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PREAMBLE

DEAR TEACHERS & LECTURERS,

In South Africa, as elsewhere, the technical and vocational education and train-
ing (TVET) attract students from diverse academic, socio-cultural and linguistic
backgrounds (KM BW 2019; Mudau 2018) - and all of them with different learning
approaches. The differentiation of the students and the recognition of diversity as
a value are the guiding principles of educational policy frameworks.

As the international comparison dis-

plays, positive promotion of diversity is ggg{%&%&f L

EDUCATION AND
TRAINING

BUII.DIIIG AN mmun EFFECTIVE
-SCHOOL SYSTEM

an important factor for successful ed-
ucational processes (Fischer et al. 2014:
16). In South Africa, the Department
of Higher Education (DHET) has come
up with a White Paper for Post-School
that envisages to integrate different
components that will improve quality;

quantity and diversity of Post-School
education (DHET 2013). According to DHE i ion i tions need
to ensure a proper access for learners i
the very different education levels of s
lems for lecturers (DHET 2013).



Linguistically heterogeneous learning groups are a reality and a challenge for lec-
turers to deal with in the classroom. South African TVET students must learn in
two foreign languages: English and the subject-specific academic language.

The purpose of Module 1.2 is to increase TVET lecturers’ competence and confi-
dence working in inclusive situations. The module also aims to equip you with
relevant theoretical knowledge and strategies that will empower you to respond

to individual needs of learners (i.e., enhancing learners’ subject competences
through adequate language support).

With this module you will be able to adapt the curriculum according to the in
vidual needs of learners including those who experience barriers to le

at different stations (hand-on practice). In the training yo
scenarios with reference to your teaching suﬁ. During
your college, you will transfer your newly acquire

tice.

0BJECTIVES

< familiarise yourself with the latest concept of inc
education and training

develop strategies, acquir

oficiency in utilizing a diverse range of
nologies to incorporate interactive activities within
our classroom,

exchange good practices and discuss challenges with
low colleagues and the course trainer




HOWTO USE THIS BOOK

This course book is a valuable resource designed to help educators navigate the
complex and ever-evolving landscape of diversity in vocational education. Begin
by reading the introduction of the book. This section provides an overview of the
book’s purpose, structure, and the importance of diversity and inclusion in TVET.
Familiarise yourself with the key concepts and goals outlined here. The second sec-
tion provides an overview of the book’s purpose, structure, and the significancegf
L2 acquisition in TVET and will walk you through how to effectively use the bo

improve L2 learning and communication skills within the TVET context. The tec
niques suggested are tried and tested; they draw on both academic re
best practises.

The book include a selection of the following teaching resour

- Further reading recommendations with links
- Teaching and/or learning objectives
- Tips for lecturers

- Web and video links

The course book will be accompanied sentations and activities as

well as Module 1.1 Digital Teaching and

our teaching repertoire step by
step, starting with ° lement and moving on to those

and Learning at TVET to hand.

There is space in this study guide for you to write notes and responses to some of
the questions. For some tasks, you might make an audio recording or video in ac-
ion. You could share this, along with any other notes with your teacher colleagues.



Explanation of Icons

Further
recomm|

b and video i

Scan the QR code and text, video or web page would open.



Log in to Moodle@IfE-BPT

v Guest access

Password

Scan code to view and
download the digital
course book

Use guest access
Password: train_me!2023
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Chapter 1

‘EDUCATION FOR ALL':
INCLUSIVE EDUCATION AND
TRAINING

1 INTRODUCTION

In South Africa and elsewhere, the TVET coll?
increasingly diverse along a variety of dimensions

mental human right. As international compari
diversity is an important factor for successful e
2014:16). Therefore, many countrie inclusive education system
at all levels — pre-school, primar i vocational and life-long

learning (CRPD Committee

NCLUSION

concept of inclusion shows that the term inclusive - on which
ased - is derived from its etymological origin in the Mid-

language and ally exists there for the situation of ‘being enclosed’ [for
ple, as a monk or hermit in the seclusion of a hermitage; M.G.]. Since the late
980s, inclusion has gradually developed into a technical term in the educational lit-
erature of the USA and Canada (cf. Sander 2004: 12). Following the UNESCO World
gnference on Special Needs Education in Salamanca in 1994 and its final declara-
dopted in English (cf. UNESCO 1994), inclusion then increasingly became an
int®Nationally used pedagogical term in connection with Special Educational Need.
The opposite of inclusion is exclusion, which in turn denotes separateness, being ex-

cluded from something.

15



Kiuppis (2016): From Special
Education, via Integration,

to Inclusion: Continuity and
Change in UNESCO's Agenda
Setting

16
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The concept of inclusion in education is not a new one. It has gained extensive rec-
ognition as an essential catalyst for educational policies since UNESCO’s Salamanca
Declaration of 1994. Depending on the context, ‘Inclusive Education’ (IE) is used in
different ways and could be considered an idea, a word, a term, or a pedagogical
concept (Kiuppis 2016). The importance of inclusive education in addressing the

varied needs of all learners, both within the classroom and in society at large,
been widely acknowledged. This recognition arises from the realisation of the
lenges posed by the increasing diversity found in classrooms and broader societa

differing agendas regarding the questions of how to theoretic

population of Inclusive Education (ibid.).

\ 4

SALAMANCA STATEMENT AND FRAME
NEEDS EDUCATION

N ON SP,

rience of the participad resolutions and recommendations

of the United N mental organizations, especially the
Standard Rul on Qf Opportunities for Persons with Disabilities (WHO
1994). Aim o b approach of inclusive education,

children, particularly those with
the immediate focus of the Sala-
vas termed special needs education, its

n was: ‘Special needs education - an issue of equal concern to

AT
FRAMEWORK
FORACTION

he North and of the South - cannot advance in isolation. It %\%Q_

of an overall educational strategy and, indeed, of new

o &

social and ec

ic policies. It calls for major reform of the ordinary

school’ (UNESCO 1994: iii-iv) The opposite of inclusion is exclusion, st

Framework for Action on

which in turn denotes separateness, being excluded from something,. recallicaibdtcation
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2 FROM EXCLUSION TO INCLUSION

Educational environments for learners with disabilities range from a complete de-
nial of formal educational services (exclusion) to equal participation in all aspects
of the education system (inclusion). Researchers generally organise educational
systems into four categories: Exclusion, segregation, integration and inclusion.

In some countries, such as Italy, progress towards inclusive education has led to
the closure of most special needs schools, while in other countries a two-tiere
school system has either been developed or continues to exist. Therefore, the
still wide variation in school systems across European educational needs, split

nities, and the system as a whole has inadequate facilities 3
needs of the disabled (DHET 2013; 2022). ‘

Figure1 Exclusion, segregation, integl™

EXCLUSION "SREGATION INTEGRATION

joccurs S .needucation of a process of placing
<aredirectly students with aisuumnties is provided in separate disabilities in existing
revented fro. environments designed or used to respond toa mainstream educational institutions,
des ~cess to educa particular or variousimpairments, inisolation as long as the former can adjust to the
inany from students without disabilities. standardized requirements of such
institutions.

Inclusioninvolves a process of systemic reform embodying changes and modificationsin content,
teaching methods, approaches, structures and strategies in education to overcome barriers with a
vision serving to provide all students of the relevant age range with an equitable and participatory
learning experience and environment that best corresponds to their requirements and preferences.

Placing students with disabilities within mainstream classes without accompanying structural
changes to, for example, organisation, curriculum and teaching and learning strategies, does not
constitute inclusion. Furthermore, integration does not automatically guarantee the transition
from segregation to inclusion.

.NCLUSION

Source: Created by authors, adapted from TASH, n.d. para. 1 TASH - Inclusive Education

17
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3 MAIN POSITIONS OF INCLUSIVE EDUCATION
AND TRAINING

There is a general consensus in the literature that the primary focus of educa-
tional integration is on how children with disabilities can best participate in

mainstream schools. While it is widely agreed that inclusion is related to the
of ‘schools for all, different agendas exist in the international discourse concer
ing how to theoretically define the student population of IE. In litera
main positions can be identified (Kiuppis 2016: 29):

- Asignificant number of actors and theorists, predominan

Education as primarily focused on individuals

er advoca

derstanding can be interpreted a
promoting education in integrated setti

that is aimed at all learne i asis on specific popula-
tions that are considered le (e.g. working children; children

belonging to indigens s minorities; nomadic children;

children affectg ), marginaliS€d (e.g. children from households in

rural or remo gl children in urban slums), or those who have

special nally associated with individuals with disabil-

proach characterised by ‘ensuring a basic minimum standard

education I’ (Ainscow 2012: 290 in Kiuppis 2016: 29). Inclusive education
deals with diverse learning populations in which individual differences are not

classified based on categories such as race, religion, gender, or disability.

White Paper on Special Needs Education (2001) defines inclusive education and

- ‘Acknowledging that all children and youth can learn and that all children and
youth need support.

- Enabling education structures, systems and learning methodologies to meet

the needs of all learners.

- Acknowledging and respecting differences in learners, whether due to age,
gender, ethnicity, language, class, disability, HIV or other infectious diseases.
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- Broader than formal schooling and acknowledging that learning also occurs in
the home and community, and within formal and informal settings and struc-

tures.

- Changing attitudes, behaviour, teaching methods, curricula and environment
to meet the needs of all learners.

- Maximizing the participation of all learners in the culture and the curriculum
of educational institutions and uncovering and minimizing barriers to learning
(DE 2001: 6).

Table 1 Definition of inclusion and mainstream in ‘The White Paper on Special Ne€S

INCLUSION MAINSTREAMING OF

Inclusion is about recognizing and
respecting the differences among all
learners and building on the similarities

Inclusion is about supporting all learners, i ingi iving some
educators and the system as awhole, s ey can ‘fitin’
that the full range of learning needs i ted into the ‘normal’

be met. tine. Learners are assessed

prescribe. TTe focus is on teaching
echnical interventions, such as the
acement of learners and learning
tors, with the emphasis in programs.

Mainstreaming and integration focus on
changes that need to take place in
learners so that they can ‘fit in’. Here the
focus is on the learner.

ystem that prevent it from
eting the full range of learning needs.

he focus is on the adaption and support
stems available in the classroom.

reated by author, adapted from DET 2001: 17

19
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Chapter 2

DIMENSIONS OF DIVERSITY
AND LEARNING NEEDS

1 INTRODUCTION

Schools and classrooms are becoming increasingly divg
many different prerequisites along a variety of di

gender, special education needs, and edness to

es are multifarious and often overlap.
This complexity can be described using
the term intersectionality. In Americ , intellectual, social,
literature these differences are sum- inguistic or other conditions. This
marised using eight main dimensions i isabled and gifted children,
(so-called ‘Big 8’): Age, gen i ing children, children from

ote or nomadic populations, children from
functional role, and istic, ethnic or cultural minorities and
ability (Krell et a com- children from other disadvantaged or margin-

mon representat alised areas or groups.” — UNESCO 1994: 6

the inclusive education of people with disabilities into mainstream education.
Furthermore, in German science education research, different dimensions of di-
versity are gender, language, culture & socio-economic status, special needs and
ifted students. For South Africa, the Education White Paper 6 (2001) lists age,

er, ethnicity, language, class, disability, HIV or other infectious diseases that
distinguish learners from each other.The role of language (and verbal interaction)
is probably even more significant in contexts of multilingualism and cultural
heterogeneity. South African universities, in particular the historically white in-
stitutions, have become linguistically and culturally significantly diverse (Webb
2002: 52).



Figure2 Diversity wheel

Trade union
membership

Demeanour/ Reliy,
appearance worldviev.

Place of work

tation

Parenthooc

Family status
Manage.

Du~ ~tion of
‘ion

Physical &

~ental Work

_ experience
7 Directorate,
group, unit
[CT
gender
identity

background
&
nationality,

Content/

status Outer Dimension field of job
Geographical situation

Organisational Dimension
Function/Job grading

eated by author, based on Gardenswartz et al. 2003
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2 DISABILITY

CATEGORIES OF DISABILITY

e Behaviour Disability

e Communication Disability
e Personal Care Disability

e Locomotor Disability

e Body Disposition Disability
o Dexterity Disability

o Situational Disability

o Particular Skill Disability

it

Classification of Impairments,

There are varying definitions of the term disability,
depending on the context in which it is used. These con-
texts can range from legal proceedings and legislative
perspectives to international agreements, corporat

policies and union provisions. The definitions are re
ative — and still evolving. In simple terms, Digability
is any restriction or lack (resulting from an

ment) of ability to perform an activity in the

population - currently experience significagt disal
: é& ings show a national disability prevalence

WHO (1980) international - 1imitations (SSA 2011). Some disabiliti

Disabilities, and Handicaps inherits. They may also be acquired th

22

all learners with disabilities have
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3 SPECIAL EDUCATIONAL NEEDS

Learners have special educational needs (SEN) if they have a significantly great-
er difficulty in learning compared to the majority of their peers who are of the
same age (Delaney 2016). Learners with learning difficulties might have a disabil-
ity or condition that affects learning. But there are also learners who are not

disabled and need special educational provision, whereas learners who are dis-
abled do not need special provision. Learners with Special Educational Need
are likely to need extra or different help from that given to other children th
age. They can get help and advice from specialists or teachers.

Special needs education: definitions across OECD countries

In Germany, special needs education means specific suppor
ers. The area of responsibility of special needs education
organizational aspects refers to the special n‘ within t

ity exclusively. Learners experience

problems because of certain handicaps

and/or are in need of additional educa-
tional support because of problematic
situations, as well as students with
temporary learning difficulties (e.g.

slow learners, reading and writ

needs, i.e., learners with disabilities and impairments.
Their increased vulnerability has risen largely because of
the historical nature and extent of the educational sup-
port provided.

icantly greater difficulty in learning than the majority of children of its
age. A child has a disability which either prevents or hinders it from making use of
educational facilities of a kind generally provided for children of its age in schools
within the area of the local education authority, or it is under compulsory school
age or would be if special educational provision were not made for it, likely to fall
within one of these two categories when of that age.

23
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In the United States, a child must be diagnosed as having a disability and the disa-
bility must be found to ‘adversely affect educational performance’ so as to require
special services. To receive special education services, a student must demon-

strate a disability in one of 13 specific categories, including autism, developmental
disability, specific learning disability, intellectual impairment, emotional and/
or behavioural disability, speech and language disability, deaf-blind, visual im-

pairment, hearing impairment, orthopaedic or physical impairment, other he
impaired (including attention deficit disorder), multiple disabilities and trauma

brain injury.

4 LEARNING NEEDS

Learning needs are defined as gaps in knowledge t *en 2 desired level

of performance and the actual level formanga

ciation 1985). In other words, a learning ne

- An inflexible curriculum

Inappropriate lang ing and teaching
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5 GIFTED STUDENTS

Gifted students are individuals who are recognised for performance that is
superior to that of their peers (Worrell et al. 2019). Perhaps the most common con-

ceptualization of giftedness is a high cognitive ability (g factor) or IQ, a variable

that continues to play a major role in most models of giftedness. One of the ear-
liest studies in the gifted literature is Terman’s (1922, 1925; Terman & Oden 1959)
longitudinal study of genius. Terman operationalised giftedness as high IQ and

etal. (2018): Annual
of Psychology: Gifted

reported publishing data on 25 students with IQ scores above 120 and 59 stud
with IQs for the most part above 140 (Terman 1922: 312).

Gifted and talented education has also come to the forefront In Soutl

. rica: The voices of gifted
de 11 students

solutions for many scientific and social challepges. Despitg
policy initiatives aimed at ensuring quality e&tion for 2
indicates that gifted students from all socio-econ

glected in South African classrooms (Oswald & &abi

25
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Chapter 3

DEALING WITH DIVERSITY

1 INTRODUCTION

Central in the current discussion cn Even if mainstream colleges and
good teaching is the question of how to
beat support atuceents in their indidual riers for students with dis;z
development.
barriers, inaccessible information an
not actually enforced and methodolo
2011; Morena & Nkoane 2021; Sako 2020;
linked to teachers’ attitudes as well

as teachers’ competence (including

a necessary new didactic-method- o

EVERYBODY HAS TO TAKE
THE SAME EXAM: PLEASE

ical organisation of lessons) £ SAME BXAM1 BE

affects successful inclusion (
& Jones 2016; White P

Source: Creative Commons License CC BY-NC
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2 TEACHERS’ ATTITUDE

Teachers’ attitudes are essential elements in professional competence (Baumert &

Kunter 2006). Positive attitudes towards inclusion play a significant role in the im-
plementation of the inclusive school (European Agency for Special Needs Inclusive
Education 2014; Hellmich & Gorel 2014; Yuen & Westwood 2001).

Existing studies indicate that teachers tend to have positive attitudes towards
inclusion (see Kunz et al. 2010: 93; Przibilla et al. 2016: 38). Factors that influe
inclusion-related attitudes are: Experiences with people with disabilities with
and outside of work context, subjective perception of different forms
ment, professional experience, perceived (administrative) support, n

influences as well as the self-efficacy of the teachers and trust i

Feyerer et al. 2014: 181; Przibilla et al. 2016: 38).

\ 4

Figure4 Model of teacher’s attitude

' . . .
Teachers' atti walinclusion
omotio, Multi-
i professional
. . on learning .
Individual and holisgig sup (Han heterogeneity, cooperation
advice, acco, ent . .
differen n, class climate, etc.)
Focus: | ual N
: learning group School-intern
teams
AN
=
is and Exams and awarding of degrees "
ing (a.0. Disadvantage compensation, Regional
differentiation) networks

Focus: Statement and certification

Diagnosis

rce: Created by author, adapted from Zoyke 2016: 217

O e

Dignath et al. (2022): Teach-
ers’ Beliefs About Inclusive
Education and Insights on
What Contributes to Those
Beliefs: a Meta-analytical
Study

27
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3 TEACHERS’ COMPETENCE DEALING
WITH DIVERSITY

Lecturers need to know which strategies work best so that every student has ac-
cess to appropriate learning opportunities. Recognition of diversity as a value

the guiding principles of educational policy frameworks. This is linked with t
concept of differentiation of the students. As international comparison display
positive promotion of diversity is an important factor for successful
processes (Fischer et al. 2014: 16). Knowledge and competencies in the
field Diversity and Inclusivity are tangential to all areas of profgssional
edge, and comprises:

- General Knowledge on Diversity and Inclusivity
Diagnostic
- Consultation
- Support
ers' comp

‘h

e dealing with diversity and Inclusivity

Consultation

Source: Created by author, based on Wasmann & Zinn 2018

28
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3.7 GENERAL KNOWLEDGE ON DIVERSITY AND
INCLUSIVITY

General knowledge on diversity and inclusivity refers to a broad understand-
ing of concepts, principles, and issues related to diverse identities, cultures, and

perspectives, as well as the importance of creating inclusive environments. It

encompasses knowledge about various dimensions of diversity, such as race, eth-
nicity, gender, sexual orientation, age, socioeconomic status, abilities, religio
and more. Having general knowledge on diversity and inclusivity involves bei
aware of the experiences, challenges, and inequalities faced by differe

knowledge on diversity and inclusivity also e

competence, intercultural communication, u&
dynamics, social justice, and inclusive practices i
cation, workplaces, and communities. It invol i cal and
societal contexts that have shaped diverse ide
efforts to address discrimination, prejudice, an
general knowledge on diversity and j
titudes, promoting social cohesion, an ds a more equitable and just

society. It allows individuals aee in mea logue, challenge stereo-

types, and actively contri@8F : inclusive and respectful environments

for everyone.

29
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3.2 DIAGNOSTIC

Diagnostic in educational settings involves recording the individual learning
status of students. It has a different significance and a different objective. Ped-
agogical diagnostics makes it possible to assess the learning status of students

and to prepare and implement appropriate support in the form of support pl
Educational diagnostics and support are closely interrelated. This includes sui
able forms of support (type, duration and scope) as well as regularly u
support planning. Support plans contain information about the initia
procedures and goals of the planned measures. They help teachers to b
sponsive to the individuality of students and to offer special i

¢

e Quality criteria

o Intelligence

e School performance tests
e Special learning needs assessment, sta ndardised methods
e Students’ pre-concepti
e Academic self-concepts (e.2¢ nd-Effect, Hawthorne effect,
halo effect)

e Limitsofth

ucational setfl
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What is diagnosed?

Diagnoses can refer to a process, to results or to the constituting conditions. It is
important that a diagnosis always keeps a holistic view on the person’s ability and
development of the students (cf. Greiten 2009: 24). Here are some examples:

- Diagnosis of learning backgrounds and of learning prerequisites (e.g. prior

knowledge, cognitive conditions, interests)

- Diagnosis to identify developmental or learning statuses (oriented to comp
tence levels)

- Diagnosis to identify learning potentials, motivations, obstacles to learning
learning progress

- Diagnosis of learning types

- Diagnosis of the learning environment (e.g. family, peen

- Diagnosis of group processes (e.g. social c e in the

- Diagnosis of behaviour or problems (e.g. social
learning behaviour)

intelligences (von Sald

RAINME, Unit 3: Diagnosis and Assessment

31
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3.3 CONSULTATION

Consultation is a core skill for school psychologists and other professionals work-
ing in school (e.g. teachers). In addition to school career counselling, counselling

approaches that affect students, parents and teachers include, for example, coun-
selling for learning and performance problems or behavioural problems at sc

School-based consultation is a method of psychological service delivery in whi
a school psychologist works together with a teacher and/or parent to i

consultant (e.g. school psychologist), the consultee (e.g. teacher o

\ 4

client (e.g. student).

SCHOOL CONSULTATION

School consultation is a proactive appr: ychological and educational

services, aimed at fostering collaborative consultants and consult-
ees. It involves a reciprocal ocess, guided by eco-be-
havioural principles. The pri engthen and empower consultee sys-
tems, ultimately leading to improve

2002: 6206).

ing and performance. (Zins & Erchul
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3.4 SUPPORT

Support (or individualised support) is understood to be all actions by teachers that
are taken with the intention, or have the effect, of supporting the learning of the
individual student, taking into account his or her specific learning requirements,
needs, pathways, goals, and opportunities. Disadvantaged as well as gifted learners

are objects of support, that can:

- be directed at different areas (such as cognitive skills, language developm
social skills, learning strategies, subject-specific knowledge, motivation);

- address diverse student characteristics or groups (low achievers,
dents, girls and boys, students with and without an immigrant backg
students with special needs);

- pursue different goals (e.g. eliminate learning deficits o
interests); take place in different ways (v
permanent) and finally also be anchored at diff
in extracurricular activities).

DIFFERENT WAYS TO SUPPORT LEAR
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4 DIFFERENTIATION

Differentiation is significantly relevant for effective inclusive teaching in het-
erogeneous groups (Amrhein & Reich 2014). Differentiation is a collective term
for didactic, methodical and organizational strategies, in order to challenge and

homogenise small groups of learners taking into account the diversity of lear
er differences and learning needs and interests within the same classroom ov

a certain period of time (Stradling & Saunders 1993; Tomlinson et al. 2

‘the learners’ ‘way’ of learning is differentiated. In other words, all le

ASCD (201 1): Key Elements
of Differentiated Instruction

Pham (2012): Differentiated
Instruction And The Need

To Integrate Teaching And their intelligence preferences gende’
Practice
defines differentiation as a phllosoph

ture, or inson (2005)

f tegching premise

n (Tomlinson 2001, 2005).
als, content, teaching

itable, ed and supportive materials and task orientation & self-evalua-

n.

THEORETICAL BACKGROUND

Differentiation has traces of Gardner’s Theory of Multiple Intelligences and can be con-
sidered as its pedagogical application (e.g. Gardner 2008; see also Tomlinson & Allan
2000: 21). Gardner’s theory recognises that learners are different in terms of their intel-
ligences and talents, and thus implies that teaching should be adapted to best match each
learners’ individual abilities and needs. Another theoretical concept that is central to dif-
ferentiation is Viygotsky's (1978, 1982) Zone of Proximal Development (ZPD) (see also
Tomlinson & Allan 2000: 18-19). The aim of differentiation is to discover the learner’s
actual development stage and tailor the teaching so that it corresponds to the learner’s
ZPD.
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Figure 6 Differentiated instruction flow chart

DIFFERENTIATION OF INSTRUCTION

is a teacher's response to learner’s needs

l

guided by general principles of differentiation
such as

/| O\

respectful flexible
tasks grouping

teacher can differe

ange of instructional and management strategies

& intelligences tiered lessons AMAT
AW tiered centers vaned questioning strategies
aped matenal tiered products interest groups
< anchor activities learning contracts vaned homewaork
“@rying organizers small-group instruction compacting

 texts group investigation vared journal promipts
upplementary materials orbitals complex instruction
ite. _.ecircles independent study

Source: Created by author, based on Tomlinson 1999, 2008
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The intent of differentiation is to maximise each student’s growth and individual
success by meeting each student where they are at the time and assisting them in
the learning process. Differentiation is based on a set of beliefs that:

- students who are the same age differ in their readiness to learn, their experi-
ences, and their life circumstances;

- differences are significant enough to impact what students learn, the pace
which they learn, and the support they need from teachers;

. students learn best when connections can be made between the ¢
interests or life experiences; and

- teachers should attempt to maximise each student’s learn
proactive, student centred, dynamic, and rooted in as
sises multiple approaches to teaching content an
(Tomlinson 1999).

§ More in Module 1 of T nd Assessment
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Differentiation can be further distinguished between:

- Differentiation through learning tasks and more open and individualised tasks,
i.e., differentiation through teaching that takes into account the heterogeneity
of the learning group and in which the learning processes are not aligned to

an intermediate level, but in which all three requirement areas are taken into

account (use of speaking and writing aids in the form of picture material, dic-
tionaries, sentence and text modules, e.g. constructing dialogues in concrete

situations, speaking and writing about one’s own preferences, interests an
needs, creating situations in which learned vocabulary can be used (cf. am
others Bottger 2008: 11)

- Quantitative differentiation according to the amount of work (e.g. s
further and deepening tasks for fast children, extension of tk

ial and cooperation forms (independ-

work, encouraging mutual help,

erentiation measures at the same time.

ADAPTIVE TEACHING AND LEARNING

In educational psychology as well as in the international scientific literature, other terms
can be found which are conceptually closely related to those of pedagogy. The central
concept that encompasses individualisation and differentiation is called adaptive educa-
tion, which is when Anglo-American countries speak of adaptive education.
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5 DISADVANTAGE COMPENSATION

The alignment of study and examination regulations by the so-called disadvantage
compensation helps to prevent disadvantages which arise out of disability, chronic
or acute illnesses or from family responsibilities during the course of the studies.

Disadvantage compensation is not an allowance but compensates disadvanta
Since the expected performance is not reduced, it may not affect the assessme
of the performance in the examination and shall not be recorded in thecertifi-

cates or expert reports.

EXAMPLES OF DISADVANTAGE COMPENSATION

e Extension of time for exams *

¢ Maodification in the method of examii¥tion
o |ndividually adjusted exam/submission d
o Alternative performance

e Permission for the use of technical
e \Writing exams in separate rooms
e Preference in attending tRe lectures

Basically, the disadvantage com ays be decided depending on the indi-

vidual case and the g since the ntage can vary greatly.
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Chapter 4

LANGUAGE IN
EDUCATIONAL SETTINGS

1 INTRODUCTION

After PISA 2000, teachers’ competences in (multi-)
linguistic education play an increasingly impor-

tant role in order to address linguistic diversjain
the classroom (Becker-Mrotzek & Roth 2017)*
teachers should be concerned about the language

dimension in education (Vollmer & Thiirman
language is used in different situations and fo ses. The tradi-
tional view is that language is important in lan
communicate and learn about lang
oal in itself, but as an im-
(e.g. Leisen 1999, 2016;

as a subject). However, language is no lo
portant issue for all subject
Vollmer & Thiirmann 20

anguag jons students need to cope with in school

regulations,
requirements

LANGUAGE
USE IN

First, foreign
or second
language

learning

Acquiring
knowledge in
non-language
subjects

SCHOOL

Social
interaction in
school

Source: Created by author
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Instead, language of schooling also embraces languages used for the teaching of
other subjects (language(s) in other subjects). As Vollmer (2006) states, language
learning and education occur ‘in each and every subject in school, in each and
every academic/mental activity, across the whole curriculum’ (Vollmer 2006: 5)
in order to be generally involved in what is happening in the classroom to be able
to participate, for expressing an understanding and for interacting with other

For example, teachers use language to deliver subject content and accompany
ing tasks. Language of schooling does not only refer to the teaching and learnin'
of isolated grammar or vocabulary for everyday communication. Sin
school subjects have their own communication (most often seen in tex
language is also a tool for subject specific ways of thinking a
and knowledge processes (Vollmer 2006: 5). Learners do not on
or expression for a specific object. They also learn to
a content-related and purpose-related, contextual 3
al. 2001).

e concerned,

way, which requires high levels of cogaitive thinki
What the language of subject learninig*all non-li
there are terminologies such as Language agi¥age Across
the Curriculum (Vollmer 2006, 2007).

Language is the key to successful inter i cepts which is a prereq-
uisite of deep learning. These forms of ¢ icati ich are specific to the

different academic subjects to as subject literacy.

braces two key components:

their own right (literacy, reading, writing, literature,
king about la

C.) -> language as a subject
es used for the teaching of other subjects (maths, biology, history, geogra-
> |anguage(s) in other subjects.

They are

» national languages in most countries
e regional or minority languages in some education systems, such as Corsican in Cor-

sica (France) or German in the schools of the German minority in Denmark (COE
2006)
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Another critical aspect of educational language, particularly within the school
environment, is the epistemic function (Halliday & Martin 1993). Through this
function, both individual and dialogical thinking, as well as self-directed develop-
ment, are facilitated to attain new knowledge. Furthermore, the use of linguistic
acts associated with educational language within the school context is essential.
This implies that actions within the classroom are articulated through language,
and tasks are executed verbally through this function. Therefore, language serves
as a pivotal tool for both acquiring knowledge and expressing professional compe-

tence. The language proficiency of the learners is also pertinent for the teac
assessment of their respective levels of knowledge, as it serves as the foundati

for evaluation.

LANGUAGE TRIPTYCH ‘

Coyle et al. (2010) describe a ‘Language Triptych’ in why

eeroles:

guage of, for, and through learning.

Language of learning refers to the words and gra
talk and write about a subject, most often the speci
tosynthesis in science or treaty in hist

the language
teachers age

tudents work indePendently on their own projects and chosen topics, and indoing

encounter new language.

41



42

Module 1.1 Diversity and Inclusion in TVET

Library

2 LANGUAGE OF SCHOOLING - WHICH
LANGUAGE SKILLS ARE RELEVANT
FOR SUCCESSFUL (SUBJECT CONTENT)
LEARNING?

Hence, the language of schooling is the basis of all teaching and learning. It is
deniably evident that students must have proficiency in the dominant language

only the key to understanding mathematical and scientific task
dispensable prerequisite for mastering complex learnizg

the ability to communicate in everydgsituations, en, and to
produce texts orally and in writing, i&e sense o a1 literd However,
it goes far beyond this in its specificity, w
the fact that the production of oral u erns of use of

There are specific linguistic i ents and patterns, which
are typical for teaching an contexts, e. g. in the context of

music. In this context, school lan-

guage can also be sgf ISR chooling, which has hardly been
transparent and codified and on which many learners struggle

ese registers are often referred to Cummin’s (1979, 2000) terminology, the Basic
Interpersonal Communication Skills (BICS) and Cognitive Academic Language Pro-
ficiency (CALP).

The concept of registers is typically associated with variations in language
conditioned by uses rather than users and involves consideration of the situation

or context of use, the purpose, the subject-matter and content of the message,
and the relationship between the participants (Romaine 1994: 20).
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2.1 SOCIAL LANGUAGE

Social language is associated with every day, casual interactions; it’s the language
we use to order an ice cream, talk with a neighbour, or chat with family members.
Children learn their home language, they learn several different language styles,
which vary depending on the setting, the speakers, and the goal of communica-

tion. These styles are also called registers.

A register is a variety of a language used for a specific purpose and audience i
particular social setting. Registers are simply a particular kind of language be
produced within the context of a social situation. Below are three ways,of sayin
the same thing, depending on the relationship between speakers an
stance (from Gottlieb & Ernst-Slavit 2014: 2):

d

iake less noi

Throughout the day a person may use several

I would be very appreciative if you woul
Please be quite.

Shut up!

s (see Fig. 8).

To Whom | Context

d clinically patient work

friend grocery
store

son basketball
practice

“let me know where u r when you have | teenage text
a min. thx, luv u” daughter | message

“I never had the opportunity to meet neighbor | written

your father, but | know you talked message
highly of him, and | know your loss is on a card
great. Our condolences to you and

your family”

Source: Extracted from Gottlieb & Ernst-Slavit 2014: 3
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In schools, this is the language students use in the playground, cafeteria, or in
hallway. However, social language is also very much used in classroom dialog, as
illustrated in the following examples from Gottlieb & Ernst-Slavit 2014: 3):

Turn to your elbow partner and figure out the answer.
(Grade 2 teacher to students)

Hold your horses; we are not there yet! (history teacher to school students)

Dunno how to save my work. (Grade 4 students to teacher)

Social language (or BICS), is less cognitively demanding and often inclu

ial langu i ing specific

ucation. Cognitive processes linked t
d so

information, naming objects, and matchin

BASIC INTERPER LLS (BICS)

Pition Skills (BICS) are basic language skills that speak-
mmunication situations. Cummins introduced the
). BICS develop in the social environment of a lan-
d and place low cognitive demands on the speaker.
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2.2 ACADEMIC LANGUAGE

The social language, which may be well mastered by most learners, is not suffi-
cient to adequately understand, think and speak about these diverse, complex and
increasingly abstract contexts and texts in the subjects, and finally to (re)produce
them in writing. Instead, learners need an academic language to acquire new or

deeper understanding of the content and to communicate that understanding to

others (Bailey & Heritage 2008; Schleppegrell 2004). Academic language is another
aspect of the language of schooling and is widely used now in education to rei
to more specialised and formal language characteristics of the school subjects

school success is very diverse, often subject-specific and is og
text learned efficiently where the students need it - i.e., inf85 =
each subject uses its own specific words, phr. iri
academic language is often seen as a matter of acquiri list

(e.g. in science: ‘electrolysis’, ‘ion’, ‘neutron’; in lite

COGNITIVE ACADEMIg4 A BOFICIENCY ( P)

Cognitive Academic L4
from birth but
reflect prima A ’ i uire in school and which they need to use
through the grades. The notion of CALP is

P) develops through social interactions
S after the early stages of schooling, to

ns introduced th&g&rm in the 1970s (cf. Cummins 1979). However, the construct
ademic language proficiency does not in any way depend on test scores to support

ither its construct validity or relevance to education.
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There is a realisation that there are different kind of words within a curriculum
that students need to learn, and which are classified differently.

The academic language necessitates more than knowledge of single words to
describe complex concepts, thinking processes, and abstract ideas and relation-
ships. The academic language needed for students to access disciplinary content,

learning materials or text types and successfully participate in cognitive-ped
gogical activities and assessments involves knowledge and ability to use speci
linguistic features associated with academic disciplines (Vollmer 2013;
Ernst-Slavit 2014).

Learning a school subject, then, means being able to compreh
types of texts or genres (both oral and written) through whic
the subject is communicated (For a thorough discussio
of school genres typically used in CLIL, see Llinares

Academic language is not a set of ski*
environment but rather is learned thrddg
is facilitated through explicit teaching.

at Englis up from the

support and

Paying attention to literacy means ta
subjects such as science and history ha
cation, most often seen in th
example, a typical genre in i atory report (the writing up of an

experiment) and in hist ical account, which not only re-

Table 2 ctions of academic language use

uial informal communicate complex facts, contexts and
requency of longer arguments, support higher-order

complex sentences, impersonal thinking, abstraction and concept

statements and passive voice, abstract formation, establish coherence of ideas,
terms, nominalizations, complex avoid personal involvement, facilitate
compound words, particular figurative comprehension for distant 'audiences),
expressions and lexical or set phrases support arguments with evidence,

(e.g. ‘crux of the matter’, ‘point of view’), conveys nuances of meaning, moralising
clarity of expression and low redundancy, statements through ‘boosting’ or
condensed texts and complex messages... ‘hedging’ etc....

Source: Created by author, adapted from Beacco et al. 2015: 26
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lates historical events but includes some explanation of them. In table 3, there are
examples presented which illustrate the nature of academic language in context,
in close connection with content-based language. A distinction is made between
content language and general academic language use within a number of subject
areas. Some authors distinguish more precisely between four aspects of academic
language features, namely content-specific vocabulary, general academic vocab-

ulary, grammatical structures and cognitive-linguistic functions. Furthermore,

academic language is characterised by the specific linguistic features associated
with academic disciplines, including discourse features, grammatical constr
tions, or language modalities and content areas (Gottlieb & Ernst-Slavit 2014).

Table3  Examples of subject-specific vs. general academic language usgg

SUBJECT-SPECIFIC GENEK  \C"  _.MIC
LANGUAGE 'ORDS., ‘HRASES

Language as Imagery, alliteration, theme'
Subject metaphor, plot

Stylistic devices i ext, decline,
emonstrate, denotes,

heric, opposition, structure,

History

That is, implied, contains,
leads us to believe, teaches a
message

Therefore, as a result,

Reciprocal, balance, proof, consequently, consist of, on
potenuse, obtuse, matrix the assumption that...

urve is (sharply) rising
If ...then, end up with, derive,
take care of, thus, suppose,

Mitosis, gravity, force, FLreits il

sublimation Global warming ) ) )
Hypothesis, variable, infer,

results, dependent (on)

Toincrease, to decrease, to
stay even or to even out

Source: : Created by author, adapted from Beacco et al. 2015: 26 & Gottlieb & Ernst-Slavit
201444
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Academic language operates within a sociocultural context that lends meaning to
oral or written communication. The sociocultural context of academic language
learning encompasses the interaction between the student and the learning en-
vironment, including the topic or theme of the task or situation, the genre or text
type, and the participants’ identities (WIDA 2012). Academic language (or CALP),
is much more cognitively demanding and often appears in situations without

many context cues (such as a non-illustrated reading passage or a lecture-sty
lesson without visuals or manipulatives.) How quickly students acquire academ
language varies widely due to multiple factors ranging from student
tional experience to the quality of teaching.

Research has discovered that the acquisition of English skill

Language support in academic language i

cational system (e.g. schools) and of al Vely counteract

educational disadvantage.

Dimensions of Academic L

Academic language can be divide

. discourse level

- sentence leve

having ¢ racteristics that reflect the quality, quantity, ac-
ity, and sophistication of language use in a discourse, sentence,

vels of academic language use.

Researcher Averil Coxhead developed the Academic Word List at the Victoria University of
Wellington, New Zealand. The list was developed by analysing a corpus of academic written
texts to find out which words occurred most across a
range of 28 subject areas in four academic disciplines: . T
Arts, Commerce, Law, and Science. The Academic ¢ s el-ef S AmEHican Dictionary
Word List is a useful English resource for lecturers and -
students. You can browse the list in the Oxford Ad-

vanced American Dictionary and the Oxford Learner’s e Oxford Learner's Dictionary
Fa by - of Academic English.

Dictionary of Academic English.
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Figure 9 Examplesillustrating aspects of academic language in context

'One of the prevailing scientific
opinions is that there is

Academic langu

Content-Specific Vocabulary
Example: 'global warming'

General Academic Voca
Example: "prevailing" or
studies, other c

arts, science, social

onal phrases such as

» Extracted from Beacco et al. 2015: 27
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Table4  Dimensions of academic language

ACADEMIC LANGUAGE GENERAL AREAS OF COVERAGE

Discourse Level « Texttypes

» Genres

* Voice / perspective
= Cohesion across sentence (e. g., through connectors)
» Coherence of ideas

« Organization of text or speech

= Transition of thought

Sentence level « Types of sentences - simplg

compound-complex

. Typeygjauses—rel
* Prepo

= Syntax (for Al structurg

Word / Phrase level . ialised, technical academic

Source: C ottlieb & Ernst-Slavit 2014: 3
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3 COMMUNICATION SKILLS ACROSS THE
CURRICULUM

In school and in life, students face a diversity of circumstances that require lan-
guage skills. The four core communication skills that are important in all subject

areas in the curriculum are writing, speaking, reading and listening. Students

need to express and interpret facts, data, thoughts and feelings, both in writing as
well as speaking. Communication skills are important for expressing ideas a
subject content and to help learners work well together. This includes commu
nication functions (purposes for speaking or writing) such as: Giving
describing a process; expressing conditions; describing trends; talkin
purpose; defining, expressing agreement or disagreement; clarjf
been said; describing cause and effect; explaining an opiniog
and opinions; generalising; giving instructiong giving app
interpreting data; predicting and justifying p‘ctions- !
suggesting, etc.

Figure 10 The four core communication skills

Qe

Source: Created by author
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Listening and reading literacy are essential for learning since they enable students
to acquire insights and information, and to achieve success in communicating
with others. Life within and outside school affords many listening opportuni-

ties, but some students fail to seize them because they let their minds wander or
they may concentrate on what they want to say themselves rather than on what a

speaker is saying.

Learners must develop an understanding of the variations among speakers an

the importance of adapting their speech to different situations. They s

Additionally, they can gain valuable insights by learni
among different dialects.

According to PISA, reading literacy is‘ned ast and, use,
evaluate, and reflect on texts, as well as bej 3 them in
order to achieve one’s own goals. Acco
the basis for developing ones own kn
in society. To meet this broad definitio i cy, the PISA test covers
different types of texts and

ock’ if they engage in more than one or two of

to start writing a report, for example, with-
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4

LANGUAGE REQUIREMENTS IN SUBJECT

TEACHING

A model developed by Vollmer et al. (2013) describes demands and expectations

of school language, that has emerged from curriculum analyses as well as from

further theoretical considerations. It outlines four dimensions that are closely

interrelated:

Cognitive-pedagogical activities

Cognitive activities / Basic discourse functions

Comprehension & production of typical text types

Linguistic/communicative means of realisation

Figure 11 Model to describe language in schooling

Dimension 1: Cognitive-pedagogical activiki

Ability to Ability to
participatein obtain,develop | structure,
educational :
interaction/
communication

Ability to
critically reflect
and optimise
results and
procedures

ducational
learning
questions

Dimension 2:
Cognitive
activities / Basic

discourse
functions

Linguistic devices: pronunciation, writing, vocabulary ,grammar, pragmatic/discourse mark |

Communicative activities: listening comprehension, reading comprehension,coherent
speaking, participation in conversations, writing, language resources

Source: Created by author, adapted from Vollmer 2010: 7
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Cognitive-pedagogical activities

The typical level of subject-specific language teaching in the school setting. Lan-
guage action is related to the accelerated acquisition of knowledge, skills and
dispositions. For the students it is therefore a matter of, among other things,
following the subject discourse in class, using the provided media, work tools

and methods, building up cognitive processes, re-structuring and differentiatj
knowledge, communicating and presenting work results as well as reflecting o

their own approach in consideration of the cooperation with others. O

- Abilities to reflect about
mise both

The five competeng
a broad spectrumg

ic language proficiency. In other words, students’ language through cognitive
iscourse functions (CDFs). CDFs are the central linguistic actions in the class-
room. Discourse functions (cognitive discourse functions, CDF, or academic
anguage functions) can be seen as a ‘bridge’ linking all three dimensions — con-

, literacy and language (Morton 2020). In the context of (bilingual) education,
ttlieb (2016) calls discourse functions the ‘key uses of academic language’. They
refer to a broad spectrum of different linguistic-cognitive operations — such as
analyse, reason, hypothesise, describe, report, classify, compare, explain, persuade
(e.g. Dalton-Puffer 2007; Chamot & 0’Malley 1987; ZydatiR 2005; Vollmer 2006,
2008, 2009).
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There are different classifications for CDF. Zydatif3 (2013: 324) names three macro
functions: describing, explaining and evaluating. Vollmer (2011: 1), on the other
hand, lists eight functions: negotiating, naming, describing, reporting/narrating,
explaining, arguing/positioning, evaluating, simulating/modelling.According to
Dalton-Puffer (2013) there are seven cognitive discourse functions: classify, define,
describe, evaluate, explain, explore, report.

Table5 CDF types and their underlying communicative intentions

| tell you how we can cut up the world

1
according to certain ideas ’
) | tell you about the extension of this o
specialist knowledge
: | tell you details of what can be see
metaphorically)
4 D is vis a vis EVALUATE
EXPLAIN
EXPLORE
REPORT

ce: Created by author, adapted from Dalton-Puffer 2013: 234
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The discourse functions, that are linked to Bloom’s taxonomy, are not normally
seen as essentially linguistic in nature, as they are usually described as ‘thinking’
skills. However, it is not difficult to argue that these objectives are actually ver-
bal in nature. Not just because they can be expressed as verbs, but because they
require quite specific language resources in order to be carried out. For example,
evaluating requires the use of linguistic resources to judge the qualities of peo

and appreciate the qualities of things.

It is through these CDFs that learners build and structure knowledge,
lows them to make sense of new content, for example by:

- describing and labelling the parts of a cell

- explaining and defining a complex process such as photosynt

- comparing different types of volcanoes

- assessing and evaluating the oppo*ities/thr
(fracking)

Table6  CDF-Types and their members

CLASSIFY

c, contrast, match, structure, categorise, subsume

dentify, name, specify

Evaluate, judge, argue, justify, take a stance, critique, recommend,

ment, reflect, appreciate

EXPLAIN Explain, reason, express cause/effect, draw conclusions, deduce

Explore, hypothesise, speculate, predict, guess, estimate, simulate, take
EXPLORE .
other perspectives

REPORT Report, inform, recount, narrate, present, summarise, relat

Source: Created by author, ddapted from Dalton-Puffer 2013: 234
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Discourse functions can be found in the core curriculum for different subjects,
they are also used across disciplines, and differ in their technical implementation:

Identify and describe the work environments in the manufacturing, engineering and

technology fields

Extract 1. Example from current South African syllabus Engineering Fundamental
NQF Level 2

The students inform themselves about tasks, work requirements, activities and

ments.

Extract 2. Examples from current German sy&s Electri
lated by the author]

In the works of Beacco (2010), Vollmer (2010),

The cognitive-linguistic ¢ g e five fields of activity can refer produc-
tively as well as rec of materials and documents, which

are referred to g ised #Whese texts can be verbal, but also

duced in
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Table 7 Relevant discourse functions in literature, science and mathematics

LITERATURE SCIENCE & MATHEMATICS

analyze analyze
argue argue
classify classify
compare compare
describe / represent describe / represent
deduce deduce
define define
distinguish distinguish
enumerate enumerate
explain explain
lllustrate / exemplify Illustrate / exg
infer infer
interpret interpret
judge / evaluate / assess ‘ 3
correlate / contrast

match

name

prove

recount/ narrate

report (on) a

discourse

summarise

specify

assess (also mentioned above)
calculate
outline / sketch

assess (also meyg
outline / sketc

acco et al. (2010: 20-21), Vollmer, (2010: 21), Linnewe-
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Linguistic/communicative means of realisation

Dimension 4 is referred to as text competence and is not based on a universally
accepted scientific definition of text, which, by the way, does not exist. On the
contrary, it is assumed on the working level that it refers to a self-contained and
in principle describable complex structure of utterances, which consist of several
statements (sentences), which are connected with each other in content and form.

Textual competence or more precisely oral and written discourse ability would
thus be the ability to make a strategically guided selection from inventories of
linguistic means, taking into account situational factors and one’s own searc
communication intentions. Also, it would mean to condense these linguistic el
ments into texts or, in the reception of texts, to derive the constructi
meanings and the use of specific discourse strategies from the use of spec
guistic means, taking into account situational factors (cf. on
Schmélzer-Eibinger 2008).

It follows that for modelling a frame of refer’ in dime
components have to be considered:

- Discourse strategies

Textuality criteria
- Linguistic resources

- Communicative activities / skill areas.

ICIENCY (CALP)

er, texts and text types can be grouped under various aspects, e.g.

_fictional texts vs. non-fictional texts (= non-fiction and util-

domains of use, e.g. didactic for school vs. authentic; private vs. public, general vs.

specialised

the degree of conventionalization, e.g. personal letters vs. business letters; narrative

of experience vs. accident report

pic functions, e.g. expressive function, representational function, prompting func-

jon, poetic

o forms of representation and the type of sign system used, e.g. body language, images,
image sequences, numbers/statistics, schemata, maps, text-image montages, other
discontinuous texts

* media realisation, e.g. written/printed texts, spoken texts, presented texts, text-im-
age, film, television, computer animation, Internet offerings.
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5 VOCATIONAL LITERACY

Vocational literacy refers to the ability of individuals to read, write, comprehend,
and effectively use information related to a specific trade, profession, or occupa-
tion. It is a specialised form of literacy that focuses on the knowledge and skills

required for success in a particular vocational or technical field. Vocational li

cy is essential for individuals pursuing careers that demand specialised knowl

and expertise beyond basic reading and writing skills.

Students who, due to their limited linguistic abilities, have problems

lessons at TVET colleges and do not actively participate in th

Students must understand operating instructions and
Last but not least, advising customers requires hig
only L2 students are able to cope wit‘a limited

6 LANGUAGE PROFI
STANDARDS

guncil on the Teaching of Foreign Languages (ACTFL)
e, developed by the Interagency Language Roundtable. The ILR

e broad levels, ranging from zero to five. On the other hand, in
ommon European Framework of Reference for Languages
EFR) scale, which comprises six levels.

In the context of school, the need to develop academic registers is a strong argu-
ent for all learners to learn through programs that integrate subject teaching
its associated language. This has implications for both program planning and
assessment.
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\ 4

DEFINITIONS OF LANGUAGE PROFICIENCY

petence has played a significant role in
hge instruction, and the development and

into account the c®ntext in which the language will be used. Even a fluent moth-
ongue speaker of English will not be proficient in every possible context: There will
always be some subjects that they know very little about, so they can't talk about them.
ence, it is not simply a matter of getting the basic grammar correct, but of knowing the
t appropriate language to use in a particular context, or, in other words, to know how
he appropriate register.
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6.1 CEFRLEVELS OF LANGUAGE PROFICIENCY

The Common European Framework of Reference for Languages: learning, teach-
ing, assessment was published in 2001, approximately 30 years after work on
drafting the Threshold level (B1) started. The main aim of the document was ‘to

functions, five different language skillg (listening,
spoken interaction and writing) and ‘

the CEFR addresses a number of issues in i g ) guage learn-

language teaching, language curricul nt in both formal
and informal contexts.
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Table8  Descriptions for language proficiency

COMMONLY USED DESCRIPTIONS FOR CEFR DESCRIPTION

LANGUAGE PROFICIENCY

Native speaker -

Near native / fluent proficient user (C2)

Excellent command / highly proficient in spoken and proficient user (C1)

written English (for example)
Very good command
Good command / good working knowledge ‘

Basic communication skills / working knowledg

Source: Created by author, based on Council of Europe
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6.2 ‘LANGUAGE OF SCHOOLING’” AND LANGUAGE
PROFICIENCY LEVELS IN SOUTH AFRICA

In South Africa, or in Africa in general, there is no standardised definition for
what it means to speak a language. The only existing definition is provided by the

Organisation Internationale de la Francophonie (OIF), as stated in Maurer (20
3): A francophone is defined as ‘a person able to express themselves in French,
gardless of their level or their mastery of other skills such as writing
It is likely that this definition encompasses speakers at the A2 level an
though it is not explicitly linked to the CEFR levels.

Town in South Africa sets the higher
still below the highest C2 level.

According to Albaugh (2014),
the francophone countries 0
the definition of who g
ca possess sufficient proficiency in
ioa in that language.

e home languages of some or all of the enrolled learners but rather have one or
two languages offered at Home Language level. As a result, the names Home Lan-
guage and First Additional Language refer to the proficiency levels at which the
guage is offered, and not the native (Home) or acquired (as in the Additional)

Home Language level provides for language proficiency that reflects the mastery
of interpersonal communication skills required in social situations and the cogni-

tive academic skills essential for learning across the curriculum.

The first Additional Language level assumes that learners do not necessarily have
any knowledge of the language when they arrive at school. The focus in the first
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few years of school is on developing learners’ ability to understand and use the
language-basic interpersonal communication skills (cf. Cummin 2002).

In Grades 2 and 3 learners start to build literacy on this oral foundation. They also
apply the literacy skills they have already learned in their Home Language. In the
Intermediate and Senior Phases, learners continue to strengthen their listening,
speaking, reading and writing skills. At this stage, most children are learning

through the medium of their First Additional Language, English, and should be
getting more exposure to it.

Greater emphasis is therefore given to using the first Additional Language for

purposes of thinking and reasoning. This enables learners to develop

ing both interpersonal and cognitive academ
study South African TVET lecturers also stressed
examinations where good language of teachin

for tertiary learning at TVET colleges or
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7 SUBJECT LITERACY - OR WHAT MAKES
LANGUAGE OF A SUBJECT SPECIFIC?

As mentioned above, the forms of communication which are specific to the differ-
ent academic subjects are often referred to as subject literacy. Linguistic activi

in all subjects is diverse and demanding, which can be seen in the large numb
of operators and their different requirements with which the lesson content is
developed and reproduced. At the same time, many of them cannot b
ly distinguished from each other, which makes orientation even more
They often have different functions in different subjects. In a
linguistically more or less abstract conventions of representa

mastered in reception and production in a technically a

- experimental protocol,
- interpretation, but also

- non-linear texts like labe

4. Applying ledge to and within other contexts
5. Participating in the socio-scientific world

6. Transferring generalisable knowledge, skills, attitudes
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7.1 STEM SUBJECTS AND THE ROLE OF LANGUAGE

Traditionally, STEM subjects have been looked upon as knowledge subjects or
nonlinguistic subjects that have relatively little to do with language. Today, many
stakeholders view this differently: ‘Whatever the subject, all knowledge building in
the school context involves working with language’ (Beacco et al. 2010: 6), i.e., at all

levels of STEM education, language plays an important role (van Djik & Hajer 2016:
537) and the acquisition of domain-specific language is one of the aims of STE}
classes. The abstract cognitive processes associated with learning science and

technology demand the application of Cognitive Academic Language Proficien-

language, it becomes considerably challenging to acquire it ig ) ¢ 'itf;’n‘z,u?,:}io;ﬂf,
. . e ] Languageand
(Cummins 2000; Ball & Lindsay 2010). Students with limiteg (Forward & ntroduction)

language proficiency achieve less conceptual’erstandi
their more language proficient peers (Secada 1992).

A major challenge to students learning in STE
in which science is written (Snow 2010) — in p
grant or minority background, and it is import t these students
achieve according to their abilities.

ful interpretation of assessip tanding of the language

fore linked to poor lang
2016). Learning to,
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7.2 STEM SPECIFIC LANGUAGE REQUIREMENTS

Although school subjects share common patterns of language use across the
curriculum, for domains, such as science and mathematics, it has long been estab-
lished that many students experience grave difficulties in mastering the language
that is an inherent part of the content (Wellington & Osborne 2001), and that

language used in the lessons and in the textbooks appears to the learners as a

foreign language (cf. Leisen 2016). Generally, the language of science cg

few stories or narratives (compared to history or 1a
stead display the following character‘s:

- They are factual, hierarchically organi
and dense (low redundancy).

buoyant, are '€w to the students and are specific to the scientific community.
thers, like force, object, and solid, are familiar to the students but hold distinct
or more precise disciplinary meanings within the context of science. Additionally,
there are numerous words that are commonly used in academic settings, such as
mersed, displaced, fluid, and impact. On the morpho-syntactical level, students
en encounter complex syntactic structures, such as expanded noun phrases, ex-
tended attributable clauses, subordinate clauses, and grammar words that indicate
local, temporal, modal, and logical relationships within a sentence. These struc-
tures pose challenges for students to navigate and comprehend the intricacies of

the language used in scientific discourse.



Figure 13 Archimedes’ principle

The more a body is immersed in water, the more the weight of the body
decreases. The weight of the body is least when it is completely immersed
in water. This means that loss in weight of the body increases as it is
completely immersed in water.

When a body is partly or completely immersed in water (or any other
liquid), then: Loss in weight of body = Weight of water (liquid) displaced by
the body = Buoyant force or upthrust exerted by water (any liquid) on the
body.

Source: Extracted from Beacco et al. 2015: 82

¢

Difficult words in science

abundant j contra

incident contract

complex component converse
spontaneous

relevant negligible

valid Sequence

(adapted fr ;s stone 193 Wellington & Osborne 2001: 12)

Here is a list of science word groups developed by Wellington & Osborne
01: 18). This divisions shows a range of examples of different types of
hat make up ‘scientific language.
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FINDINGS ON DIFFICULT VOCABULARY IN SOUTH AFRICAN SCIENCES
CLASSROOMS

In their research on language in South Afrcian physical science high school classroom in
Grades 10, 11 and 12, Semeon & Mutekwe (2021) derived levels of difficulty of meaning
of word, for example: ‘dehydrated’ ‘constant’ ‘conserve, ‘concept’, .evacuate, ‘negligible’

‘source, function, ‘limit’, ‘retard’, ‘linear’, factors), ‘valid, ‘characteristic, ‘generates.

Most striking findings are that even the participating teachers
faced difficulties in differentiating between non-technical and
technical vocabulary, resulting in their inability to comprehend
the discourse within the science classroom.

d
classrod

Oyoo (2017) has uncovered that, consistent with findings inpre- —  Zpcc
vious research, South African students also encounter challg

they are presented within a scientific cglext. The prin
in distingul

observed pertained to learners’ diffic
tween the familiar everyday meanings of wor,

employed within the scientific context.

AL PROBLEMS IN SCIENTIFIC

rs face similar difficulties in scientific English.

scontinuity. These features are interconnected and tend to occur together as
defining characteristics of scientific discourse. They are not arbitrary but have
developed to fulfil the requirements of scientific methods, arguments, and the-
ies. As learners gain proficiency in these features, they also enhance their
derstanding of scientific concepts and principles. The most effective tool for
aiding students in comprehending scientific English is functional grammar, which
allows for the analysis of any passage within the context of the discourse (Halliday
& Martin 1993).
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7.4 EXAMPLE FOR MATHEMATICS

The language requirements of the mathematics classroom have three main ele-

ments:

- the language conventions which are specific to mathematical genres, including

different representational modes and highly specialised symbolic notation for

mathematical formulas,

- the meaning-making activities of the mathematics classroom and the cha
lenge to describe and interpret problems of daily life in order to solve them

mathematical means,

- everyday language as used in informal in-school and out-of school cont

a‘ schoolin® g in
CIn't :

mathematics and history/civics (Table 9, 10) hisconte

minority learners need to have in the langu

learn and make progress in the subject.

Students are not only required to understand,

technical mathematical terms, whic ain obstacle of

g assertions and giving reasons for them,

nderstanding and reproducing proofs and counterexamples.
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Table9  CEFR levels required for listening in history / civics and mathematics (both age

groups)

HISTORY / CIVICS MATHEMATICS

Understand factual information and B2 B2

explanation

Understand instructions and B2

directions
Understand arguments and reasoning B1-B2
B2

4

Understand audio-related materials B

Follow subject-related conversation

Source: Created by author, adapted from Md

Table 10 CEFR levels required for
groups)

/ civics and mathematics (both age

HISTORY / CIVICS MATHEMATICS

State facts, outlWe, give an account of

something

Express opinions, discuss B2 B2

Express arguments, prove B1-B2 B2
Summarise B2 B2
Define B2 B2
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Table 10 (continued)  CEFR levels required for listening in history / civics and mathematics
(both age groups)

HISTORY / CIVICS MATHEMATICS

Evaluate, interpret B2 B1-B2

Compare and contrast B1

Work with forms, tables, charts, B2
graphs, etc.
Make oneself understood and clear B2

up misunderstandings /

misconceptions

Talk to teachers and classmates

Ask for clarification

Respond to what people say

B1-B2

Interact in teamwork

Give a presentajg B2

subject matte

or, adapted from Moe at al. 2019: 413
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8 STUDENT PERFORMANCE AND LANGUAGE

PROFICIENCY

‘language and learning are insepara-
bly connected: f language akills are
lacking, achool learning goals will not
be not achieved

in everyday non-academic situations. I
lack of language skills and abilities, they do not follow the lesson or d
stand. As a result, they may miss the subject-specific teachin

students need to master the varieties of academic language us

ject matters, and to be able to interact fluently with pee
language is used as the main language(s)
learners will still not be using the fir&

They may underachieve, not because
difficulties with the language (Vollmer 20

STUDENT PERFORMANCE
SOUTH AFRICA

At South Afri

I poor ELP and vocabulary (p. 303).
in most classrooms there is a lack of effective com-
to the diversity of languages amongst the stu-
dents and th
of diverse languages because they come from all over the country

rers. Lecturers, just like the students, are also

and some of them even from outside of South Africa. However,
TVET lecturers are well aware of the fact that there is a crucial
link between the English language proficiency (ELP) and academ-
ic performance (AP) of their students, that they employ a variety
of strategies to address associated problems, but that they feel
these are often insufficient and ineffective in the face of students
trying to learn in a second language (Stander et al, 2022).

74

There is considerable research that links students’
word knowledge to their academic success. To suc-
ceed in an educational context, students need t
master this different type of language than they

GUAGE PROFICIENCY (ELP) IN

Uck & Magxaki (2019) found a complex language sit-

E noted that students’ English language proficiency
igher order skills (such as the instruction

= ok
Liick & Magxaki (2019):
Language in a Life Orienta-
tion class: Complexities and
contradictions

Stander et al. (2022): “Some
of them are afraid of the
language”: Perceptions of
TVET college staff about the
relationship between English
language proficiency and aca-
demic performance among
Engineering students

purposes.
of their
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9 FACTORS THAT INFLUENCE LANGUAGE
PROFICIENCY

Despite a certain sequence of acquisition steps, language acquisition is general-
ly an individual process (cf. Jeuk 2015: 56ff). On the one hand, this is due to the
respective individual cognitive prerequisites, but perhaps even more to social

factors (ibid.: 38). Whether age has an influence can only be proven to a limited
extent. It is considered certain that intelligence, which can be measured via
IQ, has no influence. Collier (1987) listed different factors influencing the de-
velopment of a second, foreign language such as English or Spanish which are

comparable to problems associated with the acquisition of academic

High-level cognitive, affective and
social (language) skills do not gen-
erally develop in a spontaneous way.
They develop in a systematic and
guided way through extensive inter-

action with learning materials and N ——

teachers. As Hernandez points out, e
cognitive and meta-cognitive skills are t reading and writing skills,
acquired ‘through social interactio rmal educational background,

(With lecturers) where Comprehensi— family’s educational and socioeconomic

ble communication occurs 3
stidents’ former exposure to the new coun-

try’s lifestyle.

development of all these skills is clearly (at

language. The role of language (and verbal interaction) is
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Learners are exposed to a broader range of language while simultaneously gaining
knowledge and skills in different areas of the curriculum. Empirical research in
second language acquisition has shown that languages are learned through usage;
cognitive and constructivist psychologists have made it clear that language learn-
ing takes place when learners are involved in the content they are dealing with.
Considering the development of academic language, it is argued, that if learne

develop academic competency in their mother tongue, so that language is a to
for thinking, then this can be transferred to any additional language (Cummins
2000; Ball 2010).

Basic controllable influences on the acquisition process provided by sc

- Particularly high effects of input quality and quantity on la

ment;
- creating an appreciative learning environment;
- providing experience on learnabil‘f educatig

- promoting language awareness as a ro ection (cf.

Fiirstenau & Lange 2013: 206).
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Chapter 5

MODELS & CONCEPTS FOR
CONTENT AND LANGUAGE
INTEGRATED LEARNING

1 INTRODUCTION

The promotion of the linguistic and commu
at vocational schools cannot be achieved by langua

are able to cope with to a limited e chers must have knowledge

and understanding of the langua for (vocational) education

settings.

One possibility, for exa

or language-respo h makes it possible to increase

erature different forms of implemen-

Instruction Ob$€rvation Protocol (SIOP),
ent-Based Instruction or
nguage sensitive subject teaching

efer to all such approaches, which, however, differ depending on tar-
get group and language support.
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Marsh & Frigols (2008):
Intro-duction: Content
and Language Integrated

Learning

Wolf (2012): Content and
Language Integrated Lear-
ning (CLIL)
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2 CONTENT AND LANGUAGE INTEGRATED
LEARNING (CLIL)

The term Content and Language Integrated Learning (CLIL) is a term used espe-
cially in Europe for forms of bilingual education where an additional language, in

most cases English, is used as the language of instruction in non-language sc
subjects. Content and language integrated learning is an approach or method

of a non-native language. CLIL has been ‘often seen as an umbrella ter
aspects of bilingual education, cross-curricular teaching, contgat-base

definitions: CLIL is a dual-focused edugational app
language is used for the learning an&‘

objective of promoting both content and 1 , ned levels
(Marsh et al. 2010: 2). The additional 1
takes place, is not taught as such but ever it seems useful.

Learners reach proficiency levels in all i ing, speaking, reading

and writing far beyond wh i er English programmes for young

learners.
Research conducte S _ sts that Content and Language In-
tegrated Learni Ositixe effects. It indicates that CLIL contributes to

improved Engli y students, without any detrimental impact on
their pro i age (L1) or their subject knowledge. Moreover,

earners to be more cognitively active during

MAIN AIMS OF CLIL

e tofocus on content vocabulary
o todevelop communication skills
o todevelop cognitive skills

e toraise awareness of citizenship
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Figure 14 Definitions of Content and Language Integrated Learning (CLIL)

2002 2006 2007
An approach ... that A meaning- An ‘umbrella’ An evolving
may concern languages; focused learning term used to talk educationd
intercultural knowledge, || method ... about bilingual approach to
understanding and The aim is education 5
skills; preparation for learning subject situations
internationalisation matter together (Gajo, 2007)
and improvement of with learning a
education itself. language.

(Marsh, 2002) (Van de Craen, 2006)

Source: Extracted from Bentley 2010: 5

David Marsh on CLIL

Scanto
play video

ore about CLIL, visit the CLIL4U online course. i ] Visit CLILAU here
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4 Cs of CLIL

CLIL is often described as consisting of four components, known as the 4 Cs: Con-
tent, communication, cognition, and culture (Coyle 2007; Coyle et al. 2010). This
framework provides a helpful way to define teaching objectives and learning out-
comes in CLIL settings. The inclusion of content, communication, cognition, and

culture highlights the interconnection of these elements. Additionally, the fo
C, culture, is sometimes referred to as citizenship or community. Overall, the

in CLIL are closely linked and mutually reinforcing aspects of the apprgach.

Knowledge of the 4Cs is useful for:

- planning lessons

- ensuring learners’ communicating during the lesson, g2

participate in pair work or group work tasks?

- encouraging teachers to think of thécognitive

- InCLIL,itisi

Oovercome pro,

importance of using holistic ways of learning

11, hands-on experiences.

Pest the use of the targeted language (TL) for au-

unication without paying attention to language mistakes.

second language and content at the same time should include

ing such as reformulation, simplification and exemplification.

- Code switching should normally be the last option for communication purposes

What is scaffolding? Read more on page 118.
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Coyle (2005) suggests the 3As tool for CLIL lesson planning. Whilst there is clearly
some overlap between the tools, their suggested use is significantly different. The
3As tool operates in 3 stages. The 3As are used with specific content.

- Stage 1: Analyse content for the language of learning
- Stage 2: Add to content language for learning

- Stage 3: Apply to content language through learning

Figure 15 The 4C’s framework of CLIL

Communication

Cognition

[
Intercultural
Learning

Meyer (2010): Introducing
the CLIL-Pyramid: Key

ce: Created by author, based on Coyle 2007 Strategies and Principles for
Quality CLIL Planning and
Teaching

|
94
AHA?

Enter the CLIL

For teaching examples using the 4Cs use the CLIL matrix. e
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Howard & Bradford (2016):
EMI, CLIL, & CBI: Differing
Approaches and Goals
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3 CONTENT-BASED INSTRUCTION (CBI)

Content-based instruction is another form of bilingual education, developed in
North-American contexts in the mid-to-late 1980s (e.g. Brinton et al. 2003, 1989;
Genesee 1987; Tedick & Cammarata 2012). Content-Based Instruction (CBI) is an
educational approach that focuses on teaching subject matter content while sj

multaneously developing language skills. It is a language teaching methodolo

where the content of a particular subject area becomes the vehicle for

volves content teachers delivering co

language, similar to CBI.

However, Content and Lan

the curriculum in C
starts with the co
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4 SHELTERED INSTRUCTION OBSERVATION
PROTOCOL (SIOP)

SIOP is a concept for integrated subject and language learning developed in the
US. It is a comprehensive and detailed model for instructional planning, design

and evaluation in all subjects. The goal is to teach subject content in a task- and

learning goal-oriented manner while developing subject-specific language skills.
SIOP-based instruction is aimed in particular at students for whom the lang
of instruction is not the first but a second language. Students receive support
the subject lessons to develop general and subject-specific (academic)

taking into account the subject and language lgarning obj
component 4 Strategies includes the followin§g¥€atures: Le

folding Techniques, and High-Order Questions &

Figure 16 Eight components of SIOP

Lesson
Preparation

Building
Background
8
Components
of SIOP
Practice & Comprehensible
Application Input
v

Interaction Strategies

Source: Created by author, based on Echevarria et al. 2004: 209-210
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5 LANGUAGE-SENSITIVE TEACHING AND
LEARNING

The term language-sensitive teaching and learning is based on a set of different
scientific concepts derived from second language acquisition research, cogni-

tive psychology and constructivism, and stand for a principle of instructiona
design for linguistically heterogeneous learning groups. The term refers to var
ious approaches to provide better access for learners to subject-speci
(Gibbons 2002; Zahner et al. 2012). Therefore, language-sensitive subje
is about transferring the learners’ social language skills into t
cific language skills. This includes not only the discourse func
terminology, but also formal features of abstraction andaais

structures. In language-sensitive subjegct

linguistic competencies will be devel&
guage-sensitive subject teaching is a dida
benefits all learners. On the other hangdgit i i with social or
academic language support needs ben
this regard are actively developed.

Planning language ve g learning enviromments refers to the areas of reading and

writing texts ancoral and munication in particular with respect to subject con-
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Chapter 6

IMPLICATIONS FOR PRACTICE -
METHODS & STRATEGIES

1 INTRODUCTION

Teaching and learning strategies are a critical factor in faci
acquisition of an additional language and hav
(Griffiths 2013). In multilingual classrooms le
another language. For that reason, vocabulary-bui
in classroom methodology. Another importan
motion of effective reading strategies which 1 order to work with
content subject materials. Moreover, a la

nguag i oach integrates a

variation of (linguistic) concepts, st es and ities (Ten®erg 2006: 188), e.g.

process. Accordingly, a n res have been established

for revising texts for lan hat encourage and enable learners
to engage in an ex ; and communicative impact of their

own or others’ t
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WHAT STUDENTS HELPS LEARN SCIENCE IN ENGLISH

Agroup of 14-15-year-old Spanish learners were asked what helps them learn science in
English (Bentley & Phillips 2007). Here are a few responses:

e ‘More vocabulary and more diagrams on the worksheets’

o 'Give us more explanations’

e ‘'Use easy words for the explanations and vocabulary’

o ‘Work with games’

e ‘The complicated words in English with the Spanish words next to the English’

e ‘Putthe hard vocabulary in a side of the page in Spanish. Put mor:

e ‘Add a list of vocabulary and illustrations’ y ‘Maybe put the most
words with translation’

The following strategies could be derived from discus
(Many languages - one school 2016: 2‘

e ‘Creating a positive fear-free learning cli

o ‘Teachers are role models. They sho
e ‘Tasks are visualised and suppleme
text comprehension!

able to work thorough it content challenges!

ow students to apply what they have
learned.

o ‘CorrectingPuisti Phould be done by repeating the correct wording or by,
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What STEM Teachers Need to Do

Here are some general suggestions for making sure that your teaching supports
your students learning:

- activate prior knowledge

- support students’ vocabulary-building skills,

- model how STEM vocabulary should be used,

- encourage student language production through increasing interaction op

tunities
- use different grouping strategies for distinct purposes

- use cognitive discourse functions as transmitters and builde
knowledge

Recommendations from
Recent Research Syntheses
on Instruction in Academic
Language at the Secondary
Level in Schleppegrell &
O’Hallaron (2011: 6)

- enable learners to use of cognitive discou‘mctions
- help your students develop learning strategies

- add visuals (e.g. draw pictures of some wor 1 dia-
gram to show the text structure)

- simplify the text

Below find suggestions for starter act1 eaching activities and for

plenaries.

pare questions sotnat there is a balance of open and closed questions.

lan which learners will be targeted with particular questions.

Provide physical models and other learning aids to support learners’ visualisation of

the key scientific ideas.

dentify the science vocabulary related to the unit of work that is being planned.

visuals (e.g., insert a visual diagram to show the text structure).

eview previously used vocabulary and new vocabulary in relevant contexts.

* Provide clear explanations of the meaning of scientific vocabulary but do not simplify
the science. For example, provide a glossary to paste into books at the start of a unit
of work. List the words in alphabetical order.

e Narrow down the scope of task.
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DURING STARTER ACTIVITIES

e Sitlearnerslearning EAL with a ‘buddy’ so that they can receive support from a part-
ner if required.

e Ask learners to discuss something with a partner; encourage them to practise re-
sponses in pairs, using home or first languages where appropriate. Allow learners
time to rehearse any feedback to another learners or an adult assistant.

e Encourage learners learning EAL to join in the range of starters provided,
responding to questions or providing feedback from their group.

e Buildintime for learners learning EAL to think before responding,

o Be explicit about using scientific vocabulary and ensure that lea
scientific language exemplified by the teacher.

e Explain the meanings of new words carefully and reh
courage their use in context during discussion sessi

e Using some L1 (code switching) ’

e Use quick word games to reinforce K& vocabulary

e Addvisuals (e.g., draw pictures of some n the

DURING PLENAR

e learning strategies they have used.
e other learners to ask learners learning EAL questions and provide time

sources to complete their homework.

o Use opportunities to revise and consolidate new or key vocabulary.

e Use ‘sentence starters’ to encourage learners to summarise what they have learned
and record it.

e Provide scaffolds to help learners learning EAL express what they have learned dur-
ing the lesson and how they learned it.
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DURING MAIN TEACHING ACTIVITIES

e Organise the class to provide time with learners learning EAL to probe their under-
standing and monitor their progress.

o Check that learners learning EAL understand safety procedures before starting any
practical activity.

* When assigned to the lesson, ensure the EMA teacher or teaching assistant effec-
tively supports learners learning EAL.

e Ensure learners learning EAL have the opportunity to work collaboratively in a range
of groups and paired contexts:

e withalearners who shares the same first language when that is possible;
e withlearners who are good role models for science as well as,
provide good language models

ate their u

» Encourage discussion and cooperation betwega learners.
Build in time for learners learning EAL to co‘

lary.
o Setexplicit listening tasks.
e Readinstructions slowly, aloud twice.
o Explaininstructions
e Using some L1 (code switching)
e Provide matching, grid or DART

Ensure these are used for reading an i not written tasks.

» Encourage learnerstouscs i o list their own definitions.
e Provide instructions : Ine visual presentation and
short text.

e Support learners le b summary of what they have learned us-
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2 ACTIVITIES

Activities in the classroom serve various purposes, all aimed at enhancing learn-
ing, engagement, and the overall educational experience for students. Tasks and
challenges appropriate to the subjects can develop learners’ cognitive skills. More-

over, activities designed for language integrated subject teaching and learnin
support students in developing their listening, reading, speaking & writing sk
and subject-specific knowledge acquisition. Many activities types are sj

those in each curriculum area, but may focus more on:
- Listening, reading, speaking & writing

- Dealing with vocabulary

Furthermore, learners can be supported by:

- consolidation and revision, ‘
- using supplementary resources, and

- project work.

used in most CLIL subjects

jects than in others.

Directed activities 3

ere are two main parts to DARTS: Reconstruction and Analysis. Both approach-
es involve active learning, make learners think and take decisions and and engage
students as they appear much like puzzles and card games.

Z

Here are practical strategies that teachers can use to develop reading .

The guidance was developed by the Department of Education and Skills (DfES,
2004).
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EXAMPLES OF ACTIVITIES

Depending on the content goal (see learning activity taxonomies) are many activities
which are effective for developing knowledge of subject-specific content, e. g.:

e classifying words, numbers or objects into groups
» dictation: whole class, group and pair
» featureidentification

o gapfill

o labelling

e matching

e multiple choice
e ordering letters, words, sentences and paragraphs
e poster presentations
e questionnaires

e summarising ‘
e true/false; yes/no

* word, sentence, diagram, text completion
e readingand listening

A variety of CLIL-type activities for example can b

Tanner & Dale (2012), Ball, et al., (2015), Deller & Pr

For questions below consid ifying, matching, ordering

etc.

Science activities

animal mineral plant

Listen to the recording about planets and complete the table in your coursebook.

Draw a line from the adjectives to the definitions.

1. fragile a. itbends

2. transparent b. it doesn't absorb liquid
3. flexible c. itcan be seen through
4. waterproof d. it breaks easily

Source: Source: Extracted from TKT: Content and Language Integrated Learning - TEA-
CHING KNOWLEDGE TEST. 2010: 10
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Table 11 Directed activities related to text (DARTs): Summary

Reconstruction activities use modified Analysis activities use straight text.
text.

Student tasks: Text marking and labelling
Student tasks: Completion-type activities or recording.
with deleted or segmented text.

1 Text completion 1 Underlining or highlighting

Students predict deleted words (cloze), Students search for specific tar

sentences or phrases. or phrases that relate to one aspe!
content, e.g., key word

2 Diagram completion 2 Labelling
Students predict deleted labels on Students |
diagrams using text and other diagrams as labelling

sources. ienti 4 ovided

3 Table completion

Students complete deleted parts of a
table using

table categories and text as elling of segments of text.

reference.

4 Diagrammatic representation
Constructing diagrams from text, e.g.,
using flow diagrams, concepts maps, mind
maps, labelled models.

4 Completion 3

5 Tabular representation

Students construct and represent
information in tabular form, extracting it
from a written text.

segments presented in sequence.

Source: Created by author, adapted from Davies & Green (1984)
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3 ADVANCED ORGANISER

Advanced organiser is a metacognitive strategy proposed by American psycholo-
gist Ausubel in 1960 in his book Assimilation Theory of Meaningful Learning.
Generally, advanced organiser can be a tool used to introduce the lesson topic and
illustrate the relationship between what the students are about to learn and the

information they have already learned. Ausubel (1960) proposed that, ‘organisers
are introduced in advance of learning itself, and are also presented at a higher lev-
el of abstraction, generality, and inclusiveness; and since the substantive con

of a given organiser or series of organisers is selected on the basis of its suitabi

to read on and facilitate comprehension in that t
tally and activates his previous knowledge in this.
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4 ADAPTING TEXT AND MATERIAL

There are many ways of selecting and adapting materials that help learners un-
derstand subject content at text, sentence and word levels.

‘With any materials, teachers need to ask: 1a the content suitable? Ta the language suitable?

At text level we can include visuals, diagrams, animation (moving im
screen) and visual organisers. We can make sure the page layout (desi
page) is clear. At sentence level we can include definitions and
At word level we can use labels or highlight key content voca
lining, using capital letters or using bold font. We can alsg2
glossaries of key content words.

The teaching and learning of an additj

of multimodal resources. With new t&
school has widen, giving rise to new pract
texts, such as apps, or part of new texg@haki
and gaming.
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Table 12 How materials can be adapted

Texts can be adapted by:

« recording language in a rubric or in a text

Example Adapatation

Describe how the population is Look at the world map opposite.
distributed with reference to the Describe how the population is distributed
areas on the world map opposite in the areas on the map.

« paraphrasing language

Example Adapatation

Explain why the south-east is more Explain why the south-

prone to flooding

» removing unnecessary details

Example

When experimenting with media, get media, don't. be
into the spirit of it and don't be afraid

to try new ideas.

« reducing length of sente

Example
Acdbatation

The advantage of word
hdvantage of word processing is that

¥ can make changes. You don’t have to
retype the whole document. If you make a
mistake, you can easily correct it.

hted by author, ed from Bentley 2010: 53-54
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5 CODE SWITCHING

Code switching is the alternating of languages, dialects or of language styles in the
speech of an individual, or the use of more than one language in the same conver-
sation (Adler 2001; Setati 1998). Halai & Karuku (2013) believe that code switching

should be recognised by education authorities as a valuable resource that can

be adopted in multilingual mathematics classrooms to facilitate learning. The

think that code switching could be crucial in improving the quality of

students become passive, and few pafy
language together with English, more stu

Maluleke (2019), concluded that code s
students understand the content bein
on the concepts that are critical. Mixin
the students’ language helps mation and improve the
students’ understanding. Acc 2011), code switching serves as a

communication strateg : i linguistic competence in two lan-

guages. Code switgi academic performance and encourages students

to make meaning class.
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6 DEALING WITH VOCABULARY

In the field of science, learner encounters a wealth of specialized vocabulary,
frequently including words that have everyday meaning as well as a scientific

meaning. Science vocabulary can be categorized in various ways and these intri-

pks. (1957): Reading

ience Instruction: IV.

Students’ Misspelling
on Words

cacies pose challenges in science instruction. Conceptual words (e.g. work, energy)

often have different abstract meanings in science than in everyday language (Har-
mon et al. 2005; Wellington and Osborne 2001). Some terms are visible and mozg
concrete, while others rely on abstract imagery (e.g. electron).

Many scientific terms have word roots that help to understand the scie
them (Example: New metals end in -ium). However, misspellings can 7%
sues, as they make it less straightforward to identify the word r
students valuable insights into the scientific concepts behi
1957; DfES 2002: 119).

For that reason, vocabulary-building plays a
methodology. Learners must get teacher support i
underlying specific academic terms. Multilin
equipped with defining vocabulary in the targ derstand the words
important for their content learning. They sho
effectively.

ience is full of technical terms that need to be used correctly. Some of the science
terms have different meanings when used in everyday speech. For example, the word
rce and unit have several different meanings in English. This could lead to confusion
some cases, learners may not know the meanings in everyday use so are less likely

Spending time introducing new scientific terminology well saves time
later.
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In the last decades there has been an increasing interest in vocabulary learning
strategies given that they are found to facilitate second/foreign language vocab-
ulary learning and recall (Ahmed 1989; Stoffer 1995; Gu & Johnson 1996; Schmitt
1997). A range of strategies have been explored since the mid-1970s. Explicit vocab-
ulary instruction - not in isolation, but within meaningful and relevant content

area instruction - has a positive effect on reading and content area learning (

tlieb et al. 2009; Nagy & Townsend 2012). Other key aspects and trends in rese

related to vocabulary learning strategies are:

niques, and association methods, contjnue to be a
examine how these devices can help

effectively.

Technology-Enhanced Learning: Th
learning has led to innovative vocabul
search in this area explores the effectiv ps, language learning

softwares, and online reso ili vocabulary acquisition.

Cultural and Socioling
cultural and sociolj
ent cultural bac agfS9ach,vocabulary learning and how cultural factors

can affect vocab

tion and the strategies learners can use to prevent forgetting.
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Table 13 Studies and categories used in the vocabulary learning strategy classification

CATEGORIES USED IN THE

STUDIES VOCABULARY LEARNING STRATEGY
CLASSIFICATION

* Information sources
« Dictionary use
+« Memorization

Ahmed (1989) .
¢ Practice
¢ Preferred source of informatj
+ Note-taking
+ Strategies involvig
language use
tegies invg
Stoffer (1995)

ive regulation
Guessing strategies
Dictionary use strategies
Note-taking strategies
Memory strategies for rehearsal
Memory strategies for coding
Activation strategies

Gu & Johnson

Discovery strategies
+ Determination
* Social
* Consolidation strategies
« Social
« Memory
« Cognitive
« Metacognitive

hmitt (1997)

Source: Created by author
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Schmitt’s (1997) created Taxonomy of Vocabulary Learning Strategies based on
Oxford’s (1990) Strategy Inventory for Language Learning (SILL). In Schmitt’s
(1997) theory, discovery strategies comprised of two main sub-strategies, name-
ly determination and social strategies, while consolidation strategies have four
sub-strategies, namely social, memory, cognitive, and metacognitive strategies. It
is helpful to find different ways (multimodal ways) to introduce new vocabulargto
your students. Using a short video to introduce new vocabulary, or a gapped t

where students can choose words to fill the gaps, is very effective. Another wa

efficacy of strategies. Activities in a classroom such
help students learn target language effectively (By

Table 14 Schmitt Taxonomy of Vocabulary

part-of-speech
e affixes and roots

Check for L1 cognate

Analyze any available pictures or gestures
Guess from textual context

Bilingual dictionary

Monolingual dictionary

Use word lists

Use Flash cards

nation
egies

Ask teacher for an L1 translation

Ask teacher for paraphrase or synonym of
new word

Ask teacher for a sentence including the
new word

Ask classmates for meaning

Discover new meaning through group work
activity

Social Strategies

Z

Here is a handout which provides some examples of strategies to tackle
word-level work in science. The guidance was developed by the Department of
Education and Skills (DfES, 2002).
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Table 14 (continued)  Schmitt Taxonomy of Vocabulary Learning Strategies (VLS)

CATEGORY EXAMPLES

OF VLS

Study and practice meaning in a group
Teacher checks student”s flash card or
word lists for accuracy

Interact with native speakers

Social Strategies

Study word with a pictorial repres
Memory Strategies of its meaning
Image word"“s meaning

gether spatially on a page
sentences

ther within a storyline
Study the spelling of a word

dy the sound of a word

new word aloud when studying

age word form

Pnderline initial letter of the word
Configuration

Use Keyword Method

Affix and root (remembering)

Part of speech (remembering)
Paraphrase the word“s meaning

Use cognates in study

Learn the words of an idiom together
Use physical action when learning a word
Use semantic feature grids

Consolidation

Strategies
Strategig

Use English-language media (songs,
movies, newscasts, etc.)

Testing oneself with word tests
Use spaced word practice

Skip or pass new word

Continue to study word over time

Cognitive Strategies
& Metacognitive
Strategies

Source: Created by author, based on Schmitt (1997)
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and literacy in science educa-

tion, ch. 2
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6.1 KEY WORDS & BUILDING A SCIENTIFIC GLOSSARY

Keywords play a crucial role in various aspects of language, communication, infor-
mation retrieval, and search engine optimization. Keywords are specific words or

phrases that encapsulate the main ideas, topics, or themes within a piece of text,

a conversation, or a search query. They serve as essential markers for unders
ing and categorizing content. We can identify words as ‘key’ if they help learn

to communicate ideas in science clearly and with understanding. As a

cher,

objects, processes and concepts to do with a topic.

three categories helps to reduce the I’h of the

equipment used (e.g. Bunsen burner) sfioul ) ) ,

2 cards using two different-coloured cards:
definitions on cards of the other colour. Peri-

all groups and ask them to match each word
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Source: Adapted

When identifying key words focus on the names of objects or structures, processes and
the concepts within the topic. You will also want to note those words that may cause dif-
ficulty because they have different everyday meanings and therefore require special at-
tention. The trick is not to make the list too long but to concentrate on what matters. You
can regard this as forming a taxonomy of words (Wellington and Osborne 2001: 19ff).

A taxonomy of words of science:

Category 1:

Names artery, granite, hydrogen
Category 2:

Processes eg. evapc&w, respirati
Category 3:

Concepts e.g.energ

Names are the simplest words to un
cause problems in understanding wha

words such as force, even tho ss difficult to understand.

2:22) and Wellington & Osborne (2001)
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Introducing & Practising using key words

Often teachers provide students with lists, sometimes placing them on the wall,
but often these remain there permanently, without practising. Scientific words
that are important have to be introduced carefully and then used regularly (DfES
2002: 23).

Introducing

- Introduce the word.

- Write it on the board.

- Say the word.

- Ask learners to say the word out loud.

- Break the word down into syllables.

. Asklearners to read the word.

- Ask learners to use the word in a descr

Practising

There are many ways in whi terminology can be de-

ity could focus on word-level work, using activities such as

word webs and word completion exercises.

Vocabulary Instruction
produced by AMNH

Scan to
play video
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6.2 USE OF COGNITIVE DISCOURSE FUNCTIONS AS
TRANSMITTERS AND BUILDERS OF CONTENT
KNOWLEDGE

Since learners build and structure knowledge through CDFs ( ~~Z° Discourse

Functions), cognitive discourse functions should be used in teaching and learning
processes. The CDFs should be realised in form of a teacher-student interaction,
whereas students should be the dominant performer CDFs.

In table 15 are some example tasks & realisations of CDFs.

Table 15 Example tasks & realizations of CDFs

CDF MEMBER EXAMPLE TASKS
/ TECHNIQUE

CLASSIFYING Students sort vocabular

2 COMBINING Students comhy

3  CONDENSING

4  CONVERTING

During a chemistry lesson one student describes the location of

element in the periodic table, the class is to guess the name

EXTENDING Students give an extended explaination of definitions

Students give a correct or incorrect hypothesis, such as for the

RIFYING

boiling point of water, and measure for accuracy

Source: Created by author, adapted from Mehisto et al., 2008: 156
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Every subject exhibits a distinctive textual genre, complete with clearly defined
models and established practices. These encompass written documents, spoken
presentations, images, graphics, and more. Throughout the learning journey,
students are encouraged to engage their cognitive discourse functions by partic-
ipating in a variety of activities, categorised as doing, organizing, explaining, and

arguing. These activities necessitate the utilization of precise operational verbg as

illustrated in the ‘pluriliteracies wheel’ shown in Fig. 18.

These verbs trigger CDFs and can be used to design both written and g

Figure 17 The pluriliteracies wheel

The Pluriliteracies Wheel

ereating deep learning tasks
by enabiing siudents 1o language subject specific activities

‘Operaive Verbs are used o infiate learning processes. These

Genre: both writien and oral tasks and for assessment
“A geevo b & cultrally dotermined way of commuricatig
Knowlecige, i paterns ha can be prodicied, 10
varying degroes, by members

2 socilactvy

successtully engage in tese activives and so tal the various.
tochnical meanings can bo undersiood.

siages and isreais
n terms of he school subjects,

age.
ne garves are the.
orbal

‘raciices" (actions comoined with visual and v Evaluate
{exts) tat the toacher and sudents engage n-” (¢

tis imporiant o understand that gon
sizes. Alab report (macro o

‘Genre-based witg Is an indispensable 100l 10 develop
a pinary er o or several

tanguages and an ntegra
— e
Organiz.  pascribe el Descriptions

Classify

Activity Domains:

Each subjoct has s speciic aciviy domains mage Up of
‘genves wih thelr predictable pattems of siructure and
language. Students lear about  sut panicipatng
In these four road actiy domains:
Doing: __ student produce scientiic daia;
Organising: studonts organize the data
Explaining; students make sense of he data;
Arguing:  students usa heir newy gained

esiion ideasihe world around them.

o —ee—

{Th Graz Group 2016

m Clilstore. Retrieved September 6, 2023 from https://pluriliteracies.ecml.
ngForUnderstanding/tabid/4275/language/en-GB/Default.aspx.

rce: Extra

/Principles/La

Here is a toolkit for developing academic language and use of academic dis-

ourse functions.

The toolkit was developed by Sweetwater District-Wide Academic Support
Teams (2010).
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6.3 GRAPHIC ORGANISER

Graphic organisers are a valuable tool for scaffolding understanding. Teachers
will already be familiar with using representations of information such as time-

lines and mind maps. Graphic organisers are particularly useful in developing Coni;)m (10):The
organisational and thinking skills, and in allowing transfer and collection of in- B o e
formation and ideas with little reliance on the written or spoken word. .

The teaching of a second language and content at the same time should inclu
language scaffolding such as reformulation, simplification and exemplificatio

Figure 18 How students use graphic organizers ‘

Increase
comprehension
and improve
recall of factual

information q
Organise anc

manage

observations,

‘esearchand
opintions

Problem solve
Support their Students u. and integrate,
speaker about . *heir thinking,
some grqphlc -eading and
information ~anisers to: wirting
processes

ctise high

i‘llts:i?',g Support

\ listeningto /
following an

explainaton by
the teacher

r

ading
.Atten
ormation,
organise ideas
to make posters

g@% is a huge variety of graphic organisers available on the Internet, at sites such as:
AHA’ http://my.hrw.com/nsmedia/intgos/html/igo.html
http://www.studenthandouts.com/graphicorganisers.html

A selection of graphic organisers extracted from from The TKT Course CLIL Module’ (Bent-
ley, 2010) is on Moodle@IfE-BPT .

In Module .1 you were introduced to graphic tools such as Canva and MindMup.
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6.4 LISTENING & READING

Reading as well as writing are lifelong skills for academic learning and success in
school. TVET students often dedicate a significant amount of time to reading ma-
terials during theoretical classes. Through listening and reading, students get new

information. It is very important that the students are actively involved, mea
that the students must work for the information rather than trying to take it 1
passively. Unfortunately, many of these students face difficulties in co

comprehension abilities and equipping them with g
(2001), points out that ‘reading comp sion is 4
ate, efficient comprehension strategies' (ibi
as ‘mental tools’ for planning, controlling,

Rosebrock & Nix 2011: 59).

WAYS OF READL

Pred reading of continuous text

lar piece of information

Using the Interactive Reading
Guide produced by AMNH

Scanto
> play video
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Pearson & Paris (2008) define reading strategies as the ‘deliberate, goal-directed
attempts to control and modify the reader’s efforts to decode text, understand
words, and construct meaning out of text’ (Pearson & Paris 2008: 15). Previous

research has demonstrated that instructing second language (L2) students in

reading strategies can effectively enhance their performance on comprehension

BlSh; étl. (2006): Read
and recall tests (Davis 2010; Wright & Brown 2006). Studies have also shown that sygarter, not harder: Global

proficient readers engage actively with the text and possess a conscious awareness
of the strategies they employ to comprehend what they read.

The classification of reading strategies can be conceptualised in terms of the
sification of language learning strategies by Oxford (1990):

- Cognitive and metacognitive reading strategies used to manipulate

guage that include note-taking, summarising, paraphrasing

analysing and using context clues.

- Memory reading strategies, which are tec ues used

recall information, such as word association an
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Whereas, metacognition, refers to the awareness and understanding of one’s
cognitive processes (‘thinking about thinking’), metacognition in reading of-
ten includes metacognitive awareness and metacognitive regulation (Mokhari
& Reichard 2002; Paris & Winograd 1990; van Kraayenoord 2010). Metacognitive
strategies are used by the person before, during, and after reading to make the

reader aware of their own reading process. Metacognitive awareness about re

ing facilitates students to monitor and control their reading processes, thus
allowing them to organise reading processes. Metacognitive Reading Strategies
are divided into three categories, these categories include:

- global reading strategies,

- problem solving reading strategies, and
- support reading strategies.

Whereas high proficient readers tend ig icient read-

ers resort to local strategies only. Fur

strategies and more self-monitoring strat

setond language may
et al. 1985). Whereas the

decoding skills, and not those cognitive strategies
eading comprehension. However, teachers can assist students in

ding comprehension by teaching them various reading strate-
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Table 16 Global reading strategies used by adult students whose first or second language is
English

I have a purpose in mind when | read.

| think about what | know to help me understand what | read

| take an overall view of the text to see what it is about before reading it.

| think about whether the content of the text fits my reading purpose.
I review the text first by noting its characteristics like length and organizatio
When reading, | decide what to read closely and what to ignore.

luse tables, figures, and pictures in text to incre‘y underst]

I check to see ¢ right or wrong.

or, adapted from Mokhtari & Sheorey 2002

1M1
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Table 17 Problem solving reading strategies used by adult students whose first or second
language is English

| read slowly and carefully to make sure | understand what | am reading.

| try to get back on track when | lose concentration.

| adjust my reading speed according to what | am reading.

When text becomes difficult, | pay closer attention to what | am reading.

| stop from time to time and think about what | am reading.

| try to picture or visualise information to help remember what | read.

When text becomes difficult, | re-read it to increase my,

Table 18 Support reading st
English

| take notes whilg at | read.

| go back and forth in the text to find relationships among ideas in it.

| ask myself questions | like to have answered in the text

When reading, | translate from English into my native language.

When reading, | think about information in both English and my mother tongue.

Source: Created by author, adapted from Mokhtari & Sheorey 2002
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Steps a teacher can take to scaffold understanding of a written text:

- Highlight the important content words which you would like your students to
know, and decide how you are going to help your students learn it

- Underline ‘difficult’ vocabulary and grammar structures. Replace these with

simpler words and grammar

- Notice the length of the sentences. Where possible, replace one long sentence
with two or three shorter ones.

- Split the text into short sections, each with a side heading
- Put the text into bullet points

- Find or create illustrations, diagrams or maps to help students understa

- Choose a graphic organiser to enable students to extract j om the

text more easily I

What is scaffolding? Read more on page 118.

During science lessons, a substantial p typically allocated to

listening to the teacher. Howgs wed when it comes to

English as an Additional learners, as it wrongly assumes they can
easily grasp lengthy inst i 24ns, and summaries presented by the
teacher, which ofteaai tific terminology and conventions.

he bulb lights up because energy is transferred from the cells”.

ers might say:

ergy is provided from the cells the bulbs will light up”

(DfES 2002: 18)
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Table 19 Scaffolding listening and reading

SCAFFOLDING LISTENING AND EXAMPLES FROM THE CURRICULUM

READING (HERE: ENGINEERING)

Source: C

(Learners are working with Cambridge
English for Engineering by Ibbotson, 2008)

Prepare the context of the texts and * In pairs, learners discuss pr
the factual knowledge of the topic. designers have when differe
Encourage learners to predict what drawing are not coordinated.
they might hear or read.

Pre-teach or elicit new content
vocabulary.

Ask learners to underline key
language at word and sentence lev

Discuss with learners the reasons wh.

certain language is used.

Use visual organisers so learners ca
make notes as they listen or read.

Provide a wide range of 4
reading texts.

the engineers’ instruction to his team.
raw three different visual organisers
the board and ask learners to

oose the most appropriate to show
the problems and solutions.

ed sed on

ey 2010: 70
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6.5 MULTIMODALITY

Students develop familiarity with new words and The term multimodality refers to the
concepts through repeated multimodal (aural, combination of multiple senaory and
textual, verbal, and visual) exposure. Rapid and comumunicative modes, such as sight,

sound, print, images, video, muwic, and
40 on, that preduce meaning in any
given measage.

repeated practice is needed to achieve the re-
quired number of exposure noted above (Peregoy
& Boyle 2013). Recent research suggests that in
today’s rapidly evolving and diverse era, contemporary learners derive meant

by integrating multiple modes of communication, such as written and oral lan-

co-constructed, and performed or represented (Miller 200

have analysed the role played by language a Itimoda
ing. These findings on various language and cognitige pro

classroom can result in the creation of attrac iond @rces and
can provide linguistic support.

f cultural awareness. Most
of all, it can allow studentg ’ i and independently. It is

helpful to find different
your students. Usi

ays) to introduce new vocabulary to
ce new vocabulary, or a gapped text,
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Grapin (2019): Multimo-
dality in the New Content
Standards Era: Implications
for English Learners
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6.6 PEEREDITING

Peer editing, also known as peer review, is a collaborative process in which indi-
viduals, typically students, colleagues, or peers with similar expertise, review and
provide constructive feedback on each other’s written work, projects, or creative

endeavors. This process is commonly used in academic, professional, and cre
settings to improve the quality and effectiveness of written documents, resea
papers, essays, articles, manuscripts, and more. Several meta-analyses have ex-
plored the effectiveness of peer review in learning contexts. More rec

authors have undertaken comparisons between the beneficial outcome

advantages of peer reviewing for learners, researc
as the opportunity for comparing di[?l
well as the exchange of information and id

rate assessments has been highlighte

Peer editing offers a range of advantag i cational purposes. These
include fostering student en i iti ess (Miao et al. 2006),
(Rollinson 2005), promoting a
heightened awarenes arni (Ferris & Hedgcock 2005; Hsieh
2016), and improvi uistic proficiency of L2 students

anrch on peer editing has demonstrated its effi-

crosoft Word (Liu & Sadler 2003), synchronous chatting (Chang 2012), and vir-
tual classroom discussion boards (Guardado & Shi 2007) have demonstrated their
effectiveness in facilitating learning within this framework.
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6.7 PEERTEACHING

Peer teaching is simply defined as a form of instruction where learners teach each
other, i.e., students take on the role of the teacher and must first develop topics

and problem contexts for themselves before they create learning processes for

Goldstone (2020):
loes peer instruction

social skills among learners and to contribute to the learners’ comprehension. tudent learning?

their fellow students. Peer teaching is known to improve teamwork abilities and

Like peer review, peer teaching has been shown to be beneficial both for learn
acting as ‘teacher’ and learners acting as ‘student’ what is explained by the a
engagement required by both roles. This usually leads to greater cognitive dept
processing and thus greater sustainability of the learning results.

A difficulty of peer teaching is the choice of suitable peer learning groups o
This difficulty can be overcome by letting instructors decid

nts,to form in

relying on measures of previous achieveme

17



Nawrot-Lis (2019): Scaffol-
ding (c. 3.2.5)

[OfEE £
Gibbons (2015): Scaffolding
Language and Learning (c. 1)
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6.8 SCAFFOLDING

The term scaffolding is highly relevant for the support of learners and their at-
tempts to acquire academic language competences in all of the subject areas. It
refers to a variety of instructional techniques used to move students progressively
toward stronger understanding and, ultimately, greater linguistic and textual4

dependence in the learning process.

In the context of second language acquisition, the metaphor of scaffo
others by Gibbons (2002), is used to refer to a support system in (lang
tive) subject teaching.

Scaffolding means that teachers provide successive levels of te
support that help students reach higher levels of compa

peers. Like physical scaffolding, supp
when they are no longer needed, and t > responsi-

bility over the learning process to the stu a language

(2004) categorised scaffoldi
of each:

- Verbal scaffoldj ed on language development

- Procedural sc 0 ig#hs that relate to grouping and activity struc-

SCAFFOLDING FEATURES
Scaffolding content and language includes features such as:

o allowing longer wait time(s)

e Dbreaking down tasks into small steps

e creatinginterestin the subject

e doing practical demonstrations

e giving constructive feedback

e providing word banks, glossaries, sentence support and language frames for input
and output of content and language

e providing models of effective work

o relating subject topics to personal experience

o allowing some use of the L1 (code switching)
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Table 20 Scaffolding techniques in CBI classrooms

VERBAL SCAFFOLDING

PROCEDURAL SCAFFOLDED

SCAFFOLDING

Paraphrasing .
Using ‘think-alouds’
Reinforcing contextual
definitions

Developing questions

with Bloom’staxonomy

in mind .
Writing prompts
Follow oral text with .

written text
Elaboration and
expansion of student
esponses

Use of cognates
Purposefully using

synonyms and .
antonyms
Effective use of wait .

time

Teaching familiar
chunks ‘May | go to t
restroom? “Excuse

ecially elicitation,

clarification
requests, and
etalinguistic clues

hm and rhyme .
Language task for
graphic organiser .
Building .
circumlocution skills .

LEARNING TOOLS

Using an instructional e Posting schedules
framework that * Labeled visuals
includes explicit e Pictographsasa

teaching (T)-modeling success supporting
(T)-practicing (St)-
applying (St)

1-1 teaching, coaching, .

strategy for dictogloss

modeling o
Pairing and grouping .
of students so that less

experienced/

eable students work

with more

experienced/k

eable students

Activating prior

techniques

Joint writing project
Use of routines
TPR/TPRS

Gibbons’ Activity
Cycle (oral-informal,
oral-formal, written-
informal,
writtenformal)
Lyster’s register
variation activity
Scored discussion
Role play, simulations
Process writing
SQP2RS

Source: Created by author, based on Echevarria, Vogt & Short, 2004: 86-87
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6.9 SPEAKING & WRITING

On average learners spend about a third of their time writing in science. It is
therefore important to make sure that what learners are asked to write helps
them progress in science.

Writing

Writing-to-Learn (WTL) is a versatile pedagogy that instructors use t

: range of instructional goals, including development of conceptual kn
RSN

Reynoldsetal 201w~ critical thinking (Gillespie et al. 2014).
ting-to-Learn in Under-gradu-

ate Science Education: A

Community-Based, Concep- ~ Writing will support learning in science when:
tually Driven Approach

- the purpose is clear;
- the writing helps learners to org

?
- learners are challenged to think and m

r. L2 students need to know why writing is

science.

¢ characteristics of the writing expected. students
ught how to structure a conclusion and how to frame an argument
g ideas and evidence. Sharing good examples of these with the

ifies what is expected of learners.

students are provided with opportunities to write for different audiences and
purposes; writing up experiments and answering questions can often be demo-

tivating for learners.

rners could use a mind map to organise the thinking of before writing. The
three important words are what, how and why.
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Table 21 Types of writing in STEM and possible purposes

TYPES OF WRITING IN SCIENCE POSSIBLE PURPOSES

Answers to questions * Tocheckunderstanding.

Plan for an enquiry « Tolearn how to make decisions about
how to collect evidence that is valid and
reliable

« Tolearn how to set out a procedure To
assess planning skills.

Record of observations « Tolearn how to assemble guiis
or measurements such a way that it cag
easily
T ss recordi

Conclusion to
an experiment

Evaluation of an enquiry

of measurements

s an aid for revision and

o help synthesise ideas To organise
thinking

To clarify ideas in order to write more
precisely sometime later

Note taking

To help learners make links between
ideas and apply their understanding
To probe understanding and reveal
misconceptions

To help learners explain their thinking,
ensuring they can distinguish between
the how explanations (describing how
something works or how something
happens) and the why explanations
(giving scientific reasons why something
happens)
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Table 21 (continued)  Different registers of language

TYPES OF WRITING IN SCIENCE POSSIBLE PURPOSES

Argument » Toanalyse and present conflicting views
» Todevelop the skills of considering
evidence
»  Toengage learners To allow learners to
demonstrate achievement To ca
creative thought

Writing up enquiries .

Recording information

Source: Created by author, adapted from D

Talk in science

shows that learners spend about a third of
ns but very little of their time in discussion
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Table 22 Scaffolding speaking and writing

SCAFFOLDING SPEAKING AND

WRITING

« Talk about what is going to be said or
written.

» Provide listening or reading models
before speaking and writing.

* Help learners notice the language
they need to use at word and
sentence levels.

+ Use visual organisers to brainstorm
ideas learners might use.

» Encourage collaborative work so
leaners can provide scaffolding for
each other

« Help learners think about who they
are speaking or writing to, and wh
they are speaking or writing

ted by aut

EXAMPLES FROM THE CURRICULUM
(HERE:ICT)

(Learners are working with Professional
Englishin Use - ICT by Estera & Fabré,
2007)

« Telllearners about how we can define

and classify parts of a machi
¢ Show learners a text abou
organization

n of their tree diagrams.

Learners decided who needs the
information they have put in the
organiser and what its purpose is.
They then draw a diagram classify the
hardware and software use in their
own computers.

pted from DfES 2002: 14
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6.170 STUDENT'S LEARNING STRATEGIES

Learning strategies are the methods and approaches that learners employ to
acquire new subject content. Effective learners possess an awareness of their
learning process and actively consider which strategies to employ for different
tasks. Proficient learners utilise a broad range of learning strategies that lear,

can use before, during and after doing tasks.

For instance, common vocabulary learning strategies include techni
memorization and drawing images. Sometimes learners visibly demo
strategies, such as underlining key vocabulary, while at other tj
not observable, such as making associations between their m
the language of instruction. Metacognition (thinking ab
important learning strategy and can be divided into
- preparing and planning for learni’
- selecting and using strategies
- monitoring learning

- integrating strategies

- evaluating learning.
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EXAMPLES OF STRATEGIES USED BEFORE DOING A TASK

e Selecting and setting learning goals

» Deciding on criteria to measure how well a task can be done
e Analysing the task, its purpose and what must be done

e Working out timing of stages

EXAMPLES OF STRATEGIES USED DURING TASKS

o l|dentifying key content vocabulary

» Predicting meanings of content vocabulary ‘edicting te .

o Guessing meanings of new words

o Askingfor clarification

o Paraphrasing

e Drafting work

o Risk taking and experimenting with new concep

e Using some L1 for a specific purp up a bilingual
dictionary,

o checking meaning of vocabulary with a pe

* Note taking

e Organising work
e Personalising learn

S USED AFTER DOING TASKS

eciding how to remember new words and concepts

Making visual prompts to aid memory

Reviewing work alone or in small groups

Exchanging work with a partner and asking for feedback

mparing work with previous work and deciding how it has improved
. iting work

e Summarising work
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Table 23 Learning strategies and teaching instructions

LEARNING STRATEGIES

TEACHING INSTRUCTIONS

organizing learning

using visual prompts to aid memory

seeking clarification

setting learning goals

risk-taking

facilitating aug

126

The teacher tells the students to ...

divide their maths notebooks into

separate sections for different

write the key words in

notebook and illustrat

ress their ideas about protecting the
onment even when they are not

f all the English words.

read their Keep Healthy advertisement

aloud to themselves at home..
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6.11 TRANSLANGUAGING

Translanguaging activities use both L1 and L2. The working language is the learn-
ers’ L1, to be later replaced by L2. In a typical translanguaging activity students
get a text in L1, with questions in the CLIL language (L.2). They are supposed to
answer in L2 as well. That way the students can process the content and learn sub-

ject specific vocabulary in L1, usually needed for later exams, and by reading and
answering the questions in L2, they are exposed to L2 subject specific vocabula
Language support is given by a list of formulaic language, functional phrases
subject specific vocabulary. After a translanguaging activity the students shoul8
be able to answer questions on the subject in L2 in free speech and t
subject specific vocabulary.

For Garcia, this common practice of bi- or multilingual child

switching but goes beyond it as a more effective means of
defines it as ‘the act performed by bilinguals‘cessing G

tures or various modes of what are described as a

Schastak et al. (2017) sho
contexts is primarily det
in the family lan
ers. Multilin
em for more everyday personal every day

or secondary discourse (basic interpersonal translan-
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Chapter 7

TECHNOLOGY-ENHANCED
CONTENT & LANGUAGE
INTEGRATED LEARNING

1 INTRODUCTION

arning (CALL)

- is not a method of teaching, but a me echnology for language

learning. New tools and resources have ly with the advent of

: many of the challenges due to
Vo etal. (2022): The impact
of digital technology on con-

tentand language integrated ~ VidUalization of gf ¥0cess and thus especially for language-sensitive
learn-ing in higher education:
a systematic review of
literature

ion holds potential for the indi-

teaching approag

iriety of perspéCtives when researching and receiving (e.g. websites, online
ewspapers, texts, blogs, podcasts, YouTube videos, etc.) and allowing them to use

these as speaking and writing prompts.

or the (conceptually oral) introduction of a lesson, digital tools are suitable that
ally activate the students’ prior knowledge of content or language and enable
them to access a topic intuitively. Short surveys or queries (e.g. with a voting or
brainstorming tool such as Mentimeter) are conceivable for this purpose, in order
to obtain an opinion or to record prior knowledge. Digital mind maps (e.g. with
MindMup, Coggle), digital pin boards (such as Padlet), or whiteboards are suitable
for collecting ideas or brainstorming, on which students can record initial ideas or

associations - also collaboratively — and link them to one another.
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Short quizzes (e.g. with Kahoot) are also possible to get started with a topic. Digital
games are worth examining as language learning contexts. For instance, playing
the Sims game learners encountered and learned a diverse range of vocabulary
(miller & Hegelheimer 2006). Numerous scholars contend that — in particular —
massively multiplayer online role-playing games (MMORPGs) offer fertile learning
environments replete with valuable educational prospects (Delwiche 2006; Squire
2008).

Technology has had a significant impact on vocabulary learning in recent year,
has revolutionised how people acquire, practice, and retain new words and p
es in various languages. Here are some ways in which technology has influence

vocabulary learning:

+ Online Language Learning Platforms: There is a wide arra
learning platforms and apps (e.g. Duolingo, Babbel, Rose,
s often

interactive vocabulary lessons. These platf,
multimedia elements to make learning en§ng and fu

ers to create, review, and share di

Quizlet enable users to custoamai

ce and vocabulary expansion in authentic conversations.

guage Learning Podcasts: Podcasts offer audio content for vocabulary
ing. Many podcasts provide transcripts and explanations to help learners

xnd and acquire new words and phrases in context.

- Language Learning Videos: Video-sharing platforms like YouTube host a
plethora of language learning channels. These videos often include lessons,
vocabulary drills, and cultural insights.

» Text-to-Speech and Speech Recognition: Some applications use text-to-speech
and speech recognition technology to help learners practice pronunciation and
understand spoken language.
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Tools developed for, in particular CLIL, are introduced in more de
course book.

Virtual Reality (VR) and Augmented Reality (AR): Emerging technologies like
VR and AR offer immersive language learning experiences. Learners can ex-
plore virtual environments where they interact with objects labelled in the
target language, enhancing vocabulary acquisition.

Language Learning Games: Educational games and simulations designed for
language learning immerse learners in virtual worlds where they acquire

cabulary through play.

Al-Powered Language Learning: Artificial intelligence (AI) is bein
into language learning platforms to provide personalised recomme
track progress, and adapt lessons to individual needs.

¢
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NOTES
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