specific subject will be similar to those in previous years, considering any
change in the prior attainment of the students taking the particular subject [ibid]. It could be said
that whilst ‘harsh’ grading of MFL prevails, together with the principle of comparable outcomes, the
new GCSE content and assessment proposals appear to remain short of making a marking difference
to MFL uptake (O’Farrell,2021). Conversely, such measures appear to pose substantial threats at a
time when the MFL uptake is already in crisis. Rather than achieving the desired outcome of
broadening the qualification’s appeal, they appeared to have led to a further decline in second

language studies.

Arguably, in the last few years, several developments have occurred which hoped to have a lasting
impact on second language studies in England. One of such developments has been the new Ofsted
(2019) inspection framework, which has seen the implementation of languages being taught in both
primary and secondary schools as part of a ‘broad and balanced curriculum’ (Ofsted, 2019).
However, such measure poses a challenge, namely for primary schools due to the lack of language
specialist practitioners at primary level (Sturt-Schmidt, 2020). Nevertheless, this framework aimed to
ensure Key Stage 3 includes years 7, 8 and 9, thus meaning MFL will be compulsory for the first three
years of secondary school. The rationale behind such measure hoped to tackle the ‘loophole’ many
secondary schools have used to reduce Key Stage 3 to two years (7 and 8) and in this way opening

the way to students in secondary school to drop language studies subjects following the first two

14 The “comparable outcomes” approach was first (officially) applied to new GCSEs introduced in 2011 2 (see
OFQUAL, 2011). This means that, under usual circumstances, the aim is that ‘roughly the same proportion of
students will achieve each grade as in the previous year’ (OFQUAL 2012: 2).
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years of secondary education [ibid]. Arguably, this new framework can be perceived as a positive
measure by way of ensuring that MFL is taught to all students in KS3. But it is clear that such
framework has had the opposite effect beyond KS3. The introduction of this revised Ofsted
framework saw a slight rise in entries risen. But importantly, in this framework accountability is a key
curriculum driver and changes to GCSE MFL entries are inextricably linked to the pressures it exerts
on schools (O’Farrell, 2021). And, although recognising that one of the key reasons behind the
introduction of the Ebacc was to increase take up of language studies beyond KS3, senior leaders are
fully aware of the pressures imposed by accountability measures[ibid]. Therefore, it could be argued
that the Progress 8 measure appeared to have answered their concerns, as it seems to have made it
easier for schools to score a higher Progress 8 score when students are entered for sciences and
humanities to fill the requisite Ebacc entries, rather than second language studies. And this is due to
the acknowledge recognition by senior leaders of the ‘severe’ exam grading (Dearing and King, 2007,
Graham 2002; Taylor and Marsden 2014; Thompson, 2016b) at GCSE, in MFL studies. The
consequence being that on average, the gained grades are lower by up to one grade than other
Ebacc subjects (Thompson, 2016). It is clear that performative measures are key curriculum drivers
and any changes to MFL provision are inextricably linked to the pressures it exerts on schools (O’
Farrell, 2021), and this can but lead to a further decrease on uptake beyond KS3. The last decade
has, without a doubt, seen renewed importance afforded to MFL studies from ‘the top’, with the
British Academy’s (2019) statement that monolingualism is ‘the illiteracy of the 21st Century’
(Roberts et al, cited in The British Academy, 2019: 3) and the government’s inclusion of L2 studies as
a requirement to obtain the EBacc. However, numbers are still lower than they were before the
removal of MFL as a compulsory subject at GCSE (Dobson, 2018). This suggests that such views of
MFL are not so widely shared amongst students and the parental body [ibid]. Recent research into
the current situation of MFL in England (Tinsley & Dolezal, 2018; Tinsley, 2019) corroborates such a
view claiming that much still needs to be done to improve the status of languages and consequent
take-up in post 14. The continuing decline in uptake of foreign languages over recent years,
demonstrates that the government’s range of measures to address this situation has had limited
impact and many underlying reasons for the decline remain unaddressed. Measures, such as the
EBacc, are unlikely to achieve a shift in culture unless they are underpinned by a coherent and
consistent national language policy based on pedagogy and a sound philosophical approach (Evans
2007; Macaro, 2008). Equally, curricula with mainly tedious content and perceived by learners to be
inept, (Bell 2004; Coyle 2000) also accounts for the continuous decline. Finally, the perception that

L2 studies are difficult subjects, together with severe grading at the point of GCSE examinations and
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some seeing them as unimportant (Dearing and King, 2007; Graham 2002; Taylor and Marsden 2014;

Thompson, 2016b), adds to the picture of national degradation.

The 2018 Language Trends Survey acknowledged that for some teachers ‘... the introduction of new,
more rigorous GCSEs and A levels is a depressing take up and the increase in GCSE numbers
delivered by the English Baccalaureate policy is now in reverse’ (British Council, 2018). There is a
widening gap between schools: those which are moving towards the government’s ambition of 90%
of pupils taking a language, and those where languages are not a priority [Ibid].The latest figures for
students passing language exams suggest the continuum of this downbhill trend, (Language Trends,
2020; Tinsley & Dolezal, 2018). In addition, MFL A Level studies have also suffered a big decline in
the number of students choosing MFL Higher Education courses, leading to the closure of some
University MFL departments (Bawden, 2013). Equally, by excluding alternative and vocational
language qualifications as qualifying subjects for the Ebacc has led to reducing the flexibility of
language-learning opportunities (Davies, 2012). The scheme ‘Asset Languages’, which previously had
provided access to voluntary accreditation for all ages in a variety of community languages, could
not be sustained (Dobson, 2018). Hence, foreign language education has become increasingly
restricted to highly academic GCSE and A-Level qualifications, therefore failing to suit the needs of
all students, and consequently fewer gain any proficiency (Sturt-Schmidt, 2020). Within the state
sector the uptake of MFLs beyond KS3 acts as a social marker (Board and Tinsley, 2015). Indeed, the
2020 Language Trends Report, 34% of state secondary schools and 46% of independent schools®
reported fewer pupils taking a language post-16 than in previous years (Language Trends,2020).
Across the UK, independent schools teach considerably more MFL than all state schools, as do state
schools with a predominantly middle-class intake (Board & Tinsley, 2014; Lanvers,2017b). Only 20%
of state schools make a language compulsory in KS4, as opposed to the independent sector where
the figure is 74%. However, the last year’s report acknowledges that the uptake of MFLs at post-16
education is also decreasing (Language Trends, 2021). This is strongly linked to levels of social
deprivation of a school’s intake: schools with high percentages of students entitled to free school
meals?® (an indicator of a degree of social deprivation of a school’s cohort) have low participation
rates on L2 studies beyond the compulsory phase (Tinsley & Board, 2016). The same applies to
schools with: a higher allocation of Pupil Premium Funding; lower Attainment 8 results; Sponsor Led

Academies; and those who have a higher proportion of students identified as having English as an

15 Independent schools (also known as ‘private schools’) charge fees to attend instead of being funded by the government. Pupils don’t
have to follow the national curriculum [online].

6 England a Free School Meal (FSM) is a statutory benefit available to school aged children from families who receive other qualifying
benefits and who have been through the relevant registration process.
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additional language. They are also slightly more likely to be in the North of England.'” The inequity in
language learning across the social divide continues to increase[ibid]. Importantly, students from
lower socio-economic backgrounds have fewer encounters with language studies due to factors such
as, lack of parental language skills, limited travel, absence of international contacts and international
mobility. These students do not see the values of language learning beyond practical needs (e.g. jobs
or travelling), hence, they find themselves in a monolingual mind-set or habitus (Lanvers, Doughty,
and Thompson, 2018). This critical interpretation of social exclusion leads to criticism of the
education system and its failure to counter inherent social inequalities. And such unequivocal
segregation in MFL uptake is a key feature of the UK language learning setting, where ‘Languages
become the preserve of social and intellectual elite’ (Coleman, 2009). In order to expose or
challenge these inequalities, there is a need to consider discourse regarding second language studies
as it can be perceived as a reflection of the social world (Tabrizi and Behnam, 2014). It is then
paramount to discuss the extent to which senior leaders’ discourse might reinforce or challenge

stances towards the importance of L2 studies.

2.1.2 Issues of Discourse

As evidenced above, the historical limitations for increased take up in MFL in England have led to a
loss of infrastructure support for MFL practitioners (Dobson, 2018). But crucially it has had major
implications for school leaders (Board & Tinsley, 2015; Coe, 2008; Allen & Thompson, 2016; Parrish,
2018; Tinsley and Board, 2017a). Namely the introduction of performative measures led to further
constraints to the decisions senior leaders might make in schools regarding MFL provision (Benton,
2016; Harris and Haydn, 2012; O’ Farrell, 2021; Ryrie et al., 1979; Stables, 1996). This begs the
guestion as to whilst remaining accountable, how can school leaders contain the further plunge of
second language studies beyond post-14 education, and in turn convey a clear message of the
recognised benefits of learning other languages [ibid]. In this regard, it is fundamental to consider
the impact of their ‘discourse’ on the values of second language acquisition within their educational
settings. Foucault (1991) defines discourse as more than ways of thinking and producing meanings.
Discourse goes beyond ways of creating knowledge, in conjunction with the social practices, forms
of subjectivity and power relations which inhere in such knowledges and relations between them

[Ibid; Weedon, 1997).

7 The data taken from the 2020 report showed that in 2019, 54% of schools in the highest FSM quintile stated that ‘some groups do not
study a language’ as opposed to only 21% of schools in the lowest FSM quintile. 57.1% of Sponsor Led Academies stated that ‘some groups
do not study a language’, in contrast to 32.6% of Community schools and 30.9% of Academy converters (British Council, 2020).
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Generally, educational discourse may reflect and reproduce beliefs, attitudes and social practices of
education, and that links between educational practices and the sociocultural beliefs and attitudes in
which they are embedded, may be exposed (Goldstein, 2004). Arguably, the withdrawal of the
network of support in place prior to 2010 (Dobson, 2018), could be perceived by many as a move to
marginalise other languages and cultures (Pennycook, 1995), and in this way continue to sustain
perceptions of neo-colonialism and racism (Becket and MacPherson, 2005) whilst widening the gap
in education. As an example, the removal of vocational language qualifications from the Ebacc
(Davies, 2012) has led to a further increase in inequity in Second Language acquisition. Indeed,
Professor Mike Kelly (2019), a language expert and advisor to the’ All-Party Parliamentary Group’
(APPG) recommended ‘opening up the range of qualifications that are available and looking at wider
types of accreditation’ with ‘a focus on helping disadvantaged students to learn languages’ [ibid].
Although the level of autonomy granted to schools was welcomed (Hubb & Moe, 1990), at the same
time it placed greater emphasis on the role of school leaders regarding curriculum provision,
specifically in MFL. Autonomy comes with a price tag, accountability (Brighouse, 1983; Department
for Education, 2013a; Glatter, 2012; Tinsley and Dolezal, 2018) and this becomes the main point of
reference for informing school leaders’ decision-making. Such measures, combined with the removal
of the support framework for MFL provision have led to a hierarchy of subjects, where MFL studies
are seen to be devalued in relation to core subjects. As a result, these views became entrenched in
schools with negative outcomes for second language provision. A new ‘truth’ becomes established.
Foucault argues that the 'will to truth' is the major system of exclusion that forges discourse and
which 'tends to exert a sort of pressure and something like a power of constraint on other
discourses' (Foucault, 1970, cited in Shapiro 1984:113-4). It is therefore essential to examine the
perception of languages as an elite capital, which appears to be reproduced at institutional level by
head teachers’ decision-making regarding L2 studies in post-14 education. In this regard, Foucault
(1997) argues that part of the answer to these questions lies in the relation between power and
discourse. Some discourses have more power to persuade than others and are reiterated more often
across a wide range of sites and/or by those who are believable and understood to be an expert.
Indeed, the policy of minimal intervention compounded with the removal of the support structures
for MFL, as previously outlined, besides reshaping the relationship between the state and schools,
has led to a greater empowerment of head teachers, who in turn are perceived as the ultimate
‘power holders’ [my emphasis]. Consequently, their discourse is paramount as it can both sustain or
abate the current decline in MFL studies. This is covered by the notion of technologies of power,
which ‘determine the conduct of individuals and submit them to certain ends or domination, an

objectivising of the subject' (p.225). The relationship between head teachers and MFL practitioners
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illustrates how these technologies operate in schools, where day to day decisions are left to the
latter (Parrish, 2018). Conversely strategic decisions are held by the school leader and the views of
the heads of MFL are often disregarded [ibid]. Institutions, such as schools, act as specific sites
where particular techniques of power are channelled and applied to individuals in systematic ways
(Foucault, 1997). Through its organisation, curriculum and daily practices, school becomes a
disciplinary site which draws on particular regimes of truth (discourses) to legitimate its existence
and to define what it does. Consequently, particular pedagogical practices associated with MFL
provision, beyond KS3 can work to produce 'normalising’, 'regulating' and 'classifying' effects. This
intricate relationship between power/knowledge and discourse underpins schools’ decision-making
and it is significant in underpinning this study. Consequently, a deeper explanation is offered in
section 5.2, by way of developing this theoretical perspective and using it to offer an analysis of the
findings.

2.1.3 Conclusion

To conclude, there is a lack of coherent policy support at national level in England to increase the
take up of L2 studies and equally, there is a large body of evidence suggesting that low student
motivation is the greatest contributor to the continuing decline (Coleman, Galaczi and Astruc, 2007
Tinsley, 2018). However, this is only part of the story. Whilst school leaders face systemic problems
with the documented language-learning crisis (Tinsley, et al., 2018) it also seems that their
interpretation of curriculum and policy is results-driven, rather than what might have been initially
intended by policy makers (Wang, 2010). This decentralised nature of MFL policy in England, coupled
with the documented language-learning crisis (Tinsley, et al., 2018) brings to the forefront the role of
head teachers and the impact of their decision-making regarding L2 studies in secondary schools in

England.

2.2 Senior leaders’ decision-making: practice and policy
In England, some schools have been afforded new levels of autonomy, depending on the type of

school. However, this does not imply that all centralised control is removed (Agasisti, Catalano, and
Sibiano, 2013). The reality is that schools have become more accountable (Caldwell, 1993)28, with
school leaders’ decision-making being considerably constrained by the league tables of results for

GCSEs, the main indicator of academic success (Glatter, 2012:564).

The growing accountability performance measures pose significant and well-documented hindrances

in deterring the decline of MFL in post-14 education (Board and Tinsley 2014; Lo Bianco, 2014; Long

18 The flexibility provided by government policy on L2 studies, allows senior leaders and MATs control over admissions, budget and
curriculum provision and enactment. As a result, 57% of English state secondary schools now have such autonomy (Academies or Free
Schools) (Board & Tinsley 2015). Consequently, competition between schools has increased (Ball et al., 2012).
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and Boulton, 2016; Staufenberg 2017; Thomson 2016a). Additionally, the difficulty of attaining good
grades in MFL, compared to other subjects (Coe 2008; Ofqual 2015; Thomson 2016b; Vidal Rodeiro,
2017), has exacerbated an already challenging situation. L2 studies are subject to disproportionately
severe grading at GCSE level (Taylor & Marsden, 2014; Thompson, 2016b) and subsequent
qualifications at A-level®®. At GCSE level, students score on average one full grade below results in
other subjects, based on both individual grades in other subjects and earlier grades, and A-level
languages are subject to greater attrition in relation to other subjects [Ibid]. Schools with high levels
of language take-up at GCSE may therefore have comparatively worse ‘League Table’ results (Board
and Tinsley 2015:4), leading schools to permit only high-achieving students to continue with MFL
studies beyond KS3 (Parrish and Lanvers, 2018). Consequently, within the state sector, schools with
good academic records are more likely to make languages compulsory than those with a poorer
record (Lanvers, 2017b). Therefore, school leaders who are continuously under pressure to improve
their league table standing, become disincentivised to enter students for GCSE MFL (Education
Datalab 2015; Harris and Burn 2011; Lanvers, 2017b). Hence, the decision taken in 2004 to make
MFL optional in post-14 has been well-received by head teachers. However, it has also been found
that students link the optionality of MFL with low value (Coleman et al., 2007; Fisher, 2011). Thus,
the ways in which school leaders make decisions regarding the provision of choice at GCSE,
undoubtedly affects student motivation (Parrish, 2018). Research in L2 studies has found that the
level of motivation declines over KS3 (Coleman et al., 2007; Williams et al., 2002) and where the
learning process conflicts with students’ sense of identity, motivation remains a problematic issue
(Bartram 2006; Fisher 2001). Davies et al., (2004) have shown that students’ perceptions of a subject

are important in their GCSE choices, as well as perceptions of their ability (Blenkinsop et al., 2006)%.

School leaders, even if willing to increase their MFL take up, are faced with constant policy changes
suggesting: a lack of direction in relation to the purpose of teaching an L2 [ibid]. This inconsistency

and array of policy changes sends contradictory messages regarding the importance of MFL. The

19 A- Level =Advanced level, school-leaving qualification enabling university entry, typically taken age 18+(Myers, 2006)

20 Arguably, the increased autonomy to individual schools seems to account for a stark social segregation in
MFL studies. Beyond the post compulsory phase, such measures appear to support a ‘classed nature’ of
curriculum choice in schools (Abraham, 2018; Coffey, 2018; Lanvers, 2017a), which contradicts the
government’s pledge for a fair educational reform regardless of background (DfE, 2015 [online]). Increasingly,
school leaders are able to shape their school according to socio-economic factors, namely, the social mix of
their intake (Braun et al., 2011) and offer opportunities to schools to ‘cream off’ the best pupils (Goldring,
2005). Thus, social segregation in UK schools is likely to increase with devolution (Pachler, 2007), as socially
disadvantaged families cannot afford to live in catchment areas with more successful schools (Allen 2007;
Burgess et al., 2014) due to disproportionate house prices. This enables middle-class parents to ‘buy into’ the
catchment area of popular state schools (Cheshire & Sheppard 2004). The end result is an increasing social
divide in language learning uptake (Pachler, 2007).
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EBacc measure, for example, includes a language at GCSE, whereas Progress 8 does not. Lastly, but
not least, governmental accounts into the decline of L2 studies (Board and Tinsley 2015; Dearing
2007; Nuffield Foundation 2000) tend to focus solely on the practical benefits of L2 studies, such as
economic requirement and the job market (Lanvers, 2016). Conversely, the benefits of language
learning, such as, tolerance and world citizenship, not to mention personal enrichment, societal

cohesion and intercultural understanding, are completely disregarded [ibid].

Despite constraints imposed by policy tools and frameworks in relation to L2 provision (Parrish,
2018), the ultimate decision-making process resides with the head teacher and MTPs (Johnson and
Johnson, 2015). Decisions, such as which languages should be taught to which students, are
generally perceived as a key responsibility of the leadership team and the school governing body
(Earley and Weindling, 2004:118), although heads of department may contribute to this strategic
thinking in their areas of expertise [Ibid]. Their role is merely to implement strategies within the
department (Parrish, 2018). Therefore, the impact of their decision-making can potentially be
constrained by that of the headteachers. Ironically, both the heads of department and their school
leaders perceive themselves as highly constrained by government requirements in spite of the
decentralised model of school decision-making (Glatter, 2012). The accountability measures in place
warrant that, even institutions that are not officially bound to the NC, such as academies, feel
obliged not to diverge from it and comply with the centralised testing and reporting regime (Parrish,
2018). School leaders may have the vision, but the agency within their specific contexts may be

limited (Earley, 2013).

Against this background, the obstacles for curriculum provision and enactment in MFL are relevant
to the consideration of schools’ decision-making. It is ultimately the senior leaders’ decision to
create curriculum changes [lbid], and, despite the constraints discussed above (Glatter, 2012), head
teachers appear to hold the power to determine who learns languages and to what level (Johnson
and Johnson, 2015). However, the agency of heads of languages and teachers of MFL can also be
constrained and challenged by explicit policy contexts that privilege conformity and standardization
over change (Ball, 2006). Such contexts appear to be underpinned by potential hegemonic forces
that continue to shape public education and preserve the established social order and its intrinsic
powerlibid]. Tollefson, 2013b argues that within critical approaches, ‘language policies are viewed as
mechanisms for creating and sustaining systems of inequality that benefit wealthy and powerful
individuals, groups, institutions and nation-states’ (as cited in Johnson, 2015). In this regard,
dominant-group language ideologies act as a model that validate policies and curriculum decisions

that restrict educational access and privilege dominant groups (Shohamy, 2006). School laders with
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access to institutional power tend to make policy decisions in line with dominant discourses that

withstand and normalize linguistic, economic, and ethnic/social hierarchies (Ball, 2006).

In some instances, the devolution of language in education policy is welcomed by head teachers,
given the ability to act and tailor decisions according to individual needs and circumstances that
autonomy brings (Hubb & Moe, 1990). However, it must be emphasized that these same policies can
also be limited by the internal politics of the school or department (Priestly, 2011). Moreover, the
priority placed by the school leadership on league tables and performance measures also dictates
policy, (Brighouse, 1983:15). Devlin & Warnock (1977) argue that education entails value

judgements being made by a select group as to what should or should not be taught.

It can therefore be argued that it is politics which determines which languages are most ‘useful’ or
‘in demand,” and the current approach has been described as ‘cultural retrenchment’ (Hurcombe,
2016 [online]). Pennycook (1989) shares the view that ‘all education is fundamentally political’
(p.590) and given the levels at which policy decisions are made, education is subject not just to
change in line with changing governments, but also in line with change in school-level leadership.
But that is not all. Because language policies are created and implemented by individuals, it is then
pivotal to consider their beliefs. Spolsky (2009) noted that the most noteworthy beliefs to language
policies are the values or status afforded to named languages. Whether they are perceived from the
perspective of attitudes or ideologies, they are crucial, because the efficacy of a language policy
depends on buy-in from stakeholders, albeit a classroom policy, an institutional policy, or a national
policy (Wiley and Garcia, 2016). The implementation of language educational policies is also
dependent on the beliefs about languages that each key actor, who interprets policy meaning, might
hold at both local and state level (Compton, 2013). The wider ideological climate of the society will

also affect the potential for national language policies (Hult and Hornberger, 2016).

2.3 Teachers’ beliefs and decision-making
This section explores the influence of teachers’ beliefs and social context, how they affect individuals

and in turn how such beliefs affect institutional level decision-making regarding L2 studies in
England. The focus on teachers’ beliefs is relevant to get a sense of the individual and collective
discourses that inform teachers/school leaders’ perceptions, judgements and ultimately the
decision-making process that motivate and drive their action. Therefore, in order to understand how
head teachers and teachers make individual decisions about curriculum provision concerning L2
studies, it is necessary to consider how individuals make their decisions about many things on a daily

basis.
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2.3.1 Defining beliefs
Whilst beliefs have been described as the most valuable psychological construct to teacher

education (Pintrich, 1990), they are also one of the more difficult to define. In the field of L2
education, beliefs are perceived to be central to teacher learning (Pajares, 1992) and they play a
crucial role in informing a teacher's practical and pedagogical content knowledge (Borg, 2003;
Rosiek, 2003). Therefore, an understanding of the influences on the development of beliefs is seen
as being of great importance for those seeking to understand what informs educational practice in
ways that prevailing research agendas have not (Pajares, 1992). Consequently, teacher beliefs have

increasingly become the focus of research studies in recent years (Borg, 2011).

Defining the notion of beliefs is rather complex, as these are abstract in nature, making them
challenging to research (Pajares, 1992). There are scholars who seek to make a clear distinction
between teacher subject knowledge and pedagogic belief. For example, Nisbett and Ross (1980),
Ernest (1989) and Pajares (1992), assert that knowledge is the more cognitive component of teacher
thinking and is more receptive to reason and critical examination. The table below illustrates the

different views:

Nisbett and Ross (1580), Ernest (1989) and Knowledge is the more cognitive component of teacher thinking and is more
Palares (1992) receptive to reason and critical examination.
Pajares (1932) Beliefs and knowledge are associated with subjectivity and emotion, whereas

knowledge tends to be more empirical.

Alexander and Dochy (1995) Individuals understand beliefs as being part of a level of perception, rather

than constituting knowledge or being part of a tangible reality.

Brown and Coney's (as cited in Pajares, 1952} | Pointed to a differentiation between beliefs and knowledge also supported this

view,

Nisbett and Ross (as cited in Pajares, 1992) Viewed beliefs to be a sub-category of knowledge and not a different isolated

concept itself.

Table 1 Knowledge and Pedagogical Beliefs

In his review of research in the field of second language studies, Borg (2003) espouses the term
‘teacher cognition’ to incorporate both the knowledge and beliefs held by teachers. He asserts that
research should reflect the important relationship between beliefs and knowledge, as opposed to
create potentially false divisions between them, with a multitude of ‘labels’ used to explore the
notion of teacher beliefs (p.83). He argues that this diversity of terminology has led to significant and

unnecessary ‘conceptual ambiguity’. This view that knowledge and beliefs are inextricably
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intertwined is also supported by (Pajares, 1992). Moreover, both knowledge and beliefs are subject
to the powerful influences from previous episodes or events that coloured the comprehension of
subsequent events (Nespor, 1987). This stance is also supported by Goodman (1988) who discovered
that teachers were influenced by guiding images from past events that created intuitive screens
through which new information was filtered. This is prevalent in this study, as institutional level
decision-making can also potentially be informed by senior leaders’ very own personal experiences
as MFL students themselves , thus affecting their perception of value of language studies beyond
KS3 studies. In more recent studies, teachers' beliefs were claimed to be 'psychological

understandings, premises or propositions felt to be true’ (Tondeur et al., 2008: 25-43).

However, Richards and Lockhart (1994), state that beliefs can be both objective and subjective.
These scholars assert that beliefs can originate from academic and empirical concepts as well. They
highlight that even experience in teaching turns into beliefs acting under the 'l have done before, I'll
do it again' formula. This stance is also supported by Lewis (1990) who argued that the origin of all
knowledge is rooted in belief, in that ways of knowing are basically ways of choosing values.
Specifically, when learning is due to personal discovery or insight, for example, individuals begin by
believing their own senses, their intuition, the laws of nature and logic. There is indeed a growing
body of evidence, which supports that teachers are influenced by their practice and their beliefs
which are closely linked to their values and views of the world, and also to their understanding of
their place within it (Pajares, 1992). Borg (2011) defines ‘belief’ as a proposition, which consciously
or unconsciously is upheld by the individual and serves as a guide to thought and behaviour. These

beliefs will undoubtedly inform present and future situations (Clandinin and Connelly, 2000).

For Rokeach (1968) beliefs stem from direct encounters with determined objects and have a ‘taken-
for-granted character’ (p. 6); they are rigid and belong to the most inner-core type of beliefs.
Furthermore, he argued that these beliefs are also associated with self-identity and any disturbance
affecting these can cause instability within an individual. Equally important for this scholar are
‘authority 'beliefs which are described as those originating in the different spheres of society [ibid].
This means that individuals tend to identify with ‘authorities’ who will help them to decide what to
believe and what not to believe [ibid]. As an example, school leaders tend to identify closely with
government policies, hence they perceive themselves, and are perceived, as the holders of
‘knowledge’ and absolute ‘truths’ [ibid]. In this sense, teacher practice is inescapably influenced by
such authority beliefs, as we look to such authorities for information about what is (and is not) true
[ibid]. Arguably, such beliefs may have a detrimental impact on MFLs in post-14 education, as
teachers are also shaped by the institution, and their head teachers, who are often perceived as the

‘authority’ in these social contexts. Therefore, belonging to a specific school family and a particular
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set of beliefs may shape teachers’ beliefs, both positively or negatively and influence their practice,
and most importantly, their beliefs. This is advocated by Rokeach, who asserts that individuals
accept or reject beliefs depending on how well they identify with them and form a sense of ‘group
identity’ (Rokeache,1968: 11); family, class, peer groups, religious and political groups, and country
itself shape these beliefs [ibid]. As such, individuals develop a belief system that encompasses all the
beliefs acquired through the process of cultural transmission (Nisbett & Ross, 1980; Rokeach, 1968).
Additionally, they are closely related to what we think we know, but provide an emotional filter,
which screens, redefines, distorts or reshapes subsequent thinking and information processing

(Nespor, 1987).

Arguably, there are authors who would argue against this stance about beliefs being influenced by
‘authority’ and assimilating into social contexts. It is claimed that teachers bring their own set of
beliefs which in turn influence their decision-making. Since beliefs act as a filter for human
behaviour, they are an important feature of reflective teaching (Richards & Lockhart, 1996), which
encourages teachers to reflect upon and question their beliefs to understand how they teach. In
particular, beliefs are an important feature of educational and teacher change, since a change in
teachers’ practices requires a change in their beliefs (Barcelos, 2015). This is pertinent to head
teachers and institutional level decision- making, where arguably a change in beliefs might lead to a
change in curriculum provision in post-14 education with greater affordance given to L2 studies.
Teacher beliefs, which are often drawn from memory and experience, are argued to be the more
effective and profoundly seated personal truths (Borg, 2011; Ernest 1989; Nespor, 1987); and their
influence must be acknowledged within school’s decision- making process. This is believed to be a
conscious process, and the extent of consciousness varies from clearly motivated selections to
unconscious decisions (Kansanen, 2008). This same principle can be extended to teachers' and
school leaders’ decision-making. Both stakeholders select one alternative amongst other potential
choices. Thus, behind the processes of identifying the problem, generating, evaluating and selecting
an alternative, are the systems of teachers’ personal beliefs and knowledge (Borg, 1998a; Da Silva,
2005). For the purpose of this study, ‘beliefs’ reflect the way in which the participants, senior leaders
and heads of MFL, interpret information and experiences of second language studies in post-14
education in England and how this affects their decision-making (Cabaroglu and Roberts,

2000:388).

2.3.2 The influence of social context on beliefs in relation to institutional level decision-
making
It is contended that the context in which teachers and or senior leaders find themselves working,

together with their subject knowledge and educational beliefs, affect their decision-making in
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relation to curriculum provision in MFL (Clandinin, 1985; Gudmundsdottir, 1990; Pajares, 1992;
Cabaroglu and Roberts, 2000; Pinar et al., 2008). Beliefs are dynamic and emergent, socially
constructed and contextually situated (Kalaja & Barcelos, 2011; Mercer, 2011). Therefore, it is
important to consider whether or not teachers' beliefs align themselves with the prevailing group
identity. In this perspective, the notion of beliefs may reflect the tensions between head teachers’
own beliefs and values, as well as government ideology. In other words, beliefs originating from an
‘institutionalized ideology’ (Rokeache, 1968:10) may be incongruent with those of school leaders.
Therefore, it is relevant to discuss which holds the most influence in relation to L2 studies in post-14
education, as head teachers’ decision-making appear to align itself with dominant institutional
discourses (Biesta et al., 2015). As practitioners become immersed in the culture and values of a
school, the influence of social context on beliefs in relation to schools’ decision-making is driven by
the view that any decisions regarding MFL in post 14-education may be informed and determined by
contextual factors. Borg (1998) agrees that MFL teachers’ behaviours may be shaped by their beliefs,
and crucially he asserts that they are also influenced by environmental factors inherent in the school
contexts in which they are working, such as school policies, leadership directives, curriculum and
assessment practices (1998). This was further corroborated later by Borg (2003) and by Lee (2008)
who provide abundant evidence of the way in which contextual factors and situational constraints
act to ‘mediate the extent to which teachers can act in accordance with their beliefs’ (Phipps and
Borg, 2009:381). Equally, Chacdn (2005) perceived teaching context as of primary importance and
asserted that within the complex process of teaching, teachers’ actions, and in this instance, senior
leaders’ decision-making, represent the interplay between their beliefs (e.g. perspectives,
perceptions, and assumptions) and their contexts. Flores and Day’s longitudinal research (2006)
revealed how the interplay between contextual and cultural factors influenced teachers’ thinking.
Similarly, Cabaroglu and Roberts (2000) emphasized both personal and social aspects of teacher
beliefs by stating that these are developed through non-stop interactions between personal
meaning-making, and social validation and invalidation of these meanings. Arguably, such
interactions may lead to inconsistencies in a teacher’s beliefs (Raymond, 1997). In the case of
education, issues such as time constraints, limited resources, accountability measures and tensions

created by standardized tests can lead to’ an inconsistency of beliefs’ (Lester, 2007:272).

A number of studies have examined the contextual factors influencing teachers’ beliefs, such as
language policies, mandated curriculum, school culture and resources (Zhang and Liu, 2014). Bruner
(1996) noted, culture shapes minds. Many traditional beliefs held by teachers mirror deep-rooted
cultural values and conventions [ibid]. Such values have evolved from social context and from the

institutions; they hold the power to create or perpetuate the dominant discourse in society (Zhang
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and Liu, 2014). Arguably, the same could be said of head teachers and practitioners, who tend to
legitimize and reproduce discourses regarding curriculum provision in relation to second language
studies that are embedded in institutions (Ball, 1996). The lack of affordance given to MFL beyond
KS3 reflects such an assumption (see sections 2.1 & 2.2). Therefore, if and when the opportunity
arises to contemplate change, there is a need to incorporate reform ideas into their belief systems

before they can enact changes within MFL curriculum provision.

However, research has shown that teachers’ beliefs are deeply entrenched and resistant to change
(Pajares,1992; Tsui, 2003), and this because innovation entails the encounter of conflicting values
and goals (Barcelos & Kalaja, 2011). These socio-cultural conflicts coupled with the complex daily
work environment of teachers and school leaders may hinder changes in their beliefs and practices
[Ibid]. Teachers and senior leaders bring’ their personality, interests, abilities, talents, and ways of
interacting with others’, and importantly their background, to their classes or their institutions
(Kaplan and Owings (2011:5). These internal factors will greatly influence their decision-making,
whether, in the classroom, in their school setting or in society (Ellis, 2011). In a study conducted by
Waters and Vilches (2008) the implementation of curriculum innovation in the basic education
sector in the Philippines, found that English teachers continued to hold traditional beliefs and used
methods not aligned with the principles of the new curriculum. 2! This situation is mirrored in post-
14 education, where head teachers’ decision-making regarding MFL appears to be constrained by
accountability measures (see section 2.1) and crucially by socio-cultural, economic and historical
factors (see sections 2.4 & 2.6). Therefore, in order to ensure the successful translation of a
curriculum where MFLs are given prominence, teachers’ beliefs and the context that shapes such
beliefs must be unveiled and understood. There are examples in this study, where during the
interviews, senior leaders felt that their decision-making in relation to L2 provision in post-14
education was driven more by influences beyond their control than by choices arising from their
beliefs about the value of second language studies. This seems to suggest that the capacity of head
teachers to actively shape their own actions is significantly curbed (Johnson, 1996). Arguably, when
potential tensions arise between teachers’ beliefs and decision-making, the extent to which head

teachers feel they have the agency to enact those beliefs is limited or even curtailed.

To sum up, the school environment and its culture, in short, the context, is able to steer the
formation of the pedagogical beliefs and practices of both teachers and senior leaders (Johnson,
1996; Borg, 2003 and Lee, 2008), inevitably affecting their decision-making. As a result, it is

necessary to consider the influence of context on beliefs, as these are dynamic and emergent,

21 Even though the teachers were willing to apply the new approaches, their efforts to do so were constrained by such factors as: shortage
of resources, lack of professional training, and importantly prevailing cultural norms and some historical-political factors.
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socially constructed and contextually situated (Kalaja & Barcelos, 2011; Mercer, 2011). In this way,
head teachers can be both enabled and restricted by their social contexts (Priestley et al., 2012;
Toom et al., 2015). As a consequence, it is important to consider the extent to which senior leaders
feel they have the agency to enact their beliefs, and the factors that can both support or inhibit their

agency; both are relevant to this study.

2.3.3 The role of beliefs in teacher agency
Various scholars perceive the conceptualisation of teacher agency differently, leading to a variety of

terms being used and often with different understandings being offered (Priestley et al., 2015).
Lightfoot (1986) argues that agency is understood in relation to terms such as choice and
responsibility, whereby individuals are perceived as active entities who possess the capacity to act
with intent and autonomy in order to ‘transform and refine their worlds and thereby take control of
their lives’ (Oolbekkink-Marchand et al., 2017:38). In the context of L2 teaching this autonomy can
be considered in relation to both the individual’s classroom practice and to the individual’s influence

on wider school policies and practices (Bolin, 1989).

However, there are others, such as, Etelapelto et al., (2013), who contend that the responsibility for
agentic practices is based on an individual’s capacity. However, this view is short of addressing the
way in which social contexts can either support or limit individual action. Instead, Higgins and Leat
(2001) offer the notion of ‘situational agency’. In other words, although the individual teacher/senior
leader may have the intent and capacity to act in accordance with their own personal beliefs, they
are only able ‘to act by means of their environment rather than simply in their environment’ (Biesta
and Tedder, 2007:137). It could therefore be argued that school leaders are not in complete control
of their actions, but are instead heavily influenced and constrained by the particular professional
environments and contexts in which they find themselves. As a result, their agency is not just seen as
a personal attribute that they can possess and apply directly to their working practices, but is rather
something that senior leaders do in response to their environments (Priestley et al., 2015). Agency

is then achieved in specific contexts in and through particular ecological conditions and
circumstances (Biesta and Tedder, 2006). This understanding of agency is concerned with the way in

which actors ‘critically shape their responses to problematic situations’ (Biesta & Tedder, 2006: 11).

Emirbayer and Mische (1998) make a case for a conception of agency which encompasses the
dynamic interplay between ‘iterative’, ‘practical-evaluative’ and ‘projective’ dimensions and which
takes into consideration ‘how this interplay varies within different structural contexts of action’
(Emirbayer & Mische 1998: 963). In their view, agency is to be understood as an interplay of

influences from the past, orientations towards the future, together with an engagement with
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the present. In concrete actions all three dimensions play a role, but the degree to which they

contribute in concrete achievements of agency varies. The figure below illustrates this process:

Practical-evaluative

e Cultural
o ldeas, values, beliefs,
discourses, language

*  Structural
Iterational o Social structures Projective
o (relationships, roles,
. Llfehlst.ories‘ ' - power, trust) - e Short term
¢ Professional histories e Material e Longterm
o Resources

o  Physical environment

Figure 2 A model for understanding the achieverﬁfnit?dency (Biesta et al., 2015).

For the purpose of this study, this model helps to understand the role of beliefs in the achievement
of agency: where do teachers’ beliefs come from (the iterational dimension); how do beliefs
‘motivate’ action (the projective dimension); how do beliefs influence and function as resources for
engagement in concrete situations in and through which teachers act. It highlights that the
achievement of agency is always informed by past experience, including personal and professional
biographies; that it is orientated towards the future, both with regard to more short-term and more
long-term objectives and values; and that it is enacted in the here-and-now, where such enactment

is influenced by what is referred to as cultural, material and structural resources.

It is therefore important to understand that agency is achieved in the interaction between
individuals and contexts rather than being solely about the capacity of actors. The importance of
context must be taken seriously by policymakers, as contexts may disable individuals with otherwise
high agentic capacity and they may encounter a context in which change may prove to be too
difficult or too risky to enact. The extent to which they feel they have the agency to enact their
beliefs may be curtailed. Teachers and school leaders’ granted autonomy may fail to achieve agency

as they habitually reproduce past patterns of behaviour. Conversely, agency may be shaped and
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enhanced by policy that specifies goals and processes, enhancing the capability of teachers to make

decisions and frame future actions.

2.3.4 Conclusion
The concept of teacher beliefs focuses on teachers’ thoughts and knowledge, which depicts teachers

as knowledge constructors (Borg, 2006). Understanding teachers’ beliefs enables understanding of
both teachers and school leaders’ actions and decision-making processes in schools (Borg, 2003;
Johnson, 1999; Pajares, 1992; Woods, 1996). Consequently, it is fundamental to understand the
relationship between beliefs and the decision-making process (Barcelos, 2013), and more
specifically, how beliefs affect senior leaders’ decision-making. Teachers' beliefs encompass beliefs
about related educational components such as the role of schools in society, beliefs about students,
and the role of teachers in the education process (Porter and Freeman, 1986). Beliefs are therefore a
major influencing factor in many areas of education (Borg, 2003), and senior leaders’ decision-

making regarding L2 studies is not exempt from this influencing phenomenon.

Teachers’ beliefs affect their decision-making and this undoubtedly extends to school leaders. This is
true of curriculum provision in MFL, specifically beyond KS3 where senior leaders have to contend
with measures such as the Ebacc and Progress 8 (see sections 2.1 & 2.2). Nevertheless, it could be
argued that teachers' own beliefs have greater influence on teacher practice than government
ideology. These beliefs are a form of subjective reality: what they believe is real and true (Heather et
al., 2009). They influence teacher consciousness, teaching attitude, teaching methods and teaching
policy, which might lead to a change in learners’ lives or in the structures of the institutions. In this
study, how such beliefs impact upon school leaders’ decision-making is relevant and in particular
whether head teachers’ beliefs are in congruence or dissonance with institutional discourse and the
impact that this might have in their decision-making regarding L2 studies in post-14 education.
Whilst research suggests that beliefs play an important role in teachers’ work, it is also apparent that
there might be a discrepancy between teachers’ individual beliefs and values and wider institutional
discourses and cultures (Biesta et al., 2015). As a result, societal perceptions can play a crucial role in
affecting beliefs as well as the decision-making process. In this regard, an exploration of the idea of
English as a global language will ensue in order to determine its impact, if any, on schools’decision-

making in relation to L2 studies.

2.4 Global English

The term ‘Global English’ 22suggests that English is spoken in every part of the world, both among

speakers within a particular country who share a first language, and across speakers from different

22 Graddol (2006) contends that ‘global English’ has replaced English as a foreign language — that English is now a global lingua franca,
learned for international communication rather than specifically to communicate with native speakers. Its value is increasingly not in its
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countries/first language. Data collected in the 2020 Language Trends Survey showed that there was
some evidence that ‘global English’ could be detrimental to the uptake of foreign languages as it
threatens motivation in English first-language speakers to learn any MFLs at all (Lanvers, 2014; Lo
Bianco 2014). Marsh (2006) suggests that globalization has led to a further growth and embedding of
the use of English in professional arenas and in the curriculum across the full age range in the
educational sector. He posits that, ‘for some people, the words globalization and ‘Englishisation’ are
inseparable’ [Ibid: 30]. He goes on suggesting that the position of English as ‘a lingua franca’ for

socio-economic development over the next one hundred years is in little doubt’ [ibid].

Therefore, it is not surprising that this rise of English as a global language has led to a widespread
belief that there is little point in learning other languages since ‘everybody else speaks English
anyway.’ Thus, large numbers of students opt to drop the study of MFL in schools at the age of 14
[Ibid]. This is congruent with the findings of the 2020 Language Trends Report, with both
independent and state sectors reporting this as a significant issue to providing high quality language
teaching (British Council, 2020). Therefore, the dominance of English is a major concern for scholars
such as Robert Phillipson (1998), who pointed to the phenomenon of ’linguistic imperialism’ as a key
factor in the spread of English (Phillipson 1988; 1992). He argued that linguistic imperialism is a
strategy of linguistic planning which occurred in many colonial contexts, at a time when the colonial
elite promoted its own language through power structures. With this ubiquity stemming from British
imperialism and its relative simplicity, the dominance of English continues to be a prevalent issue
affecting the perception of value of second language studies. Anderson (2000) asserts that for
English speakers, the status of English as a lingua franca encourages a notion of superiority and
Bartram (2005) points to the idea that historically, other languages are unnecessary. In this way,
Graddol (2006) warns that the development of global English should not be a cause of celebration
for native speakers. Quite the opposite is true, as native English speakers can be given a ‘false sense
of intellectual superiority’, possibly even leaving ‘the impression of an arrogance, rooted in

imperialist attitudes’ (Trim, 2004: 2).

This dominance of the English language has been a source of interest in language policies for a very
long time — Spolsky questioned whether this was a direct result of language planning, or simply
incidental to colonialism and globalization (2004). Phillipson contests this view, arguing that this
dominance is underpinned by evidence of explicit or implicit language policy that aims to advantage
one language at the expense of others (2007). It could therefore be argued that the increasing

domination of the English language is underwriting a neo-colonialist approach by empowering those

association with Anglophone nations, but in its trans-national communicative value (Cha & Ham, 2010). Graddol (2006) predicted that by
the end of 2020 global English could potentially lead to the end of ‘English as a Foreign Language’ in many parts of the world.
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who are already powerful, and further ostracising the disadvantaged (Beckett and MacPherson,
2005). The hierarchy of languages of colonial times has been maintained, with English as the key
medium for prestigious purposes, and its proficiency in English correlating with socio-economic
privilege (Phillipson, 2003). Phillipson argues that such assumption influences negatively on civil
society and democratic participation in the political process, turning English into the language of the
powerful (2003). Guo and Becket (2007) also corroborate this view. For them, the global spread of
English is not only a product of colonialism, but also the most powerful instrument of cultural
control and cultural construct of colonialism (2007). The increase of globalisation and its associated
escalation in the numbers of speakers of English including EFL (English as a Foreign Language) has
yet again reinforced the ‘they speak English, so why learn an MFL’ mentality. This has translated into
large numbers of students opting to drop the study of languages in post-14 education (Stables and
Wikeley, 1999). This status of the English language gives further credence to both students and
parents not to engage with other languages (Dobson, 2018). One of the important symbolic
functions of language is political identification and cohesion. In the context of the USA, Saville-Troike
(2006:20) states that 'the preserve of languages other than English is often discouraged, whilst the
teaching of English as an L2 is encouraged, promoted and supported’. He goes further by asserting
that unless there is visible gaining, either economic or social, learning an L2 is deemed unnecessary
(Ibid:121). Regarding institutional forces and constraints, he importantly outlines some of the issues
associated with L1 dominance. Among these, there is the view that acquisition of a dominant L2 may
lead to loss or attrition of the minority L1, leading to potential distancing from the minority language
community [ibid]. Language is more than a means of communication; it stands for and symbolizes
peoples (Fishman, 1995:51). Identity formation takes place through languages (Alred, 2003). It is
possible to extrapolate such views and place them in the context of L2 learning in England, where
schools’ efforts to encourage the study of MFLs also have to contend with a prevalent political and

public climate, which is largely hostile to multilingualism (Coleman, 2009).

The Brexit®-induced politicization of language learning suggests that the UK’s reluctance to learn
languages is indicative of Europhobia, while others contend that the ‘global English” phenomenon is
the root cause (Lanvers, Dought and Thompson, 2018 [online]). Dewaele and Thirtle (2009) assert
that ‘the wider societal and political context is undoubtedly linked to the relative unpopularity of FL
learning in the UK’ (p.644). Thus, it poses a potential barrier to increasing L2 uptake in post
compulsory education (Lanvers, Dought and Thompson, 2018). This seems to have been the case in

the UK, where 54% of the population wanted to leave the EU (Eurobarometer, 2012b). This

23 Brexit is an abbreviation for "British exit," referring to the U.K.'s decision in a June 23, 2016 referendum to
leave the European Union (EU).
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declining interest in other languages is also present in Europe?* (Phillipson, 2004) and globally (Hu,
2009). Arguably then, the linguaphobe attitudes in England could also be perceived as part of the
same global ‘ideology’ of ‘monolingualism’ (Wiley, 2000), rather than Euroscepticism. Trim (2004)
pointed out that this negative stance towards any foreign languages was a consequence of the UK
turning away from Europe towards the USA. A decade later, Lo Bianco (2014) attributes this decline
to the changes in the value of individual languages and foreign languages in general to the process of
globalization. Prior to the EU referendum, Pachler (2007) identified a ‘retrograde step’ towards
monolingualism which he believed to be a threat to European integration’ (p. 5-6). Already in 2002,
the UK did not follow other European countries in taking the Barcelona agreement of two additional
languages more seriously and adopt effective measures to develop novel means of teaching and
learning languages (Eurydice, 2006). Conversely, the increasingly standardised and prescriptive
English curriculum appears to eradicate from the agenda any kind of prioritisation regarding MFL

provision in post-14 education.

Importantly, the decision to learn a language is the result of a complex interplay of factors — socio-
political attitudes at a variety of levels from the familial to governmental, and the pedagogical
context and personal motivational characteristics (Dewaele & Thirtle, 2009). Coleman (2009:12) has
argued that the cliché of a British public who are ‘no good at languages,’ reproduces socially
validated, monolingual values. England has remained essentially monolingual, as there has been
little apparent practical need to learn foreign languages as long as other nations have been willing to
learn English [ibid]. Equally, the impact of public opinion and public discourse prevail over most
educational initiatives [ibid]. The lack of shared motivation society appears to have emerged from
the acknowledgement of the international status of English and its hegemonic and global
dominance. English has become a language of political and economic power, blended with
geographical spread (Ricento, 2015). However, it is questionable to justify the decline of L2 studies in
post-14 education solely with such a premise. Therefore, | explore this further by drawing on the
work of critical theorists who perceive a close relationship between language and power and how it

affects society as a whole (Morrison, 2000:471).

2.5 Language and power
Language and power are concepts fundamentally related. Language can be defined as ‘fluency in,

and comfort with, a high-status, worldwide language which is used by groups who possess
economic, social, cultural and political power and status in local and global society’ (Morrison 2000:

471). This implies that individuals and groups speaking global and majority languages, such as

2 In many European countries the global status of English has also led to a decreased interest in other MFL (Bartram, 2010; Busse, 2017):
94% of secondary and 83% of primary school students in the European Union are learning English (Lanvers, Dought and Thompson, 2018).
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English, have considerable advantages over their counterparts with benefits ranging from prestige
and honour to educational credentials (Guo and Beckett, 2007; Nic Craith ,2007). In other words,
speaking the ‘right’ language becomes a form of capital or investment, which can consolidate or
enhance one’s credibility in the non-material sector (Wodak, 2012 [online]). Conversely, Foucault’s
thinking points to discourse and how it can mirror particular ideologies and, in this way, reflect and
generate power (Foucault, 1980). And this sits in contrast with the traditional Marxists, who believe
that social class positions stem from structural inequalities and favour those from economically
advantaged backgrounds. They see education as representing a highly dependent system within
capitalist societies, reflecting the conflict between classes in society (Lynch & O’Riordan, 1998).
Therefore, the class system sets the stage for the exercise of power?>. Here dominant groups have
an interest in preserving the status quo, whilst the others use instruments of power to reduce or
overturn the prevailing power structures (e.g. race, gender, social class) that ripple through many

social situations and institutions in society throughout history (Jessop, 2014).

Prevailing power structures shape how power is defined and how we understand the ways in which
power shapes society, highlighting the bases of power associated with social class in terms of
political influence, control of institutions, access to essential commodities, and material resources
(Jessop, 2014). It could be argued that despite a plethora of studies pointing to the importance of
second language studies beyond KS3, some of the decisions that are taken by schools and their
leadership teams lead to MFLs being only offered to privileged minorities (Coffey, 2018;

Lanvers, 2017a; Pavlenko, 2003; Taylor & Marsden, 2014). Hence power is exercised for effecting the
will of the state, achieving ethnic domination, and importantly in this study influencing education by
way of limiting MFL curriculum provision in post-14 education and perpetuate the status quo.
Therefore, power is not merely the ‘cutting edge of class conflict’ (Little, 2008 [online]). Conversely,
Foucault sees power as ‘ubiquitous’, is neither an agency nor a structure (Foucault, 1978: 93). It is
more diffuse and pervasive. It is perceived as a ‘regime of truth’ that pervades society, and which is
in constant fluidity and negotiation; it is a function of the relationship which is dispersed among
individuals and institutions in societies (Foucault 2007, 311-316). Power is exercised within the
institution, it circulates amongst individuals (Scott & Hirschkind, 2006), as they move continuously
from the position of one who suffers the power, in that of one who exercises it (Foucault, 2009 &

2010). In a ‘Foucauldian’ way, power refers to sets of relations that exist between individuals, or that

2 |t must be acknowledged that these two notions, power and class, represent theories about how modern society works, but they are
not entirely compatible in order to view power relations, despite some fundamental relationships between them. They are separate social
factors. Class is fundamentally concerned with the economic structure of a society, the systems through which wealth is created and
distributed; power on the other hand is concerned with the expressions of politics within a society (Jessop,2014).
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are strategically deployed by groups of individuals. Institutions, such as schools are simply the
crystallization of rather complex sets of power relations, which exist at every level of the social body

(Foucault, 2010).

Importantly, Foucault asserts that power is based on knowledge and makes use of knowledge; it
produces power and power produces knowledge by reciprocating each other (Foucault, 1998).
Hence, power and knowledge are intricately related - knowledge is always an exercise of power and
power is always a function of knowledge [ibid]. However, it is important to note that Foucault also
understood power/knowledge as productive as well as constraining [Ibid] and this is prevalent in my
study. Senior leaders feel empowered to enact curriculum provision in MFL and bring change, but
they are also constrained by centrally imposed accountability measures which can prevent them to
give further affordance to language studies. For Foucault (1999), 'any system of education is a
political way of maintaining or modifying the appropriation of discourses, along with the knowledge
and powers which they carry’. Despite claims of education to differentiate based on merit,
differentiation follows social class positions: the higher one is in the educational system, the greater
the predominance of people from capitalist, 'middle-class', and professional backgrounds
(Fairclough, 2001). In this sense, the educational system appears to reproduce these inequalities and
maintain the status quo [lbid]. However, such inequalities are not caused by the education system in
itself [Ibid]. Rather, power is diluted through the various social institutions, including education, and
its origins potentially emerged from the system of class relations at the societal level [Ibid]. Saville-
Troike (2006) notes that linguistic social control occurs where official or unofficial policies and
practices regulate which language is to be used in particular situations (p.123). Policy is political: it is

about the power to determine what is done (Bell and Stevenson, 2006).

Language policies also incorporate the use of language “for purposes of cultural governance’, which
reflect and produce ‘constructions of the other’ (Pennycook, 2002:91). Pennycook refers to
Foucault’s notion of governmentality which focuses on the operation of power at the ‘micro level of
diverse practices, rather than macro regulations of the state’ (Foucault, 1991). In essence, he claims
that while a language policy might be present at state level, the recommendations may or may not
be implemented by those at ground level working in schools. However, with the devolution model of
school policies in England, power shifted from the state to the head teachers. Hence, Bell and
Stevenson (2006) argue that leaders in educational settings become both policy makers and
implementers, as they are able to shape policy through professional bodies or their favoured
position within government policy forums and think tanks. Foucault refers to this apparent shift of
power in the theory of governmentality as ‘government of oneself’. When the state is run efficiently,

individuals behave as they should (Pennycook, 2002; Foucault, 1991). In other words, governing the
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forms of self-government, structuring and shaping the field of possible action of subjects [Ibid]. This
sits in conflict with school leaders’ premise of having power of decision over their own policies.
Instead, it could be said that powerful structural forces of an economic, ideological and cultural
nature are decisively shaping policy (Bell and Stevenson, 2006). Language policy should be free of
hegemony or of the imposition or exercise of power over individuals or social groups. In political
discourse, for example, political posters, advertisements, slogans and other means of persuasive
communication are widely used (Referendum June 2016). Such powerful language in the hands of
politicians serves to persuade people of intentionally established boundaries (Klemperer, 2005).
‘Power over discourse’ generally means the extent to which specific actors become seen and heard
[Ibid: 57] and the ‘power of discourse’ implies ‘the influence of historically grown macro-structures
of meaning, of the conventions of the language game in which actors find themselves’ (Ibid). These
struggles for power are not always visible, but sometimes happen beneath the surface. Lukes (2005)
who formulates the ideological-hegemonic aspects of power contended that the exercise of power is
done in such a devious way that people unquestionably accept the order of things as natural or

valued as intended and useful (p.28).

It is evident from the above discussion that there is a pressing need to develop a strong critical
perspective on the impact of ‘historically grown macro structures’ and how they both, visibly and
invisibly, shape perceptions contributing to neo-colonialism and racism through linguicism, by
empowering the already powerful and leaving the disadvantaged and powerless further behind
(Becket and MacPherson, 2005). By sustaining the idea that English is the only gateway to education
and employment, other languages and cultures will continue to be marginalised (Pennycook, 1995).
Arguably, those pupils from lower socio-economic backgrounds are also at risk of disadvantage and
powerlessness as they are not able/willing to learn an L2. However, the question here is that such
feelings of hopelessness or lack of willingness stem from hegemonic discourses deeply rooted in the
fabric of society. Therefore, future policies need to reinforce the values of L2 learning through
critical multiculturalism and multilingualism (Guo and Becket, 2007). Multilingualism in particular
asks for a critical examination of the relationship between language and power (Fairclough,1995;
Pennycook,1998). When considering the latter, Foucault (1980) advocates that every exercise of
power depends on a scaffold of knowledge that supports it. And claims to knowledge advance the
interests and power of certain groups whilst marginalising others [ibid]. Clearly, this is the case in
relation to the dominance of English and its impact on L2 studies in post-14 education, in England.
The discourses of the dominant groups have formed and generated meaningful systems that have
gained the status and currency of 'truth' (Foucault, 1972/1977). Thus, such discourses perpetuated

by the state become normalised and any other linguistic practices become devalued, as arguably,
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they become perceived as non ‘truths’. A value system is therefore established. This seems to be
the case in secondary schools in England, in particular in relation to the value of L2 studies against

other subjects.

Monolinguals are a powerful minority in the contemporary world. They are nevertheless those
defining what kind of language is regarded as the linguistic capital [ibid]. This power structure has
implications in the educational sector. Davies (2004) emphasizes the necessity to learn about society
power in order to challenge the system. Since there is a strong relationship between education and
the nation-state, education can never be ‘neutral’ or objective. It reflects the power relations and
structures in the wider society and is central to the hegemony since it often legitimizes the existing
power structures (Torres, 1998; Davies 2004). Because symbolic power is also represented in the
wider society, power and status relations between dominant and dominated groups have a major
influence on the students’ progress and achievement (Cummins, 2000b). Consequently, the power
relations in a democratic and multicultural society are visible in this context. The reproduction of a
dominant power relationship within the school and the larger society can take place if different
cultures and languages represented in the classroom are not given respect and legitimacy [ibid]. The
decline in L2 studies certainly appears to mirror this premise. The existence of languages of differing
status results in linguistic hierarchies in democratic societies. The function of languages is related to
the power of the social classes using them (Biseth, 2009). Hence the issue of power enables those
who can use language to pursue their own interests. It is therefore not surprising that language

domination and power are intrinsically connected (Wodak, 2012).

| have now drawn on critical approaches to language policies and language planning, such as those
proposed by Shohamy and others (Wodak, 2012; Phillipson 2003; Spolsky, 2004; Ricento 2005). |
have discussed the relationship between language domination and power (Becket and MacPherson,
2005; Pennycook, 1995; Fairclough, 1995; Wodack, 2012). | have presented the view on how power
appears to enable the perpetuation of ‘historically grown macro-cultures’ that shape views (Becket
and MacPherson, 2005) even if imperceptibly, leading to a landscape impoverished of other
languages and cultures, and contributing to the continuous decline of L2 studies in post-14
education. Such historical, social and political contexts will affect decision-making regarding L2
studies. Hence, education provision and enactment in MFLs, and indeed all education policy, is
inherently political and therefore linked to ideological agendas (Spolsky, 2004: Freire, 1972). This
politicization tends to intensify during seismic political events (Kramsch ,2005). The 2016 vote to
leave the EU illustrates this clearly and the UK government will be under increasing pressure to make
the ‘fundamental’ choice of whether to ‘be content with monolingualism or whether to aspire to

multilingualism or plurilingualism’ (Pachler, 2007: 9). Consequently, in the next section,
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considerations are made regarding the impact of Britain’s exit from the EU on perceptions of the

values of learning a second language.

2.6 Impact of the current political scene
Far reaching and deep-rooted in the fabric of its people, is their vision, more so than the content of

government policies and rhetoric. This was conveyed by Lord Hutton (2012) on the need of raising
the profile of L2 studies. He suggested that the ‘hangover’ from Empire, with its colonial legacy
together with the reality that the US being an English — speaking nation has led to an idea that to
learn another language is a ‘nice to have’, but unnecessary (Hutton, 2012:37). Hence, the
recognition of the UK for the need to learn other languages has been slow. Therefore, it is pertinent
to question the extent to which the politicization of ‘Brexit’ can be of either benefit or harm to L2
studies in the UK. Some texts discussing this, suggest a logical link between xenophobia and
reluctance to learn languages (Lanvers, Doughty and Thompson, 2018). Coleman (2007) points at the
press, suggesting the UK as a ‘hostile climate’ in which ‘a rather nationalistic press exalts
ethnocentrism or xenophobia as Britishness or Euroscepticism’ (p.253). Coleman (2009) considers
that ‘casual xenophobia is, regrettably, an accepted and widely unchallenged feature of British
society’ (p.117). What he describes as the ‘deliberate refusal’ of the government to promote the
advantages of EU membership has led to a climate where ‘xenophobia, and particularly Europhobia,

is seen to be officially sanctioned, both by government and by big business’ [ibid].

Despite xenophobia being perceived as lingua phobia in some contexts, it should not be the reason
for inducing negative attitudes towards foreign languages. When defining attitudes of Japanese
learners regarding English, Kubota (2016) demonstrated how L2 studies can take place within
xenophobic contexts, where learners are driven by practical rationales as opposed to developing
cross-cultural understanding and communication (467-480). Equally, the UK could be perceived as a
tolerant country, which accommodates ‘otherness’, due to the low support for the extreme right.
Hence one could refute this ‘xenophobia’. There is nonetheless a prevailing attitude that learning an
L2 is futile (Bartram, 2005) and this was intensified as soon as the outcome of the referendum was

announced.

The decision to leave the EU has certainly been one of the most powerful events in shaping policy.
The recent surveys on languages in England (Tinsley, 2019; Tinsley and Dolezal, 2018) reported that
Brexit had led to further negative attitudes by pupils and parents towards language learning. This is

illustrated below:
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Figure 3 Increase in negativity towards L2s learning (Data from Language Trends Surveys,

2018/19/20)

In addition, and specifically in the state sector 27% of teachers reported a decrease in funding for
new initiatives to promote the study of MFLs. Moreover, 31% of teachers claimed that MFLs are less
valued by the school community. Crucially, in the months following the exit from the EU, students’
perceptions of the ‘English is enough’ assumption grew considerably. Coupled with some parental
views on the decision to leave the EU, many students are once again questioning why they should

even have to learn a language (British Council, 2020).

The reports also found that the negativity regarding the acquisition of second language studies was
more prevalent in schools that perform below average and have a high percentage of students from
disadvantaged backgrounds, with medium to high levels of pupils eligible for FSM, and are
Community Schools or sponsor-led Academies [Ibid]. These negative attitudes were also very
strongly linked with schools with a low intake of English as an Additional Language pupils (Tinsley,
2019; Tinsley and Dolezal, 2018). The surveys also accentuate how ‘Brexit’ heightened the difficulty
of schools in recruiting L2 teachers, as many schools employ EU citizens to teach languages [lbid].
The unequivocal segregation in L2 uptake in post-14 studies is a key feature of the UK language
learning landscape, where ‘Languages become the preserve of social and intellectual elite’ (Coleman,
2009). The same socio-political interpretation applies to any links made between Brexit voting
behaviour and social background (Hobolt, 2016), where areas of greater social and economic

disadvantaged were synonymous of greater support for Brexit.

Coupled with the decision to leave the EU, devolution has enabled school leaders to shape their
school to fit their own individual context (Lanvers, 2016). Thus, the context exerts an influence on
the policies, but the policies also shape it (Braun et al., 2011). In more prosperous areas, motivation
in MFL learning can increase, as what is gained from interacting with people abroad is visible
(Grenfell and Harris, 2013). Consequently, head teachers can emphasize the benefits of MFLs.
Conversely, in areas of greater deprivation, the opposite occurs with senior leaders belittling the

benefits to their students of language study. This tendency means that language learning continues
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to be split on socio-economic lines (Lanvers, 2016). Equally, since the withdrawal of alternative
qualifications (Steer, 2015; Tinsley, 2012), the opportunity to continue L2 studies in post-14, at a
level lower than GCSE does not exist, therefore effectively excluding some students (Swarbrick,
2011). Particularly in deprived areas, students are likely to have their aspirations for any language
study curtailed, regardless of their own choices. As a result, socio-economic status, already a strong
predictor of a student’s general academic performance (Hartas, 2011), becomes the strongest
predictor for L2 studies in secondary schools in England. Therefore, the next section of this study
exposes the role of power and agency in institutional level decision-making in relation to L2 studies

beyond the compulsory phase.

2.7 The role of power and agency
The implementation of policies and curriculum is in the hands of head teachers in their own settings

(Johnson and Johnson, 2015). Often educational institutions have been required to subscribe to the
‘ideological aspiration’ of monolingual competence (Shohamy, 2006), therefore language policies
reinforce this view which is shared in the UK, where it is believed by many that monolingualism in

English is the natural and desirable state (Blackledge & Creese, 2010).

Simultaneously, ‘a growing paranoia and intolerance towards speakers of other languages’
(Crawford, 2008:1) has developed in society. Therefore, it is necessary to examine the relationship
between language and power (Fairclough, 1995; Pennycook, 1998). In education some of the elite
discourses translate into legislation, and they are granted the legitimacy of the state and potentially
prevent many from gaining access to other languages (Blackledge & Creese, 2010). Philipson (2006)
argues that when some talks are valued over others, it entails the valuing of some ideologies over
others. It is therefore essential to take a critical view and understand the role, value, status and
practice afforded to MFLs, because powerful and repeated discourses argue against multiculturalism
and perceive it as one of the causes of problems in society (Blackledge & Creese, 2010). In the beliefs
and attitudes of the powerful, multiculturalism has become a means of constructing social
difference [lbid]. Consequently, English becomes the language of hegemonic institutions to the
detriment of any other languages because both the dominant and the subordinate groups recognize
its ‘superiority’. Such recognition of the legitimacy of a dominant language is only possible because
the institutions produce obedient citizens who comply with social norms, as a result of their
behaviour being constantly sculpted to ensure they fully internalise the dominant beliefs and values

(Foucault, 1998).

Fairclough perceives power mechanisms as the power of the dominant capitalist class. Nevertheless,

his analysis of language and power is embedded within the Foucauldian framework of social and
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discursive orders and practices that act on each other (Foucault 1972, 1980). He states that orders of
discourse reflect the power structure of society that is determined by the conflict between the
dominant and dominated classes of modern capitalist society over ownership of the means of
production [ibid]. On the surface, the power to influence policies or curriculum provision could be
perceived as the extent to which such school leaders are able to persuade or coerce others into
making decisions, and following certain courses of action (Gaventa, 2003). Nonetheless, their agency
could be further supported or constrained by ‘invisible’ structures and rules constructed within
wider agendas, which, in turn, influence the cultural norms and practices of society, and the
institutions within which they operate [ibid]. For example, hegemonic power is built into the
structures of society through a long-term historical and political process of consent and coercion
(The Open University, 2018). This leads to ‘normative’ expectations of ways of how people should
behave. ‘Normative’ is synonymous with what should and should not be done in specific
circumstances. These expectations are supported by hierarchical structures in society, such as
educational institutions [ibid]. Therefore, to understand what is meant by ‘agency’ of individuals
and the very constraints which affect it, it is important to take in to account the rational which
underpins senior leaders’ decision-making: namely, how they have reacted to and developed
practices within what has been a predominantly neo-liberal political agenda for education

(Hammersley-Fletcher & Strain, 2009).

As discussed, it appears that head teacher’ agency is constrained by social structures that can be
seen as determining their human behaviour, e.g. social class, economics and family (Calhoun, 2002).
However, Giddens (1984) argued that individuals have the capacity for reflective thought about their
actions and use this knowledge to both create and change the structures within which they live. He
claims that structure and human agency are therefore mutually dependent [ibid]. How agency is
understood, shapes how the potential for change and autonomy is also perceived, in the case of this
study and by those engaged in decision-making in schools. Crucially, the understanding of social
structures and individual agency closely relates to the way that power operates in society.
Consequently, agency presumes a context of constraints and as Giddens explained (1998) is” an
elemental basis of power’ (p.84-85). This social process leads to patterns that are long lasting,
transferable from one context to another (Navarro, 2006) and also shift in relation to specific
contexts and over time. Therefore, social structures and individual agency is closely related to the
way that power operates in society. Nevertheless, Barber (2005) contends that practitioners, many
of whom are school leaders, have a certain degree of autonomy. Whilst this perception is debatable,
what remains as an issue is the level of control Barber attributes to the state. Whitty (2006)

corroborates this view arguing that the state increasingly controls the characteristics of the
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practitioners and or the senior leaders. Power relations are shaped by particular historical and

institutional contexts (Hammersley-Fletcher and Strain, 2009).

Understanding agency is therefore crucial as it shapes how to understand the potential for change as
well as the autonomy of the head teachers regarding senior leaders’ decision-making in MFL studies
in post-14 education. Weber (1964) perceives agency as the ‘probability that one actor within a
social relationship will be in a position to carry out his own will despite resistance’ (P.152). Lukes
(1974) suggested that both forms of agency entail ‘the power to’ in contrast with ‘the power over’
(p.30). Although both forms of agency involve ‘power over’, it is just that one is power over
behaviour, while the other is power over either others or social structure in general. Therefore, it
could be argued that school leaders are simultaneously autonomous, creative agents, but their
demeanour is mainly determined by social and cultural elements. Although contradictory on the
surface, this is because individuals frequently need to avoid some of their basic power of agency to

maintain and strengthen the power of agency itself (Campbell, 2009).

Despite believing in the importance of developing a good educational experience that will benefit all
children’, Forrester (2005) states that school leaders are more anxious to do a good job as arbitrated
by inspection findings, than to guarantee positive experiences for all the students that they teach
(272-287)." This demonstrates that accountability measures place a great deal of pressure upon all
practitioners, including school leaders (Patterson, 2000). This leads to teachers’ agency being
curtailed regarding decision-making. Ball argues (1993) that ‘the teacher is an absent presence in the
discourses of education policy’ (p.108). Not only ‘what is said’ but also ‘who is entitled to speak’ are
important indicators of what is at stake. Whilst head teachers have the power to speak, practitioners
lose their autonomy under a totalising form of control that derives from the privileging of certain
values and interests. This, Ball explains, is a ‘micro-technology of control’ (p. 111), articulated by
patterns of self-regulation. Furthermore, he argues that both managers and the managed are
implicated in power relations, where ‘the manager's autonomy becomes the teacher's constraint’ (p.
118). These power relations are self-reproducing and immanent and they are exercised and
embedded in the educational system. In this way, institutions, such as schools shape and form a
compliant population where teachers' work is driven by technical factors and their professional
autonomy is reduced (Ball, 1993). Ball suggests that the management of education in terms of policy
provision and enactment is a new Panopticon in contemporary society and under its influence,
teachers’ freedom is constrained as power is exercised [ibid]. Through techniques of management,
control is exerted over teachers' work, and schooling governed this way, becomes embedded in the
logics of industrial production and market competition (Ball, 1990a). The very concepts of self,

agency, and individuality are ‘fabricated’ within the social structure (Wheatley, 2019 [online]).
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Foucault rejects the idea of the agency-structure dichotomy and moved towards a ‘decentring of
agency’, that generates new issues of agency as discourse, which is linked to emancipatory
discourses that redefine the relationship between agency and change, resistance and power in

institutions and society (Caldwell, 2007)%.

With this context, when considering the role of power and agency in shaping the decision-making
process in schools, | consider the entanglement of power and knowledge, and how this
entanglement might either constrain or support agency in the decision-making process regarding
MFL curriculum provision in post-14 education. This is particularly important, as power is constituted
through accepted forms of knowledge, scientific understanding and truth (Gaventa, 2003).
Power/knowledge may limit decision making, however, it can also lead the way to novel ways of
acting and consequently bring change into the MFL landscape in England. Despite his rejection of the
concept of agency-structure dichotomy, Foucault has postulated possibilities of agency in the form
of discursive resistance. ‘Discourse transmits and produces power; it reinforces it, but it also

undermines it, renders it fragile and makes it possible to thwart it’ (Foucault 1979: 100-101).

2.8. Chapter Summary

The previous section focused on the power of agency and distinguished it from agentic power. It was
argued that potentially individuals might be possessed of significant power of agency, but equally
they might lack agentic power. In addition, a discussion of Foucault’s stance rejecting the idea of the
agency-structure dichotomy took place, therefore moving towards a concept of ‘decentring of
agency’, that yields novel issues of agency as discourse (Caldwell, 2007[online]). Underpinned by the
‘Foucauldian’ nexus power/knowledge a discussion on the relationship between the role of power
and agency was explored in seeking to provide a basis for understanding the influences on
institutional level decision-making regarding MFL studies in post-14 education. A more detailed
explanation regarding this theoretical lens will follow in chapter 5, in light of the gathered findings

and analysis.

The following chapter presents the methodology adopted and it links my ontological and
epistemological position to the debate on methodological considerations and ethical issues arising
from understanding the influences on schools’ decision-making when determining the provision of

L2 teaching and learning in secondary schools in England regarding agency and power. It explains

26 Critics of Foucault argue that he has no concept of agency because he permitted autonomous ‘discursive practices’ to
become subject-less (Newton, 1998). Conversely his advocates argue that agency and realist ideas of self, truth and
objectivity must be formally removed from the exploration of discursive practices and the programmatic goals of
postmodern organizational theory, organizational discourse analysis and social constructionism (Gergen, 1999, 2003).
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how the research design was developed, with a specific focus on the choice of methods and chosen

analysis, in light of the study’s subsequent research questions.
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Chapter 3- Research Methodology and Design

Introduction and outline
In previous chapters | reviewed the literature related to the research themes and a theoretical

framework was proposed through which to interrogate the research questions. This chapter outlines
the methodology and design of the empirical research study. It considers the philosophical nature of
its qualitative approach and how this has affected the study’s overall design. Justification of the
selected methods is offered in light of the previously discussed philosophical positioning of the
study, together with some methodological considerations due to the Covid-19 pandemic? and how
this impacted on the selected methods of research. Following this is an outline of the consequential
rationale for the selection of methods. Finally, how the researcher conducted the research will also

be described.

3.1 Ontological and epistemological considerations
The study concentrates on understanding institutional level decision-making (ILDM) and the role of

power and agency in language learning in secondary schools. Its focus is on eliciting the voices of
senior leaders and heads of MFL, and to explore the extent to which their views, as well as external
factors, such as: policy, school leadership, school context, English as a global language and political
landscapes affect their decision-making. It is important to consider the methodological premises on

which both the research questions and methods for data collection were formulated and developed.

The conceptualisation of this study sits within the critical paradigm (Guba and Lincoln, 1994;
Saunders et al., 2012) and the choice of paradigm arises from ontological and epistemological
assumptions about the nature of reality [ibid]. Guba and Lincoln (1994) assert that these
assumptions are inter-related; answering one question informs how the others are answered. The
ontological assumption is the starting point for most debates among researchers (Easterby-Smith et
al., 2008)%. Punch (2014) contends that methods of inquiry in research evolve from assumptions
that are formed through an understanding of its nature and what constitutes knowledge of the
reality being studied. This is referred to as a paradigm?®. Both scholars assert that inquiry paradigms
should address the ontological, epistemological and methodological positions of the researcher.
Clough and Nutbrown (2002) advocate that the examination of research inevitably suggests that

many assumptions have been made about how the world exists and how it is interpreted. Grix

27 Coronavirus disease (COVID-19) is an infectious disease caused by a newly discovered coronavirus
(https://www.who.int/health-topics/coronavirus).

28 Ontology relates to theories on the nature of social entities, and epistemology deals with theories on the nature of knowledge and what
is regarded as acceptable knowledge given the ontological stance (Bryman 2004). As Crotty (1998) suggests, ontology is concerned with
‘what is’, whereas epistemology is concerned with ‘what it means to know’ (10).

29 paradigms are ways of looking at the world, and making different assumptions about what the world is like and how we can understand
or know about it (Hammersley, 20013:15).
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(2010) contests this, claiming that answers to questions can only be formulated if the researcher’s
ontological and epistemological perspectives are made transparent. He deems it necessary to
consider theoretical positions and social phenomena, whilst also recognising the philosophical
position of both ourselves and others. It is therefore vital to define the meaning of these terms.
Blaikie (2000) contends that ontological positions are based on the nature of social reality, what
exists, what it looks like and how it is interpreted. This view suggests that each researcher may have
a different ontological perspective since they have individual experiences and views of the world
that influence their understanding of social reality. Bryman (2012) refers more specifically to a social

ontology that could be perceived as either objectivism or constructivism (See Appendix 3).

My ontological position within this research lends itself to a constructivist approach, where
categories and meaning are socially constructed (Bryman, 2012). Though it recognises the objectivist
position by considering the structure and culture of the setting, it recognises that ‘there is no
objective truth to be known’ (Hugly and Sayward, 1987:278) and that a multiplicity of
interpretations could be applied to the research data. The constructivist approach enables me to
form an impression of the research data (Ratner, 2008) whilst continually reviewing my meaning
through social interactions with the senior leadersand heads of MFL involved. The research is seen
as a continuous process where meaning evolves all the way through, instead of one with a
preconceived outcome; researchers continuously reflect on their values (Parahoo, 2006) whilst
recognizing, examining, and understanding how their ‘social background, location and assumptions

affect their research practice’ (Hesse-Biber, 2007:17).

As researchers, we are part of the social world that we study (Ackerly and True, 2010). Jootun et al.,
(2009) acknowledge that it is difficult not to influence and be influenced by the research participants
(p.45). The key is then ‘to make the influence of the researcher and the participants explicit’ [ibid].
This process, otherwise known as ‘reflexivity’, determines the filters through which researchers are
working (Lather, 2004), including the ‘specific ways in which our own agenda affects the research at
all points in the research process’ (Hesse-Biber, 2007:17). The research process and the researcher’s
positionality do not exist independently and do not completely determine the research process.
Rather it challenges perspectives and assumptions about the social world and of the researcher
himself. This enriches the research process and its outcomes (Palaganas et al., 2017).

Individuals have their own views of themselves (Cohen et al., 2018:25). They are more than just
decentred carriers of specific roles; they are diverse and different and may carry contradictions and
tensions within themselves [ibid]. Foucault argues that individual agency has prominence [ibid].
Clearly in this study, the views of senior leaders and heads of MFL on institutional level decision-

making regarding second language studies in post-14 education may impact upon their individual
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agency and create dissonance within themselves. Therefore, one of the roles of the researcher is to
place the findings within the views of the self that the participants hold, and to identify the
meanings, which the participants accord to phenomena [ibid]. Hence, it is paramount to depict the
participants’ views in relation to the ideas being explored and that these are clearly differentiated
from any personal stance held by the researcher. The view of the researcher has to be discerned, as
well as those of the participants, the audiences and the readers of the research [Ibid]. The
researcher’s role is to ‘deconstruct’, acknowledge and understand a multitude of meanings, as well

as how knowledge is produced, legitimised and used [ibid].

3.2 Research Approach

The ontological and epistemological stance of the researcher informs the choice of methodology®°.
This study’s objective is to explore rich descriptions and understand senior leaders’ decision-making
regarding MFL provision in secondary schools in England and the role of power and agency.
Therefore, the knowledge that is sought is predominantly, ‘a human product that is socially and
culturally constructed’ (Hartas, 2010:44). A qualitative approach is therefore considered to be a
more pertinent methodological approach to explore the complexity and multi-facetted drivers and
motivations of school leaders in relation to their decision-making regarding MFL studies. Individuals
perceive the world differently, and together co-construct reality. These ‘multiple constructions and
interpretations of reality are in flux and change over time’ (Merriam 2002:3). This resonates with
this study in two ways. Firstly, not all head teachers perceive L2 provision in the same manner. For
some, it might be that greater affordance should be given to such studies. For others, the reverse
might be the case. Certainly, the driving forces behind such decisions are also varied and play a
crucial role in the decision-making process, hence changes occur at various times. Secondly, when
considering the views of heads of languages regarding MFL provision, the interpretation of the same
phenomena can be perceived differently due to their vested interest in the subjects, amongst other

perceptions.

A qualitative researcher aims for a replicable study allowing for generalisation from the findings
(Bryman, 2004) and the context of any research is seen as significant, meaning generalisability is not
a focus (Cohen et al., 2018). This study involved a small number of participants in the natural
settings of three different school contexts (Denzin and Lincoln, 2005:3) Therefore a predominantly
qualitative approach with a focus on richness, honesty and depth of description was adopted as a

means of producing the most ‘trustworthy’ data (Patton, 2002). It could be argued that having a

30 Qualitative paradigms are broad and can encompass exploratory, explanatory, interpretive or descriptive aims. Examples include:
narrative research, phenomenology, grounded theory and ethnography (Denzin & Lincoln, 2011). Although unique in approach, each
methodology stems from the motivation to explore, seek understanding and establish the meaning of experiences from the perspective of
those involved (ibid; see also Merriam, 2009).
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small sample size could limit generalisability of findings (Cohen et al.,2018:254-255), hence
constricting the drawing of conclusions which are sought to potentially influence policy and practice.
However, | adopt the views from Lincoln and Guba (1985) and Eisenhart and Howe (1992:647), who
contend that the typicality of a situation - the participants and the settings - enable group
comparisons to occur and indicate how data might translate into different settings and cultures.
Qualitative data can be generalised by studying the typical for its applicability to other situations
(Schofield, 1996:2009). Bogdan and Biklen (1992) contend that in qualitative inquiries, the question
of the settings, people and situations and how they might be generalisable is more relevant than
generalisability in its widest sense (45). In addition, having had to contend with the constraints
imposed by the Covid-19 pandemic, the focus of the inquiry was on the quality of the data (Patton,
2002) and not on the size of the sample. Therefore, data is collected in ways which do not lend
themselves to statistical analysis and an inductive approach is taken. Here the data drives the
theory, in contrast to the deductive quantitative approach (Robson, 2011). In this study, data was
collected through individual interviews (Robson, 2002). This method has provided sufficient data to
be analysed in depth, thus presenting opportunities to reflect on what was revealed, rather than
focusing on the breadth and size of the sample. The remainder of this chapter outlines the practical

decisions taken in following this methodological approach.

3.3 Aims & Research questions
This study sought to critically explore the extent to which the devolution model of school decisions

and policy- making positions senior leaders with power and agency to enacting strategic curriculum
changes with a view to afford either prominence or invisibility in the provision of L2 studies in post-
14 education. In addition, an exploration of the extent to which senior leaders’ action and decision-
making is in congruence or dissonance with their beliefs and how this affects their decision-making
occurred. Equally, the views of heads of languages were also considered, namely in the way they
weigh on school leaders’ decision-making process. Lastly, a consideration on the impact of political,

historical and social landscapes on schools’ decision-making regarding MFL was also undertaken.

In this regard, a clear understanding of the role of power and agency in school decision-making was
required by way of looking at what influences the decisions of school leaders and heads of MFL in
relation to MFL, as well as exploring the impact that their decision-making might have on post-14
education and potentially revert the current decline. Consequently, this project is built on three

main research questions and associated sub-questions:
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1. RQ 1: To critically understand institutional level decision-making regarding language learning

in secondary schools and the role of power and agency.
1.1 How do senior leaders make decisions regarding L2s provision in schools?

1.2 Is there congruence or dissonance between senior leaders” decision-making and

beliefs?

2. RO 2: To critically examine the way in which policy tools and frameworks influence the

Hecisinns senior leaders make about second language provision in their schools.

2.1 What is the extent to which the accountability measures imposed by central

government affect decision-making regarding MFL provision in post-14 Education?

2.2 What is the extent to which operational contexts affect decision-making regarding

MFL studies in their school?

3. RQ 3: To critically explore the extent to which the views of the wider school community

about second language learning impacts on institutional level decision-making.

3.1 To what extent do the views of other stakeholders heavily influence senior leaders

‘decision-making?

3.2 What is the impact of political, historical and social landscapes on institutional level

decision-making?

To address these questions, qualitative data was collected through semi-structured interviews with
head teachers and heads of MFL (section 4.3.6). This method was chosen to enable data to be
collected from participants representing three different school contexts, in order to gain a picture of
the impact of senior leaders’ decision-making. Equally, this approach has enabled a detailed
exploration and understanding of the central themes and questions of the study (Ball,1990;
Bryman,2012; Cohen et al.,2018), namely as to why and how decisions are made by both school

leaders and heads of MFLs.

The semi-structured interviews took place during the Autumn term of 2020 and the Spring term of
2021. However, due to the Covid-19 pandemic, schools were operating with reduced staff and this
had a limiting impact on the size of the sample as the availability of both senior leaders and heads of
MFL taking part in the interviews was limited. Of the many school leaders and heads of MFL that
were contacted only three were willing and available to take part in the interviews. These

participants represented three different settings and attention was given to the impact that these
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settings might have had on their decision-making regarding MFL. The limitations imposed by the
pandemic, namely the ‘lockdown’ have also preclude me to seek directly the views of wider
stakeholders (e.g. parents, pupils) in order to support further the drawing of conclusions about the
RQ3 and RQ 3.1. The complete data set for the six participants, which encompassed six semi-
structured interviews, was presented and analysed using thematic analysis (Dorton et al.,
2016:2007). In order to add further rigour to the study, | have also overlaid certain aspects with
Critical Discourse Analysis (CDA) (Van Dijky, 1993; Wodack & Meyer,2009). Both data analysis

methods will be explored later in this chapter.

| have adopted a question-methods approach to the study (Punch, 2014:25), where my research
guestions preceded the methodological design. Through their identification, it became possible to
consider the implications for adopting appropriate methods (Shulman, 1988) that capture or
generate the data (Mason, 1996). It addresses the previously held tendency in the social sciences
towards ‘methodolatry’ (Punch, 2014), which Janesick (1994:215) refers to as ‘the slavish
attachment and devotion to method’. Punch (2014:25) argues that the question-method approach is
an aspect of conceptual clarity, which involves the precise and consistent use of terms, internal
consistency within an argument and logical links between concepts. The semi-structured interviews

are an example of how this approach can work in practice.

3.3.1 Research Participants & Sampling
The purpose of this empirical study was to obtain and triangulate views from the three school

leaders and heads of languages that were, not only representatives of their specific school context,
but also held a certain degree of power, over the decision-making process. Sampling is important
because it could have affected the usefulness of the data collected, the type of analysis possible, and
the extent to which wider inferences might be drawn (Robinson,2013). If a study does not define or
makes claims beyond its own sample universe, this undermines its credibility and coherence [ibid]. A

four-step approach to sampling was adopted in this study and it is depicted below:
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Stage 1 -The sample universe, also known as
target population, was identified (Robinson,
2013), with a total number of individuals from
which cases may legitimately be sampled in an
interview study. For this sample universe, a set
of inclusion criteria was specified for this study
(Luborsky & Rubinstein 1555; Patton 1950).
Mamely, the targeted population involved in the
decision-making process entailed 3 senior
leaders who have more power over strategic
decisions about L2s {Johnson and lohnson, 2015)
and 3 heads of languages whose decision-

making ‘power’ relates more to pedagogic

Stage 2- How to select cases for inclusion in the
sample. Samples in gualitative research tend to
be small in order to support the depth of
analysis that is fundamental to this mode of
inguiry (Sandelowski, 1595 [online]). | chose to
collect data through interviews, as this method
provides an open platform for eliciting
participants’ views and acquiring in-depth
information from those who are in the position

to give it (Ball, 1950).

decisions (Parrish, 2018).

Table 2 Sampling Stage 1 & 2

The strategic options available at this point can be categorised into (a) random/convenience
sampling strategies and (b} purposive sampling strategies (Robinson, 2014[online]). A purposive
strategy was chosen based on the a priori theoretical understanding of the topics being studied; that
certain categories of individuals may have a unigue, different or important perspective on the
phenomenon in question and their presence in the sample should be ensured (Mason,
2002[online]). Because of the Covid-19 pandemic, there were added difficulties in accessing the
various sites and establishing contact. Selecting participants was challenging, and in order to decide
which schools to select, it became necessary to use school websites!. For this, purposive sampling
(Cohen et al., 2018:218) was used to target both senior leaders and heads of MFL. This meant
targeting samples that at the end of the process had gathered responses from sufficiently diverse

areas that are somewhat representative of a wider population [ibid].

Table 3 Sampling Stage 3

The exploration of multiple perspectives of reality (Stake 1995) requires data to be collected from

different players, seeking multiple viewpoints (Merriam, 2002:3), from multiple social actors and

from multiple levels, such as the local and personal, institutional and social (Mohammed et al.,

2015). This was paramount to the inquiry, as each participant had their own perceptions and

interpretations regarding second language studies. Crucially, the understanding of social structures

and individual agency closely relates to the way that power operates in institutions (Giddens, 1984;
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section 2.7): in the school context, for some senior leaders, greater affordance should be given to
MFL. But the contrary can also occur. In both instances, the agency within their specific contexts
may be constrained (Earley, 2013). Agency presumes a context of constraints and it is an elemental
basis of power (Giddens,1998:84-85). In secondary schools in England, head teachers hold the power
over strategic decisions about L2 provision (Johnson and Johnson, 2015). Conversely, the heads of
languages, due to their vested interest in the subjects, amongst other perceptions, are likely to have
greater power over the micro pedagogic decisions in terms of implementing strategies (Parrish,
2009). Therefore, such power/knowledge relations had to be taken into consideration when
selecting the participants for the inquiry. This rationale, which is in line with a post-structuralist lens
(Mohammed et al., 2015), was the driving force behind the size of the sample, with a specific focus
on potential dissonance between sees’ perceptions and heads of languages. It took into
consideration the data that could be potentially collected in order to answer the research questions,
and there was a need to strategically select who might be interviewed and what kind of data was to

be collected (Stake, 1995; Yin, 2009).

The last stage, known as sourcing sample, meant that as the researcher | had to source the
participants (Robinson, 2014). Besides practical and organisational skills, this phase required ethical
skills and sensitivity [ibid]. Participants were informed of: the study's aims, what participation
entailed and its voluntary nature, how anonymity is protected and any other information that could

help them reach an informed, consensual decision to participate.

Table 4 Sampling Stage 4

My data collection involved a group of participants that are representative of their specific setting,
where MFLs are optional and with either an average or high percentage of free school meals
students®.. It was this precision of salient characteristics by which the selection was made, that gave
the study its rigour (Bryman, 2012). The participants were selected according to purposive sampling
because of their particular features, which then enabled a detailed exploration and understanding of

the central themes and questions of the study (Ball, 1990; Bryman, 2012; Cohen et al., 2018).

The sampling strategy was an integral component of the research design (Robinson, 2013) because it

could have affected the usefulness of the data collected, the type of analysis possible and the extent

31 Within the state sector, only 20% of schools make a language compulsory for all pupils aged 14-16 (Tinsley & Board, 2016) with the
uptake of MFLs strongly relating to the levels of social deprivation of a school’s intake. Schools with high percentages of students entitled
to free school meals (FSM) (an indicator of degree of social deprivation of a school’s cohort) have low participation rates on MFL study
beyond the compulsory phase [lbid].
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to which wider inferences might be drawn (Ritchie et al., 2014). Subsequently, the qualitative

approach adopted is appropriate to the small sample covered in this study.

3.3.2 Research Settings
Data gathered on the characteristics of the schools allows a judgment to be made regarding the

representativeness of the sample and a brief discussion is offered in this section. The research
setting has unique characteristics of student demographics, community influences and
entanglements of social class/place. This unique character of local context plays a major role in
identity formation and consequently affects participants’ beliefs in the value of learning a second
language. This implies that what can be learnt from these social contexts becomes the focus, rather
than whether they can be generalised across settings. Hence my study adopts Erlandson et al.,
(1993) views that even conventional generalisability is never possible as all observations are defined
by the specific contexts in which they occur. My data collection involved participants from three
different settings: A Studio school3? which is part of an Academy Trust; a non-denominational
comprehensive school with a moderate percentage of pupils entitled to free school meals (FSM) and
a joint Roman Catholic Anglican 11-18 comprehensive with a proportion of FSM students above the
national average. Because there is a pertinent link between schools with high percentages of
students entitled to FSM and low uptake of MFLs in post-14 education (Tinsley & Board, 2016), my

choice of research settings was also informed by these considerations.

Situated in the south of England, the schools selected cater for students from the age of 11 to 18 &
13 to 19. Although it was hoped that a mixed sample could be selected, in the event it amounted to
a process of selecting those who willingly accepted the invitation to participate (Ullmann-Margalit &
Morgenbesser,1977). The research adopted a homogenous approach to sampling (Patton, 2002;
Robson, 2002; Holloway and Wheeler, 2010) because it provided a detailed picture of a particular
phenomenon, namely which model was adopted regarding MFL curriculum provision, beyond post-
14 education. The greater the inclusion and the exclusion criteria are in order to define a sample
universe, and the more specific these criteria are, the more homogenous the sample universe
becomes Robinson, 2014). This can be achieved through various parameters, such as demographic,
graphical, physical, psychological or life history homogeneity [ibid]. The sample universe, besides
providing a boundary that aids the process of sampling, also provides a crucial theoretical role in the
analysis and interpretation process by specifying what a sample is a sample of, hence defining who
or what a study is about [ibid]. The more clearly and explicitly a sample universe is described, the

more valid and transparent any generalisation can be achieved (Mason 2002). Equally, in this study,

32 Studio Schools offer a pioneering approach to learning which includes teaching through enterprise and real work experience.
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it could be deemed to have adopted a typical case sampling (Patton, 2002; Bryman, 2012; Creswell,
2013) because the schools were selected on the basis that they adopted a specific position,
following the decision in 2004, where MFLs were made optional after Key Stage 3 (Department for
Education and Skills, 2002), which means that 14-19 institutions are under no obligation to offer any
language tuition at all, as well as the introduction of the EBacc in 2010 (section 2.1). Stake (1994)
and Denscombe (1998) suggest that, although each case may be unique, it is nevertheless an
example within a broader group and the prospect of generalisability should not be rejected.
Nevertheless, such an approach can be pursued only with caution since, as Gomm et al., (2000)
recognise, it appears to demean the importance of the contextual factors which impinge on the
case. Geertz (1973) identifies the value of such detailed data and rather than perceiving it as a
negative factor, regards it as ‘thick description’, that is, rich accounts of the details of a culture. This
is certainly the case in this inquiry. Furthermore, Guba and Lincoln (1989) suggest that the
dependability of the research can be ensured by utilising overlapping methods such as individual
interviews, as in this research project. Shenton (2004) asserts that the research design may be
viewed as a ‘prototype model’, whereby it is reported in sufficient detail to allow for a future

researcher to repeat the process.

3.3.3 Interviewing as a method of data collection
To enable the understanding of the phenomenon from the participant’s account (Merriam, 2016),

interviews were the chosen method for data collection. Unlike a quantitative study, the researcher is
the primary instrument in the data generation (Paisley & Reeves, 2001) and the interview questions
are at the heart of the method. The outline, practical considerations, discussion and implications of
my choice for interviews as a method of data collection is explored in light of the assumptions and
principles that underpin my chosen methodology and methods, through the lens provided by

Foucault (Foucault, 2007 and 2010) and critical theorists (Apple, 2013; Giroux, 2013; Freire, 2000).

The constructivist perspective sees the interview as a social conversation in which versions of 'reality
or truth' are actively constructed (Holstein and Gubrium,1995), and where both participant and
researcher are continually shaping and influencing the meanings which are developed (Gordon,
1998). Arguably, this approach can be more accurately perceived as a process of data generation,
not merely a data collection exercise (Kvale, 1996; Cohen et al., 2008). This approach to interviewing
strives for giving access to the meanings that people attribute to their experience of their social

world (Crotty,1998). Kvale’s idea of the ‘miner’ and the ‘traveller’ (1996) clearly illustrates this
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assumption®. For Gubrium and Holstein (2003) the interview, as an accepted mode of inquiry, relies
on a societal model in which people understand themselves as individuals, with individual views and
opinions carrying societal currency. The interview is historically and culturally situated (Gubrium and
Holstein, 2001; Fontana and Frey 2005) and this is pertinent in this study, particularly at a time in the
UK where L2 studies in post-14 education have been negatively affected, namely by the impact of

English as a global language (2.4) and the decision to leave the EU in 2016 (section 2.6).

The purpose of the interview is to access and provide the researcher with a meaningful and unique
insight into the person’s ‘inner world’ (Morse 2002; Miller and Glassner 2004; Alvesson, 2010). This
approach assumes that the participant is a ‘knowing’ subject — the originator of unique insights that
could not have been obtained otherwise. However, Foucault argued that our experiences of selves
and lives are discursive effects, they are the result of powerful discourses that structure our reality
(Foucault, 1972). He rejects the idea that meaning emanates from a ‘knowing’ subject (e.g. an
interview participant) [ibid]. Thus, a participant’s account of themselves and their experiences
cannot be seen as a point of origin for the construction of meaning, because the subject is
constituted through discourse, and discourse provides the means of articulation and action
(Foucault 2003). Discourse makes our current reality feasible and conversely to think, say or do
anything outside of our current realm of discourse would appear as unreasonable,
incomprehensible, insane or simply impossible (Foucault 1981; Hook, 2001). A research interview is
a participation in discourse in the same way that other current social and material practices are. It is
a social practice and both researcher and participants are taking part in the reproduction of
discourse (Rodham & Gavin, 2006). Arguably, by privileging interviews, researchers continue to
generate texts that reproduce precisely those discourses that captured their attention at the outset.
Consequently, it could be said that the researcher is playing an unintended role in proliferation of
the discourses [Ibid]. Given the methodological and philosophical tensions highlighted, the use of
interviews in this study could easily be questioned. However, by endorsing interviews as a means to
generate text for analysis, | echoed Willig's view who claims that researchers can work with

transcripts of semi-structured interviews (2001).

In order to comply with ‘social distancing’ policies during COVID-19 (Lobe et al., 2020 [online]), the
data collection method was adapted to enable interviews online using Zoom, an online video

conferencing platform (Deakin and Wakefield 2013; Hanna, 2012). This has already been extensively

33 the ‘miner’ believes that the participant has the nuggets of precious metal, in other words, the information that needs to be extracted;
the ‘traveller’, being the researcher, joins with the participant into unknown lands, and together co-construct knowledge (Cohen et al.,
2018:505-506).
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used for research purposes (Archibald et al., 2019; Daniels et al., 2019).3* However, | chose to use
the digital recording facility only, to avoid a ‘sensory overload’®. A common limitation in video data
is that it can lead to the collection of large amounts of rich data, which can be ‘overwhelming’ and
lead to excessively descriptive and weak analysis (Jewitt, 2012 [online]). This ‘sensory overload’ of
video data is perceived as a significant methodological issue in video-based research including data
management, coding and sampling (Snell, 2011). One assertion frequently made in support of these
interviews is that because both participant and researcher are in the same space, the latter has
more access to verbal and non-verbal data (Hiller & DiLuzio, 2004). Moreover, they can build the
rapport that may enable participants to freely disclose their experiences more effectively than might
occur in other interviews (Shuy, 2003). This is a very pertinent limitation of using an online platform.
However due to the Covid-19 pandemic it was not possible to conduct face-to- face interviews.
Nevertheless, from an ethics point of view, there are no key differences between face-to-face and
online (Cohen et al., 2018:540). Both required already established ethical procedures, such as
gaining informed consent and ensuring anonymity, privacy and confidentiality of the participants'
identity (Rodham and Gavin, 2006). Arguably, the influence of the researcher on what is said might
be less as it is more challenging to pick up body language, which in a face to face interview, might
influence what the participant says. Having access to nonverbal data (via an in-person interview)
may actually introduce the potential for response bias, because participants may ‘read’ interviewers’
reactions to their responses and adjust their replies accordingly (Musselwhite, Cuff, McGregor, and
King, 2006). Either way, the risk of bias remains (Cohen et al., 2018:540). Such ethical issues are

discussed in detail in section 4.4.

3.3.4 Piloting of the interview schedule
Piloting for interviews is crucial, as interview protocols can be strengthened in helping to identify if

there are flaws or limitations within the interview design that allow necessary modifications to the
major study (Kvale, 2007; Watson, Atkinson and Rose, 2007). In Castillo-Montoya’s pilot study
(2016), she found that interview protocols could be strengthened through piloting the interviews.
Harding (2013) also stated that the need for qualitative interviews to be piloted is not obvious
because as interviews progress, the quality of the interview guide improves. However, he mentioned
that it is advisable to pilot the interview questions and adjust them if necessary before embarking on
a major study [lbid]. This is achieved by pre-testing the instrument on a small number of participants

having the same characteristics as those in the main study. Sekaran (2003) also argues that

34 The platform supports real-time audio and full-motion video and it also enables audio/video recordings (Lobe, et al., 2020). Importantly,
control is limited to the meeting host, who can decide to share it with other participants [ibid]. Furthermore, access to the recordings is
restricted to the host, as these are saved to their computer at the end of the session [ibid].

63



participants can bias data collected if they do not understand the questions put to them, so a pilot
test of questions helps to identify unclear or ambiguous statements in the research protocol (Calitz,

2009).

At the outset | discussed the interview questions with my supervisors, which led to a better
reframing of follow-up questions to draw out and clarify some details. This process has led to some
reflections about the way | approached the questions, specifically how they were framed and how |
responded to the answers (verbal and non-verbal) (Miller & Cannell, 1997. This was ensued with an
interview with the Academic Deputy Head where | work3® prior to the interviews with the
participants. The Deputy Head was able to answer all aspects of the questions in the interview
schedule and being part of the school leadership team, was very much aware of the implications
that decision-making has on curriculum provision and enactment. The disadvantage was that some
aspects of the questions such as the views on the Ebaac or Progress 8 do not apply to this setting, as
it is part of the independent sector; she was therefore unable to provide the kind of answers that
schools are able to put forward in response to some of the questions in these areas. However, her
previous experience in another school still enabled her to formulate an informed view on those
matters. Establishing whether replies can be properly interpreted, in relation to the information
required (Van Teijlingen & Hundley, 2001), is paramount and despite the differences already
highlighted, | believe that this was achieved; my colleague was cognisant of such measures and their
impact on students in post-14 education. Consequently, no changes were made to the interview

schedules between the pilot phase and the main study.

Nevertheless, | had to ensure that both my non-verbal and verbal responses didn’t in any way make
her feel inadequate, by not knowing something and therefore showing herself in a poor light (Cohen
et al., 2018:275). This was then compounded by asymmetries of power that often exist between
researcher and participants, which are discussed later in this chapter [Ibid]. This was particularly
pertinent as my colleague may have felt the need not to disclose some information as the study
focuses on decision-making by senior leaders and the role of power and agency in this process
(Gaventa, 2003). Furthermore, | was aware of the ‘pull’ to agree with opinions being shared by a
fellow teacher whose views | respect. It felt important to curb this natural tendency so that the
interviewee was left free to express her views without interruption and to avoid the ‘ethically
guestionable’ possibility of bias that can arise in ‘warm, empathic interviews’ (Brinkmann & Kvale,

2005:156).

36 It must be acknowledged at this point that Independent schools have not been included in this study and the institution where | work is
an Independent Preparatory School that caters for children from Reception classes to Year 8.
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Unquestionably, the piloting stage was indeed paramount as it enabled me to test the
appropriateness of the questions and provide some early suggestions on the viability of the
research. It also gave me the opportunity to obtain further experience in conducting in-depth, semi-
structured interviews. | learned that it is almost impossible to determine precisely how the
participants are going to answer the questions. There were times where the answer to one question
was expanded to the point where it also answered another, as yet unasked, question. Each interview
incorporated unique ways to probe, which enabled me to improve my interviewing and probing
skills. Finally, piloting the questions also enabled me to try and mitigate against researcher bias, by
demonstrating that | had acted in good faith and not allowed personal values or theoretical

inclinations (Bryman, 2012) to influence the conduct of the research.

3.3.5 Data Collection Schedule
Schedules were designed which included key questions and relevant prompts, but were intended to

be used flexibly, as the more prompts and probes used, the greater the chance of bias (Fowler,
2009). Although participants are willing to provide information, they often require guidance about
the amount of detail to provide. Probes or prompts can be used to encourage elaboration or
explanation (Holloway and Wheeler 2010). For the researcher specifically, probes give the
opportunity to clarify a participant's responses to questions using focused follow-up questions.
However, in the attempt to address richness and depth of response through probing and prompting,
the researcher may be perceived as looking for data that will affirm their own preconceptions
(Galdas, 2017). When designing interview schedules, it is important to ask the questions in a way,
which reduces bias and avoids communicating a preferred response to the interviewee (Cohen et al.,
2018:272-273). This was rather challenging due to my vested interests as an MFL practitioner. As a
secondary teacher and Head of Languages, | had preconceived ideas and expectations of what data |
might gather, which could then be applied to the scheduling of the questions and my interpretations
of the data. In addition, my own philosophical beliefs have important implications for the structure
of interviews, so researchers are encouraged to understand how their beliefs regarding the nature of
research may influence their interview methods (Knox & Burkard, 2009).

As a result, consideration must be given to the very questions that will be asked, because ‘at the root
of interviewing’... is an interest in understanding the experience of other people and the meaning
they make of that experience’ (Seidman, 1991:3). However, | maintain that the constructivist
approach | applied to this study ameliorated the possibility. The study’s aim was to explore the
decision-making process of school leaders, rather than to prove whether their experiences and
views were similar to, or different from, my own. Further measures were taken to mitigate bias and

establish face validity of the questions, such as piloting of the questions and scrutiny by supervisors
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(Smith et al., 2009). The responses to the interview questions should provide the researcher with an
opportunity to answer the research question [ibid]. All of these steps contributed to securing a

higher degree of consistency.

Robson (2011) also warns against questions which are too long, leading to the interviewee losing
track of what has been asked, meaning they may only respond to part of the question. Equally, as
the interviews were being conducted in three different school settings, it was deemed necessary to
ensure that questions were similar for comparability purposes (Cohen et al., 2018). Because the
settings and experience of the participants were different, it was important to ensure a structure
that allowed for some differentiation in questioning if the relevant views of each individual were to
be understood by the researcher as much as they can be, and as a result, represented as fully as is
possible (Holloway and Wheeler, 2010; Patton, 1990). This was pertinent, specifically in relation to
the data collection involving the heads of languages, as they are excluded of the ultimate decision-
making regarding MFL studies (Parrish, 2018). The questioning had to reflect the position of the
participants in relation to their setting (Holloway and Wheeler, 2010; Cohen et al., 2018) and a blend
of an interview guide and a more informal conversational interview was incorporated (Merriam,
1998). This also allows for observation as well as flexibility, so the interviewer can adapt the
interview to the individual [ibid]. Consequently, | chose to adopt a ‘semi-structured’ approach for

the interviews (Patton, 1990), and this will be explored in the next section.

3.3.6 Semi-structured interviews
The literature pertaining to semi-structured interviews is considerable and growing (Cohen et al.,

2018:508-509) and involves an interview script which is developed to collect similar types of data
from all participants and create a sense of order (David and Sutton 2004, Bridges et al., 2008;
Holloway and Wheeler 2010). Predetermined questions are prepared by the researcher, who is free
to seek clarification (Holloway and Wheeler, 2010; Robson, 2011), and are followed during the
interview, whilst ensuring that they elicit open responses from the participants. This enables lines of
conversation to be developed in situ, in ways that could not have been anticipated when the
interview schedule was being planned (Irvine, et al., 2013). The researcher is also free to vary the
order and wording of the questions spontaneously depending on the direction of the interview
(Bryman, 2012), as well as ask additional questions (Corbena, 2003) and develop a conversational
style during the interview (Power et al., 2010; Patton, 2002). The semi-structured interviews allow
flexibility in the way they are organised, but they are not any less stringent in their design and
interpretation. With open-ended questions the researcher has the opportunity to explore new paths
which emerge during the interview and that may not have been considered initially (Gray,2004; Berg

2009, Ryan et al., 2009). Our actions as interviewers indicate that ‘others’ stories are important’
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(Seidman, 2012:9). Therefore, by adopting a semi-structured approach to the interviews, | aimed to

empower participants and give them a voice (Mertens, 2007), by listening to their stories.

Burgess (1984) refers to interviews as ‘conversations with a purpose’ (102), but there are others who
contend that the interview is a ‘specialised pattern of verbal interaction — initiated for a specific
purpose and focused on specific content areas’ (Kahn and Cannell, 1957, cited in Kerlinger, 1970
:16). Charmaz (2006) describes semi-structured interviews as a ‘directed conversation’ (p.27), where
the researcher is in the driving seat of the discussion and therefore increases the chances of
research bias as the questions formulated can serve the preconceived ideas of the researcher. She
also highlights the ‘contextual and negotiated’ qualities of an interview and how the interviewer is a
participant in the shaping of the conversation [Ibid]. Undoubtedly this raises concern regarding the
role of the researcher and how it can lead to increasing the risk of research bias (Mehra, 2002) as
the participants are only asked about things the researcher is already wanting to hear about.
Moreover, in this study, the degree of affinity that the researcher has with the population under
study, including researchers being a member of the group themselves can emphasise further the
issues of bias [ibid]. Specifically, as a Head of MFL | can identify with some of the participants’ views.
Given this affinity as an ‘insider’ this could potentially limit the extent of the inquiry and not
incorporate what participants did not know themselves (Chenail, 2011). As a result, the role of the
researcher as a research instrument must also be acknowledged (Denzin and Lincoln, 2000: 368).
Such considerations present some challenges in terms of rigour and research bias as well as a threat
to the truth value of data and information obtained from data analyses (Chenail, 2011) and these
are given further consideration in the next section. Nevertheless, the researcher remains the key
person in obtaining data from participants. It is through the researcher's facilitative interaction that
a context is created where the participants share rich data regarding their experiences and life world
[ibid]. It is the researcher who enables the flow of communication, who identifies cues and sets
participants at ease (Poggenpoel & Myburgh, 2003:418). However, it is also the researcher who
designs the questions, thus some scholars argue whether the questions measure what they claim to
measure, hence their validity can be disputed (Cannel and Kahn, 1968 in Cohen et al., 2018:271).
Consequently, careful formulation of the questions with clear meaning must be achieved to ensure

that they accurately measure what was intended (Cohen et al., 2018:273) and bias is minimized.

3.3.7 Bias during data collection
The constructivist nature of this study also poses some difficulties both during the data collection

and the analysis. Specifically, the role of the researcher raises concerns regarding bias (Mehra,
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2002). Recognising and understanding research bias® is crucial for determining the utility of study
results and an essential aspect of evidence-based decision-making (Galdas, 2017). Indeed, bias is
commonly understood to be any influence that provides a distortion in the results of a study (Polit &
Beck, 2014). In qualitative studies, researchers are an integral part of the process and final product,
and separation from this is neither possible nor desirable (Galdas, 2017). In this regard, it must be
made clear that the researcher has been transparent and self-reflective about their own
assumptions, relationship dynamics and analytic focus (Polit & Beck, 2014) and about the processes
by which data has been collected, analysed, and presented. Consequently, | acknowledge that my
experience as an L2 teacher may be construed as influential during the collection of the data and its
interpretation. Nonetheless, by acknowledging this possibility, | maintain that my views and opinions
could be challenged and altered both in the process of data collection and as a result of the data
analysis. In this sense, it mirrors Bryman’s (2012) definition that social reality is an ongoing process.
Moreover, it acknowledges the importance of stating one’s ontological position, as a reluctance to
recognise this, stems from ‘vagueness, imprecision, or a failure to understand that there is more
than one ontological position’ (Mason, 2003). This issue of research bias and how | mitigated it
during the process of data collection will now be discussed, and the influence on the analysis will be
explored in greater detail later in this chapter. Bias exists in all study designs (Galdas, 2017) and
although researchers should attempt to minimise it, outlining potential sources of bias enables
greater critical evaluation of the research findings and conclusions. Researchers bring their
experiences, ideas, prejudices and personal philosophies to each of the studies, which if accounted
for in advance of the study, enhance the transparency of possible research bias. Clearly articulating
the rationale for and choosing an appropriate research design to meet the study aims can reduce
common pitfalls in relation to bias.

Semi-structured interviews produce rich data but they also concurrently construct individual and
public opinion (Gubrium & Holstein, 2003:30). | was explicit about my role as both researcher
(Denzin & Lincoln, 2000) and L2 practitioner, as this can significantly increase the risk of research
bias (Mehra, 2002). This is essential for affording validity to the study (Cohen et al., 2018:271-273).
In order to mitigate this risk a letter was sent to the participants including my personal and
professional details plus information regarding the study, and specifically what it aimed to achieve.
In addition, because some aspects of my positionality are culturally ascribed (Anthias, 2002) and this
could have increased the risk of bias. | am a Portuguese, white European female and not being a
native English speaker could influence the views that participants could be willing to share, namely

affording low value status to L2 studies which in turn lead to the participants being cautious in what

37 Bias can occur at each stage of the research process and it impacts the validity and reliability of study findings. The misinterpretation of
data can have important consequences for practice (Galdas, 2017).
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is revealed (Cohen et al., 2018). Sharing my position could also have increased the risk of being given
answers that participants thought to be acceptable or desirable (Fowler, 2009). Dealing with fellow
teachers poses further difficulties, as they invariably share a common belief, that they themselves
are biased in relation to L2 teaching and learning (Thomas, 2009:106). In order to minimise such risk,
| made it clear to the participants that it was important to expose their views as they perceive them,
independently of my own position as a fellow practitioner. | discussed these issues openly, prior to
the interviews, in an attempt to collect data that was a ‘true’ reflection of the participants’ views. |
further attempted to allay any concerns, by explaining that their comments and opinions were to
assist me in my understanding of schools’ decision-making, in relation to MFL studies in post-14
education. This was particularly prevalent with the heads of languages as it was important to collect
their views free of constraints. Therefore, the formulation of the questions was of paramount

importance in minimising the risk of bias (Cohen et al.,2018:273).

3.3.8 Power Relations
Because interviews are not just simply about social and often political situations, power is of

significant importance as it resides with both the researcher and the participants (Thapar-Bjorkert
and Henry, 2004). Echoing Foucault, these scholars argue that power is fluid and is discursively
constructed through the interview rather than being the province of either party (Cohen et
al.,2018:274). In this sense, the interview entails a type of power relation with a distinctive form of
participation in the (re)production of discourse (Rodham & Gavin ,2006), where the emphasis is on
subjectivity, equality, reciprocity, collaboration, emancipatory potential and non-hierarchical
relationsl[ibid]. Conversely, Morrison (2013a) suggests that power resides with the interviewer who
formulates the questions and the participant answers them; the participant is under scrutiny as
opposed to the interviewer. Kvale (1996) also asserts that there are specific power asymmetries, as
it is the interviewer who tends to define the situation, the topics to cover and the course of the
interview (126). Nevertheless, the participant is also powerful as not only do they hold the data but

also have the power to withhold it (Cohen et al., 2018:274).

Indeed, there were important power issues at play in this study (Scott and Morrison, 2006). Semi-
structured interviews were adopted because this type of data collection gives participants more
power over their thoughts than in structured interviews. They also enable the participants’
responses to dictate the direction of the interview (Clark, 2004), allowing questions to occur
naturally (Cohen et al., 2018:273, 535), with potential research bias minimised (Cohen et al.,
2018:272). This structure allows the interviewee greater control of topics resulting in breakdown of
the immanent power relations between myself as the researcher, and the participants (Lankshear

and Knobel, 2004). This is particularly relevant in terms of deciding what and how much to reveal
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(Corbin and Morse, 2000). However, | had concerns regarding a possible conflict of interests that
existed in the duality of my role as an MFL teacher and as a researcher (Brinkmann and Kvale,
2009:33), and a potential power imbalance when interviewing fellow language teachers.
Consequently, in an attempt to mitigate any potential power asymmetry (Patton, 2002), | discussed
these concerns prior to the interviews. | also emphasised the importance of gathering rich data,
despite potentially different professional views[ibid]. Hitchcock and Hughes (1989) assert that in this
situation a certain degree of reciprocity might take place with the participants offering views they
think the researcher wants to hear. | had therefore to consider how much the questions might
influence the participants to act in that manner by showing themselves in a good light, or becoming
unduly helpful and consequently the data gathered would not be representative of the field of study
(Edwards, 2001:24). It is critical to recognise the asymmetrical relationship that exists between
researcher and participant and the potential this has to influence the data that is generated (BERA,

2011).

Finally, it could be argued that the authoritative position of the senior leaders could also have given
rise to unequal power positions. Walford (2012) asserts that those in a position of power, resources
and expertise might be anxious to maintain their reputation, hence they will be more careful with
what they say through carefully chosen articulate phrases. Ball (1994b) contends that when those
with power are interviewed, they see it as an opportunity to reinforce their position, maintain their
reputation and importantly preserve their existing status quo. Therefore, they will be more guarded
in what they say (Cohen et al.,2018:274) and tend to control the interview as they have both a
personal and professional investment in being interviewed (Walford, 2012). The implication then for
this study is that the data gathered needs careful consideration in order to be able to establish a
degree of confidence in the truth of the findings (Polit & Beck, 2014). For this study | have chosen
settings different from my own, therefore such power issues were mitigated (Cohen et al.,

2018:136).

Nevertheless, this same authoritative position could impose some constraints on the Heads of
Department if their views differed from those in leadership positions in the school. In order to
safeguard the participants from any potential negative consequence of sharing their views, |
reassured them that their views would be kept anonymous and confidential, and that the data
gathered would only be used for research. Such issues of confidentiality and anonymity were raised
and discussed with the participants prior to their participation in the study. In the ethics literature,
confidentiality is commonly viewed as akin to the principle of privacy (Oliver, 2003; Gregory, 2003;

Ritchie & Lewis, 2003: 67; Smyth & Williamson, 2004: 28). This principle is integral to societal beliefs
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that individuals matter and that individuals have the right for their affairs to be private (Cohen et al.,
2018:128). To assure someone of confidentiality means that what has been discussed will not be
repeated, or at least, not without permission [Ibid]. As result, and in order not to disclose
identifiable information about participants and to try to protect their identity [Ibid], the participants
have been anonymised and are referred to as letters, rather than names. It must be acknowledged
that ‘it is impossible to give absolute guarantees of anonymity’ of the participants (Walford,

2005:88) as far as their schools are concerned and | made all participants aware of this prerogative.

Finally, all the information collected has been stored on password-protected files. Such ethical
considerations are given further focus in the ethics section of this study. As discussed, researcher-
participant power relations are not equal. This power imbalance is triggered by the different
positions, agency and experience of both the participants and the researcher. Consequently, it poses

a constant challenge in all stages of the research process (Einarsdottir, 2007).

3.3.9 Reliability and Validity
Having explored and justified the methodological choice of qualitative research for this inquiry,

issues of validity and reliability will now be considered.

Researchers have argued that the concept of reliability is misleading and has no relevance in
qualitative research related to the notion of a ‘measurement method,” if compared to quantitative
methods (Winter, 2000). However, this is disputed by other researchers. Siraj-Blatchford and Siraj-
Blatchford (2001) suggest that reliability in these situations is the degree to which the researcher’s
theoretical analysis and conclusions correspond to the data obtained. Cohen et al., (2000) agree
stating that ‘reliability includes fidelity to real life, context and situation specificity, authenticity,
comprehensiveness, detail, honesty, depth of response and meaningfulness to the respondent’
(p.120). It could be suggested that the lack of impartiality, bias and subjectivity of the qualitative
inquiry, may lead to a lack of reliability. However, the latter is based on consistency and care in the
application of research practices, which are reflected in their visibility of research practice, analysis,
and conclusions, as well as reflected in an open account that remains mindful of the partiality and
limits of the research findings (Davies, 2002). Consequently, by considering the context in which the
participants were interviewed, and by being open and honest about the aims of the research, |
would contend that it is the same openness and honesty of the researcher, in acknowledging their
standpoint and in their justification of their approach to analysis, which ultimately enables the
research to be deemed ‘valid’. | therefore believe that the analysis and conclusions | gathered were
a ‘true’ reflection of the data collected, as it represented the participants’ own views of the social

world (Chenail, 2011[online]).
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For reliability and validity to be attained, strategies for ensuring rigour must be built into the
research process per se, not just to be proclaimed at the end of the inquiry, but rather all the way
throughout the process (Morse et al., 2002). The scientific aspect of reliability assumes that
repeated measures of a phenomenon (with the same results) using objective methods establish the
truth of the findings (Cohen et al., 2018:270-271). Merriam (1995) stated that, ‘the more times the
findings of a study can be replicated, the more stable or reliable the phenomenon is thought to be’
In other words, it is the idea of replicability (Golafshani,2003; Winter, 2000). One way to achieve
reliability in this inquiry was through carefully piloting the interview schedules and by using open-
ended-questions. This enables participants to show their own view of the world (Silverman; 1993)
and is corroborated by Hand (2003) and Dearney (2005), who contend that the open nature of
guestions encourages, depth and vitality, helping new concepts to emerge. This increases the
validity of the study, by assisting them in collecting rich data for analysis. However, within the
discipline of qualitative research and given that multiple views of ‘reality’ exist, who is credible and
‘correct’, how do we know and how socially constructed knowledge is established, can be
guestioned (Cohen et al., 2018:246). Arguably, establishing validity in this study could still be
perceived as challenging; do the questions measure what they claim to measure (Bogdan and Biklen,

1992:271), and crucially, is the meaning and interpretation of the gathered data sound [ibid].

Equally, the validity of the findings is related to the careful recording and continual verification of
the data that the researcher undertakes during the investigative practice (Cohen et al., 2018). If the
validity or trustworthiness can be maximised or tested, then more credible and defensible results
may lead to generalisability. Therefore, the quality of a research is related to generalisability of the
result and thereby to the testing and increasing of the validity or trustworthiness of the research
[Ibid]. However, the question of the settings, people and situations, and how they might be
generalisable is more relevant than generalisability in its widest sense (Bogdan and Biklen ,1992:45).
As researchers we are part of the world we research, hence complete objectivity is not attainable.
Consequently, other people’s views are equally as valid as our own [lbid]. In this sense, validity
concerns the meanings given to the data by the participants and the inferences drawn from the data
(Hammersley & Atkinson, 1983). Kvale (1996) suggests that in the field of qualitative research there
may be many different interpretations of the same data or setting and yet these findings may be
considered equally reliable because reality is multi-layered (Cohen, et al., 2018). In this study, | was
interested in how the participants constructed their experiences, rather than a verifiable list of those
experiences (Bruner, 1986; Casey, 1995; Cohen et al., 2018). Hence, rather than seeking objectivity
and validity, the qualitative researcher should feasibly recognise and embrace the differing layers

which exist within participants’ accounts — the sometimes overlapping and sometimes conflicting
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reasons and expectations which underpin their reveals, each of them as legitimate as the other
(Bruner, 1986). We live in a socially construed multiple reality, where individuals construct their own
meaning in different ways and together co-construct reality (Merriam 2002), even in relation to the
same phenomenon. Social realities are socially constructed and they change each time the players
change (Robson, 2002). | adopted Mishler’s stance (1986) who contends that by empowering
interviewees to lead discussions and present their ‘stories’ based on their own life experiences and

interests, the data produced is therefore more trustworthy and accurate.

My position as the researcher, undoubtedly will, “...affect the nature of the observations and the
interpretations that are made’ and will ultimately affect the research outputs (Thomas, 2009:110)
and both its validity and reliability. It was then paramount to mitigate such influences that tend to
occur from selective observation and selective recording of information and from allowing one's
personal views and perspectives to affect how data is interpreted, plus how the research is
conducted [ibid]. For research to be considered both valid and reliable it should be open to external
scrutiny so that the researcher (and those for whom the research is intended) can have confidence
in the data and the conclusions drawn from it (Hammersley, 1992; Burton and Bartlett, 2009). As a
result, the notion of inter-rater reliability became important to this study. Inter-rater reliability is
defined as the extent to which another researcher, adopting the same theoretical framework, would
have interpreted the data in the same manner (Cohen, et al., (2018). An experienced researcher,
who was completely detached from the data, but skilled in semi-structured interviews, acted as
external peer-reviewer (Sandelowski,1993; Miles and Huberman, 1994), selecting sections from each
of the six transcripts to independently analyse them. Discussions ensued to compare findings, and
where discrepancies were found, the data section(s) were re-examined and analysed to reach a
resolution. The valuable discussions between myself and the seasoned researcher challenged my
interpretation of the data and enabled me to further distance myself from my own preconceived
ideas about the issues under investigation. Any differences in the interpretations of the data became
infrequent through this process, ensuring consistency and transparency, which consequently
strengthened the validity of this research (Ritchie et al., 2014). As researcher, | am aware that my
own perceptions and opinions may taint the research findings and conclusions; And despite bringing
all my past experiences and knowledge to the inquiry, | listened carefully to the participants about
their experiences and meanings; plus, | learned to set aside my own strongly held opinions,
perceptions and preconceptions. In addition, the transcripts were shared with the participants and if
deemed necessary, the opportunity for amendments, and additional information that did not come
to mind during the interview would ensue. The establishment and maintenance of what Yin (2009)

describes as ‘a chain of evidence’ or auditability is key in increasing construct validity (122). Equally,
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by contemplating the weight and authority of the findings (MacNaughton and Hughes, 2009) and

comparing them to other similar research studies, the validity of the study was further assured.

Participant validation is also paramount to increase validity, by ensuring that what is said in the
interview accurately represents the participants’ views (Long & Johnson, 2000). However, if we
accept that there are ‘objective, self-announcing facts of the world’ (Griffin, 2012) and that the main
focus of research is to identify them, then the complex relationship which exists between
participants’ views and ‘truth’ then the goal to seek a degree of formal validity ‘becomes a matter of
deep concern’ (288). The question of whether the ‘truth’ of participants’ ‘stories’ can be impartially
verifiable or whether they are ‘to some extent indifferent to truth (in the sense of historical facts) or
falsehood’ (Griffin, 2012:301) pervades the field of qualitative research. Guba and Lincoln (1989)
define participant validation as ‘the process of testing hypotheses, data, preliminary categories, and
interpretations with members of stake-holding groups from whom the original constructions were
collected’ (238-239). They regard this as the single most crucial technique for establishing credibility,
which focuses on establishing the link between the constructed realities of participants and those
realities as represented by the researcher and attributed to various stakeholders. However, it is
important to question the extent to which a researcher really knows whether what a participant is
saying is what they believe in, because meaning-making is rooted in our social context and our views
are subjective in nature (Osborne and Brady, 2001). Therefore, there are a number of factors which
could influence this, not least the position, role and status of the researcher (Phillips, 1997). What
participants offer as their ‘story’ can vary depending on the audience and the reasons underscoring
their actions [ibid]. This poses obstacles for researchers seeking the notion of truth ‘beyond
reasonable doubt’ of the information they study (Hammersley, 1995:78). However, it enables them
to study what can be revealed about the participants and their stance within their worlds (Squire et
al., 2014). The position of this research concerns the ‘truth’ of the individual accounts given by each
participant in relation to the accurate representation of reality as they perceive it. Denzin (1989)
advocates that this is judged on the extent to which participants’ accounts are faithful to both
events which have occurred, and the way in which they were experienced by the individuals. The
‘evidence’ becomes the product of that given moment in time and context — what is seen, felt and
done by individuals as they interact with their world. Researchers and audiences make judgements
based on the values they hold and their own experiences of the world, amalgamating what they
know with what they hear in order to decide whether individual accounts can be believed, and
whether they ‘ring true’ and can therefore be considered ‘true’ (Griffin, 2012). However, this notion
of “truth’ is questionable, because it is linked to both society discourses and its influence on

individuals (see section 3.2) offering therefore a multitude of ‘truths’ that represent the type of
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discourse which society accepts and makes function as true, along with the techniques and
procedures accorded value in the acquisition of that truth (Foucault, in Rabinow 1991: 75). As a
result, | was keen to find out how the participants constructed their experiences (Bruner, 1986;
Casey, 1995; Cohen et al., 2018). The qualitative researcher should then feasibly recognise and
embrace the differing layers which exist within participants’ accounts — the sometimes overlapping
and conflicting reasons and expectations which underpin their reveals; each of them as legitimate as
the other (Bruner, 1986). By recognising and by being honest about the subjective nature of the
gualitative enquiry we can begin to acknowledge that everything is subject to interpretation. As a
result, it is the integrity of the researcher and the way in which claims are deeply embedded in a

robust and ‘truthful’ methodology that supports the credibility of that research.

As qualitative researchers we ‘need to respect the authenticity and integrity of the participants and
perceive them as subjects creating their own histories’ (Casey, 1995:231-232). It can be argued,
therefore, that the notion of validity could be replaced by ‘understanding’ in research of this kind
(Cohen et al., 2018). In this inquiry, | aimed to capture and uncover the views of both school leaders
and heads of MFL for what they appeared to be, both at a given moment and as growth over time. |
then used those views to stimulate reflection to move forward in our own understandings, leading
possibly to a greater confidence in ‘knowing’. Instead of a weakness, perhaps this could be perceived

as a strength of qualitative research.

3.4 Ethical considerations
Merriam (2009) asserts that the ethics of the researcher are key to validity and reliability. The

relationship between researcher and participant in the co-construction of new knowledge has been
key to the discussion. The ethical practices set out by BERA (2018) were adhered to, such as
establishing research contracts that included open and honest information about the study design
and the nature of the participant involvement. However, | could not assume that this, in itself, would
address the ethical implications pertinent to this research and the participants (Brinkmann and
Kvale, 2005). Still remaining as a crucial issue for discussion is the potential impact the research

process has on the participant and the ethical issues connected with this.

It is critical to the validity of research that there is a recognition of the asymmetrical relationship that
exists between researcher and participant, and the potential this has to influence the data that is
generated (Smythe and Murray, 2000; BERA, 2011). Such ethical considerations are crucial, as they
also arise in the field and in the dissemination of findings. Credibility here depends much more on
the values of the researcher, their awareness and sensitivity in seeing the issues and their sensitivity
and integrity in responding to them. This was particularly pertinent in the study due to my role as

researcher and L2 practitioner, which inevitably placed me in a position of authority and power, and
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consequently the possible influence this has on the participants (Smythe and Murray, 2000).
Through all phases of the research process | was concerned about the potential conflict of interests
that existed in the duality of my role. Firstly, | was concerned about the influence this would have on
the participants’ views; that they were genuinely able to decline participation (Denscombe, 2010). |
was also concerned about the influence my research could potentially have due to the vested
interest of the heads of MFL and mine as practitioners, the openness of their responses and the
implications of this on learning. This was also pertinent in relation to the senior leaders and their
position of ‘authority’. As Brooks et al., assert, ‘power relations are immanent in all research
settings’ (106) and researchers may occupy different social and power positions from participants. |
wanted to ensure, as far as possible, that the participants’ reflections were ‘true’ representations of
what they wanted to share in relation to schools’ decision-making in MFLs, as opposed to what they
felt obliged to communicate. Furthermore, by seeking their views on what affects their beliefs in
second language studies and how these may influence their decision-making, | aimed to promote
dialogue and reflection (Freire, 2000) and crucially, to mitigate the unavoidable power asymmetries
with regards to the participants (Cohen et al., 2018:136), by giving them a platform and a voice
(Mertens, 2007) to openly express their views.

My ethical stance was further informed by key scholars who contend that the complexity of ethical,
respectful and meaningful relationships in semi-structured interviews, must be considered
(Perryman 2011; Thomas, Tiplady, and Wall 2014). In this regard, semi-structured interviews are not
without their difficulties and constraints (Newby, 2014), therefore the position of the researcher
needs acknowledging at the start of the process, as a matter of ethical consideration (Clough and
Corbett, 2000), as well as to maintain the ethical integrity of the research and secure credibility
(Richardson, 1990; Andrews et al., 2013). Semi-structured interviews invite the application of
thoughtful reflexivity in relation to the broader ethical, methodological and theoretical elements of
research (Galletta, 2013). It is ethically appropriate to acknowledge that | could not ignore my
professional role, which carries a stake in the study and importantly, how my experiences and beliefs
shaped its very design and execution. In this instance reflexivity can be understood as a recognition
and awareness of the researcher as active in and acting on the research process (Squire et al., 2014).
Equally, | have acknowledged the influence | had on the data as | sought to interpret the
participants’ words and the meanings they ascribed to them. The potential for overshadowing the
participant’s authenticity by idiosyncratic biases, subject positions and disciplinary concerns of the
researcher (Bastalich, 2009) may occur. This is an important ethical issue that also confronts the
researcher when constructing the final representations that are distilled from the data collected
[Ibid]. Therefore, it must be acknowledged in order to preserve the authenticity of the interview

process.
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In addition, issues related to consent, anonymity and confidentiality were addressed. The ethics
procedures of the University of Winchester were followed in preparation for the study. The
University of Winchester (2019) and BERA (2018) ethical guidelines were adhered to throughout this
project, as ethical research respects participants, engages in responsible research and protects the
researcher and participants (Le Compte and Schensul, 2010, Alderson and Morrow, 2011). Avoiding
any harm to the participants and respect for the knowledge created is of great importance to my
research. Informed consent is also paramount. (BERA) defines informed consent as ‘the condition in
which participants understand and agree to their participation without any duress, prior to the
research getting underway’ and state unequivocally that the attainment of informed consent ‘is
considered the norm for the conduct of research’ (BERA, 2018: 9). Consequently, participants were
made aware that participation was voluntary and their consent was sought prior to the research.
The right to withdraw at any time was also clearly explained and my contact details noted on the
project information sheet (Bera, 2018:18; Thomas, 2009:150). To maintain confidentiality and
anonymity a discussion with participants happened prior to data collection (Holloway and Wheeler

2010).

Confidentiality and the principle of privacy is perceived in a similar manner (Oliver, 2003; Gregory,
2003; Ritchie & Lewis, 2003: 67; Smyth & Williamson, 2004: 28). This principle is intrinsic to societal
beliefs, that individuals matter and are entitled to the privacy of their affairs (Cohen et al.,
2018:128).

As a result, anonymity was preserved for all participants and their schools by using a system of
letters. In addition, research instruments and letters were submitted to the Faculty of Education’s
ethics committee for approval and an agreement by the head teacher of each school was then
sought. The participants, head teachers and practitioners agreed to participate by signing a consent
form on which it was made clear they were able to withdraw at any point. A project information
sheet was also given when initially seeking participation as open and honest information about the
study’s design and the nature of the participants’ involvement must be stated ensuring adherence to
agreed protocols (Cohen et al., 2018). The same care was taken during the interpretation of the
findings, to ensure confidentiality, privacy and anonymity for the participants (Bera, 2018:21). This
study took place in three different settings, unknown to me. Therefore, in the event of any issues
arising would have needed to be treated sensitively (Kvale, 2007; Savin-Baden and Major, 2013).
However, this was not the case. In exploring the need to honour privacy, Stake (2010:207) cautions
against dependency on anonymity which he describes as ‘weak protection’. He concludes that the
most effective means is ‘not to come to know the private matters’ [ibid]. As ethical issues arose

during the research, they were resolved by means of reflection and, where appropriate, discussion
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with a supervisor, with the objectives of maintaining respect for the participants and the schools,
and the integrity of the research. Discussions held with the participants about maintaining
confidentiality and anonymity have also helped to build trust, as participants' experiences and
concerns were listened to, making them active partners in the interview (Holloway and Wheeler
2010); all important for building a sympathetic relationship and a sense of mutual trust in the

research interview (Karnieli-Miller et al., 2009).

Participants need to be comfortable answering questions honestly and a position of equality and
mutual respect is central to the relationship between the researcher and participant (Holloway and
Wheeler 2010). Smith et al., (2009) suggested that if the interviewing style is clear and confident,
participants will know that the researcher does not have a predetermined agenda and is interested
in hearing about their experiences. Ethical dilemmas also arise in the field and in the dissemination
of findings. Credibility here depends much more on the values of the researcher, their awareness
and sensitivity in seeing the issues, as well as sensitivity and integrity in responding to them. The
next section will also offer further ethical considerations when discussing the influence, | had on the
data as | sought to interpret the participants’ words and the meanings they ascribed to them

(Richardson, 1990).

3.5 Thematic Analysis
Thorne (2000) characterised data analysis as the most complex phase of the qualitative research

process, and conducted in a methodical manner it can be transparently communicated to others
(Malterud, 2001). Consequently, researchers need to be clear about what they are doing, why they
are doing it, and include a clear description of analysis methods (Braun & Clarke, 2006; Malterud,
2001). Thematic analysis (TA), which is a widely used qualitative approach to analysing interviews,
was chosen, as it provides a highly flexible ‘theoretical method’ that can be altered for the needs of
many studies. It provides a rich and detailed, yet complex account of data (Braun & Clarke,
2019:583; Braun & Clarke, 2006; King, 2004) and resonates with my constructivist epistemology. TA
is a useful method for examining the perspectives of different research participants, highlighting
similarities and differences and generating unforeseen insights (Braun and Clarke, 2006; King 2004).
It is also useful for summarising main features of a large data set, as it forces the researcher to take a
well-structured approach to handling data, helping to produce a clear and organised final report

(King, 2004).

During the data collection process, coding, organising and analysis needs to be described in detail to
help the reader determine whether the final outcome was rooted in the generated data (Ryan et al.,
2007). To explain the process of analysis within the context of institutional level decision-making in

relation to second language studies, | have drawn on Braun and Clarke’s (2006) conceptual
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framework of TA. | chose this approach because a ‘rigorous thematic approach can produce an
insightful analysis that answers particular research questions’ (Braun and Clarke, 2006:97). Equally,
this approach complemented the research questions as it facilitated an exploration of the interview
data from two perspectives: Firstly, from a data driven perspective based on coding in an inductive
way. This meant that the analysis was grounded in the data which determined the themes, as
opposed to a theoretically informed framework guiding the deductive analysis, where the researcher
comes to the data with some preconceived themes that he or she expects to find reflected there,
based on theory or existing knowledge (Patton, 2000). Secondly, from a research question
perspective to ascertain if the data was consistent with the research questions and provided
sufficient information. | was primarily concerned with eliciting and analysing the participants’ views
and opinions and what had emerged from their accounts (Boyatziz,1998). This meant that coding the
data took place without trying to fit it into pre-existing coding frames or any personal analytical
preconceptions. In this regard, this form of TA is data-driven (Braun & Clarke, 2006) as my concern
was eliciting and analysing the participants’ views and opinions and what had emerged from their
accounts (Boyatziz,1998). However, it must be pointed out that my own professional experiences,
beliefs and values may also arguably influence the generated data and increase significantly the risk
of research bias (Denzin and Lincoln, 2000:368 & Mehra, 2002). Nevertheless, the wisdom that the
researcher brings to the research needs also to be recognised, because behind a researcher’s mind
lies their life history that will influence the way they see and interpret the world (Ishak & Bakar,

2012).

Once the data was coded and collated, a list of the different codes identified across the data set was
then developed. This involved sorting and collating all the potentially relevant coded data extracts
into themes (Braun & Clarke, 2006); extended phrases or sentences that summarise the explicit and
interpretative meanings of data (Auerbach & Silverstein, 2003; Boyatzis, 1998). A theme refers to a
specific pattern found that captures some crucial information about the data in relation to the
research questions and features patterned meanings across the data set (Braun & Clarke, 2006). It
pertains to a shared topic with regard to an area of focus rather than summaries of data domains
(Braun & Clarke, 2019). The terms ‘pattern’ and ‘theme’ are used interchangeably in the literature,

and in this study, ‘theme’ will be consistently used.

Therefore, the next important consideration was to identify themes in the interview data | collected.
Here the main requirement is to be consistent throughout the process of determining themes. These
only gain full significance when linked to form a coordinated picture or an explanatory model.

‘Describe, compare, relate’ is a simple three-step formula when reporting the results (Bazeley,
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2009:6). In this study significant data segments were first identified and then summarised in

keywords or key phrases.

Additionally, in an iterative process those keywords or key phrases were then used to derive the

underlying ‘themes’. The visualisation for this process is depicted in the thematic map below:
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Figure 4 Thematic map

Braun and Clarke (2006) contend that themes or patterns within data can be identified either in an
inductive 'bottom up' way 3¥(citing Frith and Gleeson, 2004), or in a theoretical, deductive 'top down'
way (citing Boyatzis, 1998 and Hayes, 1997). However, | acknowledge that top-down and bottom-up
processes are interactive in some way, because the research keeps a specific interest in identifying
themes influenced by the theoretical framework. TA is easily accessible and theoretically flexible,
but it is this flexibility that can lead to inconsistency and a lack of coherence when developing
themes derived from the research data (Holloway and Todres, 2003). There is an essential tension

between flexibility on the one hand and consistency and coherence on the other [ibid]. Such tension

38 According to Thomas (2003), the primary purpose of the inductive approach is to allow research findings to emerge from the frequent,
dominant or significant themes inherent in raw data, without the restraints imposed by structured methodologies (p.2). Thomas (2003)
points out three main purposes for using an inductive approach: (1) to condense extensive and varied raw text data into a brief summary
format; (2) to establish clear links between the research objectives and the summary findings derived from the raw data; (3) to develop a
model or theory about the underlying structure of experiences or processes which are evident in the raw data.
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may encourage the qualitative researcher to consider the intentions and philosophical
underpinnings of the different approaches in greater depth to arrive at an epistemological position
that can coherently underpin its empirical claim [ibid]. As researchers, ‘we are accountable about
the epistemological status of our outcomes and what we are claiming for these outcomes ‘(Holloway

& Todres, 2003 [online]).

With this in mind, my interpretations of the data must be considered in light of my assumptions, and
the influence | had on the data whilst | attempted to interpret the participants’ words and the
meanings they attributed to them - whether their individual accounts can be believed and ‘ring true’,
and can therefore be considered ‘true’ (Griffin, 2012). Consequently, my analysis involved
triangulation of the results. This is a process of sharing the findings of the analysed data with other
researchers and with the participants in the study, to remove the subjectivity that may occur,
because the themes highlighted by the researcher may not be in congruence with the participants
(Braun and Clark, 2006; Eynon et al., 2016; Fereday, and Cochrane, 2006). Hence, | met with the
participants and conducted a member check. | also held discussions with a senior researcher to
discuss the findings and my interpretations of the data (Lincoln & Guba, 1985). Consistency and
rigour were upheld, which is vital in research, as reviewers will scrutinise documents thoroughly and
if a research project cannot be consistent and uphold rigour, it may be rejected by the academic

literature.

3.5.1 Demonstrating rigour using TA
It is the individual researcher’s responsibility to assure rigour and trustworthiness (Braun & Clarke,

2006; Lincoln and Guba (1985) and the data collected through the interviews was analysed based on
a three-stage procedure suggested in the literature (Creswell, 2007; Miles & Huberman, 1984):
preparing the data for analysis by transcribing, reducing the data into themes through a process of
coding and representing the data. Braun and Clarke (2006) point out that patterns are identified
through a rigorous process of data familiarisation, data coding, and theme development and
revision. | chose to analyse the interviews manually instead of using a software program, as the

amount of interview data yielded was manageable.

A rigorous thematic analysis can produce trustworthy and insightful findings (Braun & Clarke, 2006).
Trustworthiness enables researchers to persuade themselves and readers that their research
findings are worthy of attention (Lincoln & Guba, 1985). Lincoln and Guba (1985) refined the
concept of trustworthiness by introducing the criteria of credibility, transferability, dependability
and confirmability to match the conventional quantitative assessment criteria of validity and

reliability. Qualitative researchers speak of trustworthiness, which simply poses the question, ‘Can
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the findings be trusted’? [Ibid]. One of the strategies to ensure trustworthiness is credibility, which is

concerned with the aspect of truth-value (Lincoln & Guba, 1985) discussed earlier in section 4.3.9.

Credibility addresses the ‘fit’ between participants’ views and the researcher’s representation of
them (Tobin & Begley, 2004). It can also be established, as qualitative researchers demonstrate how
data analysis has been conducted through recording, systematising and disclosing the methods of
analysis with enough detail to enable the reader to determine whether the process is credible
(Attride-Stirling, 2001; Coté & Turgeon,2005; Ryan, Coughlan, & Cronin, 2007). Lincoln and Guba
(1985) suggested a number of techniques to address credibility including activities, such as,
prolonged engagement, persistent observation, data collection triangulation, researcher
triangulation and peer debriefing. The latter is recommended to provide an external check on the
research process, which may therefore increase credibility, by way of checking preliminary findings
and interpretations against the raw data. In this study, peer debriefing took place by discussing the
initial findings with the participant, feeding back data, analytical categories, interpretations and
conclusions to members of those groups from whom the data was originally obtained. This has
strengthened the data, especially because researcher and participants looked at the data with
different eyes [ibid]. The bottom line is that credibility and trustworthiness are matters of
researchers’ honesty and integrity (Saldana, 2016). In order to get an extra layer of trustworthiness
the research process must be traceable, logical and clearly documented (Lincoln and Guba, 1985).
This is known as an audit trail; a strategy needed to ensure dependability and confirmability.
Dependability adds another layer of trustworthiness because it establishes the research study's
findings as consistent and repeatable. In addition, it provides evidence of the decisions and choices
made in relation to theoretical and methodological issues throughout the study, which requires a
clear rationale for such decisions (Koch, 1994). A study and its findings are auditable when another
researcher can clearly follow the decision trail (Sandelowski, 1986). Consequently, it could be argued
that another researcher with the same data, stance and situation could arrive at the same or
comparable, but not contradictory, conclusions [ibid]. Another way for research study to
demonstrate dependability is for its process to be audited (Koch, 1994). To achieve dependability, it
is paramount to ensure that the research process is logical, traceable, and clearly documented
(Tobin & Begley, 2004). When readers are able to examine the research process, they are more able
to judge the dependability of the research (Lincoln & Guba, 1985). In this instance, keeping records
of the raw data (all the interview transcripts) can help researchers systemise, relate and cross
reference all data, as well as ease the reporting of the research process, thus creating a clear audit
trail (Halpren, 1983). As a result, | have kept a general log of the decisions taken during the research

process of: the research team meetings, reflective thoughts, sampling, research materials adopted,
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emergence of the findings and information about the data management. Therefore, other readers
can examine the research process and consequently are better able to judge the dependability of

the research (Lincoln & Guba, 1985).

Once credibility, transferability, and dependability are all achieved, confirmability can then be
established (Guba and Lincoln, 1989). Confirmability is concerned with establishing that the
researcher’s interpretations and findings are clearly derived from the data and requires the
researcher to demonstrate how conclusions and interpretations have been reached (Tobin & Begley,
2004). Finally, by keeping a self-critical account of the research process [ibid], methodological
decisions, rationales, logistics of the research and crucially the researcher’s personal reflections of
their values, interests, and insights information about self (Lincoln & Guba, 1985) | have added to

the rigour of TA

3.5.2 Working with the data
Data collection is an iterative and reflective process that develops over time and involves a constant

moving back and forward between phases (Braun & Clark, 2006). Therefore, and in order to gain a
complete overview of the data set, | adopted Braun & Clark’s (2006) six-stage process of data

collection and analysis:

Phase Process

Familiarization with the data Verbatim transcription of the recordings Prolong engagement with the data, reading and re-reading the

data, noting down initial ideas (Cohen et al,, 2018; O'Toole and Beckett, 2{!13].|

Generating Initial Codes Coding interesting features of the data in a methodical manner across the entire data set & collating data
relevant to each code.

Qualitative coding is a process of reflection and a way of interacting with and thinking about data (Savage,
2000).

Peer debriefing (Roberts et al, 2019 [online]).

Searching for Themes Collating codes into potential themes, gathering all data relevant to each potential theme (Nowell et al.,
2017).
Reviewing themes Checking if the themes work in relation to the coded extracts (Level 1/semantic) and the entire data set

(Level 2/latent), generating a thematic ‘map’ of the analysis

Defining and naming themes Ongoing analysis to refine the specifics of each theme, and the overall story the analysis tells, generating

clear definitions and names for each theme

Producing the report The final opportunity for analysis. Selection of vivid, compelling extract examples, final analysis of selected
extracts, relating back of the analysis to the research question and literature, producing a scholarly report of

the analysis.

Table 5 Phases of Thematic Analysis (from Braun & Clarke, 2006)

1- Familiarization Stage
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The familiarisation with data was internalised through verbatim transcription of the recordings from
the exploratory interviews (see appendix A). The process of transcription is a vital step in data
analysis within a qualitative methodology (Braun & Clarke, 2006). The transcription of both senior
leaders and heads of MFLs’ interviews occurred immediately after each interview and were double-
checked with the participants informally. In this research study, the initial engagement with the data
assisted in noting emerging preliminary themes throughout the data set, which led to more in-depth

analytic work.
2- Generating Initial Codes

According to Charmaz (2006), coding is the first step in moving beyond concrete statements in the
data to making analytic interpretations (p.43). It entails naming segments of data with a label that
concurrently categorises, summarises, and accounts segments of data with a short name that
simultaneously summarises and accounts for each piece of data [ibid]. The code-generating step was

imbued with iterative cycles of organising data into meaningful groups (Tuckett, 2005).

Manually created the analysis of data. This meant looking for different themes from the same data
source (senior leaders’ and practitioners’ interviews) and an inductive coding was applied to
interview transcripts. | employed a ‘complete coding’ process, coding all the data according to what
was relevant and fascinating (Braun and Clarke, 2013:206). Following the transcription of the data, |
conducted a preliminary analysis and read the relevant literature on emerging themes. | examined
the literature to make sense of how my empirical research related to established literature and how
it contributed to ‘new knowledge’ (O'Toole and Beckett, 2013). | then revisited the data, and
analysed it in accordance with what the literature had presented as significant themes. The
transcripts were re-read and ideas started emerging about what was in the data and what was
interesting about them [Ibid:151]. It is pivotal to offer an explanation here regarding this idea of

what is interesting.

Language plays a fundamental role in how and what we choose to code (Charmaz, 2006). As
researchers, it is not possible to be neutral because language affords form and meaning on observed
realities [Charmaz, 2006). Thus, we define what we see as interesting in the data and describe what
we think is happening. Unavoidably, due to my dual role as teacher and researcher, | came to the
analysis with some prior knowledge of the data and some initial analytic interests or thoughts
(Nowell, et al., 2017). Hence, what has been classed as interesting stems from my own personal
experience as a practitioner and acquired prior knowledge. Also, this idea emerges from the

understanding of the participants’ views and their actions from their perspectives, whilst | interacted
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with them and subsequently continued to do so many times, through exploring their statements and

observed actions and re-envisioning the scenes in which we know them (Charmaz, 2006).

Codes identify a feature of the data that appears interesting to the analyst, and refer to ‘the most
basic segment, or element, of the raw data (semantic content and latent) or information that can be
assessed in a meaningful way regarding the phenomenon’ (Boyatzis, 1998: 63). Within a semantic
approach, the initial ideas are identified within the explicit or surface meanings of the data and the
researcher is not looking for anything beyond what a participant has said or what has been written
[ibid]. The analytic process entails a progression from description, where the data has simply been
organised to show patterns in semantic content and summarised, to interpretation, the so-called
latent level, where there is an attempt to theorise the significance of the patterns and their broader
meanings and implications (Patton, 1990). The raw information was read line by line and was then
reduced into smaller units (Saldana, 2016). Initial codes help to separate data into categories and
enable matching with the data extracts that demonstrate that code. Through coding, the researcher
is able to simplify and focus on specific characteristics of the data, by moving from unstructured data
to the development of ideas about what is going on in the data (Morse & Richards, 2002).
Line-by-line coding frees the researcher from becoming so immersed in the participants' world views
that accept them without question [ibid]. Boyatzis (1998) suggested that a ‘good code’ is one that
captures the qualitative richness of the phenomenon (p.1). This process of coding is part of analysis
(Miles and Huberman, 1994), where the data is organised into meaningful groups (Tuckett, 2005).

The table below depicts an example of codes applied to a short segment of data:

Data extract Coded for

‘They are given an options form which reflects 1-Talked about choice in L2s
their ability basically. 5o ba:‘.ica_lh._.r, those students 2-Talked about aptitude
who we feel are capable’ (Participant B)

Table 6 Data extract, with codes applied (from Clarke et al., 2006).

The last step involved in developing data-driven codes was to determine their reliability. | asked an
external peer-reviewer (Sandelowski,1993; Miles and Huberman, 1994) to independently analyse
some sections of the data. | then compared them with my own. Comparisons and discussion on
codes were carried out to reach a unanimous agreement and to demonstrate rigour in the study
(Roberts et al., 2019), as well as to mitigate researcher bias due to the duality of my role, as both
practitioner and researcher. Once all the data was initially coded and collated, and a list of the

different codes identified across the data set had been developed and aligned with the research
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guestions and therefore fit for the purpose, the data-driven coding ensued with a focus on
identifying patterns of meaning. Coded data is very different from the units of analysis (i.e. the
themes/patterns) which are (often) broader. These are explored in the next phase where the
interpretative analysis of the data occurs, and in relation to which arguments about the

phenomenon being examined are made (Boyatzis, 1998).

3- Searching for Potential Themes

Themes are perceived as ‘abstract entities that afford meaning and identity to repeated experiences
and their irregular manifestations’ (DeSantis and Ugarriza:362). This definition of themes is of critical
importance as my construction of meaning is not free from contamination or interpretation (Elliott,
2005; Andrews et al., 2013), and therefore needs to be acknowledged. The searching for themes
stage involves considering how relevant codes could be sorted, collated and combined to form an
overarching theme (Nowell et al., 2017). They are dependent on whether they capture something
important in relation to the overall research question, as opposed to quantifiable measures (Braun &
Clarke, 2006). During this phase the different codes were read and reread to identify significant

broader patterns of meaning (potential themes). Table 4 below exemplifies this process:

Data extract Code Theme
‘the exam is penalising them Talked about poverty Classed nature of curriculum/
[the students], for their elitism
background’ ... Talked about severe grading at | Assessment
GCSE

‘..a lot of kids in our school are

not at the same level of Talked about poor literacy Knowledge
literacy’. levels
‘it is morally abysmal’ Talked about Progress 8 Accountability measures

Table 7 Data extract, with themes applied (from Clarke et al., 2006).

Such an iterative comparing process was across subsamples (DeCuir-Gunby et al., 2011) and | used
descriptive codes to capture the participants’ views of MFLs in relation to institutional level decision-
making beyond post-14 education. During this process, | identified crucial sections of text and
created labels to index them as they related to a theme or issue in the data (King, 2004). Potential
themes involve the researcher finding and identifying the theme as a definite one to develop,
because it recurs more often than others. All of the data extracts that fitted into each theme were

read again to ensure that all of the data formed a coherent pattern. It is necessary to verify that the
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relationships between the themes reflect the meaning of the data as a whole (Braun & Clarke, 2006).
Once identified, themes appear to be significant concepts that link substantial portions of the data
together (DeSantis & Ugarriza, 2000). A set of six potential themes stemmed from the analysis with
their subcategories, such as: options, timetabling, assessments, specialism, Progress 8, Ebacc, policy,
society, socio-economics and geographical. Part of the flexibility of thematic analysis is that it allows
the themes and their prevalence to be determined in a number of ways (Braun Clarke, 2006).
Although the stages used in the analysis of the data looked sequential, they were very repetitive

while being built up on the previous stage.

Stage 4 -Reviewing Themes

Following on from this, considerations were made to determine what aspect of the data each theme
captured and identified what was of interest about them and why (Braun & Clarke, 2006). For each
individual theme, a detailed analysis followed to identify the ‘story’ that each theme told as well as
how each one fitted into the overall story about the entire data set in relation to the research
guestions [ibid]. Initially, for those themes that didn’t appear to belong anywhere, Braun & Clark
(2006) suggest that these are placed under ‘miscellaneous’. Although this may only be seen as
marginally relevant, it may play a significant role in adding to the background detail of the study
(King, 2004). It is recommended that a note on the importance of themes is kept to help establish
confirmability (Halpren, 1983). The themes that emerged at this point were generated and are
detailed as follows: Curriculum Provision; the perceived dominance of the English Language;
Accountability; Beliefs; Context and Miscellaneous.

Once the set of themes was devised, it was then necessary to refine them and use the
‘compare-and-contrast’ method to ensure the developed themes were grounded in the data (Braun
& Clarke, 2006; Boyatziz,1998; Lincoln and Guba, 1985). During this fourth stage, the coded data
extracts were reviewed for each theme, looking for coherent patterns. It is important that by the
end of this phase, researchers can clearly define what the themes are and what they are not - i.e. if
there is not enough data to support them, or the data is too diverse (Braun & Clarke, 2006). Other
themes might also collapse into each other and might form one theme [ibid]. In addition, other
themes might need to be broken down into separate themes [ibid]. This reviewing stage involves
two levels: Level 1 refers to reading and ascertaining that the data extracts appear to form a
coherent theme; Level 2 is concerned with considering whether the potential thematic map
accurately represents the meanings in the data set as a whole (Braun & Clarke,2006). Whilst carrying
out Level 1 | recognised that some codes | had initially placed under the ‘miscellaneous’ theme were
linked to the key themes and did capture something important in addressing the research question

[Ibid]. The table below exemplifies this process:
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Data extract Code Miscellaneous theme Reviewed theme

‘if the government is Talked about
serious about everyone | achievement Performance Accountability
achieving the Ebaac,
then MFL provision Talked about L25 in Policy Curriculum
needs to start a lot primary schools
lower down in school. It
needs to be made part
of the curriculum’,

.Ut it's not strictly
speaking, a taught
subject’

Table 8 Data extract, with reviewed themes applied (From Clark et al.,2006)

Following on from re-reading, re-contrasting, and re-thinking of the raw data, | understood the
implications of the participants' views in advocating the need to start with an appropriately taught
program of MFLs learning at primary level and implement it all the way through, to achieve greater
results beyond primary. In this way, | moved from the surface meaning toward a richer description
of the data; that is, one of the participants believed that MFL success in post-14 education must be
nurtured from primary level. The reviewed theme seems to more appropriately reflect participants’
voices and capture the contours of the coded data. Level 2 was concerned with a similar process but
it considered the validity of themes in the entire data set. This level of reviewing themes may still
involve reworking on codes and themes, to code additional data that was omitted in previous coding
stages and to ascertain whether the themes fit into the data set. The validity of individual themes
was considered to determine whether the themes accurately reflected the meanings evident in the
data set as a whole (Braun & Clarke, 2006). Ultimately the data within themes must cohere

meaningfully, with a clear and distinguishable distinction between themes [ibid].

Stage 5: Defining and Naming Themes

At this stage, the final refinements of the themes take place [ibid]. By re-defining and potentially
renaming them, stage 5 ensures a further clarification of the essence of each theme to produce a
coherent and consistent account [ibid]. This process entails going back to the gathered data extracts
for each theme and organising them into a coherent and internally consistent account, with
accompanying ‘narrative,’ that identifies the story each theme tells (Braun & Clarke,2006). It is also

crucial to ensure that each theme fits into a broader overall story about the data and overlap is
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supposed to be avoided [ibid]. Finally, the names of all themes were revisited to ensure they were
both concise and precise. By the end of this step, | was able to clearly name what the themes are
and what they are not. Thomas (2003) asserts that ‘Most inductive studies report a model that has
between 3 and 8 main categories in the findings.” Of the six categories of the emerged themes, and

as an illustration, | present below the model on the Curriculum Provision theme:

Decison-
UELES

Curriculum
Provision

Perceptions

of Value Assessment

Figure 5 Curriculum provision theme 1

Stage 6- Producing the report

The final stage begins once the researcher has fully established the themes and is ready to begin the
final analysis and write-up of the report (Braun & Clarke, 2006). This will be explored fully in the next

chapter.

Whilst | have made a case for the thematic analysis of the data generated in this research, | was
mindful of the need to ensure that it was fundamental to uphold further rigour of my study (Alsaawi,

2014). Thus, | have overlaid some aspects of TA with Critical Discourse Analysis (CDA).

3.5.3. Critical Discourse Analysis
Introduction
Critical discourse analysis (CDA) is a qualitative analytical approach for critically describing,

interpreting and explaining the ways in which discourse constructs, maintains and legitimises social
inequalities (Wodak & Meyer, 2009). CDA recognizes ‘the role of language in structuring power
relations in society’ (Wodak, 2001:5). The concept of power is a central notion in CDA, because
discourse is socially consequential thus entwined in social power (Fairclough and Wodak, 1997).
Power is signalled not only by grammatical forms within text, but also by a person or a group of

people’s controls of a social occasion. As result, discursive practices can produce and reproduce
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unequal power relations between races, classes, genders and other majorities and minorities.” It is
CDA’s objective to point out the hidden power relations behind the discursive practices and

challenge unequal power relations in making conventionalized and stable discursive practices.

This study therefore uses CDA to question further the discursive construction of schools’ decision-
making in relation to second language provision and enactment beyond post-14 education, by
exposing a web of discourses used as a form of control over practitioners’ decision-making. The
analysis of discourse relates to the concept of power and its relationship with knowledge, as well as
the construction of identity and societal knowledge, offering the means to describe or narrate
‘reality’ in a particular way. Power and knowledge are interrelated and uncovering the source of
knowledge production about reality will reveal the source of societal power (Foucault, 1991).
Because my methodological objective is to deconstruct discourses, or rather their contextual
meanings, | argue that to fully uncover the meaning contained in the discourses and enact social
change, an understanding of the context at its fullest is pivotal, namely to uncover the sources of
production of meaning. Discourse analysis in the discursive tradition, places emphasis on the
concept of power which is ‘prior to language’ (Hastings, 1999:10), so that power relations are
reflected in language, and can also be a consequence of language. Therefore, this study is broadly
informed by critical theories, but more specifically it focuses on the discursive tradition of discourse
analysis inspired by Foucault’s concepts of knowledge and power (Foucault, 1990). Consequently, |
aim to critically analyse discourses in relation to schools’ decision-making regarding MFL, according
to the power relations they uncover, aiming to provide valuable insights into this area of education

beyond KS3 (Richardson, 2000).

Methodologically and thematically, this study is in alignment with ideology critiques of discourses on
L2 language learning and policy (Jong, 2013), looking specifically at the ‘Foucauldean’ lens, which has
been used to explore the ways in which development discourses are imbued with power and how
language colonizes everyday life, throughout institutional discourse (Cohen et al., 2018). One of the
strengths of CDA is that, through exposing the rationality of policy making, researchers become
aware of the contingent nature of the policy process (Rose,1996). They are aware of the knowledge
production and rationalisation of policy options within the discourse, and of the boundaries and
limits of the discourse. This means they are able to distil the discourse rules and are able to observe

the power relations of policy making, as well as highlight gaps between the rhetoric and practice of

policy.

CDA examines the ways in which language produces and moderates social and psychological

phenomena and crucially emphasises the role of language as a power resource (Willig, 2014). Its
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framework entails characteristics and processes shared and described by scholars such as Foucault
(1970), Fairclough (2001), Van Dijk (1993), and Wodak (2001 & 2009). Those characteristics are
problem-oriented focus, regardless of any theoretical or methodological approach. The emphasis is
on language; the view that power relations are discursive; the belief that discourses are situated in
contexts; the idea that expressions of language are never neutral; an analysis process that is
systematic, interpretive, descriptive, explanatory (Fairclough, 2001; Van Dijk, 1993; Wodak, 2001)
and have an ideological stance; Wodak & Meyer, 2009). Within the diverse landscape of approaches
to the study of language, CDA has been frequently used with regards to issues related to power,
inequality, ideology, and ‘the exercise of social power by elites, institutions or groups, that result in
social inequality’ (van Dijk, 2001: 249). In relation to schools in England, the lack of a wider provision
of MFLs and its curriculum enactment is closely associated with socio-economic deprivation
(Lanvers, 2016; Tinsley & Board, 2016) and that leads to social inequality, where schools in more

affluent areas have a greater exposure to language studies.

Power is usually institutionalised and organised hierarchically; small groups of power elites have
special roles in the enactment of power (Van Dijk, 1993). Dominance or the abuse of power, involves
control of one group by another [ibid] which may include control of action (e.g. limiting the freedom
of others) or cognition (e.g. influencing others’ ideological stance (Wodack &Meyer, 2009).
Regarding MFLs, such ‘abuse of power’ is manifested through the decision-making process where, in
the name of policy, or in response to ‘accountability measures', affordances are given to other
subject areas to the detriment of MFL. As a result, in this study it was pivotal to analyse some
aspects of the discourse on MFLs in post-14 education in England, with a focus on engagement and
interaction. Through examining questions of how actors form and implement policy (Foucault, 1982)
CDA offers the analytical framework to discuss how school leaders ‘decision-making affects L2
studies. However, van Dijk (2001) argued that CDA is ‘primarily interested and motivated by pressing
social issues, which it hopes to better understand through discourse analysis’ (p. 252). Importantly,
CDA focuses on the ways that power manifests itself through language, thus identifying and
demystifying the reciprocal power/knowledge relations that produce, and concurrently, are
inscribed within the discursive construction of reality. CDA analyses’ power’ as central condition in
social life that is manifested and challenged in discourse. As Wodak argues (2001:11), ‘language
indexes power, expresses power, is involved where there is a contention over and a challenge to
power. Power does not derive from language, but language can be used to challenge power, to
subvert it, to alter distributions of power in the short and long term.” Power can be exercised
indirectly through the control of discourse, or by controlling context (Mullet, 2018[online]). For
example, head teachers exert control over heads of MFL, when appointments are scheduled to

‘discuss’ departmental provision in light of predetermined school development plans. Therefore,
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CDA can potentially provide an important insight into the opaque ways in which unequal power
relations lead to the diminution of L2 practitioners’ ‘subject positions’ and consequent lack of
agency. The dominance of the discourse of ‘normalisation’ and ‘the rule of homogeneity’ along with
the construction of ‘hierarchies [and] hyponymic relations’ (Foucault 1977:183, cited in Luke

1996:36) can lead to the ‘ostracization’, of MFL practitioners’ ‘subject positions’.

In this study, CDA is used in order to make the power/knowledge nexus clear, and its subjugating
effects, when analysing the themes that emerged from the interviews. Namely, CDA is essential to
open the way to expose the subjugating effects of power and its negative effect on the pursuit of an
inclusive discourse where MFLs are afforded high value and greater prominence beyond KS3. CDA is
directed to the ways that the intense ‘discursive agonism’ (Foucault, cited in Dreyfus and Rabinow
1982) underpinning institutional level decision-making in relation to L2 provision in post-14
education is mirrored within certain official legislative documents and the impact that it might have
on social processes. The removal of the Statutory Provision of MFL beyond KS3 (Coleman, 2009) is
one of those documents. In particular, the analysis should mainly emphasise the social problem
which might be rooted either ‘in the activities of a social practice, in the social practice per se, or in
the representation of social practice’ (Fairclough 2001a:236). An example would be to expose the
ways that specific accountability measures and institutionalised practices may lead to the
marginalisation of L2 studies, or similarly, to address the problem of representation, thereby
exposing the ways that the importance of L2 studies may be misrepresented in policy documents.
Representation is indeed a key concept in the constitution of discourse and, by implication, in the
conceptualisation, formation and provision of MFL policy. In this respect, CDA goes beyond the
linguistic analysis of the text and extends to the questioning and dismantling of the subjectivities
construed within the text. As a result, in this study | aim to apply this approach to the themes which
emerged through the earlier analysis, namely to expose discourses in relation to MFLs according to
the power relations they uncover [ibid]. These are particularly prevalent, as the perceptions
amongst the different groups regarding the value of MFLs, ‘wanting’ to afford them with more or
less visibility in post-14 education, is in constant play. The relationship between these groups is
particularly pertinent when it comes to decision-making in schools in relation to L2 studies beyond
KS3.

Fairclough (2003) proposes two approaches of CDA: one where the focus is on the linguistic micro-
structures of the text and another that is mainly concerned with the historical and social context of
the text and the ways in which social relations and identities are discursively constituted. In this
study, | have adopted the latter, which draws on Foucault, who is particularly pertinent for an

exploration of the issues of representation through his theorisations for the discursive constitution
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of subjectivities (Foucault 1982). In this regard, CDA extends to the questioning and dismantling of
the subjectivities construed within the text. Many of policymaking and, by extension, social conflicts

are, according to Luke (1996:6), about representation and subjectivity. He asserts that:

‘In terms of representation, they involve the production and consumption of texts, access to
and legal control over texts, and the rights to name, to construe, to depict and to describe.
In terms of subjectivity, they involve how one is being named, positioned, desired, and

described and in which languages, texts and terms of reference’ (Luke,1996:6).

The concept of identity politics and the constitution of subjectivities is also pivotal to any analysis of
school decision-making in relation to MFL studies. ‘Hall (cited in Giroux, 1993) affords prominence to

the power of ‘identity’:

‘The concept of identity politics should be re-problematized as part of a broader attempt to
analyse how the dynamics of cultural power work within the classical economy of language,
representation, and institutional structures to position ‘a subject or a set of people as the

other of a dominant discourse’ (Hall 1990, 226, cited in Giroux 1993:68).

This notion of cultural politics is inevitably connected to the triad of language, power and discourse
and its role is pervasive in L2 education policymaking and subsequent institutional level decision-
making. The latter is produced by the scientific discourses that saturate policy agendas, which
through the linguistically positioned panoptic technologies of power, construe MFL studies as
‘secondary’ but susceptible to the normalising technologies of power (Foucault, 1977), such as
examination procedures. It must be acknowledged that Foucault, besides being concerned with the
‘knowledge’ conveyed through the linguistic utterances and the nomenclature inscribed in it, he also
seeks to expose the origin or the genealogy of this knowledge: namely he seeks to break down the
power/knowledge web where such statements stem from and become legitimised as ‘knowledge’.
As Foucault (1998:208) asserts, ‘My objective has been to create a history of the different modes by
which, in our culture human beings are made subjects’ (cited in Kendall and Wickham, 1999: 51). In
order to achieve this, however, it is crucial to move beyond the structure of the discourse and to
expose its interactional aspect; that is to achieve interdiscursive analysis through the reciprocal
relation between micro-events and macro-structures. In other words, the analysis should reflect an
interplay of both social as well as a linguistic approach of the text through interpretation and

explanation (Fairclough ,2001b).

Nevertheless, in this study, the focus regarding MFLs is on the socio, political and economic contexts
of educational policy in which decision-making occurs. Consequently, the analysis of the linguistic

features of the text is therefore meaningless unless it is located within the discursively constituted
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social context, something that can be only achieved by the higher stages of analysis: interpretation
and explanation [ibid]. For instance, as far as L2 studies is concerned, the aim is to identify the
extent to which either affordance or visibility can be revealed within the official legislative
documents or the excerpts of interviews, as it is the case in this study. But at the same time, it is also
necessary to expose the social processes inherent in such documents, as they are constituted by the
intense discursive ‘agonism’ (Foucault, cited in Dreyfus and Rabinow 1982) over L2 practitioners’
subject positions. Lastly, it is useful to expose the ways that the less dominant discourses are
affected by the imposition of the new dominant ones. As an example, the focus on core subjects at
KS4 has led to a devaluing of others, such as MFLs. CDA aims to expose the ways that these
constructive effects become a legitimized and naturalised means of accepting inequality (Fairclough
1985, cited in Van Dijk 2001), whereby power is covertly imposed, whilst its processes become

natural, dogmatic and institutionally sanctioned. Thus, echoing Fairclough (1999):

‘... CDA sets out to make visible through analysis, and to criticize, connections between
properties of texts and social processes and relations (ideologies, power relations) which are
generally not obvious to people who produce and interpret those texts, and whose

effectiveness depends upaon this opacity’ {p.57).

At the outset, a three- step process was contemplated, based on Fairclough’s (1992, 2003) three-
level CDA framework as the method of analysis. CDA sets a conception of discourse distinguishing
texts (written or spoken), discourse practice, and social practice. Fairclough proposes three levels of
analysis: (i) discourse as text, (ii) discourse as discursive practice, and (iii) discourse as social practice.

The table below illustrates these levels:
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First level

The structural-grammatical features of the text.

Second

level

Discourse as discursive practice, involved analysing text production, interpretation,
and transformation into a web of discourses, enabling the promotion of ideas and
values about ILDM in L2s.

Linked to intertextuality, interdiscursivity refers to how particular discourses, styles,
and genres are articulated altogether in a text (Fairclough, 2003:218). It enables the
guestioning of coexistent discourses reinforcing a particular construction of L2s in the
analysed samples.

I simed to uncover the contextual meaning of the words rather than the words
themselves. It must be emphasised that the selection and further contextualisation of
the words was guided, by using the knowledge gained over the years as a practitioner
and more recently as an interviewer and researcher. As a result, the themes that had

emerged from the T4 interlinked with the second level of Fairclough's analysis.

Third level

Analysing power and ideclogy scenarios external to the text but simultaneously
reflected in it and reinforced by it. This third lewvel is crucial to bring to bear my
theoretical model, which is to deconstruct contextual meanings by focusing on the
discursive tradition of discourse analysis underpinned by the nexus power/knowledge

(Foucault, 1950),

Table Fairclough’s three levels of analysis

For Fairclough, CDA encompasses an oscillating interaction among these three analytical levels,

equivalent to the text description, interpretation and explanation (Figure 6).

Discursive practice (production,

distribution, consumption)

TEXT Description (text analysis)

Interpretation (processing

analysis)
.

Social practice

(power and ideclogy scenarios)

Explanation (social analysis)

Figure 6 Fairclough’s three-dimensional analysis (Dai, 2015)
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Fairclough’s textually orientated discourse analysis provides a framework in which characteristics of
texts can be related to wider social practices, via an investigation of the mediating effects of
discourse practices (the social practices which relate to language production and use specifically,
such as text production and consumption). The three dimensions are interrelated: discourse practice
is the link between text and sociocultural practices. In other words, the discourse practice (how a
text is produced or interpreted) depends on the sociocultural practice in which the language text is a
part of; the discourse practice shapes the text and leaves ‘traces’ in surface features of the

text. Considering the discussion on discourse in section 3.1, discourse is both constituted and
constitutive. It both shapes and is shaped by society: it is socially conditioned by the contexts in
which it occurs (discourse practice) and it, at the same time, affects the social relationships and
identities of people who are participated in these social events (sociocultural practices). An example

of the three-dimension model applied to language policy is offered below:

Level 1. The written text in terms of its linguistic features, such as syntax, modal words and

argumentation.

Level 2. The process of interpretation and production of the document, the discourse practices,
among people or groups of people, e.g. a practitioner’s handbook that explains the language

policy document; a staff training meeting held by senior leaders that interprets the document.

Level 3. The sociocultural practice or the situational, institutional or social context surrounds the
discourse practices, e.g. the language environment or the education system of the country. CDA
exposes the complicity of language use in macro and micro processes of power

and inequality and, crucially, in examining how this complicity is actually accomplished (Hastings,
2012). CDA points out the hidden power relations behind the discursive practices and challenge

unequal power relations in making conventionalized and stable discursive practices.

3.5.4 Summary
This chapter entailed three main parts - one being a justification for the methods selected; two a

description of how the research was undertaken and three the types of analysis chosen in line with
the theoretical lens discussed in the previous chapter. Data collected from interviews was
transcribed and then coded to enable it to be subjected to processes of inductive analysis. In order
to afford further rigour to the study, the themes that emerged from the TA were overlaid with CDA.

The next chapter presents the findings of the study in response to the research questions.
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Chapter 4: Findings & Analysis

Introduction
This chapter is divided in three main parts. Part 1 presents the findings of data collected, with the

results from the three selected schools duly reported. It starts with a brief summary of the key
policies changes that affected MFL provision in the last two decades in England, in order to provide a
reminder of the contextual factors underpinning this study. This is then ensued by a contextual
description of the participants’ schools before moving on to presenting the findings. Here the
themes that emerged from the data were integrated under each research question. | have also
indicated where the findings are both consistent and inconsistent with the ideas, concepts and
theories discussed in Chapter 2. | have taken Wolcott’s advice on the need to ‘winnow’ data to a
manageable length and to communicate ‘only the essence’ (Wolcott, 1990:18). Part 2 offers the
analysis of the gathered data with a focused discussion in light of the research questions. Part 3
considers the data in relation to the role of discourse in the production and reproduction of power
and how it affects schools’ decisisn-making practices in MFL, and how this exercises authority in

discourse within institutions, such as secondary schools, in England (Olsson and Heizmann, 2015).

As discussed in chapter two, the position of second language studies in post-14 education is

concerning and the various measures taken to abate the decline have had little or no positive impact
on increasing take up (Parrish, 2018). The table below depicts the key policy changes that took place
in England during the last two decades in an attempt to abate the crisis in L2 studies, beyond post-14

education in secondary schools in England.
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Date Change Impact

2004 Statutory Provision of L2s L2s became optional at Post-14 education
removed beyond K33 (Coleman, | L2s perceived as dispensable for some students
2009). (Swarbrick, 2011).

2010 Specialist schools including Cessation of MFL support to neighbouring schools
language colleges are abolished | and the local communities (Bartram, 2010).

2010-

Ebace Implementation Tempaorary improvement (Tinsley & Board, 2013).

2011 (Dfe,2010[cnling])- Initial 8 % jump between 2011 and 2013

To increase progression to Mumbers of GCSE students has since plateaued.
higher education and decrease Very little impact on the numbers taking languages
the inequity in language learning | post-16 (Tinsley and Board, 2016:111).
across the school divide
Funding and support for MFL development was
2011 Closure of MCL dramatically reduced since the closure of NCL
2013 Reform of GCSE, AS and A level Added rigour in GCSEs, in preparation for further
qualifications academic or vocational study, or for work (Adams,
2013[online]).
Grades shifted from letters (A% to G) to numbers (9
to 1).

2013 Progress 8 Schools receive a progress score that measures
every pupil’s final results against their ability on
entry.

2014 Compulsory primary languages Operational issues limit the impact:

Staff shortages; timetabling; severe grading. Lack of
continuity as secondary schools cannot assure that
students are able to learn that same language from
Year 7 onwards as they did in primary school.
2015 L2s at GCSE, whilst not exactly A target 90% of K53 students was set for those who

compulsory are expected to be took their GCSEs in 2020. This has resulted in a

the norm, part of the Ehace, slightly increased take-up at GCSE, but not beyond
that and through into further education (Qfgual
2016 [online]).

Table 9 Key policies changes in the last 2 decades affecting L2s in post-14 education in England.

Together with low level motivation (Coleman; Galaczi and Astruc, 2007; Tinsley, 2018; chapter 2.1),
this study directly investigated the views of both senior leaders and heads of MFL regarding MFL
provision in post-14 education, in England. Specifically, it looked at the role of the head teachers, as
the decentralized nature of MFL policy brings to the forefront the impact of their decision-making in

second language studies in England. The data collection took place within three different school

settings and the research questions addressed were:
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* To critically understand institutional level decision- making regarding language learning in

secondary schools and the role of power and agency

* To critically examine the way in which policy tools and frameworks influence the decisions

senior leaders make about second language provision in their schools.

s To critically explore the extent to which the views of the wider school community about

second language learning impacts on institutional- level decision making.|

Within each main question, there are associated sub-questions which are depicted under each main

question, with findings presented accordingly.

In order to answer the research questions, data was collected anonymously by means of semi-
structured interviews (section 4.6.4) and over a period of five months.

oy

School A is an over-subscribed non-denominational comprehensive school in the
south of England. There are just over 1880 students on the roll. The large majority
of pupils are of White British heritage. The numbers of students in receipt of pupil
School A premium funding is average. The proportion of pupils who have special educational
needs/or disabilities is above average.

School B is an 11-18 comprehensive school. There are 1050 students on roll. The
numbers of students in receipt of pupil premium is above the national average as
are the numbers of students with special educational needs. Most students are of
white British heritage but there are growing numbers of students from other ethnic
School B backgrounds and of students with English as an additional language.

School C is a comprehensive Studio school, part of an academy trust in the south of
England. It provides education for 13—19-year-olds, combining core curriculum with
vocational studies. There are just over 439 students on roll. The vast majority of
students are from White British backgrounds and there are very few pupils for
whom English is an additional language. A relatively low proportion of pupils are
School C known to be entitled to free school meals.

Table 10 Details of participating schools

4.1 Presentation of the findings

Six semi-structured interviews were conducted in order to validate and investigate the findings.
Themes emerging from the data and prior research were analysed and discussed, juxtaposing
against relevant literature. It is important to acknowledge that, the data gathered emerged from
three different settings. Therefore, initially | established common themes on each individual setting;
| then considered all the common themes from the three settings and suggested the most
representative themes that mirrored the participants’ views (Dorton et al., 2016). In addition, some
extracts of the transcripts were used to illustrate findings and strengthen the analysis. These extracts

were copied exactly as they were entered or written, which means that there are spelling or
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grammar errors or ‘quirks. The report revolved around my analysis and selected examples capturing
the essence of the data with quotes directly from participants (Fereday & Muir-Cochrane, 2006).
These were chosen because they were prevalent throughout the transcripts and particularly
representative of the participants’ voices, and because of their uniqueness in pointing out a fresh
new point of view that informed institutional level decision-making in MFLs, in post-14 education.
Literature was used to underpin and corroborate as well as compare examined evidence in reporting
the data. As a result, the report incorporated my account, quotes from the interviews, and literature
(Creswell, 2009; Yin, 2018) to tell the rich story of data and make a compelling argument in relation
to the research question (Clarke & Braun, 2014). This section therefore considers how the findings
support the theoretical framework of the research and the discussion will be advancing evidence to
support the research questions. The figure below illustrates the overall themes that stem from the

data analysis relating to schools’ decision-making in relation to MFL in secondary schools in England:

Decisions
regarding
Curriculum
Provision of L2s
beyond KS3

Brexit-
Opportunity or
Challenge

Practiotioner's
beliefs

The impact of
the wider
school
community

Accountability

The perceived
dominance of
the English
Language

Figure 7 Themes emerging from analysis of the data in relation to the research questions.

As a result, in the next sections, | will identify the themes which emerged under each research

question and discuss the findings accordingly.
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4.2 RQ 1 To critically understand institutional -level decision- making regarding
language learning in secondary schools and the role of power and agency.

4.2.1 RQ1.1: How do senior leaders make decisions regarding MFL provision in schools?
This section presents the findings that emerged from the data analysis in relation to the first

research question and sub questions: In this regard, two main themes emerged from the interview
data: decisions regarding curriculum provision and the extent to which beliefs influence the

decision-making process.

Decisions regarding Curriculum Provision of MFL beyond KS3

Regarding MFL curriculum provision, the findings are consistent with existing studies which suggest
that there are four influential factors, namely, assessment, perceptions of value, beliefs and
decision- makers, specifically who holds the ultimate responsibility of which languages to offer. And
this is true of this study, as decisions regarding provision lie with the school leaders as indicated by
the findings. The senior leader in school C in particularly emphasized this, stating: ‘because |
designed the curriculum, | timetable still so well, whilst I'm in that role’. Indeed, School C offers both
Spanish and French. During 2020/21 French was the only language running as there wasn’t enough
take up. However, for 21/22 the prediction is for both languages. Because it is a Studio school, their
specialism is in Performing Arts and Sport and do not have to offer a language at all. Nevertheless,
the curriculum provision in this school, includes MFLs as participant C believes that it is necessary for
the students. It could be argued that the decisions made by this SL about language provision stem
from her own beliefs in the importance of L2 learning for the context of her school and its’ pupils.
The Y12 students in this vocational setting are likely to ‘travel the world’. As a result, the provision of

MFLs is a crucial part of the curriculum, as shown below:

‘So, | don't have to offer languages, for example. But obviously performing arts and sport and we
have GBE level students and Westend level students and they get to travel the world. So, we do
offer our languages at key stage, four, years nine to 11..." Data Extract 4.1

The literature gives credence to such findings where it is argued that the context, is able to steer the
formation of the pedagogical beliefs and practices of both teachers and school leaders (Johnson,
1996; Borg, 2003 and Lee, 2008), inevitably affecting their decision-making, and in the case of this

senior leader, afford greater prominence to MFL studies.

Despite encouraging the study of MFLs, participant C is aware of low take up and consequently, the
decision on provision must consider staff expertise, with a practitioner able to deliver both
languages. It was stated that: ‘I purposely went and advertised for somebody who was able to
deliver by French Spanish because | knew each year it may change and | didn't feel | would have

enough work for a French and a Spanish teacher’. The data in this setting suggests that the decision
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regarding MFL provision is based on the school leader’s belief rather than just offering what is
prescribed by the NC, as in this setting the senior leader does not have to offer MFLs.
Unquestionably, the school leader has the power of decision over MFL curriculum provision. Thus,
these findings give strength to the argument in the literature in that MFL provision is ultimately in

the hands of head teachers (Johnson and Johnson, 2015).

In school A, French and Spanish is offered to all students in KS3. Beyond this compulsory phase,
students can choose accordingly with most wanting to continue the language started earlier. The

view of the SL is illustrated below:

‘We do only French and Spanish and we now do ask the children to identify, when they come in to
school which of the 2 routes that they potentially may go down. So, in Key stage 3 they do either
French or Spanish. We basically identify which of the languages they do, and so we do offer for the
those who go down say the Spanish route and they decide they want to do French we give them
the options to do that but in reality, obviously most only want to build on what they did
previously’. Data Extract 4.2

However, this element of ‘choice’ is not quite clear cut as this same participant added that: ‘We
basically only put them in for subjects which we know they are going to be successfully taught’. This

is also corroborated by the Head of Languages, participant AA:

‘... Generally, what happens is, yes, they have a choice, but they are put there strongly advice
that they're given a pathway depending on their ability, depending on their setting...

‘They are given an options form which reflects their ability basically. So basically, those students
who we feel are capable. So those academic students will be pretty much told that they are
doing a language that will be on their option form.” Data Extract 4.3

The data in school A seems to suggest that the curriculum provision of MFL beyond KS3 is based on
accountability, thus is linked with ability and consequent success rates in examinations (Harris and
Haydn, 2012; Ryrie et al., 1979; Stables, 1996). Consequently, it could be argued that the SL believes
that the over-riding purpose of education is about attainment and grades and therefore this decision
would align with those beliefs. In addition, Woods (1979) describes the choice available as an
‘illusion’ (p. 60) given that students have generally been put into ability groupings and have been
affected by the schools’ or teachers’ perceptions of them as more or less able. In school A, the
decision on provision appears to be taken by the headteacher. This position is corroborated by the
head of MFL in the same school, when questioned if her views were taken into consideration by the
SL: ‘1 don't | don't have the final say, though. | don't you know, I'm not in charge. You know, | just
have to go with what decisions are made by the school’. This is consistent with the literature where
the provision of MFL is a key responsibility of the leadership, although the views of the heads of

department can be taken into consideration (Earley & Weindling ,2004; chapter 2.2).

102



The reply of participant AA demonstrates that curriculum decisions regarding MFL provision are
based on practicalities of staffing and timetabling. It was claimed: ‘I'm not sure they [head teachers]
truly get it no!]’. And this was clearly reflected by the perception held by the same participant

regarding the provision of Spanish:

‘I think that's maybe where the kind of the disappearance of Spanish comes in, because the
Spanish side of the department has always been a bit wobblier than the French, staffing wise.
And | think that as well as the fact that two languages makes timetabling just a little bit more
complicated and the fact that because of our demographics, they [school leaders] don't feel that
two languages is a real pull for the school’. Data Extract 4.4

Also, this same head of MFL seems to suggest that the leadership doesn’t see any value in some
pupils benefiting from learning an L2. This is particularly pertinent as it raises the question on beliefs
in the importance (or otherwise) of languages for all students. Furthermore, the head of MFL stated:
‘...like any subject we are, kind of at the mercy of people above and their opinions and their wishes
and their passions’. Such statement also indicates a lack of agency by the head of MFL where it is
felt that they do not have a voice in the decision-making process. Certainly, this is congruent with
the literature where the role of the head of MFL is merely to implement strategies, defined by the
school leaders (Parrish, 2018), therefore, their decision-making is constrained by that of the senior

leaders.

School B offers French and German with their students sampling both. Senior leader B stated a very
strong affiliation with languages, specifically French and Spanish. German remains on the curriculum
as the language department is very successful in ensuring MFLs are valued, even though this doesn’t

always translate into greater uptake at A Level. This is illustrated below:

‘Well, we offer a mixture of French or German, and students get to sample both. Of course,
many of them come with mixed experience of French from their primary school, some pretty
good, some very little, but they come with virtually no German whatsoever.... So French and
German, the decision to do that was that of my predecessor. | think he felt that the German was
really the business language for the future and that may or may not be the case... I'm not, | don't
have a personal affinity with German, but | have a great love of France. So, I'm happy insofar as
the department is very successful in terms of just as a team, in terms of practitioners, in terms of
their pedagogy, they have been able to make sure that languages are valued, even if that doesn't
always translate into numbers taking it at A level.” Data Extract 4.5

This response of the head teacher in school B demonstrates how beliefs impact on decision making
(in this case the belief that German is the language of business and therefore could be useful for the
pupils in later life), despite this provision not always ‘translating’ into data (numbers of pupils
selecting it for an A level). This is a particularly striking finding, as the greatest influence on the

agency of this school leader appears to be his ‘great love for France’ that has shaped his values and
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informed his decision-making. Moreover, this participant would like to offer Spanish, as he has a
"personal love of Spanish’, despite being wary of the unique position of his school setting of being
one of the very few that still offer German. In this regard, participant B pointed to the duty of his
school to justify German, and at the same time being aware of what is going on other schools, where
Spanish is more prominent, thus indicating the potential for change or an addition to the curriculum:
‘there's a greater onus on us to justify German in our curriculum. And German can't be justified just
because we've got German teachers doing it. You know, that's not good enough...”. Moreover, this
statement indicates a tension between beliefs versus practicalities: the data indicates that the SL
believes that decision-making be based on something deeper than merely organisational issues such

as staffing and timetabling.

Unquestionably, this SL presented himself as ‘a passionate advocate for language’. And this is
reflected in his decision-making regarding curriculum provision. In this regard, the head of MFL in
School B, Participant BB pointed to the need to assign core value status to MFLs, in order to raise the

profile further of L2 studies, as illustrated below:

‘I would wish for languages to be a core subject of such that | would wish for more curriculum
time..."... If you want languages to be an important part of the curriculum, find talk about them in
the same breath you talk about in Maths and Science’. Data Extract 4.6

Undoubtedly, the data suggests that MFL provision in School B is based on perceptions of value of
learning assigned to languages, as well as responding to parental views regarding the education of

their children, namely which languages to take to enhance their future prospects.

Thus far, the data suggests that MFL curriculum provision in all the three settings is in dissonance
with the national picture, where the decline in uptake of language studies continues to increase
despite various government measures intended to deter such downward trend (Board and Tinsley
2014; Lo Bianco, 2014; Long and Boulton, 2016; Staufenberg 2017; Thomson 2016a). The head
teachers in this study appear to be supportive of L2 provision beyond KS3, irrespective of declining
data and low uptake at A’ Level. But more than the willingness and the believe in the value of MFLs
for all, senior leaders need also to ensure high quality staffing to successfully enact the provision of
MFLs, as they perceived this to be a determinant factor in student’s choices and a more reputable
view of language studies in their setting. This is clearly illustrated in the extract below, where the SL

in school B felt it is a matter of high expectations. He stated:
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‘... a significant contributory factor is that all of the modern foreign languages, teachers are
strong and they are passionate. So, the facility to not want to do a language because you can't
stand the teacher is removed because they're all highly regarded, much loved teachers. They
make a great team. The modern foreign languages area is welcoming, is attractive, is indicating
the applications of language.’ Data Extract 4.7

In school A, the headteacher also felt that it was a matter of quality in his staff body as well as having

high expectations and wanting a high-quality learning experience for the pupils:

‘I think it’s all to do with the quality of the experience. | don’t think we’ve had, | think
there’s only one member of the department who was here, no there was two members of
department who were here five years ago and so we’ve raised standards, pushed those
standards, people who don’t like it have left, people who we didn’t need enough were
asked to go and now that we’ve got a quality team’. Data extract 4.8

Arguably, the data suggests that such support is linked to the quality of the staff which then raises
the question as to the extent of such support if quality could not be assured. Equally, the data
demonstrate the challenges faced by the leadership, in that with weak teachers, the students will

not engage or do well and this is detrimental to their learning and views about the subject.

In the current study, the findings outline above suggest that schools have flexibility over curriculum
arrangements and the ways in which provision is organized and head teachers emerge as the key
decision-makers. Moreover, the data has also demonstrated that personal beliefs and values play a
far greater role in affecting senior leaders’ decision-making, and in turn influence the level of MFL

curriculum provision, beyond post 14 education.

4.2. RQ1.2: Is there congruence or dissonance between senior leaders’ decision making and
beliefs?
In this section, exploratory findings relating to practitioners’ beliefs are presented. The beliefs held

by school leaders will be considered in terms of their impact on the decision-making process.
Namely the discussion that ensues addresses how senior leader’ beliefs are influenced by their own
life experiences and the extent to which both the heads of MFL and the senior leaders feel
empowered to enact their beliefs. The intention is to explore any potential links, which have not

previously been researched.

The Impact of Practitioner’s Beliefs on institutional level decision-making
In order to investigate the links between practitioners’ beliefs and decision-making outcomes, the

participants were asked if their decision-making in relation to MFL provision was consistent with
their beliefs. It is clear from the data that all participants saw a correlation between beliefs and the
value attributed to MFLs, although this is not necessarily reflected in their ability to make decisions.

Namely the head teacher of school B, despite not having been ‘brought up in a household where
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culture was celebrated at all”, his life experiences were pivotal in developing a love for languages. In

his words:

‘... some of my most magical life experiences have been because I've been able to talk to people
and therefore they've opened their doors to me’. And therefore’ I've had you know, I've been
guest of honour in a pueblo and sat next to the mayor on their paternal feast, sitting out under
the stars in a village. And I'd never have had that experience. My children have seen me be able
to navigate Barcelona because | can talk the language or when my daughter lost a contact lenses
to go and get her contact lenses. So, | think to answer you the latter part of your question, | think
that I'm certainly biased because of my own conviction and | can't help that. But my own
conviction is what | can see it do for people...” Data Extract 4.9

This same senior leader believed that MFLs are important and this had emerged from his personal

beliefs that in turn had stemmed from his life experiences, as depicted below:

‘The seminal experiences as a young teenager going on a boat trip to Dieppe, in France and
thinking how beautiful it was and drinking a fizzy mint drink ‘diabolo’ ... | remember my first, | can
remember my first French lesson and it being introduced as though we had a feeling that we
were now speaking a secret code. And | rather liked that...” Data Extract 4.10

This data suggests a participant empowered to give voice to his beliefs. The SL in school A believed
that his background had also played a prominent part in the manner in which he viewed MFLs. He

asserted that:

‘1 don’t think it is simply about valuing languages. It's about my subject back ground [which] is
Theology and Philosophy and | think if you’re sufficiently self-aware, you’re aware of one’s own
biases and so on. But also, if you’ve got a particular perception of anthropological perspective on
what it means to be fully human then that’s going to influence what one regards as the purpose
of education. And | think languages are a manifestation of that breadth and proof of humanity
and therefore we would want to continue that.” Data Extract 4.11.

Regarding the head of school C, it appears that in this setting there is greater autonomy in relation
to external measures, as this institution is a Studio School. Such schools were established to provide
education targeted at specific employment sectors (Parrish, 2018). The NC is taught, and as MFLs are
currently not compulsory, having been made optional in Key Stage 4 in 2004 (Department for
Education and Skills, 2002), the decision as to whether or not to do so and which language(s) rests
entirely with the individual school, and not all offer a language. Thus, in this particular school, the
senior leader is able to steer the curriculum according to the beliefs held, but also in response to the

type of school which is focused on vocational paths. This view is illustrated in the following extract:
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‘...because of our specialism, that strengthens my belief in it ...So, I've kept both [ French &
Spanish] going ... | make that decision... So, you know, | think that's definitely my school to
support my belief in developed it more so, because of the type of school is.” Data Extract 4.12

The head of MFL in the same school believed that her beliefs were influenced by childhood

experiences and values of her family, as illustrated below:

‘My personal beliefs and in in thinking that, well, finding language is important and useful, and I |
mean, | suppose | had the opportunity when | was a youngster to learn French at quite an early
age. My mum spoke French and she was very enthusiastic about the language. So, | think it's my
upbringing. And | do | do still find actually that those students that are more engaged with
learning a foreign language have a deeper understanding of it. And | think that is, you know,
that's from home as well as at school.” Data Extract 4.13

The head of MFL in school A has also corroborated this idea that beliefs stem from life experiences.

She asserted:

They come from, your, your experience, don't they? And whether you were told that you can and
if opportunities are open to you, and | think that's where your beliefs come from is actually
probably. You know, my parents always said to me, you better work hard and you do everything
with a positive attitude, you pick whether you do it positively, whether you're washing up or
whether you are preparing a presentation to the queen... | don't think our beliefs would stop us.
No, | don't | don't think. | don't think they would’. Data Extract 4.14

The view of participant BB adds further strength to the impact of beliefs on MFLs as denoted by his

response:

‘Languages have the ability to open doors to young people that might otherwise be closed ... and
beyond that, it opens doors to them from the point of view, not of employment opportunities,
but in terms of in terms of outlook, and languages, have the ability to make our young people
think more about the world outside their town, their county, their country. And | think for them
as individuals and for the wider benefit of our country and our society, that is entirely a good
thing.” Data extract 4.15

The data presented thus far is unequivocally pointing to beliefs emerging from life experiences and
this is congruent with the research, where importantly teachers bring their ...’background, to their
classes or their institutions ‘(Kaplan and Owings,2011:5). Consequently, it became pertinent to

explore the link between beliefs and decision-making.

Challenges of enacting beliefs
In this regard, participant A stated that it was important to continue trying to implement what he

believed in, as he indicated: ‘... it’s a case of trying to drive what one believes to be the right
education for young people. So yes, absolutely - | couldn’t do the job as an automaton, as a robot’.
This participant has also highlighted the influence of political, social and economic landscapes and

how these affect beliefs and in turn any decision-making. He claimed that individuals continue to
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review and reflect on their own values and as a result any decision making is affected by such

processes:

‘It’s a direct correlated relationship isn’t it, because one’s always continuing to shape, inform,
review, reflect upon one’s own value system and part of that is by doing that through your own
socio-political cultural context and it’s a way of continuously refining and improving, one hopes,
one’s own value system, so absolutely.” Data Extract 4.16

However, the SL in School B emphasised that his ability to make decisions is limited by external
constraints beyond his control, as per his response:” Well, | guess | guess as much ... as | can...”. He
commented further: ‘as a teacher, | have an external accountability, so, you know, | can't, | can't say,
well, this is how | think it should be. Off we go. Follow me!”. However, the relationship between
beliefs and decision-making in MFLs is not straightforward. This participant alluded to accountability
measures imposed by central government to be a determinant factor in decisions taken by school
leaders. The findings from the interview with the headteacher of school A also suggest that despite
his beliefs, his agency is also curbed (Johnson, 1996): I’'m in the job to get outstanding results in
order to achieve a performance table.” Conversely, and as suggested prior the Data Extract 4.12, the
SL in school C is able to implement her beliefs. However, this is also due to the particularity of her

vocational setting.

When questioned if his power of decision was somehow in dissonance with his beliefs, Participant
BB felt his was not the case. He said: ‘I don't think | would say that because I'm fortunate in that |
work in a school where there is there is a general support for languages. Indeed, this participant felt
that his convictions were reflected in the decision-making process. He felt empowered as per his
response: ‘I've been at this school for a long time. | think that helps. | feel, | feel respected. | think
they do listen... They know how passionate | am about what | do. And | think my views are taken into
account’. Moreover, he added that despite some external and contextual factors, he believed that

the leadership team respects his views, as shown below:

‘It doesn't mean | get what | want, not by a long way, because, of course...| genuinely feel that my
school leadership team, they do respect languages, they respect the team ... And we are
supported in that. Of course, when it comes down to it, if you are a teacher and you're looking at
financial reality, of course it's financially more viable to run an A- level class of twenty-five than it
is one of six, but was of course it. So | have absolutely no grounds for complaint whatsoever... But
| don't feel that there is a reluctance at all from the leadership team to respect my views’. Data
Extract 4.17

The same participant claimed that such level of support is due to the collegiate ethos of the
leadership which is supportive of their staff: a “... the school's leadership has a general policy of

consulting anyway that they do consult. And yes, | definitely feel that | am listened to’. The data
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suggests that in school B, the SL is supportive of the MFL department. What is also very clear is that
the beliefs held by the SL are also acting as enablers to L2 provision. Namely the reference by the

head of MFL of a’ teacher’ who speaks an L2, in other words, the head teacher. The extract below

‘I'm not | don't think | would say that because I'm fortunate in that | work in a school where there
is there is a general support for languages. There is a general belief in languages. | work for a
teacher who speaks languages himself. That maybe helps. And | think there is there is that wider
understanding and support for what we do. And therefore, | don't feel every day like I'm limited
in my ability to open students' eyes. | feel there is, there are there are, of course, limitations.
There are societal limitations. There are curriculum limitations.... And of course, | don't have the
ability to decide myself that languages should form a bigger part of our curriculum. | don't have
the ability to go off into our society and transform the national view of languages... But at the
same time, | don't feel powerless. | don't feel like I'm doing all | can and it's up to other people. |
do feel that on a daily basis | have the ability and sometimes | exploit it and sometimes I've got
work to do to make a difference to students | teach. And that's why | do this job’. Data Extract
4.18

illustrates this view:

Curiously, when asked to comment on the relationship between beliefs and power of decision, the

response from AA is very different, as it can be seen below:

When questioned, the heads of department responses pointed to the fact that their ability to enact
their beliefs are constrained by decisions taken by the senior leader. Moreover, it was felt that the
school environment and its culture is able to steer the formation of the pedagogical beliefs and
practices of both teachers and senior leaders (Johnson, 1996; Borg, 2003; Lee, 2008), inevitably
affecting their decision-making. Participant AA stated that: ‘l would always tend to listen to those
around me and listen to the institution that I'm on in. So, no, | don't think so. And so, | don't think my
personal experience stops me or hinders or has a ceiling’. The data here also suggests that the

impact of life experiences on beliefs can be eroded in favor of socially constructed and contextually

‘... you adapt to your situation and the needs of your, your cohort and the environment around
you. So now | think I'm very capable of adapting and | would always be enthusiastic about selling,
opening up your mind, and so | don't believe that my personal beliefs, which | would always tend
to listen to those around me and listen to the institution that I'm on in. So, no, | don't think so.’
Data Extract 4.19

situated beliefs (Kalaja & Barcelos, 2011; Mercer, 2011).

However, participant CC stated that such beliefs are not exactly reflected in any final decision-
making, as her views appear no to be taken into consideration: She stated: “...I don't have the final
say, though. | don't you know, I'm not in charge ... You know, | just have to go with what decisions

are made by the school’. And this is in dissonance with the literature where the achievement of
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agency is informed by the role of beliefs, past experience, including personal and professional

biographies (Emirbayer & Mische, 1998).

The Impact of Students’ Beliefs
In the course of the interview, | also asked the participants if they felt that the student’s beliefs on

the value of MFLs weighs heavily when they are faced with choices at GCSE level. Specifically, | asked
what were the primary reasons for students to take up or not an L2. For the SL in school C it was a
matter of ‘confidence on their primary experience’ and ‘their background experience of what you
know, before they choose.” Conversely, participant CC put the choices of students down to likes and

dislikes associated with difficulties. It was stated that:

‘in general, it will be because, um...those that don't want to do the language, because they don't
like them or they find them difficult and those that do want to do with language, some of them,
because they truly have an ability in the language and they enjoy the subject, one or two of them,
because they don't know what else to choose ‘(Laughter). No. | don't know, really, | can't say that
I've heard any of the students | teach talking about any hopes or aspirations to do with
languages!’ Data Extract 4.20

Therefore, it could be argued that the students’ views on MFL take up in school C, is also informed
by their beliefs regarding the value of MFLs. The head of MFL in school B corroborated this view
stating that ‘they [the students] find it a bit too hard... and thirdly, there's a group of students who
do not see the value, who you absolutely do not see the point in learning French, everyone who
speaks English. | don't | don't like that’. In addition, the same participant felt the organization of
provision is also a determinant factor when choosing to take an L2, beyond post-14 education, as per
his statement: “.... | think for some of them it is I'd like to do it. | would be happy to do it. But there's
not enough choices...”. This same question was put to participant BB and his response, depicted
below, was trifold: Not enough choice in the curriculum, too difficult for some and finally some do

not see the point of it, as everybody speaks English.

" | think probably three main things. | think for some of them it is I'd like to do it. | would be happy
to do it. But there's not enough choices... but they only have two or three options and they want
to do these other the things on the curriculum as one reason. | think a second reason is they find
it a bit too hard. And | think, thirdly, there's a group of students who do not see the value, who

absolutely do not see the point in learning French, everyone who speaks English’. Data Extract
4.21

The response to this line of questioning by the head teacher in school A revolved around the
students’ background as a determinant factor in affecting student perception of MFLs and potential
take up. He stated that: ‘I think it’s to do with the cultural background of the children and so many of

our children whose parents don’t go to university, many of our children will be the first generation in
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their family to go to university and therefore parents may have a fairly skewed view as to the value
of other languages’ For the head of MFL in School A what might impact upon student’s beliefs and
influence their choices, also relates to their background, their prior experience and the influence of

their parents. This participant commented:

‘We do struggle with when the students come in to secondary school, they don't always see why
they're doing it. | think it's a lot to do with home life sometimes, isn't it, and experience and do
they are taken? | mean, it's not happening at the moment, obviously, but school trips, we do a
day trip to Cherbourg, which is only kind of 40 pounds. And we've taken students on that day trip
to Cherbourg. didn't even know there was a ferry down the road and didn't even know and never
left the country. So that has a bearing, | think... occasionally you do get parents who are very
negative and say, you know, Billy finds it really difficult, | hate that. | don't see why doing it,
blablabla! And I think that sometimes has a bearing.” Data Extract 4.22

When considered as a whole, the findings suggest that students’ beliefs regarding MFLs are linked
with their background, their prior experience of language learning in the primary education, a lack of
choice in terms of general curriculum provision beyond post-14 education, as well as the views of

their parents relating to issues of low value attributed to second language studies.

Conclusion
The link between staff beliefs and their decision-making suggests that any move to change language

provision at school level would not be hindered by the values or mindset of the staff. Indeed, all
participants, particularly the head teachers were supportive of MFL provision. Moreover, the data
in this study suggests that despite external constraints, head teachers’ institutional level decision-
making is influence by their beliefs (see chapter 2.3.3), with a positive outcome for L2 provision in
post-14 education. However, the same cannot be said of the relationship between beliefs and
decision-making in relation to the heads of MFL. With the exception of school B, the findings suggest
an element of tension between beliefs and the agency to enact those same beliefs (see chapter
2.2.2) due to the difficulty imposed by harsh grading at GCSE levels, which constricts even further
the provision of MFL (Tinsley and Board, 2017a). As a consequence, the heads of MFL can be
constrained, and in some cases, completely limited in enacting their own beliefs: Participant AA
alluded to a complete adherence to the school’s decision-making, outside her beliefs and participant
CC felt dominated by the leadership. Regarding Participant BB, where the senior leader is particularly
biased towards MFL, there was a clear sense that the views were heard and it was recognised that
the SL listened to the views of the MFL department, where possible. The data has shown that the
beliefs of the teachers are primarily influenced by their personal experiences (family, childhood,
travel etc), and this is consistent with the literature that supports the notion that practitioners are

influenced by their beliefs, which in turn are closely linked to their values, their views of the world
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and to their understanding of their place within it (Pajares, 1992). Consequently, the understanding
of teachers’ beliefs leads to the understanding of their actions and impacts on their decision-making

processes in schools (Barcelos, 2013; Borg, 2003; Johnson, 1999; Pajares, 1992; Woods, 1996).

Importantly, the data in this study indicates that the power to determine who learns languages, and
to what level, still pertains to senior leaders and their unique interpretation and adoption in their
educational setting (Johnson & Johnson, 2015; Chapter 2.3). Thus, it could be argued that any move
to enhance MFL provision can be hindered by head teachers’ beliefs and values, as the findings have
established a clear link between beliefs and second language provision in post-14 education.
However, and despite personal convictions, senior leaders have also to contend with performance
measures imposed by central government. Hence, this became the focus for discussion under the

next RQ2 and its sub questions.

4.2 RQ2:To critically examine the way in which policy tools and frameworks
influence the decisions senior leaders make about second language provision in their
schools.

4.2.1 RQ 2.1 What is the extent to which the accountability measures imposed by central
government affect decision-making regarding MFL provision in post-14 Education?

The impact of the Ebacc and Progress 8 measures
Existing research has established that schools in England have the freedom to make both curriculum

and syllabus decisions. Importantly, such autonomy (Earley, 2013; Glatter, 2012) comes at a price.
Schools remain accountable to central government. One of such measures is the Ebacc. In this
regard, the participants were asked their view regarding the government’s ambition of 75% of year
10 pupils in state-funded mainstream schools should be starting to study EBacc GCSE courses

nationally by 2022 (taking their exams in 2024), rising to 90% by 2025 (taking their exams in 2027).

Both the SL and the head of MFL in school A were quite adamant that the government’s ambition is

unrealistic, as put by participant A:

‘No, it is utterly unrealistic ... There are some schools that have been graded as outstanding who
like our selves have got between 40 and 50% doing EBacc so no its a nonsense, a nudge in a
particular direction, it is a strategic nudge rather than a realistic aspiration’. His head of MFL
simply said: ‘l just don't think that. | don't think they can do’. Data Extract 4.23

Moreover, this participant added that the government target wasn’t achievable and pointed to the
difficulty of the exams with a level of vocabulary to which the students could not respond due to
poor literacy levels, as well as a lack of life experience to enable them to access the papers. Her view

is illustrated below:
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‘I don't think so... It's the reading and the listening exams, particularly the reading exam. It's
when you look at the language that's being used. And actually, they rely heavily on cognates, like
advanced cognates. And so, students with a better use of English, better levels of literacy are the
ones who succeed now ... A lot of the questions kind of rely on them having, you know,
experience of going on a plane every year or, you know, | can't think of any other examples of my
head .... and actually, quite a lot of the kids in our school are not at the same level of literacy’
Data Extract 4.24

This same participant AA has also suggested that such poor literacy levels not only hinders students’
achievement but crucially ‘the exam is penalising them{[students] for their background’. In school A
there is a high percentage of PP, 24-25% and that is linked to low participating rates on MFL studies
beyond 14 (see chapter 2.1; Tinsley and Board, 2016;). This is congruent with the literature that
indicates a correlation between the impact of the EBaac measure and low take up of MFLs in
deprived contexts ( Lanvers, 2016; Swarbrick, 2011). Consequently, only some students in school A
are 'strongly’ advised to take up an L2, as stated by the same participant: ‘So, basically those
students who we feel are capable... will be pretty much told that they are doing a language that will
be on their option form.” The implication of such finding gives credence to the notion that the EBacc
has led to an elitist approach of the curriculum (Coleman, 2009), where second language studies

become the preserve of social and intellectual elite [ibid].

In school C the percentage of Pupil Premium is low. Nevertheless, the head’s position, participant C,
regarding the government ambition for 90% of pupils taking the EBacc by 2025 is also negative: ‘...
95% actually completing it, | don't think that's possible.” It must be acknowledged that School Cis
not accountable in relation to the EBacc, due to its status as a Studio School. The head of MFL view
this same measure in a negative light, as she recalled her prior experience in a different state school.

She stated: ‘... I've had a really poor experience of the EBacc’. She added:

‘Going back, it's probably 8 to 10 years ago now when it was first becoming a thing, the school |
was working at the time were putting students in year eight and nine to do GCSE. If they were
unsuccessful at the end of year nine and at GCSE, then they had to repeat the whole course again
in years 10 and 11, all to achieve the EBaac qualification. It was horrendous. It was absolutely
horrendous’. Data Extract 4.25

The SL in school B, despite seeing that the Ebacc could provide a degree of ‘academic grit’,
nevertheless he perceived it with a negative stance as he added: ‘No, and beyond that, | don't think
it's even desirable’. Indeed, in his view, this measure led to a narrowing of the curriculum due to

greater onus on core subjects and performance. He stated:
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‘No, | really don't. I'm not convinced, you know, taking the conversation a bit more broadly...
Firstly, with my own children, I've seen what happens when the school is so concerned with
performance measures that it concentrates on those who are going to make a difference to its
statistics and abandons those who've already yielded the product. So, where we live, we have a
middle school system. | saw my children or the all of the arts and all of those other subjects went
by the by. What the school desperately wants to get is English and Maths up. So that that's just
wrong is plain wrong’. Data Extract 4.26

These findings from the participants suggest that the EBaccmeasure concentrates on those who are
going to make a difference to the statistics, with a detrimental effect to the others. Interestingly,
the head of MFL, participant B viewed the Ebacc in a positive manner, despite stating that it can led

to a hierarchy of subjects. This is depicted below:

‘The way | view the back is the EBacc is an attempt to go back to that core academic curriculum
with options on top of it, because there is a belief that in changing away from that, in 2004, we
lost students, moved away from languages in particular and into other things that perhaps now
some people are viewing as perhaps being not as high value to them.’ there is the wider
conversation about the EBacc, which is because it effectively categorizes subjects by kind of poor
English, Maths, Science, EBacc and other...You do create a hierarchy for better or worse, you
create a hierarchy of subjects. And that's an issue because you're then saying things are more
important than others and maybe that's a problem’. Data Extract 4.27

Having recognized that the Ebacc may create a hierarchy of subjects, this participant believed that
the issue is the emphasis on core subjects, with a consequent reduction of curriculum time to all the

other subjects, including MFLs. He stated:

‘I'm very pleased the government has put in some concrete targets, because if you don't do that,
it just won't happen. We've had 20 years of languages being in the position that it's in. We've had
20 years of people saying, yes, we think it is important to do a language. And actually, the EBacc
is the first attempt to do something proper about it, to actually change things. | know it's a bit of
a bad name, but the problem with EBacc is not EBacc itself, because it's not the EBacc that
narrows the curriculum. It's the emphasis on English, Maths and Science, the number of hours
given to those subjects that narrows the curriculum’. Data Extract 4.28

The position of this head of MFL differs from the other participants. Despite acknowledging a
narrowing of the curriculum, at the same time, by having MFLs as part of the Ebacc could lead to
raising the profile of language studies. This is clearly stated by the participant: ‘What I've been saying
through this conversation is that | think it's necessary to elevate the status of languages... to make it

part of the core curriculum where we say these are the skills that young people need’.

In addition to the Ebacc, participants were asked to comment on ‘Progress 8’ measure (Department
for Education, 2014c) imposed by central government. This measure does not have to include a

language, but has been developed as a performance measure together with the EBacc (in which a
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language is compulsory). The SL from school A viewed this measure as elitist, ‘morally abysmal... a
third of children end up with grade U’s is disenfranchising the most disadvantaged which is immoral’.
Participant AA pointed to the difficulty of the exams and the pressure on students to perform. A

matter of statistics as it is shown below:

‘There is a need for them [SLT] to prove that the exams are hard... And actually, they're just trying
to catch them [students] out all the time... But | think it's because, you know, they [SLT] need to
prove that that the grade nine is an amazing, you know, grade to achieve...” Data Extract 4.29

The nature of the assessment in L2 studies points to exam-oriented success, with well documented
severe grading (Tinsley and Board, 2017a) Specifically, the difficulty posed by GCSE exams in MFLs is
a determinant factor when deciding provision as it has a huge impact on student levels of motivation
and consequent take up. Studies on L2 motivation in the UK show low levels of motivation
(Coleman, Galaczi & Astruc, 2007; Lanvers, 2017a; Williams, Burden & Lanvers,2002). This is present
in this study as illustrated by participant AA: ‘... we tell them it is going to be hard work... there’s that

feeling of taking lambs to the slaughter.

Participant BB has also felt that the difficulty of the exams and in particular the severe grading poses
a hindrance to take up. When questioned on such issues, he replied by saying: ‘Well, yes. And we
know there's been research that has shown that the language is abraded, a whole grade harsher...
So, yes, absolutely.” The head of MFL of school C also agreed with the responses of the other
participants and when asked if the documented difficulty of the MFL exams was in any way
considered by the senior leadership when deciding on provision, she vehemently said: ’No (strong
laughter) ...". For the senior leader of the same school, it was also about the needs of the individual
students, despite concurring with the overall idea of difficulty of exams and severe grading. This is

illustrated in the extract below:

‘From the trust point of view, that's why they stopped offering French. They found the Spanish
was an easier GCSE. So that that was definitely from a trust point of view. They are clearly hard.
And that's why the kids aren't going for it, because it's not that they don't necessarily like the
language, but the minute they see exam material. You know, they just can't access it properly,
but [it]ls about the students, the individual student. Yeah, without a doubt.” Data Extract 4.30

The data is conclusive and consistent with the findings reported both by research and nationally. The
perception of disproportionate difficulty of MFL GCSEs being harder than other subjects has also
been acknowledged in the annual report provided by the DfE (2019), as well as being discussed in
Ofsted’s 2021 curriculum review [ibid]. Davies et al., (2014) have shown that students’ perceptions

of a subject are fundamental in the GCSE choices they make. And this has led to a decline in numbers
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of students taking language GCSEs, as discussed in chapter 2. Consequently, head teachers become
disincentivised to enter students for GCSE MFL (Education Datalab 2015; Harris and Burn 2011;
Lanvers, 2017b). In an attempt to abate this situation, MFLs were made optional subjects at KS4
(see Chapter 2). This has also led to placing a significant onus on heads of MFL in an attempt to
increase motivation of students regarding L2 beyond KS3. Participant AA claimed that they have ‘...to
work quite hard with quite a lot of the students to prove to them that they can do it. And, it's worth
it ... They don't have that natural | don't know, lust and love and motivation’. For school C the
students’ choice to take up an L2 is informed by prior experience at primary level. Therefore, if the
experience was negative, that ultimately would determine the student’s choice and his perception of

the subject. This SL added:

‘...because, um...those that don't want to do the language, because they don't like them or they
find them difficult and those that do want to do with language, some of them, because they truly
have an ability in the language and they enjoy the subject, one or two of them, because they
don't know what else to choose (Laughter)...” Data Extract 4.31

It must be acknowledged that the SL in school C is not constrained by centrally imposed
accountability measures and this may influence her stance towards such measures, as illustrated

below:

‘Well, again, we're not measured as a studio school, but we do actually measure. So, all our
students, they are very competitive...We've always published that to year 11s on a board and we
always drive it and we've raised us massively. | think it is a good thing. | think it works a lot better.
So, yeah, but you can fill those eight buckets without a language and that's the difference.’ Data
Extract 4.32

The SL in this school is against the Ebacc, as indicated by the data. However, she offered a positive
stance towards Progress 8. Arguably it could be said that if the school had to comply, potentially the
head’s position could have been different. Indeed, the head of MFL in the same school, pointed to a

constant struggle against targets: she commented:

‘Yeah, | don't know, it's | mean, again, going back to target grades because it's based on targets
and these targets are created from tests that aren't necessarily, well, they're not specific to
foreign linguistic abilities. So, again, I'm not sure if we can see these things as being highly
accurate for, for the cause of MFL. But | don't know. | always find that I'm battling against targets
because the teachers know their students best. They know the students’ capabilities. But then
we're being told, well, no, but your students target is this this is what they should be achieving.
And, um, you know, for some of them, it will be achievable, but others, it won't be achievable.’
Data Extract 4.33

In school B, participant BB perceived Progress 8 as 'a double- edged sword’. Firstly, and like in the

Ebacc, he felt that this measure helps in raising the profile of MFL, because ‘part of progress 8 is to
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insist on students doing three of the wider subjects beyond English and Maths’. Simultaneously, he

felt that this measure led to a ‘reduction on curriculum choices’, as illustrated below:

‘Because it [Progress 8] is focused on eight subjects, they actually had the impact on schools of
narrowing the curriculum’. The end result has been a reduction on curriculum choices in order to
‘increase the amount of time given to English, Maths and Science because of their heavy weights
in the Ebaac.” Data Extract 4.34

His views are in line with the literature in that it is claimed that by diminishing student’s choices and
establishing a hierarchy of subjects, there is a negative consequence for L2 entries (Wiggins, 2016 ).
The data presented gives credence to the notion that the government’s ambition for 90% of pupils
to study the Ebacc by 2025 is not achievable. Moreover, it shows that the implementation of the
Progress 8 measure has narrowed the curriculum (Wiggins, 2016). In addition, the findings are in line
with prevalent ideas and theories which claim that in particular Progress 8 has led to lower-attaining
students being disapplied from MFL and humanities subjects in order to maximise their potential
results in subjects deemed easier (Education Datalab, 2015). This corroborates the views in the
literature that languages are unpopular and difficult (Blenkinsop et al., and their learning not
deemed essential for some pupils (Swarbrick, 2011). Nevertheless, the introduction of the EBacc and
development of Progress 8, has indeed led to an increase in uptake of MFLs (Tinsley, and Dolezal,
2018). But this is predominantly attributable to students of above-average attainment (See Chapter
2.1). As result, and as suggested by the data in this study there is evidence that schools steer
students towards or away from subjects based on their ability or the predicted outcome for that
student (Harris & Haydn, 2012). Crucially, the findings suggest that the EBacc and Progress 8
measures are misaligned with the more fundamental beliefs and philosophies about inclusive
practices and opportunities for all. By way of ‘streaming’ students (Gaskell, 1970), in areas of lower
socioeconomic backgrounds students encounters with foreign languages is scarcer (Coffey,2018;
Lanvers,2017a). Thus, it could be argued that such measures act as social markers (Tinsley & Board,
2016). In this regard, senior leaders are placed in a position where they need to consider the extent
to which operational contexts affect their decision-making regarding MFL studies in their schools. In
particular, the nature of the assessment in L2 studies which points to exam-oriented success, with

well documented ‘harsh grading’

4.2.2 RQ2.2 What is the extent to which operational context affect decision-making regarding
MFL studies in your school?
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The impact of assessment on [2s take up
The link between accountability measures and student performance combined with the one-size fits

all approach to assessment in languages has emerged with a negative impact beyond KS4.

In school B, and as pointed out earlier, the difficulty of the exams, can have a negative impact on
student take up. Participant BB asserted that: ‘Yeah! And I'm sure this affects their experience.
‘Well, yes! So, at KS4, yes. And we know there's been research that has shown that the language is
abraded, a whole grade harsher than the job situation. So, yes, absolutely’. The participant also

acknowledged the impact that the grading system has on uptake beyond KS4. He added:

‘At A level it's catastrophic because at A level, language is by reputation really hard and they are
much harder than other subjects. | know that, as | teach other subjects, at KS5 as well. And the
simple fact is reputation that becomes a problem, because students are concerned that they
won't get their three As to do a language or they won't get whatever it is they need to do a
language.’ It is the reality of the situation’. Data Extract 4.35

For the SL of this same school, participant B, the difficulty of the exams has to be considered when
making decisions. However, he felt that it was important to ‘remove’ or ‘reduce’ as much as

possible, any negative outcomes:

‘I've got to try an approach that in a way removes as far as possible or reduces as far as possible
the negative fallout...So an example of that, and would be that we don't tell children their target
grade. And we don't give them that target grade because what is the point of being told age 11 or
12, you never amount to more than a three [Grade values]. So, we find ways of managing it that
limits the damage or potential’. Data Extract 4.36

The headteacher in school C, when asked how the difficulty of the exams impacted upon her
decision-making, replied that this was reflected in the decision made by the Trust to withdraw

French and offer Spanish instead. She stated:

‘From the trust point of view, that's why they stopped offering French. They found the Spanish
was an easier GCSE. So that that was definitely from a trust point of view. They are clearly hard.
And that's why the kids aren't going for it...It is about the individual student. Yeah, without a
doubt!’ Data Extract 4.37

Nevertheless, French continues to be on the curriculum, as the students travel every year to France
‘to get their work experience completed’, as stated by participant C. Hence, more than autonomy,
this participant’s agency is limited in response to the needs of her specific setting. And this is in line
with the literature that claims a limiting of school leaders’ agency due to contextual local factors

(Biesta & Teddler, 2007). The head of MFL in the same school, participant CC felt strongly about the
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lack of continuity, as in the setting in question, students only join in Y9, hence teachers have no prior

knowledge of the students’ linguistic abilities in any other language:

‘...The school doesn't know your [the students’] particular strengths and weaknesses, and you're
[they are] almost starting all over again in year 9, which is really, quite a crucial year for bridging
KS3 over to KS4. So, | think just that whole set up, that school system set up, |, | don't think
helps! And I've got to the point this year where I'm actually saying, look, you know, we can't be
offering these options just to anybody. Students have got to have been studying the language
that they want to study at GCSE for at least the last two years.” Data Extract 4.38

The data indicates that the difficulty posed by the exams can affect head teachers’ decision-making
regarding provision of MFLs beyond KS3. Namely the options made available to students in terms of
L2 studies are linked with exam success rates. This was particularly pertinent in both school A and C.
Equally, the quality of the staff body is taken into consideration, as well as their expertise, in order to
be able to deliver the curriculum effectively. The data also suggests that specific local factors can
also affect the decisions taken by school leaders. This again was particularly pertinent in school C
due to its status as a vocational school with specific links to France. The findings in school B seem to
suggest that the reputation of language studies for being a difficult subject is also an issue to
contend with. Moreover, the options in terms of language choices available for students beyond KS3
might be under review as other schools in the area are offering Spanish as opposed to German, in
response to the demands of the parental body and the students. It is clear from the data collected
that operational contexts affect schools’ decision-making, namely the perceptions held by other
stakeholders appear to play a part in the decision-making process. And this has led to the third
research question and sub question that discuss the impact of perceptions held by the wider school

community might have on schools’ decision-making in relation to MFL studies.

4.2. RQ 3: To critically explore the extent to which the views of the wider school
community about second language learning impacts on institutional- level decision
making.

4.2.1 RQ 3.1 To what extent do the views of other stakeholders” influence heavily on senior
leaders’ decision- making?

Parental views
The data collected during the interviews indicates that schools decision-making in relation to MFLs is

also affected by the perceptions of the wider school community. In this regard, the participants were
asked whether the views of the parent body in the three settings has any impact on their decision-

making. The SL in school A when asked gave an example of responding to parental views in a
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‘previous headship’. He added that this had been possible because ‘They had the expertise in the
staff and | knew they were quality teachers, thus we did offer language like Mandarin and various
other languages’. However, he stated that any changes to provision can only occur providing the
school has the ‘expertise’ and ‘quality’ in the staff body with the respective department being able to
realistically meet the new demands. Moreover, he added that it is essential to have a good rapport

with parents so that the latter can see how the school values the individual student and the choices

if the relationship with the parents is right and they see that we are genuinely invested in trying
to do the right thing for their children that the side issues of the politics around Brexit, the
unconscious bias that goes on in society, the bigotry and all the rest of it, also becomes almost as

| say a side issue to the issue of the child’s actual choice of subjects’. Data Extract 4.39

s/he might make. As a result. any other issues become secondary. This is illustrated as follows:

Regarding the views of the students, participant A of the same school believes that the students are
being listen to and this is reflected during the option process, although he stated that this is based

on an informed conversation, as per the extract below:

‘one of the benefits of being a large school is that we can offer quite a broad curriculum and so if
students wanted to take Spanish and French ...we’ve got the means for them to do that’. In his
view, in a school with 325 students in a year 9, ‘the fact the number of requests to change
options was single digits out of 300 means that the provision was right for them and students felt

that they have a say in the progression route that they took.” Data Extract 4.40

In relation to School C, the data seems to point to a senior leader that also listens to the

stakeholders in order to inform the decision-making process:

‘Yeah, when they are in year 11, | will... for me as the head is about what the students need. So,
you may have a really, really intelligent young student, but because of what's going on at home,
they can't cope with the eight or nine GCSE. So, you do what's right for them’. Data Extract 4.41

Regarding parental views, these seem to be taken into consideration, unless the school feels it is not
appropriate. The same SL stated that: ‘Yeah, yeah. Everything's going to come from the parents and
in discussion. And if we don't think is right, then we don't allow it. But we will look at the whole
picture. So outside pressures, et cetera’. Nevertheless, this SL added that ultimately it is the
specialism of the school that takes priority in terms of provision. She commented: ‘I’'m sure they
would if parents had things to say. | mean, it would depend, again, how many parents. But as I've

said before, because of the certain specialism at high school, it's the specialism that takes priority.
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And that is the most important thing to the parents and the students. Arguably, it could be said that

the parental body only has a partial influence on the decision-making process.

In school B the views of both the parental body and the students appears to be taken into
consideration, but within the constraints imposed by central government. The SL, participant B when
asked on this issue responded vehemently, ‘Yes’. However, he also alluded to constraints that may
limit his agency in response to the views of both students and parents. Specifically, he added that: ‘I
have an external accountability, so, you know, | can't | can't say, well, this is how | think it should be.
Off we go’. The findings reveal that the views of other stakeholders appear to be taken into
consideration by senior leaders. The data has revealed that senior leaders’ decision-making is
affected by the views of the parental body which in turn, cannot escape the influence of the global

community. Therefore, the ensuing sub question was put to the participants:

4.2.2 RQ 3.2 What is the impact of political, historical and social landscapes on institutional-level
decision making?
In this respect, two overarching themes arose from the interview data: the perceived dominance of

the English language, specifically the link between levels of motivation and this rationale and the
impact of the UK socio-political climate, in particular the discourses on Brexit and the extent to

which it could offer an opportunity or a problem for language learning in the UK.

The Perceived Dominance of the English Language

In response to the link between the perceived dominance of the English language and low level of
motivation, in school A, the head teacher did not see the choices students make in MFLs as a direct
consequence. Rather he pointed to a wide range of other subjects on offer, ‘a varied diet’, the high
quality of his staff body in other subjects, as well as languages being ‘possibly the victims of having
so much competition [in other subjects] in the school’ as the reason to a lower take up in relation to
other subject areas. This was not case with his head of languages, participant AA that saw a direct

link between this rationale and low take up, as illustrated in the excerpt below:

‘... Absolutely. It's kind of, there's a there's two things, isn't there? There's | think there's a
massive lack of confidence as well in the nation. And we don't need to. Therefore, there's a
perception that we don't need to. Therefore, you know, you don't bother, type thing, things.
Yeah, | do think that has an impact’. Data Extract 4.42

This view is also shared by the SL in school C, who perceived the lack of motivation in language
studies, linked with ‘the English is enough’ mantra, which is still quite visible in schools. In his own
words: ‘there really is a stigma there that while I'm never going to need it, so why study it? Everyone

else speaks English’.
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Similarly, participant CC referred to a lack of ‘appreciation of learning a foreign language and having
the foresight to see how important it can be, | think those people are in the minority’. Her
perception was that the ‘majority would be in the camp of, well, you know, why do we actually need
to learn a foreign language?’. The response of the head teacher of school B in relation to the same

guestion points to a degree of arrogance and superiority held by some. He added:

‘Yeah, yeah, yeah... And yet they won't think twice when they're forming an English colony on
the Costa Brava and it won't cross their mind when they're going for their kebab and their curry
and their pizza and their take their Chinese takeaway that perhaps actually there is something to
be gained by engaging with cultures that are other than ours. And there is an arrogance.’ Data
Extract 4.43

This view from participant B advocates that student motivation is indeed affected by these
perceptions. This gives credence to the literature, where not only student motivation in post-14
education is negatively affected, but also feeds a notion of superiority and the idea that other

languages are unnecessary (Anderson (2000).

The perspective of the head of MFL from school B also concurs with the commonly held beliefs that
English is the lingua franca and therefore there is less of a need to learn a L2, as reflected in the

extract below:

‘Absolutely... | think a large part, it's true and honest English is the world language. And | do think
that whereas it is almost essential for a young person sitting in a classroom in France or Belgium
or Spain or Italy or wherever, almost essential for them to learn English because it is main global
language, it is less important for us native English speakers to speak international languages. | get
that and I'm happy to accept that’. Data Extract 4.44

Nevertheless, he saw the learning of MFLs being rooted in a more utilitarian perspective, e.g. the

usefulness in terms of economy rather than recognising the more intrinsic value. He stated:

‘But | think if we if we stop there, if we just say most of the people are English, therefore we
don't need foreign languages, we miss the whole point. And of course, we know this and there's
House of Lords data that shows how much money we lose through our economy each year
because of a lack of languages, because we then miss the whole point that actually as native
English speakers, we have massive advantage internationally as long as we can also speak other
people's languages.’ Data Extract 4.45
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The SL in school A highlighted that the perceived low value of MFLs is linked to the students’
‘cultural background’, whose parents have not gained access to higher education and consequently
‘... may have a fairly skewed view as to the value of other languages’. This view is also corroborated

by the SL in school C, as seen below:

‘Yeah, | think you're looking at the families and the and the families in the area that go to school,
you know... But | think there really is a stigma there that while I'm never going to need it, so why
study it? Everyone else speaks English’... Data extract 4.46

These findings are in alignment with the literature in claiming that students fail to see the values of
language learning beyond practical needs (e.g. jobs or travelling), hence, they find themselves in a
monolingual mind-set or habitus (Lanvers, Doughty, and Thompson, 2018; section 2.2 & 2.4).
Equally, such findings concur with perceptions held and documented nationally regarding the global
spread of English and its impact on perceptions of value of L2 studies, (section 2.4) that can lead to a
lack of motivation within society arising from the acknowledgement of the international status of
English and its hegemonic and global dominance (Guo and Becket, 2007; Lukes, 2005; Phillipson,
2003; Wodack, 2009). Consequently, it could be argued that political, historical and social
landscapes, outside the school gate (Coleman, 2009) can affect individual’s perceptions and in turn,

might influence the decision-making process.

The Impact of Brexit
Having established that it is not possible to isolate individual views from contextual landscapes, it

became necessary to understand the impact of Brexit on individual’s perceptions, and how these
might influence schools’ decision-making. In this regard | asked the participants their views on Brexit
and whether the latter presents a challenge or an opportunity for L2 studies, particularly in post-14
education. In response to my questioning, the head of school A believed that Brexit had impacted
negatively on individuals’ perceptions, as denoted by his response: ‘Absolutely’. Furthermore, he

added:

‘...No, Brexit is a car crash for the economy and for the future of this country, and therefore those
people who have thought they were making an informed decision | think will come to regret it
and therefore the breadth of curriculum which we want children to experience, including
languages and their opportunities to work, to have opportunities to work globally, that | think
some of those perceptions that have been highlighted in the Brexit debate have been | think
uninformed and as an education provider that | think we’ve got a responsibility — my own view is
that we’ve got a responsibility to educate our society and part of the way that we do that is
through our contact with the parents. So, we do it indirectly, in order to give them a more
informed view of the value of what can be offered for their children’. Data Extract 4.47
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For the head of Languages in the same school, participant AA, the impact of Brexit is translated in a

potential lack of opportunities for students in the future, as indicated below:

‘Well, it depends on what happens to programs like Erasmus, doesn’t it? | mean, | can't see that
my children are going to have the same opportunities that | had to study abroad. And so, it all
depends on the knock-on effect of that, really, you know’. She commented further: ‘l can't see
how it's going to be easier. When | was a student, | could go and work in a bar. | could work in
Luxembourg without really that much hassle and without really thinking about it. Whereas there
is going to be harder...” | mean, | think I think that the whole the whole idea of breaking away is
just not conducive to (Laugh) opening up minds and hearts...". Data Extract 4.48

These negative views are also corroborated by the SL in school B, who saw the potential impact of
Brexit as ‘a disaster’. He added that the rhetoric in the media is rather negative and as such leaves
little space for ‘building bridges with Europe’, and that might be the beginning of an ‘triumphalist

isolationism’. The extract below illustrates his view:

‘... Itisn't featuring you know, we're not talking about Brexit as such unless it's too early. But if
you listen at the moment and you listen to the way in which Europe is being discussed in our
media in these early days, post Brexit, the Europeans can't get their act together with regards to
vaccination. The Europeans are wanting our vaccination. The Europeans are stopping
AstraZeneca nation from coming to us so that at the moment there is no sense out there that we
need to be building bridges and finding new ways in. | think we're at the beginning if we're not
careful of an ever a triumphalist isolationism.” Data Extract 4.49

Furthermore, this SL alluded to a subconscious process, as he put it: ‘so much goes in subliminally
that it'd be really hard to isolate particular, but I'm sure it's in the mix.’ In this way, he conveyed the
idea that it is difficult not to be affected by any landscape and Brexit is no exception. The head of

MFL, participant BB, in the same setting reinforced this view as illustrated below:

‘I think the simple answer to your question, in my opinion, is yes. And actually, more than that, of
course, | think all of us are affected by the wider environment in which we grow up, in which we
live, the people around the media landscape, the political landscape, of course, and perhaps in
the UK, certainly as much as much as anywhere else. And | mean that because we are an island
with a very long history, because we have much to be proud of in our history, because we,
because we have much to be sorry for our history as well. And | think all those things define us,
as a people.” Data Extract 4.50

In addition, this head of MFL concurred with the SL in the extent to which the relationship with

Europe might be hindered, both emotionally and pragmatically. He stated:
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‘if it is true that Brexit has just made relationships with other European countries, our closest
partners, who will remain our closest partners because geography matters in trade, if it is just
made that a bit more difficult, and it's made it a bit more difficult economically, it's a bit more
difficult in terms of bureaucracy, but also has made it more difficult emotionally...” Data Extract
4,51

Crucially he stated that in his school setting, the conversation on Brexit has led to students
guestioning the relevance of learning an L2 and this is congruent with the literature where learning

an L2 is seen as unnecessary (Bartram, 2005). In his own words:

‘Within the context of our school, it certainly has made students ask the question more about the
relevance it hasn't done. That's my own view in terms of for us as a country and for our young
people is | think [that’s what] Brexit has done.” Data Extract 4.52

In school C, the impact of Brexit on the curriculum was devasting as pointed out by the SL.
Specifically, it has led to a loss of a major site for working experience and for a great deal of her
students, that was the springboard for employment in several French ski resorts, as well as other job

loss, which is essential in a vocational school. It was said that:

‘So, I didn't, | don't agree with Brexit. | do agree with some. But realistically, like one of my six
partners is Rockley, so my students in year 12 every summer would go across for the whole
summer to Rockley, in France and get their work experience completed. They can't do that now.
Then they're not allowed to do that. ... Our students were quite often probably a good 50, 60
percent were then employed the following year after the year 13 in that sector and went on to
ski resorts or and that that really impacted our sector at the sports outdoor sports side of it,
without a doubt.” Data Extract 4.53

Hence, a change in strategy had to be enacted with a detrimental effect for the students and for

language acquisition. The same SL stated:

‘Obviously | deal with for the education of the whole company, they're only out in Rockley Park in
France able to now employ those that are over in France or within Europe, you know, so they've
had to change the whole business strategy.” Data Extract 4.54

The participants concurred with the idea that the decision to leave the EU has been detrimental to
the uptake of language studies. Comments such as, ‘a car crash for the economy’ by the SL in school

A or ‘a triumphalist isolationism’ or ‘a disaster as per the SL in school B were expressed.
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The head of MFL in school C also agreed that different landscapes impact on individual perceptions,

as illustrated below:

Education reaches people in a different way... Changing the way people think about things, you
know, but in such an impactful way that it really does, because, you know, we're still all affected
by external things, you know, what's going on in our own lives, our own families, our family's
views and choices on things that has a massive impact on people. School can only influence, you
know, in certain ways.” Data Extract 4.55

However, regarding Brexit in particular, she stated that it could also offer an opportunity for all, as

illustrated below:

‘Both really, | mean, | think it is the fallout of Brexit over the next few years is going to be
interesting. But it wouldn't surprise me if companies find that they do need more employees with
language skills if they still want to have that exporting and importing opportunities’ Data Extract
4.56

Acknowledging the impact of other landscapes on perceptions, participant BB felt that it was also
important to extract the best out of individuals’ convictions and use that to create a more

internationally minded country. The extract below depicts his view:

‘And | think it's always that when you when you're looking at history and you're looking at
society, there's always that combined thing where you look to how do we take the best of who
we are and carry that forward and how do we adjust the things that we're not so proud of about
ourselves to make ourselves better and to try and bring it back to the micro of learning
languages? | think | wish definitely | wish that the Britain as a country and I'm talking about 67
million people, | definitely wish that we were more international in that sense. | definitely wish
that we embraced the learning of other people’. Data Extract 4.57

Whilst understanding the negative impact of Brexit, this same participant BB saw the exit from the
EU as an opportunity to develop a global outlook. He went on to emphasize that the position of the

UK in Europe and its proximity to France should be taken as an advantage. He stated:

‘I think it makes it even more important that we have an international mindset, that we look
externally. Yeah, to give a positive stance on it, because it is something that we can go on. But it
is also important to sort of catch it kept out as an opportunity to put forward.” And | think we
have to, absolutely. You know, it's a reality, isn't it? You know, it's happened for better or worse.
It's happened the UK is determined, | think, to be internationally look to look outwards, as | say.
And my personal view, those relations with our closest partners in Europe are going to remain
every bit as important. But there's no question that the Brexit make puts a bit of friction in
there’. Data Extract 4.58

Participant A has also alluded to a somehow positive impact, as she explained: ‘I mean, it might
increase the need to speak languages. Therefore, businesses might say that we absolutely need to

because that business is going to have to work a bit harder’. The head of MFL in school C also
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acknowledge the need to ‘embrace’ second language learning: ‘The country needs to see the

importance of embracing foreign languages...”

In exploring the extent to which political, historical and social landscapes, outside the school gate
(Coleman, 2009) affect individual’s perceptions and how in turn this might influence the decision-
making process, The data suggests that institutional level decision-making regarding MFL provision
has not been negatively affected, as the schools in this study, despite acknowledging the impact of
landscapes, such as Brexit, they have nevertheless continued to offer languages to the students
regardless of practical constrains, and some of the negative feelings fuelled by the press. However,
the data sustains that Brexit has led to more negative attitudes in schools (Data Extract 4.52)
specifically in schools with a high percentage of PP, above national average and a lower intake of EAL
pupils (section 2.1 and 4.5; Tinsley, 2019; Tinsley and Dolezal, 2018). School A is one of such schools
and the emotive words used by the SL regarding the impact of Brexit is illustrative of the struggle to
encourage further take up beyond KS3. (Data Extract 4.47). In addition, the data also points to a
leadership that believes in the value of second language acquisition for their students and continues
to drive its provision. Crucially all the participants seem to agree that it is pivotal to change the way
conversations on Brexit and other landscapes are held and, in this way, make the study of languages

more appealing, in order to abate the current decline beyond KS3.

Changing the way we talk about languages
The findings have demonstrated how important it is to market language acquisition and create a

greater sense of success as opposed to failure. Participant BB commented on the need to ‘change
the conversation’ on MFLs. He asserted that ‘If you want languages to be an important part of the
curriculum, find talk about them in the same breath you talk about in Maths and Science’. Similarly,
the head teacher of school B also believed that it is essential to change the way conversations on

language studies occur, as illustrated below:

‘...l don't think, you know that it helps that when people out there nationally are talking about
languages and they use the word difficult. Because right at the beginning of this conversation, | said
that the way language is introduced to me was the language of code and game. And so, the way in
which we sell the importance of language is probably where we need to look, because if | tell
people that it's hard, it's harder than physics and all that sort of stuff, then who's going to want to
do that? If we talk about opening doors and opportunity and adventure, our students are going to
warm to that, as will their parents, | think.” Data Extract 4.59

In school A the head teacher also felt that the stigma and the challenging perspective that students
hold of foreign language learning needs to be addressed. He viewed this as ‘cultural poverty.

Moreover, he claimed that the school has a responsibility to ‘educate’ society’, and this is done
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‘through our contact with the parents’, ‘in order to give them a more informed view of the value of
what can be offered for their children’. At the same time, the head of languages in the same school
advocated the need to ensure that provision of MFL is engaging as ‘they [the students] don't have

that natural, | don't know, lust and love and motivation!’. She added that building confidence is the

key for changing perspectives and increase up take, as illustrated below:

‘...S0, the kids that we struggle more is with year 7. We have to convince them to start up. And,
once we convince them and we build up that confidence, we're fine. We don't have a lot of
negativity. The kids are generally positive about their language’. Data Extract 4.60

In school C, its head also felt that the classroom experience is essential and there is enough

curriculum time allocated in order to explore MFLs in an ‘exciting’ way. Her view is depicted below:

’...it's the student experience in the classroom and the belief that the exam level for teachers to
not feel the need to just push, push through and to allow them time to get that understanding
because you be better off. Yeah, to me, that's what's missing... Forget about the GCSE. It's about
experience, it's about it and really being able to use it and even in the classroom together ...I'm
lucky with studio school. You know, when you if | just to give out to a mainstream now, | would
think all the time you need to do this, you know, just to get all the subject GCSE, but actually for
language to really be loved, you've got to have make it fun and that curriculum time has to allow
you to make it fun.” Data Extract 4.61

The head of MFL in the same setting has acknowledged the importance of changing individuals’
mindsets: ‘changing the way people think about things, you know ‘, as it was explained. This
participant also felt that it is important for parents to acknowledge the relevance of MFLs, as she
added: ‘I think actually it's the, the kids and the parents’ realization how useful a second language is.
And the kids change now.” Moreover, she acknowledged that good teaching and high- quality
learning experience will only get you so far. Hence, she emphasised that to make a meaningful
change, bigger conversations have to be had beyond the school gates, at a societal level. Her views

are illustrated below:

‘School can only influence, you know, in certain ways. But | don't know, sometimes | just think
we're going around in circles and we're not really you know, we're not really getting anywhere
with this whole, you know... The country needs to see the importance of embracing foreign
languages...” Data Extract 4.62

Any attempt to change individuals’ negative perceptions of MFL could be perceived as an ambitious
undertaking, especially in the UK where monolingual mindsets are prominent, as particularly
students fail to see the values of language acquisition beyond practical needs (Lanvers, Doughty, and

Thompson, 2018; see section 2.2 & 2.4). However, the data suggests that besides high quality
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teaching it is imperative to engage the whole of society in order to drastically change perceptions of

L2 studies.

Concluding Thoughts
The analysis so far has indicated an interplay of complex causes behind the low uptake in second

language studies in secondary schools in England. Specifically, the senior leaders’ discourse seems
to suggest empowered school leaders with agency to bring change to the landscape of MFL in post
14 education, in light of their school’s aims, as well as student outcomes. However, their agency can
also be constrained and challenged by explicit policy contexts that privilege conformity and
standardization over change (Ball, 2006) and importantly, segregation where ‘Languages become the
preserve of social and intellectual elite’ (Coleman, 2009). All participants believed in inclusion and
opportunity for all, however the data indicates that the accountability measures imposed on
secondary schools only serve to deepen the gap on participation and attainment and lead to further
inequity in L2 education (Bourdieu and Wacquant, 1992). In this regard, head teachers tend to make
policy decisions in line with dominant discourses that withstand and normalize linguistic, economic,
and ethnic/social hierarchies (Ball, 2006). Such practices are well established and are accepted
within relations of power and authority. But crucially they downplay issues of power, control and
inequity. As a result, and in response to my paradigmatic assumption, which is also congruent with
critical theorists, | will now critically examine the findings in relation to the notion of power by way
of adding further rigour to the study and apply some elements of critical discourse analysis to the

data that has emerged from the TA.

4.3 CDA - Method and Themes

This analysis seeks to bring further rigour and criticality to the study, by way of investigating the role
of power and agency in L2 studies and how it affects schools’ decision-making. This decision was
prompted by my drive to critically explore the relationship between discourse and power, as well as
revealing the broad representation which underpins schools’ decision-making in the constitution of
discourse, with its impact on conceptualization, formation and implementation of MFL policy in
secondary schools in England. The objective is threefold: Firstly, | aim to establish whether there is
an alignment or dissonance between senior leaders’ decision making and central policy tools and
frameworks. Secondly, | also intend expose the ways that specific accountability measures and
institutionalized practices lead to the marginalization of L2 studies. | hoped to establish whether
discursive representations explaining discourses of an inclusive education in second language studies
are truly reflected in the decision-making process of school leaders. In this regard, | discuss the
extent to which the individual context of the participating schools facilitates closing the gap of social

inequality and how this might be translated into decisions made by the schools. At the same time, |
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address the problem of representation, thereby exposing the ways that the importance of L2 studies
are misrepresented in secondary schools in England. As a result, and in congruence with the
research questions and supported by the literature on the nexus power/knowledge (Foucault, 1990),
| chose a specific area, on which to base the analysis: namely discourses in relation to schools’
decision-making in MFLs according to the power relations they uncover (Richardson, 2000).
Methodologically, | aimed to deconstruct discourses, or rather their contextual meanings,
disseminated by government official documents, school policies and informal ‘discourses’ held by
the school leaders. | argue that institutional level decision-making is produced by the scientific
discourses which construe MFLs as ‘secondary’ subjects and regardless of this ‘low’ status, they are
nevertheless susceptible to the normalizing panoptic technologies of power (Foucault, 1977). By
means of using CDA, | endeavour to expose the ways that these constructive effects become a
legitimized and naturalized means of accepting inequality (Fairclough 1985, cited in Van Dijk 2001),
whereby power is covertly imposed, whilst its processes become natural, dogmatic and

institutionally sanctioned.
4.3.1 Sample

In this study, | consulted an ‘ensemble’ (Ball, 1993) of policy and accreditation documents released
by government bodies between 2010 and 2021, when secondary schools and their programmes
became less subject to regulation and power shifted from the state to the senior leaders, who
became the key actors in shaping their schools to fit their own individual context (Lanvers, 2016).
Policy statements and guidelines are the types of documents selected. | identified the policy
documents by scanning publications on government agencies’ websites. | have also obtained
information regarding policies on individual settings through the interviews | conducted. The

documents selected are described below:

Document Title Publication Year Description

The National Curriculum in 2014 Framework for the NC curriculum

England Framework document

Curriculum research review 2021 Principles behind Ofsted’s research
series: languages reviews and subject reports
Language Policies in the 4 2017 UK policies on Languages

Countries of the UK

Table 11 Documents selected for CDA
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It must be acknowledged that the main body of analysis has already been conducted (Section 5.1&
5.2). Therefore, this section is more limited in contents as its focus is on overlaying TA with an
element of CDA, where a discussion takes place regarding the influence of macro and micro levels of
policy actors and the extent to which it might influence schools’ decision-making in post-14
education. As a result, below, | draw on Fairclough’s three-dimension model (section 4.5.3) as it is
well suited with the multiple layers of language policy agents in policy creation, interpretation and
appropriation. Recognizing the multiple layers of policy agents is recognizing that policy texts can be
created (as text), interpreted (discourse practice) and appropriated (explained in sociocultural
practice). Consequently, | framed the analysis within these three analytical levels: Text Analysis,
Analysis of Discourse Practices and Socio-political Analysis. In the text analysis, | focus on the
linguistic features of the policy documents, to find out the power relations embedded in the text. In
the discourse practice analysis, | draw on the analysis of some relevant texts and the interviews, to
find out the production and interpretation of the policy texts by people or groups of people (e.g.
school leaders and heads of MFL). In the socio - political practice analysis, | focus on the national and

regional contexts and the generated social norms, language ideologies and attitudes.
4.3.2.1 Text Analysis

Before interpretation can take place, the researcher must uncover the economic, political and social
forces in which the discourses are produced (Caballero Mengibar,2015). To this end | read the
document ‘Language Policies in the 4 countries of the UK’ (The Languages Company, 2021) where it
is noted that ‘there is currently no specific policy on languages in England’. The actual policy
statements are confined to the frameworks set out in the NC. Consequently, | consulted ‘The
National Curriculum in England Framework document’ (DfE, 2014) which opens with the following
statement: ‘Learning a foreign language is a liberation from insularity and provides an opening to
other cultures. A high-quality languages education should foster pupils’ curiosity and deepen their
understanding of the world.’ The same document states that MFLs must be taught to all pupils in KS2
and KS3, but crucially these are not compulsory NC subjects in KS4. Finally, it is also clearly stated
that inclusion is paramount: ‘all teachers should set high expectations for every pupil’ and they have
an even greater obligation to plan lessons for pupils who have low levels of prior attainment or come
from disadvantaged backgrounds...”. In addition, | read the Curriculum research review series:
languages (Ofsted, 2021), where the issue of L2 provision for all is highlighted as a challenge to
education. The reading of these documents points to individual schools to develop their own policy
on second language studies, rather than centrally imposed. And this implies that head teachers hold

the ultimate decision-making ‘power regarding provision.
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Secondly, and specifically the NC framework document emphasizes that’ A high-quality languages
education should foster pupils’ curiosity and deepen their understanding of the world.’ Arguably, this
‘lighter tone’ feature of the text can refer more to the cultural aspect of the MFL curriculum, rather
than their statutory nature. However, the use of the verb ‘should’ as oppose to a modal verb, such
as ‘must’ appears to place L2 education as a recommendation, thus opening the way to subjective
interpretations to the kind of provision to be offered in schools and specifically places a great deal of
responsibility on both head teachers and MFL practitioners. Whilst these official texts claim the need
for inclusivity, at the same time they also specify the optionality of MFLs beyond KS3. This seems to
suggest a discrepancy between what should or should not be done. Indeed, by advocating a policy
of choice, this discursive construction is in direct dissonance with the principle of an inclusive
education. This notion is also clearly defined, where regardless of socioeconomics, the emphasis on
these documents is on teachers to deliver language studies to all pupils. In both documents, the use

of verbs in the simple present indicative form express need, obligation, and desirable qualities.

However, | would argue that this specific use of language leads to greater exclusion, as it removes
any imperative sense of education for all. Otherwise the imperative form of the verb would have
been used. In other words, because the language used in policy documents is not strong enough to
mandate languages for all, it then opens the way for schools to make decisions which exclude some
students of being afforded the opportunity to study a language, if those schools choose not to offer
it. Given the removal of the policy of languages for all and the extent to which decision-making is
currently devolved to schools, it can then be inferred that government commitment to positive
outcomes of language learning is not strong. And this is supported by the use of a mild tone of

language employed in official publications, such as The NC framework.

Text analysis identified how linguistic forms and meaning can convey different messages regarding
MFL provision beyond KS3 across the sample documents. This critical interrogation of the context
relating to the provision of languages in post-14 education has revealed that it could lead to an array
of interpretations at local levels and this is reflected in the structural and grammatical feature of the
text. Specifically, in both School A and B (Data extracts 4.2 & 4.3, respectively), languages are
compulsory up to KS3, but beyond KS4 they become optional. The use of the adjective ‘optional’
entails that it is up to the individual student to decide whether to take a language or not. However,
this is not the case, as stated by participant AA where this ‘choice’ is only given ’for those students
who we feel are capable’...and they will be pretty much told that will be on their option form’. The
result is that for some students there is no ‘choice’ at all, as they are not afforded the opportunity to
learn a second language beyond KS3. MFL provision, specifically in school A, which is set in an area of

greater socioeconomic deprivation reflects a tendency to offer this subject only to high attainment
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students (Data extract 4.27). The head of MFL in this same school believes that the GCSE exam ‘is
penalising them[students] for their background’ (Data Extract 4.24). Therefore, it could be argued
that the principle of an inclusive education is not always necessarily reflected in the decision-making
process at the local level and the linguistic structures used, at local level, in documents such as the
option form, are ambiguous as they can be manipulated to suit the context of the school. My
contextualization of the language use after interpretation yielded themes that expressed the
knowledge contained and reproduced in official discourses about MFLs. And these are essential in
exploring further social relations and meanings, but they do not explicate solely social inequality in
this area of the curriculum. Furthermore, findings can be used to investigate the type of power
relations present in second language education as implied in the texts. In this way, further
clarification was then sought to the extent to which the recommendations as set out by the NC
Framework are pursued in practical terms and how such decisions might then facilitate closing the
inequality gap or perpetuate it. With this in mind, | then re-read all transcripts of the semi-structured
interviews | had conducted. My attention then turned to the overarching themes that had stemmed
from the TA that would guide the finding of the discourses to be critically analysed. And these were:
Alignment or dissonance between senior leaders and policy tools and frameworks; Accountability
measures and institutionalized practices; Discursive representations of an inclusive education in MFL
and the extent to which the individual context of the participating schools facilitates closing the gap

of social inequality and how this might be translated into institutional level decision-making.
4.3.2.2 Analysis of Discourse Practices: Impact of Accountability Measures

The second level, analysis of discourse practices involved analysing text production, interpretation,
and transformation into a network of discourses, enabling the promotion of ideas and values about
L2 studies beyond KS3. Thus, the documents referred to above, such as the NC framework and The
Curriculum research review series ‘guide’ the implementation of MFLs, and together contribute to
the possibility of actions which transcends differences in space and time (Fairclough, 2003:31). In
this respect, government, policy makers and schools across the system share the discourse of MFL
provision to align the accreditation to a common national regulatory scheme. This discourse affords
a clear orientation towards accountability and performance, whilst safeguarding institutional
autonomy. Thus, the guidelines set a ‘minimal common framework’ for curriculum implementation,
following the quality requirements by current regulations and the needs of the school system’ (MoE,
2016: 7). It also asserts to ‘respect school autonomy and value the diversity of curricular structures
[Ibid: 9]. They are a case of intertextuality where particular discourses, styles, and genres are
articulated altogether in a text (Fairclough, 2003:218). This process enables the questioning of

coexistent discourses reinforcing a particular construction of MFL in the analysed sample. The data
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has suggested that all participants position themselves in line with policy tools and frameworks
imposed centrally. But the decisive factor in determining either affordance or invisibility to MFL is
‘the agency side of policy work’ (Ball, 1993: 102). Hence, policy-making processes and the discourses
developing around them also influence senior leaders’ scope for agency. Specifically, both head
teachers and heads of MFL are obliged to fulfil the requirements of the measures imposed by central
government, such as the Ebaac and Progress 8, despite their own perceptions and the so -called
‘autonomy’ (Data Extracts 4.23-4.28; 4.32- 4.34). Framed by the power relations between the
subject and the state, the regulatory discourse of devolved policy articulates compliance. In this
regard, head teachers’ decision-making is to respond to the performance measures, where the focus
is on core subjects. The SL in school B pointed to the negative impact of such measures, as

experienced by his own children (Data Extract 4.26). He viewed this as ‘just wrong is plain wrong’'.

It could then be argued that the discourse on MFL offers a clear orientation towards accountability,
which underpins a common national regulatory scheme that seems to be focused on the values of
core subjects (Olsson and Heizmann, 2015). And this leads to language studies becoming
marginalised through schools’ decision-making practices which exercise authority through discourse
within institutions, such as schools [ibid]. The data suggests that despite being ‘autonomous’, school
leaders are nonetheless accountable to measures imposed centrally. The SL in school B stated that
his school would be ‘in hot water’ if he chose not to comply. Statements such as these, undoubtedly
guestion the value of ‘devolution’, as according to the data, external accountability is just another
‘accepted’ form of control. Indeed, in light of Foucault’s governmentality (2007), as discussed in
chapter 5, the ‘devolution’ of MFL policy can be defined as a disciplinary mechanism, through which
legitimacy and control of autonomous subjects is paramount in the interplay between schools and
state. Its aim being to govern practitioners’ subjectivity by exercising the appropriate conduct, using
self-discipline, ethics, and regulations, to permit ‘the reconciliation of control and consent’ that
constitutes the practitioners as ‘the instrument and the subject of government, the governor and

the governed’ (Fournier, 1999:285).
4.3.2.3 Socio-political Discourse Analysis

The last level of CDA is both an ‘explanation’ and a ‘critique’ (Fairclough, 1989, p. 113), moving
beyond text structures and discursive interpretations to unpack the ideological significance of
discourse. A network of discourses constructs schools’ decision-making in MFL, where agency and
agentic power is driven by professional knowledge, beliefs, and values (Foucault, 1980;1990).
Knowledge in particular is therefore understood as discourse and a set of practices that, define the

impact of schools’ decision-making and MFL studies in post- 14 education in secondary schools in
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England (Chapter 5.2). These discourses express and reproduce the ideologies of school leaders and
their teams, all tied together by the state under the ideology of neoliberalism. As a result, the
hegemonic power moves from the state to the senior leaders whilst permeating all school practices
and discourses in MFL. Therefore, policy, local or central, becomes the legislative set of rules for
decision-making, as well as a process to achieve specific goals (Ball, 1994). During the interviews it
became clear that head teachers, despite having to contend with imposed accountability measures,
were nevertheless able to offer MFL provision (Data Extracts 4.1-4.6). However, they were faced
with some specific challenges that appears to stop them in their ability to close the gap of social
inequality. Both, The National Curriculum in England Framework document (DfE,2014) and The
Language Policies in the 4 Countries of the UK (The Languages Company, 2021) advocate education
for all. However, the Ofsted curriculum research review (Ofsted, 2021) emphasizes that students
from disadvantaged backgrounds, as well as those with SEND (special educational needs and/or
disabilities) are being excluded from language studies. The findings from the interviews also
corroborate the social exclusion based on socio-economics (Data Extract 4.24). The performativity
concerns seem to be distant from the commitment to ensuring that’ more pupils continue to study
languages after they become optional’ (Ofsted, 2021), as stated in both the Ofsted Curriculum
review and the NC Framework (DfE,2014) These sample texts include notions of equality in
education. However, the findings from the interviews, in particular with school A, render this

invisible to those in deprived areas.

Having established that social inequality pervades L2 education, it is also necessary to consider what
other challenges are see in the documents used and that also account for the low uptake beyond
KS3. One of such challenges noted in the Ofsted curriculum review is to encourage ‘the study of
other languages in the face of the dominance of the English as a second language’(Ofsted, 2021).
The perceived value of English superseding the need to learn other languages reflects such
discourses This is congruent with the literature that advocates that the spread and use of English
(Phillipson 1992) have created an ideology that renders other languages as not essential As a result,
practitioners and society in general internalise the norms and ideology of the dominant group or
class, even though this is not necessarily in their interests (Althusser,1969). These hegemonic
struggles constitute the various discourses as they are represented and materialised by powerful
social actors (Philipson,1992). The data from the interviews also gives credence to this assumption
(Data extracts 4.42 to 4.46), where the participants have acknowledged the impact of the
international status of English in both their settings and society as a whole However, the data
suggests that in these settings the idea that English is the only gateway to education (Pennycook,

1995) is not sustainable. The contrary seems to prevail and this is reflected on the curriculum
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provision in the three settings, where MFLs appear to have been given some prominence, despite
constraints such as funding and timetabling (Data extracts 4.1; 4.2; 4.3). Moreover, and in relation
to the impact of other societal landscapes, such as Brexit, the participants saw the latter as another

obstacle leading to further abatement of the landscape of MFL (Data Extracts: 4.47; 4.49; 5.51 ;4.52).

The Ofsted curriculum review document claims a lack of access to MFLs by students in deprived
socioeconomic areas (Ofsted,2021). Conversely, the NC Framework document (DfE,2014) suggests
on the surface, an inclusive education for all. At the same time, the data from the interviews reflects
an inclusive approach to education, despite performative measures and the impact of societal
landscapes. This raises the question as to the extent to which school contexts can ultimately
facilitate closing the gap of social inequality. Undoubtedly, MFL education is a fertile ground for
governmentality as it can prompt, at the micro-level of individuals, adaption to ubiquitous regimes
of compliance (Foucault,1991). This translates into adapting imposed constraints and apply them,
despite being ‘autonomous’. The case of school C clearly illustrates this as due to their vocational
status the SL does not have to comply with Progress 8. Yet, this is used with the Year 11 students
(Data Extract 4.29). Nevertheless, this is not to say that the hegemonic approach to MFLs imposed
by accountability measures erases the agency of school leaders. The data suggests that institutional
level decision-making lies primarily at the individual’s micro-level and is not exclusively defined by
policy or frameworks. With agency, head teachers can make reflexive choices about negotiating,
resisting, and even contesting policy implementation and as a result fulfil their commitments to an
inclusive education. The senior leader in school B enables MFL provision, beyond KS4, regardless of

take up (Data Extract 4.5).

Importantly senior leaders must be aware of the extent to which the discourses circulating in
schools influence individual and collective agency, in affording visibility to L2 studies, as the
provision and enactment of foreign languages as part of social life, are troubled with hegemonic
struggles that drench their philosophical tenets and practices (Liasidou,2008). Such hegemonic
struggles establish a plethora of discourses and truths, where subjects become united under such
truths, thus compliant to those that direct them (Foucault, 2007). In schools, this is achieved by way
of creating a hierarchy of subjects (Wiggins, 2016) which is reflected on everyday practices. The
influence of historical macro-structures is clear on discourses and as such, head teachers’ practices
may reproduce socio cultural beliefs and attitudes in which they are embedded. In the case of this
study, it seems that the agency of school leaders regarding MFL provision, beyond KS3 is informed
by the impact of different landscapes, which relate to their personal histories (Data Extracts 4.9-
5.13) and which can affect their capacity to shape policy within their own settings. Hence,

this analysis extends the current literature on L2 education in posts-14 by identifying the strength
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that senior leaders’ own beliefs and values might have in determining greater affordance in second

language provision.

4.3.4 Conclusion
The attributes of power and their numerous representations within social processes can only be

identified once revealed and critically exposed through the ‘textual work of representing, relating,
identifying and valuing’ (Fairclough 2001a:241). Concurrently, this undertaking must be
complemented by identifying the hidden forces and the ‘epistemological and political possibilities
and alternatives’ (Luke 1995:7) that have the potential to change the situation for the future. The
aim being to realise an inclusive discourse, which places L2 studies with equal parity as core subjects
through the linguistic and conceptual ‘reinstatement’ [my emphasis] of L2 studies where its value is
recognized by all social actors. In other words, official policies clearly implement such values, hence
stakeholders follow through. In this study CDA was used to uncover how the language used in the
discourses relating to the provision and enactment of MFL, reproduces beliefs and values hinged in
traditional ideas anchored in neoliberal policies that serve to perpetuate the status quo and deepen
the already wide gap of social inequality in L2 studies in Post-14 education. Through the analysis of
the impact of broader social contexts that covertly obscure the decision-making process in schools
and which are only visible after their critical interpretation, | was able to identify the type of
knowledge which is produced, reproduced and legitimised through discourse. Drawing from this
analysis | argue that to enact change in MFL provision requires delegitimizing certain thoughts and
choices in society; yet, finding the roots of the problems causing such invisibility in language studies
beyond 14 is also imperative, for it helps legitimizing the production of competing alternative
discourses aiming to afford greater prominence in L2 and further inclusivity in education. As a result,
the use of CDA is therefore necessary toward identifying inequality and social injustice. In this
context, critical language use can reveal the existence of misrecognition, and inequality and/or

discrimination.

As discussed, the findings of this study make a clear connection between the role of power and
agency in institutional level-decision making regarding Second Language Studies in post-14
education. Consequently, with these findings and analysis as a springboard, a detailed explanation
regarding Foucault’s concept of power/knowledge ensues in order to offer a critical lens to this

study, by analysing Foucault’s theoretical tools.
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CHAPTER 5 Power/Knowledge- A theoretical Analysis of the findings

Introduction
This chapter proposes the theoretical framework, based upon the Foucauldian principles of

power/knowledge, designed to help contextualise institution level decision-making regarding second
language studies in post-14 education. In addition to outlining the theoretical framework, empirical
evidence is provided in support of this framework that raises underlying issues of power/knowledge,
in determining the decision-making process of senior leaders in secondary schools in England. Thus, a
discussion of the main findings ensues in light of the theoretical framework, by way of seeking to
explore the operation of power and agency in shaping institutional level decision-making in relation
to second language learning. Namely, the specific focus on the entanglement of power/knowledge is
discussed, as this nexus can both constrain and support the agency of school leaders in the decision-
making process, and how such concept shares some affinities with critical theory (Wandel, 2001).
Specifically, it considers the extent to which the Foucauldian rationale opens up the field of debate to
consider what constitutes knowledge within L2 learning. Also, a discussion is held on whether L2
learning practices define a discourse of power. Finally, some considerations are offered regarding
what might be the entanglement of the role of power in producing individual subjectivity (Foucault,
2000b) in the exercise of these discourses and their associated disciplinary mechanisms. Such
‘discourse of power’ colonizes everyday life, throughout institutional discourse (Cohen et al., 2018),
as it circulates throughout societies, constructing social institutions as well as individual subjectivities
(Foucault, 1980). It is through discourse that we are created; and that discourse joins power and
knowledge, and its power emerges from our casual acceptance of the ‘reality with which we are

presented’ (Foucault, 1977).

The relevance of this study lies in that it provides evidence of how issues of power, who holds and
how it is operated, is inextricably linked with knowledge, and underpins school leaders’ decision-
making regarding provision of MFL studies beyond post-14 education. In contrast with other studies
in the literature (Parrish, 2018; Agasisti, Catalano and Sibiano, 2013) that indeed point to a lack of
autonomy of the leadership, as a crucial contributor to the existent decline in MFL studies beyond KS3,
| argue that consistent with the theoretical framework the findings are indicative of school leaders
having successfully taken decisions regarding provision, which are mirrored in the take up of languages
in their schools. The findings illustrate how Foucault’s ideas raise pertinent questions about the
practices of school leaders and how MFL policy is formed, shaped, reshaped and enacted; specifically,
Foucault (1970) challenges the notion that policy making is a ‘rational’ process based on indisputable

evidence or ‘truth’.
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Underpinned by such assumptions, in the subsequent sections, Foucault’s thinking provides a valuable
approach to understanding how senior leaders are constituted as subjects through a range of practices
and discourses associated with schools’ decision-making. In this context, Foucault’s concept of
power/knowledge will be specifically drawn upon, in relation to L2 studies beyond KS3 that thus far
has not been considered. In light of the findings, a more in-depth understanding of how institutional
level decision-making practices in MFL exercise authority through discourse within institutions, such
as secondary schools, in England (Olsson and Heizmann,2015) will be provided. In Foucault's
conception, discourse is seen as a complex network of relationships between individuals, texts, ideas,
and institutions, with each node impacting to varying degrees on other nodes and on the dynamics of

the discourse as a whole.

Although the truism, knowledge is power is universally acknowledged, for some scholars, the issues
of power relations remain largely unaddressed (Olsson, 2009, 2005a, 1999; Dervin, 1999; Frohman,
1992). Therefore, this lens can enrich institutional level-decision-making research in second language
studies, as it affords a deeper understanding of the relationship between knowledge and power and
how it underpins school leaders’ curriculum practices (Olsson and Heizmann, 2015) as power only
becomes apparent when it is exercised (Townley, 1993). Against this backdrop and informed by the
findings, Foucault’s thoughts offer an account of the effects of discourse, knowledge, and power on
society. Namely, the focus is on how power is shown by its effects, particularly in the way that it forms
and transforms individual subjects (Foucault, 1998) and also when applied to the regulation of
populations, through all the far-reaching effects of its activity, by ways of monitoring and regulating
collective bodies such as populations or specific social groups (Kehily, 2001). Crucially, Foucault asserts
that political order is kept through the production of ‘docile bodies’ passive, subjugated, and
productive individuals (Foucault, 1980a:139; Gaventa,2003), where social control occurs through

individual self-discipline; what Foucault (1997,1998) called ‘biopower’.

5.1 Biopower
In this study, the findings suggest that senior leaders have flexibility over curriculum arrangements

and the ways in which provision is organised, they emerge as the key decision makers. Butimportantly
rather than just considering the decision-making in itself, it is what drives it that is of paramount
importance, as illustrated by the statement of senior leader A: ‘So, some [other heads] say ‘I'm in the
job to get outstanding results in order to achieve a performance table’. These individuals appear to
see themselves solely at the mercy of centrally imposed performance targets (Board and Tinsley 2014;
Lo Bianco, 2014; Long and Boulton, 2016; Staufenberg 2017; Thomson 2016a) as evidenced by
participant A. The head teacher in school B also alluded to his school to be in ‘hot water’ if he was to

pursue solely his own agenda. Strikingly, in school C, the senior leader commented that as a vocational
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school, they do not need to comply with the Ebacc or Progress 8 measure. However, the choice was
made to use this measure. In the words of this participant: ‘I think it is a good thing’. Conversely, the
head of MFL in this same school had a far more skeptical view of such measure. However, she felt
unable to oppose it as the leadership would not take heed of her views, as reflected in the following
extract: ‘Il always find that I'm battling against targets because the teachers know their students best.
They know the students’ capabilities. But then we're being told, well, no...but your students target is
this this is what they should be achieving. And, um, you know, for some of them, it will be achievable,
but others, it won't be achievable’. Unsurprisingly, the heads of MFL, due to their position within the
hierarchies of a school management have different levels of autonomy. The implication being that
their role is to implement strategies within the department (Earley and Weindling,2004; Parrish,
2018). Consequently, they are constrained by both the school leaders’ decisions and the government
requirements (Glatter,2012). In this regard, the head of department in school A also saw herself as a
vector of compliance, as stated: ‘I just have to go with what decisions are made by the school’. The
data clearly points to the participants feeling obliged to comply with performative measures, which
through the eyes of Foucault, works as techniques for achieving the subjugation of bodies and the
control of populations, (Foucault, 1990). And this is seen through Foucault’s lens as biopower
(Foucault, 1990:139), who perceives power as both being centred on the body, such as the
individualising power of disciplining and the organisation of power over whole populations, in this
case, the school population or at the level of the social body (Rogers et al., 2013). Foucault posited
that ‘biopower’ operates on our bodies, regulating them through self-disciplinary practices which we
each adopt, thereby subjugating ourselves. This plays out in the findings as illustrated by the response
of the head of MFL in school B: ‘I don't feel every day like I'm limited in my ability to open students'
eyes. | feel there is, there are of course, limitations. There are societal limitations. There are curriculum
limitations’. The institutional disciplining, surveillance, and punishment of the body creates bodies
that are habituated to external regulation, working ‘to discipline the body, optimize its capabilities,
extort its forces, increase its usefulness and docility, integrate it into systems of efficient and economic
controls’ (Foucault 1980a:139), and thus produce the types of bodies that society requires. Its force
derives from its ability to function through ‘knowledge and desire’-the production of scientific
knowledge which results in a discourse of norms and normality, to which individuals voluntarily desire
to conform and control themselves by self-imposing conformity to cultural norms through self-
surveillance and self-disciplinary practices (Foucault, 1977). These in turn create more detailed
knowledge of the individuals within the system, which allows for more efficient disciplinary practices
producing more knowledge, and so on. This plays out in the data, as senior leaders are perceived by

their heads of languages as the ultimate decision-makers, as referred by the heads of MFL in both
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school A and C. Consequently, any directives are followed through, and not objected. In school A, the
head of MFL raised her concerns regarding the provision of Spanish. It was stated: ‘1 am concerned
about the future of Spanish’. At the same time, a justification was immediately offered which implies
an almost supportive stance by this participant in relation to the leadership, as illustrated in the reply:
‘1 think that's maybe where the kind of the disappearance of Spanish comes in, because the Spanish
side of the department has always been a bit more wobbly than the French staffing wise. And | think
that as well as the fact that two languages makes timetabling just a little bit more complicated and
the fact that because of our demographics, they don't feel that two languages is a real pull for the
school’. Such internalization of behaviour is openly displayed in this statement, where the decision
taken by the headteacher is perceived to be legitimate, thus accepted and even understood by others.
Undoubtedly, such findings certainly corroborate that the discourse of education and the disciplinary
technologies that are linked to it reflect the hierarchical power where one group is legitimised over
the other. In contrast to school leaders, teachers are construed as those without knowledge, and with
very limited power of decision, or none (Cannella, 2000). However, in the Foucauldian view that power
operates but cannot be owned, the focus is on the ways in which power operates within institutions,
such as schools, namely the way power is spoken about in everyday discourses, and ultimately how is
reproduced and exercised by the subjects over others and themselves (Foucault, 1982). In this regard
and in a vicious cycle, official discourses, such as curriculum frameworks and government policies
inform formal discourses at the level of the institution and in turn they establish the basis for the
informal discourses that permeate among staff and students (Ball & Goodson, 2007:177). Foucault
uses the notions of discourses, and the regimes of power/knowledge to demonstrate that power is a
network which includes everyone (Foucault, 1991 ,1980,1972; Feldman,1999). Consequently, and in
light of the findings, the focus in the following section is on how some discourses have been shaped,
legitimised and dominate how we define and organize both ourselves and our social world (Foucault,

1970:56).

5.2 Discourse - A site of power and resistance

Foucault famously stated, ‘discourses are practices that systematically form the objects of which
they speak’ (Foucault, 2002a: 54). Such claim suggests discourse as practices and not just a form of
specific language. Their importance seems to be on what they do, besides what they are. Foucault
observes through this process the problem of ‘knowing whether the unity of a discourse is based not
so much on the permanence and uniqueness of an object as on the space on which various objects
emerge and are continuously transformed’ [Ibid: 36]. Therefore, the unity of a discourse demands,

not the existence of the object ’institutional level decision-making’, but how the rules of discourse
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and relations between statements manifest during a specific time slot and in relation to that object.
This is evident in this study. Whilst participant A states that his school supports the provision of MFL
for all beyond KS3, the reality is that Languages beyond KS3 are only offered to those that are going
to be successful. He stated: ‘In terms of the curriculum provision, we basically only put them in for
subjects which we know they are going to be successful. Largely students will do a single language
...given obviously the pressures upon schools to be successful in progress 8, they [students]are doing
either French or Spanish’. Crucially, discourses trigger specific claims to truth that draw on types of
language, to statements that frame what can be said and thought in respect to certain phenomena.
Discourse is a complex set of arrangement, mechanisms and practices that engage some statements
while ignoring or excluding others [ibid]. Whilst language is important, Foucault focus is on the use
of such language to produce meaning and power effects. Therefore, discourse underlines the
connections between subject position and subjectivity constructed in various discourses, and how
people occupy such positions (Lacan, 2006; Gilbert & Low, 1994). Subject and subjectivity are
formed only through power; they are produced historically through certain discourses and certain
desires (Dreyfus 1999; Cooper and Burrell 1988, Foucault 2000b). The initial connection is between
language and social relations, and the role of power in producing individual subjectivity. Here
language becomes the common denominator in the analysis of social institutions, social meanings,
power and individual consciousness. Language is the place where actual and possible forms of social
organization and their likely social and political consequences are defined and contested [ibid]. It is
also the place where subjectivity is constructed and produced in a whole range of discursive
practices — economic, social and political — the meanings of which are a constant site of struggle

over power [Ibid]. Foucault explained the meaning of the word subject and its relation to power:

‘This form of power that applies itself to immediate everyday life categorizes the individual,
marks him by his own individuality, attaches him to his own identity, imposes a law of truth
on him that he must recognize in him. It is a form of power that makes individuals subjects’

(Foucault, 1983: 212).

It is these mechanisms that make people ‘subjects’ that is important to explore in relation to the
findings. Senior leaders are made into subjects through various sets of complex power relations and
also discourses of leadership. The subject is constituted by various discourses and it is here that head
teachers come into being, but not through a set of traits or hierarchical modes of authority. In this
regard it could be said that if the discourse of the leadership was to change into a discourse that
affords greater value and visibility to second language studies, this would have a positive impact on
MFL take up, beyond KS3. This plays out in the data, particularly in school B where there is a greater

emphasis on language studies, as illustrated in this extract: ‘I'm a passionate advocate for language...
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So I'm happy insofar as the department is very successful in terms of just as a team, in terms of
practitioners, in terms of their pedagogy, they have been able to make sure that languages are valued,

even if that doesn't always translate into numbers taking it at A level’. The head of MFL added further:

‘Increasingly, if you speak to our young people in year 10, year 11 who are doing GCSE in
languages, | think increasingly if you ask them what is the main reason you're here, the reason
would be because | know it's important. And from that point of view, the message is getting
through... They recognise that languages are important. And | think that would probably be
the number one reason that we give beyond that. Those who do it, they really enjoy it. They
like learning languages. We do student voices in school and languages is a subject that

students constantly report high level of challenge, but which students like’.

Foucault’s notion of the subject, that he examined through historical analyses, shows how individuals
are transformed into subjects and as a result, he believes there is no ‘fixed’ subject that exists prior to
history and truth. The subject is both dissolved and recreated in a range of ways and settings through
the production of knowledge and truth. The subject is constructed through and by social, cultural,
economic and political structures, discourses and practices. Hence, it could be argued that the
autonomy granted to schools in 2010 would certainly position school leaders as ‘the subjects’ with the
ability to afford greater visibility to MFL. However, the erosion of the framework of support for MFL
studies led to a centralisation of funding into the general school budget (Bowler, 2020/21). The impact
on MFL was profound with school leaders in England no longer able to prioritise second language
studies (Bowler, 2020/21). Therefore the ‘subject’ that in tune with his personal convictions, and prior
to 2010 was able to enact provision in MFL studies beyond KS3, became the ‘subject’ whose agency
was curtailed by the withdrawal of support structures and the imperative need to respond to
performative measures. The latter in particular, is played out in the findings relating to school B, where
its head teacher states that the school would be in ‘hot water’ if he was to follow only his own views,
on the importance of language studies. Foucault’s thoughts illustrate this concept of ‘subjects’: ‘There
are two meanings for the word ‘subject’: subject to someone else by control and dependence, and
tied to his own identity by a conscience or self- knowledge. Both meanings suggest a form of power
that subjugates and makes subject to’ (Foucault, 1983: 212). This was further corroborated by the
head of MFL when asked about school provision. He replied that his head teacher values languages: ‘|
work in a school where there is a general support for languages’. However, he has also acknowledged
that generally in schools there are ‘societal and curriculum limitations... and a greater emphasis on
English, Maths and Science and the number of hours given to those subjects that narrows the

curriculum.
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Such discourses become entrenched in society because they are associated with the status of those
who claim it. In this case, the status of the school leaders, which stems from criteria of competence
and knowledge with institutional, systemic, legal and pedagogic norms attached to give them the right
to speak about and make educational statements (Niesche, & Gowlett, 2019). Hence discourse is both
nondiscursive and discursive (Olsson and Heizmann, 2015). It is a system for the formation of a group

of statements that is not delimited to what is being said [ibid].

Within this study, the problematization of discourse is conceptualized with the belief that a
Foucauldian lens can unpack how situated power dynamics shape the way head teachers convey, seek
and use information to inform practice (Olsson and Heizmann, 2015). In relation to decisions made by
school leaders, regarding Second Language Studies, beyond post 14-education, discourses are
constituted through statements of ‘value’ that emerge at a given time and setting (Olsen et al,,
2015[online]) which are considered as entities that allow signs to assign specific and repeatable
relations to objects, subjects and other statements [Ibid]. And this is seen through the shifts in policy,
as documented in section 2.1.1 that have occurred in the last two decades, where the exclusion of
some ideas and practices have by default belittle the intrinsic value of studying a second language and
its consequent reduction of timetable in favour of other subject areas. Thus, the system functions
within the assumptions that have grounded educational discourse, namely that particular knowledge
is considered more important, more legitimate and the inferiority of particular people or subjects
within education. This is prevalent in second language studies that, despite being considered a

‘foundation’ subject, are in reality relegated (see sections 2.1 & 2.2).

The acceptance of the scientific discourse of education has led to the rise of forms of knowledge and
‘experts’ in that knowledge who are, by definition, given exclusive rights to speak and act (Cannella,
2000). This rings true to this study, as reflected by the response of the head of MFL in school A, that
when asked if her views were taken into consideration by the leadership, she replied: ‘So they've
always been supportive... I'm not sure they truly get it no!’. This was also the case in school C, where
the head of MFL was adamant and simply replied ‘no’ when faced with the same question. Clearly the
head teachers of these two settings appear to hold exclusivity, particularly whilst decision-making in
relation to L2 curriculum provision, where the knowledge of particular groups, such as L2 practitioners,
are often undervalued or at its worst, dismissed [ibid]. Although the latter are identified as
stakeholders in educational discourse, they are not given equal partnership in the decision-making
process. Therefore, discourse is a social practice containing and constraining ways of acting and
behaving (Cannella, 2002; Dick & Cassell 2002; Bergstrom & Knights 2006; Ezzamel and Willmott 2008;
Jack & Lorbiecki 2007; Valikangas & Seeck, 2011).Using Foucault (2002) and his analogy with doctors

and their [sic] status to utter statements and contribute to discourse, educational statements cannot
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come from anybody; their value and generally speaking, their existence cannot be separated ‘from
the statutorily defined person who has the right to make them, and to claim for them the power to
overcome suffering and death [lbid:56]. Undoubtedly my findings indicate that regarding provision of
second language studies beyond post-14, it is the senior leaders that have the power to overcome the
current provision in schools and change it. And this is supported by Foucault’s lens (1977), where
discourse reflects and generates power, serving as a mirror of particular ideologies and socially
constructed norms (Foucault, 1980; Lather, 1991). This may be liberating or oppressive, but most likely
a combination of both (Canella, 1999). As a social construct, discourse is created and perpetuated by
those who have the power and means of communication (Foucault, 1977; (Pitsoe & Letseka, 2012),
such as head teachers who will subsequently determine what is discussed and in the case of this study,
the level of provision for MFL, particularly in school A, as shown by the comment from the head of
languages when asked about the level of provision beyond KS3: ‘I'm not sure they truly get it no... and
| think that's may be where the kind of the disappearance of Spanish comes in ... And | think that as
well as the fact that two languages makes timetabling just a little bit more complicated and the fact
that because of our demographic, they don't feel that two languages is a real pull for the school’. Their
discourses govern by rules and principles of exclusion that include the privileged right to speak, the
appeal to reason, and the will to truth (Foucault ,1972). Different institutional discourses illustrate the
prevalent truth about different issues, such as MFL curriculum provision beyond post-14 education.
Consequently, it could be argued that senior leader’s discourses are crucially in determining the status
of second language studies, as due to their status, their perceptions are given legitimacy (Ball, 1990).
Therefore, and as added by the head of MFL in school B: ‘If you want languages to be an important
part of the curriculum, find talk about them in the same breath you talk about in Maths and Science’.
Hence, rather than affording visibility to core subjects and performative measures, the findings
suggest the importance of the normalization of such discourses surrounding MFL studies and this is
corroborated through Foucault’s rationale. Indeed, Foucault(2000b) argued that with the passing of
time, the ways of organizing and perceiving the working subject will become established and viewed
as normal, and consequently rendered invisible to alternative views of organizing and perceiving the
working subject (p.281-301). The discourse community will have a set of conventions or discursive
rules, either formal or implicit but widely recognized within the community, by which a truth
statement can be evaluated and validated or repudiated (Foucault,1978). The mantra amongst school
leaders of the importance of core subjects in detriment of MFLs, is being constantly validated,
specifically beyond post-14 education (section 2.1 & 2.2). The findings in this study revealed that
despite affording importance to second language studies, school leaders are continuously

underscoring the values of core subjects. And although it could be argued that their reasons relate to
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the need to comply with accountability measures, such discourse becomes validated further by the
wider community. Indeed, the head teacher in school B argued against the government target for 90%
of students to achieve the Ebacc by 2025. His response was clear: ‘no, no. And beyond that, | don't
think it's even desirable’. For school A, the response was identical: ‘No, it is utterly unrealistic’. These
discursive rules impose what can be said in the context of that discourse, and shape the form that a
valid truth statement can take in that discourse (Foucault, 1978 in Olsson and Heizmann, 2015). Hence,
statements or claims of truth must comply with the recognised discursive rules, otherwise they will
be literally worthless [ibid]. Discourse is independent of individuals or institutions, but is shaped by
systems or regulatory processes described as discursive formations. One is ‘in the true’ only by obeying
the rules of a discursive ‘policing’ (Foucault, 1970 :61). Undoubtedly, the policy tools and frameworks,
such as the performative measures imposed in schools, are a reflexion of such discursive formations.
The findings substantiate this claim, as illustrated by the head teacher of school B, and this, despite
believing in the value of MFL: ‘as a teacher, | have an external accountability, so, you know, | can't say,
well, this is how | think it should be. Off we go. Follow me. You know ‘. Hence Senior leaders can justify
the lack of affordance given to MFLs by focusing on the ‘importance’ of core subjects. These practices
become normalised and accepted by all (Foucault,1991). Crucially, it could then be argued that what
constitutes knowledge in MFLs is the result of specific discursive formations that inform curriculum
provision and enactment in post-14 education. Foucault (1991) argues that discourse is a linguistic
unity which constitutes and defines a specific area of concern, governed by its own rules of formation
with its own modes of separating truth from falsity and of defining the scientific from the non-scientific
(Olsson, and Heizmann, 2015; Foucault, 1991). The regularities which characterise this process and in
which these rules are embodied are then defined as discursive practices. They can be described as
practices of knowledge formation by focusing on how specific knowledges (discourses) operate and
the work they do [ibid]; they are routinized in ways ‘in which bodies are moved, objects are handled,
subjects are treated, things are described and the world is understood’ (Reckwitz, 2002: 250). All
knowledge is then relative to the discursive formation that constitutes it. The discursive formation is
a socio-historic phenomenon that constitutes areas of knowledge of objects and social subjects
(Fairclough 1992:39). Foucault (1991) posits that ‘discursive formations’ provide the foundation that
governs all knowledge of objects and social beings meaning that the individual is totally located and
shaped within discourse. This version of discourse appears to be constitutive of social reality and social

subjects [ibid].

In this study, the discourse encompasses information from senior leaders, heads of MFL, parents,
central government, researchers, pupils and policy makers. From this body of created knowledge

come beliefs about what MFL provision beyond post-14 education should be like and this defines what
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we know and think about MFLs in secondary schools beyond KS3. Discourse shapes power/knowledge.
Statements such as ‘experts say’ or ‘it’s policy’, afford power to those who hold the knowledge and
decide how it should be acted upon. It is not surprising that school leaders’ decision-making is likely

not to be contested. Foucault claims that:

‘The judges of normality are everywhere. We are in the society of the teacher-judge, the
doctor-judge, the educator-judge, the social worker-judge; it is on them that the universal
reign of the normative is based; and each individual, wherever he may find himself, subjects
to it his body, his gestures, his behaviours, his aptitudes, his achievements’

(Foucault,1977b:304).

The relevance of discourse in this study stems from the discourse of accountability that shapes
responses taken by schools and consequently informs the decision-making regarding L2 provision in
post-14 education. In this regard, this discourse is linked with performance and ‘it can become the
means by which power relations within a school and between the school and external agencies can
be established and maintained’ (Lowe,1998:97). The discourse regarding the value of learning a
foreign language appears to reflect very clearly such an assumption, thus gaining status and
dominating society (Weedon, 1987). The findings in this study give force to the argument that if a’
new’ normalisation of discourse was to occur, the impact on uptake could potentially be greater, as

evidenced in the excerpt below from the headteacher in school B:

‘I don't think, you know that it helps that when people out there nationally are talking about
languages, they use the word difficult, because right at the beginning of this conversation, |
said that the way language is introduced to me was the language of code and game. And so,
the way in which we sell the importance of language is probably where we need to look,
because if | tell people it's hard, it's harder than physics and all that sort of stuff. Then who's
going to want to do that? However, If we talk about opening doors and opportunity and

adventure, students are going to warm to that, as will their parents, | think’

Alternative discourses, such as these, are marginalised and subjugated [ibid], although they offer the
potential for action and resistance ‘with scope to ‘evade, subvert or contest strategies of power’
(Gaventa 2003:3). Consequently, school leaders have a crucial role to play in enacting change by way
of challenging the dominant views. Therefore, discourse constitutes the ‘nature of the body,
unconscious and conscious mind and emotional life of the subjects they seek to govern’ (Gaventa,

2003). It circulates in the social field and can attach to strategies of domination as well as resistance
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[ibid]. They emerge at the nexus of ‘doings’ and ‘sayings’ (Rasche and Chia, 2009) as power is
embodied in certain ways of thinking, speaking, and behaving (McKinlay and Pezeta, 2010; Townley,
1993). Nealon (original emphasis, 2008:20) thus notes: ‘power is something practiced . . . speaking the
truth is the ...stake and outcome of a series of practices and statements, rather than the secret to be
revealed (or not) by them’. Accordingly, a focus on practices alerts us to ‘what it is that is done, how it
is done, and how it is possible that it be done’ (Messner et al., 2008:70). Hardy and Thomas (2014), in
their study of strategy marking in a telecommunications company showed how the power effects of a
discourse had to be ‘intensified’ through the enactment of discursive practices, where multiple actors
engaged in practices that helped to normalize and diffuse it to the extent that a well-defined strategy
object was produced (Hardy & Thomas, 2015). Consequently, discursive practices are the practices of
discourse, where what is said relates to its specific context (Bacchi and Bonham, 2014). Language
constructs the individual's subjectivity in ways which are socially specific (Weedon, 1989: 21). These
subjectivities are constituted by drawing on existing discourses or sets of meaning. Interestingly,
school C does not have to report on the performance of the students regarding the Ebaac. However,
they comply with the Progress 8 procedure, as evidenced in this extract: ‘We are not measured as a
studio school, but we do actually measure’. Not all meanings about MFLs will have the same salience
for all individuals and in all contexts. Part of the empirical task in this case is to identify which
discourses have most salience for senior leaders and with what consequences (Wright, 2003) for MFLs
beyond post-14 education. The head of MFL in school A asserted that: ‘They [students] are given an
options form which reflects their ability basically. So basically, those students who we feel are capable.
So those academic students will be pretty much told that they are doing a language that will be on
their option form’. Conversely, in school B, all students are ‘offered a mixture of French or German,
and students get to sample both’, as claimed by the headteacher. He added further that as a Spanish
speaker, he was ‘very keen to sort of think, well, when can we get Spanish onto the curriculum’. In
school C, the SL stated that both French & Spanish are offered. But due to the specialist status of the
school as a Studio School, French take up is stronger. It was stated: ‘we go through the options choices
also. I'm lucky my teacher D. is two language, so she does Spanish and French. So, we'll put out the
offer each year... so my students in year 12 every summer would go across for the whole summer to
Rockley, in France, and get their work experience completed’. Therefore, choosing to define MFLs as
‘optional subjects’, points to discourses being drawn upon by policy-makers and or head teachers and
to the ways in which they position themselves and others regarding the value that they attribute to
MFL studies (Wright, 2003) beyond post-14 education. This works ubiquitously across institutions and

practices.
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In social institutions, modes of thought and individual subjectivity are offered within specific, historical
analysis to explain the working of power. And this is done on behalf of specific interests and to analyse
the opportunities for resistance to it [Ibid]. Thus, subjectivity and consciousness are perceived as

socially produced in language, as a site of struggle and potential change.

Discourses embody political interests and consequently are constantly competing for status and
powerlibid]. The subjectivity of the individual is the site of this battle for power, and it is a battle in
which the individual is an active but not sovereign protagonist (p.41). The curriculum within schools is
also social and therefore ideologically constructed within discourse at the level of policy: thus,
language studies have an ideological construction which may not be shared by different individuals
occupying other discourses. Arguably, the focus with performance in core subjects suggest that the
study of English supersedes the need to learn other languages (section 2.4). The head teacher in school
B felt that this to be an issue amongst the wider community. He acknowledged that the decision -
making process of many other school leaders is based on the ‘English is enough’ mantra. He added
that some of the personal choices made by many, outside the school environment, reinforces this
further: ‘they [other heads] won't think twice when they're forming an English colony on the Costa
Brava and it won't cross their mind when they're going for their kebab and their curry and their pizza
and their Chinese takeaway that perhaps actually there is something to be gained by engaging with
cultures that are other than ours. And there is an arrogance’. In Foucault's view, the formation of
identities and practices are inextricably tied to their particular socio-historical context and cannot be
studied or understood if divorced from this context; there is'... no universal understanding that is
beyond history and society' (Rabinow, 1984:4). Therefore, it is impossible for human beings to detach
themselves from their historical background (Foucault, 2002). The decision-making in some schools
appears to not only perpetuate an ‘inferiority’ of second language studies, but crucially only to be
given access to a small minority of students. The findings relating to the optionality of MFL in school
A strongly indicate this position, as reported by the head of MFL:" So those academic students will be
pretty much told that they are doing a language that will be on their option form’. Such statement
implies that the other students are not able to take a second language beyond KS3. As Fairclough
(1989) puts it, ‘Discourse can never be ‘neutral’ or value-free; discourse always reflects ideologies,
systems of values, beliefs, and social practices’ (p. 21). Of significance to critical educators is the
manner in which these discourses operate in the public realm (Orlowski, 2012). Thus, senior leaders
when determining which languages to offer, to which students, perpetuate the notion that MFLs are
only granted access to a small minority, thus contributing to neo-colonialism and racism through
linguicism (Becket and MacPherson, 2005). As a result, second language studies become marginalised

(Pennycook, 1995). Consequently, it is paramount to discuss the extent to which school leaders’
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discourse might conform or challenge stances towards the importance of L2 studies. Are such
discourses aligned with those that are disadvantaged or are they in line with prevailing narratives
hinged on traditional ideas for their legitimacy and acceptance? By taking a critical approach, it is
necessary to consider discourse and look beyond such ‘structural relationships of dominance,

discrimination, power and control’ (Wodak, 1995:204).

As well as educational discourse reflecting and reproducing beliefs, attitudes and social practices of
education, for Foucault (1972) discourses also determine ‘truths’ about who can speak, when, and
with what authority. This is pertinent to both school A and C, namely the latter, where the views of
the head of MFL are only considered in terms of daily classroom practices. It was stated: ‘the views
that | do have issues that come up or things that that come up, you know, the day to day of the job,
yes, | am listened to. But with regards to the bigger picture of offering different languages, no!’. School
A and the head of languages stated a total dependence from the leadership, as per the following
extract: ‘we are kind of at the mercy of people above and their opinions and their wishes and their
passions’. Conversely, in school B, the head of MFL claimed to be listened to. He stated: ‘Yes, in a
word, yes, I'm for a number of reasons, I've been at this school for a long time. | think that helps. | feel
respected. | think they do listen ... the school's leadership has a general policy of consulting anyway

that they do consult. And yes, | definitely feel that | am listened to’.

Discourse in social structures creates the new truths, the specialist knowledge which gives power to
those who hold it. In most societies, the education system is controlled by the state, but it works to
maintain relations of power throughout the society as a whole; Individuals become elements or
instruments of power (Foucault, 1982a). Therefore, the importance afforded to second language
learning, depends upon the beliefs held by the so called ‘authoritative’ voices. This is certainly the case
in school B where the headteacher’ personal history and beliefs on foreign languages impact on his
decision-making: ‘I think that I'm certainly biased because of my own conviction and | can't help that.
But my ow conviction is also what | can see it do for people’. In this way, the decision -making of
headteachers in relation to MFL provision becomes also a matter of ‘authoritative allocation of values’
and cannot float free of the social context (Ball,1990:3). However, such views are not shared by all.
Indeed, in school A, and as already discussed, the provision of MFL is uneven and aiming at responding
mainly to the pressures exerted by accountability measures. Hence, the dominant view becomes
embedded in the individual, as the latter is not ‘given’, but produced historically through elements of
power/ knowledge (Foucault,1982a). Thus, it could be argued that head teachers are inadvertently
stifled by the social order, as they are ‘carefully fabricated in it’ (Foucault, 1977). This appears to
resonate with many language practitioners, as they often feel oppressed, being denied access to

certain knowledge, and crucially by the demands of the dominant group within the school setting that
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the ‘other’ shed their differences (in essence, their being, their voices, their cultures) to become ‘one
of us’. The replies from both heads of MFL in school C and A, when asked whether their senior leaders
took into consideration their views are indicative of their agency being curtailed: the use of ‘we are at
the mercy of people above’, shows the extent to which head teachers’ decision-making, specifically in
the field of MFL practices, are considered authoritative in institutions (Olsson and Heizmann, 2015).
Undoubtedly, such findings suggest that discourse is interwoven with power and knowledge to
constitute the oppression of those ‘others’ in our society, serving to marginalise, silence and oppress
them. Control of knowledge can be perceived as a form of oppression—only certain groups have
access to certain knowledge. Those in positions of power of decision are responsible for the
assumptions that underlie the selection and organisation of knowledge in society. In this regard, it
could be argued that through discourse, the nexus power/knowledge might constrain or support
agency in the decision- making process and afford either prominence or invisibility to L2 studies. These
power/knowledge relations have implications for the way school leaders’ position themselves and
present information within and across communities of practice [ibid]. Differences in the discursive
rules that govern such institutions may cause clashes in their interactions and hinder information
seeking and sharing (Heizmann,2012). As a result, head teachers and practitioners are required to
adopt legitimation strategies that augment the authority of their knowledge and/or foster alignment
(Olsson, and Heizmann, 2015). Consequently, it becomes apparent not just how (de-)legitimation
strategies are an important aspect of schools’ decision-making, but also how these practices help to
replicate power/knowledge relations. In every society the production of discourse is at once
controlled, selected, organised and redistributed according to a certain number of procedures, whose
role is ‘to avert its powers and its dangers, to cope with chance events, to evade its ponderous,
awesome materiality’ [Ibid]. When senior leaders draw on the existing discourses relating to MFL,
practitioners, in turn, draw on their own discursive engagements to make sense of and evaluate the
credibility of what is being said. This is the nature of intersubjectivity: that individual statements and
evaluations, whilst they may be uniquely in their own right, are nonetheless constructed from social

components ([ibid]; Deacon & Parker, 1995).

The findings, specifically in school A and C, as discussed earlier, also suggest that the heads of MFL
implicitly comply with the decisions taken by their heads of school. As Hutcheon (1991) asserted,
discourse is more than a tool of domination, it is both an instrument and an effect of power and
ideological control. It is a tool for the social construction of reality (Foucault, 1978; Pitsoe and Letseka,
2012). Indeed, the discourse perpetuated by most head teachers in relation to provision of MFL in
post-14 education, inadvertently informs, influences, and shapes all practitioners’ identity to the point

where the latter act out and behave according to what has been labelled as acceptable and true about
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second language provision. Discourses, in turn, are shaped and informed by practices, which then
enter into power relations (Pitsoe and Letseka, 2012). One does not have more or less power than
the other but each equally shapes the other (Foucault, 1977). The gathered data also suggests that
the education system, whilst controlled by the state, works to maintain relations of power throughout
the society as a whole. Hence, the official discourses of the state relating to educational policies (e.g.
curriculum provision and systems of assessment or school management) are obvious instances in
which discourse becomes the instrument and the object of power (Ball & Goodson, 2007:177). And
this achieved not only through the imposition of performative measures, but also through
examinations. In school A exams are perceived as a means to exclude many from taking language
qualifications, as illustrated by the head of MFL:’ | do think that in a lot of ways the exams are written
in an elitist way, and some students will just experience such a feeling of failure, GCSE exams are so
much harder, it's seen as they will get half to a whole grade less in their GCSE languages’. Equally, in
school C, when questioned, on the difficulty of the exams and the impact this might have in terms of
what to offer to their students, the reply from the head of MFL was striking: ‘No, the school will offer
different subjects. But it doesn't know your [the students] particular strengths and weaknesses, and
you're almost starting all over again in year nine, which is really quite a crucial year for bridging KS3
over to kS4. So, | think just that whole set up, the school system set up, I, | don't think helps’. These
extracts suggest that MFL learning practices define a discourse of power which is an effective
instrument for the formation and accumulation of knowledge, through assessment and reporting
procedures, such as examinations and compliance with centrally imposed accountability measures
(Foucault, 1994). Foucault (1991a) perceives examination as a ‘normalising gaze, a surveillance that
makes it possible to qualify, classify and punish’ (p.184) and there are various formalised and ritualised
examinations in MFL, but it is also important to note other forms that examination occur. Foucault
refers to the school as an apparatus on uninterrupted examination, which is woven in to the very
fabric of schools and education. Undeniably, the concept of subject and power is strongly connected
with the idea of discourses. Foucault asserts that this notion of technologies of power, such as
implementation of methods of teaching and management, determine the conduct of individuals and
submit them to certain ends or domination, an objectivising of the subject' (Foucault 1997: 225). It
could be said that examination and other policy tools work explicitly as a means to control the
individual, through normalising procedures. Normalising refers to a corrective mechanism of power
that serves to alter behaviour through means of minor punishments (Niesche & Gowlett, 2019). These
may work on different elements such as time, activity, behaviour, speech and on the body itself.
Procedures are then set up to monitor indiscretions according to these rules and structures [ibid]. As

an example, and relevant to this study is the requirement by OFFSTED to include the Ebacc in its draft
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inspection Framework of 2018 and the government’s ambition for 75% of year 10 pupils in state-
funded mainstream schools to start studying EBacc GCSE courses nationally by 2022 (taking their
exams in 2024), rising to 90% by 2025 (taking their exams in 2027). The findings from this study, as
indicated in the previous chapter, demonstrated that all the three participating schools comply with
the requirement, and despite not agreeing, as noted by the head teacher in school B, compliance was
sine qua non, otherwise the school would be in ‘hot water’. Unquestionably, the views of the
participants clearly show them as dominated by a technique of power, such as the examination

process. In Foucault’s words:

‘The examination is the technique by which power, instead of imposing its mark on its
subjects, holds them in a mechanism of objectification. In this space of domination,
disciplinary power manifests its potency, essentially by arranging objects. The

examination is, as it were, the ceremony of this objectification’ (Foucault, 1991a:187).

In this regard, the framework, or the examination works as a means to normalising judgement on both
students, teachers and senior leaders. Students are expected to perform against such set of criteria
clearly defined and in turn, schools implement policies round expected adherence to these very same
policies. In turn, practitioners are then expected to enforce such policies or set of rules and head
teachers discipline and draft up the relevant policies. The aim is to correct or reduce certain
behaviours with associated punishments. The analysis of these techniques of disciplinary power led
Foucault to conclude that power is not primarily located in structures or in an all-powerful state
apparatus (Wright, 2003). Rather institutions act as specific sites where particular techniques of power
are channelled and brought to bear on individuals in systematic ways. Through its architecture, its
organisation, its curriculum and daily practices, schools become a disciplinary site which draw on

‘discourse’ to legitimate its existence and to define what it does [ibid].

As stated earlier on, the data from school A demonstrates that language studies are only offered to
those in the high ability range (head of MFL). Thus, specific pedagogical practices in MFLs, such as
these, and which are associated with assessment and the organization of classes based on ability, can
be seen through the lens of Foucault, as a means to produce 'normalising’, 'regulating’, 'classifying’,
and 'surveillance' effects [ibid]. In other words, the curriculum leads to compliance and importantly
without appearing to be coercive. Therefore, this framework assumes that bodies are socially
constructed and controlled and managed through regulatory policies and discursive practices (Olsson
and Heizmann, 2015; Foucault, 1979). Discourses are not only realized in ‘the textuality of
representation and knowledge, (Hook,2007: 179), but also they become a technique of power in

regulating principles and actions of institutions, in forms of everyday practice and in actual material
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arrangements’ [ibid]. At the same time, some ideas and practices have been excluded. Hence certain
assumptions have been grounded in educational discourse, to name a few: particular knowledge as
more important, more sophisticated, more legitimate; and the inferiority of particular people within
education. This is the case of the importance afforded to core subjects with a devaluing of second
language studies reflected in fewer options and reduced curriculum time, as pointed out by the head

of MFL in school B:

‘State schools for a long time have learnt to follow government performance measures in
shaping their curriculum. So when we have the main performance measures being five A stars
-to Cs at GCSE, a lot of schools shape their curriculum to ensure that as many students possible
get five A stars at GCSE... When Progress 8 came along, we reduced the number of students.
So, the number of GCSEs our students do by one. So, we reduced the number of choices,
increased the amount of time given to English, Maths and Science because of their heavy
weights in the back. And therefore, what you ended up with was a situation where if students
are pushed into an Ebaac curriculum, they have fewer optional subjects. The result, which of
course squeezes out or makes life more difficult and makes fewer students study some of

those additional areas of the curriculum, such as languages, which are really important.’

These exclusions function as rules for reinforcing and complimenting each other in the perpetuation
of the dominant form of educational discourse. Institutions, such as schools reinforce our present-day
acceptance of learning, thinking, education, advancement, privileged knowledge, and human
inferiority (Cannella, 2000). Furthermore, disciplinary technologies of education® reinforce this
discourse by creating human bodies that in the educational context attempt to improve themselves
to become objects to be shaped and controlled[ibid]. And this is the case in this study, in particular
the heads of department in schools A and C, as they saw themselves as vectors of compliance, at the
whim of their school leaders or central government. Foucault acknowledges a body that is constituted
by the workings of disciplinary power on the physiological body, which create a sense of an inferiority
that in turn operates as an instrument for the exercise of power on the body. Thus, for Foucault, the
body is both corporeal and social (Dale, 2005). The relationship between the body and power in a
disciplinary regime, is one in which the body is isolated, has its freedoms constrained when it is placed
in a whole network of normalizing disciplinary techniques with the end goal of conforming to the
established norms turning it into a productive cog in the social apparatus (Foucault, 1975). Thus, the

reasons in which these disciplinary techniques work so efficiently is that ‘punishment’ acts in depth

39 Foucault’s work Discipline and Punish: the birth of the prison (1979) recognized the application of this notion of disciplinary technology
to education. These can be described as objectifying practices in a culture that would produce docile bodies, the formal techniques and
operations that create human bodies as objects to be moulded (Cannella, 2000).
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on the heart, the thoughts, the will, the inclinations’ (Foucault, 1975: 16). Through ‘disciplinary
architecture’ (Foucault, 2007), a study conducted by Godfrey et al., (2012) illustrated clearly how the
range of practices that render the body governable, create a ‘docile, uniform, military body’
disciplined, standardized, and substitutable military unit of labour, where bodies are divided and

partitioned into visible, standardized units (p. 552).

Equally, the educational machine carefully crafts ‘docile bodies’ through discourses that work to
normalize the low status associated with MFLs in relation to other subjects[ibid]; senior leaders’
actions are enacted according to accountability measures imposed by central government, and in turn
L2 practitioners become restricted in their own action due to the impact of these same measures (see
chapter 2.2). Undoubtedly, the findings are suggesting that the conformity of both school leaders and
practitioners is a direct result of the ‘docility’ of their bodies. Moreover, and specifically regarding
language studies, the practices in place within institutions, such as examination procedures,
curriculum frameworks and performative measures, could be perceived as disciplinary technologies
imposed on the bodies of both practitioners and school leaders. These technologies, such as the
conceptualization and practice of curriculum development, the implementation of methods of
teaching and management, and the proliferation of evaluation as educational practice, construct an
invisible power, creating individuals as bodies to be controlled (Cannella, 2000). At the height of their
efficiency for control, these technologies require standards that are used to determine the ‘normality’
of bodies that are observed and, from these standards, expectations for judgments and for the
construction of what is ‘normal and acceptable’ emerge [ibid]. Arguably, school leaders were given
more autonomy. However, the findings in this study suggest that through technologies of control, and
through its many institutions the state continues to bring all aspects of life under its controlling gaze
(Foucault ,1980a). Through disciplinary techniques, power becomes a source of social discipline and
conformity that together creates a ‘discursive practice’ or a body of knowledge and behaviour that
defines what is normal and acceptable and is always in constant flux (Gaventa, 2003; (Dreyfus and
Rabinow, 1983). These techniques are institutionalized everywhere, particularly in schools, but more
importantly, they are internalized in individuals through self-regulating behaviours (Foucault, 1980).

The appraisal process clearly mirrors this regulation of behaviours and the constant need to conform.

Foucault’s analysis of discipline (the power) is oriented towards knowing, mastering, and using
disciplinary technologies; the system of knowledge that facilitates the successful implementation of
disciplinary power, shows how technology is involved in a process of subjection (Foucault, 1975:143).
Such conformity is achieved by constructing conceptions of normality and deviance; power makes the
norms appear moral or ‘right’ and creates the desire to conform to these norms. This plays out in this

study, as the accountability measures placed on head teachers facilitate compliance, thus the lack of
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affordance given to MFLs become ‘normalized’ and institutionalized. Such desire to conform leads
individuals to sustain their own oppression voluntarily, through self-disciplining and self-surveillance.
Self-monitoring is therefore achieved through practice and crucially through discourse. Individuals feel
compelled to regulate their bodies to conform to norms, but also to talk about what they ‘should’ and
‘should not’ do and to ‘confess’ any deviation from these norms (Foucault, 1977,1978; Gaventa,2003).
Foucault’s notion of the societal disciplining of bodies (Eick, 2004: 86-93) can therefore generate
further insight into how processes of affordance or invisibility of MFLs are negotiated by bodies. This
is mirrored further in this study, by way of considering the differences of ‘discourse’ between those
with an invested value in MFL, such as heads of department and the discourse of head teachers that
appear to reproduce prevailing socio-cultural beliefs and attitudes (Goldstein, 2004). The ‘English is

enough’ mantra (section 2.4) also mirrors such an assumption.

Conversely, the head teacher in school B commented on the benefits of learning a second language:
‘The breadth of formation that language confers culturally... my own conviction is what | can see it
[languages] do for people.” He added further: ‘this lunchtime, | was talking to a lad who came up to
me. He's in year 11 now. ... He's doing A level, he wants to do business studies, French and geography.
And | said, why is that? He said, well, | want to go and study in Canada. And | thought, that's it. There's
a fifteen or sixteen-year-old boy, who says, | want to go to university in Canada. And he can do that
because he's going to learn French. And | think that's amazing’. In this regard, discourse, as perceived
by Foucault is an instrument of power that can both oppress and liberate and create a space of conflict
that sets out rules as a means of excluding inappropriate speech and speakers (Eick, 2004:85).
Therefore, discourse is a site of power and resistance and affords the opportunity to avoid, disrupt or
challenge power strategies (Gaventa, 2003). Foucault advocates that acts of resistance ‘can only exist
in the strategic field of power relations’ (Foucault, 1978:96). This does not imply that actions are
always passive or bound to defeat. In fact, there are many forms of resistance that are adequate for
everyday political relations. As an example, heads of languages can design cross curriculum events,
where by the profile of language studies is raised. Each relationship is accompanied by an opportunity
to resist through the implementation of different strategies. It is therefore important for MFL
departments to take every opportunity to promote language learning, through exposure and original
pedagogic practices that might encourage students to take up languages beyond post-14 education.
Foucault underscores the role of resistance as a constituent of relations of power, whilst stressing the

complexities of power's strategies (Foucault 1998).

Power/knowledge can explain that discourses are constructed in a number of possible ways (Ball,
1999b): discourses are neither about objects, nor they identify them: rather ‘they constitute them and

in the practice of doing so conceal their own invention’ (Foucault, 1972:49). Ball (1990) explains that
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this is because ‘discourses constrain the possibilities of thought. They order and combine words in
particular ways and exclude or displace other conditions’ (p.2). This is also corroborated by Gold and
Evans (1998) who assert that in education ‘dominant discourses are often so powerful that the
dissenter finds it hard to voice dissent articulately or objectively’ (p.9). Discourses also stand ‘in
antagonistic relationship to other discourses, other possibilities of meaning, other claims, rights and
positions’ (p. 18). In MFL, dominant discourses prevail and regimes of truth are constructed through
the effects of true/false distinctions, through which people govern themselves and others (Ball,
2006a:49). Despite research in the field of MFL pointing to their importance within the NC, the current
trend nationally (sections 2.1 & 2.2) seems to suggest a relegation whereby languages are often
carefully placed under specific blocks, so that students only choose the subjects that will lead to
greater school performance. And this is done under the direction of such ‘voices’. This was
corroborated by the senior leader in school C, when referring to the Progress 8 measure: ‘I think it is
a good thing. | think it works a lot better..., but you can fill those eight buckets*® [subject areas] without
a language and that's the difference’. Discourse, unquestionably, is interwoven with power and
knowledge to constitute the oppression of those ‘others’ in our society (Foucault 1978). They serve to
marginalise, silence and oppress those ‘others’, and this suggests that subjects that follow the norms
of society can be made to live and be invested in [ibid]. Conversely, those categorised as ‘abnormal’
will be ‘let to die’ through disinvestment and simultaneously through juridical power can be made to
die [|Ibid\: 144]. The task for the educator is to discover the patterns and distributions of power that
influence the way in which a society selects, classifies, transmits, and evaluates the knowledge it
considers to be public (Pitsoe and Letseka, 2013). Thus, discourse ultimately is used to control not just

what but how subjects are constructed.

The potential to explore the reasons behind the downward trend in language studies, in post- 14
education in England must take into consideration this idea of discourse, as an institutionalized way
of speaking or writing about reality that defines what can be intelligibly thought and said about the
world and what cannot (Foucault, 1998). Equally, and whilst every context of practice typically
manifests a variety of discourses, there is also an 'order of discourse' (Fairclough,2003:2) that reflects
the authority relations of these discourses and their relative importance in specific contexts. In
Heizmann's study (2010, 2011,2012) of human resources, professionals uncovered the predominance

of one discourse in a way that privileged particular information practices and relationships over

40 The Progress 8 measure is designed to encourage schools to offer a broad and balanced curriculum at KS4,
and reward schools for the teaching of all their pupils. The measure is based on students’ progress measured
across eight subjects: English; mathematics; three other English Baccalaureate (EBacc) subjects (sciences,
computer science, geography, history and languages); and three further subjects, which can be from the range
of EBacc subjects, or can be any other approved, high-value arts, academic, or vocational qualification.
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others. This is mirrored in the school environment, as the latter is also governed by discourses at
government level that in turn inform most if not all school settings, in conjunction with school leaders’
own discursive stances. The findings in this study are no exception to this, despite a strong belief by
all the participant in the value of MFLs. Consequently, head teachers’ discourses take a normal and
foreseeable authority in their own setting. This emphasizes how 'power is exercised through a set of
interpretive frames' that practitioners come to accept and incorporate 'as part of their organizational
identity' (Mumby & Clair,1997:184). Equally important is to recognise that individuals may engage
with multiple discourses, sometimes even apparently contradictory ones®. This is also illustrated in
the findings, namely in relation to the head teacher in school A where in one hand, he claimed to be
‘fully committed to the whole Ebacc curriculum, we found that by specialising they[students] will be
more successful that way’, and in the other hand and in terms of curriculum provision, he added that
students are only included in MFL studies, when’ we know they are going to be successful ...". This
multitude of discourses is unquestionably present in secondary education, specifically in relation to
decision-making in second language studies, where there are many examples, such as these, of school

leaders and practitioners with conflictual and contradictory views.

In considering the textual representation of actions and interactions 'we ought to be concerned with
the processes of producing and interpreting texts, and with how these cognitive processes are socially
shaped and relative to social conventions' (Fairclough,1989:19). Therefore, in order to see the way
power operates, it is paramount to understand language as discourse, as the latter shape the power
relations that characterise a particular domain of practice. Through the understanding of the 'order of
discourse' (Fairclough, 2003) and the discursive rules that help constitute it, it is then possible to see
why particular truths may reach a taken-for-granted status in relation to decision-making in the field
of MFL, thus potentially refuting and or ostracising other voices and ‘truth’ claims (Olsson, &
Heizmann, 2015 [online]). In this context, researchers can look for different meanings in the discursive
negotiations of individual speakers, such as senior leaders and heads of MFL [ibid]. Differences in
discursive rules can create clashes in the interactions between different communities of practice
leading to challenge each other's legitimacy and the resulting tensions that emerge (Heizmann, 2010;
2012). This can occur between heads of languages and their school leaders. The latter position their
heads of languages as: ‘vectors’ of compliance with the accountability measures imposed by central
government. In school A, the support given by the headteacher to his head of MFL is conditional : ‘If

K. wasn’t of the quality she is, | would have an issue with that, but because she is so good | would

41 |n Olsson's (2010b) study of theatre professionals' sense-making of Shakespeare, every participant at some point in their interview
emphasised the importance of a performance being faithful to the true meaning of Shakespeare. The views of the participants were
conflictual and highlighted the dynamic and political nature of discourse. Balancing the contradictory demands of these two discourses
clearly served an important social function within the theatre companies [ibid].
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always listen to the head of MFL and if they feel they had both a specialism and there was a need — it
was meeting agenda needs — then | would respect that’. And this can be a cause for tensions between
both stakeholders. Therefore, the concept of discourse is then defined as a way of thinking about the
dynamics of power within school decision-making regarding L2 studies in post-14 education. And
power is insidious and its relations of power do not openly emanate from a sovereign source, but
rather they masked as forms of truth and knowledge (Foucault, 1990). In this regard, the discussion
ensues with considerations of the status of truth and the economic and political role it plays and how

inevitably it affects institutional level decision-making.

5.3 The status of truth
Foucault claimed that power circulates through institutional practices and games of truth and across

regimes of truth (e.g. neoliberalism, science, religion, etc.) to give the appearance of reality. Fejes and
Dahlsted (2013) referred to a regime of truth as the ‘organized and routinized way in which we learn
how to do things... [that] can be identified through discursive and non-discursive elements that can
be part of, but can also be linked to and through, the practices of an institution’ (p. 21). The findings
suggest that the senior leaders in this study, despite their personal convictions on the values of second
language studies, their practices are constrained by such ‘regimes of truth’ with negative
consequences for the provision of MFL in post-14 education. Both school leaders in school B and A
respectively believed this to be the case as seen by the ensuing extract: ‘Well, | guess | guess as much
as | can... as a teacher, | have an external accountability, so, you know, | can't say, well, this is how |
think it should be; ‘... it’s a case of trying to drive what one believes to be the right education for young
people’. The use of the word trying is indicative of his predicament. Since MFL studies becoming
optional in post-14 education (Parrish, 2018), it could be argued that the discourse on the value of
languages has shifted to give greater visibility to core subjects. This has affected curriculum provision
in all secondary schools. But more than that, it has led to a legitimisation of a new ‘truth’ that is
embodied in the fabric of the institutions and society, on the whole. The data in this study suggest
this shift, particularly when linked with performative measures, despite personal beliefs or values,
held by the senior leaders. These institutional practices are defined by recognizable sets of
relationships or ways of being between subjects and objects. Schools have institutional structures,
where power/ knowledge is bound together to form an institution reflective of a regime or ‘regimes
of truth’, with individuals subjected to specific truths and practices that make them recognizable
subjects. In turn, subject positions or who individuals present themselves to be, give legitimacy to
particular knowledge so that individuals understand who they are as premised on certain ‘truths ‘and
revealed in specific institutional practices. This is particularly manifested, in the effectivity of measures

such as league tables (Ball, 2016) and it plays out in the findings, as all the head teachers comply with
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measures imposed, otherwise and as stated by participant B, the school would be in ‘hot water.
Foucault’s early work claims that truth is ‘centred on the form of scientific discourse and the
institutions which produce it’ (Foucault 1980: 131), and that it is ‘subject to constant economic and
political incitement’ [ibid], implying there is a demand for truth (Ball,2016[online]). He asserts that
‘Power never ceases its interrogation, its inquisition, its registration of truth: it institutionalises,
professionalises and rewards its pursuit’ (Foucault, 1980:131). To critically understand power in light
of institutional level decision-making is not only to seek some ‘absolute truth’, but rather a means of
extricating the power of truth from the forms of hegemony, social, economic, and cultural, within
which it operates at the given time’ (Foucault, in Rabinow 1991: 75). Foucault maintains that truth,
morality, and meaning are created through discourse (Foucault, 1977). The latter set in motion
particular truth claims that draw on types of language, to statements that frame what can be said and
thought in relation to certain phenomena. It is, as discussed, a complex set of arrangement,
mechanisms and practices that involve some statements whilst disregarding or excluding others.

Foucault states:

‘Discourses are composed of signs; but what they do is more than use these signs to
designate things. It is this more that renders them irreducible to the language and to

speech. It is this ‘more’ that we must reveal and describe’ (Foucault, 2002: 54).

What Foucault is suggesting is that while language is important, it is the use of such language to
produce meaning and power effects that is rather crucial. Hence Foucault challenges the notion that
policy and decision-making process is based on irrefutable evidence or truth, because these are used
and created within the limits of the discursive formations, so that the ‘truth’ conforms to the rules
and norms of the discourse. In his words, ‘the will to truth’, the effect of which is to mask the
discursive formations (Foucault, 1970:56). Foucault does not provide a definition of truth; rather, he
offers a multi-faceted characterisation (Prado, 2006:81). In the representation of judgement and the
practices of evaluation and comparison, truth articulates our ‘discursive currency (Ibid:80), ways of
thinking and talking about ourselves, to ourselves and to others — ‘a regime of truth offers the terms

that make self-recognition possible’ (Butler, 2005:22).
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Truth®? is the means by which, each is sanctioned and transcends politics, and thus it perceives power
as an everyday, socialised and embodied phenomena (Foucault, in Rabinow, 1991:75). My findings
demonstrate that ‘ Truth®® is the means by which, each is sanctioned and transcends politics, and thus
it perceives power as an everyday, socialised and embodied phenomena (Foucault, in Rabinow,
1991:75). The ensuing comment of the headteacher in school A regarding Progress 8 measure, who
believed that it was ‘morally abysmal’ because it has led to ‘30% of students nationally leaving school
with no qualification. That is outrageous... as | say a third of children end up with grade U’s, [and that]
is disenfranchising the most disadvantaged which is immoral.” Nevertheless, the school continues to
be measured, but the students are guided as to what to choose or not, as | discussed earlier. In this
context, in post-14 education, preference is given to other subjects, rather than languages, where
exam performance is higher (see chapter 2.2). The head teacher of school C has also corroborated this
stance, as illustrated here: ‘I think it is a good thing. | think it works a lot better. So, yeah, but you can
fill those eight buckets [reference to the structure of Progress 8] without a language and that's the
difference’. In a Foucauldian sense, truth is both a ‘system of exclusion’ and constraint (Foucault,2013:
2) which is exercised in other discourses and on a whole series of other practices’ [ibid]. In MFLs, and
as evidenced by the gathered data, the ‘truth’ claimed by leadership teams regarding their value works
as a constraint, as it leads to the invisibility of this area of the curriculum. Truth refers to the status of
those who are charged with saying what counts as true (Foucault in Rabinow, 1991). Decision-making
in schools does not escape such assumptions. When considerations are given regarding which
languages to offer beyond KS3, school leaders’ discourses claim a ‘truth’ that appears to serve the
interests of their schools, in terms of funding, which in itself is related to the performance of their
students. Such ‘regimes of truth’ evolve from scientific discourse and institutions and are continuously
secured and redefined throughout the education system, the media, and the fluidity of political and
economic ideologies [ibid]. Thus, the quest is not for absolute truth but rather about ‘the rules
according to which the true and false are separated and specific effects of power are attached to the
true’ (Foucault in Rabinow, 1991; Valikangas & Seeck, 2011 [online]). It is a quest for the status of
truth and the economic and political role it plays [ibid]. Hence, the creation of social and educational
institutions is part of the power struggle to establish, expand, and sustain specific notions of truth

through control over the power of legitimacy. Foucault (1972) notes that truth should be understood

42 Truthisa thing of this world: it is produced only by virtue of multiple forms of constraint. ... power produces reality; it produces
domains of objects and rituals of truth; the individual and the knowledge that may be gained of him belong to this production' (Foucault
1991: 194).

43 Truthisa thing of this world: it is produced only by virtue of multiple forms of constraint. ... power produces reality; it produces
domains of objects and rituals of truth; the individual and the knowledge that may be gained of him belong to this production' (Foucault
1991: 194).
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as a ‘system of ordered procedures for the production, regulation, distribution, circulation, and
operation of statements’. Every education system is a political means of maintaining or of modifying

the appropriation of discourse, with the knowledge and the powers it carries with it (Foucault, 1972).

In this study the search for truth relates to raising school leaders’ awareness of the value and
usefulness of MFL studies in post-14 education against legitimized dominant ‘truths’ that continue to
inform policy and decision-making. These legitimised truths or ‘will to truth’ (Foucault, 1972: 218)
emphasize that true discourse denies any ties to power because it is ‘true, as it gains a taken-for-
granted status in a given domain of practice, thus potentially negating and/or marginalising other
voices and truth claims. The basic assumptions underlying educational discourse have imposed
themselves on us, thus they are not recognized as masking forms of power [ibid]. Indeed, the
perception of some of the student body regarding the importance of core subjects in detriment of
language studies is reflected on their views of MFL studies, as illustrated by the comment of the head
of languages in school B: ‘everyone speaks English.’. Equally in school A the general students’ views of
MFL can be negative, as shown in this extract: ‘we don't need to [learn another language]. Therefore,
there's a perception that we don't need to. Therefore, you know, you don't bother, type thing’. What
must be emphasized is that whilst senior leaders might value language studies, their policies and
subsequent discourses do not reflect such values, but rather they reinforce the values placed on core
subjects. And although this may not be intentional, it is perpetuated and legitimized, hence accepted

as a ‘truth’.

Although challenges to regimes of truth are offered, society continues to function as if these
assumptions represent a true discourse (Cannella, 1991)*. By seeking head teachers’ views on what
informs their decision- making, the aim is to challenge these so-called ‘truths’ and promote dialogue,
collaboration, reflection and ultimately action (Freire, 2000). And this can be achieved by affording
senior leaders with an opportunity for reflection on the working of their institutions (Ball, 2006).
Specifically, the opportunity is afforded to think about the ways in which current structures construct
and may constrain possible modes of action and being; school leaders and heads of MFL become
deeply engaged in a critical process that entails ‘analysing and reflecting’ on what informs and limits
their decision-making and its impact on the lives of their students (Foucault,1974: 45). Such reflective
action is in alignment with Foucault’s notion of critique, ‘the art of voluntary insubordination, and a
practice of reflective intractability’ [ibid:3]. Namely, the essence of this process is on ‘the critique of

what we are’ and ‘the historical analysis of the limits that are imposed on us and an experiment with

4 Foucault offered an explanation as to how such influences work, by referring to pastoral power* (Foucault 2007: 175, 130). According
to Foucault, the techniques used in pastoral power are present in various institutions and practices (p. 199). In the present context, this
links with the beliefs on the values of L2 studies and how such beliefs impact upon ILDM by legitimizing knowledge with ‘truths’ accredited
by experts and authorities in their pre-eminent institutional sites and subject positions (Valikangas and Seeck, 2011 [online]).
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the possibility of going beyond them’ (Foucault, 1997¢:306). Therefore, both school leaders and Heads
of languages can reflect on the social and political realities that affect their lives and how they impact
upon their decision-making (Freire, 2000) and potentially contemplate the possibility for change.
Dialogue*® becomes the vector for a change in discourse conveying a positive message about MFLs
beyond KS3. Moreover, by pulling out side-lined discourses and feeding them back to the participants
can facilitate beneficial changes to their decision-making practices that would otherwise not have
been considered (Olsson and Heizmann, 2015).Hence, in the next section, a discussion on the concept
of power and specifically, its entanglement with knowledge will ensue as well as an examination of
how such concept might constraint or support agency in the decision-making process regarding L2

studies (Gaventa, 2003).

5.4 Reflections on power/knowledge and its impact on agency
Foucault (1980) understands power as a relational force that permeates the entire social body,

connecting all social groups in a web of mutual influence. Power/knowledge is used as a form of social
control through societal institutions (Gaventa, 2003). It is therefore not surprising that the decision-
making process with regards to MFLs is not just a matter of individual choice, but rather a process to
which the individual appears to be oblivious to the conception of its own self. Power constructs social
organization and hierarchy by producing discourses and truths, where subjects become united under
such truths, thus compliant to those that direct them (Foucault, 2007). Certainly, the data in this study
rings true to this assumption, where heads of MFLs are constrained not just by government policy, or
lack of it, but by imposed decisions taken by their leaders, in their specific context. Indeed, the heads
of MFL in both school C and school A were very clear regarding their scope of action. The former
stated: ‘I don't have the final say, though. | don't, you know, I'm not in charge. | have to go with what
decisions are made by the school’. And the latter, when asked to comment on the difficulty of the
exams replied: ‘I don't really have anything to do with the decision making and we would absolutely
encourage anybody to take it. But at the same time, there is that feeling of taking lambs to the
slaughter sometimes’. In contrast, in school B, the head of MFL alluded to the fact that his views were
considered, but he acknowledged that there was more to the decision-making process, as illustrated
by his response: ‘What | mean is there is that decision making at school leadership level is informed
by more than the requirements of languages and the views of your head of languages. Of course. And
| genuinely feel this is a feeling. | genuinely feel that they must my teacher and my school leadership
team, that they do respect languages, they respect the team’. Undoubtedly the views of the heads of

MFL, in the three settings, they underscore a link between institutional level decision-making and

45 For both Freire and Foucault education envisages a society with individuals in constant dialogue with one another and where different
critiques have openly been played out, have come into collision with each other and have already gone through problems and conflicts
which are then reflected upon in the spirit of dialogue (Po Tao, 2010 [online]).
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performative measures imposed in schools. This is seen by Foucault(1991a) as the way power operates
through particular technologies and regimes to create different types of individuals. As Foucault says,
‘Discipline ‘makes’ individuals; it is a specific technique of power that regards individuals both as
objects and as instruments of its exercise (p.170). Contrasting with mainstream theories of power
which focus on what power is, who exercises it, how it is distributed and who gains and lose from its
use, Foucault sees power as ‘ubiquitous’ and beyond agency or structure; he perceives it as a nominal
construct: ‘power is not a thing, an institution, an aptitude or an object’ (Foucault, 1979: 93); it is a
productive social force. It is political in that it is used to govern or structure the lives of individuals,
and it determines the nature of our societies; it appears to be fundamentally disparate and diffuse; it
is everywhere because it appears to be everywhere (Foucault, 1994: 202). It ‘circulates’ or flows
though the entire ‘social body’ by a multiplicity of mechanisms and archipelagos of localized power
relations, each of which exercises its own relational forms of power (Foucault, 1988: 38). Both
managers and managed, in this instance, both senior leaders and heads of MFL, are implicated in
power relations, where ‘the manager's autonomy becomes the teacher's constraint’ (Ball, 1993:118).
These constraints do not work coercively down from the state, but through ‘a bottom up, capillary
process of local and unstable relations’ [ibid]. Power refers to sets of relations that exist between
individuals, or that are strategically deployed by groups of individuals. Institutions, such as schools are
simply the crystallization of rather complex sets of power relations, which exist at every level of the
social body (Foucault, 2010). These power relations are self-reproducing and immanent, and they are
exercised within the sphere of education in a particularly meticulous way, proliferating through the
system [ibid]. The educational management becomes the new Panopticon in contemporary society,
and under its influence power is exercised efficiently, just as teachers, specifically in MFL, lose their
freedom (Ball, 1990a). In the findings relating to this study, and previously discussed, the continuous
response to the various accountability measures, assessment procedures and league tables (Niesche,
2011) ensures a form of control exerted by the state on both senior leaders and heads of languages.
In this regard, in school A, whilst complying fully with the measures imposed, the options form for
students are devised in such way that low ability students can avoid selecting languages in post
compulsory education, despite the Ebacc, which requires at least one language to be taken. As stated
by the head of languages: ‘Generally, what happens is, yes, they have a choice, but they are put there
strongly advice that they're given a pathway depending on their ability, depending on their setting.
They are given an options form which reflects their ability basically. So basically, only those students
who we feel are capable’. Equally, to comply with the Progress 8, the structure of this measure is such
that also enables students to avoid MFL studies, whilst both teachers and senior leaders are still

following the imposed regulations. Undoubtedly the pressures of the ‘surveillance are reflected in the
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way the practical application of these measures occurs. The ‘panopticism’* describes the architectural
phenomenon of Jeremy Bentham’s Panopticon as an instrument of power. The effect of this structure
was to ensure that the prisoner is always under surveillance and never knowing when they are being
observed by the guard. It only requires one guard to maintain this operation of power for sometimes
hundreds of prisoners. In light of the findings it could be argued that accountability measures ensure
surveillance in schools. This permanent visibility is seen by Foucault as the automatic functioning of
power, that is independent of the person exercising it for it does not matter who the person is. It is
here that power is visible and yet also unverifiable and extremely efficient (Foucault, 1991a: 201). |
argue that, like prisoners in Bentham’s (1787) Panopticon, schools and their school leaders adapt or
ultimately change their systems and behaviours so that they can perform in accordance to the
imposed measures. The findings illustrated this ‘docile’ behaviour, even in school B, where the
leadership is openly supportive of MFL provision in post 14 education. | referred earlier on to senior
leader B stating that his school would be in ‘hot water’ if to follow only his own personal values and
beliefs. Indeed, the Panopticon offers an effective and efficient tool for organizing bodies and
maximizing their powers since it produces an environment where surveillance leads to acceptance of
regulations resulting in a docile and disciplined mindset. It is thus a type of power, a strategy and a
kind of technology. The actions of the observer are based upon this monitoring and the behaviours he
sees exhibited; the more one observes, the more powerful one becomes (Foucault ,1977). The
subjected individual is coerced into governing him or herself, which reduces the amount of external
physical force needed to govern their behaviour. Comparably, school leaders and their teachers
become subject to supervision, and they are also coerced into assuming the ‘proper’ behaviour. The
monitoring machine, where individuals overtly spied, is replaced by a transparent building in which
the exercise of power may be supervised by society as a whole [ibid:207]. Therefore, this study is
conceptualised within this’ Foucauldian’ concept of power which is more nuanced and deeply inserted
in the institution and its individuals (Clemitshaw, 2013). The challenged nature of school leader’s
decision-making emphasises the influence of social micro and macro settings, historical forces, and

the impact of power on decision- making processes (Kwon, Clarke and Wodak, 2009).

5.5 Knowledge an exercise of power
A consistent theme through Foucault’s work is the idea that belief systems gather momentum and

therefore power through their normalization, such that they become ‘common knowledge’ and that

certain contradictory thoughts or acts can become ‘abnormal’ or ‘impossible’. Because this form of

46 ‘Panopticism’, ‘a type of power that is applied to individuals in the form of continuous individual supervision, in the form of control,
punishment, and compensation, and in the form of correction, that is, the modelling and transforming of individuals in terms of certain
norms’ (Foucault,2002: 70) where ‘panoptic’ refers to ‘seeing everything, everyone, all the time’ (Foucault,2006:52)
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power covertly works through individuals and has no particular locus, resistance to this power
essentially serves to define it and in itself is only possible through knowledge (Foucault, 1979; Foucault
and Rabinow, 1984). In relation to this study, knowledge is not detached and independent: it is integral
to the operation of power (Townley, 1993). Through discourse, senior leaders’ knowledge has gained
status (Foucault, 1970). It has been legitimised and given authority (Ball, 1993), within their
institutional practices. Thus, knowledge become a form of power and can be gained from power
(Townley, 1993). By critically examining and questioning the social construction of knowledge and
curricula, and expose who defines worthwhile knowledge and why, it is then possible to expose how

power is produced and reproduced through education (Knights & Willmott, 1985).

Knowledge, in a Foucauldian sense is something constructed by humans, in the service of power.
Therefore, what is understood by society as knowledge is really just an exercise of power. It is
power/knowledge. This nexus is both constructed and perpetuated by discourses. Something
becomes legitimised as knowledge from the way it is spoken about and this is applicable across all
levels of society, and specifically relevant in this study, in the field of MFL, in post-14 education.
Crucially, these claims to knowledge advance further the interests and power of dominant groups
whilst eroding the agency of others. In practice, this legitimises knowledge and the behaviour of
individuals is constantly sculpted to ensure they fully internalise the dominant beliefs and values
(Foucault, 1998). In this regard, when considering the role of power and agency in shaping school’s
decision-making in relation to second language studies, | argue that the decision -making process is
underpinned by the normalization of beliefs which can lead to acceptance of normalised discourse
and a set of practices that in turn can either constrain or support agency in the decision- making
process. This is played out in my data, as decisions taken, namely by the head of school A and school
C, such as which languages to offer, or which students to include or exclude from the curriculum
provision in MFL is taken as a final decision and is granted legitimacy through existent educational
policies/demands that place headteachers as the ‘holders’ [my emphasis] of knowledge. Moreover,
the exam regime also constitutes the ‘norm’ despite being seen by the three participating heads of
languages and their students as challenging. In the words of the head of school A, ‘it is like taking
lambs to the slaughter’. Additionally, in school B, the head of MFL alluded to the negative impact of
the exams in both post 14 and post 16 education. He stated: ‘...so at KS4, yes! And at a level it's
catastrophic because at A level language is by reputation are really hard and they are much harder
than other subjects. | know that | teach at each other subjects, at KS5 as well. And the simple fact is
reputation that becomes a problem, because students are concerned that they won't get their three’
As’ to do a language or they won't get whatever it is they need to do a language’. Because head

teachers do not openly object to such practices, their discourse reinforces them further, and
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establishes them as absolute ‘truths’, thereby placing senior leaders with the power to speak and act
(Ball, 1993:108) and consequently reduce the voices of other stakeholders, such as, the practitioners.
Therefore, the power comes from the knowledge the observer has accumulated from his observations
of actions in a circular fashion, with knowledge and power reinforcing each other (Foucault, 1997).
Thus, knowledge may be understood as discourse and a set of practices that afford autonomy to senior
leaders in relation to decision-making regarding second language learning and at the same time quash

teacher’s voice (Ball, 1993).

Hence, it could then be argued that school leaders’ power to influence policies or curriculum
provision, although not coercive, can shape and normalize behaviours within schools, and this is
achieved by panoptic discipline (Schofield ,2009: Foucault, 2006,2002,1975) that in turn leads to
conformity by the internalization of this reality (Townley, 1993). Such power relates not just to control
which is achievable through imposition or restrictions and prohibitions, but rather ubiquitous
management. Rather than imposing restrictions, compliant behaviours are achieved through a
plethora of new concepts and explicit policy contexts (Ibid; Ball, 2006). This has implications, namely
for practitioners as their agentic power is eroded from any crucial decision-making that could change
the landscape of MFL in England (Parrish, 2018). What is particularly striking is that such behaviour is
accepted and normalized amongst the body of teachers, where often claims are made that languages
are not as important as English or Maths (Ball, 2006). Thus, Foucault’s thinking plays out in the
relationship between senior leaders and heads of MFL, and how elements of power and agency may
express themselves on these same groups of participants are crucial. It is also possible that there is an

interplay between these two groups.

Despite normalisation of behaviours (Ball,2006), there are nevertheless some elements of tension
between school leaders and heads of MFL. The latter have a vested interest in MFLs. However, this
will not be the primary motivation for heads of schools as they are likely not to put such emphasis on
MFLs as they have other issues to contend with around data (Education Datalab 2015; Glatter,
2012:564; Harris and Burn 2011; Lanvers, 2017b). Consequently, these two groups potentially
perceive the importance that might be laid on language teaching differently. In addition, this
perception of MFLs, correctly or not, together with a well- documented level of difficulty (Parrish,
2018; Taylor & Marsden, 2014; Thompson, 2016b) will impact upon school leaders’ decision-making
and will determine how much emphasis to place on language studies and consider that there are
subjects less difficult, hence improved exam performance leading to better positioning within league
tables (Parrish, 2018). It is clear that this notion of power is most important. Who holds the power of
decision-making, the heads of MFL or the head teachers? When such conflict arises, the power that

heads of MFL might potentially have in decision-making for their subject is rather questionable and
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often highly limited. However, more than considering where power resides, Foucault points to the
‘how’ of power; the practices, techniques and procedures that give it effect (Foucault, 1982:154).
Power is relational; it becomes apparent when it is exercised (Foucault, 1981:94). And because of this
relational aspect, Foucault argues that power can be explored through an analysis of institutions, such
as schools, which embody power relations, or in which power relations are reflected (Foucault,
1982:791). Power permeates all levels of institutional level decision-making (Foucault, 2010). In L2
studies, this power/knowledge nexus implies that state driven hegemonic power shifts from the state
to senior leaders and management teams and permeates institutional level practices and discourses
and consequent curriculum conceptions (Steinberg and Kincheloe, 2010). This apparent shift of power
is theorized by what Foucault refers to in the theory of governmentality (Johnson, 2013b; Pennycook

2002; Foucault,1991).

Foucault’s understanding of power as a relational network is perhaps manifested most clearly in this
concept. The emphasis on core subjects within policy and curriculum, in detriment to foreign
languages and other subjects, suggests an increasing governmentalisation of the state (Foucault,
2007). However, more than governing through policy decisions, institutional curriculum practices and
law-making, ‘government’ takes place in and through discourses and practices that inform actions and
are drawn on in our relations to ourselves (Fejes and Nicoll ,2008). In developing the term
‘governmentality’ Foucault combined the words government and rationality to understand this
specific domain of analysis. Thus Foucault (2007) uses the term government to refer to the concept of
the ‘conduct of conduct’ (Foucault, 1991b :341). This notion implies that government is acting on the
conduct of people, that is, how one governs the self. Governing, then, is the guidance of conduct,
where behaviour attempts to shape the field of possible action in relation to these repetitions. Besides
practices of government, it also entails practices of the self (Dean, 1999:12). Therefore, an analysis of
government is an analysis of those practices that’ try to shape, sculpt, mobilise and work through the
choices, desires, aspirations, needs, wants and lifestyles of individuals and groups’ [ibid]. In a’
Foucauldian’ sense, governing the forms of self -government presupposes the notion of a subject that

can actively govern his or her own self and his or her own subjectivity by means of structuring and

shaping the field of possible action of the subjects and affecting their conduct [ibid].

Governmentality then is about analysing how power operates through regimes of practices and
through the guiding of conduct throughout society and via a range of structures and institutions. The
applicability of analysing how power operates through various education policies and reforms has
been evident though exploring the changes in governing and governance of schools and education, in
section 2.1.1. The findings in this study illustrate clearly this theory. Namely they point to the way in

which the relationship between the school and the state have changed in recent years, as discussed
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in section 2.1.1, with respect to governmentality and surveillance: the relative loss of teacher’s
professionalism as evidenced in 2010, with the withdraw of policies on support and intervention was
terminated (Dobson, 2018), and the new framework for OFSTED led to greater focus on performative
measures, which translates into greater control of the state, with headteachers continuously
monitored and their decision-making subjected to the will of the state (Niesche,2011). Senior leaders
hold the ‘power’ of decision and are ‘free’ to enact their own policies within their contexts (Johnson
& Johnson, 205). However, | argue that they have become merely instruments of the state, through
an architecture of compliance, where the state unquestionably governs and monitors their ‘subjects’
(Niesche, 2011) and ultimately imposes its own will through shaping the behaviour of the individuals.
This is certainly the case in school C, that despite not having to comply with Progress 8 measure, due
to their vocational status, the SL nevertheless implemented such measure as it thought to increase
competition amongst the students, as evidenced by the following extract: ‘...we're not measured as a
studio school, but we do actually measure. So, all our students, they are very competitive. So, they
have a Progress 8 board, because actually quite often you find our higher achievers at the bottom of
the progress and our lower achievers, so quite often they're higher and that changes the mindset,

especially when you're competitive’.

Undoubtedly these findings give strength to the notion of education as an important part of
governmentality (Peters, Besley, & Olssen, 2009; Simons & Masschelein, 2006), and as a result had to
be considered, as there exist elements of disciplinary practice, as well as elements of sovereignty and
government in a triangular fashion (Niesche, 2015). School leaders are ‘caught up’ in this as they are
subjected to disciplinary practices, such as accountability measures and yet, they also subject others
to these disciplinary practices too [ibid]. Certainly, this is mirrored in this study where head teachers
appear to subject heads of MFL to these same disciplinary practices and constrain their agentic
practices. Equally, as a part of government at a distance, and through school development plans and
performance tables, head teachers are working with and through apparatuses of government forming
practices of the self for the improvement of their schools [ibid]. This implies that their schools are
closely monitored and school leaders are also supervised and subject to normalisation and hierarchical
observation (Niesche, 2011). And this is visible through an array of accountability measures, such as
policies on publishing league tables on schools, that place senior leaders under constant scrutiny, as
they are constituted not only as heads of their schools but crucially their bodies are implicitly ‘caught
up’ in the production of knowledge and truth about schools and their educational practices and
outcomes [ibid]. Head teachers are constituted as subjects through various leadership and educational
discourses, government tactics and practices of the self. Such regimes of truth play out in leadership

discourses, standards and competency frameworks that are constantly emerging [ibid].
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Unequivocally, the notion of governmentality reflects the view of power twinned with knowledge
where government is dependent upon particular ways of knowing, requiring vocabularies, ways to
represent that to be governed, and on ways of ordering populations/mechanisms to supervise or
administer individuals or groups (Townley, 1993). Regarding post-14 education, the impact of such
predicaments on MFL can be seen as devastating. Forms of accountability which are exercised through
league tables, Progress 8 and other measures (see sections 2.1 & 2.2), create tensions for head
teachers and heads of MFL. The data in my study shows that the pressures exerted by the EBacc and
Progress 8 measures were considered, by both school A and School B. But what is interesting is that,
school C does not have to comply, due their vocational status. However, the senior leader saw value
in implementing this measure at it was believed to increase competition amongst the students, as
evidenced by the following extract: ‘...we're not measured as a studio school, but we do actually
measure. So, all our students, they are very competitive. So, they have a Progress 8 board, because
actually quite often you find our higher achievers at the bottom of the progress and our lower
achievers, so quite often they're higher and that changes the mindset, especially when you're

competitive’.

Nevertheless, claims are made that schools are now becoming ‘corporations’ in which continuous
forms of control are in place at all levels of schooling with increasing intrusions from ‘outside’
(Suspitsyna, 2010). Accordingly, these intrusions appear to allow governments to ‘govern at a
distance’, as well as a range of other techniques of accountability in terms of locally managed budgets,
managerial accountabilities amongst others. Schools and their leaders are now a part of a ‘continually
assessable set of arrangements that is in constant crisis’ (Niesche, 2011[online]). The various
constraining measures appear to be designed to publicly list all schools’ performance data; and these
data become benchmarked against national averages and against a number of similar schools
throughout the country. The impact of these measures on MFL means that due to their well-
documented difficulty beyond KS3 and their harsh grading, as documented by the findings and
referred to earlier on, school leaders appear to be forced to limit their provision (see section 2.1 &
2.2). Thus, the negative effects on pedagogy and curriculum is unquestionable. It could be argued that
the packaging of government for public perception and consumption and a focus on rhetoric and spin
are symptomatic of governmentality in action (Gillies, 2008). In addition, it appears that these
measures function as a ‘neoliberal ‘rationality that produces new subjectivities heavily informed by
business ethics, new managerialism and a type of bio-power that forms and stimulates the individual’s

desire for choice as a consumer (Niesche, 2011 [online]).

Rose, (1999) argues that through quantifiable data, political power is exercised. Firstly, numbers

determine who holds power, and whose claim to power is justified; secondly, numbers operate as
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diagnostic instruments within liberal political reason; thirdly, numbers make modes of government
both possible and accountable; and lastly, numbers are crucial techniques for modern government
(Rose, 1999: 197-198). Rose suggests further that there is a constitutive relationship between
guantification and democratic government and this can be seen to be playing out through techniques
such as league tables. If government is to exercise power over and through specific domains and
practices then it needs to ‘know’ these conditions (Foucault, 1991c). The form of accountability that
is exercised through measures such as, Progress 8 and the Ebacc, function as a neoliberal rationality
(Suspitsyna, 2010). The practices and institutions of government, such as schools, are always enabled,
regulated, and justified by a specific form of reasoning or rationality that defines their ends and the
suitable means of achieving them (Foucault, 1978 and 1979). How such relations are rationalised
means to understand power as a set of relations. It means examining how forms of rationality inscribe
themselves in practices and systems of practices, and the role they play within them [Ibid]. In this
sense, individuals or objects become agreeable to intervention or regulation via formulation in a
particular conceptual way [ibid]. Governmentality emphasises regulatory systems, processes, and
particular methods of thinking about/perceiving a certain domain [Ibid]. Consequently, head teachers’
decision-making is aligned with that of a perpetually assessable subject through the school
performance data (Niesche, 2011). Their subjectivity equals to that of their schools, due to the
continuous dependence from performance accountability frameworks with significant consequences
for the school and themselves, if targets are not met. Such processes appear to then curtail
significantly the study of MFL in post 14- education, in England as senior leaders’ decision-making will

prioritise other areas of the curriculum (Parrish, 2018).

Foucault’s concept of power arises from the fact that individuals deeply believe in what it tells them,
for it gives a sense of belonging, as knowledge is integral to the operation of power and can be gained
from power (Townley, 1993). This structure of power is less oppressive on the surface, but rather more
internally embodied, integrated and constructive (Knights & Willmott, 1985). Foucault’s ideas and
those of critical theorists share a political and ethical commitment by way of challenging what Marx
called ‘traditional ideas’ of dominance, viewing them as historically complicit with the exercise of
power (Wandel, 2009). At the start of this chapter, | brought to the discussion the link between
discourses and everyday practices in secondary schools. The key importance is that discourses endow
those with ‘specialist’ knowledge, in this case senior leaders, with power. Therefore, discourses are

essential components of power.

5.6 Summary

Having raised issues involved in the construction of knowledge and the power structures that stem

from this, it is clear to see how discourse has been developed and how it influences the individual who
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becomes an object of knowledge (Foucault, 2007). In light of the findings in this study, the
understanding that power operates and reveals itself at the level of knowledge has provided the
framework for a reading of the role of power and agency in institutional level decision-making
regarding MFL learning in secondary schools in England. Here | argued that social, economic and
political landscapes cannot be dissociated from the role of power and agency in institutional level
decision-making(De Silva e Lopes, 2017; Lanvers, Doughty and Thompson, 2018; Shahomy, 2006; Ball,
2006), as these landscapes inadvertently affect the individual. Therefore, the recognition of the impact

of such factors on the construction of knowledge is central to my epistemological assumption.

5.7 Philosophical dimension
The theoretical journey of this study makes a general claim for knowledge which is within the context

of a culturally constructed social world, where perceptions of value of second language learning are

linked to established discursive practices framed by ideological, socio, historical and economic values.

A post- structuralist view of the position of the researcher would be one of an active -maker of
meaning negotiating meaning within an active social environment. They are operating and creating
meaning within an academic discourse and, in the case of this study, researching school leaders and
teachers’ discourse which is also active in the creation of meaning. In both cases active subjects,
researchers and participants, are creating meaning, which is continually being generated in each social
situation and does not transcend or pre-exist context. Edwards (1998) posits that meanings are
created by signs and words, not on their own, but within social situations which, when specifically
located, are known as discourses. Thus, in a post-structural ontology, personal identity constitutes
subjectivities actively being constructed in each social situation. Equally, the process of decision-
making regarding teaching and learning ‘entails judgements about what knowledge counts,
legitimates specific social relations, defines agency in particular ways, and always presupposes a
particular notion of the future’ (Giroux, 2013:6). Therefore, it is also important to consider a critical
approach to the research process. Firstly, to understand senior leaders’ experiences of social relations;
secondly to consider their knowledge, and to encourage them to be agents of social change projecting
their visions of the future of the MFL landscape in England in post-14 education; and ultimately to
challenge the dominant ideologies that serve to exclude some students from successfully studying a

foreign language.

Although contested by some critical theorists such as Habermas (1987) who reject any affinity
between critical theory and the view of a multitude of meanings, it could be argued that by giving
prominence to individual and subjective accounts, this study is in line with critical theory. In addition,

the study also seeks to question the interests at work in specific situations and interrogate the
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legitimacy of such interests in their service of equality. Althusser (1969) argues that what seem to us
to be natural ways of understanding our experiences are actually internalized dimensions of
ideology... Ideologies are manifest in language, social habits, and cultural forms’ (Brookfield, 2009:38;
Cohen et al., 2018:52). Importantly, the focus of this study is on the discussion regarding the impact
of the nexus power/knowledge in shaping the decision-making process in schools in relation to MFLs,
and specifically, how power is produced and reproduced, through education [ibid]. The latter is
particularly relevant as schools have historically embraced theories and practices that serve to unite
knowledge and power in ways that sustain asymmetrical relationships of power between school
leaders and heads of subjects and maintain the status quo (Coglan & Brydon-Miller, 2014). The issue
within MFL studies and institutional level decision-making is that institutions such as schools operate
on the basis of interests’ which are linked to ideologies and values, which in turn are ascribed to
society [ibid]. Ball (1990b) argues that the relationship between education and ideology, in particular,
policy changes in education, can be traced to ideological shifts and can lead to disputes over the
meaning of education, and thus struggles for control within it. This is particularly true of language
studies in post14 education where for instance, prior to 2004, there was significantly greater emphasis
on the EU and the study of languages was encouraged (see section2.1). With the labour government
in 2010, languages became optional [ibid]. In addition, and following the 2016 referendum and an
apparent refusal by some to ascribe to European values, the well-documented decline in MFL was
exacerbated, despite measures to attempt its revival in England [ibid]. Thus, it could be argued that

this ‘discourse’ became dominant and was taken as authoritative (Ball, 2006a).

Broadly speaking, my own beliefs about the nature of reality and truth are informed by my
understanding and thinking of those who align themselves within the critical paradigm. Despite
having taken a more discursive approach to underpin this study, due to my position as an L2
practitioner, hence a cog in the prevalent educational system, | am also the researcher with a critical
view that emanates from my ontological and epistemological position. Therefore, it is also important
to acknowledge that a critical approach is also advocated and can sit alongside with this
Foucauldean lens. The critical approach refers to the linking of the social and political engagement
with sociologically informed construction of society, with the recognition that the
interconnectedness of things and the cause and effect chain are distorted amongst other things,
discursively (Wodack,2001:2). And ultimately the task of the critique is to make this
interconnectedness visible [ibid]. Moreover, in the critical paradigm, knowledge is viewed as both
socially constructed and influenced by power relations from within society (Cohen et al., 2018).

Consequently, my ideas regarding power and agency in this research share a fundamental kinship
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with critical theory, (Wandel, 2001), where institutions of power that are hinged on traditional ideas

for their legitimacy and acceptance are questioned [lbid].

In order to counteract such views, Foucault (1977;2003) proposes a process known as
‘eventalization ‘, where through this process, ‘regimes of truth’, or rather discourses claiming truths
shape learning and, ultimately, the individual. The perceived belief that proficiency in MFLs is not
deemed necessary due to the role of English as a lingua franca (Phillipson, 2003) provides the
opportunity to question such ‘evident’ category, by way of opposing such views. By seeking to
achieve the appearance of one's own present as a strange, historical moment (2000), Foucault
reconstructed the necessary ethical and political condition of critical theory that had been the
standard procedure since the ideology critique of the Manifesto (Wandel,2001). One of the
challenges in this study is to consider the extent to which schools’ decision-making in relation to
MFLs might contribute to reinforcing or closing the gap of social inequalities, by way of validating
specific values linked with the dominant discourses (Ball, 1990b). This allocation of values reveals
power and control; hence it must be questioned. The critical research paradigm addresses this issue
by enabling the researcher to practice ‘deep democracy’ (Kincheloe and McLaren, 2000) which
involves identifying and transforming socially unjust social structures, policies, beliefs and practices
[ibid]. One of the criticisms of this approach is that it has a deliberate political agenda and the task of
the researcher is to be dispassionate and objective (Morrison, 1995a). However, it could be argued
that such a call for researchers to be ideologically neutral is in itself saturated ideologically by ‘...
laissez faire values which allow the status quo to be reproduced’ (Cohen et al., 2018:55). The
adoption of a system’s view of society where individual behaviour is determined by structural
features of society; for example, social class, position and role in society can be questioned (Cohen
et al., 2018:25). Consequently, rather than just placing the individual as a puppet of a given system,
Foucault argues that individuals are not just holders of given roles. Individual agency has prominence
[ibid]. This is undoubtedly the case in this research as the agency of the participants is explored in
light of senior leaders’ decision-making regarding MFL studies in post-14 education. Throughout my
theoretical journey | argued that within the context of a culturally constructed social world,
perceptions of value regarding MFL learning are intrinsically linked to dominant discursive practice
(Fairclough, 2003; Olsson and Heizmann, 2015). Therefore, my ontological and epistemological
assumptions have informed my chosen methodology and methods, and in turn, these assumptions

have also informed and permeated the findings and the outcome of my inquiry (Thomas, 2009:110).

5.8 Chapter Summary

This chapter has presented the theoretical framework that underpinned this study and | have argued

that the chosen lens is aligned with my own theoretical position as a researcher. The latter is
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elaborated on the tenets of the ‘Foucauldian’ concept of power/knowledge and the extent to which
it shares some affinities with critical theory (Wandel,2001). Framed by the very same lens, and in light
of the findings, a discussion on the operation of power and agency in shaping institutional level
decision-making regarding second language studies in post-14 education took place. Specifically, the
focus on the entanglement of power/knowledge and how this can both constrain and support the

agency of school leaders in the decision- making process.

The final chapter which follows draws together the key findings from across the three school settings
presented here and conclusions and broader implications resulting from these findings are
considered to guide discussion about future practice and research directions in second language
studies beyond post-14 education. The chapter then concludes with an account of the significance
and contribution of the findings in relation to institutional level decision-making in second language
studies in post 14-education. Potential implications for teacher educators in the field of second

language studies arising from this study are identified and discussed.
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Chapter 6 - Conclusion

This final chapter summarises the research and presents an account of the significance and
contribution of the findings in relation to schools’ decision-making regarding MFL in secondary
schools in England, in light of the role of power and agency. Potential implications for deterring the
continuous abatement of MFL education and provision in post-14 education arising from this study

are identified and discussed.

6.1 Significance and contribution to schools’ decision-making in the field of MFL in

post-14 education
The current educational landscape in England is characterised by a continuous decline in numbers of

students taking languages, beyond post 14-education. Despite a wide range of government
measures focusing on standards and accountability to address this situation (Board & Tinsley, 2015;
Department for Education, 2014c) the impact has been minimal. Indeed, such measures are
particularly aimed at core subjects, and in themselves they are unlikely to achieve a paradigm shift in
culture, unless supported by coherent and consistent national language policies (Evans, 2007 &
Macaro, 2008). An important aspect of such measures has been the decentralization of policy to
schools, which has brought to the forefront the role of head teachers and the impact that their
decision-making has in deterring or perpetuating the decline in MFL beyond post-14 education.
There is a growing body of interest in this field of study (Parrish and Lanvers, 2018: Parrish, 2019);
and research is on the rise which provides a view on the role of school leaders’ decision making with
regards to enactment of policy and practice and which reveals the reality of MFL provision in post-14
education in England. What is less evident is research which seeks to develop a deeper
understanding of what drives the unique interpretation and adoption of MFL provision by head

teachers within their educational settings (Johnson and Johnson, 2015).

The primary aim of this study was to critically understand institutional level decision-making
regarding MFLs in secondary schools and to examine this in light of the role of power and agency in
influencing how individuals feel and act as ‘subjects’ of power/knowledge (Foucault, 1982). Thus,
consideration was given to how this nexus can afford both prominence or invisibility in MFL
provision, beyond KS3. Because power is constituted through accepted forms of knowledge and
‘“truths’ [lbid], such entanglement can both constraint or support schools’ decision-making. In this
regard it was imperative to explore the extent to which senior leaders felt that their agency could
enact their beliefs and which factors could then support or inhibit their agentic power (Oolbekkink-
Marchand et al., 2017). Integral to this research was also a desire to examine the extent to which

schools’ decision-making reflected a sense of congruence or dissonance with senior leader’s beliefs
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and as a result reinforced or precluded the decision-making process and its eventual application and
practice in this curriculum area. Thus, this study explored the extent to which school leaders are able
to reflect on how their judgements and values ultimately affect their decision-making and in turn
give greater affordance to the provision of MFLs beyond KS3. By establishing a link between the role
of power and agency, as well as senior leaders’ beliefs and their decision-making, this study provides
timely and valuable insights, helping to bridge the gap between this under-represented area of
research. There is a scarcity of research which links the role of power and agency with institutional
level decision-making in relation to second language studies provision beyond the compulsory

phase. The following research aims (RA) therefore drove this research:

To critically understand institutional -level decision making regarding language learning in

secondary schools and the role of power and agency.

To examine the way in which policy tools and frameworks influence the decisions senior leaders

make about second language provision in their schools.

To critically explore the extent to which the views of the wider school community about second

language learning impacts on institutional- level decision making.

An exploration of the findings from both school leaders and heads of MFL (as presented and
analysed in Chapter 4) have generated some significant findings, which are the focus for this
concluding chapter. It is recognised that the small group of participants can limit the extent to which
generalised claims can be made. | argue, however, that the conclusions which are drawn from this
study have important implications for those with an interest in MFL provision in secondary schools in
England and who seek to understand the reasons behind the continuous abatement of L2 studies in
post-14 education and most importantly that seek to reverse the landscape of MFL in England. The
findings that emerged make a valuable contribution to our understanding of how senior leaders
might contribute successfully to the determent of the decline in L2 studies in secondary schools. It is
therefore essential to delegitimise discourses associated with ‘historically grown macro-structures’
(Becket and MacPherson, 2005) and bring to the forefront of education new discourses fit for the
global world we live. This in turn will lead the way to novel ways of acting and ultimately contribute

to the curtailment of the existing decline in MFLs, in post 14- education.
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6.2 Key conclusions from data
6.2.1 To critically understand institutional -level decision- making regarding language learning in

secondary schools and the role of power and agency (Research aim 1)

Following from the analysis in chapter 4, decisions relating to second language provision beyond KS3
are devolved mainly to headteachers (Johnson and Johnson, 2015) thus, the latter have a paramount
role in contributing, if not almost stopping the abatement in the ‘language learning crisis’ (Lanvers &
Coleman, 2013). As a result, it can be argued that school leaders are discursively positioned as
agentic and empowered, (Parrish, 2018). Thus, they hold the ultimate decision-making, as their
discourses have shaped and created meaning systems that have gained the status and currency of
'truth' (Foucault, 1970:56; Fejes & Dahlsted,2013). Hence legitimacy is granted to their particular
knowledge within their institutional practices. Therefore, it could be argued that head teachers’
decision-making also holds the answer to the decline of MFL beyond KS3. The findings in this study
reveal that despite an architecture of compliance (Foucault, 1975 ,2007), where many head teachers
perceive their role as a means to define and meet performance targets (Board and Tinsley 2014; Lo
Bianco, 2014; Long and Boulton, 2016; Staufenberg 2017; Thomson 2016a) as pointed out by
participant A when referring to other school leaders , who’ are in the job to get outstanding results
in order to achieve a performance table ‘, it was clear from the data that the senior leaders believe
in the relevance of MFL and consequently are able to drive this agenda, as their authoritative
position enables them to act as elements or instruments of power (Foucault, 1982a). Thus, their
decision-making is given legitimacy as it becomes a matter of an ‘authoritative allocation of values’
(Ball,1990:3). It was clear from the findings that school leaders were responsible for decision-
making regarding curriculum provision beyond KS3. The views held by the heads of languages were
also considered. However, their agency is constrained not only by centrally imposed accountability

measures, but also by the decision- making of the school leaders (Parrish, 2018)

Whilst the authoritative position of school leaders has also played a part in the decision-making
process of the participants in this study, the findings have also demonstrated that senior leaders’
perceptions of the value of MFLs and what affects their decision- making is underpinned by their
own values that in turn drive their practice. Considering all aspects of the findings, it has been found
that senior leaders’ decision-making with regards to MFLs is dependent on their beliefs about the
importance of L2 learning (Hammersley-Fletcher, 2007). And given this link between beliefs and
decision-making, they are willing and able to allow their own visions and values to inform their
strategic overview to planning, and consequently afford greater provision of second language
studies. This suggests that change must be attitudinal as opposed to structural, and enacted both at

government and local level. The head teachers in both school A and B have clearly indicated this to
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be the case. For SL A it was ‘a case of trying to drive what one believes to be the right education for
young people’. Moreover, he argued that individuals have a ‘particular perception of anthropological
perspective on what it means to be fully human then that’s going to influence what one regards as
the purpose of education. And | think languages are a manifestation of that breadth and proof of
humanity and therefore we would want to continue that.’” In school B it was conveyed that the
affordance given to MFLs was also informed by the beliefs and values held by the school leaders
(Data Extracts 4.9 - 4.11), despite any other constraints. The head teacher indicated being ‘biased
because of my own conviction and | can't help that. But my own conviction is what | can see it [L2s]
do for people...” The findings strongly suggest that school leaders’ decision-making process regarding
MFL provision is underpinned by the values and beliefs of the headteachers (Devlin &

Warnock,1977; Hammersley-Fletcher, 2007).

6.2.2 RQ2: To critically examine the way in which policy tools and frameworks influence the

decisions senior leaders make about second language provision in their schools (Research aim 2)

The data has revealed that the senior leaders involved in this study considered MFL studies an
important element in the education of their students. Actually, it is argued that the pressures
exerted by external accountability measures are to be blamed for the national ‘low’ profile of MFLs,
where the latter are regularly and easily put aside to make way for learning which is judged by policy
makers to be of greater importance (Powell et al., 2000; Jones and Coffey, 2013; Driscoll, 2014).
Importantly, the findings demonstrated that the EBacc and Progress 8 measures, although
considered, they were not the main drivers in the decision-making process, but importantly act as
social markers (Tinsley and Board,2016), thus they are misaligned with the more fundamental beliefs
and philosophies about inclusive practices and opportunities for all. The data has shown the
importance of providing an inclusive education, regardless of background. It is the head teachers’
prerogative to bring about the must needed change in language education, regardless of its link with
socio-political contexts (Pachler,2007), which are embedded in ubiquitous hegemonic traditions that
contribute to social inequality in education and further linguistic and cultural marginalisation.
Namely, senior leaders must oppose the validation of policies and curriculum decisions that restrict
educational access and privilege dominant groups (Shohamy, 2006) and in that way stand against
normalized linguistic, economic, and ethnic/social hierarchies (Ball 2006). Crucially, head teachers’
decision-making regarding L2 provision in post-14 education must reflect a clear drive to improve
social equity in education closing gaps in both participation and attainment irrespective of
socioeconomics. Arguably this is an enormous task, as school leaders might be reluctant to follow
their own beliefs as they have to contend with Ofsted ratings, the reputation of the school, the

stands or falls on attainment grades, amongst other constraints. But ultimately, as leaders in their
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different settings they can be the enablers to the start of a new discourse on second language

education in post-14 education.

6.2.3 RQ 3: To critically explore the extent to which the views of the wider school community about

second language learning impacts on institutional- level decision making (Research aim 3)

The data in this study has revealed that senior leaders’ decision-making is affected by the views of
the students and the parents which in turn, cannot escape the influence of the global community. In
this regard the findings showed that the perceived dominance of the English Language and its link
with motivation (Guo and Becket, 2007; Philipson, 2003) together with the exit of the UK from the
EU, has affected societal perceptions (Coleman, 2009) which led to a degree of reluctance by
students to take up MFLs (Lanvers, Doughty and Thompson, 2018). Nevertheless, the head teachers
in the schools in question continued to pursue their agenda and offer language studies to the
students regardless of the negative feelings imposed by these landscapes[ibid]. Consequently, and
underpinned by the findings of this study, it is now possible to make clear recommendations for

policy and practice.

6.3 Implications for practice
This section brings together the key findings of the three research questions and puts forward some

recommendations for future language policy. Data was collected relating to MFL take up in
secondary schools, beyond the compulsory phase. This was then followed by examining the factors
that can affect school decision-making practices in MFLs, and how the latter exercise authority in
discourse within institutions, such as secondary schools, in England (Olsson and Heizmann, 2015).
This was a prominent focus due to the perceived ability of school leaders to act autonomously and
with intent, and as a result to influence or not wider school policies and practices (Oolbekkink-
Marchand et al., 2017), namely by way of affording greater visibility to MFL studies beyond KS3. In
addition, school leaders’ decision-making regarding L2 provision must be underpinned by the
principle of a rounded education for all, where MFL provision is seen as an important part of the
curriculum. Equally and believing that education is for all, this must be translated into specific
measures that will lead to closing the gap in participation and attainment irrespective of
background. Namely it is important to ensure that all students are exposed to L2 studies particularly
in areas of lower socioeconomic backgrounds, where students’ encounters with foreign languages
are scarce (Coffey,2018; Lanvers,2017a; section 2.5). Consequently, policy tools and frameworks,
which include examination criteria and content must be underpinned by an inclusive approach to
MFL education and driven by senior leaders who truly believe in the values of second language

education.

180



In highlighting the discursive construction of the decision-making process in schools, this study
points to senior leaders’ responsibility to undertake active, critical, and sceptical interrogation of
policy that fails to stop the continuous decline in MFL. Consequently, the essence of this study
focused on affording the opportunity for senior leaders to reflect on how their judgements and
values on the usefulness and importance of languages, ultimately inform their decision-making
regarding language policies beyond KS3, as these factors in turn affect individuals’ perceptions
regarding the value of L2 studies (Barcelos, 2013). As a result, | contend that for a change to occur in
the landscape of MFL beyond post-14 education, school leaders must understand and accept the
value of MFLs in post-14 education and their decision-making must translate clearly such values.
Hence, there is an absolute necessity for greater awareness on the value of L2 studies, and how

these also hold the door for economic success (Tinsley, 2013; CBI, 2016).

Thus, this study has opened the way to understand the extent to which own beliefs and values
underpin institutional level decision-making as the data gathered indicates a clear correlation
between head teachers’ life experiences, values and beliefs impacting on the decision- making
process in relation to curriculum provision in MFL, in post-14 education. By investigating the link
between the impact of beliefs and the role of power and agency in the decision-making process, it is
very clear that changes to the landscape of second language studies can be advised based on

research evidence.

6.4 Limitations of the study and directions for future research
Although adequate for most aspects of the current study, sample size could be seen as

representing a limitation. A larger sample size would allow comparison between school types and
regions. However, | argue that although the sample size is limited, | was nevertheless able to ensure
richness and depth of analysis. Moreover, the typicality of the situation - the participants and the
settings - enables group comparisons to occur and indicate how data might translate into different

settings and cultures (Eisenhart and Howe ,1992; Lincoln and Guba,1985).

The current study has signposted new avenues of research. Future studies might benefit from a
deeper investigation into senior leaders’ conceptions of usefulness and importance of languages,
given the findings which revealed these to be particularly important factors in their decision-making.
And this can be achieved by ways of creating at national level, working groups that can engage in a
meaningful, and dialectical reflexive processes aiming to recognise and shape current perceptions in

order to give greater affordance to L2 studies in post-14 education.

Although school leaders recognise that L2 studies are relevant in the curriculum beyond KS3, this

study raises questions about whether school leaders could do more to encourage take-up. This
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thesis highlights, therefore, the need for an increased focus and attention in the way that discourses
on MFLs take place. In this regard, senior leaders must stand against existing discourses, which are
hinged in traditional ideas, that only serve to perpetuate the status quo (Coglan & Brydon-Miller,
2014; Jessop, 2014; Fairclough, 2001) and continue to afford invisibility to L2 studies in post-14

education.

6.5 Personal reflections
The findings from the study contrast with the general, gloomy picture of Modern Foreign Languages

in schools in England. The data reveals that when there is a strong belief in the value of second
language learning, the provision beyond KS3 is not only assured but importantly, it is instigated
regardless of socioeconomics. And this translates into a greater take up. Therefore, it is important
for school leaders to oppose the validation of policies and curriculum decisions that restrict
educational access and privilege dominant groups (Shohamy, 2006) and in that way stand against
normalized linguistic, economic, and ethnic/social hierarchies (Ball 2006). Crucially, senior leaders’
decision-making regarding L2 provision in post-14 education must reflect a clear commitment to
improve social equity in education closing gaps in both participation and attainment irrespective of

socioeconomics.

6.6 Concluding Thoughts

The essence of this study focused on exploring what influences school leaders’ decision-making
regarding language policies provision and enactment in post-14 education, as individual perceptions
regarding the value of MFLs play a pivotal role in the decision-making process (Borg, 2003). In this
regard, senior leaders have a crucial role in extricating what influences their own beliefs in order to
make informed choices for the benefit of their students and create policies that place L2 studies at
the forefront of education. In so doing the research provides opportunities for all practitioners,
particularly school leaders to reflect on their own beliefs and importantly on the power that such
beliefs hold. By sharing the outcome of the present research at both regional and national level and
invite head teachers to be part of leading discussions groups based on the present findings, can
create the conditions to start a new ‘discourse’ on the values afforded to MFL studies. In turn this
critical reflection will set the ground for actions within their school contexts, creating at national
level, working groups that can engage in a meaningful, and dialectical reflexive processes aiming to
recognise and shape current perceptions in order to give greater affordance to L2 studies in post-14

education.

As discussed in this study, senior leaders’ decision-making in MFLs is a new area of research, but a
critical one if the landscape of MFL is to be understood and consequently changed. On the basis of

this new area of study, recommendations for practice are made: namely the findings strongly
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suggest that school leaders, policy makers and all those working in Education must critically reflect
on their own views on the values and usefulness of second languages studies, as well as the benefits
(both intrinsic and extrinsic) that L2 studies offer and in turn design their curriculum with greater
affordance given to L2 studies. In addition, it is paramount that senior leaders critique and reflect on
their own personal life stories, biases and beliefs in a more meaningful and informed way. A change
in mindsets will unquestionably lead to positive perceptions of MFLs, and head teachers, due to their
authoritative position within their institutions have the ultimate ‘will to truth’ (Foucault, 1972),
hence they will be able to initialise, legitimise and reproduce ‘new’ discourses that can work to
normalise and regulate a ‘new’ normal. This, | believe, can only serve to reverse the current decline
in MFLs beyond compulsory education. Engaging in discourse requires the capacity to be critically
reflective and the ability to engage in ‘critical dialectical discourse involving the assessment of
assumptions and expectations supporting beliefs, values and feelings’ (Mezirow, 2003 :60). | believe
the discussion of discourse adds further conceptual ideas with which to approach Institutional level
decision-making in second language studies, to understand the relations across a variety of levels of
discourse and to recognise schools’ decision-making not as a single solitary unit of discourse but as
an indefinitely describable field of relationships (Foucault, 1991: 55). This importance of openly
discussing and reflecting on what informs school leaders’ decision-making will create the conditions
for schools to engage with a new ‘discourse’ that emphasises the value of learning a foreign
language beyond KS3 and consequently place the latter with the same level of affordance as core
subjects, thus leading to change on the landscape of MFLs in England. In exploring such issues with
school leaders and bringing to the forefront the ‘power’ that institutions hold in terms of strategic,
operational and pedagogical decision-making, pressure can be placed at school level to bring about
much needed change. And this starts in every classroom and in every subject, but crucially starts at
the strategic level where MFLs must be timetabled with enough hours in the curriculum to enable
high quality teaching which in turn will enthuse students. In this way, the future of MFLs in
secondary education beyond KS3 will not be in peril. Finally, | conclude by suggesting that there is
much work yet to be done. Change does not occur in one sweep. However senior leaders are the
ones that must take the lead in championing and influencing educational change in second language

studies in England.

Finally, it is important to highlight the originality of this study, when compared to others. Namely,
there are various studies on policies, power relations and leadership (Ball, 1990,1993 &2006; Earley
and Weindling, 2004; Foucault, 1977,1980,1983). However, their focus has not been solely on
Second Language studies. The exception to this, is a study conducted by Parrish and Lanvers in 2018

(Parrish & Lanvers, 2018). The latter focused on the relationship between the decisions made by
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school leaders in England concerning their school policy for teaching modern foreign languages
(MFL) post-14, but linked with student motivation for MFL. Equally in 2011, Earley & Weindling,
(2004), discussed school leadership in schools and found that the opaque nature of the position of
heads of MFL, can yield high degrees of professional autonomy. The way senior staff work with their
middle managers is crucial in relation to such matters as role clarity[ibid]. And in 2014, Rayner in his
critical study explored through discussion with head teachers the interplay between structure (the
policy context) and their ability to shape the school culture and to exert authority and autonomy
(2014). Equally, Ball (1993,1990) has also been at the forefront of the field of educational policy
analysis in the UK, namely discussing issues relating to education reform, such as the 1988 Education
Reform Act. And a particular feature of his approach has been the way in which he treats
educational policy as discourses and how he examines them, in light of Foucault’s concept of power
knowledge. Whilst Foucault did not write about education, per se, the usage of his approach to
power has been extensive within a range of areas within education®’. And although the notions of
power have been explored extensively in other fields, | felt that there were still avenues for further
exploration of these ideas in educational leadership and policy to unpack how power is seen (and

not seen) to operate through particular discourses and education reforms.

Issues of power and decline in second language studies have been well documented, as well as the
impact of policies on the provision and enactment of the MFL curriculum, particularly how school
leadership teams manage their implementation, the impact of policy provision and consequent
decision-making process is yet to be understood in its full extent. The aim of this study was to
critically understand what influences institutional-level decision-making when determining the
provision of second language studies in post-14 education, with an examination of the impact of
institutional level decision-making practices in second language studies, and the extent to which
they exercise authority in discourse within institutions, such as secondary schools. Indeed, my study
has clear similarities to the many studies already discussed, namely those which focus on discussing
the decline of MFL in secondary schools as well as the role of senior leaders in their different settings
in attempting to remain autonomous despite the performatives measures centrally imposed. | have
also discussed the impact of beliefs on practitioners (Borg, 2003; Johnson, 1999; Pajares, 1992;

Woods, 1996) (section 2.3) in order to understand the relationship between beliefs and the decision-

47 Besides the selective bibliography, these are a few texts that provide elements of Foucault’s notion of
power: The History of Sexuality Volume 1, pp 92-98 (Foucault 1990a); Discipline & Punish, pp. 170-194
(Foucault, 1991a); Power/Knowledge, pp. 78-108 (Foucault, 1980). These are a few selected texts that provide
these elements of Foucault’s notion of power and also in education specifically. Regarding education and
educational leadership such as Niesche (2015)’ work on Governmentality and schools.
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making process (Barcelos, 2013), and more specifically, how beliefs affect senior leaders’ decision-
making. Finally, | have also explored is the relationship between language and power (Fairclough,
1995; Pennycook, 1998), where some of the discourses are granted the legitimacy of the state and
potentially prevent many of accessing second language studies (Blackledge & Creese, 2010; section
2.7). Framed by this background of research, my study aims to joins together all these different
elements, in light of Foucault’s concept of power/knowledge and how this nexus can both constrain
and support the agency of school leaders in the decision- making process, and consequently offer
new insights into research in the field of Second Language Policy implementation in Secondary
schools in England, with the relevant policy changes needed to alter the landscape of MFL studies

beyond post-14 education, as indicated by the findings.

6.7 Significance and Contribution to Knowledge
The significance of the contribution of this thesis lies in the exploration, through the nexus

power/knowledge, of the pivotal role that values held by school leaders can lead to greater
prominence of MFLs, beyond post-14 education. Specifically, their individual values underpinning
practice can safeguard MFL provision regardless of policy directives or any other drivers. For all the
opportunities and limitations of educational policy, the greatest influence on the agency of school
leaders is their personal history that shapes their values and in turn informs their decision-making.

The figure below illustrates this idea:

Values &
Beliefs

Personal
History

Institutional
Level Decision-
Making

Figure 8 Drive behind institutional level decision-making in Second Language Studies

This study throws fresh light on the ways that schools’ decision-making in relation to second
language studies can lead to some students continuing to be permanently disadvantaged in

secondary schools, as findings give insights into the mechanisms by which inequality
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constructs closure for some, in relation to MFL learning in post-14 education. In this regard, head
teachers are faced with a choice: comply with external accountability measures, or give a voice to
their own beliefs and values and the very principles of equality in education, with language provision
for all. Critically, the former occurs and this leads to further ostracization of students from deprived
socioeconomic backgrounds, who are often advised not to take language studies further. And this
stands in stark contrast with the principles of an inclusive education. As a result, these students
move through life feeling detached from the value and benefits of learning a second language. This
process continues to be perpetuated in a cyclical manner, impacting negatively upon societal
perceptions, namely on the intrinsic value of teaching and learning a second language. Although
senior leaders recognise that L2 studies are relevant in the curriculum beyond KS3, this study raises
guestions about whether they could do more to encourage take-up. Therefore, | contend that school
leaders have the greatest responsibility and duty in deterring the decline in MFL beyond KS3. And
this ultimately translates into senior leaders’ ability and willingness to shape their school culture and
values, where the study of foreign languages is not only afforded greater visibility, but crucially is
encouraged, regardless of socioeconomics. Hence, it is paramount for senior leaders to enact a
discourse that opposes entrenched societal views and truly values the linguistic variety of the global
community, as this is critical in ‘fostering students’ curiosity and deepen their understanding of the

world’ (DfE, 2013), where MFLs are recognised as a fundamental part of the curriculum.

The findings that emerged in this study, undoubtedly have made a valuable contribution to our
understanding of how senior leaders might contribute successfully to the determent of the decline in
Second Language Studies in secondary schools in England, beyond post 14 education. Specifically, it
is fundamental for senior leaders to convey a clear message of support in MFL provision and follow it
through as a fundamental part of the curriculum in all key stages, being valued in pair with core
subjects. And this can only be achieved when every student and every parent can see unequivocally
that the body of the school, led by the senior leaders, completely embrace such beliefs and as result
they are then able to drive this agenda through, as their authoritative position enables them to act
as elements or instruments of power (Foucault, 1982a). Thus, their decision-making is given
legitimacy as it becomes a matter of an ‘authoritative allocation of values’ (Ball,1990:3). This study
has demonstrated unquestionably the need to delegitimise ubiquitous discourses associated with
the domination of the English language, which underwrites a neo-colonialist approach (Becket and
MacPherson, 2005) and only contributes to reinforcing further the prevailing disengagement of
students regarding second language studies (Dobson, 2018). Therefore, and as evidenced by its
findings, it is paramount for senior leaders to bring to the forefront of education new discourses fit

for the global world we live in and where the status of second language studies is considerably
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improved and this ultimately will contribute to the curtailment of the existing decline in second

language studies in post 14- education.

187



Bibliography

Abrahams, J. (2018). Option blocks that block options: exploring inequalities in GCSE and A Level
options in England. British Journal of Sociology of Education, 1-17. Available at:
doi:10.1080/01425692.2018.1483821. [Taylor & Francis Online], [Accessed 6 March 2020].

Ackerly, B., & True, J. (2010). Doing feminist research in political and social science. New York, NY:
Palgrave Macmillan.

Adams, R. (2013) ‘GCSEs to become more demanding and rigorous, says Michael Gove’, The
Guardian, 11 June. [online] Available at: GCSEs to become more demanding and rigorous, says
Michael Gove | GCSEs | The Guardian [Accessed 9 April 2021].

Agasisti, T., Catalano, G., & Sibiano, P. (2013). Can schools be autonomous in a centralised
educational system? On formal and actual school autonomy in the Italian context. International
Journal of Educational Management, 27(3), 292-310

Aldridge, A., & Levine, K. (2001). Surveying the social world: principles and practice in survey
research. Philadelphia: Open University Press.

Alexander, J. C.( 1987) The Micro-Macro Link. Berkeley, CA: University of California 2020].

Alexander, P. A. and Dochy, F. J. R. C. (1995) ‘Conceptions of Knowledge and Beliefs: A Comparison
Across Varying Cultural and Educational Communities’, American Educational Research Journal,
32(2), pp. 413-442. Available at:

https://journals.sagepub.com/doi/10.3102/00028312032002413 [Accessed 24 January 2021]

All Answers Ltd. November, 2018. A Critical Analysis of MFL: Their Place in the Curriculum and Their
Implementation. Available from: https://ukdiss.com/examples/critical-analysis-of-mfl.php?vref=1
[Accessed 9 April 2021].

Allen, R. (2007). Allocating pupils to their nearest secondary school: the consequences for social and
ability stratification. Urban Studies, 44 (4), 751-770. Available at:
http://eacea.ec.europa.eu/education/eurydice/documents/key data series/143en.pdf [Accessed 18
August 2020].

Allen, R. and Thompson, D. (2016) Research Brief. The Sutton Trust. Available at:
https://core.ac.uk/download/pdf/96720661.pdf [Accessed 29 November].

Alred, G. (2003). Becoming a ‘Better Stranger’: A Therapeutic Perspective on Intercultural Experience
and/ as Education. In G. Alred, M. Byram and M. Fleming (Eds.) Intercultural Experience and
Education (pp. 14-30). Clevedon: Multilingual Matters.

Alsaawi, A. (2014), ‘A Critical Review of Qualitative Interview’, European Journal of Business and
Social Sciences, 3(4): pp149-156.

Alvesson M. 2010. Interpreting interviews. London: Sage

Anderson, J. (2000). Which Language? - An embarrassment of choice. In K. Field (Ed.), Issues in
Modern Foreign Languages Teaching (pp. 55-71). London: Routledge Falmer.

Anthias, F. (2002) ‘Where do | belong? Narrating collective identity and trans locational
positionality’, Ethnicities, 2(4), pp. 491-514. Available at:

188


file:///C:/Users/26197/Downloads/It%20addresses%20the%20previously%20held%20tendency%20in%20the%20social%20sciences%20towards%20‘methodolatry’%20(Punch,%202014),%20which%20Janesick%20(1994:215)%20refers%20to%20as%20‘the%20slavish%20attachment%20and%20devotion%20to%20method’
https://www.theguardian.com/education/2013/jun/11/gcse-demanding-rigorous-michael-gove
https://www.theguardian.com/education/2013/jun/11/gcse-demanding-rigorous-michael-gove
https://journals.sagepub.com/doi/10.3102/00028312032002413 
http://eacea.ec.europa.eu/education/eurydice/documents/key_data_series/143en.pdf
https://core.ac.uk/download/pdf/96720661.pdf

https://journals.sagepub.com/doi/abs/10.1177/14687968020020040301. [Accessed, 10 August
2020].

Apple, M. W. (1981). Curricular form and the logic of technical control. Economic and Industrial
Democracy, 2(3), 293—-319. Available at: Curricular form and the Logic of Technical Control - Michael
W. Apple, 1981 (sagepub.com) [Accessed 12 September 2021].

Apple, M. W. (1993). The Politics of Official Knowledge: Does a National Curriculum Make Sense?
Teachers College Record, 95.

Apple, M. W. (2013). Knowledge, Power, and Education: The Selected Works of Michael W. Apple,
New York, Routledge. Bourdieu, P. (1991). Language and Symbolic Power. Cambridge: Polity Press

Archer, M.S. (2003), Structure, Agency and the Internal Conversation. Cambridge: Cambridge
University Press

Archibald, M. M., Ambagtsheer, R. C., Casey, M. G., Lawless, M. (2019). Using zoom
videoconferencing for qualitative data collection: Perceptions and experiences of researchers and
participants. International Journal of Qualitative Methods, 18, 1609406919874596. Available at

: https://doi.org/10.1177/1609406919874596 [Accessed 17 February]

Arnot, M. and Barton, L. (1992). Introduction. In: Arnot, M. and Barton (eds.) Voicing Concerns:
sociological perspectives on contemporary education reforms. Wallingford: Triangle Book.

Ashcraft, R. (1979) “Class and Class Conflict in Contemporary Capitalist Societies.” Comparative
Politics, vol. 11, no. 2, pp. 225-245. Available at: JSSTOR, www.jstor.org/stable/421757. [Accessed 21
November 2020].

Attride-Stirling, J. (2001) ‘Thematic networks: an analytic tool for qualitative research’, Qualitative
Research, 1(3), pp. 385—-405. Available at: https://journals.sagepub.com/
doi: 10.1177/146879410100100307 [Accessed 30 March 2021].

Ayres-Bennett, W. and Carruthers, J. (2019) Policy Briefing on Modern Languages Educational Policy
in the UK. Belfast: MEITS/AHRC. [Online] Available at: Policy-Briefing-on-Modern-Languages-
Educational-Policy-in-the-UK.pdf (modernlanguagesleadershipfellow.com). [Accessed 21 July 2021].

Bacchi, C., & Bonham, J. (2014). Reclaiming discursive practices as an analytic focus: Political
implications. Foucault Studies, 179-192. Available at:
d13180461a80abd0edelc8ead780d25c30a8.pdf (semanticscholar.org) [Accessed 6 May 2021].

Ball, V. (2008) “Eight Ways to Use Your Power Wisely at Work”'. Available at:
http://www.ccl.org/Leadership/news/2008/power.aspx [Accessed 25 May 2020].

Ball, S. J. (1990a) Management as Moral Technology: A Luddite Analysis, in: S. J. Ball (ed.) Foucault
and Education: Disciplines and Knowledge (New York, Routledge).

Ball, S. J. (1990b) Politics and Policy Making in Education: Explorations in Policy Sociology (London,
Routledge).

Ball, S. J. (1993) Education Policy, Power Relations and Teachers' Work, British Journal of Educational
Studies, 31.2, pp. 106— 121.

Ball, S. J. (1994a) Education reform: A critical and post-structural approach. Open University Press.

189


https://journals.sagepub.com/doi/abs/10.1177/14687968020020040301
https://journals.sagepub.com/doi/10.1177/0143831X8123002
https://journals.sagepub.com/doi/10.1177/0143831X8123002
https://doi.org/10.1177/1609406919874596
file:///R:/Thesis%20August%2021/Chapter%201%20and%206/JSTOR,%20www.jstor.org/stable/421757
https://journals.sagepub.com/%20doi
https://journals.sagepub.com/%20doi
https://doi.org/10.1177/146879410100100307
https://www.modernlanguagesleadershipfellow.com/app/uploads/2019/01/Policy-Briefing-on-Modern-Languages-Educational-Policy-in-the-UK.pdf
https://www.modernlanguagesleadershipfellow.com/app/uploads/2019/01/Policy-Briefing-on-Modern-Languages-Educational-Policy-in-the-UK.pdf
https://pdfs.semanticscholar.org/3dfd/d13180461a80abd0ede1c8ea4780d25c30a8.pdf?_ga=2.247414151.2014593343.1620290020-1058943044.1620290020
http://www.ccl.org/Leadership/news/2008/power.aspx

Ball, S.J. (1994b). Political interviews and the politics of interviewing. In G. Walford (ed) Researching
the Powerful in Education. London: UCL Press, pp.96-115

Ball, S. J. (2006a) Education policy and social class. New York, NY: Routledge

Ball, S. J. (2006b) What is Policy? Texts, Trajectories and Toolboxes, in: S. J. Ball (ed.) Education Policy
and Social Class: The Selected Works of Stephen J. Ball (London, Routledge).

Ball, S. J. (2016) Subjectivity as a site of struggle: refusing neoliberalism? British Journal of Sociology
of Education, 37:8, 1129-1146. Available at: Full article: Subjectivity as a site of struggle: refusing
neoliberalism? (tandfonline.com) .[Accessed 27 April 2021].

Ball, S. J., & Goodson, I. (2007). Education, globalisation and new times. New York: Routledge

Ball, S. J., Maguire, M., & Braun, A. (2012). How schools do policy: policy enactments in secondary
schools (London: Routledge).

Barber, M. (2005) The virtue of Accountability, Boston, MD: Boston University.

Barcelos, A. M. F. (2013). Desvelando a relagdo entre crencas sobre ensino e aprendizagem de
linguas, emocdes e identidades. In A. F. L. M Gerhardt, A. M. Carvalho, & M. A. Amorim
(Eds.),Linguistica Aplicada e Ensino: Lingua e Literatura (pp. 153-186). Campinas: Pontes/ALAB.
Available at:

https://www.academia.edu/3985335/Desvelando a rela%C3%A7%C3%A30 entre cren%C3%A7as
sobre ensino e aprendizagem de 1%C3%ADnguas emo%C3%A7%C3%B5es e identidades In Ger
hardt A F L M Amorin M A Carvalho [Accessed 24 January 2021].

Barcelos, A.M.F., Kalaja, P. (2011). Introduction to beliefs about SLA revisited. System, 39, 281-289.

Bastalich, W. (2009) ‘Reading Foucault: Genealogy and Social Science Research Methodology and
Ethics’, Sociological Research Online, 14(2), pp. 81-90. Available at:
https://journals.sagepub.com/doi/abs/10.5153/sr0.1905?journalCode=sroa [Accessed 17 February
2021]. 10.5153/sr0.1905.

Bartram, B. (2005) "The lessons don't influence me": societal influences on pupils' attitudes to
foreign language learning in England, Germany and the Netherlands, Journal.[Online]. Available at:
https://www.researchgate.net/publication/32117342 The good the bad and the ugly -

secondary pupils' views of good and bad practice in MFL teaching [Accessed 13 August
2020].

Bartram, B. (2010). Attitudes to modern foreign language learning: Insights from comparative
education. London: Bloomsbury Publishing.

Bazeley, P. (2009). Analysing Qualitative Data: More Than ‘Identifying Themes’. Malaysian Journal of
Qualitative Research, 2, pp. 6-22.

Beckett, G. H., and S. MacPherson. 2005. Researching the impact of English on minority and
indigenous languages in non-"Westem' contexts, TESOL Quarterly 39(2): 299-30

Bell, D. (2004) A new paradigm for modern foreign languages?, Language World Newsletter

Bell, L. and Stevenson, H. (2006) Education Policy: Process, Themes and Impact, Abingdon, Oxon:
Routledge.

190


https://www.tandfonline.com/doi/full/10.1080/01425692.2015.1044072
https://www.tandfonline.com/doi/full/10.1080/01425692.2015.1044072
https://www.academia.edu/3985335/Desvelando_a_rela%C3%A7%C3%A3o_entre_cren%C3%A7as_sobre_ensino_e_aprendizagem_de_l%C3%ADnguas_emo%C3%A7%C3%B5es_e_identidades_In_Gerhardt_A_F_L_M_Amorin_M_A_Carvalho
https://www.academia.edu/3985335/Desvelando_a_rela%C3%A7%C3%A3o_entre_cren%C3%A7as_sobre_ensino_e_aprendizagem_de_l%C3%ADnguas_emo%C3%A7%C3%B5es_e_identidades_In_Gerhardt_A_F_L_M_Amorin_M_A_Carvalho
https://www.academia.edu/3985335/Desvelando_a_rela%C3%A7%C3%A3o_entre_cren%C3%A7as_sobre_ensino_e_aprendizagem_de_l%C3%ADnguas_emo%C3%A7%C3%B5es_e_identidades_In_Gerhardt_A_F_L_M_Amorin_M_A_Carvalho
https://journals.sagepub.com/doi/abs/10.5153/sro.1905?journalCode=sroa
https://doi.org/10.5153/sro.1905
https://www.researchgate.net/publication/32117342_The_good_the_bad_and_the_ugly_-_secondary_pupils'_views_of_good_and_bad_practice_in_MFL_teaching
https://www.researchgate.net/publication/32117342_The_good_the_bad_and_the_ugly_-_secondary_pupils'_views_of_good_and_bad_practice_in_MFL_teaching

Benton, T. (2016) Comparable Outcomes: Scourge or Scapegoat? Available at:
https://www.cambridgeassessment.org.uk/Images/344467-comparable-outcomes-scourge-or-
scapegoat-tom-bento [Accessed 2June2022].

BERA (2011) Revised Ethical guidelines for educational research. Notts: BERA

BERA (2018) Ethical Guidelines for Educational Research. Available at:
https://www.bera.ac.uk/publication/ethical-quidelines-for-educational-research-2018-online
[Accessed 27May 2020].

Berg, BL (2009) Qualitative Research Methods For The Social Sciences. Seventh edition. Alliii and
Bacon. Boston MA.

Bergstrom O and Knights D (2006) Organizational discourse and subjectivity: Subjectification during
processes of recruitment, Human Relations 59(3): 351-377.

Bernstein, K. A, Hellmich, E. A, Katznelson, N., Shin, J., & Vinall, K. (2015). Introduction to Special
Issue: Critical Perspectives on Neoliberalism in Second / Foreign Language Education. L2 Journal,
7(3). http://dx.doi.org/10.5070/L.27327672. Available at:
https://escholarship.org/uc/item/9xp597gb [Accessed 5 September 2021].

Biesta, G.J.J. (2004). Education, accountability and the ethical demand. Can the democratic potential
of accountability be regained? Educational Theory, 54, 233-250.

Biesta, G., Priestley, M. and Robinson, S. (2015) The role of beliefs in teacher agency. Teachers and
Teaching, 21, (6),624-640.

Biesta, G. J. )., & Tedder, M. (2006). How is agency possible? Towards an ecological understanding of
agency-as-achievement (Working Paper 5). Exeter: The Learning Lives Project.

Biesta, G.J.J. and Tedder, M. (2007) Agency and learning in the life course: towards an ecological
perspective. Studies in the Education of Adults, 39, 132-149.

Biseth, H. (2009) Multilingualism and Education for Democracy. Int Rev Educ 55, 5-20 Available at:
https://link.springer.com/article/10.1007/s11159-007-9079-3h. [Accessed 26 November 2020].

Blackledge, A. & Creese., A. ( 2010) Multilingualism A Critical Perspective. Continuum International ,
London.

Blaikie, N. (2000) Designing Social Research: The Logic of Anticipation. Cambridge: Polity Press.

Blenkinsop, S., McCrone, T., Wade, P., & Morris, M. (2006). How do young people make choices at 14
and 167 (DfES Research Report 773). (London: DfES). Available online at:
https://dera.ioe.ac.uk/6449/1/RR773.pdf [Accessed 18 August 2020].

Board, K. and T. Tinsley. (2014). Language Trends 2013/2014: The State of Language Learning in
Primary and Secondary Schools in England. Reading, UK: CfBT. [Accessed 21 February 2020].

Board, K., & Tinsley, T. (2015). Language Trends 2014/15. The state of language learning in primary
and secondary schools in England. Available at:
https://www.britishcouncil.org/sites/default/files/language trends survey 2016 0.pdf [Accessed
18 August 2020].

Bogdan, R. G. and Biklen, S.K. (1992) Qualitative Research for Education (2ed) . Boston, MA: Allyn &
Bacon

191


https://www.cambridgeassessment.org.uk/Images/344467-comparable-outcomes-scourge-or-scapegoat-tom-bento
https://www.cambridgeassessment.org.uk/Images/344467-comparable-outcomes-scourge-or-scapegoat-tom-bento
https://www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018-online
http://dx.doi.org/10.5070/L27327672
https://escholarship.org/uc/item/9xp597qb
https://link.springer.com/article/10.1007/s11159-007-9079-3h
https://dera.ioe.ac.uk/6449/1/RR773.pdf
https://www.britishcouncil.org/sites/default/files/language_trends_survey_2016_0.pdf

Bolin, F.S. (1989) Empowering Leadership. Teachers College Record, 91, 81-96.

Borg, S. (1998a). Data-based teacher development. ELT Journal 52, 273-281.

Borg, S. (1998b) Teachers’ pedagogical systems and grammar teaching. A qualitative study. TESOL
Quarterly, 32, (1), 9-38.

Borg, S. (2003) Teacher cognition in language teaching. A review of research on what language
teachers think, know, believe and do. Language Teaching, 36, (2), 81-109.

Borg, S. (2006) Teacher cognition and language education, London: Continuum, p. 272.

Borg, S. (2011) The impact of in-service teacher education on language teachers’ beliefs. System, 39,
370-380.

Bourdieu, P., Passeron, J.C., (1977) Reproduction in Education, Society and Culture. SAGE Publications

Bourdieu, P, Wacquant, LJ (1992) An Invitation to Reflexive Sociology. Chicago: University Chicago
Press. Available at: The inseparable connection between leadership, agency, power and
collaboration in a primary educational setting - Deborah M Humphreys, Clare Rigg, 2020
(sagepub.com) [Accessed 28 December 2021].

Bowler, M. (2020/21) A Language Crisis. Available at https://www.hepi.ac.uk/wp-
content/uploads/2020/01/HEPI A-Languages-Crisis Report-123-FINAL.pdf [Accessed 7 May 2022].

Boyatzis, R. (1998). Transforming qualitative information: Thematic analysis and code development.
Thousand Oaks, CA: Sage.

Bradley, H. 1996. Fractured Identities: Changing Patterns of Inequality, Cambridge, Polity Press.

Braun, A., Ball, S. J., Maguire, M., & Hoskins, K. (2011). Taking context seriously: towards explaining
policy enactments in the secondary school. Discourse: Studies in the Cultural Politics of Education, 32
(4), 585-596.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3, 77-101. Available at: https://journals.sagepub.com/ doi:10.1191/
1478088706qgp0630a{accessed 31 March 2021].

Braun, V. & Clarke, V. (2013). Successful Qualitative Research: A Practical Guide for Beginners,
London, SAGE Publications.

Braun, V., & Clarke, V. (2014). What can “thematic analysis” offer health and wellbeing
researchers? International Journal of Qualitative Studies on Health and Well-Being, 9, 1-2.

Braun, V., & Clarke, V. (2019). Reflecting on reflexive thematic analysis. Qualitative Research in
Sport, Exercise and Health, 11(4), 589-597.

Bridges J, Gray W, Box G. (2008) Discovery interviews: a mechanism for user involvement.
International Journal of Older People Nursing. 3, 3. 206-210

Brighouse, T. (1983). A glimpse of the future: what sort of society do we want? In M. Galton & B.
Moon (Eds.), Changing Schools... Changing Curriculum (pp. 12-31). London: Harper & Row.

192


https://journals.sagepub.com/doi/10.1177/1742715020931285
https://journals.sagepub.com/doi/10.1177/1742715020931285
https://journals.sagepub.com/doi/10.1177/1742715020931285
https://www.hepi.ac.uk/wp-content/uploads/2020/01/HEPI_A-Languages-Crisis_Report-123-FINAL.pdf
https://www.hepi.ac.uk/wp-content/uploads/2020/01/HEPI_A-Languages-Crisis_Report-123-FINAL.pdf
file:///R:/Thesis%20August%2021/Chapter%201%20and%206/Braun,%20V.,%20&%20Clarke,%20V.%20(2006).%20Using%20thematic%20analysis%20in%20psychology
file:///R:/Thesis%20August%2021/Chapter%201%20and%206/Braun,%20V.,%20&%20Clarke,%20V.%20(2006).%20Using%20thematic%20analysis%20in%20psychology

Brinkmann, S. and Kvale, S. (2005) Confronting the Ethics of Qualitative Research. Journal of
Constructive Psychology, 18, (2), 157-181.

Brinkman, S., and Kvale, S. (2008). Ethics in qualitative psychological research. The Sage handbook of
qualitative research in psychology, 24(2), 263-279.

Brinkmann, S. and Kvale, S. (2009) Interviews - Learning the Craft of Qualitative Research
Interviewing. SAGE Publications, Inc., p.33.

Brinkmann, S. and Kvale, S. (2015) Interviews: Learning the craft of Qualitative Research
Interviewing. 3rd edn. London: Sage.

British Council, (2016). Brexit & Languages | British Council. [online] available a Which foreign
languages will be most important for the UK post-Brexit? | British Council [Accessed 9 April 2021].

British Council. (2017 & 2018) Languages for the future. Which languages the UK needs most and
why. Accessed 13 August 2020 at https://www.britishcouncil.org/sites/default/files/language-for-
the future.

British Council, (2020) Language Trends, Available at:
https://www.britishcouncil.org/sites/default/files/language trends 2020 0.pdf [Accessed 10
August 2020]

Brookfield, S.D. (2008). The concept of critically reflective practice. In Handbook of adult continuing
education, ed. A.L. Wilson and E.R. Hayes. San Francisco: Jossey —Bass. p.38

Bruner, J.S. (1996). The culture of education. Cambridge, MA: Harvard University Press.
Brunner, J.S. (2004) Life as narrative. Social research, 71 (3), pp 691-710.

Bruner, E. M. (1986) Ethnography as Narrative. In V. Turner and E. M. Bruner (eds) The Anthropology
of Experience. Urbana and Chicago: University of lllinois Press, 139-155.

Burgess, R. (1984) In the Field: An Introduction to Field Research. London: Allen and Unwin.
Burton, D. and Bartlett, S. (2009) Key issues for Education Researchers. London: Sage.
Bryman, A. (1998) Quantity and Quality in Social Research, London: Routledge.

Bryman, A. (2004) Social Research Methods, Oxford: Oxford University Press

Bryman, A. (2007). Barriers to Integrating Quantitative and Qualitative Research. Journal of Mixed
Methods Research, 1(1), 8-22

Bryman, A. (2012) Social Research Methods, 4th ed. Oxford: Oxford University Press
Bryman, A. and Bell, E. (2007) Business Research Methods. 2nd Edition. Oxford University Press.
Bryman, A. and Bell, E. (2015) Business Research Methods. 4th Edition. Oxford University Press.

Burgess, S., Greaves, E., Vignoles, A., & Wilson, D. (2014). What parents want: school preferences
and school choice. The Economic Journal. Available at:
https://onlinelibrary.wiley.com/doi/full/10.1111/ec0j.12153 [Accessed 18 August 2020].

Bush, T. and M. Coleman. 2000. Leadership and Strategic Management in Education. London: Paul
Chapman.

193


https://www.britishcouncil.org/research-policy-insight/insight-articles/which-foreign-language
https://www.britishcouncil.org/research-policy-insight/insight-articles/which-foreign-language
https://www.britishcouncil.org/sites/default/files/language-for-the
https://www.britishcouncil.org/sites/default/files/language-for-the
https://www.britishcouncil.org/sites/default/files/language_trends_2020_0.pdf
https://onlinelibrary.wiley.com/doi/full/10.1111/ecoj.12153

Busse, V. (2017) Plurilingualism in Europe: Exploring attitudes toward English and other European
languages among adolescents in Bulgaria, Germany, the Netherlands, and Spain .Modern Language
Journal, 101, 566-582.

Butler, J. (2005). Giving an Account of Oneself. New York: Fordham University Press.

Caballero Mengibar, A. (2015). Critical discourse analysis in the study of representation, identity
politics and power relations: a multi-method approach. Communication & Society 28(2),39-54.

Cabaroglu, N. and Roberts, J. (2000) Development in student teachers’ pre-existing beliefs during a
1-year PGCE programme. System, (3), 387-402.

Caldwell, R. (2007) ‘Agency and Change: Re-evaluating Foucault’s Legacy’, Organization, 14(6), pp.
769-791. Available at: https://journals.sagepub.com/doi/10.1177/1350508407082262. [Accessed 13
September 2020].

Caldwell, B. (1993). The changing role of the school principal. A review of developments in Australia
and New Zealand. In C. Dimmock (Ed.), School-Based Management and School Effectiveness (pp.
165-184). London: Routledge.

Campbell, C. (2009) Distinguishing the Power of Agency from Agentic Power: A Note on Weber and
the “Black Box” of Personal Agency*, Sociological Theory, 27, 4, (407-418). Available at:
https://onlinelibrary.wiley.com/doi/abs/10.1111/1467-954X.00162 [Accessed 13 September 2020

Cannella, G. S. (2000) ‘The Scientific Discourse of Education: Predetermining the Lives of others —
Foucault, Education, and Children’, Contemporary Issues in Early Childhood, 1(1), pp. 36—44.
Available at: The Scientific Discourse of Education: Predetermining the Lives of others — Foucault,
Education, and Children - Gaile S. Cannella, 2000 (sagepub.com) [Accessed 3March 2021].

Castillo-Montoya, M. (2016). Preparing for interview research: The interview protocol refinement
framework. The Qualitative Report, 21(5), 811-831.

Carter, S. M. and Little, M. (2007) ‘Justifying Knowledge, Justifying Method, Taking Action:

Epistemologies, Methodologies, and Methods in Qualitative Research’, Qualitative Health Research,
17(10), pp. 1316—-1328. Available at:
https://journals.sagepub.com/doi/abs/10.1177/1049732307306927. [Accessed 10 August 2020].

Casey, K. (1995) The new narrative research in education. Review of Research in Education, 21, 211-
253.

Charmaz, K. (2006) Constructing Grounded Theory: A Practical Guide through Qualitative Analysis.
London: Sage Publications. P.43-

Cha, Y.-K., & Ham, S.-H. (2010). The impact of English on the school curriculum. In B. Spolsky & F.
Hult (Eds.), The handbook of educational linguistics (pp. 313-327). London: Wiley-Blackwell

Chacédn, C. T. (2005). Teachers’ perceived efficacy among English as a foreign language teachers in
middle schools in Venezuela. Teaching and Teacher Education, 21, 257-272.

Chenail, R. J. (2011). Interviewing the investigator: Strategies for addressing instrumentation and
researcher bias concerns in qualitative research. The Qualitative Report, 16(1), 255-262. Available at:
http://www.nova.edu/ssss/QR/QR16-1/interviewing.pdf [Accessed 31st Mat 2021].

194


https://journals.sagepub.com/doi/10.1177/1350508407082262
https://onlinelibrary.wiley.com/doi/abs/10.1111/1467-954X.00162
https://journals.sagepub.com/doi/10.2304/ciec.2000.1.1.6
https://journals.sagepub.com/doi/10.2304/ciec.2000.1.1.6
https://journals.sagepub.com/doi/abs/10.1177/1049732307306927
http://www.nova.edu/ssss/QR/QR16-1/interviewing.pdf

Cheshire, P., & Sheppard, S. (2004). Capitalizing the value of free schools: the impact of supply
characteristics and uncertainty. The Economic Journal, 114, pp. F397-F424.

CILT, ALL, and ISMLA. (2003) Language Trends. London: CILT.
CILT, ALL, and ISMLA. (2005) Language Trends 2005. CILT, the National Centre for Languages
CILT, ALL, and ISMLA. (2010) Language Trends 2010 London: CILT, the National Centre for Languages.

Clandinin, J. (1985) Personal practical knowledge: A study of teachers’ classroom images. Curriculum
Inquiry, 15, (4), 361-385.

Clandinin, J. and Connelly, M. (2000) Narrative Inquiry: experience and story in qualitative research.
San Francisco, CA: Jossey-Bass.

Clark, J. (2004), “Participatory research with children and young people: philosophy, possibilities and
perils”, Action Research Expeditions, Vol. 4, November, pp. 1-18. Available at
:http://www.ecls.ncl.ac.uk/publications/Clark%5E2004-Participatory research with children.pdf
[Accessed 25 October 2021].

Clarke, V., & Braun, V. (2014). Thematic analysis. In A. C. Michalos (Ed.), Encyclopedia of quality of
life and well-being research (pp.6626—6628). Springer.

Clemitshaw, G. (2013) ‘Critical Pedagogy as Educational Resistance: A Post-Structuralist
Reflection’, Power and Education, 5(3), pp. 268—279. Available

at: https://journals.sagepub.com/doi/10.2304/power.2013.5.3.268?icid=int.sj-full-text.similar-
articles.3.[Accessed 25 may 2020].

Clough, P. and Corbett, J. (2000) Theories on Inclusive Education: A Student’s Guide. London: Paul
Chapman Publishing.

Clough, P. and Nutbrown, C. (2002) A Student’s Guide to Methodology. London: Sage.

Coe, R. (2008). Relative difficulties of examinations at GCSE: an application of the Rasch

model. Oxford Review of Education 34, no. 5: 609—-36. Available at

https://www.researchgate.net/profile/Robert Coe2/publication/237346769 Relative difficulties of
examinations at GCSE an application of the Rasch model/links/0f317532ae396e6ea5000000/R

elative-difficulties-of-examinations-at-GCSE-an-application-of-the-Rasch-model.pdf [Accessed 21

February 2020].

Coffey, S. (2018). Choosing to study modern foreign languages: Discourses of value as Forms of
Cultural Capital. Applied Linguistics, 39, 462-480, Volume 39, Issue 4, August 2018, Pages 462-480.
Available at: https://doi.org/10.1093/applin/amw019 [Accessed 10 January 2021].

Cohen, L., Manion, L. and Morrison, K. (2007) Research Methods in Education 6th Edition. London:
Routledge.

Cohen, L., Manion, L. and Morrison, K. (2011) Research Methods in Education. Seventh Edition.
London: Routledge.

Cohen, L., Manion, L., Morrison, K. (2018) Research Methods in Education Routledge, 8th Edition.
P.136, 302, 303, 471.

Coleman, J. (2009) Why the British do not learn languages: myths and motivation in the United
Kingdom. Language Learning Journal, 37(1), 111-127. Association for Language Learning.

195


http://www.ecls.ncl.ac.uk/publications/Clark%5E2004-Participatory_research_with_children.pdf
https://journals.sagepub.com/doi/10.2304/power.2013.5.3.268?icid=int.sj-full-text.similar-articles.3.%5bAccessed
https://journals.sagepub.com/doi/10.2304/power.2013.5.3.268?icid=int.sj-full-text.similar-articles.3.%5bAccessed
https://www.researchgate.net/profile/Robert_Coe2/publication/237346769_Relative_difficulties_of_examinations_at_GCSE_an_application_of_the_Rasch_model/links/0f317532ae396e6ea5000000/Relative-difficulties-of-examinations-at-GCSE-an-application-of-the-Rasch-model.pdf
https://www.researchgate.net/profile/Robert_Coe2/publication/237346769_Relative_difficulties_of_examinations_at_GCSE_an_application_of_the_Rasch_model/links/0f317532ae396e6ea5000000/Relative-difficulties-of-examinations-at-GCSE-an-application-of-the-Rasch-model.pdf
https://www.researchgate.net/profile/Robert_Coe2/publication/237346769_Relative_difficulties_of_examinations_at_GCSE_an_application_of_the_Rasch_model/links/0f317532ae396e6ea5000000/Relative-difficulties-of-examinations-at-GCSE-an-application-of-the-Rasch-model.pdf
https://doi.org/10.1093/applin/amw019

Collingridge, D. S., & Gantt, E. E. (2008). The quality of qualitative research. American Journal of
Medical Quality, 23(5), 389-395.

Coleman, J., A. Galaczi and L. Astruc. (2007) Motivation of UK school pupils towards foreign
languages: a large-scale survey at key stage 3. The Language Learning Journal 35, no. 2: 245-281.
Available at: https://www.tandfonline.com/doi/abs/10.1080/09571730701599252 [Accessed 21
February 2020]

Confederation of British Industry 2016, The right combination: CBI/Pearson Education and Skills
Survey 2016, Confederation of British Industry, [London]. Available at:
<https://epale.ec.europa.eu/sites/default/files/cbi-education-and-skills-survey2016.pdf>. [Accessed
26 October 2021].

Corbin, J. and Morse, J. M. (2003) ‘The Unstructured Interactive Interview: Issues of Reciprocity and
Risks when Dealing with Sensitive Topics’, Qualitative Inquiry, 9(3), pp. 335—354. Available at:
https://journals.sagepub.com/doi/abs/10.1177/1077800403009003001. [Accessed 17 February
2021].

Corbena, P. (2003) Social Research: Theory, Methods and Techniques. Sage Publications, London.

Cooper, R. and Burrell, G. (1988) Modernism, postmodernism and organizational analysis: An
introduction, Organizational Studies 9(1): 91-112.

Coté, L., & Turgeon, J. (2005). Appraising qualitative research articles in medicine and medical
education. Medical Teacher, 27, 71-75. Available at: https://journals.sagepub.com/
doi:10.1080/01421590400016308 [Accessed 30 March 2021].

Cotter, C. (2003), ‘Discourse and Media’ in D. Schiffrin, D. Tannen and H. Hamilton (eds), The
Handbook of Discourse Analysis, Blackwell Handbooks in Linguistics. Available at: discourse-analysis-
full.pdf (wordpress.com) [Accessed 4 April 2021].

Coyle, D. (2000) Meeting the Challenge: Developing the 3Cs Curriculum, in S. Green, (ed.), New
Perspectives on Teaching and Learning Modern Languages. Clevedon: Multilingual Matters: Modern
Languages in Practice: 158-182.

Nic Craith, M. (2007). Language, Power and Identity Politics. Available at
https://www.researchgate.net/publication/273390144 .[ Accessed 10 January 2021].

Creswell, J.W. (2007). Qualitative inquiry and research design: choosing among five approaches.
Thousand Oaks, London: Sage.

Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods approaches
(3rd ed.). Sage.

Cresswell, J.W. (2013) Qualitative Inquiry and Research Design: Choosing among Five Approaches,
3rd ed. London: Sage.

Creswell, J. (2014). Research design: Qualitative, quantitative and mixed methods approaches (4th
ed.). Thousand Oaks, CA: Sage.

Crotty, M. (1998) The Foundations of Social Research. Meaning and perspective in the research
process, London: Sage

Crystal, D. (2003) English as a Global Language, Cambridge: CUP

196


https://www.tandfonline.com/doi/abs/10.1080/09571730701599252
file:///E:/Thesis%20August%20to%20October21/Full%20thesis%20%203rd%20October/November/%3chttps:/epale.ec.europa.eu/sites/default/files/cbi-education-and-skills-survey2016.pdf%3e
https://journals.sagepub.com/doi/abs/10.1177/1077800403009003001
https://journals.sagepub.com/
file:///R:/Thesis%20August%2021/Chapter%201%20and%206/L.,%20&%20Turgeon,%20J.%20(2005).%20Appraising%20qualitative%20research%20articles
https://lg411.files.wordpress.com/2013/08/discourse-analysis-full.pdf
https://lg411.files.wordpress.com/2013/08/discourse-analysis-full.pdf
https://www.researchgate.net/publication/273390144_Language_Power_and_Identity_Politics

Cummins, J. (2000b). Language, Power and Pedagogy. Bilingual Children in the Crossfire. Clevedon,
UK: Multilingual Matters.

Dai, G. (2015). Constituting gender roles through the transitivity choice in commodity advertising-A
critical discourse approach. Asian Social Science, 11(28), 58-64. Hinostroza-Paredes, Yenny. (2020).
Critical Discourse Analysis of University Teacher Educators' Professionalism in Chilean. Education
Policy Analysis Archives. 28. 10.14507/epaa.28.5201. Available at: (PDF) Critical Discourse Analysis of
University Teacher Educators' Professionalism in Chilean Teacher Education Policy
(researchgate.net). [Accessed 19 April 2022].

Dale, K. (2005). ‘ Building a social materiality: spatial and embodied politics in organizational
control’. Organization, 12, 649— 678.

Daniels, N., Gillen, P., Casson, K., Wilson, I. (2019). STEER: Factors to consider when designing online
focus groups using audiovisual technology in health research. Available

at: https://journals.sagepub.com/doi/full/10.1177/1609406919885786 [Accessed 17 February
2021]

Da Silva, M. (2005). Constructing the teaching process from inside out: How pre-service teachers
make sense of their perceptions of the teaching of four skills. TESL-EJ, 9, 1-19.

David, M. Sutton, C. (2004) Social Research: The Basics. Sage Publications, London.
Davies, L. (2004). Education and Conflict. Complexity and Chaos. London: Routledge Falmer.

Davies, D., Dodd J. (2002) Qualitative research and the question of rigor. Qual Health Res. 12:279-
289.

Deacon, R. and Parker, B. (1995) Education as Subjection and Refusal: an elaboration on Foucault,
Curriculum Studies, 3:2, 109-122. Available at: Education as Subjection and Refusal: an elaboration
on Foucault (tandfonline.com) [Accessed 23 April 2021].

Dearney, C. (2005). A reflection on the use of semi-structured interviews. Nurse Researcher. 13, 1,
19,28.

Dean, M. (1999). Governmentality: Power and rule in modern society. London: Sage.

De Silva e Lopes, A.M. (2017) Exploring student perceptions of success and failure in Modern Foreign
Languages, p74-75.

De Silva e Lopes, A. M. (2019a) Literature Review: in partial fulfiiment of the Doctorate in Education
(EdD). University of Winchester.

De Silva e Lopes, A. M. (2019b) Pilot Study Proposal: in partial fulfilment of the Doctorate in
Education (EdD). University of Winchester.

Deakin, H., and K. Wakefield. 2013. “Skype Interviewing: Reflections of Two PhD
Researchers.” Qualitative Research 14 (5): 603-616. Available at:10.1177/1468794113488126 .
[Accessed 18 February 2021]

Dearing Report (2007) The National Committee of Inquiry into Higher Education. Available at:
https://www.academia.edu/464471/The Dearing Report Ten years on Learning and Teaching i
n_Higher Education [Accessed 18 August 2020].

Dearing, R., and King, L. (2007) The Languages Review. London: DfES.

197


https://www.researchgate.net/publication/346523881_Critical_Discourse_Analysis_of_University_Teacher_Educators'_Professionalism_in_Chilean_Teacher_Education_Policy
https://www.researchgate.net/publication/346523881_Critical_Discourse_Analysis_of_University_Teacher_Educators'_Professionalism_in_Chilean_Teacher_Education_Policy
https://www.researchgate.net/publication/346523881_Critical_Discourse_Analysis_of_University_Teacher_Educators'_Professionalism_in_Chilean_Teacher_Education_Policy
https://journals.sagepub.com/doi/full/10.1177/1609406919885786
https://www.tandfonline.com/doi/pdf/10.1080/0965975950030201
https://www.tandfonline.com/doi/pdf/10.1080/0965975950030201
https://doi.org/10.1177/1468794113488126
https://www.academia.edu/464471/The_Dearing_Report_Ten_years_on_Learning_and_Teaching_in_Higher_Education
https://www.academia.edu/464471/The_Dearing_Report_Ten_years_on_Learning_and_Teaching_in_Higher_Education

DeCuir-Gunby, J. T., Marshall, P. L., & McCulloch, A. W. (2011). Developing and using a codebook for
the analysis of interview data: An example from a professional development research project. Field
Methods, 23(2), 136—-155.

Demont-Heinrich, C., (2008) American “prestige press” representations of the global hegemony of
English, World Englishes, Vol. 27, No. 2, Pp. 161-180.

Denscombe, M. (2010) Ground Rules from Social Research: Guidelines for Good Practice.
Maidenhead: Open University.

Denzin, N.K. and Lincoln, Y.S. (1994) The SAGE Handbook of Qualitative Research, 4th ed. Thousand
Oaks CA: Sage.

Denzin, N., and Lincoln, Y. S. (2005) (Eds.) Handbook of qualitative research (3rd ed.). Thousand
Oaks, CA: Sage.

Department for Education, (2010 to 2015) Government policy: school and college funding and
accountability. Available at: https://www.gov.uk/government/publications/2010-to-2015-
government-policy: school and college funding and accountability -GOV.UK. [Accessed 7 May 2022]

Department for Education. (2013). Modern Foreign Languages (MFL): Languages that Schools May
Teach. London: Department for Education

Department for Education. (2014a). The national curriculum in England: Key stages 3 and 4
framework documents. London: Department for Education.

Department for Education. (2014b). Progress 8 school performance measure. London: Department
for Education. 316

Department for Education. (2014c). Schools, Pupils and their Characteristics: January 2014. London

Department for Education, (2015a) — languages policy in schools (2015), John Hopper Languages,
History, Geography team, [online]. Available at: https://www.languagesciences.cam.ac.uk/national-
languages [Accessed 21 February 2020].

Department for Education, (2015b) The purpose of education. Available at:
https://www.gov.uk/government/speeches/the-purpose-of-education [accessed 21 February 2020].

Department for Education, (2016) South Asian method of teaching maths to be rolled out in schools.
London: Department for Education. Department for Education and Skills. (2006). A condensed Key
Stage 3: Improving Key Stage 2 to Key Stage 3 transfer. Available at:
ps://dera.ioe.ac.uk/8412/7/ks3flexcurricupd025906_Redacted.pdf [Accessed 27 October 2021].

Department of Education and Science/Welsh Office. (1988). Modern languages in the school
curriculum : a statement of policy. London: H.M.S.0O.

Dervin, B. (1999). On studying information seeking and use methodologically: the implications of
connecting metatheory to method. Information Processing and Management, 5(6), 727-750.

DeSantis, L., & Ugarriza, D. (2000). The concept of theme as used in qualitative nursing research.
Western Journal of Nursing Research, 22, 351-372. Available at: The Concept of Theme as Used in
Qualitative Nursing Research - Lydia DeSantis, Doris Noel Ugarriza, 2000 (sagepub.com) [Accessed 1
April 2021].

Devlin, T., & Warnock, M. (1977). What must we teach? London: Temple Smith

198


https://www.gov.uk/government/publications/2010-to-2015-government-policy
https://www.gov.uk/government/publications/2010-to-2015-government-policy
https://www.languagesciences.cam.ac.uk/national-languages
https://www.languagesciences.cam.ac.uk/national-languages
https://www.gov.uk/government/speeches/the-purpose-of-education
https://journals.sagepub.com/doi/10.1177/019394590002200308
https://journals.sagepub.com/doi/10.1177/019394590002200308

Dewaele, J.M., & Thirtle, H. (2009). Why do some young learners drop foreign languages? A focus on
learner-internal variables. International Journal of Bilingual Education and Bilingualism, 12(6), 635-
649.

DfEE. (2000) Disapplication of the National Curriculum. London: Crown, p.19-21
DfES. (2002a) Languages for All: Languages for Life- a strategy for England. London: DfES. DfES
DfEE. (2004) Modern Foreign Languages. The National Curriculum for England. London: DfEE, QCA

Dick P and Cassell C (2002) Barriers to managing diversity in a UK constabulary: The role of discourse,
Journal of Management Studies 39: 953-976.

Dobson, A. (2018) Towards ‘MFL for all’ in England: a historical perspective, The Language Learning
Journal, 46:1, 71-85. Available at: https://doi.org/10.1080/09571736.2017.1382058 .[Accessed 24
August 2020].

Dyer, C. (1995) Beginning Research in Psychology. Oxford: Blackwell

Dorton, S., Spaulding, R., Burton, P. and Sonalysts, A. W. (2016) Assessing Corporate Perceptions of a
Human Factors Lab using Thematic Text Analysis. Sage Publications, 1(34), pp.1-2. Available at:
https://www.education.ie/en/Publications/Policy-Reports/lit num strategy full [Accessed 1 April,
2021]

Dreyfus H L (1999) Heidegger and Foucault on the subject, agency and practices, International
Journal of Philosophical Studies 4(1): 1-16.

Dreyfus, H. and Rabinow, P., (1982). Michel Foucault: Beyond structuralism and Hermeneutics. NY:
Harvester Press. pp197-202.

Driscoll, P. (2014) A new era for primary languages. In P. Driscoll, E. Macaro and A. Swarbrick (eds)
Debates in Modern Languages. London: Routledge, 259-272.

Earley, P. (2013) Exploring the School Leadership Landscape: Changing Demands, Changing Realities.
London: Bloomsbury Academic.

Earley, P. and D. Weindling. (2004). Understanding School Leadership. London: Paul Chapman.

Earley, P., R. Higham, R. Allen, T. Allen, J. Howson, R. Nelson, S. Rawar, S. Lynch, L. Morton, P. Mehta
and D. Sims. (2012) Review of the school leadership landscape. NfER, Slough, December. Available at

http://www.lcll.org.uk/uploads/3/0/9/3/3093873/review of school leadership landscape 2012 d
ec.pdf [Accessed 3 May 2020]

East, M. (2009). Promoting positive attitudes towards foreign language learning: a New Zealand
initiative. Journal of Multilingual and Multicultural Development 30, no. 6: 493-507. [Taylor &

Francis Online],.

Easterby-Smith, M. Thorpe, R. and Jackson, P.R. (2008) Management research. 3rd edition. CA: Sage,
Thousand Oaks.

Easterby-Smith, M. Thorpe, R. and Jackson, P.R. (2012) Management & business research. 4th
Edition. CA: Sage, Thousand Oaks.

199


https://doi.org/10.1080/09571736.2017.1382058
file:///N:/Windows/Desktop/MA/proposal%20forms/My%20paperwork/DISSERTATION.docx
http://www.lcll.org.uk/uploads/3/0/9/3/3093873/review_of_school_leadership_landscape_2012_dec.pdf
http://www.lcll.org.uk/uploads/3/0/9/3/3093873/review_of_school_leadership_landscape_2012_dec.pdf
https://www.tandfonline.com/servlet/linkout?suffix=CIT0017&dbid=20&doi=10.1080%2F09571736.2018.1508305&key=10.1080%2F01434630903147906&tollfreelink=2_239_a0a5fcb8157f9e11e9ed33975ad21cafde649862c00ff323a63635372f6d72ba
https://www.tandfonline.com/servlet/linkout?suffix=CIT0017&dbid=20&doi=10.1080%2F09571736.2018.1508305&key=10.1080%2F01434630903147906&tollfreelink=2_239_a0a5fcb8157f9e11e9ed33975ad21cafde649862c00ff323a63635372f6d72ba

Edgerton, J. D. and Roberts, L. W. (2014) ‘Cultural capital or habitus? Bourdieu and beyond in the
explanation of enduring educational inequality’, Theory and Research in Education, 12(2), pp. 193—
220. Available at : 10.1177/1477878514530231 [ Accessed, 24 March 2020].

Education Datalab. (2015). Floors, Tables & Coasters: Shifting the Education Furniture in England’s
Secondary Schools. London: Education Datalab. https://educationdatalab.org.uk/wp-
content/uploads/2016/02/2015-Educationfurniture-04.pdf (Accessed 21 February, 2020).

Edwards, A. (2001) Qualitative research designs and analysis. IN: MacNaughton, G., Rolfe, S. and
Siraj-Blatchfrord, I. (eds.) Doing Early Childhood Research: International Perspectives on Theory and
practice. Maidenhead: Open University Press,

Eick, D. (2004) Discourses on Language and Symbolic Power: Foucault and Bourdieu, in M. Grenfell &
M. Kelly (Eds) Pierre Bourdieu: language, culture and education: theory into practice, 85-96. Oxford:
Peter Lang.

Einarsdottir, J. (2007) Research with children: methodological and ethical challenges, European Early
Childhood Education Research Journal, 15:2, 197-211. Available at:
https://www.tandfonline.com/doi/full/10.1080/13502930701321477. [Accessed 26 May 2021].

Eisanhart, M. A. and Howe, K. R. (1992) Validity in Educational research. In M.D. LeCompte, W.L.
Millroy and J. Preissle (eds) The Handbook of Qualitative Studies in Education. New York: Academic
Press, pp 643-80.

Ellis, R. (2011). Macro-and micro-evaluations of task-based teaching. In Tomlinson, B. (ed.),
Materials development in language teaching. Cambridge: Cambridge University Press, pp. 212-235.

Emirbayer, M., & Mische, A. (1998). What is agency? American Journal of Sociology, 103, 962—
1023.10.1086/ajs.1998.103.issue-4 ,

Ensslin, A. & Johnson, S. (2006) Language in the news: investigating representations of ‘Englishness’
using WordSmith Tools, Corpora, 1 (2), 153-185.

Ercikan, K., & Roth, W.-m. (2006). What Good Is Polarizing Research into Qualitative and
Quantitative? Educational Researcher, 35(5), 14-23.

Erlandson, D.A., Harris, E.L., and Skipper, B.L. (1993) Doing naturalistic inquiry: a guide to methods.
London: Sage.

Ernest, P. (1989) The knowledge, beliefs and attitudes of the mathematics teacher: A model. Journal
of Education for Teaching, 15, 13-34.

Etelapelto, A., Vahasantanen, K., Hokka, P. and Paloniemi, S. (2013) What is agency? Conceptualizing
professional agency at work. Educational Research Review, 10, 45-65.

Eurydice. (2006) Content and Language Integrated Learning (CLIL) at School in Europe. Belgium:
European Commission.

Evans, M. (2007) The Languages Review in England: foreign language planning in the absence of an
overarching policy, Language Learning Journal, 35(2): 301303.

Evans, M. and L. Fisher (2009) Language Learning at Key Stage 3. The Impact of the Key Stage 3
Modern Foreign Languages Framework and Changes to the Curriculum on Provision and Practice.
Available at: Language Learning at Key Stage 3: (ioe.ac.uk) [Accessed 7 May 2022].

200


https://doi.org/10.1177/1477878514530231
https://educationdatalab.org.uk/wp-content/uploads/2016/02/2015-Educationfurniture-04.pdf
https://educationdatalab.org.uk/wp-content/uploads/2016/02/2015-Educationfurniture-04.pdf
https://www.tandfonline.com/doi/full/10.1080/13502930701321477
https://dera.ioe.ac.uk/11170/1/DCSF-RR091.pdf

Eynon, R,, Fry, J. and Schroeder, R. (2017) The Ethics of Online Research. In: 2017. The SAGE
Handbook of Online Research Methods, 55 City Road, London: SAGE Publications Ltd. pp. 19-37
Available at: <http://www.doi.org/10.4135/9781473957992.n2> [Accessed 1 Apr 2021].

Ezzamel M and Willmott H (2008) Strategy as discourse in a global retailer: A supplement to
rationalist and interpretive accounts, Organization Studies 29(2): 191-217.

Fairclough N (1989) Language and power. London: Longman
Fairclough, N. (1992). Discourse and Social Change. Cambridge: Polity Press

Fairclough, N. (1995). Critical discourse analysis: The critical study of language. London and New
York: Pearson

Fairclough, N. (1999). Critical discourse analysis: The critical study of language, London: Longman.
Fairclough, N. (2001a). Language and power, London: Longman

Fairclough, N.(2001b). “The discourse of new labour: Critical discourse analysis”. In Discourse as
data: A guide for analysis, Edited by: Witherell, M., Taylor, S. and Yates, S. 229-67. London: Sage.

Fairclough, N. (2001c). Critical discourse analysis as a method in social scientific research. In R.
Wodak & M. Meyer (Eds.), Methods of critical discourse analysis (pp. 122-136). London, England:
Sage.

Fairclough, N. (2003). Analysing discourse: textual analysis for social research. London: Routledge.

Faltis, C. J. (2006) Teaching English language learners in elementary school communities: A joint
fostering approach (4th ed.). Upper Saddle River, NJ: Pearson.

Fejes, A., Dahlstedt, M. (2013) The confessing society: Foucault, confession and practice of lifelong
learning, New York, NY: Routledge.

Fejes, A., and K. Nicoll, eds. 2008. Foucault and Lifelong Learning: Governing the

Subject. London, Routledge.

Feldman, S.P. (1997) The revolt against cultural authority: Power/Knowledge as an assumption in
organization theory, Human Relations 50(8): 931-955.

Fereday, J. and Cochrane, E. M. (2006). Demonstrating Rigor Using Thematic Analysis: A Hybrid
Approach of Inductive and Deductive Coding and Theme Development, International Journal of
Qualitative Methods, 5(1), 82.

Filmer-Sankey, C., Marshall, H., & Sharp, C. (2010). Languages at Key Stage 4 2009-2011: evaluation
of the impact of Languages Review recommendations: baseline findings from the first year of the
evaluation. (London: Department for Children, Schools and Families).

Fisher, L. 2001. Modern foreign languages recruitment post-16: the pupils’ perspective. The
Language Learning Journal 23, no. 1: 33-40. [Taylor & Francis Online]

Flores, M. A. & Day, C. (2006). Contexts which shape and reshape new teachers’ identities: A multi-
perspective study. Teaching and Teacher Education, 22, 219- 232

Fontana, A. and Frey, J.H. (2005). The interview: From neutral stance to political involvement. In ‘The
Sage handbook of qualitative research’, eds NK Denzin and YS Lincoln, 695— 727. Thousand Oaks, CA:
Sage.

201


https://www.tandfonline.com/servlet/linkout?suffix=CIT0019&dbid=20&doi=10.1080%2F09571736.2018.1508305&key=10.1080%2F09571730185200071&tollfreelink=2_239_1b3bee43c02ce096d1268b33d9cdf002756a0f23a0cb7c84052fb1e69281e09f

Forrester, G. (2005) ‘All in a day’s work: primary teachers ‘performing’ and ‘caring’, Gender and
Education Vol 17 (3) pp. 271-287.

Foucault, M. (1972). The archaeology of knowledge. New York: Harper Colophon. (1980).
Foucault, M. (1974). The archaeology of knowledge. London: Tavistock, p.3, 45, 171.
Foucault, M. (1977a). Discipline and punish: The birth of the prison, London: Penguin.

Foucault, M. (1977b). ‘Power and Sex: An Interview with Michelle Foucault’ Telos, 32, pp 152-161
(Cited in Deacon, R. (1998). Strategies of Governance Michel Foucault on Power. Theoria: A Journal
of Social and Political Theory, 92, 113-148. http://www.jstor.org/stable/41802104 [Accessed 20
April 2022]

Foucault, M. (1978a). The history of sexuality. New York :Pantheon Books, p.93

Foucault, M. (1978b/2000) Questions of Method. In: J.D. Faubion, ed., Power: Essential works of
Foucault, 1954-1984, Volume 3. New York: The New Press, p223-238

Foucault, M. (1979a) Discipline and Punish: The Birth of the Prison. Harmondsworth: Penguin.

Foucault, M. (1979b) The History of Sexuality, Vol.1: An Introduction. London: Allen Lane, p.100-
101.

Foucault, M. (1980a) The History of Sexuality. Volume I: An Introduction. Robert Hurley, trans. New
York: Vintage, p.132

Foucault, M. (1980b) Power/knowledge: Selected interviews and other writings by Michel Foucault,
1972-1977. New York: Pantheon.

Foucault, M. (1982). The Subject and Power: Critical Inquiry, Vol. 8, No. 4 (Summer, 1982), pp. 777-
795 Published by: The University of Chicago Press Stable URL: Available at
http://www.jstor.org/stable/1343197. [Accessed 25 May 2020].

Foucault, M. (1990). The History of Sexuality: Volume 1. Harmondsworth: Penguin Books, p.139

Foucault, M. (1991a,1975) Discipline and Punish: The Birth of the Prison, A. Sheridan trans.
(Harmondsworth, Penguin).

Foucault, M. (1991a). Discipline and Punish: The Birth of the Prison. Harmondsworth: Penguin Books,
p.55, 170.

Foucault, M. (1991b). Politics and the study of discourse. In G. Burchill, C. Gordon & P. Miller (Eds),
The Foucault Effect: Studies in Governmentality, pp. 53-72. Chicago: University of Chicago Press.

Foucault, M. (1991c). Governmentality. In G. Burchell, C. Gordon, & P. Miller (Eds.), The Foucault
effect: Studies in governmentality (pp. 87—-104). Chicago, IL: The University of Chicago Press.

Foucault, M. (1991d). The subject and power. In H. Dreyfus & P. Rabinow (Eds.), Michel Foucault:
Beyond structuralism and hermeneutics (pp. 208—226). Chicago, IL: University of Chicago Press.

Foucault, M. (1991e). Discipline and punish. Harmondsworth: Penguin.

Foucault, M. (1994) Discipline and Punish: The Birth of the Prison. London: Penguin, p.3-7

202


http://www.jstor.org/stable/41802104
http://www.jstor.org/stable/1343197

Foucault, M. (1995) Discipline & Punishment. New York, NY: Vintage Books. [Google Scholar]
[Accessed 26 May 2020]

Foucault, M. (1997a) Ethics: Subjectivity and Truth, New York: The New Press, p.225

Foucault, M. (1997b). What is critique? Translated into English by Lysa Hochroth. In S. Lotringer & L.
Hochroth (Eds.), The politics of truth. New York: Semiotext(e), p. 306.

Foucault, M. (1998) The History of Sexuality: The Will to Knowledge, London, Penguin

Foucault, M. (2000a) Governmentality, in J.D. Faubion (Ed.) Power. Essential Works of Foucault,
1954-1984, vol.3, 201-222. New York: New Press.

Foucault M (2000b) Interview with Michel Foucault, in Foucault M and Faubion JD (Ed) Essential
works of Foucault 1954-1984, vol. 3; Power, pp. 239-297, The New Press, New York.

Foucault, M. (2000c) Interview with Michel Foucault, in Foucault M and Faubion JD (Ed) Essential
works of Foucault 1954-1984, vol. 3; Power, pp. 239-297, The New Press, New York.

Foucault, M. (2002a). The Archaeology of Knowledge. Translated by A.M. Sheridan Smith. London
and New York: Routledge, p.36,p.54.

Foucault, M. (2002b). Power: essential works of Foucault 1954-1984, Vol. 3 (Ed. J.D. Faubion).
London: Penguin Books

Foucault, M., (2005) The Archeology of Knowledge, Routledge, London.

Foucault, M. (2006). Psychiatric power: lectures at the collége de France 1973—-1974 (Ed. J.
Lagrange). New York: Palgrave Macmillan.

Foucault M (2007a) Security, territory, population: Lectures at College de France 1977-1978,
translated by G Burchell, Parlgrave Macmillan, London, pp p.130,175,181,199, 236-245, 311-316

Foucault, M. (2007b) The Politics of Truth. Semiotext(e): Los Angeles. [Google Scholar]

Foucault, M. (2007c). ‘The incorporation of the hospital into modern’. (trans: Knowlton E. Jr, King,
W. J. and Elden, S.) In J. W. Crampton and S. Elden (Eds), Space, Knowledge and Power: Foucault and
Geography. London: Ashgate, 141— 152.

Foucault M. (2010) The Government of Self and Others: Lectures at the College de France 1982—-
1983. Palgrave Macmillan, New York.

Foucault, M. (2013) The Will to Know: Lectures at the College De France 1970-71. London: Palgrave.
Foucault, M. and Rabinow, P. (1984) The Foucault Reader. New York: Pantheon Books.

Fournier, V. (1999). The appeal to ‘professionalism’ as a disciplinary mechanism. Sociological Review
47(2), 280-307. Available at: The Appeal to ‘Professionalism’ as a Disciplinary Mechanism - Valérie
Fournier, 1999 (sagepub.com) [Accessed 12 September 2021].

Fowler, F. J. Jr., (2000) Survey Research Methods, 4th edition, Thousand Oaks, CA: Sage
Freire, P. (1972). Pedagogy of the oppressed. New York: Herder and Herder.

Freire, P. (2000) Pedagogy of the Oppressed, New York, Bloomsbury Publishing.

203


http://scholar.google.com/scholar_lookup?hl=en&publication_year=1995&author=Michel.+Foucault&title=Discipline+%26+Punish
http://scholar.google.com/scholar_lookup?hl=en&publication_year=2007&author=M.+Foucault&title=The+Politics+of+Truth
https://journals.sagepub.com/doi/10.1111/1467-954X.00173
https://journals.sagepub.com/doi/10.1111/1467-954X.00173

Frohmann, B. (1992). The power of images: a discourse analysis of the cognitive viewpoint. Journal
of Documentation, 48(4), 365-386.

Galdas, P. (2017) ‘Revisiting Bias in Qualitative Research: Reflections on Its Relationship With
Funding and Impact’, International Journal of Qualitative Methods. Available at: Revisiting Bias in
Qualitative Research: Reflections on Its Relationship With Funding and Impact - Paul Galdas, 2017
(sagepub.com) [Accessed 24 May 2021].

Gali¢, M., Timan, T. & Koops, BJ. (2017) Bentham, Deleuze and Beyond: An Overview of Surveillance
Theories from the Panopticon to Participation. Philos. Technol. 30, 9-37. Available at Bentham,
Deleuze and Beyond: An Overview of Surveillance Theories from the Panopticon to Participation |
SpringerLink. [Accessed 6 May 2021].

Galletta, A. 2013. Mastering the Semi-Structured Interview and Beyond: From Research Design to
Analysis and Publication (Qualitative Studies in Psychology). New York: New York University Press.

Gaventa, J. (2003). Power after Lukes: An Overview of Theories of Power since Lukes and Their
Application to Development. Brighton: Participation Group, Institute of Development Studies.
Available a:

https://www.powercube.net/wp-content/uploads/2009/11/power after lukes.pdf [Accessed 25
May 2020).

Geertz, C. (1973) Thick Description: towards an interpretative theory of culture. IN: Geertz, C. (ed.)
The Interpretations of Cultures. New York: Basic Books

Gergen, K.J. (1999) An Invitation to Social Construction. London: Sage
Gergen, K.J. (2003) ‘Beyond Knowing in Organizational Inquiry’, Organization 10: 453-56.

Giddens, A. (1984) The Constitution of Society. Cambridge: Polity Press. Giddens, A. (1992) The
Transformation of Intimacy: Sexuality, Love and Eroticism in Modern Societies. Cambridge: Polity
Press.

Giddens, A. (1993) ‘Critique of Foucault’, in P. Cassell (ed.) The Giddens Reader, pp. 228-35. London:
Macmillan.

Gillies, D. (2008). Developing governmentality: Conduct and education policy. Journal of Education
Policy, 23, 415-427.

Giroux, H. A. (1993) Living dangerously: Multiculturalism and the politics of difference.

Giroux, H. A. (2004). Cultural studies, public pedagogy, and the responsibility of intellectuals.
Communication and Critical/Cultural Studies, 1(1), 59-79.

Glatter, R. (2012) Persistent preoccupations. Educational Management Administration and
Leadership 40, no. 5: 559-75.

Godfrey, R., Lilley, S. and Brewis, J. (2012). ‘ Biceps, bitches and borgs: reading Jarhead's
representation of the construction of the (masculine) military body’. Organization
Studies, 33, 541— 562.

Golafshani, N. (2003) Understanding reliability and validity in qualitative research. The Qualitative
Report, 8 (4) :597-607. Available at: "Understanding Reliability and Validity in Qualitative Research"
by Nahid Golafshani (nova.edu) [Accessed 5June 2021].

204


https://journals.sagepub.com/doi/full/10.1177/1609406917748992
https://journals.sagepub.com/doi/full/10.1177/1609406917748992
https://journals.sagepub.com/doi/full/10.1177/1609406917748992
https://link.springer.com/article/10.1007/s13347-016-0219-1
https://link.springer.com/article/10.1007/s13347-016-0219-1
https://link.springer.com/article/10.1007/s13347-016-0219-1
https://www.powercube.net/wp-content/uploads/2009/11/power_after_lukes.pdf
https://nsuworks.nova.edu/tqr/vol8/iss4/6/
https://nsuworks.nova.edu/tqr/vol8/iss4/6/

Gold, A. and Evans, J. (1998) Reflecting on School Management. London: Falmer, p.9.

Goldring, E. (2005). Parental involvement and school choice: Israel and the United States, in: C.
Bagley, R. Glatter & P. Woods (eds), Choice and diversity in schooling: perspectives and prospects
(NY: Routledge), pp. 83-98.

Goldstein, H. (2004). Education for all: The globalization of learning targets. Comparative Education,
40, 15-28.

Goodman, J. (1988). Constructing a practical philosophy of teaching: A study of preservice teachers'
professional perspectives. Teaching & Teacher Education, 4, 121-137.

Gomm, R., Hommersley, M. and Foster, P. (2000) Case study and generalization. IN: Gomm, R.
Hammersley, M. and Foster, P. (eds.) Case study method. London: Sage, 98-115.

Graddol, D. (2006) Why Global English may mean the end of ‘English as a Foreign Language’.
Available at :

https://www.academia.edu/6938568/English Next Why global English may mean the end of E
nglish as a Foreign Language [Accessed 19 November 2020]

Graham, S.J. (2002) Experiences of learning French: a snapshot at years 11, 12 and 13. The Language
learning Journal 25, no. 1:15-20 [Taylor & Francis Online], [Google Scholar] [Accessed 13 August
2020]

Graham, S. J. (2004). Giving up on modern foreign languages? Students' perceptions of learning
French. The Modern Language Journal, 88(2), 171-191. Available at:
https://onlinelibrary.wiley.com/doi/abs/10.1111/j.0026-7902.2004.00224.x [Accessed 27 December
2020]

Graham, S. and D. Santos. (2015) Language learning in the public eye: an analysis of newspapers and
official documents in England. Innovation in Language Learning and Teaching 9, no. 1: 72—85 .
Available at :10.1080/17501229.2014.995766. [Accessed 12 February 2020].

Gramsci, A. (1995). Further selections from the prison notebooks: Antonio Gramsci (D. Boothman
Ed.). Minneapolis: University of Minnesota Press.

Gray, D.E (2004) Doing Research in the Real World. First edition. Sage Publications, London.

Gray, K. (1997) ‘Book reviews : Devon Woods 1996: Teacher cognition in language teaching: beliefs,
decision-making and classroom practice (Cambridge Applied Linguistics series). Cambridge:
Cambridge University Press. 324 pp. £35.00 (HB). ISBN 0 521 49700 O’, Language Teaching Research,
1(2), pp. 179-182. doi: 10.1177/136216889700100205 [Accessed 20 August 2020].

Greenbank, P. (2003) ‘The role of values in educational research: the case for reflexivity.’British
Educational Research Journal 26(6), pp 278, 791-801. In educational research: the case for
reflexivity.” British Educational Research Journal 29(6).

Gregory, . (2003) Ethics in Research. London: Continuum.

Grenfell, M., & Harris, V. (2013) Making a difference in language learning: the role of sociocultural
factors and of learner strategy instruction. Curriculum Journal, 24(1), 121-152.

Griffin, L.K. (2012) Narrative, Truth and Trial. The Georgetown Law Journal, 101, 281-335.

Grix, J. (2010) The Foundations of Research, 2nd ed. London: Palgrave Macmillan.

205


https://www.academia.edu/6938568/English_Next_Why_global_English_may_mean_the_end_of_English_as_a_Foreign_Language_
https://www.academia.edu/6938568/English_Next_Why_global_English_may_mean_the_end_of_English_as_a_Foreign_Language_
file:///R:/Thesis%20August%2021/Chapter%201%20and%206/Taylor%20&%20Francis%20Online%5d,
file:///R:/Thesis%20August%2021/Chapter%201%20and%206/%5bGoogle%20Scholar%5d
https://onlinelibrary.wiley.com/doi/abs/10.1111/j.0026-7902.2004.00224.x
https://doi.org/10.1080/17501229.2014.995766
https://doi.org/10.1177/136216889700100205

Guba, E.G., and Lincoln, Y.S. (1989) Fourth Generation Evaluation. Newbury Park, CA: Sage

Guba, E.G., and Lincoln, Y.S. (1994) Competing paradigms in qualitative research. In Denzin, N.K. and
Lincoln, Y.S. (Eds), Handbook of qualitative research. CA: Sage, Thousand Oaks.

Guba, E.G., and Lincoln, Y.S. (1998) Competing Paradigms in Qualitative research. In Denzin, N.K. and
Lincoln, Y.S. (Eds). The landscape of Qualitative Research. CA: Sage, Thousand Oaks.

Gubrium, J.F. and Holstein, J. (2001) Handbook of interview research. Thousand Oaks: California.

Gubrium, J.F. and Holstein, J.A. (2003) ‘From the individual interview to the interviewing society’ in
Gubrium, J. F. and Holstein, J. A. (editors) Post -modern interviewing. Thousand Oaks: Sage
Publications.

Gudmundsdottir, S. (1990) Curriculum Stories. In C. Day, P. Denicolo and M. Pope (eds) Insights into
Teachers’ Thinking and Practice. London: Falmer Press, 107-118.

Guo, Y. & Beckett, G., (2007). The Hegemony of English as a Global Language: Reclaiming Local
Knowledge and Culture. Available at:

https://www.researchgate.net/publication/234623136 The Hegemony of English as a Global La
nguage Reclaiming Local Knowledge and Culture in China. [Accessed 10 January 2021].

Halpren, E. S. (1983). Auditing naturalistic inquiries: The development and application of a model
(Unpublished doctoral dissertation). Indiana University, Bloomington.

Hammersley, M. (1992) Deconstructing the qualitative and quantitative divide. In J. Brannen (ed)
Mixing Methods: Qualitative and Quantitative Research. Aldershot: Ashgate, 39-57.

Hammersley, M. (1995) Theory and evidence in qualitative research. Quality and Quantity, 29, (1),
55-66.

Hammersley, M. (2003) Conversation analysis and discourse analysis: methods or paradigms?
Discourse & Society, 14(6), 751-781.

Hammersley, M. (2013) What is Qualitative Research? London: Bloomsbury Academic.

Hammersley, M. (2014) The Ethics of Interviewing for Discourse Analysis: A Reply to Taylor and
Smith. Qualitative Research 14 (6): 763—766. doi:10.1177/1468794114554148.

Hardy, C. and Thomas., R. (2015). Discourse in a Material World. Journal of Management Studies
52:5 July 2015. Available at: Discourse in a Material World - Hardy - 2015 - Journal of Management
Studies - Wiley Online Library [Accessed 2 May 2021].

Hardy, C. and Thomas, R. (2014). ‘Strategy, discourse and practice: the intensification of power’.
Journal of Management Studies, 51, 320-48.

Hamersley-Fletcher, L. & Strain, M. (2011) Power, agency and middle leadership in English primary
schools, British Educational Research Journal, 37:5, 871-884. Available at:
https://www.tandfonline.com/doi/abs/10.1080/01411926.2010.506944 [Accessed, 17 May 2020].

Hanna, P. (2012) “Using Internet Technologies (Such as Skype) as a Research Medium: A Research
Note.” Qualitative Research 12 (2): 239-242. Available at: 10.1177/1468794111426607. [Accessed
18 February 2021]

206


https://www.researchgate.net/publication/234623136_The_Hegemony_of_English_as_a_Global_Language%20Reclaiming_Local_Knowledge_and_Culture_in_China.
https://www.researchgate.net/publication/234623136_The_Hegemony_of_English_as_a_Global_Language%20Reclaiming_Local_Knowledge_and_Culture_in_China.
https://doi.org/10.1177/1468794114554148
https://onlinelibrary.wiley.com/doi/full/10.1111/joms.12113
https://onlinelibrary.wiley.com/doi/full/10.1111/joms.12113
https://www.tandfonline.com/doi/abs/10.1080/01411926.2010.506944
https://doi.org/10.1177/1468794111426607

Hand H (2003) The mentor's tale: a reflexive account of semi-structured interviews. Nurse
Researcher. 10, 3, 15-27.

Harding, J. (2013). Qualitative data analysis: From start to finish. Thousand Oaks, CA: Sage
Publications.

Harris, R., & Haydn, T. (2012). What happens to a subject in a free market curriculum? A study of
secondary school history in the UK. Research Papers in Education, 27(1), 81-101.

Harvey, D. (2007). Neoliberalism as creative destruction. Annals of the American Academy of
Political and Social Science Vol. 610, NAFTA and Beyond: Alternative Perspectives in the Study of
Global Trade and Development, pp. 22-44.

Harvey, D. (2005). A brief history of neoliberalism. Oxford: Oxford University Press.

Hastings, A. (1999) ,,Discourse and urban change: introduction to the special issue®, Urban Studies
36 (1), 7-12.

Hawkes, R. (2012) Learning to talk and talking to learn: how spontaneous teacher learner interaction
in the second foreign language classroom provides greater opportunities for L2 learning, University
of Cambridge, Cambridge.

Heather Davis & Carey Andrzejewski. (2009). Teacher Beliefs in Theory and Practice in Language
Studies, Vol. 2, No. 7, pp. 1397-1402, July 2012 Academy Publisher. Available at
http://www.academypublication.com/issues/past/tpls/vol02/07/tpls0207.pdf#page=83 [Accessed
13 August 2020].

Heizmann, H. (2012). Workplace information practices among human resources professionals:
discursive boundaries in action. Information Research, 17(3), paper 532. Available at: Workplace
information practices among human resources professionals: discursive boundaries in action
(informationr.net) [Accessed 21 April 2021].

Hesse-Biber, S. N. (2007). Handbook of feminist research: Theory and praxis. Thousand Oaks, CA:
Sage Publications Inc, p.17.

Higgins, S. and Leat, D. (2001) Horses for courses or courses for horses: what is effective teacher
development? In J. Soler, A. Craft and H. Burgess (eds) Teacher Development. Exploring our own
Practice. London, The Open University, pp57-68.

Hiller, H. H., & DiLuzio, L. (2004). The participant and the research interview: Analysing a neglected
dimension in research. The Canadian Review of Sociology and Anthropology, 41,1-26

Hobolt, S. B. (2016) The Brexit vote: a divided nation, a divided continent, Journal of European Public
Policy, 23:9, 1259-1277. Available at
https://www.tandfonline.com/action/showCitFormats?doi=10.1080%2F13501763.2016. [Accessed
26 August 2020].

Holloway, I. and Wheeler, S. (2010) Qualitative Research in Nursing and Healthcare, 3rd ed.
Chichester: Wiley-Blackwell.

Holmer-Nadesan, M. and Trethewey, A. (2000). ‘Performing the enterprising subject: gendered
strategies for success’. Text and Performance Quarterly, 20, 223— 250.

207


http://www.academypublication.com/issues/past/tpls/vol02/07/tpls0207.pdf#page=83
http://www.webcitation.org/6c4Jvuf23
http://www.webcitation.org/6c4Jvuf23
http://informationr.net/ir/17-3/paper532.html#.YH_mN5-SmUk
http://informationr.net/ir/17-3/paper532.html#.YH_mN5-SmUk
http://informationr.net/ir/17-3/paper532.html#.YH_mN5-SmUk
https://www.tandfonline.com/action/showCitFormats?doi=10.1080%2F13501763.2016

Holstein, J. A., & Gubrium, F. (2004). The active interview. In D. Silverman (Ed.), Qualitative research:
Theory, method and practice (2nd ed., pp. 140-161). Thousand Oaks, CA: Sage Publications.

Hook, D. (2007). Foucault, Psychology and the Analytics of Power. Houndmills, UK: Palgrave
Macmillan.

Hook, D. (2001). Discourse, knowledge, materiality, history: Foucault and discourse analysis. Theory
and Psychology 11: 521-47.

Hugly, P. and Sayward, C. (1987) Why Substitutional Quantification Does Not Express Existence.
Theory and Decision, 50, 67-75.

Hult, F. M., & Hornberger, N. H. (2016). Re-visiting orientations to language planning: Problem, right,
and resource. Bilingual Review/La revista bilinglie, 33, 30 —49. Available at:
https://www.academia.edu/37616364/Revisiting Orientations in_Language Planning Problem Rig
ht and Resource as an Analytical Heuristic [Accessed 13 August 2020].

Hutcheon, L. (1991). Discourse, power, ideology: Humanism and post- modernism. New York:
Routledge.

Hutton, W. (2012) We continue to harm and isolate ourselves by only speaking English. Self-
development and national development will both be enhanced if we embrace foreign languages, The
Observer, p.37.

Hyland, K. and Paltridge, B. (2011) The Continuum Companion To Discourse Analysis,
London:Continuum, p.1.

Irvine, A., P. Drew, and R. Sainsbury. (2013). ‘Am | Not Answering Your Questions Properly?’
Clarification, Adequacy and Responsiveness in Semi-Structured Telephone and Face-To-Face

Im, H. (1991). Hegemony and Counter-Hegemony in Gramsci. Asian Perspective, 15(1), 123-156.
Available at: https://www.jstor.org/stable/42705295&site=jstor [Accessed 3 May 20210

Interviews.” Qualitative Research 13 (1): 87-106. Available at:10.1177/1468794112439086.
[Accessed 18 February 2021].

Ishak, N. and Bakar, A. (2012) Qualitative data management and analysis using NVivo: an approach
used to examine leadership qualities among student leaders. Education Research Journal 2(3), pp.94-
103. Available at: Qualitative Data Management and Analysis using NVivo: An Approach Used to
Examine Leadership Qualities Among Student Leaders (psu.edu) [Accessed 18 June 2021].

Jack G and Lorbiecki, A (2007) National identity, globalization and the discursive construction of
organizational identity, British Journal of Management 18: 79-94.

Jessop, B. (2014) ‘Marxist Approaches to Power’ in E. Amenta, K. Nash, A. Scott, eds, The Wiley
Blackwell Companion to Political Sociology, Oxford: Blackwell, 3-14, 2012.Available at:
https://www.miguelangelmartinez.net/IMG/pdf/2012 Jessop Marxist Approaches to Power ch
apter-2.pdf [Accessed 22 November 2020].

Jewiit, C. (2012) National Centre for Research Methods Working Paper 03/12 An introduction to
using video for research. Available at: NCRM_workingpaper 0312.pdf [Accessed 30 October 2021].

Johnson, D. (2013) Language policy. Basingstoke: Palgrave Macmillan. [Accessed 28 May 2020].

208


https://www.academia.edu/37616364/Revisiting_Orientations_in_Language_Planning_Problem_Right_and_Resource_as_an_Analytical_Heuristic
https://www.academia.edu/37616364/Revisiting_Orientations_in_Language_Planning_Problem_Right_and_Resource_as_an_Analytical_Heuristic
https://www.jstor.org/stable/42705295&site=jstor
https://doi.org/10.1177/1468794112439086
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.456.8278&rep=rep1&type=pdf
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.456.8278&rep=rep1&type=pdf
https://www.miguelangelmartinez.net/IMG/pdf/2012_Jessop_Marxist_Approaches_to_Power___chapter-2.pdf
https://www.miguelangelmartinez.net/IMG/pdf/2012_Jessop_Marxist_Approaches_to_Power___chapter-2.pdf
https://eprints.ncrm.ac.uk/id/eprint/2259/4/NCRM_workingpaper_0312.pdf

Johnson, K.E. (1996) The vision versus the reality: The tensions of the TESOL practicum. In D.
Freeman and J.C. Richards (eds) Teacher Learning in Language Teaching. Cambridge: Cambridge
University Press, 30-49.

Johnson, D.C., Johnson E.J. (2015) Power and agency in language policy appropriation. Lang
Policy 14, 221-243. Available at: https://doi.org/10.1007/s10993-014-9333-z [Accessed 4 May
2020].

Jones, J. and Coffey, S. (2013) Modern Foreign Languages 5-11. A guide for teachers. 2™ edition.
Oxon: Routledge.

Jootun, D., McGhee, G., & Marland, G. (2009). Reflexivity: Promoting rigour in qualitative research.
Nursing Standard, 23(23), 42-46.

Kalaja, P., & Barcelos, A. M. F. (2013) Beliefs in second language acquisition: Learner. In C. A.
Chapelle (Ed.), Encyclopedia of applied linguistics. Malden, MA: Wiley Blackwell. Available at:
https://pdfs.semanticscholar.org/d2b7/0cd2bd11c6b810baab8a56b82a7e40332821.pdf [Accessed
24 January 2021].

Kahn, R.L. and Cannell, L.F. (1957) The Dynamics of Interviewing. IN: Kerlinger, F.N. (1970)
Foundations of behavioural research. New York: Holt, Rinehart and Winston, 16.

Kansanen, P. (2008) Pedagogical thinking: The way to the secrets of teaching. Symposium
Speech.University of Helsinki, April 28th, 2008. Available at :
https://publications.aston.ac.uk/id/eprint/26750/1/Seferaj Kristjan 2015.pdf [Accessed 15
November 2020].

Kaplan, L. S. and Owings, W. A. (2011). American education: Building a common foundation.
Belmont(CA): Wadsworth Cengage Learning.

Karnieli-Miller, O., Strier, R., & Pessach, L. (2009). Power relations in qualitative research. Journal of
Qualitative Health Research, 19, 279-289. Available at:
https://journals.sagepub.com/doi/10.1177/1049732308329306 [Accessed 5 June 2020].

Keddie, A., Mills, M. & Pendergast, D. (2011). Fabricating and identity in neo-liberal times:
performing schooling as ‘number one’. Oxford Review of Education, 37, 75-92.

Kehily M. (2001) ‘Bodies in School: Young Men, Embodiment, and Heterosexual Masculinities’, Men
and Masculinities, 4(2), pp. 173-185. Available at: Bodies in School: Young Men, Embodiment, and
Heterosexual Masculinities - MARY KEHILY, 2001 (sagepub.com) [Accessed 3 May 2021].

Kelly, M. (1994a). Foucault, Habermas, and the self-referentiality of critique. In KELLY, Michael. (ed.).
Critique and power. Recasting the Foucault/Habermas debate, Cambridge, 1, pp.363-400. ISBN 0-
262-11182-9.

Kelly, M. (2019)." Is the UK in a language crisis’ Available at: Is the UK in a language crisis? | British
Council [Accessed 2 June 2022].

Kendall, G. (1999) Using Foucault’s methods /. [Online]. London: Sage.

Kerswill, P. (2009). Language and Social Class. In Culpeper, J., Katamba, F., Kerswill, P., McEnery, A.,
Wodak, R., McEnery, T. (Eds). English Language (pp. 358 — 372). Basingstoke: Palgrave Macmillan

209


https://doi.org/10.1007/s10993-014-9333-z
https://pdfs.semanticscholar.org/d2b7/0cd2bd11c6b810baab8a56b82a7e40332821.pdf
https://publications.aston.ac.uk/id/eprint/26750/1/Seferaj_Kristjan_2015.pdf
https://journals.sagepub.com/doi/10.1177/1049732308329306
https://journals.sagepub.com/doi/10.1177/1097184X01004002005
https://journals.sagepub.com/doi/10.1177/1097184X01004002005
https://www.britishcouncil.org/voices-magazine/uk-language-learning-crisis
https://www.britishcouncil.org/voices-magazine/uk-language-learning-crisis

Kincheloe, J. L., & Mclaren, P. (2000) Rethinking critical theory and qualitative research. In N. K.
Denzin & Y. S. Lincoln (Eds.), Handbook of qualitative research (2nd ed., pp. 279-313). Thousand
Oaks, CA: Sage

King, N. (2004). Using templates in the thematic analysis of text. In C. Cassell & G. Symon (Eds.),
Essential guide to qualitative methods in organizational research (pp. 257-270). London, UK: Sage.

King, N. & Horrocks, C. (2010) Interviews in Qualitative Research, London, SAGE Publications. p.149
Klemperer, V. (2005) The language of the Third Reich: LTI. Lingua Tertii Imperii. London: Continuum.
landscape in the United Kingdom. Modern Language Journal, 101, 517-532.

Kramsch, C. (2005) Post 9/11: Foreign languages between knowledge and power. Applied Linguistics,
26, 545-567.

Kramsch, C. (2014) ‘Teaching foreign languages in an era of globalization: Introduction’, The Modern
Language Journal, 98(1), pp. 296—-311

Kubota, R. (2016). Neoliberal paradoxes of language learning: Xenophobia and international
communication, Journal of Multilingual and Multicultural Development, 37, 467—480.

Kvale, S. (1996). Interviews: An introduction to qualitative research interviewing. London: Sage.
Kvale, S. (2007) Doing Interviews. London: Sage Publications Ltd.
Lacan, J., (2006), Ecrits, transl. B. Fink, W.W. Norton & Company Inc., New York.

Laclau, E., (1995) Discourse, [in:] R.E. Goodin, P. Pettit (eds.), A Companion to Contemporary Political
Philosophy, Blackwell Publishers Ltd, Oxford.

Lather, P. (1991) Getting Smart: feminist research and pedagogy with/in the postmodern. New York:
Routledge.

Lather, P. (2004) Critical enquiry in qualitative research: Feminist and post-structural perspectives,
science after truth. In K. de Marrais & S. Lapan (Eds.), Foundations for research: Methods of inquiry
in education and the social services (pp. 203-216). Mahwah, NJ: Lawrence Erlbaum Associates.

Lanvers, U. (2011) Language Education Policy in England. Is English the Elephant in the Room?,
Journal of Applied Language Studies, Vol. 5, No.3, Pp. 63-78.

Lanvers, U. (2014) On the predicaments of the English L1 language learner: a conceptual article.
International Journal of Applied Linguistics. Available at:
https://onlinelibrary.wiley.com/doi/full/10.1111/ijal.12082?sam| referrer [Accessed 18 August
2020].

Lanvers, U. (2016) Teaching languages 'to instil the love of learning'? School management, teacher
and student voices in four UK schools on Modern Foreign Languages. Available at
:https://www.researchgate.net/publication/295858952 Teaching languages 'to instil the love of

learning' School management teacher and student voices in four UK schools on Modern Fo
reign Languages/ [Accessed 18 August 2020]/

Lanvers, U. (2017a). Elitism in language learning in the UK. In D. Rivers & K. Kotzmann (Eds.), Isms in
language education (pp. 50-73). Berlin: De Gruyter. [Accessed 21 February 2020].

210


https://onlinelibrary.wiley.com/doi/full/10.1111/ijal.12082?saml_referrer
https://www.researchgate.net/publication/295858952_Teaching_languages_'to_instil_the_love_of_learning'_School_management_teacher_and_student_voices_in_four_UK_schools_on_Modern_Foreign_Languages/citation/download
https://www.researchgate.net/publication/295858952_Teaching_languages_'to_instil_the_love_of_learning'_School_management_teacher_and_student_voices_in_four_UK_schools_on_Modern_Foreign_Languages/citation/download
https://www.researchgate.net/publication/295858952_Teaching_languages_'to_instil_the_love_of_learning'_School_management_teacher_and_student_voices_in_four_UK_schools_on_Modern_Foreign_Languages/citation/download

Lanvers, U. (2017b) Elitism in language learning in the UK. In Isms in Language Education:
Oppression, Intersectionality and Emancipation, ed. D. Rivers and K. Zotzmann, 50—
73. Berlin: DeGruyter.

Lanvers, U. (2017c) Language learning motivation, global English and study modes: a comparative
study. The Language Learning Journal 45, no. 2: 220-44.

Lanvers, U. (2018). ‘If they are going to university, they are gonna need a language GCSE’: co-
constructing the social divide in language learning in England. System 76: 129-43.

Lanvers, U. and Coleman, J. A. (2013) The UK language learning crisis in the public media: a critical
analysis. The Language Learning Journal, 1-23.

Lanvers, U., Doughty, H. and Thompson, A. S. (2018) Brexit as Linguistic Symptom of Britain
Retreating into its Shell? Brexit-Induced Politicization of Language Learning. The Modern Language
Journal, 102: 775-796. Available at: https://onlinelibrary.wiley.com/doi/full/10.1111/modl.12515
[Accessed 13 August 2020].

Layder, D. (1997) Modern Social Theory: Key Debates and New Directions. London: UCL Press

Lee, I. (2008) Understanding teachers’ written feedback practices in Hong Kong secondary
classrooms. Journal of Second Language Writing, 17, (1), 69-85.

Lee, J., Buckland, D., & Shaw, G. (1998). The invisible child. London: CILT.

Lester, F. K. (2007) Second Handbook of Research on Mathematics Teaching and Learning: a project
of the National Council of Teachers of Mathematics. Charlotte, NC: Information Age Publishing Print,
p.272.

Letherby, G., Scott, J. & Williams, M. (20113) 'The philosophical basis of objectivity and relativity',

in Objectivity and subjectivity in social research, SAGE Publications Ltd, London, pp. 13-32, Available
at: doi: 10.4135/9781473913929. [Accessed 10 August 2020]

Lewis, H. (1990). A question of values. San Francisco: Harper & Row.

Liasidou, A. (2008) Critical discourse analysis and inclusive educational policies: the power to

exclude, Journal of Education Policy, 23:5, 483-500. Available at Critical discourse analysis and
inclusive educational policies: the power to exclude: Journal of Education Policy: Vol 23, No 5
(tandfonline.com). [Accessed 25 August 2021].

Lightfoot, S.I. (1986) On goodness of schools: Themes of empowerment. Journal of Education, 63,
(3), 9-28.

Lincoln, Y., & Guba, E. G. (1985). Naturalistic inquiry. NewburyPark, CA: Sage

Little, D. (2008) Understanding society. Available at:
https://understandingsociety.blogspot.com/2008/08/power-and-social-class.html [Accessed 22
November 2020]

Livesey, C. (2006) The relationship between positivism, interpretivism and sociological research
methods.

211


https://onlinelibrary.wiley.com/doi/full/10.1111/modl.12515
file:///R:/Thesis%20August%2021/Chapter%201%20and%206/Letherby,%20G.,%20Scott,%20J.%20&%20Williams,%20M.%20(20113)%20'The%20philosophical%20basis%20of%20objectivity%20and%20relativity',
https://www.tandfonline.com/doi/full/10.1080/02680930802148933
https://www.tandfonline.com/doi/full/10.1080/02680930802148933
https://www.tandfonline.com/doi/full/10.1080/02680930802148933
https://understandingsociety.blogspot.com/2008/08/power-and-social-class.html

Lobe, B., Morgan, D. and Hoffman, K. A. (2020) ‘Qualitative Data Collection in an Era of Social
Distancing’, International Journal of Qualitative Methods. Available at :
https://journals.sagepub.com/doi/full/10.1177/1609406920937875 [Accessed 17 February 2021].

Lo Bianco, J. (2014) Domesticating the Foreign: Globalization's Effects on The Place/s of Languages.
Modern Language Journal, 98(1), 312-325.

Long, T. M., Johnson, (2000) Rigour, reliability and validity in qualitative research, Clinical
Effectiveness in Nursing, Volume 4, Issue 1,Pp 30-37. Available at:
https://doi.org/10.1054/cein.2000.0106 [Accessed 11 June 2021].

Long, R. and P. Boulton. (2016) Language Teaching in Schools (England): Briefing Paper Number
07388. London: House of Commons Library.

Lowe, G. (1998) Inspection and change in the classroom: rhetoric or reality, in Earley, P. (ed.) School
Improvement after Inspection? School and LEA Responses. London: Paul Chapman. pp.97-109.

Luborsky, M.R. & Rubinstein, R.L. (1995) ‘Sampling in qualitative research: rationale, issues and
methods’, Research on Aging, vol. 17, pp. 89-113

Luke, A. (1995) Text and discourse in education: An introduction to critical discourse analysis. Review
of Research. 213-47.

Luke, A. (1997) Introduction: Theory and practice in critical discourse analysis. In L. J. Saha (Ed.),
International encyclopaedia of the sociology of education (pp. 50-57). Oxford, NY: Pergamon.
Lukes, S. (1974) Power: A radical view. (2nd ed.) Basingstoke: Palgrave, P.30

Lukes, S. (2002) ‘Agency and Power’, British Journal of Sociology 53(3): 491-96.

Lynch, K. & O’Riordan, C. (1998) Inequality in Higher Education: a study of class barriers, British
Journal of Sociology of Education, 19:4, 445-478. Available

at: https://www.tandfonline.com/doi/abs/10.1080/0142569980190401 [Accessed 22 November
2020].

Macaro. (2008) The decline in language learning in England: getting the facts right and getting real,
Language Learning Journal, 36(1): 101-108.

McHoul, A. and Grace, W. (2003), ‘A Foucault Primer: Discourse, Power and the Subject’,
New York University Press.

MacNaughton, G. and Hughes, P. (2009) Doing Action Research in Early Childhood Studies. A step by
step guide. Maidenhead: Open University Press.

MacPherson, S., and G. H. Beckett. (2008) The hidden curriculum of assimilation in modem Chinese
education: Fuelling indigenous Tibetan and Uygur cessation movements. In Cultural
education/Cultural sustainability: Identity, tolerance, and multicultural issues in minority, diaspora,
and indigenous education, ed. Z. Bekerman and E. Kopelowitz. Mahwah, NJ and London: Lawrence
Erlbaum

Mallinson, C. (2007) Social Class, Social Status and Stratification: Revisiting Familiar Concepts in
Sociolinguistics. University of Pennsylvania Working Papers in Linguistics 14(3), pp. 149-163.

212


https://journals.sagepub.com/doi/full/10.1177/1609406920937875
https://doi.org/10.1054/cein.2000.0106
https://www.tandfonline.com/doi/abs/10.1080/0142569980190401

Available at: https://repository.upenn.edu/cgi/viewcontent.cgi?article=1010&context=pwpl
[Accessed 27 November 2020].

Malpass, D. (2014). The decline in uptake of A level MFL. Joint Council for Qualifications

Malterud, K. (2001). Qualitative research: Standards, challenges, and guidelines. The Lancet, 358,
483-488. Available at: Qualitative research: standards, challenges, and guidelines - PubMed
(nih.gov) [Accessed 1 April 2021].

Mair, C., (Eds.), (2003) The politics of English as a world language: New horizons in postcolonial
cultural studies. Amsterdam: Rodopi.

Marsh, D. (2006) English as medium of instruction in the new global linguistic order: Global
characteristics, local consequences, METSMaC 2006: 29-38.

Marx, K and Engels, F 1991: The Communist Manifesto. Trans. Samuel Moore. New York:
International Publishers.

Mason, J. 2002. Qualitative researching, 2nd, London: Sage.

Matsuda, A., (2003) Incorporating World Englishes in Teaching English as an International Language,
TESOL Quarterly, Vol. 37, No. 4, Pp. 719-729. Teachers of English to Speakers of Other Languages,
Inc. (TESOL).

Maxwell, J.A. (2005) Qualitative research design: An interactive approach. 2™ ed. London: SAGE.

McKinlay, A. and Pezeta, E. (2010). ‘Accounting for Foucault’. Critical Perspectives on Accounting, 21,
486-95.

McPake J., Johnstone R., Low L., Lyall L.,( 1999) Foreign Languages in the Upper Secondary School.
Edinburgh: SCRE

Meirink, J. A., Meijer, P., Verloop, N., & Bergen, T. C. M. (2009). Understanding teacher learning in
secondary education: The relations of teacher activities to changed beliefs about teaching and
learning. Teaching and Teacher Education, 25, 89—100.10.1016/j.tate.2008.07

Mercer, S. (2011). Towards an understanding of language learnerself-concept. Dordrecht: Springer.

Merriam, Sharan B. (2009). Qualitative research: A guide to design and implementation (2nd ed.).
San Francisco, CA: Jossey-Bass.

Merriam, S.B. (1995). What can you tell from an N of 1? Issues of validity and reliability in qualitative
research. PAACE J Lifelong Learn, 4:51-60.

Messner, M., Clegg, S. and Kornberger, M. (2008). ‘Critical practices in organizations’ Journal of
Management Inquiry, 17, 68—82.

Mezirow, J. (1985). A critical theory of self-directed learning. In S. Brookfield (Ed.), Self-directed
learning from theory to practice (pp. 17-30). San Francisco: Jossey-Bass.

Mezirow J. (2003). Transformative learning as discourse. Journal of Transformative Education, 1(1),
58-63.

Mezirow J. & Associates (1990). Fostering critical reflection in adulthood: A guide to transformative
and emancipatory learning. San Francisco: Jossey-Bass.

213


https://repository.upenn.edu/cgi/viewcontent.cgi?article=1010&context=pwpl
https://pubmed.ncbi.nlm.nih.gov/11513933/
https://pubmed.ncbi.nlm.nih.gov/11513933/

Miller, J. and B. Glassner. (2004) The “inside’”” and the “outside”: Finding realities in interviews. In
Qualitative research: Theory, method and practice, ed D Silverman, 125—- 39. London: Sage

Miller, P.V. and Cannell, C.F. (1997) Interviewing for social research. In J.P. Keeves (ed) Educational
Research, Methodology and Measurement: An International Handbook (2™ Edition). Oxford: Elsevier
Science Ltd. pp.361-70.

Miles, M.B. and Huberman, A.M. (1994) Qualitative data analysis: a sourcebook of new methods.
Thousand Oaks, CA: Sage publications.

Mishler, E. (1986) The analysis of interview-narratives. In T. Sarbin (ed) Narrative Psychology: The
storied nature of human conduct. London: Praeger Press, 233-255.

MoE. (2016) Lineamientos de politicas publicas para formacion inicial docente. Ministry of Education
of Chile. Available at: http://mecesup.uc.cl/images/ [Accessed 23 January 2022]

Morrison, K. (2018) Research Methods in Education Routledge, 8th Edition

Morrison, K. (2000) ‘Ideology, Linguistic Capital and the Medium of Instruction in Hong Kong’,
Journal of Multilingual and Multicultural Development, 21(6), pp. 471-86.

Morrow, S. L. (2005) Quality and trustworthiness in qualitative research in counselling psychology.
Journal of Counselling Psychology, 52, 250-260. Available at: [PDF] Quality and trustworthiness in
gualitative research in counselling psychology. | Semantic Scholar [Accessed 4 April 2021].

Morse, J. (2002) Interviewing the ill. In Handbook of interview research, eds JF Gubrium and JA
Holstein, 317-30. London: Sage.

Morse, J., & Richards, L. (2002). Coding. In J. Morse & Richards (Eds.), Read me first for a user’s guide
to qualitative methods (pp. 111-128). Thousand Oaks, CA: Sage.

Mullet, D. R. (2018) ‘A General Critical Discourse Analysis Framework for Educational
Research’, Journal of Advanced Academics, 29(2), pp. 116—142. Available at:
https://journals.sagepub.com/doi/full/ [Accessed 14 March 2021].

Mumby, D. & Clair, R. (1997) Organizational discourse. In T. A. van Dijk (Ed.), Discourse studies: Vol.
2: Discourse as social interaction (pp. 180-205). London: Sage.

Musselwhite, K., Cuff, L., McGregor, L., & King., K. M. (2006) The telephone interview is an effective
method of data collection in clinical nursing research: A discussion paper. International Journal of
Nursing Studies, 44, 1064-1070.

Myers, H. (2006) The ‘severe grading’ of MFL grades at GCSE and A-level. Available at:
http://www.all-london.org.uk/archive/severe grading.htm [Accessed 18 August, 2020].

Ochs, Elinor & Schieffelin, Bambi. (2011) The Theory of Language Socialization. Available at:
https://www.researchgate.net/publication/286307913 [PDF] [Accessed 10 August 2020].

Navarro, Z. (2006) ‘In Search of Cultural Interpretation of Power’, IDS Bulletin 37(6): 11-22.
Nealon, J. T. (2008) Foucault beyond Foucault. Stanford, CA: Stanford University Press.

Nespor, J. (1987) The role of beliefs in the practice of teaching. Journal of Curriculum Studies, 19,
317-28.

Newby, P. (2014) Research Methods for Education, 2nd ed. London: Routledge

214


http://mecesup.uc.cl/images/
https://www.semanticscholar.org/paper/Quality-and-trustworthiness-in-qualitative-research-Morrow/17fbdb34e25f4778d0abf69b8a4a8cfd4860b8ee
https://www.semanticscholar.org/paper/Quality-and-trustworthiness-in-qualitative-research-Morrow/17fbdb34e25f4778d0abf69b8a4a8cfd4860b8ee
https://journals.sagepub.com/doi/full/:
http://www.all-london.org.uk/archive/severe_grading.htm
https://www.researchgate.net/publication/286307913

Newton, T.J. (1998) ‘Theorizing Subjectivity in Organizations: The Failure of Foucauldian Studies’,
Organization Studies 19: 415-47.

Niesche, R. (2015) Governmentality and My School: School Principals in Societies of Control,
Educational Philosophy and Theory, 47:2, 133-145. Available at:
https://www.tandfonline.com/doi/full/10.1080/00131857.2013.793925 [Accessed 31 January 2021].

Niesche, R. & Gowlett, C. (2019). Michel Foucault and discourses of educational leadership. In
Niesche, R. & Gowlett, C. (2019). Social, Critical and Political Theories for Educational Leadership, 35-
60. Singapore: Springer.

Nisbett, R. and Ross, L. (1980) Human inference: Strategies and shortcomings of social judgement.
Englewood Cliffs, NJ: Prentice-Hall

Nowell, L. S. et al. (2017) ‘Thematic Analysis: Striving to Meet the Trustworthiness
Criteria’, International Journal of Qualitative Methods doi: 10.1177/1609406917733847. [Accessed
30 March 2021]

Nuffield Foundation (2000) Languages: the next generation. Final report and recommendations of
the Nuffield Languages Inquiry. (London: The Nuffield Foundation).

OECD (Organisation for Economic Cooperation and Development). 2003. Trends in international
migration: Annual report 2003 edition. Paris: OECDOfqual/16/6094, (2016). Detailed analysis of
summer 2016 GCSE results. [online] Available at: Ofqual 2016 summer exam series report - GOV.UK

(www.gov.uk) [Accessed 9 April, 2021].

Ofqual. (2015) Inter-subject Comparability of Exam Standards in GCSE and A Level: ISC Working
Paper 3. London: Ofqual. [Accessed 21 February 2020].

Ofsted. (2019) The education inspection framework. Available at: Education inspection framework
(EIF) - GOV.UK (www.gov.uk) [Accessed 7 May 2022].0lson, M., Fejes, A., Dahlstedt, M., & Nicoll,
K. (2015) Citizenship discourses: production and curriculum, British Journal of Sociology of
Education, 36:7, 1036-1053. Available at: Full article: Citizenship discourses: production and
curriculum (tandfonline.com) [Accessed 28 April 2021].

Olsson, M. (1999) Discourse: a new theoretical framework for examining information behaviour in its
social context. In T. D. Wilson and D. K. Allen (Eds.), Exploring the Contexts of Information Behaviour:
Proceedings of the 2nd Information Seeking in Context Conference Sheffield, UK (pp. 136-149).
London: Taylor Graham.

Olsson, M. (2003). The construction of the meaning and significance of an 'author' among
information behaviour researchers. a social constructivist approach. Unpublished doctoral
dissertation, University of Technology Sydney, Australia. Retrieved

from http://epress.lib.uts.edu.au/dspace/handle/2100/284 (Archived by WebCite® at URL
http://www.webcitation.org/6cBIE8sH1).

Olsson, M. (2005) Beyond ‘needy’ individuals: conceptualizing information behavior as a social
construct. Proceedings of the American Society for Information Science Annual Conference, 42(1), 1-
17.

Olssen, M. (2006) Michel Foucault: Materialism and Education (Boulder, CO, Paradigm), p.67

Olsson, M. (2007) Power/Knowledge: the discursive construction of an author. The Library Quarterly,
77(2), 219-240.

215


https://www.tandfonline.com/doi/full/10.1080/00131857.2013.793925
https://doi.org/10.1177/1609406917733847
https://www.gov.uk/government/publications/ofqual-2016-summer-exam-series-report
https://www.gov.uk/government/publications/ofqual-2016-summer-exam-series-report
https://www.gov.uk/government/publications/education-inspection-framework
https://www.gov.uk/government/publications/education-inspection-framework
https://www.tandfonline.com/doi/full/10.1080/01425692.2014.883917
https://www.tandfonline.com/doi/full/10.1080/01425692.2014.883917
http://www.webcitation.org/6cBlE8sH1
http://www.webcitation.org/6cBlE8sH1
http://www.webcitation.org/6cBlE8sH1

Olsson, M. (2010) Michel Foucault: discourse, power/knowledge and the battle for truth. In G. J.
Leckie, L. M. Given and J. Buschman (Eds.), Critical theory for library and information science:
exploring the social from across the disciplines. Santa Barbara, CA: Libraries Unlimited.

Olsson, M. & Heizmann, H. (2015) Power matters: Foucault's pouvoir/savoir as a conceptual lens in
information research and practice. Information Research, 20(4), paper 695. Available at: Power
matters: Foucault's pouvoir/savoir as a conceptual lens in information research and practice
[Accessed 21 April 2021].0olbekkink-Marchand, H.W., Hadar, L.L., Smith, K., Helleve, I., and Ulvik, M.
(2017) Teachers’ perceived professional space and their agency. Teaching and Teacher Education,
62, 37-46.

Open Doors. 2006. Open doors online: Report on international educational exchange. Available at:
http://opendoors.iienetwork.org [Accessed 27 August 2020].

Orlowski, Paul. (2012). The Power of Discourse. 10.1007/978-94-007-1418-23. Available at:
ResearchGate [Accessed 30 April, 2021].

Osborne, M.D. and Brady, D. (2001) Constructing a space for developing a rich understanding of
science through play. Journal of Curriculum Studies, 33, (5), 511-524.

O'Toole, J. & Beckett, D. 2013. Educational Research: Creative Thinking and Doing, Victoria, OUP
Australia & New Zealand.

Pachler, N. (2007) Choices in language education: principles and policies. Cambridge Journal of
Education, 37 (1), 1-15.

Paisley, P. O., & Reeves, P. M. (2001). Qualitative research in counseling. In D. C. Locke, J. E. Myers, &
E. L. Herr (Eds.), The handbook of counseling (pp. 481-498). Thousand Oaks, CA: Sage.

Palaganas, E. C., Caricativo, R. D., Sanchez, M. C., & Molintas, M. V. P. (2017) Reflexivity in qualitative
research: A journey of learning. The Qualitative Report, 22(2), 426-438. Available at: Reflexivity in
Qualitative Research: A Journey of Learning (nova.edu) [Accessed 9 May 2021].

Pajares, M.F. (1992) Teacher Beliefs and Educational Research: Cleaning up a messy construct.
Review of Educational Research, 62, (3), 307-332. Available at:
file:///E:/Ana%20PHD%20Thesis/Thesis%20-cover%20pages/Beliefs%20%20Nespor.pdf [Accessed 28
December 2020]

Parahoo, K. (2006) Nursing research principles, processes and issues (2nd ed.). Hampshire, UK:
Palgrave Macmillan.

Parrish, A. (2018) Curriculum change in modern foreign languages education in England: barriers and
possibilities, The Language Learning Journal, DOI: 10.1080/09571736.2018.1557733

Parrish, A. & Ursula Lanvers, U. (2019) Student motivation, school policy choices and modern
language study in England, The Language Learning Journal, 47:3, 281-298. Available
at: 10.1080/09571736.2018.1508305 [Accessed 12 February 2020].

Patton, M.Q. ( 1990) Qualitative evaluation and research methods, 2nd edn, Sage, Newbury Park,
CA.

Patton, M.Q. (2002) Qualitative Research and Evaluation Methods, 3rd ed. Thousand Oaks, CA: Sage.

Patterson, L. (2000) Education and the Scottish Parliament, Edinburgh: Dunedin Academic Press

216


http://www.informationr.net/ir/20-4/paper695.html#.YH_XqZ-SmUk
http://www.informationr.net/ir/20-4/paper695.html#.YH_XqZ-SmUk
http://opendoors.iienetwork.org/
https://www.researchgate.net/publication/238498480_The_Power_of_Discourse/link/57b1b63708ae0101f17a4ae2/download
https://nsuworks.nova.edu/cgi/viewcontent.cgi?article=2552&context=tqr
https://nsuworks.nova.edu/cgi/viewcontent.cgi?article=2552&context=tqr
file:///E:/Ana%20PHD%20Thesis/Thesis%20-cover%20pages/Beliefs%20%20Nespor.pdf
https://doi.org/10.1080/09571736.2018.1557733
https://doi.org/10.1080/09571736.2018.1508305

Pavlenko, A. (2003). ‘Language of the enemy’: Foreign language education and national identity.
International Journal of Bilingual Education and Bilingualism, 6, 313—331.

Pennycook, A. 1998. English and the discourses of colonialism. London and New York: Routledge
p.590

Pennycook, A. (2002) Mother tongues, governmentality, and protectionism. International Journal of
the Sociology of Language, 154, 11-28. [Accessed 28 May 2020)

Perryman, J. (2011) “The Return of the Native: The Blurred Boundaries of Insider/Outsider Research
in an English Secondary School.” International Journal of Qualitative Studies in Education 24

(7): 857—874. Available at: Full article: CHE Principles: facilitating authentic and dialogical semi-
structured interviews in educational research (tandfonline.com). [Accessed 15 March 201].

Peters, M., Besley, T., & Olssen, M. (2009) Governmentality studies in education. Rotterdam: Sense
Publishing.

Phillips, D. (1997) Telling the truth about stories. Teaching and Teacher Education, 13(1), 101-109.

Phillips, D. (1989b) Which language? Diversification and the national curriculum. London, etc.:
Hodder & Stoughton.

Phillipson, R. (2003) English-Only Europe? Challenging Language Policy. First edition. London

Phillipson, R. (2007) Linguistic imperialism: a conspiracy, or a conspiracy of silence? Language policy,
6(3), 377-383.

Phipps, S. and Borg, S. (2009) Exploring tensions between teachers’ grammar teaching beliefs and
practices. System, 37, 380-390. Available at: https://www.semanticscholar.org/paper/Exploring-
Tensions-between-Teachers'-Grammar-and-Phipps-
Borg/ea05ba5b27c0222ce3eb166a5a792935dfd9cf33 [Accessed 24 January 2021]

Phillips, D., & Filmer-Sankey, C. (1993). Diversification in modern language teaching: choice and the
national curriculum. London ; New York: Routledge.

Pinar, W., Reynolds, W., Slattery, P., and Taubman, P. (2008) Understanding Curriculum. New York:
Peter Lang Publishing.

Pintrich, P. R. (1990) Implications of psychological research on student learning and college teaching
for teacher education. In W. R. Houston (Ed.), Handbook of research on teacher education (pp. 826-
857). New York: Macmillan.

Pitsoe, V. & Letseka, M. (2013) Foucault’s Discourse and Power: Implications for Instructionist
Classroom Management. Open Journal of Philosophy, 3, 23-28. Available at: Foucault’s Discourse
and Power: Implications for Instructionist Classroom Management (scirp.org) [Accessed 29 April 202

Polit, D. F., Beck, C. T. (2014). Essentials of nursing research: Appraising evidence for nursing
practice. Philadelphia, PA: Wolters Kluwer/Lippincott/Williams & Wilkins Health. 21).

Ponterotto, J. G. (2005) Qualitative research in counselling psychology: a primer on research
paradigms and philosophy of science. Journal of Counselling Psychology, 52, pp.126 —136.

Porter, A. C., & Freeman, D. J. (1986) Professional orientations: An essential domain for teacher
testing. Journal of Negro Education, 55, 284-292.

217


https://www.tandfonline.com/doi/full/10.1080/1743727X.2017.1379987?needAccess=true
https://www.tandfonline.com/doi/full/10.1080/1743727X.2017.1379987?needAccess=true
https://www.semanticscholar.org/paper/Exploring-Tensions-between-Teachers'-Grammar-and-Phipps-Borg/ea05ba5b27c0222ce3eb166a5a792935dfd9cf33
https://www.semanticscholar.org/paper/Exploring-Tensions-between-Teachers'-Grammar-and-Phipps-Borg/ea05ba5b27c0222ce3eb166a5a792935dfd9cf33
https://www.semanticscholar.org/paper/Exploring-Tensions-between-Teachers'-Grammar-and-Phipps-Borg/ea05ba5b27c0222ce3eb166a5a792935dfd9cf33
https://www.scirp.org/journal/paperinformation.aspx?paperid=27781
https://www.scirp.org/journal/paperinformation.aspx?paperid=27781

Pintrich, P. R. (1990) Implications of psychological research on student learning and college teaching
for teacher education. In W. R. Houston (Ed.), Handbook of research on teacher education (pp. 826-
857). New York: Macmillan.

Po Tao, B. (2010) Education for Critique, Empowerment and Liberation: Common Themes in Freire’s
and Foucault’s Thoughts on Education. Phavisminda Journal, Volume 9:15-32. Available at:
1cj7lkgto 641592.pdf (wsimg.com) [Accessed 14 July, 2021].

Power, Z., Campbell, M., Kilcoyne, P. (2010) The hyperemesis impact of symptoms questionnaire:
development and validation of a clinical tool. International Journal of Nursing Studies. 47, 1,67-77.

Power, C. (2005) Beyond Babel: Language policies for the 21° century. In An international
perspective on language policies, practices and proficiencies(pp37-49). Belgrave, Australia: FIPLV

Powell, B., Wray, D., Rixon, S., Medwell, J., Barnes, A. and Hunt, M. (2000) Analysis and evaluation of
the current situation relating to the teaching of modern foreign languages at Key Stage 2 in England.
Research report commissioned by the Qualifications and Curriculum Authority. Coventry: University
of Warwick. Available at: http://www.gca.org.uk/libraryAssets/media/3808 warwick un rpt.pdf
[Accessed 13 August 2020].

Prado, C. G. (2006) Searle and Foucault on Truth. Cambridge: Cambridge University Press. Priestley,
M. (2011). Schools, teachers, and curriculum change: A balancing act? Journal of Educational
Change, 12(1), 1-23.

https://scholar.google.com/scholar lookup?hl=en&publication year=2006&author=C.+G.+Prado&tit
le=Searle+and+Foucault+on+Truth. [Accessed 21 September 21].

Priestley, M., Biesta, G. and Robinson, S. (2015) Teacher agency. An ecological approach. London:
Bloomsbury

Punch, K.F. (2014) Introduction to Social Research. Quantitative and Qualitative Approaches, 3rd ed.
London: Sage.

Rabinow, P. (Ed.). (1984). The Foucault reader: an introduction to Foucault's thought. London:
Penguin.

Rabinow, P. (Ed.). (1991) The Foulcault Reader: An introduction to Foulcault’s thought, London,
Penguin.

Rasinski, L. (2011) The idea of discourse in poststructuralism: Derrida, Lacan and Foucault.
Terazniejszo$¢é— Cztowiek— Edukacja,1: A quarterly of social and educational ideas, 7022

Rasche, A. and Chia, R. (2009). ‘Researching strategy practices: a genealogical social theory
perspective’. Organization Studies, 30, 713-34.

Ratcliffe, R. (2017) The reality of budget cuts in schools — survey The Guardian. Available at: The
reality of budget cuts in schools — survey | Teacher Network | The Guardian [Accessed 7 May 2022]

Ratner, C. (2008) ‘Cultural Psychology and Qualitative Methodology: Scientific and Political
Considerations’, Culture & Psychology, 14(3), pp. 259—-288. Available at:
https://journals.sagepub.com/doi/10.1177/1354067X08088557 [Accessed 01 November 2020].

Rayner, S. (2014) 'Playing by the rules? The professional values of head teachers tested by the
changing policy context', Management in Education, vol. 28, no. 2, pp. 38-43 [Online]. Available at:

218


https://img1.wsimg.com/blobby/go/028b0f1b-224c-45f2-944a-0a4e4bbf7b2b/downloads/1cj7lkqto_641592.pdf?ver=1604237215829
http://www.qca.org.uk/libraryAssets/media/3808_warwick_un_rpt
https://scholar.google.com/scholar_lookup?hl=en&publication_year=2006&author=C.+G.+Prado&title=Searle+and+Foucault+on+Truth.%20%20%5bAccessed
https://scholar.google.com/scholar_lookup?hl=en&publication_year=2006&author=C.+G.+Prado&title=Searle+and+Foucault+on+Truth.%20%20%5bAccessed
https://www.theguardian.com/teacher-network/2017/jan/31/the-reality-of-budget-cuts-in-schools-survey
https://www.theguardian.com/teacher-network/2017/jan/31/the-reality-of-budget-cuts-in-schools-survey
https://journals.sagepub.com/doi/10.1177/1354067X08088557

https://www.open.edu/openlearn/pluginfile.php/791229/mod resource/content/2/Management%
20in%20Education [Accessed 7 May 2022].

Reckwitz, A. (2002) ‘Toward a theory of social practices: a development in culturalist theorizing’.
European Journal of Social Theory, 5, 243-63.

Richards, J. C., & Lockhart, C. (1996) Reflective teaching in second language classrooms. Cambridge:
Cambridge University Press.

Ritchie, J. & Lewis, J. (2013) Qualitative Research Practice London: Sage.

Robson, C. (2002) Real world research: A resource for social scientists and practitioner-researchers,
2nd ed. Oxford: Blackwell.

Ryan, F., Coughtan, M. Cronin, P. (2009) Interviewing in qualitative research: the one-to-one
interview. International Journal of Therapy and Rehabilitation. 16,6, 309-314.

Richardson, T. (2000) ‘Discourses of rurality in EU spatial policy: The European Spatial Development
Perspective’, Sociologia Ruralis 40 (1), 53-71.

Richardson, L. (1990) Writing Strategies: Reaching Diverse Audience. Thousand Oaks, CA: Sage.

Ritchie, J., Lewis, J., McNaughton Nicholls, C. and Ormston, R. (2014) Qualitative Research Practice. A
Guide for Social Science Students and Researchers, 2nd ed. London: Sage.

Roberts, K., Dowell, A., & Nie, D.-B. (2019) Attempting rigour and replicability in thematic analysis of
qualitative research data: A case study of codebook development. BMC Medical Research
Methodology, 19(66), 1-8. Available at: Attempting rigour and replicability in thematic analysis of
gualitative research data; a case study of codebook development | BMC Medical Research
Methodology | Full Text (biomedcentral.com) [Accessed, 21 June 2021].

Robson, C. (2011). Real world research: a resource for users of social research methods in applied
settings. Chichester: Wiley-Blackwell.

Robertson, L., and B. Hale. 2011. “Interviewing Older People; Relationships in Qualitative
Research.” The Internet Journal of Allied Health Services and Practice 9 (3): 1-8.

Rodham, K. and Gavin, J. (2006), “The ethics of using the internet to collect qualitative research
data”, Research Ethics, Vol. 2 No. 3, pp. 92-97.

Rokeach, M. (1968). Beliefs, attitudes, and values: A theory of organization and change. San
Francisco: Jossey-Bass.

Romdo, F. V. (2008) Available at: https://www.ucm.es/data/cont/media/www/pag-
72513/UNISCI%20DP%2016%20-%20Vasconcelos.[PDF] [Accessed 210ctober 2019].

Poggenpoel, M., & Myburgh, S. (2003). The researcher as research instrument in educational
research: A possible threat to trustworthiness? Education, 124(2), 418-21, 320.

Rose, N. (1999a). Powers of freedom. Cambridge: Cambridge University Press

Rose N. (1999b) Governing the soul: The shaping of the private self (2nd ed.), Free Association
Books, London.

Rose, N. (1996) ‘Governing 'advanced' liberal democracies’ in: Barry, A., Osborne, T., and Rose, N.
(eds.) Foucault and political reason, Routledge: London

219


https://www.open.edu/openlearn/pluginfile.php/791229/mod_resource/content/2/Management%20in%20Education
https://www.open.edu/openlearn/pluginfile.php/791229/mod_resource/content/2/Management%20in%20Education
https://bmcmedresmethodol.biomedcentral.com/articles/10.1186/s12874-019-0707-y
https://bmcmedresmethodol.biomedcentral.com/articles/10.1186/s12874-019-0707-y
https://bmcmedresmethodol.biomedcentral.com/articles/10.1186/s12874-019-0707-y
https://www.ucm.es/data/cont/media/www/pag-72513/UNISCI%20DP%2016%20-%20Vasconcelos.%5bPDF
https://www.ucm.es/data/cont/media/www/pag-72513/UNISCI%20DP%2016%20-%20Vasconcelos.%5bPDF

Rose, N., and Miller, P. (1992) ‘Political power beyond the state: problematics of government’, The
British Journal of Sociology 43 (2), 173-205.

Rosiek, J. (2003). Emotional scaffolding: An exploration of the teacher knowledge at the Intersection
of student emotion and the subject matter. Journal of Teacher Education, 54, 399-412.

Ryan, F., Coughlan, M., & Cronin, P. (2007). Step-by-step guide to critiquing research. Part 2:
Qualitative research. British Journal of Nursing, 16, 738—744. Available at: Step-by-step guide to
critiquing research. Part 2: qualitative research | British Journal of Nursing (magonlinelibrary.com)
[Accessed 2 April 2021].

Sahlberg, P. (2010). Rethinking accountability in a knowledge society. Journal of Educational Change,
11, 45-61.

Saldana, J. (2016). The coding manual for qualitative researchers (3™ ed.). Sage.

Sandelowski, M. (1993) Rigor or rigor mortis: the problem of rigor in qualitative research

revisited. Advances in Nursing Science ; Volume 16, Issue 2. p1-8. Available at: Rigor or rigor mortis:
The problem of rigor in qualitative r... : Advances in Nursing Science (lww.com) [Accessed 11 June
2021].

Sandelowski, M. (2004) ‘Using Qualitative Research’, Qualitative Health Research, 14(10), pp. 1366—
1386. Available at: Using Qualitative Research - Margarete Sandelowski, 2004 (sagepub.com)
[Accessed 1 April 2021]

Santos, C., A,(2018) A history and historiography of foreign languages teaching and learning in
Portugal, The Language Learning Journal, 46:1, 62-70, DOI: 10.1080/09571736.2017.1382057.
Available at: https://www.tandfonline.com/doi/pdf/10.1080/09571736.2017.1382057 [Accessed 21
February 2020].

Saunders, M. Lewis, P. and Thornhill, A. (2003) Research Methods for Business Students. 3rd Edition.
Harlow: Pearson Educational Limited.

Saunders, Lewis, P. and Thornhill, A. (2012) Research methods for business students. 6th Edition.
Harlow: Pearson Educational Limited.

Saunders, M. Lewis, P. and Thornhill, A. (2016) Research methods for business students. 7th Edition.
Harlow: Pearson Educational Limited.

Savage, J. (2000) One voice, different tunes: Issues raised by dual analysis of a segment of qualitative
data. Journal of Advanced Nursing, 31, 1493-1500. Available at: One voice, different tunes: issues
raised by dual analysis of a segment of qualitative data - Savage - 2000 - Journal of Advanced Nursing
- Wiley Online Library [Accessed 1 April 2021].

Savin-Baden, M. and Major, C.H. (2013) Qualitative Research: The essential guide to theory and
practice. Abingdon: Routledge.

Saville-Troike, M. (2006) Introducing Second Language Acquisition. Cambridge: Cambridge University
Press.

Sawicki, J. (1991) Disciplining Foucault: feminism, power, and the body. New York: Routledge.

Schinckel, W., & Noordegraaf, M. (2011) Professionalism as symbolic capital: Materials for a
Bourdieusian theory of professionalism. Comparative Sociology, 10, 67-96. Available at:

220


https://www.magonlinelibrary.com/doi/abs/10.12968/bjon.2007.16.12.23726
https://www.magonlinelibrary.com/doi/abs/10.12968/bjon.2007.16.12.23726
https://journals.lww.com/advancesinnursingscience/Abstract/1993/12000/Rigor_or_rigor_mortis__The_problem_of_rigor_in.2.aspx
https://journals.lww.com/advancesinnursingscience/Abstract/1993/12000/Rigor_or_rigor_mortis__The_problem_of_rigor_in.2.aspx
https://journals.sagepub.com/doi/10.1177/1049732304269672
https://www.tandfonline.com/doi/pdf/10.1080/09571736.2017.1382057
https://onlinelibrary.wiley.com/doi/abs/10.1046/j.1365-2648.2000.01432.x
https://onlinelibrary.wiley.com/doi/abs/10.1046/j.1365-2648.2000.01432.x
https://onlinelibrary.wiley.com/doi/abs/10.1046/j.1365-2648.2000.01432.x

https://www.semanticscholar.org/paper/Professionalism-as-symbolic-capital%3 [Accessed 12
September 2021].

Schofield, P. (2009). Bentham: a guide for the perplexed. London: Continuum

Schofield, W. (1996) Survey Sampling. In R. Sapsford and V. Jupp (eds) Data collection and Analysis.
London: Sage and the Open University Press, pp2 5-55.

Scollon, R. (2004) Teaching language and culture as hegemonic practice. Modern Language Journal,
88, 271-274.

Sekaran, U. (2003). Research methods for business: A skill building approach (4th ed.). Hoboken, NJ:
John Wiley and Sons.

Seidlhofer, B., (2005) Key Concepts in ELT: English as a Lingua Franca, ELT Journal, Vol. 59, No. 4, Pp.
339-341.

Seidman, I. E. (1991) Interviewing as qualitative research: A guide for researchers in education and
the social sciences. New York: Teachers College Press.

Shenton, A.K. (2004) Strategies for ensuring trustworthiness in qualitative research projects.
Education for Information, 22, 63-75.

Shohamy, E. (2006) Language policy: Hidden agendas and new approaches. London and New York:
Routledge.

Shepperd, L. (2021) Foreign languages: primary and secondary schools (England). London: House of
Lords Library. Available at: Foreign languages: primary and secondary schools - House of Lords
Library (parliament.uk). [Accessed, 27 August 2021].

Sikes, P (2004) Methodology, procedures and ethical concerns. Doing Educational Research: a guide
for first tier researchers. C. Opie. London, Sage Publications.

Silverman, D. (2006) Interpreting Qualitative Data. Sage Publications, p.20.

Simons, M., & Masschelein, J. (2006) The learning society and governmentality: An introduction.
Educational Philosophy and Theory, 38, 417-430.

Siraj-Blatchford, I. and Siraj-Blatchford, J. (2001) Surveys and questionnaires: an evaluative case
study. IN: MacNaughton, G., Rolfe, S. and Siraj-Blatchford, I. (eds.) Doing Early Childhood Research:
International Perspectives on Theory and Practice. Buckingham: Open University Press, 149-61.

Smart, B. (1982) Foucault, Sociology, and the Problem of Human Agency. Theory and Society, 11(2),
121-141. Available at http://www.jstor.org/stable/657256 [Accessed 22 November 2020]

Smith, JA., Flowers P., Larkin, M. (2009) Interpretative Phenomenological Analysis: Theory, Method
and Research. Sage Publications, London.

Smyth, J. and Mclnerney,P. ( 2013) Whose side are you on? Advocacy ethnography: some
methodological aspects of narrative portraits of disadvantaged young people, in socially critical
research. International Journal of Qualitative Studies in Education, 26, 1-20.

Smyth, M. & Williamson, W. (Eds.) (2004) Researchers and their ‘Subjects’: Ethics, Power, Knowledge
and Consent. Policy Press: Bristol.

Spolsky, B., (2004) Language Policy. Cambridge: Cambridge University Press.

221


https://www.semanticscholar.org/paper/Professionalism-as-symbolic-capital%253
https://lordslibrary.parliament.uk/foreign-languages-primary-and-secondary-schools/
https://lordslibrary.parliament.uk/foreign-languages-primary-and-secondary-schools/
http://www.jstor.org/stable/657256

Spolsky, B., (2009) Language management. New York: Cambridge University Press

Spolsky B. (2016) Language Policy in Education: History, Theory, Praxis. In: McCarty T., May S. (eds)
Language Policy and Political Issues in Education. Encyclopaedia of Language and Education (3rd Ed.).
Springer, Cham. Available at: https://doi.org/10.1007/978-3-319-02320-5_1-1 [Accessed 7 March
2020].

Squire, C., Davis, M., Esin, C., Andrews, M., Harrison, B., Hyden, L and Hyden, M. (2014) What is
Narrative Research? London: Bloomsbury.

Stables, A. & Wikeley, F., (1999). From bad to worse? Pupil’s attitudes to modern foreign languages
at 14 and 15. Language Learning Journal, 20, 27-331. Available at:
https://www.tandfonline.com/action/showCitFormats?doi=10.1080%2F09571739985200231
[Accessed 27 August 2020].

Stables, A., & Stables, S. (1996) Modern Languages at A-Level: the danger of curricular discontinuity.
Language Learning Journal, 14, 50-52.

Stake, R. E. (1978) The Case Study Method in Social Inquiry, Educational Researcher, 7(2): 5-8.

Stake, R.E. (1994) Case studies. IN: Denzin, N.K. and Lincoln, Y.S. (eds.) Handbook of qualitative
research. Thousand Oaks: Sage. 236—47.

Stake, R. E. (2010) Qualitative Research. Studying how things work, New York: The Guilford Press

Starks, H. and Brown Trinidad, S. (2007) ‘Choose Your Method: A Comparison of Phenomenology,
Discourse Analysis, and Grounded Theory’, Qualitative Health Research, 17(10), pp. 1372-1380.
Available at: Choose Your Method: A Comparison of Phenomenology, Discourse Analysis, and
Grounded Theory - Helene Starks, Susan Brown Trinidad, 2007 (sagepub.com) [Accessed 1 April,
2021].

Staufenberg, J. (2017) Languages Responsible for Drop in EBacc Entries. London: Schools week.
Steer, P. (2015) Why we can't go on like this. Cambridge: Cambridge Assessment.

Steinberg, S. R. and Kincheloe, J. L. (2010) ‘Power, Emancipation, and Complexity: Employing Critical
Theory’, Power and Education, 2(2), pp. 140-151. Available at:
https://journals.sagepub.com/doi/10.2304/power.2010.2.2.140 [Accessed 29 March 2020].

Stoer,S. R. and Dale, R, (1987) Education, State, and Society in Portugal, 1926-1981 : Comparative
Education Review, Vol. 31, No. 3 (Aug., 1987), pp. 400-418 Published by: The University of Chicago
Press on behalf of the Comparative and International Education Society Stable URL:
https://www.jstor.org/stable/1188572 [Accessed: 21 July 2020).

Shuy, R. W. (2003) In-person versus telephone interviewing. In J. A. Holstein & J. F. Gubrium (Eds),
Inside interviewing: New lenses, new concerns (pp. 175-193). Thousand Oaks: Sage.

Sturt-Schmidt, J. (2020). What are the Current and Future Challenges for MFL?, The Millennial
[Online], Available at: ps://themillennial.home.blog/2021/01/18/what-are-the-current-and-future-
challenges-for-mfl/ [Accessed 7 May 2022].

Suspitsyna, T. (2010) Accountability in American education as a rhetoric and a technology of
governmentality. Journal of Educational Policy, 25, 567-586.

222


https://www.tandfonline.com/action/showCitFormats?doi=10.1080%2F09571739985200231
https://journals.sagepub.com/doi/10.1177/1049732307307031
https://journals.sagepub.com/doi/10.1177/1049732307307031
https://journals.sagepub.com/doi/10.2304/power.2010.2.2.140
https://www.jstor.org/stable/1188572
ps://themillennial.home.blog/2021/01/18/what-are-the-current-and-future-challenges-for-mfl/
ps://themillennial.home.blog/2021/01/18/what-are-the-current-and-future-challenges-for-mfl/

Swarbrick, A. (2011) Languages: building on firm foundations. The Curriculum Journal, 22 (2), 227-
241.

Swarz, D. (1996) ‘Bridging the Study of Culture and Religion: Pierre Bourdieu’s Political Economy of
Symbolic Power’, Sociology of Religion, 57(1), 71-85.

Tabrizi, H. M., & Behnam, B. (2014) Framing within Critical Discourse Analysis. Editors-in-Chief, 44,
444-450.

Tashakkori, A., & Teddlie, C (2003) Handbook of mixed methods in social & behavioural research.
(Eds.) Thousand Oaks, CA: Sage.

Taylor, Peter & Medina, Milton Norman. (2013) Educational research paradigms: From positivism to
multi paradigmatic. International Journal of Meaning Centred Education. 1. 10.13140/2.1.3542.0805.
Available at: https://www.researchgate.net/publication/264196558. PDF [Accessed, 20 September
2020].

Taylor, F. & Marsden, E. J. (2014). Perceptions, attitudes, and choosing to study foreign languages in
England: An experimental intervention. Modern Language Journal, 98, 902Taylor, S.,

and R. Smith. 2014. “The Ethics of Interviewing for Discourse Analysis: Responses to Martyn
Hammersley.” Qualitative Research 14 (5): 542-548. Available at: Full article: CHE Principles:
facilitating authentic and dialogical semi-structured interviews in educational research
(tandfonline.com)10.1177/1468794113503742. [Accessed 15 March 2021].

Tedder, M (2012) Biographical research methods. In J. Arthur, M. Waring, R. Coe and L. V. Hedges

(eds) Research Methods and Methodologies in Education. London: Sage. pp 322- In Thomas, G.
(2009) How to do your Research Project: London: Sage Publications, pp. 43, 106, 110.

Teijlingen, E. R., & Hundley, V. (2001 The importance of pilot studies. Social Research Update, 35

Teo, P. (2000) ‘Racism in the News: A Critical Discourse Analysis of News Reporting in Two Australian
Newspapers’, Discourse & Society, Vol 11(1), pp. 7-49

Teti, M., Schatz, E., Liebenberg, L. (2020) Methods in the time of COVID-19: The vital role of
gualitative inquiries. International Journal of Qualitative Methods,
19, 1609406920920962. https://doi.org/10.1177/1609406920920962 [Accessed 21 February 2021]

Thapar-Bjorkert, S. and Henry, M. (2004) Reassessing the research relationship: location, position
and power in fieldwork accounts. International Journal of Social Research Methodology, 7 (5). Pp
363-381.

The Open University, (2018) Exploring educational leadership. Available at:
www.open.edu/openlearn/education-development/exploring-educational-leadership/content-
section-0 [Accessed 6 December 2020].

Thomas, G. (2009) How to do your Research Project: London: Sage Publications, pp. 43, 106, 110,
114,150, 164, 173-174.

Thomas, J. (2004) Re -examining the ethics of internet research: Facing the challenge of overzealous
oversight. In Johns, M. D., Chen, S. S. L., Hall, G. J. (Eds.), Online social research: Methods, issues, and
ethics (pp. 187-201). Oxford.

223


https://www.researchgate.net/publication/264196558
https://www.researchgate.net/publication/264196558_Educational_research_paradigms_From_positivism_to_multiparadigmatic/citation/download
https://www.tandfonline.com/doi/full/10.1080/1743727X.2017.1379987?needAccess=true
https://www.tandfonline.com/doi/full/10.1080/1743727X.2017.1379987?needAccess=true
https://www.tandfonline.com/doi/full/10.1080/1743727X.2017.1379987?needAccess=true
https://doi.org/10.1177/1468794113503742
https://doi.org/10.1177/1609406920920962
http://www.open.edu/openlearn/education-development/exploring-educational-leadership/content-section-0?LKCAMPAIGN=ebook_&amp;MEDIA=ol
http://www.open.edu/openlearn/education-development/exploring-educational-leadership/content-section-0?LKCAMPAIGN=ebook_&amp;MEDIA=ol

Thomas, D. R. (2003) A general inductive approach for qualitative data analysis. School of Population
Health University of Auckland, New Zealand.

Thomson, D. 2016 Which Are the Most Difficult Subjects at GCSE? London: Education
Datalab. https://educationdatalab.org.uk/2016/02/which-are-the-most-difficult-subjects-at-
gcse/ (accessed 21 February 2020).

Thomas, U., L. Tiplady, and K. Wall. 2014. ‘Stories of Practitioner Enquiry: Using Narrative Interviews
to Explore Teachers’ Perspectives of Learning to Learn.’ International Journal of Qualitative Studies in
Education 27 (3): 397-411. Available at: Full article: CHE Principles: facilitating authentic and
dialogical semi-structured interviews in educational research (tandfonline.com). [Accessed 15
March 2012].

Thorne, S. (2000) Data analysis in qualitative research. Evidence Based Nursing, 3, 68—70. Available
at: Data analysis in qualitative research | Evidence-Based Nursing (bmj.com) [Accessed 1 April 2021].

Tinsley, T. (2012). Briefing note re. asset languages. Leicester: Association for Language Learning.

Tinsley, T. (2013) Languages: The state of the nation demand and supply of language skills in the UK.
[online] Available at: https://www.thebritishacademy.ac.uk/documents/2601/Languages-state-of-
the-nation-demand-supply-language-s [Accessed 9 April 2021].

Tinsley, T. (2019) Language Trends Survey, [online]. Available at:
https://www.britishcouncil.org/sites/default/files/language-trends-2019.pdf [Accessed 20 August
2020].

Tinsley, T. and Board., K. (2017a) Language Trends 2016/17: Language Teaching in Primary and
Secondary Schools in

England. London. https://www.britishcouncil.org/sites/default/files/language trends survey 2017
0.pdf [accessed 21 February 2021].

Tinsley, T. and Board, K. (2017b) Languages for the Future. London: British Council. [Accessed 21
February 2020].

Tinsley, T. and Board, K. and N. Dolezal (2018) Language Trends Survey, [online]. Available at:
https://www.britishcouncil.org/sites/default/files/language trends 2018 report.pdf [Accessed 21
February 2020].

Tinsley, T. Han, Y. (2011) Language learning in secondary schools in England Findings from the 2011
Language Trends survey. Available at:
https://www.educationdevelopmenttrust.com/EducationDevelopmentTrust/files/44/44c6fc8e-df70-
4e06-bcbc-297a3e5d1b75.pdf [Accessed 14 November 2020].

Tobin, G. A., & Begley, C. M. (2004) Methodological rigour within a qualitative framework. Journal of
Advanced Nursing, 48, 388—396. Available at: Methodological rigour within a qualitative framework -
Tobin - 2004 - Journal of Advanced Nursing - Wiley Online Library [Accessed 1 April 2021].

Tollefson, J. W. (2013). Language policies in education: Critical issues ( 2nd ed.). New York:
Routledge/Taylor & Francis.

Tondeur, J., Hermans, R., Van Braak, J., & Valcke, M. (2008) Exploring the link between teachers'
educational beliefs profiles and different types of computer use in the classroom. Computers in
Human Behavior, 24(6), 2541-2553

224


https://educationdatalab.org.uk/2016/02/which-are-the-most-difficult-subjects-at-gcse/
https://educationdatalab.org.uk/2016/02/which-are-the-most-difficult-subjects-at-gcse/
https://www.tandfonline.com/doi/full/10.1080/1743727X.2017.1379987?needAccess=true
https://www.tandfonline.com/doi/full/10.1080/1743727X.2017.1379987?needAccess=true
https://ebn.bmj.com/content/3/3/68
https://www.thebritishacademy.ac.uk/documents/2601/Languages-state-of-the-nation-demand-supply-language-s
https://www.thebritishacademy.ac.uk/documents/2601/Languages-state-of-the-nation-demand-supply-language-s
https://www.britishcouncil.org/sites/default/files/language-trends-2019.pdf
https://www.britishcouncil.org/sites/default/files/language_trends_survey_2017_0.pdf
https://www.britishcouncil.org/sites/default/files/language_trends_survey_2017_0.pdf
https://www.britishcouncil.org/sites/default/files/language_trends_2018_report.pdf
https://www.educationdevelopmenttrust.com/EducationDevelopmentTrust/files/44/44c6fc8e-df70-4e06-bcbc-297a3e5d1b75.pdf
https://www.educationdevelopmenttrust.com/EducationDevelopmentTrust/files/44/44c6fc8e-df70-4e06-bcbc-297a3e5d1b75.pdf
https://onlinelibrary.wiley.com/doi/abs/10.1111/j.1365-2648.2004.03207.x
https://onlinelibrary.wiley.com/doi/abs/10.1111/j.1365-2648.2004.03207.x

Toom, A., Pyhilto, K., and O’Connell Rust, F. (2015) Teachers’ professional agency in contradictory
times. Teachers and Teaching, 21, (6), 615-623.

Torres, C. A. (1998) Democracy, Education, and Multiculturalism. Dilemmas of Citizenship in a Global
World. Lanham: Rowman & Littlefield

Townley, B. (1993) Foucault, Power/Knowledge, and Its Relevance for Human Resource
Management. The Academy of Management Review, 18(3), 518-545. Available at:
http://www.jstor.org/stable/258907 [Accessed 25 October 2020]

Trethewey, A. (1999) ‘Disciplined bodies: women's embodied identities at work’. Organization
Studies, 20, 423— 450.

Trim, J. (2004) A vision for the future: UK MFL capability and the learner. Paper presented at the NLS
Research Seminar, The British Academy. Available at:
https://www.tandfonline.com/doi/abs/10.1080/09571736.2018.1557733?scroll=top&needAccess=tr
ue&journalCode=rllj20 [Accessed 27 November 2020].

Truss, E. (2014) Education Minister Elizabeth Truss speaks about increasing the number of children
studying Mandarin [Press release] Available at:
https://www.gov.uk/government/speeches/elizabeth-truss-on-increasing-the-number-of-pupils-
studying-mandarin [Accessed 29 November 2020].

Tsui, A.B.M. (2003) Understanding expertise in teaching: Case studies of EFL
teachers. Cambridge: Cambridge University Press.

Tuckett, A. (2005) Applying thematic analysis theory to practice: A researcher’s experience.
Contemporary Nurse, 19, 75-87.

UK Policy on Languages (2021) Available at: https://www.languagescompany.com/policy/uk-policy-
on-lang [Accessed 23 January 2022]

Ullmann-Margalit, E., & Morgenbesser, S. (1977) Picking and Choosing. Social Research, 44(4), 757-
785.

Unger, J.W. (2009) The discursive construction of Scots. Unpublished Ph.D. thesis, Department of
Linguistics and English Language: Lancaster University.

University of Winchester (2019) Research and Knowledge Exchange Ethics Policy and Procedures.
Available at: https://intranet.winchester.ac.uk/information-bank/document-
store/Published/RKE%20Ethics%20Policy%20and%20Procedures.pdf [Accessed 27 may 2020].

Vilikangas, A. and Seeck, H (2011) Exploring the Foucauldian interpretation of power and subject in
organizations. Journal of management and organization, 17 (6). pp. 812-827. ISSN 1833-3672.
Available at:

file:///C:/Users/aml/Downloads/Seeck exploring foucauldian interpretation 2011.pdf [Accessed
25 May 2020]

Van Dijk, T. A. (1993) Principles of critical discourse analysis. Discourse and Society, 4, 249-83

Van Dijk, T. A. (2001a) Critical discourse analysis. In D. Tannen, D. Schiffrin, & H. Hamilton (Eds.),
Handbook of discourse analysis (pp. 352-371). Oxford: Blackwell.

225


http://www.jstor.org/stable/258907
https://www.tandfonline.com/doi/abs/10.1080/09571736.2018.1557733?scroll=top&needAccess=true&journalCode=rllj20
https://www.tandfonline.com/doi/abs/10.1080/09571736.2018.1557733?scroll=top&needAccess=true&journalCode=rllj20
https://www.gov.uk/government/speeches/elizabeth-truss-on-increasing-the-number-of-pupils-studying-mandarin
https://www.gov.uk/government/speeches/elizabeth-truss-on-increasing-the-number-of-pupils-studying-mandarin
https://www.languagescompany.com/policy/uk-policy-on-lang
https://www.languagescompany.com/policy/uk-policy-on-lang
https://intranet.winchester.ac.uk/information-bank/document-store/Published/RKE%20Ethics%20Policy%20and%20Procedures.pdf
https://intranet.winchester.ac.uk/information-bank/document-store/Published/RKE%20Ethics%20Policy%20and%20Procedures.pdf
file:///C:/Users/aml/Downloads/Seeck_exploring_foucauldian_interpretation_2011.pdf

Van Dijk, T. A. (2001b). ‘Principles of critical discourse analysis’. In Discourse theory and practice,
Edited by: Wetherell, M., Taylor, S. and Yates, S. 300—-18. London: Sage.

Van Teijlingen, E., & Hundley, V. (2002). The importance of pilot studies. Nursing Standard, 16(40),
33-36.

Vasileiou, K., Barnett, J., Thorpe, S. et al. (2018) Characterising and justifying sample size sufficiency
in interview-based studies: systematic analysis of qualitative health research over a 15-year

period. BMC Med Res Methodl 18, 148 .Available at :https://doi.org/10.1186/s12874-018-0594-7
[Accessed 17 May 2021]

Vaismoradi, M., Turunen, H., Bondas, T. (2013) Content analysis and thematic analysis: Implications
for conducting a qualitative descriptive study. Nursing & Health Sciences, 15(3), 398—405.

Vavrus, M. (2015) Diversity and Education: A Critical Multicultural Approach, New York, Teachers
College Press.

Vidal Rodeiro, C. ( 2017) The study of foreign languages in England: uptake in secondary schools and
progression to higher education. Language, Culture and Curriculum 30, no. 3: 231-49.

Wacquant, L. (2005) Habitus. International Encyclopedia of Economic Sociology. J. Becket and Z.
Milan. London, Routledge.

Walford, G. (2012) Researching the powerful in education: a re-assessment of the problems.
International Journal for Research and Method in Education, 35 (2) pp.111-118.

Walqui A. (2000) Contextual factors in second language acquisition. Available at:
https://files.eric.ed.qov/fulltext/ED444381.pdf [Accessed 8 March 2020].

Wandel, T. (2001) The power of discourse: Michel Foucault and critical theory, Journal for Cultural
Research, 5:3, 368-382. Available at:
https://www.tandfonline.com/doi/pdf/10.1080/14797580109367237 [Accessed 11 June 2020]

Wang, H. (2010) Translating policies into practice: the role of middle-level administrators in language
curriculum implementation. The Curriculum Journal, 21 (2), 123-140.

Watts C.J. (2003) Decline in the Take-up of Modern Languages at Degree Level (London, Anglo-
German Foundation).

Waters, A., Vilches, M. (2008) Factors affecting ELT reforms: The case of the Philippines basic
education curriculum. RELC Journal, 39, 5-24. SAGE Journals

Watson, R., Atkinson, I., & Rose, K. (2007). Pilot studies: To publish or not [Editorial]. Journal of
Clinical Nursing, 16, 619-620.

Weber, M. (1956) Economy and Society, Berkeley, University of California Press (this edition 1978).

Weber, M. (1964) The Theory of Social and Economic Organisation, translated by A.M. Henderson
and T Parsons edited with an Introduction by T. Parsons. New York: Free Press, p.152

Wellington, J., (2015) Educational Research: Contemporary Issues and Practical Approaches.
Continuum publications, London , p.58.

Weedon, F. (1989) Feminist practice and poststructuralist theory. Oxford: Blackwell, p.21, 41, 111.

226


file:///R:/Thesis%20August%2021/Chapter%201%20and%206/Vasileiou,%20K.,%20Barnett,%20J.,%20Thorpe,%20S.%20et%20al.%20Characterising%20and%20justifying%20sample%20size%20sufficiency%20in%20interview-based%20studies:%20systematic%20analysis%20of%20qualitative%20health%20research%20over%20a%2015-year%20period.%20BMC%20Med%20Res%20Methodol%2018,%20148%20(2018).%20https:/doi.org/10.1186/s12874-018-0594-7
https://files.eric.ed.gov/fulltext/ED444381.pdf
https://www.tandfonline.com/doi/pdf/10.1080/14797580109367237
https://journals.sagepub.com/doi/10.1177/0033688208091138

Weedon, C. (1987) Feminist practice and poststructuralist theory. London, England: Basil Blackwell.
Weedon, C. (1997). Feminist practice and poststructuralist theory (2nd ed.). Oxford: Blackwell

Wheatley, L. (2019) Foucault's concepts of structure ... and agency?: A critical realist critique, Journal
of Critical Realism, 18:1, 18-30 Available at:

https://www.tandfonline.com/doi/full/ 10.1080/14767430.2019.1572941 [Accessed 4 October
2021]. [Accessed 21 October2021].

Whitty, G. (2006) ‘Teacher Professionalism in a New Era’ General Teaching Council for Northern
Ireland Annual Lecture, Queens University, Belfast 14th March

Williams M., Burden R., Lanvers U. (2002) French is the language of love and stuff: student
perceptions of issues related to motivation in learning a foreign language, British Educational Re

Williams M. & Burden R. L. (1997). Psychology for Language Teachers: a Social Constructivist
Approach. Cambridge University Press, Cambridge Research Journal 28 (4), 503-528.

Wiley, T. G. (1996) Language planning and policy. In S. L. McKay & N. H. Hornberger (Eds.),
Sociolinguistics and language teaching (pp. 103—147). New York: Cambridge University Press.

Wiley, T. G. (2000) Continuity and change in the functions of language ideologies in the United
States. In T. Ricento (Ed.), Ideology, politics and language policies: Focus on English (pp. 67—-86).
Amsterdam: John Benjamins.

Wimpenny, P., & Gass, J. (2000) Interviewing in phenomenology and grounded theory: Is there a
difference? Journal of Advanced Nursing, 31(6), 1485-1492.

Wiley, T.G. and Garcia, O. (2016), Language Policy and Planning in Language Education: Legacies,
Consequences, and Possibilities. The Modern Language Journal, 100: 48-63. Available at:
https://onlinelibrary.wiley.com/doi/10.1111/modl.12303 [Accessed 19 August 2020].

Wilkins, C. (2011) Professionalism and the post-performative teacher: new teachers reflect on
autonomy and accountability in the English school system. Professional Development in Education,
37, 389-409.

Willig, C. (2014) Discourses and discourse analysis. In Flick, U. (Ed.), The Sage handbook of qualitative
data analysis (pp. 341-351). London, England: Sage.

Winter, G. A. (2000) Comparative discussion of the notion of validity in qualitative and quantitative
research. The Qualitative Report, 4:3-4.

Wright, Jan: Poststructural methodologies - The body, schooling and health 2003. Available at:
https://ro.uow.edu.au/edupapers/55 [Accessed 2 May 2021].

Wodak, R. (1995) Critical linguistics and Critical Discourse Analysis. Language and ideology. Antwerp,
Belgium: International Pragmatics Association.

Wodak, R. (2001) What CDA is about: A summary of its history, important concepts and its
developments. In R. Wodak & M. Meyer (Eds.), Methods of critical discourse analysis (pp.1-12).
London, England: Sage. doi:10.4135/9780857028020.n1.

Wodak, R. (2009) Language and Politics. in J. Culpeper, F. Katamba, P. Kerswill, R. Wodak & T.
McEnery (eds), English Language: Description, Variation and Context. Palgrave, Basingstoke, pp. 576-
593. Available at: http://www.research.lancs.ac.uk/portal/en/publications/language-and-
politics(aafbae9b-3a9b-4232-9677-5806ce4b91f3).html| [Accessed 8 March 2020].

227


https://www.tandfonline.com/doi/full/ 
https://doi.org/10.1080/14767430.2019.1572941
https://onlinelibrary.wiley.com/doi/10.1111/modl.12303
https://ro.uow.edu.au/edupapers/55
http://www.research.lancs.ac.uk/portal/en/publications/language-and-politics(aafbae9b-3a9b-4232-9677-5806ce4b91f3).html
http://www.research.lancs.ac.uk/portal/en/publications/language-and-politics(aafbae9b-3a9b-4232-9677-5806ce4b91f3).html

Wodak, R. (2012) Language, power and identity. Language Teaching. 45. Available at:
https://www.researchgate.net/publication/259419190 Language power and identity

[Accessed 26th August2020].

Wodak, R., & Meyer, M. (2009) Methods for critical discourse analysis. London, England: Sage

Woods, P. (1979) The divided school. London: Routledge.

Worthman, C. and Troiano, B. (2016) ‘Capillary discourses, fissure points, and tacitly confessing the
self: Foucault’s later work and educational research’, Journal of Adult and Continuing Education,
22(1), pp. 46—67. Available at: Capillary discourses, fissure points, and tacitly confessing the self:

Foucault’s later work and educational research - Christopher Worthman, Beverly Troiano, 2016
(sagepub.com) [Accessed 13 January 2021].

Zhang, F. and Liu, Y. (2014) ‘A study of secondary school English teachers’ beliefs in the context of
curriculum reform in China’, Language Teaching Research, 18(2), pp. 187-204.
doi: 10.1177/1362168813505940.

Zoom . (n.d.). https://zoom.us [Accessed 17 February 2021]

Yin, R. K. (2009) Case Study Research: Design and Methods Fourth Edition, Thousand Oaks, CA: Sage
Yin, R. K. (2014) Case study research: Design and methods. Los Angeles, CA: Sage.

Yin, R. K. (2018) Case study research and applications: Design and methods (6th ed.).

228


https://www.researchgate.net/publication/259419190_Language_power_and_identity
https://journals.sagepub.com/doi/10.1177/1477971416630126
https://journals.sagepub.com/doi/10.1177/1477971416630126
https://journals.sagepub.com/doi/10.1177/1477971416630126
https://doi.org/10.1177/1362168813505940
https://zoom.us/

Glossary of Acronyms

ILDM — Institutional Level decision making

GCSE — General Certificate of Secondary Education
KS1 —Key Stage 1

KS2 — Key Stage 2

KS3 - Key Stage 3

KS4 — Key Stage 4

L2s - Second Language Studies

MFL — Modern Foreign Languages

NC — National Curriculum

SLs- Senior Leaders

Appendix 1 — Decline in second language studies prior to 2002

Claims were made that the decline in MFLs begun via a policy of disapplication (DfEE 2000:19-21),
where secondary schools started withdrawing pupils from Design and Technology and MFL for work-
related and curriculum emphasis and consolidation of learning across the curriculum.® In all three
cases, schools are able to disapply up to two NC subjects. The withdrawal of some pupils from
language lessons continued to permeate L2 studies in KS3, despite being a pillar of the Ebacc
(Language Trends, 2021). This disapplication led to a number of schools beginning to withdraw

students from MFLs in KS4. From September 2004, languages became an entitlement at KS4 and

48 GREAT BRITAIN. PARLIAMENT. HOUSE OF COMMONS. EDUCATION AND EMPLOYMENT COMMITTEE (1998).
Disaffected Children. Volume 1: Report and Proceedings of the Committee. London: The Stationery Office.
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ceased to be mandatory, consequently the dramatic decline in GCSE entries during 2004-2006
slowed. Nevertheless, 2008 saw yet again, an annual decrease of 3-4% (CILT et al., 2010) until the
introduction of the English Baccalaureate (Ebacc) in 2011, which showed an increase from 31% in

2010 to 49% in 2011 (Tinsley & Han, 2011[online]).

This increase however, represented more able pupils (Filmer-Sankey et al., 2010; Tinsley, 2013a). As
many as 50% of state schools reported an increase from 2011 to 2014 in the numbers of pupils
taking at least one language at Key Stage 4, and in 33% of schools this increase was by 10% or more
(Board & Tinsley, 2013[online]). About 1 in five schools take-up for languages remained persistently
low (below 25%) [ibid]; in 49% of sponsored academies*® fewer than 25% of pupils were studying a
language beyond KS3. Conversely, only 10% of convertor academies® had such a low level of pupil

take-up for languages in Key Stage 4 [lbid].
Appendix 2: Language Trends Data on Participant Schools

In 2018, 785 secondary schools (651 state funded and 134 independent) participated in the survey.
The 2019 survey gathered evidence from 845 secondary schools, of which 715 were state funded
and 130 independent — slightly more than 2018. Unfortunately, the data collection phase in 2020
coincided with the Covid-19 pandemic when all schools in England closed on 20th March 2020. This
resulted in fewer responses to the survey than in previous years: 320 secondary schools (a significant
drop from 845 in 2019), of which 271 were state funded and 49 independents. Despite a low
participation rate from state secondary schools in the North East, with just 10 responses, all other
regions of England were represented. By 2021, the number of participant schools increased, with

138 Independent schools and 617 state secondary schools (Language Trends, 2021).

4 sponsored academies are mostly underperforming schools who have been encouraged to convert to
an academy run by sponsors, who are responsible for improving performance

50 converters academies are schools which previously had 'good' or 'outstanding' Ofsted grades and have
opted to convert to academy status.
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Appendix 3: Objectivism versus constructivism

Objectivism explains that social entities exist in reality, external to social factors. Reality exists
independent of human thoughts and beliefs and knowledge can be acquired through observable
objects and events (Saunders et al., 2003; Bryman and Bell, 2007; Easterby-Smith et al., 2008;
Saunders et al., 2012). Only through objective interpretation can information be fully processed and
understood (Livesey, 2006 [online]). The epistemological stance within this paradigm is therefore
positivist in nature and this means that the researcher maintains a distance in order to avoid bias
(Saunders et al., 2016). This methodology requires a quantitative mode of inquiry (Saunders et al.,
2003), where numerical data is used to quantify or measure phenomena and produce findings

(Saunders et al., 2012; Bryman and Bell, 2015).

Conversely, in constructivism or constructionism, it is argued that those involved are continually
creating and revising meaning [bid]. For Guba and Lincoln (1989), ‘... realities are social constructions
of the mind, and that there exist as many such constructions as there are individuals’ (p.43). There
are multiple constructs of realities (Easterby-Smith et al., 2012) and they are influenced by
experiences and social interactions (Saunders et al., 2016). Each person has their different view of
reality that is considered right (Easterby-Smith et al., 2012). Therefore, the notion of an objective
reality is rejected, as social interaction is based on consciousness, action and unpredictability
(Ponterotto, 2005; Livesey, 2006). This means that it is only through interaction and dialogue
between the researcher and participants or object that a clearer understanding and answers are
achieved [ibid]. The epistemology is therefore constructivist in nature and a consensus is sought

within the findings (Guba and Lincoln, 1994; 1998).
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Appendix 4: Project Information Sheet and Consent Form

Project Information Sheet

Who are you, and what is the research?

My name is Ana De Silva e Lopes and | am head of Modern Foreign Languages at Stroud School in
Romsey

| am currently undertaking an Education Doctorate (Ed.D) at the University of Winchester. This
study is seeking the views that may provide insights into the decline in post-14 education in
second language studies and explore the factors, which influence the institution-level decision
making about the teaching of MFL in secondary schools.

What is the Research about?

This study seeks to understand the factors which influence the decisions school leaders make
about the foreign language provision and curriculum enactment in their secondary schools in
England.

Why am | being asked to participate?

You have been asked to participate because as a member of the senior leadership team in your
setting you are in a particular place that enables you to share light on the reasons behind the
provision and curriculum endorsement regarding second language studies in post-14 education.

Secondly as a head of MFL in your settings, you have first-hand experience of the engagement or
disengagement of your students in second language studies. In addition, you position as language
teacher will also enable you to give informed opinions regarding the position of language studies
and its relation to any decisions that might be made at local level regarding curriculum provision
in second language studies.

Why is this research important?

It is important to gain an understanding of the role of senior leaders and the impact of their
decision-making regarding second language studies in secondary schools in England.

Your feedback will bring new insights that can help explain further the decrease in second
language studies in post-14 education in secondary schools in England

How can | participate in the research project?

To participate in the research project, you will be interviewed. You will be asked to talk about your
experiences as part of the leadership team and heads of department and how your personal and
professional journeys might affect your own decision —making process regarding curriculum
provision in second language studies.
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You will receive an email inviting you to attend an interview. This will take place in the
forthcoming Autumn term in your school setting.

What happens if | do not take part?

There will be no consequences if you choose not to take part.

What will happen to the information | give?

The interviews will be recorded on a password-protected device and then transcribed.

All information will be held securely on a password protected site. The data will be analysed and
used as part of a mixed methods study with information previously collected via a questionnaire
being administered through an anonymous online survey.

No individuals will be identified.

The data collected will be written up for the doctoral thesis and may be published in academic
papers or presentations.

Can | see the results?

| will provide you with the opportunity to see the transcripts of the interviews should you wish to
do so. In addition, if you would like to see and/or discuss the research findings once completed,
please do not hesitate to email me on the email address below.

Additional Information

My Study has been approved by the Faculty of Education Ethics representative at the University of
Winchester.

If you would like any further information, would like to discuss this study or have any concerns,
please contact me on A.desilvaelopes.13@unimail.winchester.ac.uk

If you have any concerns at any point in the research, please contact my Director of Studies Dr
Marnie Seymour at:Marnie.Seymour@winchester.ac.uk

or the University Data Protection Officer: Stephen Dowell at: Stephen.Dowell@winchester.ac.uk
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Consent form
Dear Mr /Mrs

My name is Ana De Silva e Lopes and | am Head of Modern Foreign Languages at Stroud School in
Romsey.

| am currently undertaking an Education Doctorate (EdD) at the University of Winchester, which is
seeking the views that may account for the well documented decline in post-14 education in second
language studies and explore the factors, which may influence institution-level decision making
when determining the provision of second language teaching and learning in secondary schools in
England.

The project information sheet contains the details regarding my research. Therefore, | would like to
ask if you are willing for take part in this study, virtually or in person (Covid-dependent).

In order to develop my understanding, | hope to conduct some interviews with three head teachers
and three heads of MFL from different school settings. Thus, | would be very grateful if you agree to
take part in this project to let me have some possible dates so that | can explain fully the whole
process and in turn conduct the interview.

My time scale is somehow limited, but if possible, by the end of the current month, beginning of
April would be a good time for me. Due to my work commitments | am only able to conduct
interviews On Mondays and Wednesdays from 14:00 onwards, and afterschool hours for the
remainder of the working week. However, during the week beginning the 29 of March, | am available
all throughout the week.

| must reassure you that all references to participants will be anonymous and will be referred to as
letters, to treat data confidentially and anonymously (BERA, 2018). You will have the opportunity to
review the transcript of your interview if you choose to do so. All transcripts will be kept in a
password- protected file. No personal data will be used to refer to participants. All traceable
personal data will remain confidential.

To fully comply with data protection laws (GDPR) all data collected will be securely stored on a
password- controlled file. All reference to your identity or the identity of other participants will be
removed, so that it will not be possible to connect any individual person with particular statements.
No real names or reference to this school by name will be included in the report that | eventually
write.

For the Winchester Research Ethics Committee approval process, | need to show that | have your
permission and support to undertake this research. Thus, | would be grateful if you would be able to
email me a response to indicate that you are happy for me to carry out this research. | will then
attach this to my Research Ethics Approval Application. We can then discuss in more detail the best
date, time and venue for the interviews.

If you have any questions about my research, | am very happy to discuss this further with you.
Thank you very much for your help.
Kind regards

Ana Lopes
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