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Abstract  

This thesis examines the L2 proficiency impact on L3 learners in lower secondary 

schools in Norway. The project will examine different aspects of teaching and learning a third 

language, how the school system handles linguistic transfer, and how multilingualism is 

discussed in class. This study is a continuation of the previous studies on multilingualism and 

focuses on the importance of adapted teaching strategies. The study aims to offer insight into 

how students and teachers experience and handle the situation with increasingly linguistic and 

cultural classrooms. The study examined four teachers and eleven students and consisted of 

interviews, observation, and document examination.  

The thesis attempts to use these three investigatory methods to understand how L2 

impacts L3 learning, as well as how transfer and metacognitive strategies are used in the 

classroom. The thesis also attempts to figure out how English instruction can best be tailored 

to meet the needs of 2 Norwegian students. Being fluent in English is a vital and helpful 

instrument for education and socialization in the globalized world of interrelated commerce, 

higher education, personal mobility, and social media. However, the emphasis on English 

proficiency creates a significant competency gap between children who have been studying the 

language since the age of six and those who have recently relocated to Norway and have yet to 

gain prior exposure to either Norwegian or English. While this study offers no comprehensive 

investigation into L2 proficiency's impact on L3 learning, it does attempt to offer some insight 

into students' and teachers' experiences in the English classroom.  

This study found that the students present a significant change in confidence when faced 

with oral communication tasks, as opposed to written tasks. The students excelled in 

communication, supporting the theories of Communicative Language Learning (CLT) as a 

helpful tool, as well as being the centre of attention, when fostering language abilities in the 

educational settings of the Western world (Fenner & Skulstad, 2018). 

Further, teachers expressed a need for more knowledge, resources, and time to actively 

adapt and gain the competence needed for specialised and targeted help and feedback.   

Regarding L2 proficiency's impact on L3, students presented transfer and mirroring from their 

L2 when producing texts in their L3. It was also recorded that students' L1 impacted their L3 

when writing, as students felt overwhelmed and resorted to their L1 as support.  

This study contributes to the research on multilingualism and linguistic transfer in Norwegian 

lower secondary schools.           
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 Further, it provides teachers, and potentially students, with helpful insights into the 

importance of linguistic and cultural awareness and an interest in the student's diverse linguistic 

backgrounds. 

 

 

Key words: foreign language acquisition, multilingualism, linguistic transfer, adapted learning, 

AcEngMulCla, intercultural communication.  
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1. Introduction  
The English language is a subject presented to children as young as six years old in Norway, 

and it has proven beneficial throughout their scholastic journey. Being fluent in English is a 

vital and helpful instrument for education and socialization in the globalized world of 

interrelated commerce, higher education, personal mobility, and social media. However, the 

emphasis on English proficiency creates a significant competency gap between children who 

have been studying the language since the age of six and those who have recently relocated to 

Norway and have yet to gain prior exposure to either Norwegian or English. 

 

1.1 Motivation 

 Despite my limited experience as a teacher in Norway, I have seen first-hand how kids with a 

different language background or mother tongue fare in the English classroom. I have, through 

observation, learned how differently teachers can present language learning to students and 

how vital this presentation is for the students' effective learning. The Norwegian educational 

system focuses heavily on continual reform to educate students with the knowledge and 

competence they will eventually need to enter the workplace and the local society 

(Kunnskapsdepartementet, 2015). The most recent reform, LK20, stresses the advantages of 

bilingualism/multilingualism. The curriculum specifies the English subjects’ relevance and 

central goals, which states that students should experience multilingualism as a resource in 

school and society. In the core element, "Språklæring," students are encouraged to see 

connections between English and other languages they know (Utdanningsdirektoratet, 2023). It 

should be noted that the language used by the curriculum - 'other languages they know' – implies 

that teachers should be able to present all language knowledge as a tool. These goals, core 

elements of Language Learning, set by the Directorate of Education, are central for all students, 

whatever language background they possess. Studying the vocabulary, structures, and 

pragmatic aspects of these languages is essential to understand better how to learn new 

languages that do not share many structures or ideas. 

 

This MA project will focus on how third languages are taught in lower secondary schools. It 

will look at the different aspects of teaching and learning an additional language, such as the 
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variety of activities provided in the classroom, the level upon which these activities are based, 

the activities' relationship to multilingual transfer, and how assessment practices support 

additional language learning. In addition, this thesis will examine the social aspect of the 

classroom and how students scaffold their language learning by using other languages as 

support. In short, this thesis provides insight into how the learning environments in language 

classrooms differentiate between second and third-language learners and how classrooms can 

be structured to optimize learning for multilingual students, whose linguistic background is that 

of a minority in Norwegian schools. 

The language background of most students in Norwegian schools influences how English is 

taught in schools. A teacher whose L1 is Norwegian will naturally use Norwegian as a tool to 

help their students learn the target language, English. However, this might only help students 

whose L1 is Norwegian. Many teachers offer tailored assistance to students whose L1 is not 

Norwegian but need help in promoting the positive transfer of their limited knowledge of these 

students' home languages. There has been conducted multiple studies in this field, proving its 

relevance and importance. Eivind Nessa Torgersen, professor at NTNU, is the project leader 

of AcEngMulCla: Acquisition of English in the multilingual classroom (NTNU, 2018-2023). 

This project discusses and presents how teachers must prepare for class as they are met with a 

multilingual classroom. Torgersen addresses in his project that teachers need more knowledge 

regarding the acquisition of English and linguistic development. 

 

My ultimate objective in this thesis is to identify ways English teachers could better teach pupils 

English as a third language (L3) without relying exclusively on transfer strategies based on the 

Norwegian language. Through LK20, it is presented that there is a desire for all linguistic 

expertise to be utilized as a teaching tool in the classroom. I want to research how this can be 

implemented in Norwegian classrooms. This study aims to assess the extent to which the tasks 

are adapted to the student's language proficiency level, the frequency of guidance provided, and 

the level of integration of the student within the classroom setting. Given the limited time 

available for teachers to provide individualized attention to students, it is anticipated that 

students will often be assigned independent tasks or receive the same task as their peers without 

any modifications or subsequent support to ensure comprehension.  

 

1.1.2 Thesis statement and research questions 

I wish to study this topic through these research questions:  
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1. In what way does L2 Norwegian proficiency impact L3 English learning? 

2. How do teachers use transfer and metacognitive strategies in the English classroom? 

3. How can English instruction be best tailored to meet the needs of L2 Norwegian 

students? 

Through researching previous studies, analysing L3 instructional models, and collecting data 

from language classrooms, I wish to figure out how to effectively meet the goals set by LK20 

and have a deeper understanding of language acquisition and multilingual development in 

children.  

 

1.2 Definitions 

When discussing multilingualism, it is essential to be aware of the categorization of languages, 

as these categorizations do not have consistent concepts that all follows. In this case, I will use 

the definitions by Hammarberg (2010,2014). According to Hammarberg’s definitions L1 is the 

first language one acquires (or native language), L2 is the second language acquired, a non-

native language. L3 is a special case to the L2, meaning that it is a non-native language currently 

acquired or used, when on already has knowledge of L1 and L2.  

“In dealing with the linguistic situation of a multilingual, the term third language (L3) 

refers to a non-native language which is currently being used or acquired in a situation 

where the person already has knowledge of one or more L2s in addition to one or more 

L1s” (Hammarberg 2010, p. 97; emphasis in original). 

 In Norwegian schools, it is most seen that Norwegian is the majority's L1, English is L2, and 

German/Spanish/French is L3. Most children reach some language acquisition of the L3 

throughout their academic career. In this project, student participants will have varied L1s, their 

L2 will be Norwegian, and English will be L3.  

I will also use descriptions like multilingual and bilingual, as these descriptions better 

illustrate the competence obtained through practicing multiple languages in everyday life (NOU 

2010:7, p. 27). Defining bilingual or multilingual is not as simple as defining a monolingual (a 

person who has acquired only one language), as “there is no universally agreed upon definition 

of a bilingual person” (Bhatia, 2017).  This thesis will employ broad interpretations of the terms 

"bilingual" and "multilingual" without delving into the complexities of the ongoing linguistic 

discussion. Bilingual refers to an individual who possesses communication skills in two 

languages, whereas multilingual refers to one who possesses communication skills in more than 

two languages.  



 

- 12 - 
 

 

 

1.3 Structure of the Assignment 

The assignment commences with an introductory segment that describes the research's scope, 

methodology, and data limitations and elucidates its purpose and motivation. Subsequently, the 

project undertakes an examination of relevant studies and theories to establish the research's 

theoretical framework. The following section provides a comprehensive account of the research 

methodology, focusing on a qualitative approach involving non-probability sampling and 

interviews, observations, and document analysis to collect data. The subsequent section delves 

into examining data analysis, explicitly examining interview transcripts, and method-

reflections, and evaluating reliability, validity, and transferability. The inclusion of discourse 

on research ethics serves to emphasize the criticality of ethical considerations. The thesis then 

delves into results, incorporating insights from multiple sources and utilizing qualitative data 

to address each thesis statement. The discourse segment pertains to the research questions, 

goals, amalgamation of discoveries, and ramifications for the theoretical structure. An 

examination of the limitations and constraints is conducted, and suggestions for further research 

are put forth. In conclusion, the chapter comprises a bibliography and annex, guaranteeing the 

research materials' transparency and accessibility. 
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2. Limitations related to the problem area  

While this study aims to cast light on the complexities of English language acquisition as a third 

language (L3) among L2 Norwegian students in lower-secondary classrooms, it is essential to 

recognize the inherent limitations of the problem area. The research context is limited to a 

particular age group (14 to 15 years old) and educational settings, which restricts the 

applicability of the findings to other age groups or educational levels. Furthermore, the 

emphasis on L2 Norwegian learners must adequately represent pupils' experiences from 

disparate linguistic backgrounds. Furthermore, the study primarily employs qualitative 

methods, which may not quantify the prevalence of certain phenomena despite providing 

abundant insights. In conclusion, the research is conducted in a particular linguistic and cultural 

context (Norway), which may impact the applicability of the findings to other sociocultural 

contexts. These limitations must be acknowledged for a nuanced interpretation of the study's 

results. 

 

2.1 Scope limitations 

During my research, I have experienced the pressure of a limited time frame and a limitation in 

the budget of acquiring potential interpreters, if that should be needed. I did experience that 

both students, guardians, and teachers were willing to help me in my research, but the main 

problems were time and conveying the goal of my study to the guardians to get a valid consent. 

The number of students and teachers was also limited. However, since I am conducting 

qualitative studies, I am sure I will gather enough data on the participants I have gathered for 

this study, as a qualitative study yields rich, descriptive, and detailed data (Jacobsen, 2015). 

 

2.2 Methodological Limitations 

During my research, I have employed various qualitative methods for data collection. These 

methods primarily involve gathering information on individuals' experiences, thoughts, and 

opinions by employing a combination of interviews, observation, and document analysis. 

 However, it is essential to note that the execution of the plan did not unfold as intended, which 

has had implications for the study. For instance, it is crucial to examine whether all participants 

were present as expected and determine the number of individuals who were successfully 
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interviewed out of the initial pool of participants. I did experience troubles during the data 

collection, as not all students showed up to the arranged times and dates, and were unreachable 

later, meaning I had to recruit students during multiple sessions. 

Additionally, it is essential to consider the potential limitations associated with self-report data 

obtained during the interviews and the impact this may have on the validity of the study's 

findings.  These methodological limitations must be addressed to raise concerns regarding their 

potential influence on the validity and reliability of the obtained data. Consequently, the 

transferability of this research is impacted. 

 

2.3 Sample of Students  

A total of ten participants, all of whom were students enrolled in lower secondary school, were 

subjected to interviews. All individuals included in the study possessed Norwegian as their 

second language (L2) and English as their third language (L3). It is important to note that the 

data will be influenced by whether the students' first language utilizes the Roman alphabet. 

Individuals with prior experience with the Cyrillic alphabet may encounter heightened 

challenges when acquiring a second or third language that utilizes the Roman alphabet.  

The primary objective of this project was to gather insights into the perspectives of students 

and teachers regarding teaching conditions. To achieve this, ten students and four teachers were 

selected for interviews. Among the cohort of 10 students, we have classified them into distinct 

groups according to their respective first languages (L1). Specifically, two students speak 

Polish, one speaks Lithuanian, three speak Arabic, one speaks Afrikaans, one speaks Pashto, 

one speaks Tigrinya, one speaks Dutch, and one speaks Indian. To mitigate substantial 

disparities, the cohort chosen consisted of individuals of identical age, all enrolled in the 10th 

grade and taught by the same four instructors also participating in data collection.   

Students L1 Amount of student participants 

Polish 2 

Lithuanian 1 

Arabic 3 

Afrikaans 1 

Pashto 1 

Tigrinya 1 

Dutch 1 

Indian 1 
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Figure 1 Student participants’ L1 

2.3.1 Children as Informants 

Children have distinct experiences that differ from those of adults, and the most effective means 

of understanding their perspective is through direct communication (Eide & Winger, 2003). 

Teachers may lack comprehension of a child's experience in the English classroom, mainly 

when English is their third language unless direct communication is established.  

 

2.4 Data Limitations 

During this study, it is critical to recognise specific constraints that are associated with the data 

acquisition techniques utilised. Examining student-produced texts, classroom observations, 

interviews, and classroom observations comprised the research methodology, providing 

insightful information regarding the research questions. Nonetheless, it is critical to 

acknowledge that although this methodology is comprehensive, it has certain limitations. 

Predominantly, practical constraints impose limitations on the sample size, which could 

compromise the generalizability of the results, as the sample of students was 10, with four 

teachers participating as well. Furthermore, observer bias may affect the data obtained from 

interviews and observations, as the researcher's presence may influence the participants' 

behaviour. Moreover, student-produced texts may possess intrinsic constraints in their scope, 

as they solely depict a particular period and might not comprehensively encompass the broader 

context. Notwithstanding these constraints, this research design was selected based on its 

merits; these limitations will be examined and deliberated upon concerning the study's results 

to guarantee a thorough and transparent analysis. 

 

2.4.1 Mitigation Strategies 

Upon reflection, it is critical to recognise the constraints that emerged throughout this 

investigation. Although using interviews, classroom observations, and the analysis of student-

produced texts yielded significant insights, they also imposed specific limitations. A 

fundamental constraint is the restricted sample size imposed due to logistical issues, potentially 

compromising the findings' applicability to a broader population. Considering this constraint, 

future investigations may benefit from incorporating a more extensive and heterogeneous 

sample, guaranteeing a more comprehensive portrayal of the population being examined. The 

possibility of observer bias influencing participant behaviour during classroom observations 

and interviews is an additional limitation. To alleviate this apprehension, implementing a 
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standardised observation protocol and involving a multitude of observers could yield a more 

impartial viewpoint. Indeed, it is possible that student-generated texts need to provide an 

adequate representation of student achievement. For additional insights into student progress, 

future research may benefit from including longitudinal data or investigating a broader 

spectrum of student artifacts. By implementing these approaches, the study's identified 

limitations could be mitigated, resulting in a more comprehensive and rigorous examination of 

the research inquiries. 

 

2.5 Conclusion 

I acknowledge the extensive nature of data collection, particularly when language barriers are 

present. Consequently, there is a potential for teachers to exhibit reluctance in allocating their 

own time, as well as that of their students, to me. 

Acknowledging the potential limitations associated with a relatively small sample size and its 

specific applicability to Norwegian schools and curricula is imperative. The limitations will be 

duly acknowledged and accounted for during the analysis of the data findings.  
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3. Literary review and theoretical perspectives 
This section of the thesis focuses on the significance of reviewing the research on 

multilingualism and assessing how it will advance my investigation. This will provide my thesis 

with a solid theoretical foundation. I focus on multilingualism, didactics, and linguistic 

acquisition and development, with the most recent research available as the time frame. Based 

on these topics and my thesis questions, I have chosen the theoretical framework I believe to 

be the most relevant to discuss the data collected. I will account for the principles and theories 

in this chapter, which created a fundamental backdrop for the thesis to evolve. I chose a 

theoretical framework that can be used with the environment I am researching. To discuss how 

L2 Norwegian proficiency impact L3 English learning, one must review relevant theory and 

literature discussing how language is acquired by multilinguals.  

 

3.1 LK20 and advantages of multilingualism 

The cognitive, affective, and health-related advantages of multilingualism have been 

extensively studied by Bialystok, Craik, Klein, and Viswanathan (2004), Diamond (2010), 

Dixon et al. (2012), and Jessner (2008) (Burner, Carlsen, 2019). According to Burner and 

Carlsen (2017, 2019), monolingual students tend to exhibit lower performance on assessments 

measuring their language learning strategies. Additionally, their creativity scores are 

comparatively lower when compared to their multilingual counterparts (Burner & Carlsen, 

2017; De Angelis, 2011; Iversen, 2017). However, research conducted by Bakken and Elstad 

(2012) and Hvistendahl and Roe (2010) indicate that multilingual students in Norway tend to 

achieve lower scores compared to students whose first language is Norwegian. These results 

require analysing, as the results show broad variety of grades/scores. According to Burner and 

Carlsen (2017), De Angelis (2011), and Iversen (2017), do multilingual individuals tend to 

employ more effective strategies for deciphering a language compared to those who are only 

proficient in a single language. According to scholarly sources (Burner & Carlsen, 2017; De 

Angelis, 2011; Iversen, 2017), there is a prevailing observation that students are seldom allowed 

to utilize their native language as a valuable tool within the educational setting. Additionally, it 

is noted that most classrooms adopt a monolingual approach, as it is believed to enhance 

efficiency. Consequently, students may encounter a situation where their native language is 

disregarded due to its divergence from the dominant language spoken within the student's 

country of residence. The phenomenon described is a frequently observed event despite over 

four decades of research consistently demonstrating the numerous benefits associated with 
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being multilingual (Burner & Carlsen, 2017; De Angelis, 2011; Iversen, 2017). As schools dive 

into a monolingual approach, and multilingual students whose L1 is other than Norwegian, are 

met with lower expectations and reduced pressure for learning (Engen, 2010; Ryen, 2010), we 

foster students who lose interest in learning, and who lack a feeling of accomplishment and 

mastery. 

 

3.2 TLA and DLC 

The growing significance of Third Language Acquisition (TLA) is discussed in the introduction 

of "Advances in the Study of Third Language Acquisition and Multilingualism" by Vetter and 

Jessner (2019). The authors examine present-day language practices in the context of the 

ongoing process of globalization and continuous advancements in technology. Language use 

has undergone substantial transformations due to the process of global integration on a global 

scale. Vetter and Jessner’s study (2019, p. 15) examines the existing body of international 

research on multilingual language acquisition, particularly emphasizing factors such as 

Dominant Language Constellation (DLC) and communicative competence. Vetter and Jessner 

(2019) also examine the concepts of transfer and learning strategies across diverse contexts. 

Sociolinguistics has recently witnessed a growing emphasis on language repertoires, which can 

be attributed to a significant societal transformation prioritizing diversity over uniformity. The 

concept of language repertoire has evolved from Gumperz's (1964, pp 137-138) original idea 

of a verbal repertoire. It has been expanded to encompass multilingual individuals and is now 

called language repertoire. This concept highlights the individual's aptitude that emerges from 

a comprehensive understanding of multiple languages. 

This shift aligns with the principles outlined in LK20, which underscores the importance of 

recognizing and utilizing all forms of linguistic knowledge as a tool within educational settings 

(Utdanningsdirektoratet, 2023). In her chapter in the book by Vetter & Jessner (2019) Larissa 

Aronin discusses the limits that prohibit us from fully utilizing our linguistic repertoires, such 

as time, energy, and effort. Instead, we can utilise only some sections of it. The concept of DLC 

expands upon an individual's language skills and highlights the core knowledge of a 

multilingual person, which operates as a cohesive entity (Aronin, pp 15).  
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3.3 AcEngMulCla  

A large study titled "Acquisition of English in the Multilingual Classroom" (2018-2023) was 

conducted at NTNU, led by Eivind Nessa Torgersen, providing a comprehensive examination 

of the topic. The study's findings present how English educators must possess a deeper 

understanding of English acquisition and the intricacies of language development. Another 

study, by Bonnet and Siemund (2019), discuss how teachers are increasingly expected to adjust 

and adapt their teaching and approaches to recognise the value of a diverse cultural and 

linguistic class. English is widely recognized as a global language and is the most prevalent 

means of intercultural communication. Hence, it is of utmost significance that multilingual 

students are afforded equal opportunities to acquire and utilize English, just like their peers 

(NTNU, 2018-2023). This study investigates how young individuals who speak multiple 

languages develop competence in the English language. The researchers evaluate the 

mechanisms for young, multilingual individuals to improve and develop their linguistic skills 

within an educational setting. This includes examining their English language utilization and 

assessing multilingual students' written and spoken English proficiency levels. This study also 

examines how multilingual students can utilize their linguistic skills to achieve the objectives 

specified in the curriculum.  

3.4 Learning and Teaching of English in the Multilingual Classroom  

Krulatz discusses the global revision of national curricula, with an emphasis on students’ use 

of previously acquired cultural and linguistic competence. The author also mentions the 

Norwegian Directorate for Education and Training, and how they incorporated multilingualism 

into one of its four core elements. The recognition of multilingualism as an important element 

of language acquisition, acknowledges the already acquired linguistic repertoire as an asset 

(Krulatz et al., 2023). Teachers experience difficulties when attempting to incorporate 

instructional approaches that accommodate the diverse requirements of learners with varying 

linguistic backgrounds, primarily stemming from a deficiency in suitable professional 

development opportunities (Krulatz et al., 2023, p. 2). Educators frequently exhibit a deficiency 

in understanding the diverse array of native languages present in multilingual educational 

settings, thereby impeding the effective execution of adaptable language methodologies. 

Educators play a pivotal role in effecting change, as their behaviours possess the capacity to 

either endorse or hinder the utilization of multiple languages (Krulatz et al., 2023, p.2). 

According to Neokleous et al. (2022), most participants in their study on teacher perspectives 
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on using a learners L1 in the classroom, expressed a preference for maximizing the utilization 

of the target language while minimizing the use of their mother tongues. Nevertheless, it is 

worth noting that a significant proportion, approximately 50%, of the participants did not 

receive any explicit guidance regarding the utilization of their native languages (Neokleous et 

al., 2022). Furthermore, a considerable number of participants were specifically instructed to 

either prioritize the use of the target language or to restrict the use of their mother tongues. The 

establishment of collaborative relationships and mentorship programs between educational 

institutions at the school and university levels has the potential to yield significant advantages. 

However, it is essential to recognize the necessity for increased avenues for collaboration 

between teachers and researchers to effectively implement pedagogical approaches that cater 

to multilingual learners.  

3.5 Sociocultural approach  

When examining L2 acquisition and research, it is expected to approach language 

development from a sociocultural standpoint (Gibbons, 2006; McKay, 2006). Lev Vygotsky 

(1896-1934) was a theorist who advocated this perspective actively. Vygotsky posited that a 

child's knowledge acquisition occurs through a progression from a social context to an 

individual one. This implies that the process of growth advances using external influence and 

its connection to an internal language (Imsen, 2006). Vygotsky posits that human 

development is distinguished by the interplay between maturation and environmental 

interactions, employing language to navigate one's surroundings effectively.   

Every function in the child’s cultural development appears on the stage twice, and on 

two levels. First on the social plane, and then on the psychological plane (Vygotsky, 

cited by Crain, 1992, p. 202).  

Engen (2007) describes three instructional styles for multilingual (or bilingual) pupils from 

minority backgrounds. One technique is the second-language approach, tailored for students 

with a different first language (L1) than Norwegian. This approach places significant emphasis 

on not assuming that the content and curriculum of schools are universally known. This 

approach assumes that teachers possess the qualifications for tailored instruction and a deep 

understanding of linguistic, academic, and methodological approaches essential for facilitating 

effective learning.   
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Gibbons (2006) cites research conducted by Wong Fillmore (1985) that examines the shared 

characteristics of successful language-learning classrooms. The study examined the teacher's 

accommodations for various possibilities of language acquisition and their impact. The subject 

at hand is whether Norwegian schools possess the flexibility to effectively support the language 

requirements of bi-/multi-lingual children, as highlighted by Palm (2014).  

3.6 Sense of belonging 

 According to Singleton and Aronin (2018), there has been an increase in the population of 

students who possess proficiency in multiple languages. The prevalence of intercultural 

interactions has increased due to the forces of globalization, migration, and advancements in 

technology. These factors have facilitated the emergence of communication platforms that 

enable individuals from diverse cultural, linguistic, and religious backgrounds to engage in 

meaningful dialogue (Hoff, 2018). The primary aim of educational settings in the Western 

world when instructing a second or third language (L2 or L3), has traditionally been centred 

around fostering the growth of students' communicative abilities (Fenner & Skulstad, 2018). 

This phenomenon has persisted since the latter part of the 1970s, and the recently introduced 

LK20 continues to embody this trend. The primary aim of acquiring a foreign language or 

second language (L2) is ensured through the implementation of communicative language 

teaching (CLT). 

An additional significant objective is facilitating students' intercultural competence, as 

acquiring a new language necessitates the ability to engage effectively with diverse cultures 

(Fenner & Skulstad, 2012). The English classroom possesses significant potential as a platform 

for intercultural investigations (Hoff, 2018). Consequently, it should be leveraged to facilitate 

the integration of students from diverse cultural backgrounds, thereby fostering a sense of 

significance among individuals who may otherwise feel disoriented or marginalized within the 

classroom setting.  

3.7 CLT and Dialogic learning  

The Communicative Language Teaching (CLT) is an approach, rather than a theory (Savignon, 

1987; Savignon,2002), highlighting its characteristics and impact on language teaching and 

learning. Key points underscore the flexibility and universality of CLT (Kennedy, 2002), its 

departure from language teaching methods and the core principle of prioritizing language use 

than knowledge, some advocating that social learning, focusing on intercultural interactions 

were as important as vocabulary and grammar (Howatt & Widdowson, 2004).  Dell Hymes 
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expands language learning to encompass communicative aspects, and his works are considered 

a milestone when discussing communicative competence (Hymes, 1971; Hymes, 1972). CLT 

promotes student cantered learning by encouraging communication and interaction, among 

learners. The core element of this approach is how students are made to learn to use the language 

through communication, rather than learning the knowledge of the language (Savignon, 1987; 

Savignon, 2002).  

Dialogic learning is a type of learning that focuses on engaging in conversations where 

diverse ideas and viewpoints are acknowledged and considered by all participants rather than 

aiming for consensus or agreement (Mercer & Howe, 2012). Academics have recorded the 

impact of several aspects of student-teacher relationships on students' engagement in classroom 

activities (Cazden, 1988; Mehan, 1979; Mercer & Hodgkinson, 2008). Multiple research 

projects on student-teacher interactions demonstrates that both sides can provide feedback and 

enhance each other's ideas, resulting in a conducive learning environment that facilitates the 

expansion of the student's knowledge (O'Connor & Michaels, 1993; Wegerif, 2007). One 

approach employed is revoicing, when teachers assist in enhancing the clarity and 

sophistication of students' arguments while ensuring that the students still have a sense of 

ownership over their arguments.  

The researchers demonstrate that through engaging in conversations with students to elucidate 

their ideas, teachers can facilitate students' involvement in a manner that broadens their 

comprehension of academic subjects. Analyses of the implementation of this method in 

classroom discussions have demonstrated its significance, as it serves as an exemplification of 

effectively involving students in the teaching process. One can empower them to feel heard and 

respected in classroom proceedings while concurrently aiding their comprehension of the 

academic material.  

Wegerif highlights the significance of setting up a teaching environment that allows for creating 

dialogical spaces (Wegerif, 2007). Within these dialogic settings, students and teachers are 

afforded the chance to engage in collaborative activities, fostering mutual understanding and 

enabling the exploration of tasks or topics from one another's perspectives. Dialogic learning 

refers to the process in which individuals enhance their understanding of a particular subject by 

engaging in specific conversations that promote expanding information. This can apply to 

several areas, such as language development or certain academic subjects. The dialogue aims 

to avoid reaching a consensus. Instead, it focuses on learning and teaching, where individuals 
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establish places for dialogue that are characterised by the presence of multiple voices. Dialogic 

learning involves structured learning environments and dialogic spaces that allow for the 

expression, acknowledgment, and questioning of diverse perspectives.   For students who have 

a background in a minority language, this method is crucial in fostering a feeling of inclusion 

and encouraging engaged learning.  
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4. Methodology  

The primary focus of this Master's project will be on the instruction of English as a tertiary 

language in secondary schools. This study aims to examine various aspects of the teaching and 

learning of a third language, including the strategies employed by the educational system to 

facilitate linguistic transfer, the methods used to tailor instructional materials to individual 

learners, and the use of multilingualism as an asset within the classroom setting. The study 

examines ten students and four teachers. This chapter will elucidate the selected methodology 

and explicate the process by which the study was executed.  

 

4.1 Choice of methodology 

The research methods were inquiry driven. Methodological precision and meticulous planning 

were essential to decipher the complexities of English language acquisition as a third language 

(L3) in lower-secondary education. The research design and qualitative methods used to 

investigate the dynamics of linguistic transmission, metacognitive strategies, and language 

proficiency among L2 Norwegian students are described in this chapter. Selecting suitable data 

collection techniques and analytical methods is crucial for accomplishing research goals and 

answering the overarching research questions. Following Wideberg (2001) and Nilsen (2012), 

this study employs a qualitative methodology, predominantly through document analysis, 

interviews, and observations. Following Jacobsen (2015), a thematic coding analysis yielded 

complex insights into the multilingual learning experience. Meaning the methodology for 

analysing data finding will be mixed methods, both qualitative and quantitative. Furthermore, 

the triangulation of these qualitative data sources enhances my research findings' credibility. In 

addition to offering a comprehensive summary of the selected methods, this chapter also 

explains the rationale behind their selection and the ethical considerations that govern our data 

collection procedure. 

 

4.1.1 Research design and qualitative method 

When conducting research, it is crucial to make informed decisions that align with the chosen 

theme and problem that one aims to elucidate. The selection of data collection methods and 

analysis techniques will determine the resulting consequences (Wideberg, 2001). According to 

Nilsen (2012), the qualitative method is suitable for gathering experiences, thoughts, and 

opinions. The data obtained from qualitative methods, specifically interviews, observation, and 

document examination, will undergo a qualitative analysis. The analysis will employ thematic 
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coding as a method to identify recurring themes and patterns related to metacognitive strategies, 

linguistic transfer, and proficiency in L2 Norwegian.  Thematic coding is a qualitative data 

analysis technique used to identify, categorize, and organize themes or patterns within a dataset. 

It involves systematically reviewing and labelling segments of text data (in this case, interview 

transcripts) based on recurring ideas, concepts, or topics. The aim is to condense and simplify 

the data while preserving its key insights and nuances. According to Jacobsen (2015), the 

utilization of this data collection method is expected to produce comprehensive, intricate, and 

informative outcomes. Data will be gathered via the methods of observation, interviews, and 

document analysis. The objective is to augment the credibility of the research findings through 

the application of triangulation, which entails the utilization of diverse data sources and the 

inclusion of participants from various backgrounds.  

 

 4.2 Interview as a Method  

Individual interviews are a widely utilized approach for gathering data, involving a dialogue 

between an examiner and an informant, commonly called the examinee. The data typically 

gathered consists of sentences and narratives without limiting the content the informant may 

provide. There are four commonly recognized types of interviews: telephone interviews, online 

chat interviews, mail interviews, and face-to-face interviews. In this study, a series of face-to-

face interviews will be conducted with teachers and students to gain a comprehensive 

understanding of the pedagogical approaches employed in teaching English to students who are 

not native speakers of Norwegian. This approach facilitates dynamic and informative 

communication, providing valuable insights into the informants' experiences, thoughts, and 

emotions. The interviews will adopt a semi-structured format, incorporating pre-structuring to 

mitigate the risk of excessive complexity. The status of semi-structured interviews as 

qualitative methods is subject to ongoing debate; however, it is essential to acknowledge that 

they continue to fulfil the primary objective of data collection. The interview guide should 

include a comprehensive list of topics and questions. However, it should also allow for a 

moderate level of structuring to allow the informant to introduce additional subjects that may 

not be explicitly covered (Jacobsen, 2015, p. 151). Including audio recordings in the interview 

process is essential, as it enables the capture of various nuances in the language employed 

throughout the interview. The recordings will undergo transcription for analysis. Recording and 

transcribing interviews is considered advantageous due to its ability to facilitate revisiting 
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unedited data, thereby enabling the control of nuances present in statements and responses 

(Jacobsen, 2015, p. 153). These interviews aim to obtain an internal viewpoint on the student's 

classroom experience, their interpretation of their learning, and the teachers' perspective on task 

adjustments and teaching methods.   

 

4.3 Observation as a method 

I will observe over two hours of teacher-student interactions in the English classroom. 

Observation as a method is deemed appropriate for documenting and capturing individuals' 

actions, behaviours, and verbal expressions within predetermined circumstances (Jacobsen, 

2015, p. 165). When considering observation as a study method, things that can be quickly 

recorded are constructive, especially when subjects may have trouble communicating clearly 

through spoken or written languages (Jacobsen, 2015, p.166). In this study, I will unobtrusively 

conduct observations. Researchers commonly believe that covert observation produces superior 

outcomes due to its heightened reliability (Homan, 1980). The phenomenon known as 

the observer effect may manifest itself when observations are conducted transparently. The 

examination of data collected in a research study gives rise to ethical considerations that 

establish the criteria for the permissibility of observing individuals without their consent 

(Jacobsen, 2015, p. 166). Based on this project's circumstances, the observation does not need 

to be covert.  

Observing interactions between students and teachers in the classroom is a crucial part of my 

data collection process. These observations provide valuable insights into how English is taught 

as a third language (L3) and how teachers interact with students of various language 

backgrounds.  

The specific goals of the classroom observations in this research are to investigate and 

understand key aspects of language teaching and learning, focusing on how the students' 

proficiency influences learning a third language (L3 English) in their second language (L2 

Norwegian). These observations will align with the overarching research questions, which aim 

to explore the impact of L2 Norwegian proficiency on L3 English learning, how teachers 

employ transfer and metacognitive strategies in the English classroom, and how English 

instruction can be effectively tailored to meet the needs of L2 Norwegian students. Through 

these observations, we aim to gain valuable insights into the dynamics of multilingual 

classrooms and the role of teachers in facilitating language acquisition in a diverse student 

population.  
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There will be 3-4 student participants and a participating teacher in the classrooms where I 

observe. Students who are not participating will not be observed. I have obtained informed 

consent from students, their parents, and the teachers. All participants have been made aware 

of the purpose and scope of my research.  

During the classroom observations, I will concentrate on specific aspects of interactions that 

are closely aligned with the research objectives. I will assess the nature and variety of classroom 

activities employed in teaching L3 English, paying particular attention to the methods and 

materials used. I will gauge the students' language proficiency levels in the study. This includes 

understanding their competency in L2 Norwegian, which will be crucial in examining its impact 

on L3 English learning. I will closely observe the role of the teacher in facilitating language 

learning. This encompasses how teachers guide and support students, adapt teaching strategies, 

and create an inclusive classroom environment for multilingual learners. My observations will 

also focus on any transfer strategies employed by the students. This involves identifying 

instances where students utilize their existing linguistic knowledge, especially L2 Norwegian, 

to aid in acquiring L3 English. By concentrating on these specific aspects of classroom 

interactions, I aim to gain a comprehensive understanding of the dynamics at play within 

multilingual classrooms and their direct relevance to our research questions. This approach will 

enable me to draw meaningful conclusions about the impact of L2 Norwegian proficiency on 

L3 English learning and the strategies teachers and students employ to optimize language 

acquisition in this unique educational context. 

The data collection methods will consist of notetaking through Nettskjema, a safe and secure 

platform where information is safely and privately stored. This is to ensure the privacy and 

anonymity of all participants, and no raw data or notes will be distributed outside of Nettskjema. 

Transcribed and anonymized data will be presented in this document. 

 

 4.4 Document examination 

Document examination as a qualitative research method is advantageous due to its ability to 

provide concrete evidence of statements or actions that have occurred. Analysing documents 

can be conceptualized as a mode of observation (Jacobsen, 2015, p.170). The use of secondary 

data is necessary for this approach to data collection, wherein the data is sourced from existing 

sources originally intended for purposes unrelated to the researcher's objectives (Jacobsen, 

2015, p. 171). In this study, I am seeking student-generated texts. Additionally, I am interested 

in examining the written feedback provided by the teacher, which pertains to the specific 
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comments or suggestions that have been communicated orally or in writing. This study aims to 

analyse the discourse surrounding the evaluation of individuals' progress and the strategies 

employed in addressing linguistic and grammatical errors. Examining texts generated by 

students and evaluating feedback provided by teachers will be essential components of this 

inquiry. 

 

4.5 Sampling procedure; non-probability sampling  

This study involved a sample of eleven students, whose ages ranged from 14 to 15, as well as 

four teachers. Due to the focus of this study on students' experiences, it was imperative to select 

participants who possessed prior exposure and familiarity with the researched topic. Hence, a 

deliberate decision was made to select students within the 9th to 10th grade range. 

 At the outset of this study, the selection of informants below the age of 16 was not a deliberate 

choice. Nevertheless, it became evident that due to the added challenge of obtaining guardian 

consent, this group had received limited attention in previous studies, thereby highlighting the 

significance of my research. The justification for the sampling methodology employed in this 

study is a non-probability sampling approach, aimed at identifying students between the ages 

of 14 and 15 who possess the desired language characteristics required for this thesis, 

specifically proficiency in Norwegian as a second language and English as a third language. 

Participants were recruited through a process involving debriefing with colleagues and 

soliciting interest from students who expressed willingness to participate. Upon reaching a 

consensus with the instructor of the students, I would proceed to deliver my project presentation 

to the pertinent students and distribute the project description. The students were notified that 

their participation in the study was optional, and they were also provided with instructions on 

how to withdraw from the study if they decided to do so. There exists a possibility that 

conducting group interviews or focus groups could result in obtaining more comprehensive 

data, which the students could subsequently analyse during a plenary session. Nevertheless, I 

made the decision to prioritize the importance of personal comfort in expressing one's own 

opinion without the presence of external influences.  
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4.6 Interview Guide 

The interviews conducted with informants were organized using a structured interview guide; 

the guide is attached as Appendix A. The interview guide was formulated during the initial 

stages of this thesis's development, serving as a mechanism for recording ideas and 

subsequently assessing them to bolster the argument put forth in the thesis. The interview guide 

was designed with a focus on linguistic considerations. I made a conscious effort to ensure that 

the questions were simple enough and that the tone remained informal. I aimed to prevent the 

students from feeling overwhelmed while participating in the research for a master's thesis. 

Following preliminary discussions with several students, who expressed surprise at the 

extensive breadth of a research endeavour of this sort, this review of the interview guide was 

carried out. The primary themes covered in my interview guide for students encompassed 

background information, experiences within the English classroom, the pedagogical approach 

employed by the teacher, the sense of achievement experienced by students, the support and 

challenges encountered, recommendations for enhancing the learning environment, and a 

concluding section. To foster independent thinking and encourage a deeper reflection on their 

experiences, the student was provided with suggestions for enhancements. 

 In developing the interview guide for teachers, I ensured that the topics covered were relatively 

similar, albeit with modifications tailored to specific roles. The primary subjects in the 

discussions with teachers encompassed classroom composition, pedagogical approach, 

utilization of students' linguistic resources, provision of individualized attention, efficacy in 

language instruction, provision of support and resources, and a concluding remark. The 

underlying premise in developing this interview guide was to ensure that the topics covered 

would exhibit a degree of overlap, enabling both the student and teacher to engage in reflective 

discussions about similar themes, albeit with necessary adaptations to account for their 

respective roles within the classroom setting.  

 

4.6.1 Pilot interview 

Before conducting any of my interviews, I conducted a pilot interview at home with an 

acquaintance who would fit the language description. He was done with lower secondary school 

but is a valid candidate for a pilot interview. I aimed to establish how long the interview would 

last, whether any questions should be rewritten, and my role as an interviewer and moderator. 

I would also check out the sound quality and functions of my recording devices. The result of 



 

- 30 - 
 

the pilot interview made me aware of asking the students for specific examples to avoid an 

overload of data.  

 

4.7 From speech to text-transcription  

In this study, the process of speech-to-text transcription played a pivotal role in capturing and 

analysing the rich data obtained from interviews conducted with students and teachers. Utilizing 

the Nettskjema platform, interviews were securely recorded and subsequently transformed into 

text format. To uphold participant anonymity and confidentiality, a numbering system was 

employed to distinguish between individual interviews, ensuring the privacy and ethical 

integrity of the study. The use of speech-to-text transcription not only facilitated the systematic 

organization of interview data but also enabled a comprehensive analysis of the responses, 

contributing to the depth and rigor of our research. This method allowed for a meticulous 

examination of linguistic nuances, thematic patterns, and critical insights emerging from the 

interactions, ultimately enhancing the quality and reliability of our findings. 

 

4.8 Execution  

Ensuring effective implementation of data collection procedures is a critical component of my 

research undertaking. This chapter provides a comprehensive analysis of the methodologies 

utilized to collect the necessary data for the research that centres on the dynamics of "English 

as an L3 in the lower-secondary classroom." The present study investigates the challenges and 

interactions encountered by educators and pupils in upper secondary schools in Norway when 

utilizing English as a third language (L3). The data collection procedure serves as the 

foundation of my research, and the techniques I utilized were deliberately chosen to offer a 

thorough understanding of the topic. In pursuit of this objective, I conducted classroom 

observations, interviews with instructors (all audio recorded), and a comprehensive analysis of 

student-produced texts as part of my data collection procedure. These methodologies were 

selected based on a profound comprehension of their capacity to illuminate the intricacies of 

the research inquiries. 

Interviews with students are essential to the methodology I employ to gather data. Ethical 

considerations were duly incorporated into the conduct of these interviews; parental consent 

was actively sought and obtained from all participating students. Adhering to the informed 

consent procedure, every participant (including students and their guardians) was duly apprised 
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of the research's aims and possible consequences. I conducted individual interviews with 

students, fostering an atmosphere conducive to candid and relaxed dialogue. The interview 

inquiries were meticulously designed to induce replies that would facilitate my comprehension 

of the difficulties, encounters, and viewpoints encountered by students while obtaining English 

as a third language. When combined with student interviews, interviews with educators are of 

utmost importance in my data acquisition methodology. To verify the information provided and 

facilitate analysis, the interviews were recorded in an audio format. I initiated communication 

with educators and arranged interviews in which they divulged their perspectives on strategies 

for managing linguistic transfer, fostering metacognitive awareness, and traversing the English 

classroom while instructing L3 students. The interviews were designed to explore the 

pedagogical methods utilized by educators. 

The data collection methods serve as the fundamental building blocks of my research. In the 

following sections, I will elaborate on the classroom observation procedure and the analysis of 

texts generated by students. In aggregate, these approaches provide a holistic perspective of the 

multilingual educational environment and will aid in my investigation of efficacious 

pedagogical methodologies customized for second-language Norwegian learners. 

 

4.8.1 Informed Consent  

I want to emphasize the importance of informed consent and explain that all participants, 

students (and guardians), and teachers were provided with clear and comprehensive information 

on the purpose of the study, the purpose, and potential risks. SIKT (The knowledge sector's 

service provider) evaluated and approved the data collection. The consent forms (see Appendix 

B) were all handed out, and students and teachers alike were guided through its contents, and 

potential questions were answered. After reviewing the consent form, contents, and questions, 

all project participants willingly agreed to participate.  

 The participants' identities, students and teachers alike, were concealed through numerical 

codes throughout the research project. This is to ensure the privacy and anonymity of the 

participants.  

 

4.8.2 Parental Consent  

As the project focused on students in the lower secondary school, the students were under the 

age of 16. They therefore needed a guardian to consent alongside them to be able to participate 

in the project. The parental consent, intertwined with the student consent form, forms were 
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distributed, and both guardian and student signed all consent forms. The consent from both 

guardian and student was secured before the participation of the study to ensure compliance 

with the ethical standards of a project like this, especially when working with minors.    

 

4.8.3 Data Handling and Dissemination 

The project's data was handled securely through Nettskjema. Audio recordings, transcripts, and 

notes from observation were securely stored and managed here. Only I had access to the data, 

and stringent confidentiality measures were in place to prevent unauthorized disclosure. As the 

research findings were reported, there was taken great care to ensure that none of the 

information could be used to identify individual participants. As previously mentioned, 

numerical codes were used as a pseudonym in place of their real names to ensure the privacy 

and anonymity of the participants. These measures were carried out to the end of the project, 

and the anonymity is preserved, including this document.  

 

4.8.4 Ethical Oversight and Transparency 

SIKT conducted the ethical review, and approvals for the project were obtained to ensure the 

adherence and protection of the rights of participants. Ethical considerations, privacy, and 

anonymity was all central to my role as a researcher. I continually reflected on my ethical 

responsibilities and implemented safeguards to protect participants' identities and rights. I want 

to conclude this chapter by underscoring my commitment to transparency and ethical conduct 

while collecting the data. The measures described in this chapter were integral to upholding the 

integrity and credibility of my research.  
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5. Results  

This chapter presents a thorough analysis of the research findings about the topic of "English 

as an L3 in the lower-secondary classroom." Expanding upon the foundational principles 

established in previous chapters, this section aims to elucidate the various dynamics and 

complications that arise throughout the process of instructing and acquiring English as a third 

language (L3) within the context of Norwegian upper secondary schools. As we analyse the 

data obtained from interviews, observations, student-generated texts, and teacher evaluations, 

we will investigate the impact of L2 Norwegian proficiency on L3 English acquisition and the 

instructional approaches educators employ to mitigate linguistic transfer and cultivate 

metacognitive awareness in students. The interview guide, created in the Norwegian language, 

was crucial in obtaining significant perspectives from the participants. The present chapter is 

structured into discrete segments, each dedicated to a research inquiry. This organizational 

approach facilitates a concentrated and comprehensive examination of our study outcomes. The 

initial inquiry is on the impact of L2 Norwegian competency on the acquisition of L3 English. 

In this study, we examine the approaches educators utilize to address linguistic transfer and 

promote metacognitive awareness within the context of the English classroom. In conclusion, 

we put forth efficacious pedagogical methodologies for customizing English education to cater 

to the distinct requirements of second language (L2) Norwegian learners. By employing a 

systematic methodology, our objective is to comprehensively examine our research outcomes, 

thereby furnishing perspectives on the dynamics of the multilingual educational setting.  

5.1 Quantification and thematic coding    

Motivating the decision to quantify qualitative data was the possibility that qualitative 

information from numerous collections could be overwhelming. The objective is to improve 

the rigour and density of the research. Implementing thematic coding in this quantification 

process will provide a methodical and structured framework for examining intricate data. We 

will be able to examine recurring themes by employing thematic coding. This increases the 

finding's transparency and ensures that interpretations are based on the data. The process will 

allow converting subjective narratives into quantifiable and organised data elements. 

Conducting this analysis will enable us to gain a more thorough and precise data 

comprehension.  

To comprehensively capture the intricate nuances of qualitative data findings, thematic coding 
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will provide a more lucid perspective. It will enhance the analysis when used in conjunction 

with the qualitative data discussion.  

Applying thematic coding to quantify qualitative data is a fundamental methodological 

technique contributing to the analysis's comprehensibility and rigour. By categorising and 

organising in-depth qualitative data, I can acquire a more methodical comprehension of the 

fundamental patterns and recurring themes that emerge from observations and interviews. By 

employing this quantification technique, I can not only summarise and synthesise extensive 

quantities of qualitative data but also discern and visually represent the primary themes that 

arise from various data sources. By establishing a systematic framework, it is possible to 

effectively examine, interpret, and compare qualitative data, thereby enhancing the accessibility 

of the information and enabling a more focused investigation of the research inquiries. 

Thematic coding is an intermediary between qualitative intricacy and quantitative lucidity, 

ultimately providing a comprehensive and rigorous methodology for revealing the fundamental 

insights within intricate qualitative datasets. 

 

5.2. Teacher interviews 

Due to the project's emphasis on qualitative data acquisition, we are confronted with an 

enormous volume of information to examine. The discourse and examination of these findings 

will incorporate qualitative and quantitative approaches to provide a comprehensive and lucid 

understanding of the gathered data. All four educators who participated in my interview have 

over five years of experience in the field. One has been granted additional instruction time to 

assist pupils whose first language is not Norwegian. Eleven questions were posed to the 

participants, emphasizing adjustments, individual attention, and instructional experiences (see 

Annex E). The participant's responses will be displayed in this results segment as tables and 

thematic codes for the initial section (5.2.1). This section will comprehensively examine 

recurring themes that emerged across the four interviews. It will assess the significance of these 

topics by considering the "Number of participants" (the count of participants who mentioned 

each topic) and the "Total mentions" (the cumulative number of times the four teachers 

mentioned these topics throughout the interviews). In Section 5.2.2, qualitative analysis of the 

interview results will be conducted by examining interview excerpts and evaluating the results. 

Regarding the aggregated findings, Section 5.2.3 will analyse the correlation between the thesis 

statement and the results obtained.  
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5.2.1 Thematic coding  

Once I had acclimated to the data, I subsequently initiated the generation of preliminary codes. 

The codes were employed to designate and classify recurrent concepts, ideas, and subjects 

identified in the transcripts of the interviews. For example, responses on language proficiency, 

teaching methodologies, and classroom experiences were designated codes. The data was 

effectively divided into significant segments during this stage, facilitating its analysis. To 

establish a framework for the encoded data, I classified the individual codes into more 

comprehensive categories. The characteristics and substance of the codes guided the procedure 

above. Categories were constructed to encompass comparable themes and subjects present in 

the data. Illustrative instances of categories comprise "Time Limitations," "Individual 

attention," and "Effectiveness Issue", which function as repositories for pertinent codes. 

Subsequently, I refined and defined overarching themes and patterns that consistently surfaced 

from the data within each category. The themes that were articulated encapsulated their primary 

ideas and insights. They functioned as a method to streamline and compress the information 

while maintaining its fundamental essence. Identifying themes was accomplished iteratively 

and methodically, during which I reviewed the data frequently to ensure that it represented the 

content accurately. 

 

Themes Number of Participants Frequency 

Lack of Knowledge 4 7 

Limited Time 4 14 

Need for training 4 8 

Individual attention 4 8 

Language Resources 3 4 

Effectiveness Issues  4 7 

Support and Resources 3 6 

Figure 2 Themes from teacher interviews 

During teacher interviews, these were the seven topics that emerged from the results. These 

themes were, through thematic coding, seen as the most efficient data to analyse. Out of four 
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total participants, where all four mentioned said topic, time limitations were mentioned 

fourteen times. The teachers expressed immense stress when discussing the topic, where time 

limitations were among the most common denominators. Other relevant topics were their 

experiences, lack of knowledge, their expressed need for training, their wish to conduct more 

individual attention, and issues on effective teaching.  

5.2.2 Qualitative presentation 

The thematic classification procedure commences with a comprehensive examination of the 

interview transcripts. Through thoroughly examining the transcripts, I aimed to comprehend 

the overarching framework and subtleties that arise from the students' recollections of their 

English classroom experiences. Amongst this cohort of participants, there were four 

educators. All of them are educators employed at the same educational institution, where they 

instruct students in English who are also involved in the research aspect of this project. To 

preserve anonymity, while still clearly stating the interviews findings, the teachers will be 

named Anna, Marie, Emily, and Zoe. The interviews were conducted in the Norwegian 

language. However, all information and data have been translated into the English language. 

Given that the interview guide followed a semi-structured approach, the questions presented 

in the subsequent parts will be those that produced the richest replies, considering the thesis 

questions as a reference point.   

By examining the four interview transcripts, we can acquire knowledge regarding the influence 

of L2 Norwegian competency on L3 English acquisition, the techniques employed by teachers 

in the English classroom, and reflect on the most effective ways to customise English training 

for L2 Norwegian students. The interviewees, who are educators, offer insights into these 

subjects, illuminating the difficulties and advantages of teaching English to a linguistically 

varied cohort of students with L2 Norwegian backgrounds. 

To provide illustrative support for each identified theme, the discussion and analysis 

incorporated direct quotations and excerpts from the interview transcripts. The excerpts were 

meticulously chosen to illustrate the results pertinence and importance. Incorporating verbatim 

responses enhanced the authenticity and vividness of the students' depictions of their 

experiences and points of view. The process of thematic coding is iterative, requiring categories 

and codes to be continuously reviewed and revised. The iterative process facilitates the 

identification of novel themes and patterns as I further analyse the data. Doing so guarantees 
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that the analysis maintains its dynamism and sensitivity to the nuances and complexities present 

in the students' accounts. 

5.2.3 L2 Proficiency impact, transfer, and metacognitive strategies  

Consistently, interviewees discussed the impact of L2 Norwegian proficiency on L3 English 

acquisition. Marie, Zoe, and Emily noted that most students at the institution are fluent in 

Norwegian, which facilitated their acquisition of English as a third language since every teacher 

surveyed confessed to using Norwegian exclusively as a support language. The four participants 

all expressed that they lacked knowledge on how to adapt to a diverse classroom, when 

teaching. Marie discussed how she was comfortable when giving the students assignments, as 

she would be able to adapt those, however, when teaching she experiences great difficulties in 

knowing how to adapt. She expressed that: 

I feel at a loss. how can I adapt teaching to 27 pupils, where 5 have a different linguistic 

background? Nor is it the case that it is only students with a different linguistic 

background who need better follow-up or adaptation. I don't know how to get around. I 

get desperate, I feel like I'm being given an impossible task every day. 

When discussing linguistic transfer, teachers expressed that sometimes looking at similarities 

between L2 and L3 did not effectively help the students, they wished they would have more 

information on the students L1 to accommodate. When asked if it is experienced as difficult to 

give individual attention to the students, Anna answered: 

Yes, it is challenging - in most cases it is about languages that we, or rather I do not 

know. Not always easy to use it actively and positively. The time is not enough. 

Zoe answered: 

Yes! This is extremely difficult, I wish I had better time, because even in a class with 

only students whose mother tongue is Norwegian, you never run out of questions from 

the students, there is always something to work on, something to repeat. I can't adapt 

for everyone or give them the support I would like to give. 

A great concern expressed by all four was the limited time they experienced, resulting in an 

inability to give students individual attention. Anna, Emily, and Marie have observed that pupils 

with distinct linguistic backgrounds require additional assistance throughout language 

acquisition, even though they no longer meet the requirements for adapted teaching outside of 
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class. As revealed by the interviews, all participants utilise transfer and metacognitive strategies 

to enhance the learning experiences of their pupils. Transference of knowledge occurs when 

information is applied from one language (L2 Norwegian) to another (L3 English). All 

acknowledged the possibility of linguistic knowledge transfer from Norwegian to English. 

Anna, Emily, and Marie suggested employing strategies such as supplying synonyms and 

translations to assist pupils in bridging the distance between the two languages.  

 We speak about similarities, but we do not actively use it as a tool in class. 

The growing diversity in classes continues its steady growth without the adaptation for teachers 

to gain knowledge or given resources to handle this correctly. Emily expressed how she is 

frustrated that this development is giving teachers bigger tasks to fulfil (teaching English to 

students with diverse language backgrounds) with the same criteria (set by LK20), without any 

resources. Emily expressed that:  

It really does frustrate me. It is evident that these students need adapted teaching, 

however, we are not given time, resources, tips, or help to conquer this task. It really 

does feel overwhelming at times. Sometimes I need to distance myself from the whole 

subject, I can not allow myself to use too much energy on this topic.  

Anna, Zoe, and Marie all expressed the same, that the task felt daunting, and they were 

frustrated that they did not get more time or resources.  

 

5.2.4 How can English instruction be best tailored to meet the needs of L2 

Norwegian students?  

The interviews revealed several strategies and areas of improvement in tailoring English 

instruction to meet the needs of L3 English students. Teachers expressed the need for training 

focused on teaching in linguistically diverse classrooms. They recognized that a deeper 

understanding of student's language backgrounds and how to incorporate them into instruction 

was essential. When asked if they believe it is possible to take advantage of the linguistic 

diversity in their class as a resource for language learning, Emily answered: 

I think so; however, I am unsure of the necessary steps to implement it. Time is limited, 

and I lack sufficient knowledge regarding the linguistic backgrounds of the individual 
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students and the structure of their respective languages. I am lacking necessary 

information regarding how we may adapt or incorporate them into every instruction. 

Teachers acknowledged that they lacked comprehensive knowledge about their students' 

language backgrounds and linguistic structures. They expressed a need for more information 

about students' language background and L2 and L3 acquisition, enabling them to make better-

informed instructional decisions. This information would help tailor teaching methods to 

students' specific needs. When teaching these students, the teachers were asked to discuss if 

they ever felt unsatisfied with their adaptations to the student's linguistic needs. One teacher 

said:  

Frequently, I experience a sense of inadequacy in my teaching and feedback. I observe 

certain students becoming disheartened due to their lack of comprehension, and it 

saddens me that I am unable to adapt to these individuals more effectively. 

The teachers found providing individual attention to each student in diverse language 

classrooms challenging. They stressed the importance of allocating more time to cater to the 

needs of individual students, especially those with weaker English skills. This highlights the 

need for smaller class sizes or additional support resources to ensure students receive 

personalized instruction. All participants mentioned the challenge of providing individualized 

support to each student, particularly due to limited resources. All four participating teachers 

also stressed that they experienced a lack of time to address what they wanted to address with 

their students, especially those whose L1 is not Norwegian, as they might fall behind, having 

to work on L2 and L3 while in English class actively. Each participant highlighted time 

constraints as a significant challenge, impacting their ability to adapt teaching methods and 

provide individual attention. Time limitations were mentioned in total fourteen times 

throughout the four interviews, and one teacher expressed that:  

[We] Should have had more time and resources. I am concerned it would not have been 

as effective as it was for the others, and if you cannot address it immediately, they will 

fall behind. It is incredibly tragic and may have severe consequences for the students 

involved. 

Three participants assessed the effectiveness of their teaching methods, highlighting concerns 

about students' ability to keep up with the pace They emphasized the importance of having 

resources and support to address the diverse needs of L2 Norwegian students. They highlighted 
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the potential value of online courses, comprehensive lists of language topics, and other 

resources that would help them adapt their teaching methods effectively. 

5.2.5 Conclusion  

As a result of the teacher interviews presented in this chapter, the intricate dynamics of teaching 

Norwegian L2 English learners have been highlighted. The influence of L2 Norwegian 

proficiency on L3 English acquisition is complex, encompassing various benefits and obstacles. 

Teachers employ a blend of transfer and metacognitive techniques to manage this linguistic 

diversity; they acknowledge the possibility of knowledge transfer while cultivating students' 

cognizance of their learning processes. In all interviews, however, the urgent need for 

individualised English instruction that caters to the specific requirements of each pupil emerged 

as a recurring motif. Difficulties such as time constraints, insufficient understanding of students' 

language origins, and the laborious task of delivering individualised attention are significant 

obstacles. To effectively tackle these concerns, educators necessitate specialised instruction, 

assistance, and materials. 

5.3 Student interviews 

Similar to the teacher interviews, I recognize the necessity of quantifying specific data to 

obtain a clear understanding of the outcomes, in addition to conducting qualitative data 

analysis. All eleven participants in the study were individuals who had obtained the approval 

of a guardian or parent through the consent form (see Appendix B). All pupils possess a first 

language (L1) other than Norwegian, and English is their third language (L3). The students 

were presented with twelve questions (see Appendix D), which focused on their personal 

experiences, level of expertise, individualised attention, and instructor adaptability. The 

participants' comments will be presented in subsequent subsections as tables and theme codes, 

starting from section 5.3.1. The section will present and discuss the recurring themes in all 

eleven interviews. The assessment will evaluate the importance of these subjects based on the 

"Number of participants" (the total number of participants who addressed each topic) and the 

"Frequency" (the combined number of times the eleven students discussed these topics during 

the interviews). Section 5.3.2 will involve conducting a qualitative presentation of the 

interview results. This will be done by studying interview exerpts and evaluating the 

outcomes. Concerning the compiled results, Section 5.3.4 will examine the relationship 

between the thesis statement and the achieved outcomes.   
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5.3.1 Thematic coding 

The process of generating codes, acclaiming to the data, and analysing were the same as for 

the previous interviews with teachers.  

 

Themes  Number of Participants  Frequency  

Language Transfer from L2 

Norwegian to L3 English 

11 24 

Vocabulary and Grammar 

Similarities 

8 15 

Pronunciation and Stress 

Pattern  

9 15 

Role of Teachers in 

Facilitating Transfer 

7 13 

Customized Approaches for 

L2 Norwegian Students 

6 11 

Metacognitive Strategies in 

Language Learning 

10 18 

Oral and Listening Skills 

Development  

8 14 

Importance of Cultural 

Context in Learning 

6 8 

Recognizing the 

Multilingual Background 

7 11 

Figure 3 Themes from student interviews 

 

Looking through the data collected in the student interviews, there are several recurring 

themes that emerged. The themes were seen as the most efficient data to analyse. With a total 

of eleven student participants, all participants mentioned the use of transfer from their L2 to 

their L3 as a resource they needed to use. This was mentioned a whole of 24 times. The 

students expressed that this was a challenge, as it required a high level of L2 proficiency, but 

they all agreed on it being a useful tool. Other themes that the students mentioned frequently 

were vocabulary and grammar similarities (mainly between L1 and L3), pronunciation and 

stress pattern, metacognitive strategies, and oral and listening skills development. 
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5.3.2 Qualitative presentation 

All eleven participants in this cohort were in the tenth grade and were between the ages of 14 

and 15. To preserve anonymity, while still clearly stating the interviews findings, the students 

will be named Sarah, Julie, John, Michael, Alfie, William, Lucas, Alex, Joanna, Max and Peter. 

The interview was done in Norwegian; however, several interviewees frequently switched to 

English or even resorted to their native language when faced with difficulties or a lack of 

vocabulary. The entirety of the material and data has been translated into the English language. 

Since the interview guide adhered to a semi-structured approach, the subsequent sections will 

feature responses from questions that yielded the most comprehensive replies, with the thesis 

questions serving as a benchmark.   

Through the analysis of the eleven interview transcripts, we can gain insights into the impact 

of Norwegian as a second language (L2) on the acquisition of English as a third language (L3). 

Additionally, we can explore the experiences and techniques students adopt and contemplate 

the obstacles they encounter and the proficiency they achieve.  

The participating students provide valuable insights into the challenges of managing 

three languages daily, as well as the linguistic obstacles they encounter when deciphering 

syntax and structure. To provide illustrative support for the themes mentioned, the discussion 

and analysis included direct quotations and experts (however translated) from the interview 

transcripts. The experts were chosen with a wish to highlight the most important findings 

regarding the thesis questions. Incorporating verbatim responses enhances the authenticity of 

the participant's experience. 

 

5.3.3 Metacognition, dialogic learning and transfer challenges  

The interviews with L2 Norwegian students highlight the significance of their proficiency in 

Norwegian, a North Germanic language, in shaping their experience with L3 English learning, 

a West Germanic language. The link between the two languages may yield advantages as well 

as challenges.  

The interviews yielded a diverse range of feedback. Alfie, Michael, Julie, and Sarah 

noted that their proficiency in Norwegian serves as a basis for comprehending vocabulary and 

syntax in English, offering them an edge. Norwegian exhibits numerous cognates with the 

English language, facilitating the comprehension of specific terms for some students. In this 

language, the sentence structure follows a pattern where adjectives come before nouns, which 

is distinct from languages such as Spanish or French. However, Sarah expressed that even 
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though Norwegian gives her an advantage in learning English, her L1 is used as a template for 

sentence structure:  

Yes, for example, Lithuanian has some differences in grammar compared to English.    

Sometimes when I speak, translate, or write texts, I make some grammar mistakes. But 

that's because I'm sort of translating from Lithuanian. In my head, I'm writing it that 

way. 

Furthermore, the participants expressed that their learning process emphasises the notion of 

language transfer. Several interviewees indicated that they use their proficiency in Norwegian 

to comprehend English. Through this technique, the pupils expedite their language acquisition. 

The students articulate how this transfer encompasses both vocabulary and syntax. For instance, 

in the context of decoding and comprehending verb tenses. When asked if Peter experiences 

that their language background affected them, they said:  

No, maybe that's why I struggle a bit with it because they're quite similar, and I think     

it's the differences in verb conjugations and gender. It becomes a bit different. 

Participants also voiced difficulty comprehending phrasal verbs and idiomatic expressions in 

their third language (L3). The absence of linguistic nuances like these in Norwegian was a 

challenge. 

Difficulties arise when students encounter English pronunciation, as the phonology 

exhibits excellent variation, leading to frustration when discussing this subject. The presence 

of phonemes, diphthongs, and stress patterns creates anxiety among pupils, leading them to 

refrain from expressing themselves openly during classroom conversations. When asked to 

reflect on their experience learning English in the classroom Julie said: 

In the classroom, I try to avoid talking so much. It's embarrassing because I struggle 

with pronunciation. English also uses a lot of TH sound; it's difficult, and it gets weird 

when I say it. It is much easier to write, and I play a lot with friends online and write on 

Discord. 

Multiple students expressed that they were more at ease when expressing themselves orally, 

however three students expressed specific stress related to pronunciation, as in the excerpt 

above, referring to a specific sound. Five of the students expressed how they felt self-conscious 

when speaking with peers, as they noticed how stress patterns from their L1 and L2 affected 

them. When asked what strategies help them learn English, Michael answered: 
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I learn a lot from being online. Then I get to practice English without it feeling like a 

task, but I know that at school I learn best by talking to fellow students, then I can 

actively work on the language. I found it easier to hear whether I say it right or wrong 

when I speak, than when I write it down on paper. 

A recurring theme was students expressing how they had an easier time understanding and 

potentially correcting themselves on stress patterns, pronunciation and grammar when 

communicating through conversations. Which is also reflected in the classroom observations 

(see chapter 5.4) As these students do feel like certain aspects of their language learning either 

helps or hinders them, I asked them what their teacher does. When asked if they notice their 

teacher adapting to their needs in the classroom, Lucas expressed that: 

We sometimes talk about how words sound similar in different languages, how it sounds 

similar to a Norwegian word or what the word itself means, I think that helps, because 

that is sometimes very interesting.  

When posed the same question, Alex said: 

I think perhaps teachers could be better at asking, "Is there a language that does it this 

way or that way?" You might not get many answers initially, but it shows the students 

that you're interested in their language and in them. You might start looking for these 

similarities and differences subconsciously. I think that could help. Maybe teachers 

could also learn some basics about different languages spoken in the class, but that 

would take a lot of time.  

The students expressed a wish for teachers to recognise their linguistic background more 

actively through personal interest, rather than over adaptation. Three participants talked about 

how they remembered an English teacher who was interested in their language, through pure 

curiosity, without adapting too much. These students talked about their teachers with fondness 

and expressed being seen, and that their cultural and linguistic background was appreciated, 

they felt a sense of belonging. John told me that: 

I have a couple of teachers who ask how to say words and phrases in my language, and 

one of them asked if we see any similarities or differences between our language and 

English. It makes you think and look for similarities, which I think helps when learning 

a language. 
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When looking at these answers, something to note is whether or not the students feel like they 

master the language, and if now, what can be done? The feeling of mastery is for many crucial 

in situations like these. When asked if they feel a sense of mastery, a Julie answered:  

• I feel like I'm making progress, but it's difficult. I get mentally tired from 

switching between three languages every day, especially when I don't feel truly 

proficient in any of them.  

• Well, I don’t really know, I am doing well at school, and my grades are good, 

but there is something about English, can you get burnt out over talking many 

languages? I’m joking, but it is a struggle.  

The students expressed their opinions on the topics and gave a lot of insight to how L2 

proficiency impacts their L3 learning, as well as how their teachers adapt, and discuss transfer 

and metacognitive strategies. 

5.3.4 Conclusion  

The student interviews provided insight into the complex correlation between the mastery of 

Norwegian as a second language and the learning of English as a third language. They utilised 

their existing knowledge of the Norwegian language to navigate the process of learning English, 

demonstrating an advantage in understanding vocabulary and basic sentence structure because 

of the presence of shared cognates. Nevertheless, the obstacles they encountered were equally 

evident. Occasional difficulties in pronunciation and subtle variations in language often cause 

individuals to feel self-conscious, resulting in a preference for written communication over 

spoken communication, as it feels safer. However, students who did not express a worry for 

pronunciation, presented that they felt as if they learned more from conversations than writing.

 The relationship between teachers and students played a crucial role in adjusting to 

different language backgrounds. Students valued teachers who discussed language similarities, 

promoting inclusion without excessive adjustment. While striving to achieve language 

proficiency, students reported experiencing a sense of advancement but also recognised the 

cognitive strain of constantly traversing numerous languages. Their observations emphasize the 

need to recognize the existence of several languages and the need for teachers to adjust their 

methods accordingly. These findings highlight the diverse influence of skills in Norwegian as 

a second language on acquiring English as a third language. 
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5.4 Observation  

The observation lasted for two hours, in four different classes. The data collected through this 

method is valuable, as we can look from a different angle than what the interview gave. I 

observed unobtrusively, and only focused on the participating students and teachers. The goal 

is to be able to analyse the dynamics of a multilingual classroom, and what role teachers 

facilitate in language acquisition in a diverse student population. Three- to four students were 

in each of the four classrooms. In the observation, I will be able to gain an inside view into the 

students L2 proficiency, based on code switching, transfer strategies, and the use of tools and 

materials. I also focused on the teacher’s adaptation.  

 

5.4.1 Observation findings  

Throughout four classes, I dedicated a total of eight hours to observing four teachers and eleven 

students. Throughout this period, I saw that student commonly utilised code-switching as a 

tactic, some transitioning to their native language to overcome language obstacles and facilitate 

effective communication. Of the eleven pupils participating, ten displayed this behaviour, and 

4 attempted their native language, even though the L1 language was new to the rest of the class.   

The students sought either phonetic or semantic resemblances between terms in several 

languages to facilitate communication in English.    

The students exhibited differing levels of skill while moving between written and oral 

assignments. Although they appeared engaged in verbal interactions, they encountered a pause 

when starting writing activities. Within the initial four minutes of commencing a written 

activity, seven out of the eleven pupils utilised Google Translate. Three of the students wrote 

their whole text in their L1 or L2 and pasted a whole text into Google translate. This represents 

a notable disparity in their capacity to commence verbal and written communication in the 

English language.    

The students utilised a repertoire of tools and resources to facilitate their language acquisition 

when confronted with a written assignment. The utilised resources included digital tools such 

as Google Translate, Lingdys Plus, and Clarify. In addition, seven out of eleven students who 

participated in the activity requested help from their classmates. Half of the teachers translated 

the assignment instructions, but only one inquired about any potential questions. This could 

indicate to the pupils that they are required to comprehend the material and that there may not 

be any room for seeking help in such a circumstance. Subsequently, during the lesson, teachers 
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approached nine of the eleven students to inquire about their progress, whereas only one student 

proactively sought assistance. 

The key takeaway from the observation is that students are prone to code-switching, even to 

their native language to communicate in conversation with their peers, showing a higher level 

of confidence than what they did when faced with a written task. The students did not show the 

same level of confidence when writing, as they all, at some point throughout the written task, 

heavily relied on a digital tool. Teachers were approaching students often but were not visibly 

presenting the acceptance for asking questions or not understanding when addressing the class.  

 

5.5 Document examination  

For this project, I collected writings produced by students to analyse their language proficiency 

and detect any errors. Moreover, the aim was to examine the written feedback provided by the 

teacher, which pertains to the remarks or suggestions that have been communicated orally or in 

written format. The purpose of this method is to examine the language associated with 

evaluating persons' advancement and the strategies employed to correct linguistic and 

grammatical errors. A crucial component of this inquiry will entail examining texts generated 

by students and evaluating the feedback provided by teachers.  

5.5.1 Document examination findings   

Upon evaluating the written texts of the eleven students who took part, I discovered that 

students frequently received remarks on their texts, namely regarding the structure and 

grammatical errors. However, it was only in two cases that the students were given examples 

of possible adjustments. The feedback was written on all eleven occasions. The main conclusion 

drawn from the analysis of the student's written content was the feedback emphasising the need 

for the pupils to improve their sentence structure. A student was prompted to contemplate what 

is considered "sounds natural." When a multilingual student receives feedback on structure, 

determining what "sounds natural" is particularly challenging because the perception of 

naturalness varies across their first language (L1), second language (L2), and third language 

(L3). A total of eight students received input on the structure of their sentences. This is an 

essential aspect of English language competency and signifies a difficulty in fully adopting the 

language. The texts demonstrated that the impact of L2 Norwegian on sentence structure was 

significant, indicating that individuals displayed sentence structures that mirrored Norwegian 

patterns.  This indicates that their level of skill in Norwegian influences the acquisition of their 
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third language (L3). Additional participants received input regarding the peculiar sentence 

structure, indicating that the student may be either imitating the sentence structure of their 

native language in English or attempting to decipher an unknown sentence structure.  

Five students received feedback requesting them to improve their proficiency in verb tenses. 

Upon analysing their writing, it was seen that verbs were conjugated without considering the 

subject doing the action, like the practise in Norwegian. This further implies a significant 

impact on L3 learning. A group of five individuals were tasked with the assignment of working 

on the proper usage of articles and the appropriate arrangement of subjects in a written piece.   

Due to occasional errors in subject placement, it is hypothesised that the students' L1 (first 

language) of Norwegian may be influencing them, given that both Norwegian and English share 

a similar structure for subject placement. Three participants repeatedly omitted pronouns. This 

could be attributed to the influence of students' first language (L1), in which pronouns are 

employed as affixes rather than standalone words.  

Upon analysing the paper, we encounter a proposition that suggests that proficiency in both L1 

and L2 languages may result in unintentional cross-linguistic influences on language creation.   

This investigation emphasises that having a high level of competency in Norwegian as a second 

language does indeed contribute to the learning of a third language. The impact is most 

pronounced when students utilise their second language skill as a model or reference for 

learning English as a third language, and this effect is particularly noticeable when there are 

differences between Norwegian and English. The results emphasise the necessity for 

customised and focused teaching methods that effectively tackle the transition between the first 

and second language, to strengthen a student's metacognitive awareness of the impact of one 

language on another.   
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6. Discussion 

This chapter undertakes a comprehensive analysis to critically evaluate our findings, including 

the intricate interrelationships among language proficiency, pedagogical techniques, and the 

multilingual educational environment. With a meticulous focus on our broad research inquiries 

and goals, we navigate the realm of linguistic transfer, metacognitive consciousness, and 

pioneering educational methodologies. This chapter summarizes the exploration conducted and 

sheds light on the importance of our research in the broader context of language instruction.  

In this section, the main findings will be reviewed, as well as the three thesis questions. The 

focus areas were selected in direct correlation to the research questions that motivate the study. 

The main findings that will be discussed individually are: 

1. In what way does L2 Norwegian proficiency impact L3 English learning?  

2. How do teachers use transfer and metacognitive strategies in the English classroom?  

3. How can English instruction be best tailored to meet the needs of L2 Norwegian students?  

 

6.1 In what way does L2 Norwegian proficiency impact L3 English 

learning?  

The central focus of this study is the complex relationship between the skill level in 

Norwegian as a second language and the process of acquiring English as a third language in 

lower-secondary classrooms. My main goal is to investigate how the current linguistic 

proficiency in L2 Norwegian affects the acquisition of English as a third language. To 

investigate this inquiry, I embarked on a dual mission: firstly, to clarify the degree to which 

skill in L2 Norwegian influences the results of learning L3 English, and secondly, to reveal 

the language transfer phenomena that arise because of this interlingual interaction. By 

thoroughly examining texts created by students, observing classrooms, and considering 

teacher feedback, I aim to provide insight into the complex connections among language 

backgrounds, linguistic transfer, and the acquisition of multilingual skills in an educational 

setting.  

This section aims to gain a comprehensive understanding of the process of acquiring multiple 

languages by examining the central thesis statement: 'How does the competency in 

Norwegian as a second language affect the learning of English as a third language?'   

Learning English as a third language (L3) in Norwegian upper secondary schools requires us 

to understand the complex network of linguistic influence. As kids aged 14 to 15 transitions 

from L2 Norwegian to L3 English competency, we examine the phenomenon of linguistic 
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transfer, metacognition, and the dynamic interaction between their language backgrounds. 

This study explored the many effects of having an intermediate level of competency in 

Norwegian (L2) on learning English. It uncovered trends, difficulties, and valuable insights 

that are relevant not just to language teachers but also to the broader discussion on 

multilingualism and language acquisition. Bialystok, Craik, Klein, and Viswanathan (2004), 

Diamond (2010), Dixon et al. (2012), and Jessner (2008) (Burner, Carlsen, 2019) have all 

examined the cognitive, affective, and health-related benefits of multilingualism, which have 

been demonstrated as a valuable tool. Burner and Carlsen (2017,2019) found that 

monolingual students tend to perform lower, when measuring language learning strategies. It 

is even recorded that multilinguals tend to employ more effective strategies when deciphering 

language compared to monolinguals (Burner & Carlsen, 2017; De Angelis, 2011; Iversen, 

2017). The existence of both supportive and contradictory studies about the academic 

performance of multilingual pupils in Norway (Bakken & Eldstad, 2012) (Hvistendahl & 

Roe, 2010) mirrors the ambiguous findings from my interviews. Out of the eleven children 

interviewed, six indicated that education is generally challenging and in certain instances, 

overwhelming. Conversely, the remaining five pupils reported a feeling of proficiency, not 

only in terms of language skills.  

By conducting interviews with students, it becomes evident that their first language 

remains an integral component of their DLC. This indicates that the students' native language 

continues to hold significant importance in their everyday lives to the extent that it plays a 

defining role in English education, like Norwegian. Students not affected by their native 

language in English education utilise their linguistic skills in a manner that does not involve 

their first language as a prominent aspect of their everyday lives. Just as the interviews reveal 

distinctions regarding the impact of Norwegian on English education and the academic 

performance of pupils, there are also distinctions in terms of language repertoire and DLC. 

Students who are proficient in both their first language (L1) and second language (L2) can 

actively influence the process of learning a third language (L3).  Proficiency in Norwegian as 

a second language is a crucial component of the student's linguistic skills and significantly 

impacts their learning process. As human constrains like time, energy and effort limit us, the 

students are not able to use the full extent of their language repertoire (Aronin, 2019, pp 15), 

and those student participants who admitted attempting this, reported feeling overwhelmed.  

 Additionally, instructors recognised the value of metacognitive techniques within the 

educational setting. The instructors emphasized students' consciousness regarding their 
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language acquisition processes and motivated them to participate actively in discussions. 

Teachers sought to promote active learning and enhance metacognitive awareness by inviting 

students to speak and fostering oral communication. Nevertheless, they recognised the 

difficulty in inspiring pupils to engage actively in English conversations. This was also 

evident through the process of class observation and examination of documents. These 

students do not belong to a specific 'box' or category; there are subtle distinctions, as is the 

case with everything. Nevertheless, it is indisputable that the acquisition of Norwegian as a 

second language has a significant impact on students' study of their third language. Since this 

study exclusively focused on multilingual students, it is not possible to assess the extent to 

which multilingual students utilise more efficient strategies for understanding a language in 

comparison to mono- or bi-lingual students, as proposed by Burner and Carlsen (2017), De 

Angelis (2011), and Iversen (2017). In conclusion, acquiring English as a third language is 

influenced by the advantages and disadvantages of Norwegian proficiency as a second 

language. A proficient command of Norwegian may facilitate comprehension of certain 

linguistic concepts while studying English in a Norwegian school; however, it may impede 

the ability to communicate and utilise English effectively. To promote English participation 

and avoid exploiting students' language skills, instructors must find a middle ground. 

Nevertheless, all the students who participated in the study possess metacognitive skills and 

demonstrate an understanding of linguistic transfer.  

 

6.2 How do teachers use transfer and metacognitive strategies in the English 

classroom?  

In tandem with my investigation into the impact of L2 Norwegian proficiency on L3 English 

learning, this study delves into the pivotal role of educators in the classroom. My research 

question within this domain focuses on understanding how teachers employ effective 

strategies to navigate linguistic transfer and cultivate metacognitive awareness among 

students engaged in English language instruction as an L3. To address this inquiry, we have 

set forth a series of objectives. First, we seek to discern the pedagogical techniques and 

practices employed by teachers to acknowledge, address, and harness the linguistic transfer 

that may occur when students navigate between L2 Norwegian and L3 English. Additionally, 

we aim to unveil the ways in which teachers foster metacognitive awareness, encouraging 

students to reflect upon their language learning processes, identify transfer patterns, and make 

informed language choices. This exploration into the instructional strategies utilized by 
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teachers forms a critical component of our research, shedding light on the dynamic interplay 

between pedagogy and multilingual education. 

To assist L2 Norwegian students in their English learning process, teachers utilise a blend of 

transfer and metacognitive techniques. These educational methods are crucial in assisting 

students in navigating the intricacies of learning English as a third language. Teachers often 

draw comparisons between Norwegian and English in their instruction. By highlighting the 

commonalities between the two languages, they facilitate the transfer of students' pre-existing 

knowledge, enhancing the comprehension of new topics. Teachers may point out similarities in 

syntax between languages, making it easier for L2 Norwegian students to master. Teachers 

prioritise the highlighting of shared vocabulary roots that are common to both languages. They 

illustrate the frequent etymological connection between English terms and Latin or other 

languages, facilitating students in establishing a correlation between these words and their 

Norwegian vocabulary. Students valued teachers who discussed language similarities, 

promoting inclusion without excessive adjustment. This was reported through the interviews 

with students, and two of the teachers involved in this study presented this as a way they adapt 

teaching. This is however, one of many ways to enhance metacognitive strategies and transfer, 

and none of the teachers felt as though they were content with the amount of adjustment they 

made.  

As we focus on the intricacies of language instruction and pedagogical practices, we 

delve into the heart of the thesis statement: 'How do teachers use transfer and metacognitive 

strategies in the English classroom? Teachers fulfil the roles of mentors, facilitators, and 

coordinators in language acquisition, utilising transfer, and metacognitive strategies as effective 

instruments in their teaching methods. As we progress farther into the English classroom, we 

discover the intentional decisions made by teachers to manage the transfer of language skills, 

promote self-awareness of thinking processes, and cultivate a learning atmosphere that enables 

students to utilise their abilities in several languages. The interviews revealed several strategies 

and areas of improvement in tailoring English instruction to meet the needs of L3 English 

students. Teachers expressed the need for training focused on teaching in linguistically diverse 

classrooms. They recognized that a deeper understanding of student's language backgrounds 

and how to incorporate them into instruction was essential. This idea was shared by the students, 

who recognised diverse linguistic knowledge as a potentially helpful tool for accelerating 

student’s metacognition and transfer. This points to the importance of professional development 

for teachers, equipping them with the skills and knowledge required to teach L3 English 
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students effectively. All this points to the research project led by Eivind Nessa, focusing on 

equipping teachers with the knowledge needed to teach in a diverse classroom effectively. As 

the project AcEngMulCla’s results suggest the need for a deeper understanding of the 

intricacies of language development (NTNU, 2018-2023), we are faced with increasing 

expectations for teacher to adjust and adapt (Bonnet & Siemund, 2019). 

In brief, educators employ a blend of transfer and metacognitive approaches to facilitate 

successful classroom learning, characterised by linguistic diversity. These instructional 

methods capitalise on the possibility of linguistic transmission while promoting student 

consciousness regarding their learning processes and active engagement in English dialogues. 

 

6.3 How can English instruction be best tailored to meet the needs of L2 

Norwegian students?   

English is widely recognized as a global language and is the most prevalent means of 

intercultural communication. Hence, it is of utmost significance that multilingual students are 

afforded equal opportunities to acquire and utilize English, just like their peers (NTNU, 2018-

2023).   

Furthermore, it is observed that most classrooms employ a monolingual methodology, 

as it is regarded to augment effectiveness.  Hence, students may face a scenario in which their 

mother tongue is neglected since it differs from the prevailing language used in their place of 

residency.  Based on academic references (Burner & Carlsen, 2017; De Angelis, 2011; 

Iversen, 2017), it is often observed that students are rarely given the opportunity to use their 

home language as a beneficial resource in the educational environment. The described 

phenomena is an often observed occurrence, despite more than forty years of study repeatedly 

showing the multiple advantages linked to being bilingual (Burner & Carlsen, 2017; De 

Angelis, 2011; Iversen, 2017).  Based on interviews and observations of students, it is evident 

that their native language has a significant impact on their everyday lives. They actively 

employ it in their interactions with fellow students and seek out similarities to overcome 

language barriers.  Code switching in dialogic learning is a beneficial technique that not only 

enhances student engagement but also fosters a sense of inclusion, particularly when their 

native language is permitted as a resource.  As schools dive into a monolingual approach, and 

multilingual students whose L1 is other than Norwegian, are met with lower expectations and 

reduced pressure for learning (Engen, 2010; Ryen, 2010), we foster students who lose interest 
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in learning, and who lack a feeling of accomplishment and mastery. This is a dangerous 

approach, as not letting students explore and challenge themselves will lead to lower 

motivation.   

However, students reported higher motivation and a greater level of comfort when 

communicating with students and teachers orally, as many experienced this as a more 

effective ang engaging way to decipher language. Teachers who promote and motivate 

students to actively participate in reflective learning and encourage students to engage in 

critical thinking regarding the distinctions and similarities between Norwegian and English, 

might foster motivated students who accomplish language acquisition at a greater speed than 

other. This metacognitive technique promotes the development of consciousness and 

comprehension regarding language transmission. By reflecting on the connection between the 

two languages, students enhance their self-awareness as learners. The CLT approach 

(Savignon, 1987; Savignon,2002), highlight flexibility and universality (Kennedy, 2002), as it 

focuses on language use over language knowledge, as there is a possibility to focus on 

intercultural interactions with the same level of importance as grammar and vocabulary 

(Howatt & Widdowson, 2004). CLT promotes learning by communication and interaction, 

which proved itself through the data collected to be helpful and engaging. This is also relevant 

for dialogic learning, as they focus on the same interest areas. Dialogic learning also focusses 

on communicating freely over aiming for a shared consensus (Mercer & Howe, 2012). 

Teachers foster peer interactions and promote collaborative learning. Engaging in group 

activities and conversations fosters an environment where students may openly exchange their 

perspectives and personal encounters, thus enhancing the collective comprehension of 

language transfer and its associated difficulties. Teachers should incorporate activities that 

improve oral communication, such as conversational practice, public speaking, and listening 

exercises.  Acquiring proficient listening abilities is crucial for facilitating efficient 

communication.  

Although utilising students' preexisting understanding of Norwegian is beneficial, it is crucial 

to maintain a harmonious equilibrium. Students should refrain from relying exclusively on 

transfer, which might lead to overgeneralizations and other inaccuracies. This is why students 

require concrete feedback on their text, including examples and potential follow-up. This might 

be overwhelming and time-consuming for the teacher, as one might not be familiar with the 

intricacies of the student's native language. This supports the idea that teachers need specialised 
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competence to grasp multilinguistic development and adapt before students feel excluded, 

unmotivated, and misunderstood.   

English educators should recognise that pupils may encounter language interference resulting 

from their proficiency in Norwegian. By acknowledging this interference, educators can foresee 

and resolve typical obstacles in acquiring knowledge. Language interference involves 

grammatical mistakes, mispronunciations, and the overgeneralization of linguistic rules.  

Instructors aware of these obstacles can customise their instruction to meet the specific needs 

of students. This might be including and teaching metacognitive strategies and encourage 

transfer. Instruction should include activities and materials that emphasise the differences 

between Norwegian and English, ensuring that students comprehend the characteristics of each 

language. Promoting metacognitive skills is crucial for the enduring achievement of language 

learners. Teachers should encourage students to engage in critical thinking around their learning 

processes. Incorporating goal setting, self-monitoring, and self-assessment into the curriculum 

allows students to measure their language proficiency and establish realistic targets.  

Teachers should actively encourage and cultivate students' embrace and admiration of their 

proficiency in speaking multiple languages, acknowledging it as a valuable characteristic. 

Exposing students to a wide variety of languages helps to enrich their understanding and grasp 

of linguistics. English education should encompass not only linguistic proficiency but also a 

thorough comprehension of the cultural aspects of English-speaking nations. Engaging in 

English studies within a cultural context can motivate students and provide them with valuable 

linguistic skills. Both students and teachers expressed during the interviews that paying 

attention to and showing interest in linguistic and cultural heritage can serve as a source of 

motivation and facilitate language development. Schools should acknowledge the potential 

benefits of adopting a monolingual approach, which involves intensively studying and 

exploring the intricacies of a particular language. Additionally, schools should also 

acknowledge the advantage of nurturing self-assured students who have a strong sense of 

belonging and view their linguistic background as an asset rather than an obstacle.   In addition 

to acknowledging its potential as a tool, it allows the entire class to explore language 

commonalities beyond their existing knowledge. Establishing a conducive learning 

environment is crucial. Teachers should cultivate a sense of teamwork among students, 

promoting their willingness to assist each other and seek peer support.  Undoubtedly, the school 

system must undergo change, which should be acknowledged as a valuable educational tool 
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and a means of fostering positive student relationships.  By including English language 

instruction within its cultural and socioeconomic framework, students not only acquire 

linguistic proficiency but also get a comprehensive understanding of the conventions, 

traditions, and daily routines prevalent in English-speaking societies.  
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7. Method reflections 

Reliability, validity, and transferability are my main objectives. In studies where qualitative 

methods are used to obtain raw data, a variety of factors may impact the relationships with these 

three main objectives. The researcher's role equally impacts the study's strengths and 

weaknesses as the methodology and the informants who provided the data. To determine 

whether the study is successful in obtaining reliability, validity, and transferability, evaluating 

the research project, and examining it critically is crucial (Jacoben, 2015).   

 

7.1 Reliability 

The reliability of the data collected in this study, encompassing interviews with both 14-15-

year-old students and teachers, classroom observations, and the examination of student-written 

texts and teacher feedback, was meticulously ensured through a combination of methodological 

rigor and ethical considerations. Individual interviews with students and teachers provided a 

controlled environment where participants could openly express their experiences and 

perspectives. Moreover, using standardized interview guides and systematic transcription 

processes bolstered the consistency and reliability of the qualitative data. Classroom 

observations, enriched by audio recordings, offered an unfiltered glimpse into the real-world 

dynamics of English instruction and student-teacher interactions, further enhancing the 

credibility of our findings. Examining student-written texts and teacher feedback added a 

valuable layer of quantitative and qualitative data, reinforcing the triangulation of information 

and bolstering the overall reliability of the study. 

Additionally, privacy and ethical considerations were meticulously upheld, preserving the 

integrity of the research process. This multifaceted data collection approach ensured the 

reliability of our findings. It provided a comprehensive and holistic understanding of the 

complexities inherent in English as an L3 instruction in the lower-secondary classroom. 

 

7.2 Validity  

The validity of the data collected in this project was systematically maintained through various 

measures to ensure that the research accurately represented the phenomena under investigation. 

To begin, well-structured interview guides for students and teachers aimed to elicit responses 

directly related to the research questions, thereby enhancing content validity. The inclusion of 

14-15-year-old students in the study, representative of the target population, contributed to the 

external validity of the findings, allowing for potential generalizability to similar contexts. 



 

- 58 - 
 

Classroom observations and audio recordings added a layer of validity, capturing authentic 

interactions and practices within the natural context of English instruction. Examining student-

written texts and teacher feedback provided complementary data sources, offering multiple 

perspectives on language learning and instruction. It is crucial to address the necessity of doing 

follow-up interviews with both students and teachers. These interviews might assist in resolving 

any inconsistencies that may develop during the study process. After evaluating the students' 

texts, did they provide more information beyond what was apparent in their exam feedback? 

Do pupils receive detailed explanations of their difficulties with grammar, syntax, verb tenses, 

articles, or related matters, or are they merely instructed to "continue working on it"?  

The interviews done before analysing the documents have yielded valuable information since 

students have shared their difficulties and preferences. I can verify this information by cross-

referencing it. However, conducting further interviews would have been advantageous in 

acquiring a more profound comprehension of the matters in question. 

Furthermore, member checking, where participants were offered the opportunity to review and 

verify their statements' accuracy, strengthened the data's internal validity. Ethical 

considerations, such as ensuring participant confidentiality and informed consent, were upheld 

throughout the research process, further enhancing the study's overall validity. These strategies 

ensured that the data collected for this research were valid, trustworthy, and aligned with the 

study's research questions and objectives.  

 

7.3 Transferability 

The transferability of the findings from this project extends to their potential applicability and 

relevance beyond the study's specific context. While the research was conducted within the 

unique setting of Norwegian lower-secondary schools, involving 14-15-year-old students and 

teachers, the insights and implications drawn from the data hold value for a broader educational 

landscape. The methodologies employed, including interviews, classroom observations, and the 

analysis of student-written texts and teacher feedback, are adaptable to diverse educational 

contexts with linguistically diverse classrooms. By providing a nuanced understanding of the 

challenges and opportunities associated with English as an L3 instruction, this research 

contributes to the broader discourse on language education and multilingualism. Educators, 

policymakers, and researchers in various regions and settings may find resonance in the 

proposed strategies, recommendations, and pedagogical insights, making the findings 

transferable to inform and enhance English language instruction practices in different linguistic 
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environments. However, it is crucial to consider contextual nuances when applying these 

findings, acknowledging that specific educational and sociocultural factors may influence the 

implementation of suggested strategies.  

 

7.4 Research ethics 

Research ethics formed the cornerstone of this study, guiding every aspect of the research 

process to ensure the rights, well-being, and privacy of all participants involved. Ethical 

considerations were diligently upheld from the project's inception to the dissemination of 

findings. Informed consent was obtained from both students and teachers, clearly outlining the 

purpose of the research, the voluntary nature of their participation, and the confidentiality of 

their responses. Particular care was taken for minors, with parental consent sought and provided 

for the involvement of 14-15-year-old students. Anonymity was rigorously maintained by 

assigning numerical codes rather than names to interview transcripts, ensuring that participants' 

identities remained confidential. Participant confidentiality extended to classroom 

observations, where pseudonyms were used to protect the privacy of students and teachers. 

Additionally, the study adhered to ethical guidelines about the responsible conduct of research, 

transparency in reporting, and fair treatment of participants. Ethical rigor was integral to the 

research, allowing for the ethical collection, analysis, and reporting of data and ultimately 

upholding the integrity and credibility of the research findings. 

 

7.5 Evaluation of own role as researcher 

Throughout this research project, a comprehensive evaluation of the researcher's role was 

undertaken to maintain transparency, reflexivity, and methodological rigor. Reflexivity was a 

central tenet, as the researcher continuously reflected upon their positionality, biases, and 

potential influence on data collection and interpretation. Efforts were made to minimize 

researcher bias during interviews and observations, ensuring participants felt comfortable 

sharing their experiences authentically. Regular debriefing sessions with academic peers and 

advisors also served as a platform for discussing and mitigating any potential researcher-

induced biases. The researcher also recognized their position as an 'outsider' in the classroom 

environment and actively engaged with participants to build trust and rapport. The researcher's 

ethical responsibilities, including ensuring informed consent, respecting participant privacy, 

and conducting the research with integrity, were diligently upheld throughout the project. By 

critically evaluating their role and potential impacts on the research process, the researcher 
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aimed to enhance the validity and credibility of the study while maintaining the ethical and 

methodological standards expected in academic research. 
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8. Conclusion  

 

This study aims to improve the ability of 14-15-year-old students to learn English as a third 

language. It also investigates effective teaching methods for Norwegian students learning 

English as a second language. The primary focus of research in this field is to determine and 

suggest effective teaching methods that enhance English language learning in the lower-

secondary classroom.  

The thesis statements have served as a structure for my research, shaping my exploration of 

the complex elements of teaching and learning English as a third language (L3) in lower-

secondary classrooms within an educational context.   The primary research question, "How 

does proficiency in Norwegian as a second language impact the acquisition of English as a 

third language?" initiates an investigation into the intricate dynamics of language acquisition 

in a multilingual environment.   The second thesis statement examines how instructors in the 

English classroom employ transfer and metacognitive strategies, specifically in regulating 

language transfer and fostering metacognitive awareness.   The third thesis statement, which 

examines how English training might be tailored to meet the unique needs of L2 Norwegian 

students, offers a chance to apply innovative teaching methods.   A deeper comprehension is 

achieved by constructing multiple thesis statements concerning the intersection of language 

proficiency, pedagogy, and multilingual education. These insights make essential 

contributions to the field of language teaching by addressing the specific challenges and 

opportunities faced by L2 Norwegian students as they learn English. 

This thesis explores the domain of multilingual education and English language 

acquisition in the lower-secondary classroom, examining its intricate complexities and 

revealing novel perspectives. The primary purpose of this final chapter is twofold: firstly, to 

provide a concise overview of the essential findings and insights derived from the research, 

and secondly, to highlight the enormous contributions it makes to the field of language 

education and multilingualism. There is a consensus that multilingualism is advantageous and 

enhances skills. However, in this project, we have seen that when dealing with a third 

language (L3), it is crucial to tailor teaching methods and resources to instruct pupils 

properly.   The key findings involve the adaptation of teaching methods to meet the individual 

needs of students, utilising dialogic learning to facilitate their learning process, allowing 
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students to learn from their peers, and recognising this as a valuable opportunity for language 

acquisition.   The results of this experiment indicate that modifying assignments and 

alleviating academic stress for L2 Norwegian students may lead to decreased motivation, 

which in turn may result in lower academic performance.   However, by relying on dialogic 

learning through interactions between students and between teachers and students, students 

will gain confidence and be able to utilise their multilingual background as a tool for 

understanding new language structures. This is because students possess knowledge of 

metacognitive strategies and are aware of the transfer of skills from both their first language 

(L1) and second language (L2).   Enabling pupils to utilise their linguistic skills fully will not 

only benefit the individual student but also enhance the overall classroom experience, 

highlighting the value of language as an asset. Students also exhibit diminished self-

assurance. When confronted with written assignments, students frequently rely on translation 

programs or tools. This is because the transfer of knowledge from both their first language 

(L1) and second language (L2) occurs when studying a third language (L3). To overcome this 

transfer cycle in particular areas, students want specific feedback that includes examples. No 

one solution applies to everyone. To accommodate the diverse competency levels of L2 

Norwegian pupils, teachers should employ tailored methodologies. Instruction should be 

adaptable, considering the varied linguistic backgrounds and abilities of students. Teachers 

should actively encourage and cultivate students' embrace and admiration of their proficiency 

in speaking multiple languages, acknowledging it as a valuable characteristic. Exposing 

students to a wide variety of languages helps to enrich their understanding and grasp of 

linguistics. English education should encompass not only linguistic proficiency but also a 

thorough comprehension of the cultural aspects of English-speaking nations. Engaging in 

English studies within a cultural context can motivate students and provide them with 

valuable linguistic skills. Both students and teachers expressed during the interviews that 

paying attention to and showing interest in linguistic and cultural heritage can serve as a 

source of motivation and facilitate language development. Schools should acknowledge the 

potential benefits of adopting a monolingual approach, which involves intensively studying 

and exploring the intricacies of a particular language. Additionally, schools should also 

acknowledge the advantage of nurturing self-assured students who have a strong sense of 

belonging and view their linguistic background as a valuable asset rather than an obstacle.   In 

addition to acknowledging its potential as a tool, it allows the entire class to explore language 

commonalities beyond their existing knowledge. Undoubtedly, the school system must 
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undergo change, which should be acknowledged as a valuable educational tool and a means 

of fostering positive student relationships. By systematically investigating and proposing 

practical pedagogical approaches, I aim to bridge the gap between language proficiency levels 

and enhance the overall learning experience for L2 Norwegian students, contributing to a 

more inclusive and effective English language education. 
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8.1 Recommendations and Future research  

This study examined the process of acquiring a third language (L3) specifically within the 

context of a lower secondary school in Vestfold. Future studies may encompass a broader 

sample of students and teachers, spanning various age groups and geographical locations 

worldwide. This could offer valuable perspectives on the experiences of both students and 

teachers and how we can enhance teacher preparation for teaching students with diverse 

linguistic backgrounds. It can also help students become more proficient in acquiring and 

comprehending language structures, enabling them to learn more effectively, even if their 

linguistic background differs from that of most of their classmates and teachers.   Specifically, 

younger students are particularly susceptible to losing interest as they age and encountering 

difficulties when acquiring a new language, which can be intimidating for individuals who are 

already multilingual but may not have a firm grasp of their second language (Norwegian). 

Further investigation could involve a longitudinal study that tracks students' 

development over a longer duration. This study would analyse feedback, classroom activities, 

and teacher adjustments to understand the present circumstances comprehensively.   Students 

in this study emphasised that juggling three different languages daily is taxing, but conversing 

with peers and friends is more effortless. Despite the effectiveness of conversations for 

language exercise and acquisition, students still perceive their language proficiency inadequate. 

This thesis demonstrates that despite teachers' intentions to assist every student to the best of 

their capacity, there is a scarcity of readily accessible resources, insufficient time, and 

inadequate specialised expertise in schools regarding L3 acquisition and practical learning. 

Consequently, it is the instructor's responsibility to acquire materials expertise and 

allocate time independently. This thesis aims to enhance our understanding of L3 acquisition 

by analysing texts, observations, and interviews conducted with students and teachers. 

Additionally, it seeks to promote the ongoing advancement of providing teachers with the latest 

information on effectively addressing the increasing demand for multicultural and multilingual 

adaptation in the classroom.   
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B Consent form - guardian/student 
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