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The World of Languages and Languages of the World (WoLLoW): a pupils’ voice study on primary languages and multilingualism
Sophie Vauzour
University of East Anglia, Norwich, United Kingdom
ABSTRACT
Whilst the intention behind compulsory Primary Languages in England is laudable, the reality of the challenges faced by the Modern Foreign Language (MFL) community in terms of staffing and organisation of primary languages and transition to secondary means that 10 years on, the policy is still struggling to translate into consistent practice. WoLLoW, a fully resourced and freely available curriculum for KS2 and KS3 was born out of the need to find a solution for these challenges at grassroot level. The programme is designed with primary school teachers in mind, and its dialogic and exploratory approach to teaching and learning empowers non-specialists to support language learning with expertise and confidence, to inspire a love of languages in pupils and support their future language learning. This study explored pupils’ responses to the programme through focus groups, with three year 5 classes in two separate schools. It was found that such programme has the potential to foster self-motivation regarding language learning, by fulfilling the needs for autonomy, competence and relatedness. Furthermore, pupils were provided with a unique space for positive and empowering discussions around multilingualism, which could potentially enhance the language learning provision at primary and the transition to secondary.
Introduction
The World of Languages and Languages of the World (WoLLoW) project aims to address the unre​solved challenges of language teaching at Key Stage 2 (KS2: upper primary age 7–11), transition to Key Stage 3 (KS3: lower secondary age 11–14) and multilingualism in schools. The programme is the fruit of a collaboration over the last seven years between modern languages class teachers and school leaders in Norwich and Birmingham, and offers a freely available and fully resourced curri​culum, which can be delivered by non-specialists at KS2 (Appendices 1 and 2). In keeping with similar language awareness initiatives (ALA n.d.; Svalberg 2007; Barton, Bragg, and Serratrice 2009; Van den Broek et al. 2019), WoLLoW adopts a dialogic and exploratory approach to language learning, through the study of a range of different languages, with explicit links to other subjects (English, history, geography, science, mathematics), which leads into key issues of today’s world: migration, religion, empire, personal identity and a sense of belonging (Dean et al. 2021). Beyond the narrow focus on European colonial languages, the programme encourages pupils to share and celebrate the richness of their own languages and cultures, and thereby to
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see the value of that heritage in their own lives and futures. In addition, the programme fosters dialogue, sharing, curiosity and exploration, for instance through the idea that learning a language involves code-breaking, making connections and thinking (see Appendices 1 and 2 for details). The aim of this pupils’ voice study is to gain an insight into pupils’ perceptions of the pro​gramme, and its potential impact on motivation and attitudes towards language learning and multilingualism.
Context and rationale
A language learning crisis
The Department for Education (DfE) Programmes of Study (PoS) for KS2 and KS3 are ambitious but vague aiming to encourage school autonomy and teachers’ freedom (DfE 2013). Unsurpris​ingly, given the significant demands of standardised tests and the lack of teacher expertise/train- ing in the subject, the absence of precise requirements from the DfE has led to great variation in terms of provision (Finch, Theakston, and Serratrice 2020) and has failed to generate consistent practice (Collen 2020), leaving Britain stubbornly stuck in ‘chronic monolingualism’ (Bowler 2020: 10) despite a context of increasing linguistic diversity (Finch, Theakston, and Serra- trice 2020).
In the shadow of Brexit, the socio-political context is described as hostile to language learning (Collen 2020; Parrish and Lanvers 2019) and surveys highlight deteriorating attitudes to modern languages and even linguaphobia (Lanvers, Doughty, and Thompson 2018). Whilst crisis narratives have been a feature of the language learning landscape in England since the nineteenth century, these narratives have attracted considerable media interest in recent years (Bowler 2020), potentially reinforcing negative perceptions of the subject, perpetuating ‘the “English is enough” fallacy’ and further affecting pupils’ attitudes to, and motivation for, language learning (Lanvers and Coleman 2017: 21). In this context, WoLLoW’s offer of curiosity and enjoyment through a dialogic approach to exploring a wider range of languages and cultures and linking them to pupils’ own sense of self is an attractive one.
The key question of motivation
Studies of motivation in languages classrooms in England highlight pupils’ poor motivation for, and lack of enjoyment of, language learning (Parrish and Lanvers 2019). This trend is also observed in other anglophone countries (Lanvers 2017), where language learning is perceived as low value in the shadow of global English (Dörnyei and Al-Hoorie 2017; Lanvers and Coleman 2017).
Research shows a decrease in motivation at KS3 (Coleman, Galaczi, and Astruc 2007) and particu​larly across Year 7, the first year of secondary school (Graham et al. 2017; Parrish, Noels, and Zhang 2024). Similar findings were reported in Austria (Gnambs and Hanfstingl 2016) and Japan (Carreira 2006), suggesting that there is a need to consider factors beyond the use of global English as a mother tongue. Parrish et al. noted that ‘learners’ intrinsic motivation tends to decline as they move to higher year groups’ and that ‘work must be done to encourage students to see the personal value of the subject’ (Parrish, Noels, and Zhang 2024: 13) beyond ‘simplistic notions of career rel​evance’ (Taylor and Marsden 2014). Graham et al. recommended a ‘greater alignment between what learners see as the goals of language learning and what they experience in the classroom’ (2016: 700), allowing pupils to connect activities to their own personal values and goals (Parrish, Noels, and Zhang 2024; Vansteenkiste et al. 2018). WoLLoW’s ambition to promote ‘a sense of aware​ness and identity’ and a ‘bridge between a pupils’ experience at school and their home life’ through the exploration of a wider range of languages relevant to pupils and their communities, could provide this connection and alignment.
A solution to these persistent challenges?
The Language Trends 2020 report (Collen 2020) highlighted that there was ‘clear evidence that primary languages [were] embedded in policy, but not in practice’ and that ‘transition [remained] underdeve​loped. In the 2024 survey (Collen and Duff 2024), very little seems to have changed: primary teachers still highlight the pressing need for specialist teachers and additional funding/resources to support non-specialists in teaching the subject. Secondary teachers continued to stress the challenges pre​sented by the transition, and the resulting lack of continuity and/or repetition in content taught.
According to its founders, WoLLoW offers an opportunity to increase future motivation for language learning with a content that can be taught by non-specialists in primary schools, whilst promoting a cohesive PoS throughout KS2 and KS3.
WoLLoW aims to inspire, encourage and excite pupils in junior schools and the first years of secondary school to be curious about language and languages, their history and their diversity; understand the links and see the pat​terns between languages; think about how a language works; develop skills in learning, reading, writing and hearing both in English and other languages; see how languages relate to other topics of study, for example, history, geography and science. (Dean et al. 2021)
Collen and Duff (2024: 11) note that when primary teachers were asked how they integrate pupils’ home languages in their curriculum, their comments were described as ‘overwhelmingly positive’ when recounting how they encourage children to be ‘language detectives’ and adopt a ‘plurilingual approach’ to integrating all pupils in the classroom (Collen and Duff 2024: 11). This comes in contrast to their comments about teaching languages as non-specialists and supports the findings of the study led by Finch et al., that highlight the importance of pedagogical and linguistic confidence in empowering a well-integrated delivery of the subject at primary level (2020). WoLLoW proposes to build on this enthusiasm and confidence in the primary sector, by focusing on metalinguistic com​petence, in contrast with the current language competence model that is proving so problematic to deliver (Bolster 2009; Chambers 2019; Martin 2000).
WoLLoW also aims to promote a central place for languages in the curriculum and links to all other subjects (Dean et al. 2021). As one teacher participant put it: ‘WoLLoW has made me see beyond my beloved Spanish and realise that our role is to prepare adaptable and open-minded lin​guists, regardless of the language they end up studying’ (Wilson n.d. quoted in Dean et al. 2021). This recentring of language learning around more universal competences has the potential to facilitate the connection of the subject with pupils’ own values and goals, which in turn may foster pupils’ intrinsic motivation (Parrish, Noels, and Zhang 2024; Vansteenkiste et al. 2018).
WoLLoW’s emphasis on understanding languages, interdisciplinary learning, cultural diversity and multilingualism clearly aligns with the National Curriculum’s aim to foster curiosity and deepen pupils’ understanding of the world (DfE 2013). On the other hand, by its very nature, it lacks the focus on practical communication in one specific language necessary to meet the KS2 PoS requirements and should, therefore, run alongside traditional modern language lessons. WoLLoW’s content would ideally be linked with the modern language curriculum content, so learn​ing can be integrated and interlinked. Some participants also expressed a desire to move beyond the current focus on written forms and learn to speak the languages referred to.
Finally, whilst the programme is designed to be easily delivered by non-specialists, providing a real-world connection to languages would remain essential (Finch, Theakston, and Serratrice 2020), for instance through guest speakers or cultural ambassadors from local multilingual commu​nities. Including ideas to achieve this in primary schools would strengthen the programme.
Research questions
The aim of this pupils’ voice study is to gain an insight into pupils’ perceptions of WoLLoW and its potential impact on their motivation and attitudes towards language learning and multilingualism. Our research questions are:
(1) What impact has WoLLoW had on pupils’ motivation to learn languages?
(2) How has WoLLoW supported links made by pupils between language learning and other subjects?
(3) What impact has WoLLoW had in terms of pupils’ awareness of diversity and interculturality and on English as Additional Language (EAL) pupils’ confidence and feeling of social integration?
Research design and methods
This study complies with the ethics policy at the researcher’s institution (it was approved by the insti​tution’s Research Ethics Committee) as well as the British Educational Research Association’s set of ethical principles (BERA 2018). A qualitative approach was adopted as the research aimed at identi​fying attitudes such as motivation and enjoyment, and it was felt that semi-structured focus groups in a familiar environment (audio-recorded and transcribed) would yield better quality data than a questionnaire. The focus groups allowed on-the-spot follow-up and clarification and created a safe peer environment, with the potential to address some of the power imbalances between researchers and participants (Adler, Salanterä, and Zumstein-Shaha 2019).
The participants comprised a self-selected convenience sample from three Year 5 classes in two separate schools (see Table 1). All Year 5 classes involved in the study were taught WoLLoW for an hour a week by their regular class teacher for a term prior to the study. In both schools, the programme (shown in Appendix 1) ran alongside (and independently from) modern languages lessons. All pupils from the participant classes were invited to participate in a focus group (with parental consent). A total of 31 pupils were interviewed. Each focus group lasted for about 30 min. Questions (see Appendix 3) and tone were kept child-friendly, and flexibility was built to ensure children felt comfortable and listened to (Adler, Salanterä, and Zumstein-Shaha 2019).
After initial classification of the data into patterns of shared topics (or thematic domains), patterns of shared meaning (or themes) were generated by the researcher through reflexive thematic analysis (RTA) (Braun and Clarke 2019), using the ‘central organising concepts’ of self-determination theory, schema theory, and culturally and linguistically responsive practice, which form the ‘theoretical assumptions informing [the] analysis’ (Braun and Clarke 2021: 331). The RTA iterative process offers a robust yet flexible framework to support nuanced analysis of pupils’ interpretation of the value of WoLLoW lessons within the current context of primary languages, and in the light of the theoretical frameworks above.
Findings
In what follows, the themes that were generated from the data through RTA (Braun and Clarke 2019) are explored in relation to relevant literature, and illustrated by examples from the data.
Research question 1: WoLLoW’s impact on motivation to learn languages
Participants in the focus groups were almost unanimously enthusiastic about WoLLoW. This is unsur​prising considering the self-selected nature of the sample and the demographics of the schools, factors which need to be taken into consideration when looking at the findings.
To answer the first research question related to motivation, and following the model of study used by Parrish, Noels, and Zhang (2024), the data were analysedusing the self-determination theory (SDT) framework. This model describes how the satisfaction or frustration of the three
	Table 1. Participants.

	
	Classes invited to take part
	Number of focus groups (up to 10 children)
	Number of children interviewed

	School 1
	Independent
	One Year 5 class
	1
	5

	School 2
	Comprehensive
	Two Year 5 classes
	3
	26


basic psychological needs of autonomy, competence and relatedness play a critical role in maintain​ing intrinsic motivation, performance and well-being (Ryan and Deci 2017).
Autonomy
The first basic psychological need for intrinsic motivation is the need for autonomy: the locus of caus​ality for behaviour must be internal and not affected by extrinsic rewards or evaluation (Deci and Ryan 2000). Participants were able to connect WoLLoW to their own personal goals and values, which may, in turn, foster self-motivation (Parrish, Noels, and Zhang 2024; Taylor and Marsden 2014; Vansteenkiste et al. 2018). The following sub-themes related to self-motivation were generated through the analysis of the data: pragmatic personal goals, interest, acknowledgment of feelings and choice (Deci and Ryan 2000).
Self-motivation linked to pragmatic personal goals. Some participants expressed self-motivation linked to pragmatic personal goals such as travelling or living abroad in the future. Whilst ‘selling the instrumental benefits of the subject’ is a prominent feature of the motivational discourse for language learning in schools (Parrish, Noels, and Zhang 2024: 14), it was relatively marginal in the data.
When I’m older, I want to, like, speak a bit of Greek because like I feel like for going to Greece and exploring it more, it is quite better.
I’m trying to learn German both because I want to read German and show off to my granddad. And also, because when I got older, I want to move to somewhere in Germany or Amsterdam.
Well, I really want to go, like, to Paris and I can learn more French. So, when I go, I’m going to be able to under​stand people better.
Say, like, if I get lost in the country that we’re talking about? So, like I went to Greek (sic), and I learned about to go, but it will help. But that’s never going to happen.
Interestingly, the nuance brought by the last quote clearly illustrates the limitations of these motiva​tional strategies, as the likelihood of using a particular language feature studied at Primary level in a real situation is indeed quite low.
Self-motivation linked to interest in language learning developed throughout WoLLoW lessons. For others, the self-motivation was linked to an interest developed for the subject throughout WoLLoW lessons. For instance, languages had become a secret code fostering curiosity.
I wanna learn like more languages, so just like if you’re gonna go to other countries, you can like speak the language there and you can just be nosy and hear some people’s private conversation.
There was also a sense of excitement for the discovery of things that were completely new and unknown (novelty effect), in contrast with the boredom linked to the perceived repetitive nature of the primary languages curriculum.
I like it because like, like, you find out like loads of new languages that you’ve never heard before.
I do like the WoLLoW lessons. But then I did like French. But the one thing I didn’t like about French was that was the only language that we learned. And you like, learn it in every school that you go to basically. And it kind of got a bit like, repetitive.
Some participants even expressed a sense of wonder towards language learning that bodes well for further language study.
They made us realise how amazing the languages are and it’s not that easy to learn them but it’s good to at least try and it’s really, it’s really amazing to learn different types of languages.
Self-motivation linked to enhanced interest in the languages explored in WoLLoW lessons. The data also showed that given the choice, participants wanted to study the languages explored through WoLLoW activities. The metalinguistic exploration of the languages seems to have created a desire for further linguistic competence development. Whilst further study would be needed to confirm this, programmes such as WoLLoW could potentially support intrinsic motivation for language learning.
We look at the languages, but then we don’t ever speak them. Yeah, and we never, like, learn any of them. And everyone will say that, like, yeah, we are gonna study them, or something. But then we never actually speak it and we never study any of the words.
It would be good to learn a little bit of the language when you’ve seen the history of it.
Yeah, like maybe more like how X said earlier, like speaking but actually learning and speaking the language that we’re learning about.
Creating opportunities for pupils to learn the languages they study could also enhance the pro​gramme in the future.
Self-motivation to start learning a language independently. This enhanced motivation was not only directed at the languages that participants had encountered through WoLLoW, but also provided the motivation for further language study, as participants felt inspired and motivated to initiate or develop self-study of a language at home.
When we started doing WoLLoW lessons I don’t know. I said to my Mum that I really wanted to start learning more languages and then that’s when I started learning a bit of Chinese.
I started learning a little bit, but it made me want to learn more.
There’s so many languages in the world and there’s like, there’s so many that like, you want to learn, and you can’t really learn every single language, but you can try.
It’s made me more, like, I want to learn more than I did before.
Acknowledgement of feelings. The maintenance of motivation requires internal regulation of emotions, which necessitates an awareness of the feelings generated by an activity, and a choice of whether and how to express these feelings. Participants in the study were able to articulate and acknowledge the complex feelings brought up by the challenges of language learning, and sometimes put them in perspective of the rewards.
At home, I am studying a bit of Chinese. Well, I don’t like to do it that much. But I’m trying to get into it, doing it more. So, I think after WoLLoW lessons I was more motivated.
It’s not that easy to learn them but it’s good to at least try and it’s really, it’s really amazing to learn different types of languages.
Choice. Another element of fulfilment to the need of autonomy that was generated from the data was the theme of choice. Whilst choice underlined the theme of motivation described above, it was also explicitly mentioned by participants. They expressed this need regarding the choice of language(s) they would like to study and the skills they would like to develop whilst studying this language.
I want to do like, languages that are around today. Maybe like Norwegian or Portuguese or Chinese, I don’t know.
I think learning other languages than Latin or French would have been nice (…) Yeah. I think learning more languages that aren’t just spoken in Europe.
I want to learn how to write in all different kinds of languages in our books.
Competence
The second basic psychological need for intrinsic motivation is the need for competence. The need for competence is satisfied through positive feedback, ‘as long as it does not eclipse the need for autonomy’ (Deci and Ryan 2000: 235) and is often frustrated by negative feedback. Critically, it includes the need for perceived competence, which, according to Deci and Ryan, is necessary for any type of motivation, whether intrinsic or extrinsic (2000). A level of optimal challenge, which allows both challenge and success, is most likely to generate maximum levels of perceived competence. This balance is difficult to strike as attitudes to language learning are generally negative and research suggests a ‘culture of low expectations which poses little intellectual and linguistic challenge to pupils’ in MFL classrooms (Wingate 2016).
Throughout the data, it was clear that participants had a variable understanding of what it means to learn a language, which complicates the fulfilment of the need for perceived competence, as pupils might have unrealistic expectations of what competence means at the early stages of language learning. It seems that participants have an expectation of performance in ‘normal’ language lessons, that frustrates their need for competence and, therefore, demotivates them. This might be linked to current curriculum and pedagogy trends in the MFL classrooms, as described by Parrish, Noels, and Zhang, who highlight that ‘increasing focus on assessment, accuracy and task completion seems to impact students’ need for competence’ (2024). The data also showed that this expectation of performance was less in WoLLoW lessons.
Normally in lesson, you like we would say out loud and the French lessons we would have to like say out loud and I would feel comfortable doing that in the world of languages lessons because I would just, I don’t know why I just feel more comfortable because that’s like, a lesson where we’re all learning about it.
If you don’t understand it, you can still try and understand it.
The participants’ responses were particularly striking when describing the perceived competence of EAL pupils (themselves or their peers). EAL pupils were all keen to highlight deficits in their linguis​tic competence and seem to display a low level of confidence. None of them mentioned the poten​tial for their multilingualism to be an asset in the classroom or in the wider world.
When I mix up my languages sometimes, I’m like not doing it by mistake. Sometimes, I don’t know the words too much.
Gujarati is my mother tongue. And like, my parents. I only know a little bit.
A participant even expressed a level of confusion linked to the variability of their competence levels in different skills in their home language:
Firstly, I can’t, I can’t speak Kurdish very well, but I understand it very well. For some reason. I just find it a bit weird.
In addition, monolingual participants sometimes expressed suspicion towards the competence of their EAL peers (e.g. not believing them or undervaluing their level of competence). Again, whilst there are some other factors at play such as the lack of opportunity for any pupils to experience mul​tilingualism, this might show a misunderstanding of what constitutes competence in language learning.
I think X knows how to read Arabic. [X]: Well, a little bit, yeah. Yeah, because I can, I can read Arabic more. But my talking in Arabic is not too good, but it’s still good. So, I can like, read the Koran. The Bible.
[Child 1] X speaks Chinese. [Child 2] No, she doesn’t. [Child 1] She, she does, but she doesn’t know a lot.
I feel like sometimes people will say that they do [speak another language] even if they don’t just to like, fit in.
I didn’t know that X spoke as much Italian as she does.
For most participants, competence in a language seemed to be defined as native speaker compe​tence. Again, this is probably an important factor of the frustration of the need for competence as very few second language learners will achieve that level of competence at all, let alone at the beginner stage.
I think maybe someone could come in. And like, if we do, like, start learning the languages, then they could help us because they might speak the language.
She’s from Hong Kong, so she knows quite a lot.
Some participants suggested that WoLLoW lessons provided an optimal framework for the satisfac​tion of the need for competence, which generated enjoyment and empowerment:
[When asked about what they enjoyed the most] We just did a bunch of words in English. And then we tried to connect from the Latin, and I don’t know, I just knew it pretty good. I just remember doing the like, like the invi​tation, trying to work out from Greek to English. [Interviewer: Oh, how did you find that?] Hard!
I think in the world of languages, it explains more about the word and language instead of just saying, that’s that. And that’s what it means.
It’s easier to learn about it if you know where it comes from and how it connects to the English language rather than like, yeah as they said, this is why it helps.
Relatedness
In the literature, the need for relatedness is often attached to teachers’ behaviours (Deci and Ryan 2000), but it also offers a suitable framework to analyse the critical need expressed by participants to connect to the languages they learn. The data showed, for instance, the importance of the rel​evance of the subject for pupils.
I really liked some WoLLoW lessons because I think they really help us understand the different like places where languages come from and like how important they are in our life, because we speak it every day.
Many participants expressed the need for connections or mentioned the way such connections motivated them to learn a language. There were many examples of participants expressing appreci​ation of connection with people and places where the languages are spoken, and the desire to extend these connections.
Sometimes we learn a bit about like Greek and other languages like that, and in Geography, it like kind of gives you an idea of what it would look like.
I liked it because we learnt about new words. And we learned about working with spoken language. We’ll learn old Greek and the map for where the most popular city. One was called Athens, and one was called Sparta.
I just really liked learning about other people’s cultures, and like what they speak and how different it is. I just like it.
I like almost everything about the WoLLoW lessons, but I feel like it would be nicer if we could have more people to come in and talk about it.
In some cases, participants expressed an appreciation for the opportunity to connect to self and/or own heritage, or even to share learning with their family.
I liked, like when we’re trying to write our names in different languages, because then you could try, like we’re like, starting quite simple, because it’s something you’re probably always gonna remember, cause it’s your name.
I liked it because my grandpa used to do it and he could never tell teach me because he is dead.
My sister learns lots of languages at X. And she always does Duolingo, and I like coming in and learning it and then when we started learning it at school it was really exciting.
I’m trying to learn German both because I want to read German and show off to my granddad.
In addition, some participants expressed a positive interest in their peers’ heritage and linguistic background, as well as an appreciation of connections made with other subjects across the curricu​lum. This is discussed in the findings related to research questions 2 and 3.
Research question 2: WoLLoW’s support of cross-curricular links
Participants generally found the questions on this topic difficult, giving limited answers; but some responses showed an appreciation of the connections with other subjects across the curriculum and there were many examples of enjoyment in finding out connections with the participants’ own language(s).
Link with history:
We learnt about Ancient Greece in year four, and then in WoLLoW lessons we’re learning about Ancient Greece. I liked knowing beforehand, some, the base of it, and then you can build on to that.
Link with geography:
Sometimes we learn a bit about like Greek and other languages like that, and in Geography, it like kind of gives you an idea of what it would look like.
Link between languages and English:
I remember they were saying that some English words have been almost stolen from Latin and other languages.
We learned like how lots of the English language has originated from other countries.
And also, it’s a Germanic language, which is that it’s German and English are the most closely linked.’
It’s like England has taken words from other languages. And when the French came to England, they brought their language as well, so it’s like a mix.
The intention was to analyse this data using schema theory (Crowley 2022). However, apart from the occurrences above regarding the helpfulness of the links between English and other languages, and a few references to history and geography, the data were not sufficiently rich. This was probably linked to the age of participants, as well as the short-term nature of the survey. Whilst the data are promising, further research is required to generate data for analysis using schema theory.
Research question 3: WoLLoW’s impact on pupils’ awareness of diversity and interculturality, and on EAL pupils’ confidence and feeling of social integration
In 2023/2024, 20.8% of pupils in schools in England were recorded as being exposed to a language other than English at home, continuing an increasing trend (DfE 2024). To support positive identity formation and promote success for all in the school context, research highlights the need to move away from a ‘deficit model’ (Lyons 2010), towards ‘culturally and linguistically responsive practice’ (CLRP) as ‘validation and affirmation of a child’s home culture and language for the purposes of building and bridging learner success in both school and mainstream society’ (Kavanagh and Neville 2024).
EAL pupils’ confidence and feeling of social integration
The data clearly showed that EAL pupils are usually very discreet in school about their home language and seem to evaluate their linguistic competence in their home language in terms of the things they cannot do as well as native speakers. This coincides with the ‘monolingual deficit model described in the literature which emphasises the child’s linguistic limitations’ (Lyons 2010: 289). Interestingly, one participant highlighted the fact that whilst there had been questions about their home language, they had not been presented with any opportunities to talk about their home language in a meaningful way.
We never get asked about stuff. Like, sometimes they’ll say, they’ll ask if we speak other languages at home and then people will say, but we’d never like, actually talk about it. [How would you feel?] I don’t know. I think it would be fine.
As Costley et al. (2020: 644) have noted, ’[l]inguistic diversity is celebrated and valued as something that is beneficial to schools and the wider community, but it is not necessarily valued or conceptu​alised as a tool for learning within the classroom’. Participants’ responses seem to suggest that a ‘minority’ home language belongs to the private sphere, only to be displayed with people at home. The feeling seems shared by both EAL and non-EAL participants. One participant reflects below on why one of their friends had never shared with them the fact they spoke another language at home:
Because some people can move to different parts of the world. So, they might be new, and they don’t really want to tell other people because they want to learn more about them before they tell each other. (…) I wouldn’t mind, but like, I wouldn’t tell them before I really got to meet them because I wanted to learn more about them before I told them.
Participants also mentioned feelings of embarrassment and discomfort. The data suggests that the higher the level of competence in the home language, the less likely participants were to reveal this in school. In contrast, in line with culturally and linguistically responsive practice principles (Hollie 2011), the data suggests that WoLLoW offers opportunities to discuss multilingualism and multicul​turalism in a safe and positive space, where linguistic richness is valued and there is no expectation of performance (which might be a worry in case of low confidence and perceived competence as discussed above). The fact that the language spoken at home came up as part of the curriculum in WoLLoW lessons was a trigger to share knowledge with other learners.
I didnt feel comfortable but like, like, it just seems like different. Usually you speak your language at home. And like, it could be quite a bit. You can feel embarrassed, like, speaking it in school.
I don’t feel embarrassed because, you know, it’s actually, I feel comfortable speaking my language because of how it’s Kurdish, which he’s learning, so I’d usually just talk to him, and I teach him some of my kind of language, which is quite fun.
Sometimes in WoLLoW lessons, I pronounce that Indian words because I’ve read quite a few at home on the fridge and stuff.
I have Irish ancestry. And I have been, my sister’s been teaching a little bit of Irish Gaelic. But yeah, I talked about that quite a bit in the lessons.
Pupils’ awareness of diversity and multiculturality
Participants responses showed that children’s multilingualism was often brought to light in WoLLoW lessons for the first time in front of peers, in Year 5, knowing that most of the participants had known each other for at least three years, sometimes six. This also applied to close relationships:
There was about all of the people who learn different languages in my class, because we have quite a few people who learn different languages.
Well, I didn’t know some people knew all of the languages that they do.
There’s a boy in my class who speaks Mandarin, which I didn’t really know much about before WoLLoW.
I didn’t really know that my best friend spoke fluent German and speaks German at home with our parents. (…) That made me feel that I didn’t know much about her. It made me almost get to know her a bit better.
Monolingual participants often expressed surprise and enthusiasm about their peers’ multilingual​ism. They used words associated with positive opinions such as ‘I like’, ‘really cool’, ‘interested’, ‘excit​ing’, etc. Whilst it isn’t clear from the data, it can be hypothesised that multilingual peers might have provided a positive and relatable role model, enhancing the self-motivation discussed above.
I like that it’s not just English that gets spoken.
I like learning how other people, like, how their family comes from the other side of the world or something.
In some cases, it might have been helpful to unpick unconscious bias or stereotypes.
I wouldn’t, like, relate them to that language. So, I think it’s really cool.
Summary of findings
Overall, the study shows that participants linked the programme to enhanced motivation for language learning. Some pupils expressed self-motivation linked to the traditional pragmatic pur​poses such as future work and travel, but more importantly, pupils shared the excitement brought by the discovery of things that were completely new and unknown, and a sense of wonder towards language learning and multilingualism. Pupils appreciated exploring a variety of languages and expressed the desire to develop further linguistic competence in these languages, suggesting that more links could be created between the programme and modern languages lessons. Participants also mentioned that the programme inspired them to engage with self-study of a language at home, suggesting an enhanced intrinsic motivation for language learning, and a more positive perceived value of the subject.
Some pupils were able to articulate the complex emotions brought up by the challenges of language learning and consider these feelings taking into consideration the rewards. On the other hand, the study highlighted pupils’ variable understanding of what linguistic competence means, especially in the early stages of language learning. This has the potential to frustrate pupils’ need for competence, and therefore demotivate them. Some participants expressed that the expectation for performance was less felt in WoLLoW lessons, making them ‘more comfortable’.
A similar misunderstanding of what constitutes competence in language learning was displayed by EAL pupils (and their peers) when discussing multilingual competences. Whilst the study suggests that WoLLoW created the optimal level of challenge in lessons for most pupils, more could be done to explore what linguistic competence really means, and what it looks like at different stages of language learning.
Many participants also expressed the need for relatedness and the way connections motivated them to learn a language. In addition, albeit in a more limited way, pupils shared appreciation of the cross-curricular links between WoLLoW and their other subjects, especially English.
Finally, the study suggests that WoLLoW offers a much needed recognition of existing multilin​gualism (Bowler 2025), which could potentially benefit multilingual and monolingual pupils, by fos​tering a better understanding of language competence, focusing on multilingual learning and shifting from a monolingual to a multilingual habitus.
Discussion
Motivation has been described as a ‘critical predictor of language learning success’ (Parrish, Noels, and Zhang 2024: 1), and, in the current context, creativity is needed to protect and enhance it throughout KS2 and KS3 to avoid potentially damaging consequences (Chambers 2019). This study suggests that programmes such as WoLLoW could potentially support intrinsic motivation for language learning and feed pupils’ appetite for a wider range of languages (Parrish 2020), despite being delivered by non-specialists.
A facilitator for future language learning
Despite mainstream beliefs, research has shown that earlier language learning instruction isn’t a sufficient condition to enhance linguistic outcomes and rate of language learning (Porter 2020). Enhanced cognitive resources and metacognitive skills developed through the study of their first language favour older learners and it would be necessary to increase input and intensity to activate implicit learning processes to favour younger learners (Jaekel et al. 2017). Both the volume of input and intensity are context limited in England, with most primary schools’ language learning provision restricted to half an hour to an hour a week for four years (Graham et al. 2017).
In this context, Jaekel et al. recommend facilitating the learners’ experience of early language learning, for instance, by acknowledging and building on their first language skills (2017). Partici​pants in the study highlighted an enhanced motivation for language learning through improved perceived competence and relatedness of the subject when explicit links were made between languages and English. This has the potential to facilitate future language learning, in terms of motiv​ation, but also metalinguistic skills, which have been shown to enhance language learning (Costley et al. 2020).
Providing continuity and fostering motivation and a positive attitude to language learning
The study has highlighted the power of maintaining novelty and excitement to facilitate pupils’ intrinsic motivation for language learning. On the other hand, research about transition also suggests that continuity could foster greater motivation (Bolster 2009). WoLLoW seems to bring all these elements together, providing continuity in the excitement linked to the discovery of the rich world of languages and the development of metalinguistic skills. Widening the scope of what language learning means for pupils could also provide more opportunities for pupils to link the subject with their own goals and values, which, as shown in the study, could in turn enhance present and future motivation for the subject.
Feeding pupils’ appetite for a variety of languages
Opening the primary language experience beyond mainstream languages offers more opportunities for personal connections which, as shown in this study, could enhance pupils’ motivation and feed their appetite for a wider range of languages (Parrish 2020), without creating impossible logistical challenges in terms of staffing and transition. Widening the range of languages studied could also help to create ‘more personally relevant learning environments for students, helping to promote higher levels of self-determination and autonomy for students with subsequent effect on uptake and continuation of language courses’ (Parrish, Noels, and Zhang 2024: 15).
Celebrating multilingualism and promoting metalinguistic awareness
Beyond laying foundations for future language learning, the study has shown the importance of cel​ebrating pupils’ multilingualism and a better integration of home and heritage languages in the cur​riculum. It was encouraging to see the increased focus on home languages in the Language Trends surveys (from no occurrence in 2020, to 25 in 2024), but this study highlights that more needs to be done in schools, so the information about pupils’ home language is not neglected. Instead, pupils’ multilingualism should support the motivation and development of all children. Costley et al. high​light that ‘empirical research has shown that metalinguistic awareness is positively associated with foreign language development in children’ (2020). It was clear from the study that WoLLoW provided a unique space for positive and empowering discussions around multilingualism, that could enhance the language learning provision (Finch, Theakston, and Serratrice 2020).
Limitations
This small-scale and short-term study drew on an opportunity sample of two local schools that had trialled WoLLoW for a term. Both are city schools with a higher-than-average diversity level for the region. Longer term and larger scale research would be needed, to mitigate the novelty effect and investigate a variety of settings, for instance rural settings where motivation for language learning has been shown to be more problematic (Parrish and Bailey 2024).
An additional challenge was introducedby the age range of participants (9-10) whose responses were often short and underdeveloped. The demands on the interviewer were high, as they had to ensure pupils felt comfortable and stress free, whilst encouraging rich data without leading, control​ling, or inhibiting children’s responses (Ponizovsky-Bergelson et al. 2019).
Finally, whilst ensuring lower levels of participants’ anxiety, the audio-recorded focus group format did not allow for the allocation of responses to individuals, and therefore potential correlations got lost (for instance, links to EAL status). In further research, it might be useful to consider interviews or video recordings.
Further research into the effects of WoLLoW is now needed, including a bigger data set, pre–post comparison, data on longitudinal effects and quantification.
Conclusion
Whilst larger scale and longer-term research would be beneficial to confirm the findings from this relatively small sample of participants, it is hoped that this pupils’ voice study on the WoLLoW project will support future work and reflection around language education and multilingualism. Despite the challenges of the current language learning context, the pupils’ voices highlighted that the dialogic discovery of the rich world of languages, whether led by a specialist or not, is a meaningful and motivating experience that goes far beyond preparing for future work and travel. Pupils expressed wonder, curiosity and excitement about exploring these new secret codes, the people and cultures behind them and the connections to their own sense of self. They shared that it motivated them to learn more languages independently (beyond those studied in school), despite a heightened awareness of the inherent complexity of language learning. On the other hand, pupils seem to have unrealistic expectations of what linguistic competence means at different stages of language learning, and more could be done to satisfy the need for competence, which, according to Deci and Ryan, is necessary for any type of motivation, whether intrinsic or extrinsic (2000). In addition, the study suggests that more should be done to conceptualise multilin​gualism as ‘a tool for learning in the classroom’ (Costley et al. 2020: 644) and foster the development of a ‘linguistic mindset’ (Bowler 2025: 14), by promoting positive multilingual identities, positive atti​tudes to multilingualism and motivation for language learning.
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Appendices
Appendix 1. WoLLoW primary scheme of work
A Secondary Example Scheme of Work is also accessible from the website: https://theworldoflanguages.co.uk/WoLLoW- lessons/
	
	WoLLoW Primary Unit
	Content
	Skills
	Cross-curricular links
	Resources

	1
	My World of Languages
	1. Looking for Clues
2. Language Detective
3. Multilingual Me!
4. Communicating without words
5. and 6. A Celebration of
Languages
	Problem
Solving
Pattern
Spotting
Communication
Empathy
Presenting
Creativity
Active Listening
Literacy
Oracy
	Geography, Languages, Citizenship, English, Sociology, Drama, Music, Science, Psychology
	Primary Unit 1
Lessons 1–6
PowerPoints
Pupil Worksheets
Teacher Crib Sheets

	2
	The History of English
	1. Lovely Latin
2. Gorgeous Greek
3. Nifty Norse
4. Clever Celtic
5. Fantastic Norman French
6. The History of Writing
7. Alphabets
	Problem
Solving Pattern
Spotting Creativity Literacy Oracy
	Classics, History, English, Geography, Languages, Citizenship
	Primary Unit 2
Lessons 1–7
PowerPoints
Pupil Worksheets Teacher Crib Sheets

	3
	Wonderful Words
	1. Loanwords
2. Cognates
3. Made-Up Words
4. Prefixes, Roots and Suffixes
5. Cryptic Hidden Meanings
6. Loughborough:
Spelling and its Problems
7. Days of the Week and Months of the Year
	Problem
Solving Pattern
Spotting Creativity Literacy Oracy
	Classics, History, English, Geography, Languages, Citizenship, Maths, Science
	Primary Unit 3
Lessons 1–7
PowerPoints
Pupil Worksheets
Teacher Crib Sheets

	4
	How Language Works
	1. What is a Verb?
2. What is Gender?
3. Question Words
4. Word Order
5. Vowel, Consonants and Phonics
6. What is a Noun?
7. Numerals and Numbers
	Problem
Solving Pattern
Spotting Creativity Literacy Oracy Numeracy
	English, Classics, Languages, Citizenship, Psychology, Science, Maths
	Primary Unit 4
Lessons 1–7
PowerPoints
Pupil Worksheets
Teacher Crib Sheets

	5
	A Linguistic Journey Around the World
	1. The Language Tree
2. Romance Languages
3. Germanic Languages
4. Sanskrit, Hindi and
Urdu
5. What is Idiom?
6. Idiom and Culture
	Problem
Solving Pattern
Spotting Creativity Literacy Oracy
	History, Geography, Classics, Languages, Sociology
	Primary Unit 5
Lessons 1–6
PowerPoints
Pupil Worksheets
Teacher Crib Sheets

	6
	Creating a
Language
	1. Forming a Language
2. Choosing Sounds
3. Choosing Words
4. Writing Words
5. Making Sentences
6. My Language
	Problem
Solving
Pattern
Spotting Creativity Teamwork Collaboration Presenting
	English, Classics, Geography, History, Art, Music, Drama, Science, Languages
	Primary Unit 6
Lessons 1–6
PowerPoints
Pupil Worksheets
Teacher Crib Sheets


(Continued)
	Continued.

	WoLLoW Primary Unit
	Content
	Skills
	Cross-curricular links
	Resources

	
	
	Adaptability Leadership Self-direction
Literacy
	
	

	
	
	Oracy
	
	

	7 Away from
	1. Arabic
	Oracy
	History, Geography, Classics,
	Primary Unit 6

	Europe
	2. The Languages of Ghana
3. The Languages of Kenya
4. Xhosa: The Click Language
	Active Listening Teamwork Collaboration
Creativity Inquiry
Pattern
Spotting
Problem
Solving Literacy
	Languages, Sociology, Citizenship
	Lessons 1–4
PowerPoints
Pupil Worksheets
Teacher Crib Sheets

	8 Code Breaking
	1. The Atbash Cipher
2. Cracking Codes
3. Fun with Codes
4. Reading is Code Breaking
5. Coding and Decoding
	Pattern
Spotting
Problem
Solving Creativity Literacy
	Science, Maths, Languages, Classics, English, History, Citizenship.
	Primary Unit 6
Lessons 1–5
PowerPoints
Pupil Worksheets Teacher Crib Sheets

	9 Movement of
	1. Home
	Literacy
	Geography, History,
	Primary Unit 6

	People
	2.Journey
	Oracy
Communication
Active Listening Creativity Debate
	Citizenship, English, Languages
	Lessons 1–2
PowerPoints
Pupil Worksheets Teacher Crib Sheets

	
	
	Empathy
	
	

	10 Language and Inclusion
	1. Braille
2. British Sign Language: Why we sign
3. British Sign Language: Learning to Sign
	Pattern
Spotting
Literacy Collaboration
Inquiry Perseverance
	Citizenship, Languages, English
	Primary Unit 6
Lessons 1–3
PowerPoints
Pupil Worksheets
Teacher Crib Sheets


Appendix 2. Example of resources
Primary unit 2 lesson 2: Gorgeous Greek – Crib Sheet
A PowerPoint and a Worksheet are also available on the website (https://theworldoflanguages.co.uk/WoLLoW-lessons/)
Slides 1 and 2: The aim of today’s lesson is to show pupils that they can work out different alphabets by cracking codes. They will see how the Greek alphabet links to our alphabet and will realise that languages, even those that look completely different to those we speak, are accessible.
. We can substitute Latin and Greek letters of the alphabet.
. We can see that we use lots of Greek words in English today. Some say there are over 150,000 English words that come from Greek words!
. We can have fun cracking linguistic codes.
Slide 3 is the starter slide to assess prior knowledge. Pupils may know some Greek food items or Greek mythological characters.
Slide 4 gives background into where and why we see Greek influence in English. An Achilles Heel is a small problem or weakness despite overall general strength. This weakness can lead to a downfall. Pupils may think of words begin​ning with Greek prefixes such as antibacterial, antibiotics; hyperextend; infrared.

Slides 5 and 6 introduce the challenge for the lesson. We see the Greek alphabet (lower case and capital). Ask pupils
where the similarities and differences lie. They will need
	
	

	
	

	
	

	
	

	
	

	
	


Slides 7 to 15 show words in Greek, and pictures. Skip through first and ask pupils to guess what the words will be. Pupils should use their worksheet to note down the correct letter using slides 4 to 12 to help them. They will be able to work out the corresponding letter – this is called transliteration.
Δεινοσαυρος βροντοσαυρος – Dinosaur Brontosaurus
Τυραννοσαυρος Rex – Tyrannosaurus Rex
Τηλεφωνη – telephone
Θερμομετρον – thermomenter
Τηλεσκόπιο – telescope
Θεατρον – theatre
Ταξι – taxi
Ολυμπικα – Olympic
Ἱπποπόταμος – hippopotamus
Slide 16 asks them to use their completed table to transliterate the words on the board into Greek and to give some tricky spellings to a friend to do the same.

Slide 17 asks pupils to look at the worksheet for the full list of Greek lower case and upper case letters. Can pupils fill in the names of the Gods?
Slide18 asks pupils to write their full names, including capital letters. Pupil individual response.
Slide 19 breaks down some of the words we have seen in today’s lesson and shows the meaning behind the word. Why have these words been used to label the items?
Bronte – thunder – Brontosaurus was so large it made a thunderous sound as it walked.
Turannos – King – T Rex is known the king of the dinosaurs (Rex also means king in Latin)
Slide 20 is a plenary slide to consolidate today’s learning and offer formative assessment opportunities.
Appendix 3. Indicative starter questions for focus groups
The headings in italics reflect the main area of questioning. The bullet points are possible questions which could be asked. The researcher tried as far as possible to be flexible and follow the pupils’ lead.
Warm-up
. Do you know how to say hello in any languages?
. Have you learnt any languages recently?
Opinions on WoLLoW content and delivery
. What languages have you studied in WoLLoW?
. What do you remember from your WoLLoW lessons?
. What was your favourite bit of your WoLLoW lessons and why?
. Was there anything you didn’t enjoy/find useful in WoLLoW lessons?
. Is there anything you would have liked to do in WoLLoW lessons that wasn’t there?
Cross-curricular links
. Apart from language learning, did you discuss any other subjects/topics you are learning about in school in WoLLoW lessons? If yes, which ones?
. What (if anything) have the WoLLoW lessons taught you about the English language and its relation to other languages?
Multilingualism and attitudes to multilingualism
. Do you speak another language? If so, how did you feel telling your classmates all about it in WoLLoW lessons? Did they know before?
. In WoLLoW lessons, what did you learn about the languages spoken by your classmates and in your school? How do you feel about this?
Motivation for further language studies
. Have you studied another language in or out of school? How did you find it?
. Has WoLLoW made you want to study languages more or less in the future?
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