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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 

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 DHET, all higher education institutions need 

to ensure a proper access for learners with disabilities (DHET 2022). Furthermore, 

the very different education levels of students in the same class can create prob-

lems for lecturers (DHET 2013). Pr
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White Paper for Post-School 
Education and Training: 
Building an expanded, 
effective and integrated post-
school system
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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 I.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 indi-

vidual needs of learners including those who experience barriers to learning. You 

will also be able to put relevant classroom management techniques into practice. 

TVET lecturers will also be able to make use of the introduced digital technologies 

at different stations (hand-on practice). In the training you will develop innovative 

scenarios with reference to your teaching subject. During the implementation at 

your college, you will transfer your newly acquired knowledge and ideas into prac-

tice. 
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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 significance of 

L2 acquisition in TVET and will walk you through how to effectively use the book to 

improve L2 learning and communication skills within the TVET context. The tech-

niques suggested are tried and tested; they draw on both academic research and 

best practises. 

The book include a selection of the following teaching resources:  

• Further reading recommendations with links 

• Teaching and/or learning objectives 

• Tips for lecturers 

• Web and video links 

The course book will be accompanied by workshop presentations and activities as 

well as Module I.1 Digital Teaching and Learning at TVET.

The book is also available in digital format.

By working through this module, you can build your teaching repertoire step by 

step, starting with strategies that are easy to implement and moving on to those 

that will help your students develop their skills still further. Always work with 

another lecturers or group of lecturer who teach the same class. Discuss which 

strategies are the most effective and why. Find someone to pair up with and team-

teach. Design the tasks together. Identify sections of the unit that are particularly 

relevant to you and focus on those.

The course book accompanies the workshops, where handouts and activities are 

provided . We also recommend to have the course book of Module I.1 Digital Teach-

ing 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-

tion. You could share this, along with any other notes with your teacher colleagues. 
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Module I.1 Diversity and Inclusion in TVET

Chapter 1  
‘EDUCATION FOR ALL’: 
INCLUSIVE EDUCATION AND 
TRAINING

In South Africa and elsewhere, the TVET colleges and classrooms are becoming 

increasingly diverse along a variety of dimensions (KM BW 2019; Mudau 2018). 

This is due to the idea that the recognition of diversity as a value are the guiding 

principles of educational policy frameworks and inclusive education a funda-

mental human right. As international comparison displays, positive promotion of 

diversity is an important factor for successful educational processes (Fischer et al. 

2014:16). Therefore, many countries aim to ‘ensure an inclusive education system 

at all levels – pre-school, primary, secondary, tertiary, vocational and life-long 

learning (CRPD Committee 2016, Article 24:1).’ 

1 INTRODUCTION

DEFINITION OF INCLUSION 

A first approach to the concept of inclusion shows that the term inclusive – on which 

the concept of inclusion is based – is derived from its etymological origin in the Mid-

dle Latin language and originally exists there for the situation of ‘being enclosed’ [for 

example, as a monk or hermit in the seclusion of a hermitage; M.G.].  Since the late 

1980s, 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 

Conference on Special Needs Education in Salamanca in 1994 and its final declara-

tion adopted in English (cf. UNESCO 1994), inclusion then increasingly became an 

internationally 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.
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SALAMANCA STATEMENT AND FRAMEWORK FOR ACTION ON SPECIAL 
NEEDS EDUCATION

The Salamanca Statement and Framework for Action on Special Needs Education is an 

outcome of the UNESCO World Conference on Special Needs Education: Access and 

Quality, Salamanca, Spain, 7-10 June 1994. The Declaration is one of the main docu-

ments of international education policy and draws extensively upon the national expe-

rience of the participating countries as well as upon resolutions and recommendations 

of the United Nations’ system and other intergovernmental organizations, especially the 

Standard Rules on the Equalization of Opportunities for Persons with Disabilities (WHO 

1994). Aim of the conference was the approach of inclusive education, 

namely enabling schools to serve all children, particularly those with 

special educational needs. Although the immediate focus of the Sala-

manca conference was on what was termed special needs education, its 

conclusion was: ‘Special needs education – an issue of equal concern to 

countries of the North and of the South – cannot advance in isolation. It 

has to form part of an overall educational strategy and, indeed, of new 

social and economic policies. It calls for major reform of the ordinary 

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

which in turn denotes separateness, being excluded from something.

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, has 

been widely acknowledged. This recognition arises from the realisation of the chal-

lenges posed by the increasing diversity found in classrooms and broader societal 

contexts (Booth & Ainscow 2011). Furthermore, while there is broad consensus that 

inclusion is associated with ‘schools for all’, in the international discourse there are 

differing agendas regarding the questions of how to theoretically frame the student 

population of Inclusive Education (ibid.). 

The Salamanca 
Statement and 
Framework for Action on 
Special Needs Education

Kiuppis (2016): From Special 
Education, via Integration, 
to Inclusion: Continuity and 
Change in UNESCO‘s Agenda 
Setting
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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-tiered 

school system has either been developed or continues to exist. Therefore, there is 

still wide variation in school systems across European educational needs, splitting 

them into mainstream vs. special-need schools (Sansour & Bernhard 2018). Despite 

all the efforts in South Africa, students with disabilities continue to experience 

discrimination in terms of access to post-school education and training opportu-

nities, and the system as a whole has inadequate facilities and staff to cater to the 

needs of the disabled (DHET 2013; 2022). 

2 FROM EXCLUSION TO INCLUSION

Figure 1 Exclusion, segregation, integration & inclusion

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

of ‘schools for all,’ different agendas exist in the international discourse concern-

ing how to theoretically define the student population of IE. In literature, three 

main positions can be identified (Kiuppis 2016: 29):

• A significant number of actors and theorists, predominantly from the Unit-

ed States, perceive the notion of ‘addressing special educational needs within 

mainstream environments’ (Thomson et al. 1988: 129) and the term Inclusive 

Education as primarily focused on individuals with disabilities. This un-

derstanding can be interpreted as either advocating for ‘schools for all’ or 

promoting education in integrated settings as an alternative to segregated set-

tings (Baglieri et al. 2011 in Kiuppis 2016: 29).

• Some researchers have expanded the scope of Special Needs Education in terms 

of its target group. Here, inclusive education is conceptualised as a framework 

that is aimed at all learners, but places particular emphasis on specific popula-

tions that are considered the most vulnerable (e.g. working children; children 

belonging to indigenous, linguistic or religious minorities; nomadic children; 

children affected by HIV/AIDS), marginalised (e.g. children from households in 

rural or remote communities and children in urban slums), or those who have 

special educational needs traditionally associated with individuals with disabil-

ities (Kiuppis 2016: 29).

• A prevalent understanding of inclusive education is associated with approaches 

to a broader perspective. Inclusive education is considered a non-categorical, 

all-embracing approach characterised by ‘ensuring a basic minimum standard 

of education for all’ (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 

training as: 

• ‘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. 

3 MAIN POSITIONS OF INCLUSIVE EDUCATION 
AND TRAINING
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Source: Created by author, adapted from DET 2001: 17

Table 1 Definition of inclusion and mainstream in ‘The White Paper on Special Needs Education’

• 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).’
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Chapter 2  
DIMENSIONS OF DIVERSITY 
AND LEARNING NEEDS

Schools and classrooms are becoming increasingly diverse, since students bring 

many different prerequisites along a variety of dimensions, including migration, 

gender, special education needs, and giftedness to the classrooms. The differenc-

es are multifarious and often overlap. 

This complexity can be described using 

the term intersectionality. In American 

literature these differences are sum-

marised using eight main dimensions 

(so-called ‘Big 8’): Age, gender, ethnic-

ity, religion, race, sexual orientation, 

functional role, and mental/physical 

ability (Krell et al. 2007). Another com-

mon representation employed is the 

diversity wheel, which is mostly used 

for diversity management in organizations. It distinguishes between internal and 

external dimensions (Gardenswartz & Rowe 2003; Loden & Rosener see Fig. 2). 

While mainly in English speaking countries, social, economic or cultural inclusion 

is highlighted in the context of different groups of individuals that are typically 

regarded as being excluded from education, in Germany for instance, it is focused 

on 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 

gifted students. For South Africa, the Education White Paper 6 (2001) lists age, 

gender, 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).

1 INTRODUCTION

‘Schools should accommodate all children 
regardless of their physical, intellectual, social, 
emotional, linguistic or other conditions. This 
should include disabled and gifted children, 
street and working children, children from 
remote or nomadic populations, children from 
linguistic, ethnic or cultural minorities and 
children from other disadvantaged or margin-
alised areas or groups.’ – UNESCO 1994: 6
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Figure 2 Diversity wheel

Source: Created by author, based on Gardenswartz et al. 2003 Prev
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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, corporate 

policies and union provisions. The definitions are rel-

ative – and still evolving. In simple terms, Disability 

is any restriction or lack (resulting from an impair-

ment) of ability to perform an activity in the manner 

or within the range considered normal for a human 

being, whereas impairment is any loss or abnormality 

of psychological, physiological, or anatomical structure 

or function (WHO 1980: 143). According to the WHO an 

estimated 1.3 billion people – about 16 % of the global 

population – currently experience significant disability. For South Africa, find-

ings show a national disability prevalence rate of 7,5 % – however there were data 

limitations (SSA 2011). Some disabilities result from the genetic material a person 

inherits. They may also be acquired through accidents, illnesses or chronic con-

ditions. Some disabilities are visible, while forms of mental illness are invisible. 

They may be temporary (as with a leg or arm fracture) or permanent. However, not 

all learners with disabilities have special education needs.

2 DISABILITY

WHO (1980): International 
Classification of Impairments, 
Disabilities, and Handicaps 

CATEGORIES OF DISABILITY

• Behaviour Disability

• Communication Disability

• Personal Care Disability

• Locomotor Disability

• Body Disposition Disability

• Dexterity Disability

• Situational Disability

• Particular Skill Disability
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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 Needs 

are likely to need extra or different help from that given to other children their 

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 support for disabled learn-

ers. The area of responsibility of special needs education with respect to all 

organizational aspects refers to the special needs within the context of disabil-

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 writing 

difficulties) are supported by a combi-

nation of measures of differentiation 

within the structure of the general 

system of support. Remedial or individ-

ual educational programs based on the 

general structure offer and give sup-

port for problem situations during the 

learning process. In Japan, visual impairment, hearing impairment, intellectual 

disabilities, physical/motor disabilities, health impairments, speech and language 

impairment, autism, emotional disturbance, learning disabilities, attention deficit 

hyperactivity disorder and multiple disabilities. In the United Kingdom, a child 

has special educational needs if he has a learning difficulty which calls for special 

educational provision to be made for him. A child has a learning difficulty if he has 

a significantly 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. 

3 SPECIAL EDUCATIONAL NEEDS

Learners with special educational needs in 

South Africa 

In South Africa, the learners who are most vulnerable to 

barriers to learning and exclusion are those who have 

historically been termed learners with special education 

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.
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Learning needs are defined as gaps in knowledge that exist between a desired level 

of performance and the actual level of performance (Healthcare Education Asso-

ciation 1985). In other words, a learning need is the gap between what someone 

knows and what someone needs or wants to know. Learners from diverse back-

grounds have different learning needs which may arise because of:

• Negative attitudes to and stereotyping of difference 

• An inflexible curriculum

• Inappropriate languages or language of learning and teaching

• Inappropriate communication

• Inaccessible and unsafe built environments

• Inappropriate and inadequate support services

• Inadequate policies and legislation

• The non-recognition and non-involvement of parents

• Inadequately and inappropriately trained education managers and educators 

(White Paper 2001)

4 LEARNING NEEDS

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 health 

impaired (including attention deficit disorder), multiple disabilities and traumatic 

brain injury.

DE (2001): South Africa 
White Paper - Building an 
Inclusive Education and 
Training System Prev
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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 

reported publishing data on 25 students with IQ scores above 120 and 59 students 

with IQs for the most part above 140 (Terman 1922: 312).

Gifted and talented education has also come to the forefront In South African ed-

ucational policy in general: ‘Gifted students represent an important component of 

a nation’s intellectual capital. They possess the qualities needed to find innovative 

solutions for many scientific and social challenges. Despite inclusive education 

policy initiatives aimed at ensuring quality education for all, the extant research 

indicates that gifted students from all socio-economic levels and cultures are ne-

glected in South African classrooms (Oswald & Rabie 2016: 273).’

5 GIFTED STUDENTS

Worrell et al.  (2018): Annual 
Review of Psychology: Gifted 
Students

Oswald (2017): Rethinking 
gifted education in South 
Africa: The voices of gifted 
grade 11 students
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Chapter 3  
DEALING WITH DIVERSITY

Even if mainstream colleges and classrooms get 

more and more diverse, there still exist several bar-

riers for students with disabilities. These include 

barriers such as negative attitudes, architectural 

barriers, inaccessible information and technology, rules and policies that are 

not actually enforced and methodologies that do not favour inclusion (Kochung 

2011; Morena & Nkoane 2021; Sako 2020; White Paper 2001). Some difficulties are 

linked to teachers’ attitudes as well 

as teachers‘ competence (including 

a necessary new didactic-method-

ical organisation of lessons) that 

affects successful inclusion (Grant 

& Jones 2016; White Paper 2001). 

Also, the Education White Paper 6 

argues that inclusive education is all 

about changing attitudes, behaviour, 

teaching methods, curricula and en-

vironment to meet the needs of all 

learners. 

1 INTRODUCTION

Central in the current discussion on 
good teaching is the question of how to 
best support students in their individual 
development.

Figure 3 ‘The School System’

Source: Creative Commons License CC BY-NC 
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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 & Görel 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 influences 

inclusion-related attitudes are: Experiences with people with disabilities within 

and outside of work context, subjective perception of different forms of impair-

ment, professional experience, perceived (administrative) support, normative 

influences as well as the self-efficacy of the teachers and trust in own abilities (cf. 

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

2 TEACHERS’ ATTITUDE

Figure 4 Model of teacher’s attitude

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

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

the guiding principles of educational policy frameworks. This is linked with the 

concept of differentiation of the students. As international comparison displays, 

positive promotion of diversity is an important factor for successful educational 

processes (Fischer et al. 2014: 16). Knowledge and competencies in the reference 

field Diversity and Inclusivity are tangential to all areas of professional knowl-

edge, and comprises:

• General Knowledge on Diversity and Inclusivity

• Diagnostic

• Consultation

• Support

Access and support for students with disabilities often remain limited despite 

lecturers’ positive attitude since lecturers are struggling to support students with 

disabilities due to lack of training on different types of disabilities (Sako 2020). 

3 TEACHERS’ COMPETENCE DEALING 
WITH DIVERSITY

Figure 5 Model of teachers‘ competence dealing with diversity and Inclusivity

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

and more. Having general knowledge on diversity and inclusivity involves being 

aware of the experiences, challenges, and inequalities faced by different social 

groups. It includes understanding the value and benefits of diversity, promoting 

equality and equity, and recognizing the importance of creating inclusive spaces 

where all individuals are respected, valued, and given equal opportunities. General 

knowledge on diversity and inclusivity also encompasses knowledge about cultural 

competence, intercultural communication, unconscious biases, privilege, power 

dynamics, social justice, and inclusive practices in various settings, such as edu-

cation, workplaces, and communities. It involves understanding the historical and 

societal contexts that have shaped diverse identities and the need for proactive 

efforts to address discrimination, prejudice, and systemic barriers. Developing 

general knowledge on diversity and inclusivity is crucial for fostering inclusive at-

titudes, promoting social cohesion, and working towards a more equitable and just 

society. It allows individuals to engage in meaningful dialogue, challenge stereo-

types, and actively contribute to creating inclusive and respectful environments 

for everyone.

3.1 GENERAL KNOWLEDGE ON DIVERSITY AND 
INCLUSIVITY
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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 plans. 

Educational diagnostics and support are closely interrelated. This includes suit-

able forms of support (type, duration and scope) as well as regularly updating of 

support planning. Support plans contain information about the initial conditions, 

procedures and goals of the planned measures. They help teachers to be more re-

sponsive to the individuality of students and to offer special learning paths.

3.2 DIAGNOSTIC

FACETTES OF DIAGNOSTICS

• Quality criteria 

• Intelligence 

• School performance tests 

• Special learning needs assessment, standardised and non-standardised methods 

• Students’ pre-conceptions, 

• Academic self-concepts (e.g. Big-Fish-Little-Pond-Effect, Hawthorne effect,  

halo effect)

• Limits of the diagnostics in educational settings
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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 compe-

tence levels)

• Diagnosis to identify learning potentials, motivations, obstacles to learning or 

learning progress

• Diagnosis of learning types

• Diagnosis of the learning environment (e.g. family, peer group influences)

• Diagnosis of group processes (e.g. social climate in the classroom)

• Diagnosis of behaviour or problems (e.g. social behaviour, work behaviour, 

learning behaviour) 

• Diagnosis of academic self-concepts (e.g. the Big-Fish-Little-Pond-Effect)

• Diagnosis of subject-related or interdisciplinary learning outcomes or perfor-

mance and diagnosis of performance conspicuities (diagnosis of giftedness)

• Diagnosis of individual intelligence areas according to the principle of multiple 

intelligences (von Saldern 2009: 52).

More in Module 1 of TRAINME, Unit 3: Diagnosis and Assessment
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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 school. 

School-based consultation is a method of psychological service delivery in which 

a school psychologist works together with a teacher and/or parent to identify and 

analyse a particular problem with a student and then create an intervention plan 

that the teacher or parent can implement independently or with varying degrees 

of support. The members of the consultation team are typically referred to as the 

consultant (e.g. school psychologist), the consultee (e.g. teacher or parent), and the 

client (e.g. student). 

3.3 CONSULTATION

SCHOOL CONSULTATION

School consultation is a proactive approach to delivering psychological and educational 

services, aimed at fostering collaborative partnerships between consultants and consult-

ees. It involves a reciprocal and systematic problem-solving process, guided by eco-be-

havioural principles. The primary objective is to strengthen and empower consultee sys-

tems, ultimately leading to improved student well-being and performance. (Zins & Erchul 

2002: 626).
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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 development, 

social skills, learning strategies, subject-specific knowledge, motivation);

• address diverse student characteristics or groups (low achievers, gifted stu-

dents, girls and boys, students with and without an immigrant background, 

students with special needs);

• pursue different goals (e.g. eliminate learning deficits or develop individual 

interests); take place in different ways (voluntary or compulsory; temporary or 

permanent) and finally also be anchored at different levels (in the classroom or 

in extracurricular activities).

3.4 SUPPORT

DIFFERENT WAYS TO SUPPORT LEARNERS

There are different ways to support learners, e.g. through: 

• additional training, courses, classes

• diverse learning methods, approaches and arrangements 

• e.g. Cognitive Apprenticeship, Open Instruction and Learning, cooperative learning

• language-sensitive teaching

• differentiation, individualisation, adaptive teaching

• coaching (e.g. to improve learning strategies), support & development plan

• disadvantage compensation

• etc. Prev
iew
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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 learn-

er differences and learning needs and interests within the same classroom over 

a certain period of time (Stradling & Saunders 1993; Tomlinson et al. 2003), i.e., 

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

make progress in their learning, but in different ways. Tomlinson (1999), a lead-

ing expert in this field, suggested that differentiation provides various learning 

opportunities for students who differ in their readiness levels (what they know, 

understand, and can do in relation to the content), their interests (affinity, curi-

osity, or passion for a topic), and their learning profiles (which may be shaped by 

their intelligence preferences, gender, culture, or learning style). Tomlinson (2005) 

defines differentiation as a philosophy of teaching that is based on the premise 

that students learn best when their teachers accommodate the differences in their 

readiness levels, interests and learning profiles. A chief objective of differentiation 

is to take full advantage of every student’s ability to learn (Tomlinson 2001, 2005). 

According to Tomlinson, teachers can differentiate the goals, content, teaching 

methods, materials and tasks, learning environments and assessment according 

to learners’ readiness, interests, abilities, motivation and self-esteem (Tomlinson 

1999). Thus, a teaching / learning setting towards individual promotion must be 

changed with respect to: 

• less teacher-centred, guided lessons 

• diverse methods and content 

• more space for open, collective, cooperative and individualised instruction 

• suitable, adapted and supportive materials and task orientation & self-evalua-

tion.

4 DIFFERENTIATION

ASCD (2011): Key Elements 
of Differentiated Instruction  

Pham (2012): Differentiated 
Instruction And The Need 
To Integrate Teaching And 
Practice

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 Vygotsky’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

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 at 

which they learn, and the support they need from teachers; 

• students learn best when connections can be made between the curriculum and 

interests or life experiences; and 

• teachers should attempt to maximise each student’s learning. Differentiation is 

proactive, student centred, dynamic, and rooted in assessment. It also empha-

sises multiple approaches to teaching content and the use of flexible grouping 

(Tomlinson 1999).

More in Module 1 of TRAINME, Unit 3: Diagnosis and 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 and 

needs, creating situations in which learned vocabulary can be used (cf. among 

others Böttger 2008: 11)

• Quantitative differentiation according to the amount of work (e.g. sensible 

further and deepening tasks for fast children, extension of the class-related 

vocabulary by personal words, labelling of pictures instead of writing a whole 

text etc.)

• Qualitative differentiation according to the level of difficulty and individual 

learning paths (e.g. create your own dialogue after a basic dialogue has been 

given, offer additional word and sentence material, ask for detailed infor-

mation in listening comprehension tasks, give the opportunity to answer 

questions in one-word sentences, but also encourage creative solutions, etc.)

• Differentiation according to teaching methods (if possible, independent choice 

of working method, working group, working time and working materials; in 

the sense of learner autonomy, the learners decide for themselves)

• Differentiation according to different social and cooperation forms (independ-

ent choice of individual, partner or group work, encouraging mutual help, 

using experts, etc.)

• Differentiation through a variety of media and work tools that consider the 

different access channels (e.g. pictures, writing, providing scaffolds, support 

systems)

• In concrete teaching situations, it makes sense to use and offer several or even 

all differentiation 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. 

Prev
iew



Module I.1 Diversity and Inclusion in TVET

38

Library

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 disadvantages. 

Since the expected performance is not reduced, it may not affect the assessment 

of the performance in the examination and shall not be recorded in the certifi-

cates or expert reports.

5 DISADVANTAGE COMPENSATION

EXAMPLES OF DISADVANTAGE COMPENSATION

• Extension of time for exams

• Modification in the method of examination

• Individually adjusted exam/submission deadlines

• Alternative performance

• Permission for the use of technical and personal aids

• Writing exams in separate rooms

• Preference in attending the lectures

Basically, the disadvantage compensation must always be decided depending on the indi-

vidual case and the situation, since the actual disadvantage can vary greatly.
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Chapter 4  
LANGUAGE IN 
EDUCATIONAL SETTINGS

After PISA 2000, teachers’ competences in (multi-)

linguistic education play an increasingly impor-

tant role in order to address linguistic diversity in 

the classroom (Becker-Mrotzek & Roth 2017) and 

teachers should be concerned about the language 

dimension in education (Vollmer & Thürmann,2013). In an educational context, 

language is used in different situations and for different purposes. The tradi-

tional view is that language is important in language lessons. Students learn to 

communicate and learn about languages in first, foreign or L2 classes (language 

as a subject). However, language is no longer seen as a goal in itself, but as an im-

portant issue for all subjects, and this for many reasons (e.g. Leisen 1999, 2016; 

Vollmer & Thürmann 2013). 

1 INTRODUCTION

‘Whatever the subject, all knowledge 
building in the school context involves 
working with language.’ — Beacco et 
al. 2010: 6

Figure 7 Language situations students need to cope with 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 others. 

For example, teachers use language to deliver subject content and accompany-

ing tasks. Language of schooling does not only refer to the teaching and learning 

of isolated grammar or vocabulary for everyday communication. Since different 

school subjects have their own communication (most often seen in text types), 

language is also a tool for subject specific ways of thinking and communicating 

and knowledge processes (Vollmer 2006: 5). Learners do not only learn the name 

or expression for a specific object. They also learn to use these linguistic means in 

a content-related and purpose-related, contextual and situationally appropriate 

way, which requires high levels of cognitive thinking (see Cummins et al. 2001). 

What the language of subject learning in all non-linguistic subjects are concerned, 

there are terminologies such as Language in Other Subjects or Language Across 

the Curriculum (Vollmer 2006, 2007). 

Language is the key to successful internalisation of concepts which is a prereq-

uisite of deep learning. These forms of communication which are specific to the 

different academic subjects are often referred to as subject literacy. 

In a nutshell language of schooling embraces two key components:

• languages taught as subjects in their own right (literacy, reading, writing, literature, 

thinking about language, etc.) -> language as a subject

• languages used for the teaching of other subjects (maths, biology, history, geogra-

phy, etc.)  -> language(s) in other subjects.

They are

• national languages in most countries

• 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)Prev
iew
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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 teacher’s 

assessment of their respective levels of knowledge, as it serves as the foundation 

for evaluation. 

LANGUAGE TRIPTYCH

Coyle et al. (2010) describe a  ‘Language Triptych’ in which language has three roles:  lan-

guage of, for, and through learning. 

Language of learning refers to the words and grammar which are minimally necessary to 

talk and write about a subject, most often the specific technical terminology, such as pho-

tosynthesis in science or treaty in history. Unfortunately, in too many CLIL and bilingual 

education programs, this has often been the only conception of language used – apart 

perhaps from some minimal correction of common errors.

Language for learning is the language which students need in order to participate in 

learning activities. For example, if we want students to discuss a topic and agree or disa-

gree, we should provide them with the language resources they need to do this, such as 

the language of giving opinions, agreeing and disagreeing. In many ‘hard’ CLIL contexts, 

teachers are reluctant to support students with language for learning, either because 

they do not know how to, or because they feel that doing so takes away precious time for 

content learning. 

Language through learning is new language that students can pick up when applying 

their thinking skills in learning activities. It is often difficult to predict, as it can happen 

when students work independently on their own projects and chosen topics, and indoing 

so encounter new language.Prev
iew
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Hence, the language of schooling is the basis of all teaching and learning. It is un-

deniably evident that students must have proficiency in the dominant language 

of instruction, i.e., they need proficient language skills orally, as well as in writ-

ing and reading. Students must have an adequate level of competency in order to 

comprehend and actively engage in school. For example,  reading skills are not 

only the key to understanding mathematical and scientific tasks, but also an in-

dispensable prerequisite for mastering complex learning situations that are based 

on real-life processes (OECD, PISA 2012). The language of schooling presupposes 

the ability to communicate in everyday situations, i.e., to read and listen, and to 

produce texts orally and in writing, in the sense of functional literacy. However, 

it goes far beyond this in its specificity, which can be seen, among other things, in 

the fact that the production of oral utterances is based on the patterns of use of 

written language (conceptual literacy). 

There are specific linguistic and communicative requirements and patterns, which 

are typical for teaching and learning in school contexts, e. g. in the context of 

teaching and learning of subjects like physics or music. In this context, school lan-

guage can also be seen as a ‘secret language’ of schooling, which has hardly been 

transparent and unambiguously codified and on which many learners struggle 

mightily or even fail (Vollmer & Thürmann 2013: 3).

In school context, teachers and students use a variety of registers of language of 

schooling:

• Everyday / social language and 

• Academic language

These registers are often referred to Cummin’s (1979, 2000) terminology, the Basic 

Interpersonal Communication Skills (BICS) and Cognitive Academic Language Pro-

ficiency (CALP).

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

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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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 in a 

particular social setting. Registers are simply a particular kind of language being 

produced within the context of a social situation. Below are three ways of saying 

the same thing, depending on the relationship between speakers and the circum-

stance (from Gottlieb & Ernst-Slavit 2014: 2): 

 I would be very appreciative if you would make less noise. 

 Please be quite. 

 Shut up!

Throughout the day a person may use several different registers (see Fig. 8).

2.1 SOCIAL LANGUAGE

Figure 8 Different registers of language

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 includes non-

verbal cues and context clues to meaning; for this reason, students often become 

proficient in social language within 1–2 years of being in schools in the United 

States (Thomas & Collier 2002). In Cummins’ research with immigrant learners in 

Canada, most students were found to achieve BICS after two or three years of ed-

ucation. Cognitive processes linked to social language include: identifying specific 

information, naming objects, and matching and sorting objects into sets.

Cummins, J. (2008):. BICS 
and CALP: Empirical and 
Theoretical Status of the 
Distinction

BASIC INTERPERSONAL COMMUNICATION SKILLS (BICS)

Basic Interpersonal Communication Skills (BICS) are basic language skills that speak-

ers need to cope with in everyday communication situations. Cummins introduced the 

term in the1970s (cf. Cummins 1979). BICS develop in the social environment of a lan-

guage learner. They are context-bound and place low cognitive demands on the speaker. 

Meanings are inferred via signals from the context and signals from the interlocutors 

(gestures, facial expressions, intonation). In contrast, Cognitive Academic Language Pro-

ficiency (CALP) is necessary for mastering demanding linguistic tasks. 
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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 refer 

to more specialised and formal language characteristics of the school subjects 

and the aspects of language proficiency needed for thinking, and for forming and 

comparing ideas (Beacco et al. 2015: 14). The academic language that is crucial for 

school success is very diverse, often subject-specific and is only used in the con-

text learned efficiently where the students need it – i.e., in subject lessons. Since 

each subject uses its own specific words, phrases and expressions, acquiring an 

academic language is often seen as a matter of acquiring new specialist vocabulary 

(e.g. in science: ‘electrolysis’, ‘ion’, ‘neutron’; in literature: ‘irony’, ‘imagery’, ‘trage-

dy) and appears to all learners (may they be foreign, L2 but also L1 speaker) like a 

foreign (additional) language (Beacco et al. 2016: 12). 

2.2 ACADEMIC LANGUAGE

Gibbons (2015): Scaffolding 
Language and Learning (c. 1)

COGNITIVE ACADEMIC LANGUAGE PROFICIENCY (CALP)

Cognitive Academic Language Proficiency (CALP) develops through social interactions 

from birth but becomes differentiated from BICS after the early stages of schooling, to 

reflect primarily the language that children acquire in school and which they need to use 

effectively if they are to progress successfully through the grades. The notion of CALP is 

specific to the social context of schooling, hence the term academic. Academic language 

proficiency can thus be defined as ‘the extent to which an individual has access to and 

command of the oral and written academic registers of schooling’ (Cummins 2000: 67).

Cummins introduced the term in the1970s (cf. Cummins 1979). However, the construct 

of academic language proficiency does not in any way depend on test scores to support 

either its construct validity or relevance to education.Prev
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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-peda-

gogical activities and assessments involves knowledge and ability to use specific 

linguistic features associated with academic disciplines (Vollmer 2013; Gottlieb & 

Ernst-Slavit 2014). 

Learning a school subject, then, means being able to comprehend and produce the 

types of texts or genres (both oral and written) through which the knowledge in 

the subject is communicated (For a thorough discussion and illustrative examples 

of school genres typically used in CLIL, see Llinares et al. 2012). 

Academic language is not a set of skills that English learners can soak up from the 

environment but rather is learned through scaffolding and contextual support and 

is facilitated through explicit teaching.

Paying attention to literacy means taking into account that different school 

subjects such as science and history have their own specific types of communi-

cation, most often seen in the text types (or genres) which are typically used. For 

example, a typical genre in science is the laboratory report (the writing up of an 

experiment) and in history, it could be an historical account, which not only re-

Table 2 Characteristic features and functions of academic language use

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 construc-

tions, or language modalities and content areas (Gottlieb & Ernst-Slavit 2014).

Table 3 Examples of subject-specific vs. general academic language use in different content 

areas

Source: : Created by author, adapted from Beacco et al. 2015: 26 & Gottlieb & Ernst-Slavit 

2014: 44
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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: 

Arts, Commerce, Law, and Science. The Academic 

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 

Dictionary of Academic English.

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-style 

lesson without visuals or manipulatives.) How quickly students acquire academic 

language varies widely due to multiple factors ranging from students’ prior educa-

tional experience to the quality of teaching. 

Research has discovered that the acquisition of English skills necessary for aca-

demic school study typically requires a period of five to seven years, sometimes 

up to ten years (Thomas & Collier 2002). The duration of this process varies de-

pending on factors such as the learning environment and the learners’ existing 

knowledge of both the subject matter and the language itself. 

Language support in academic language is therefore an important task of the edu-

cational system (e.g. schools) and of all teachers, who can thus actively counteract 

educational disadvantage. 

Dimensions of Academic Language 

Academic language can be divided into three dimensions:

• discourse level

• sentence level

• word / phrase level

Each of them having certain characteristics that reflect the quality, quantity, ac-

curacy, complexity, and sophistication of language use in a discourse, sentence, 

and word/phrase levels of academic language use.

Gottlieb & Ernst-Slavit 
(2014): Academic Language 
– A Centerpiece for Academic 
Success in English Language 
Arts

Oxford Advanced 
American Dictionary

Oxford Learner’s Dictionary 
of Academic English.
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Figure 9 Examples illustrating aspects of academic language in context

Source: Extracted from Beacco et al. 2015: 27Prev
iew
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Table 4 Dimensions of academic language

Source: Created by author, adapted from Gottlieb & Ernst-Slavit 2014: 3
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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 about 

subject content and to help learners work well together. This includes commu-

nication functions (purposes for speaking or writing) such as: Giving examples 

describing a process; expressing conditions; describing trends; talking about 

purpose; defining, expressing agreement or disagreement; clarifying what has 

been said; describing cause and effect; explaining an opinion; expressing ideas 

and opinions; generalising; giving instructions; giving approximate numbers; 

interpreting data; predicting and justifying predictions; presenting solutions; 

suggesting, etc. 

3 COMMUNICATION SKILLS ACROSS THE 
CURRICULUM

Figure 10 The four core communication skills

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 and 

the importance of adapting their speech to different situations. They should grasp 

the notion that speaking styles have an impact on listeners. Consequently, the 

pace, volume, and pronunciation accuracy may significantly vary depending on the 

context. It is beneficial for students to recognise that speech should be adjusted in 

terms of formality, such as when addressing a judge, a teacher, a parent, or a peer. 

Additionally, they can gain valuable insights by learning about the distinctions 

among different dialects.

According to PISA, reading literacy is defined as the ability to understand, use, 

evaluate, and reflect on texts, as well as being prepared to engage with them in 

order to achieve one’s own goals. According to this definition, reading literacy is 

the basis for developing ones own knowledge and potential and for participating 

in society. To meet this broad definition of reading literacy, the PISA test covers 

different types of texts and tasks at different levels of difficulty. 

Writing is the final product of several separate acts that are hugely challenging 

to learn simultaneously. Among these separable acts are note-taking, identifying 

a central idea, outlining, drafting and editing. Both young and old people can en-

counter the discouraging ‘writer’s block’ if they engage in more than one or two of 

these activities at once. It is difficult to start writing a report, for example, with-

out a central idea and notes to support it. Often, the more detailed an outline, the 

easier is the writing. People frequently find that they can finish faster by writing a 

first draft quickly and then editing and revising this draft.
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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

4 LANGUAGE REQUIREMENTS IN SUBJECT 
TEACHING 

Figure 11 Model to describe language in schooling

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 differentiating 

knowledge, communicating and presenting work results as well as reflecting on 

their own approach in consideration of the cooperation with others. On the basis 

of our data and further lesson observations it is possible to construct – ideally – 

at least five fields from the learners’ point of view of language learning, each of 

which is characterised by different cognitive and communicative requirements. 

There are five areas of mental-pedagogical activities in school learning:

• Abilities to participate successfully in school- and subject-based interaction 

and communication

• Abilities to retrieve, gain or infer information

• Abilities to structure, adapt or extend knowledge

• Abilities to present, support and negotiate results/new knowledge

• Abilities to reflect about learning (product and process) and to improve/opti-

mise both

The five competences within the five areas are of a complex nature. They refer to 

a broad spectrum of different linguistic-cognitive operations, i.e., they make use 

of different discourse functions (dimension 2) and involve the comprehension and 

production of different school-based text types/genres (Dimension 3).

Discourse functions

Students have to perform different linguistic-cognitive activities to develop a 

range of cognitive skills as well as language for thinking that is related to aca-

demic language proficiency. In other words, students’ language through cognitive 

discourse functions (CDFs). CDFs are the central linguistic actions in the class-

room. Discourse functions (cognitive discourse functions, CDF, or academic 

language functions) can be seen as a ‘bridge’ linking all three dimensions – con-

tent, literacy and language (Morton 2020). In the context of (bilingual) education, 

Gottlieb (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 & O’Malley 1987; Zydatiß 2005; Vollmer 2006, 

2008, 2009). 
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Table 5 CDF types and their underlying communicative intentions

Source: Created by author, adapted from Dalton-Puffer 2013: 234

There are different classifications for CDF. Zydatiß (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. 
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Table 6 CDF-Types and their members

Source: Created by author, ddapted from Dalton-Puffer 2013: 234

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 people 

and appreciate the qualities of things. 

It is through these CDFs that learners build and structure knowledge, which al-

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 photosynthesis

• comparing different types of volcanoes

• assessing and evaluating the opportunities/threats of hydraulic fracturing 

(fracking)
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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 
exemplary work processes. The students analyse electrotechnical systems at th 
plant, device, assembly and component level, as well as the interrelationships 
between the individual levels. In doing so, they read and create technical docu-
ments.

Extract 2. Examples from current German syllabus Electrical Engineering [trans-

lated by the author]

In the works of Beacco (2010), Vollmer (2010), Pieper (2011) and Linneweber-Lam-

merskitten (2012), an attempt was made to identify a number of discourse 

functions that are necessary for learning and teaching in four school subjects: Sci-

ence, history, literature and mathematics. 

Comprehension & production of typical text types 

The cognitive-linguistic operations in the five fields of activity can refer produc-

tively as well as receptively to a wide variety of materials and documents, which 

are referred to generalised terms as texts. These texts can be verbal, but also 

non-verbal, they can be in written form or they can be realised acoustically, they 

can also be conveyed in a media or multi-media form. A frame of reference should 

structure the cosmos of possible texts to be used, analytically processed or pro-

duced in the subject lessons. Prev
iew
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Table 7 Relevant discourse functions in literature, science and mathematics

Source: Created by author, based on Beacco et al. (2010: 20-21), Vollmer, (2010: 21), Linnewe-

ber-Lammerskitten (2012: 27)
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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 search or 

communication intentions. Also, it would mean to condense these linguistic ele-

ments into texts or, in the reception of texts, to derive the construction of specific 

meanings and the use of specific discourse strategies from the use of specific lin-

guistic means, taking into account situational factors (cf. on this, among others, 

Schmölzer-Eibinger 2008). 

It follows that for modelling a frame of reference in dimension 4 at least four 

components have to be considered:

• Discourse strategies 

•  Textuality criteria

• Linguistic resources 

• Communicative activities / skill areas.

COGNITIVE ACADEMIC LANGUAGE PROFICIENCY (CALP)

In principle, however, texts and text types can be grouped under various aspects,  e.g. 

according to 

• the relation to reality, e.g. fictional texts vs. non-fictional texts (= non-fiction and util-

ity texts) 

•  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 

• basic functions, e.g. expressive function, representational function, prompting func-

tion, poetic 

• 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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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 litera-

cy is essential for individuals pursuing careers that demand specialised knowledge 

and expertise beyond basic reading and writing skills.

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

ing tasks, work instructions, technical texts, etc., have difficulties to follow the 

lessons at TVET colleges and  do not actively participate in the classroom. 

Students must understand operating instructions and the writing of protocols. 

Last but not least, advising customers requires high technical language which not 

only L2 students are able to cope with to a limited extent. 

5 VOCATIONAL LITERACY

Language proficiency is a range of skills / abilities in a (second) language. 

Proficiency is a learner’s ability, which is measured by proficiency levels, to com-

municate messages through speaking or writing and to understand (or interpret) 

messages through listening and reading. 

Globally, there are three primary systems used to evaluate language proficiency. 

Two of these systems originate from the United States, namely the guidelines 

provided by the American Council on the Teaching of Foreign Languages (ACTFL) 

and the ILR scale, developed by the Interagency Language Roundtable. The ILR 

scale consists of five broad levels, ranging from zero to five. On the other hand, in 

Europe, there is the Common European Framework of Reference for Languages 

(CEFR) scale, which comprises six levels. 

In the context of school, the need to develop academic registers is a strong argu-

ment for all learners to learn through programs that integrate subject teaching 

with its associated language. This has implications for both program planning and 

for assessment.

6 LANGUAGE PROFICIENCY / DEVELOPMENT 
STANDARDS
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DEFINITIONS OF LANGUAGE PROFICIENCY 

There is no universal agreement upon definition for the  terms like language proficiency, 

language skills, or knowledge of language. Within theoretical linguistics, the latter term 

is often used interchangeably with Chomsky’s (1965) concept of linguistic competence. 

Linguistic competence refers to the inherent understanding of a native speaker regard-

ing the grammar of their language, enabling them to generate and comprehend an in-

finite number of sentences. Hymes (1972) introduced the notion of communicative com-

petence, which encompasses both Chomsky’s linguistic competence and a sociolinguistic 

aspect—namely, the ability to appropriately use language within a specific communica-

tive context. The concept of communicative competence has played a significant role in 

research on second language acquisition, language instruction, and the development and 

implementation of language proficiency assessments (Canale & Swain, 1980; Bachman, 

1990). Cummins (1979, 1980) distinguishes between two types of language proficien-

cies: Basic interpersonal communicative skills (BICS) and cognitive/academic language 

proficiency (CALP).

Nevertheless, it is problematic to talk about overall proficiency in a language without 

taking into account the context in which the language will be used. Even a fluent moth-

er tongue 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. 

Hence, it is not simply a matter of getting the basic grammar correct, but of knowing the 

most appropriate language to use in a particular context, or, in other words, to know how 

to use the appropriate register. Prev
iew
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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 

overcome the barriers to communication among professionals working in the field 

of modern languages arising from the different educational systems in Europe. 

It provides the means for educational administrators, course designers, teacher 

trainers, examining bodies, etc., to reflect on their current practice, with a view 

to situating and co-ordinating their efforts, and to ensure that they meet the real 

needs of the learners for whom they are responsible’ (CEFR 2001: 1). Another clear-

ly stated goal for the CEFR is to enhance international co-operation (ibid: 1). 

There are 56 scales of language descriptors in the CEFR, covering several language 

functions, five different language skills (listening, reading, spoken production, 

spoken interaction and writing) and six different levels (A1-C2). Equally important, 

the CEFR addresses a number of issues in relation to language and language learn-

ing, for instance, communicative competence/ language use, language acquisition, 

language teaching, language curricula and language assessment in both formal 

and informal contexts. 

6.1 CEFR LEVELS OF LANGUAGE PROFICIENCY
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Table 8 Descriptions for language proficiency

Source: Created by author, based on Council of Europe (2001)
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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 (2015: 

3): A francophone is defined as ‘a person able to express themselves in French, re-

gardless of their level or their mastery of other skills such as writing or reading.’ 

It is likely that this definition encompasses speakers at the A2 level and above, al-

though it is not explicitly linked to the CEFR levels.

However, it remains uncertain whether reaching the A2 level implies possessing 

Cognitive/Academic Language Proficiency (CALP) in that language, as no bench-

mark has been established for this. Nevertheless, there is a different benchmark 

related to the minimum language proficiency required to pursue tertiary educa-

tion in that language, which is often considered to be at least the B2 level. Many 

universities use the B2 level as their requirement, while the University of Cape 

Town in South Africa sets the higher standard of C1 as its minimum requirement, 

still below the highest C2 level.

According to Albaugh (2014), the estimated average francophone population in 

the francophone countries of Sub-Saharan Africa is 18%. However, considering 

the definition of who qualifies as a francophone, it suggests that a significantly 

lower percentage of people in francophone Africa possess sufficient proficiency in 

French to pursue tertiary education in that language.

However, in Botswana, the General Certificate of Secondary Education ‘C’ pass in 

English seems to roughly correspond to the B2 level. 

Language of teaching and learning in South Africa includes the home language, 

which is the language first acquired by learners and the first additional language. 

From grade 4, students start using their additional language, English, as the Lan-

guage of Learning and Teaching (LoLT). Many South African schools do not offer 

the 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 

language is offered, and not the native (Home) or acquired (as in the Additional) 

languages.

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 

6.2 ‘LANGUAGE OF SCHOOLING’ AND LANGUAGE 
PROFICIENCY LEVELS IN SOUTH AFRICA
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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 the 

purposes of thinking and reasoning. This enables learners to develop their cog-

nitive academic skills, which they need to study subjects like Science, in English. 

They also engage more with literary texts and begin to develop an aesthetic and 

imaginative ability in their additional language. By the time learners enter Grade 

10, they should be reasonably proficient in their first Additional Language includ-

ing both interpersonal and cognitive academic skills (Stander et al. 2022). In the 

study South African TVET lecturers also stressed that it is especially in tests and 

examinations where good language of teaching and learning is required, as stu-

dents must to formally communicate their understanding (ibid.: 303).

Students should also be exposed to optimal conditions during their primary and 

secondary schooling for the development of English proficiency at a level needed 

for tertiary learning at TVET colleges or Universities. 
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As mentioned above, the forms of communication which are specific to the differ-

ent academic subjects are often referred to as subject literacy. Linguistic activity 

in all subjects is diverse and demanding, which can be seen in the large number 

of operators and their different requirements with which the lesson content is 

developed and reproduced. At the same time, many of them cannot be sharp-

ly distinguished from each other, which makes orientation even more difficult. 

They often have different functions in different subjects. In addition, there are 

linguistically more or less abstract conventions of representation, which must be 

mastered in reception and production in a technically appropriate manner. 

Examples (that all require certain linguistic means peculiar to the subject in ques-

tion):

• Symbolic languages of mathematics and science,

• experimental protocol,

• interpretation, but also

• non-linear texts like labelled diagrams, statistics, tables, etc.

7 SUBJECT LITERACY – OR WHAT MAKES 
LANGUAGE OF A SUBJECT SPECIFIC?

Six aspects of subject literacy

1. Comprehending/understanding in-depth (the meaning of an utterance, a text, a pro-

blem)

2. Communicating and negotiating knowledge

3. Reflecting on the acquisitional process, the learning outcomes and their personal as 

well as social uses

4. Applying knowledge to and within other contexts

5. Participating in the socio-scientific world

6. Transferring generalisable knowledge, skills, attitudesPrev
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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 STEM 

classes. The abstract cognitive processes associated with learning science and 

technology demand the application of Cognitive Academic Language Proficien-

cy (CALP) thinking and skills, as these processes often involve decontextualised 

knowledge. Research suggests that if students do not develop CALP in their first 

language, it becomes considerably challenging to acquire it in a second language 

(Cummins 2000; Ball & Lindsay 2010). Students with limited access to academic 

language proficiency achieve less conceptual understanding in mathematics than 

their more language proficient peers (Secada 1992). 

A major challenge to students learning in STEM subjects, is the academic language 

in which science is written (Snow 2010) – in particularly for students with a mi-

grant or minority background, and it is important to ensure that these students 

achieve according to their abilities. 

According to Sibanda & Graven (2018) access to mathematics learning and success-

ful interpretation of assessments depends on the understanding of the language 

of teaching, learning and assessment. Poor performance in mathematics is there-

fore linked to poor language proficiency or lack of it (Reddy & Mahavidyalaya 

2016). Learning to communicate mathematically is central to grasping mathemat-

ical concepts. 

According to Anhalt & Rodrigues-Pérez (2013) students learning mathematics in 

a language that is not their home language need explicit and deliberate linguistic 

support. However, as Bennett & Ruchti (2014) assert, STEM teachers can increase 

student learning by integrating common practices.

7.1 STEM SUBJECTS AND THE ROLE OF LANGUAGE 

Wellington & Osborne 
(2001): Language and 
literacy in science education 
(Forward & Introduction)
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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 the 

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 comprises 

various types of words, and many of them can pose challenges for understanding, 

e.g. there everyday words (such as power or energy) that can be a problem when 

used in science context (Wellington & Osborne 2001: 17). Texts students are con-

fronted with in the science classroom, for instance, differing significantly from 

texts in other school subjects (see Fig. 13). The texts students read in science have 

few stories or narratives (compared to history or language as a subject), but in-

stead display the following characteristics: 

• They are factual, hierarchically organised (topic > subtopic > details and facts) 

and dense (low redundancy). 

• They frequently use a variety of modes of representation (texts, photos, videos, 

diagrams, graphs, charts, math and chemistry symbols etc.) and students are 

asked to translate information from one mode to another. 

• Emphasis lies on explicit descriptions (comparing, contrasting) and procedural 

language as used in lab directions and reports.

• Statements are based on facts rather than on opinions and emotions, thus im-

personal style (first-person perspective) is often avoided with frequent use of 

passive constructions without the identification of actors and agents and fre-

quent use of impersonal pronouns.

There is a substantial presence of technical terms and nominalizations in the 

scientific discourse on the lexical level. Some of these words, such as molecules 

and buoyant, are new to the students and are specific to the scientific community. 

Others, 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 

submersed, displaced, fluid, and impact. On the morpho-syntactical level, students 

often 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.

7.2 STEM SPECIFIC LANGUAGE REQUIREMENTS
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Figure 13 Archimedes’ principle

Source: Extracted from Beacco et al. 2015: 82

Difficult words in science 

abundant

incident

complex

spontaneous

relevant

valid

adjacent

composition

component

emit

linear

random

contrast

contract

converse

exert

negligible

Sequence

(adapted from Cassels & Johnstone 1985 in Wellington & Osborne 2001: 12)

Here is a list of science word groups developed by Wellington & Osborne 

(2001: 18). This divisions shows a range of examples of different types of 

word that make up ‘scientific language’. Prev
iew
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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.

Oyoo (2017) has uncovered that, consistent with findings in pre-

vious research, South African students also encounter challenges 

when it comes to grasping the meanings of common words when 

they are presented within a scientific context. The primary issue 

observed pertained to learners’ difficulty in distinguishing be-

tween the familiar everyday meanings of words, as used in every-

day language, and the new meanings of the same words when 

employed within the scientific context.

Semeon & Mutekwe (2021): 
Perceptions about the use of 
language in physical science 
classrooms: A discourse 
analysis

Both native and non-native speakers face similar difficulties in scientific English. 

These challenges primarily arise from grammar and the intricate relationships 

between terms, rather than vocabulary. These difficulties can be classified into 

seven categories: Interlocking definitions, technical taxonomies, special expres-

sions, lexical density, syntactic ambiguity, grammatical metaphor, and semantic 

discontinuity. 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-

ories. As learners gain proficiency in these features, they also enhance their 

understanding 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). 

7.3 SOME GRAMMATICAL PROBLEMS IN SCIENTIFIC 
ENGLISH

Halliday & Martin (1993): 
Some Grammatical Problems 
in Scientific English (c. 4)

Oyoo (2017): Learner 
Outcomes in Science in South 
Africa: Role of the Nature of 
Learner Difficulties with the 
Language for Learning and 
Teaching Science
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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 chal-

lenge to describe and interpret problems of daily life in order to solve them by 

mathematical means, 

• everyday language as used in informal in-school and out-of school contexts. 

They indicate one or several levels of language competence that young migrant or 

minority learners need to have in the language of schooling in order to do well in 

mathematics and history/civics (Table 9, 10). In this context, to do well refers to 

minimal standards, i.e., the minimum that students must be able to do in order to 

learn and make progress in the subject. 

Students are not only required to understand, use and explain a multitude of 

technical mathematical terms, which are often alleged to be the main obstacle of 

successful learning, but they are also confronted with many other verbal challeng-

es: 

• describing, interpreting and modulating problems of daily life in order to solve 

them by mathematical means, 

• making thoughts and ways of calculating transparently and justifying them, 

• giving illustrative explanations for mathematical phenomena and laws, 

• presenting one´s own calculations, transformations, constructions and ar-

gumentations in a way that is comprehensible and traceable by others and 

appropriate with respect to the mathematical object, 

• forming assertions and giving reasons for them, 

• understanding and reproducing proofs and counterexamples.

7.4 EXAMPLE FOR MATHEMATICS
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Table 9 CEFR levels required for listening in history / civics and mathematics (both age 

groups)

Source: Created by author, adapted from Moe at al. 2019: 41 

Table 10 CEFR levels required for listening in history / civics and mathematics (both age 

groups)
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Source: Created by author, adapted from Moe at al. 2019: 413

Table 10 (continued)       CEFR levels required for listening in history / civics and mathematics   

             (both age groups)

Prev
iew



Module I.1 Diversity and Inclusion in TVET

74

Library

STUDENT PERFORMANCE AND ENGLISH LANGUAGE PROFICIENCY (ELP) IN 
SOUTH AFRICA

At South African TVET colleges, Lück & Magxaki (2019) found a complex language sit-

uation, with poor student performance and English identified as a major barrier. In the 

study of Stander at al. (2022)  lecturers noted that students’ English language proficiency 

(ELP)  was often too poor to perform higher order skills (such as the instruction 

to apply) required in an examination, and that their answers were 

often limited because of their poor ELP and vocabulary (p. 303). 

Accordingly, in most classrooms there is a lack of effective com-

munication due to the diversity of languages amongst the stu-

dents and the lecturers. Lecturers, just like the students, are also 

of diverse languages because they come from all over the country 

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). 

There is considerable research that links students’ 

word knowledge to their academic success. To suc-

ceed in an educational context, students need to 

master this different type of language than they do 

in everyday non-academic situations. If students 

lack of language skills and abilities, they do not follow the lesson or do not under-

stand. As a result, they may miss the subject-specific teaching goals. Therefore, all 

students need to master the varieties of academic language used in different sub-

ject matters, and to be able to interact fluently with peers. Even if more than one 

language is used as the main language(s) of schooling, it is likely that a number of 

learners will still not be using the first or home language for learning purposes. 

They may underachieve, not because of any lack of ability, but because of their 

difficulties with the language (Vollmer 2013: 13). 

8 STUDENT PERFORMANCE AND LANGUAGE 
PROFICIENCY

Language and learning are insepara-
bly connected: If language skills are 
lacking, school learning goals will not 
be not achieved

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

Lück & Magxaki (2019): 
Language in a Life Orienta-
tion class: Complexities and 
contradictionsPrev
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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 an 

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 language.

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 

teachers. As Hernandez points out, 

cognitive and meta-cognitive skills are 

acquired ‘through social interaction 

(with lecturers) where comprehensi-

ble communication occurs and active 

awareness of these comprehension 

problems and problem-solving strate-

gies is demonstrated (by the teachers) 

(Hernandez 1993: 356).’ The same ap-

plies to affective and social skills. The development of all these skills is clearly (at 

least co-)dependent on language. The role of language (and verbal interaction) is 

probably even more significant in contexts of multilingualism and cultural heter-

ogeneity. The experience of learning subjects through the medium of a non-native 

language can be more challenging and intensive than conventional language les-

sons. 

9 FACTORS THAT INFLUENCE LANGUAGE 
PROFICIENCY

FACTORS THAT INFLUENCE LANGUAGE   
PROFICIENCY

• a student’s age of arrival in a new country, 

• total length of residence in the country,

• grade of entry in a new school, 

• acquisition of first reading and writing skills, 

normal educational background,

• the family’s educational and socioeconomic 

background, and

• students’ former exposure to the new coun-

try’s lifestyle. 
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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 learners 

develop academic competency in their mother tongue, so that language is a tool 

for thinking, then this can be transferred to any additional language (Cummins 

2000; Ball 2010). 

Basic controllable influences on the acquisition process provided by schools are: 

• Particularly high effects of input quality and quantity on language develop-

ment;

• creating an appreciative learning environment;

• providing experience on learnability of educational language;

• promoting language awareness as a routine through language reflection (cf. 

Fürstenau & Lange 2013: 206).
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The promotion of the linguistic and communicative competencies of students 

at vocational schools cannot be achieved by language teachers alone. The devel-

opment of vocational literacy also means that the students learn above all the 

language with which they will be confronted in their major studies. Students must 

understand operating instructions and the writing of protocols. Last but not least, 

advising customers requires high technical language which not only L2 students 

are able to cope with to a limited extent. Hence, all teachers must have knowledge 

and understanding of the language supporting concept for (vocational) education 

settings. 

One possibility, for example, is the support of students in language-sensitive 

or language-responsive subject lessons, which makes it possible to increase 

subject-specific learning performance. In literature different forms of implemen-

tation of integrated language support in (vocational) education and training are 

described. Often the umbrella terms 

• Content	and	Language	Integrated	Learning	(CLIL),	

• Sheltered	Instruction	Observation	Protocol	(SIOP),	

• Content-Based Instruction or 

• Language	sensitive	subject	teaching	

are used to refer to all such approaches, which, however, differ depending on tar-

get group and language support.

Chapter 5  
MODELS & CONCEPTS FOR 
CONTENT AND LANGUAGE 
INTEGRATED LEARNING

1 INTRODUCTION
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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 school 

subjects. Content and language integrated learning is an approach or method 

which integrates the teaching of content from the curriculum within the teaching 

of a non-native language. CLIL has been ‘often seen as an umbrella term covering 

aspects of bilingual education, cross-curricular teaching, content-based teaching, 

and ESP (Darn 2009: 275).’ The current definition of the term was provided by the 

authors of the European Framework for CLIL Teacher Education, published in 2010 

(cf. Marsh et al. 2010). It has enhanced and rendered more precise other earlier 

definitions: CLIL is a dual-focused educational approach in which an additional 

language is used for the learning and teaching of content and language, with the 

objective of promoting both content and language mastery to pre-defined levels 

(Marsh et al. 2010: 2). The additional language in which teaching and learning 

takes place, is not taught as such but referred to whenever it seems useful.

Learners reach proficiency levels in all four skills of listening, speaking, reading 

and writing far beyond what is expected in other English programmes for young 

learners. 

Research conducted in secondary schools suggests that Content and Language In-

tegrated Learning (CLIL) has positive effects. It indicates that CLIL contributes to 

improved English proficiency among students, without any detrimental impact on 

their proficiency in their first language (L1) or their subject knowledge. Moreover, 

CLIL has been found to encourage learners to be more cognitively active during 

the learning process.

2 CONTENT AND LANGUAGE INTEGRATED 
LEARNING (CLIL)

Marsh & Frigols (2008): 
Intro-duction: Content 
and Language Integrated 
Learning

Wolf (2012): Content and 
Language Integrated Lear-
ning (CLIL)

MAIN AIMS OF CLIL

• to focus on content vocabulary 

• to develop communication skills 

• to develop cognitive skills 

• to raise awareness of citizenshipPrev
iew



79

Library

Module I.1 Diversity and Inclusion in TVET

Figure 14 Definitions of Content and Language Integrated Learning (CLIL)

Source: Extracted from Bentley 2010: 5

Scan to 
play video

David Marsh on CLIL

More about CLIL, visit the CLIL4U online course. Visit CLIL4U herePrev
iew



Module I.1 Diversity and Inclusion in TVET

80

Library

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 fourth 

C, culture, is sometimes referred to as citizenship or community. Overall, the 4 Cs 

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

Knowledge of the 4Cs is useful for : 

• planning lessons 

• ensuring learners’ communicating during the lesson, e.g. When do learners 

participate in pair work or group work tasks? 

• encouraging teachers to think of the cognitive demands of the lesson

• encouraging teachers to think of cultural links across the curriculum, e.g. 

maths: symmetry – finding examples of symmetry in nature (science and art)

There is no specific methodology that relates to CLIL. However, according to Pav-

esi et al. (2001) some common features are used in different countries, and ‘CLIL 

requires active methods, co-operative classroom management, and emphasis on 

all types of communication (linguistic, visual, and kinaesthetic)’:

• In CLIL, it is important to use audio-visual aids and multimedia in order to 

overcome problems caused by the use of a new language. 

• Pavesi et al. (2001) emphasise the importance of using holistic ways of learning 

as well as learning from practical, hands-on experiences. 

• Pavesi et al. (2001) also suggest the use of the targeted language (TL) for au-

thentic communication without paying attention to language mistakes. 

• The teaching of a second language and content at the same time should include 

language scaffolding 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.Prev
iew
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Meyer (2010): Introducing 
the CLIL-Pyramid: Key 
Strategies and Principles for 
Quality CLIL Planning and 
Teaching 

Figure 15 The 4C’s framework of CLIL

Source: Created by author, based on Coyle 2007

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

Enter the CLIL 
matrix hereFor teaching examples using the 4Cs use the CLIL matrix. 
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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 si-

multaneously developing language skills. It is a language teaching methodology 

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

learning and acquisition. In CBI, the subject matter takes centre stage, and lan-

guage learning occurs naturally as students engage with the content. The primary 

goal is to provide students with meaningful and authentic language input and 

opportunities to practice language skills in real-world contexts. In Content-Based 

Instruction (CBI), it is common to see language teachers delivering instruction in 

English while collaborating with content teachers to co-teach a course. Alterna-

tively, a content teacher may design and teach a course specifically tailored for 

English as a Second Language (ESL) learners.

On the other hand, Content and Language Integrated Learning (CLIL) often in-

volves content teachers delivering content instruction through a second or foreign 

language, similar to CBI. 

However, Content and Language Integrated Learning goes beyond this by incorpo-

rating content from various subjects into language classes as well. In other words, 

the curriculum in CLIL can originate in the language class, while CBI typically 

starts with the content class objectives and goals.

3 CONTENT-BASED INSTRUCTION (CBI)

Howard & Bradford (2016): 
EMI, CLIL, & CBI: Differing 
Approaches and Goals
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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 language 

of instruction is not the first but a second language. Students receive support in 

the subject lessons to develop general and subject-specific (academic) language 

skills. The basis of instruction is the Sheltered Instruction Observation Protocol, 

consisting of eight components with a total of 30 sub-items. It is intended to en-

able teachers to plan their lessons appropriately in terms of content and method, 

taking into account the subject and language learning objectives. For instance, the 

component 4 Strategies includes the following features: Learning Strategies, Scaf-

folding Techniques, and High-Order Questions & Tasks. 

4 SHELTERED INSTRUCTION OBSERVATION 
PROTOCOL (SIOP)

Figure 16 Eight components of SIOP

Source: Created by author, based on Echevarria et al. 2004: 209-210
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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 instructional 

design for linguistically heterogeneous learning groups. The term refers to var-

ious approaches to provide better access for learners to subject-specific content 

(Gibbons 2002; Zahner et al. 2012). Therefore, language-sensitive subject teaching 

is about transferring the learners’ social language skills into the subject’s spe-

cific language skills. This includes not only the discourse functions, the subject 

terminology, but also formal features of abstraction and complexity such as pas-

sive constructions, impersonal formulations and complex hypotactic sentence 

structures. In language-sensitive subject teaching, it is not assumed that these 

linguistic competencies will be developed on their own. On the one hand, lan-

guage-sensitive subject teaching is a didactic requirement whose implementation 

benefits all learners. On the other hand, it is obvious that learners with social or 

academic language support needs benefit in a special way if their competencies in 

this regard are actively developed. 

5 LANGUAGE-SENSITIVE TEACHING AND 
LEARNING 

Planning language-sensitive didactic learning environments refers to the areas of reading and 

writing texts and of oral and written communication in particular with respect to subject con-

tent. 
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Teaching and learning strategies are a critical factor in facilitating the successful 

acquisition of an additional language and have been the subject of much research 

(Griffiths 2013). In multilingual classrooms learner deal with complex content in 

another language. For that reason, vocabulary-building plays a very important role 

in classroom methodology. Another important methodological aspect is the pro-

motion of effective reading strategies which learners need in order to work with 

content subject materials. Moreover, a language supportive approach integrates a 

variation of (linguistic) concepts, strategies and activities (Tenberg 2006: 188), e.g. 

simplification, multimodality, code switching, or peer teaching and editing. New 

skills can only develop if students take an active role in their individual learning 

process. Accordingly, a number of cooperative procedures have been established 

for revising texts for language and content that encourage and enable learners 

to engage in an exchange about the aesthetic and communicative impact of their 

own or others’ texts.

Chapter 6  
IMPLICATIONS FOR PRACTICE – 
METHODS & STRATEGIES

1 INTRODUCTION
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WHAT STUDENTS HELPS LEARN SCIENCE IN ENGLISH 

A group of 14–15-year-old Spanish learners were asked what helps them learn science in 

English (Bentley & Phillips 2007). Here are a few responses:

• ‘More vocabulary and more diagrams on the worksheets’ 

• ’Give us more explanations’ 

• ‘Use easy words for the explanations and vocabulary’

• ‘Work with games’

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

• ‘Put the hard vocabulary in a side of the page in Spanish. Put more pictures’

• ‘Add a list of vocabulary and illustrations’ y ‘Maybe put the most difficult science 

words with translation’

The following strategies could be derived from discussions with students in Germany 

(Many languages - one school 2016: 21):

• ‘Creating a positive fear-free learning climate’

• ‘Teachers are role models. They should speak slowly and clearly.’

• ‘Tasks are visualised and supplemented with symbols and graphics, which increases 

text comprehension.’

• ‘Cooperative forms of work slow down the teaching process and provide space to be 

able to work thoroughly on linguistic as well as content challenges.’

• ‘Numerous communicative situations in class allow students to apply what they have 

learned.’

• ‘Correcting linguistic errors should be done by repeating the correct wording or by, 

for example, correctly completing a sentence. Likewise, repetition can be used to 

model the sentence or to ask specific questions.’

• ‘Language aids should be provided: Materials and resources such as verb tables, dic-

tionaries, etc. ’

• ‘Students should take responsibility for their own learning by creating a glossary of 

new words.’
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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 oppor-

tunities

• use different grouping strategies for distinct purposes

• use cognitive discourse functions as transmitters and builders of content 

knowledge

• enable learners to use of cognitive discourse functions 

• help your students develop learning strategies

• add visuals (e.g. draw pictures of some words on the board, insert a visual dia-

gram to show the text structure)

• simplify the text 

Below find suggestions for starter activities, for main teaching activities and for 

plenaries. 

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

BEFORE THE LESSON

Whenever possible, plan jointly with EMA staff. 

• Plan for opportunities for learners to talk with and listen to their peers or the teacher 

to help develop their understanding of the key scientific ideas .

• Prepare questions so that there is a balance of open and closed questions. 

• Plan which learners will be targeted with particular questions. 

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

the key scientific ideas. 

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

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

• Review 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.

• Narrow down the scope of task.
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DURING STARTER ACTIVITIES

• Sit learners learning EAL with a ‘buddy’ so that they can receive support from a part-

ner if required. 

• 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. 

• Encourage learners learning EAL to join in the range of starters provided, either by 

responding to questions or providing feedback from their group. 

• Build in time for learners learning EAL to think before responding. 

• Be explicit about using scientific vocabulary and ensure that learners also use the 

scientific language exemplified by the teacher. 

• Explain the meanings of new words carefully and rehearse them several times; en-

courage their use in context during discussion sessions. 

• Using some L1 (code switching)

• Use quick word games to reinforce key vocabulary

• Add visuals (e.g., draw pictures of some words on the board)

DURING PLENARIES

• Summarise key facts and ideas. 

• Highlight scientific vocabulary.

• Add visuals (e.g., draw pictures of some words on the board)

• Differentiate questioning. 

• Encourage learners learning EAL to present their work to the class and to talk about 

their conclusions and the learning strategies they have used. 

• Encourage other learners to ask learners learning EAL questions and provide time 

for them to respond. 

• Ensure learners learning EAL are provided with the necessary information and re-

sources to complete their homework.

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

•  Use ‘sentence starters’ to encourage learners to summarise what they have learned 

and record it. 

• Provide scaffolds to help learners learning EAL express what they have learned dur-

ing the lesson and how they learned it.Prev
iew
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DURING MAIN TEACHING ACTIVITIES

• Organise the class to provide time with learners learning EAL to probe their under-

standing and monitor their progress. 

• 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. 

• Ensure learners learning EAL have the opportunity to work collaboratively in a range 

of groups and paired contexts: 

• with a learners who shares the same first language when that is possible; 

• with learners who are good role models for science as well as with learners who 

provide good language models

• Encourage discussion and cooperation between learners. 

• Build in time for learners learning EAL to consolidate their use of scientific vocabu-

lary. 

• Set explicit listening tasks. 

• Read instructions slowly, aloud twice.

• Explain instructions 

• Using some L1 (code switching)

• Provide matching, grid or DARTs activities with some completed parts as a model. 

Ensure these are used for reading and thinking activities, not written tasks. 

• Encourage learners to use dual-language dictionaries and to list their own definitions. 

• Provide instructions and information in ways that combine visual presentation and 

short text. 

• Support learners learning EAL in recording a summary of what they have learned us-

ing scaffolds or writing frames, talk frames, word lists etc. appropriate to the nature 

of the task; avoid independent worksheet tasks that limit talk or enquiry work.

Prev
iew



Module I.1 Diversity and Inclusion in TVET

90

Library

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 learning 

support students in developing their listening, reading, speaking & writing skills 

and subject-specific knowledge acquisition. Many activities types are similar to 

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.

Some activities, such as matching, carrying out surveys and web searches, are 

used in most CLIL subjects but some activities are used more often in some sub-

jects than in others. 

Directed activities are structured and purposeful tasks or exercises designed 

to achieve specific objectives or outcomes. These activities are typically guided 

by a clear set of instructions, goals, or objectives, and they are used in various 

educational, professional, and recreational settings to facilitate learning, skill de-

velopment, problem-solving, or entertainment. Directed activities are organised 

and intentional, helping individuals work towards a particular outcome. Directed 

activities related to text (or DARTs) developed by Gardner and Lunzer (1984) are 

good ways to ensure that students engage with text in a way that promotes under-

standing. 

There 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.

2 ACTIVITIES

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.: 

• classifying words, numbers or objects into groups 

• dictation: whole class, group and pair 

• feature identification 

• gap fill

• labelling 

• matching 

• multiple choice 

• ordering letters, words, sentences and paragraphs 

• poster presentations 

• questionnaires 

• summarising 

• true/false; yes/no 

• word, sentence, diagram, text completion 

• reading and listening

A variety of CLIL-type activities for example can be found in Bentley (2010), 

Tanner & Dale (2012), Ball, et al., (2015),  Deller & Price (2007).

For questions below consider different activity types, e. g. classifying, matching, ordering 

etc.

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

Source: Created by author, adapted from Davies & Green (1984)Prev
iew
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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 content 

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

for explaining, integrating, and interrelating the material they precede, this strat-

egy simultaneously satisfies the substantive as well as the programming criteria 

for enhancing the organization strength of cognitive structure.’ 

Generally, an advanced organiser is a strategy of text composition. At the begin-

ning of a text, an overview of the following content is given. This should motivate 

to read on and facilitate comprehension in that the reader organises himself men-

tally and activates his previous knowledge in this.

At the beginning of a lesson, learners receive a comprehensive overview of the 

intended learning objectives and the approach to achieving them. To enhance the 

psychological impact of this instructional approach, it is recommended to active-

ly engage learners in a dialogue-driven interpretation of the learning materials, 

which may include texts, graphical representations, or learning maps. However, 

it is important to note that the empirical evidence regarding the impact of this 

approach on learning outcomes is not definitively established. Various contextual 

factors are likely to influence the results. In the context of specialised instruction 

aimed at linguistic risk groups, it is advisable to maintain a dual focus: one on the 

anticipated subject-related learning outcomes and another on linguistic learning 

outcomes, as exemplified above.

3 ADVANCED ORGANISER
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There are many ways of selecting and adapting materials that help learners un-

derstand subject content at text, sentence and word levels.

At text level we can include visuals, diagrams, animation (moving images on a 

screen) and visual organisers. We can make sure the page layout (design of the 

page) is clear. At sentence level we can include definitions and short explanations. 

At word level we can use labels or highlight key content vocabulary by under-

lining, using capital letters or using bold font. We can also add word banks and 

glossaries of key content words.

The teaching and learning of an additional language is drawing on a multiplicity 

of multimodal resources. With new technologies, the scope of communication in 

school has widen, giving rise to new practices. These can be digitally mediated 

texts, such as apps, or part of new text-making practices, such as blogging, coding, 

and gaming.

4 ADAPTING TEXT AND MATERIAL

With any materials, teachers need to ask: Is the content suitable? Is the language suitable?
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Table 12 How materials can be adapted

Source: Created by author, adapted from Bentley 2010: 53-54Prev
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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. They 

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

discussions and interactions, just as it was discovered by the American student 

teachers in Tanzania (Kasmer & Billings 2017). Chikiwa & Schafer (2016) concluded 

that to promote code switching that is precise, consistent, transparent, and sup-

portive of teaching, consensual understanding of best practices for code switching 

must exist. Code switching promotes participation in class. From the researcher’s 

experience in South Africa, when lecturers use only English when teaching, the 

students become passive, and few participate. When lecturers use the students’ 

language together with English, more students participate. 

Maluleke (2019), concluded that code switching helps teachers to evaluate whether 

students understand the content being taught and it helps them to put emphasis 

on the concepts that are critical. Mixing or interchanging between English and 

the students’ language helps to maintain the flow of information and improve the 

students’ understanding. According to Jegede (2011), code switching serves as a 

communication strategy that bridges the gap of linguistic competence in two lan-

guages. Code switching enhances academic performance and encourages students 

to make meaningful contributions in class.

5 CODE SWITCHING
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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-

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 more 

concrete, while others rely on abstract imagery (e.g. electron). 

Many scientific terms have word roots that help to understand the science behind 

them (Example: New metals end in -ium). However, misspellings can present is-

sues, as they make it less straightforward to identify the word roots that can offer 

students valuable insights into the scientific concepts behind the words (Crooks 

1957; DfES 2002: 119). 

For that reason, vocabulary-building plays a very important role in classroom 

methodology. Learners must get teacher support in order to understand concepts 

underlying specific academic terms. Multilingual learners should, for example, be 

equipped with defining vocabulary in the target language to understand the words 

important for their content learning. They should learn how to use dictionaries 

effectively.

6 DEALING WITH VOCABULARY

Vocabulary includes words and phrases that are used within disciplines including: 

1. words and phrases with subject-specific meanings that differ from meanings used in 

everyday life (e.g. table); 

2.  general academic vocabulary used across disciplines (e.g. compare, analyze, evalua-

te); and 

3. subject-specific words defined for use in the discipline.

Science 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 

force and unit have several different meanings in English. This could lead to confusion 

or, in some cases, learners may not know the meanings in everyday use so are less likely 

to be confused by them.

Spending time introducing new scientific terminology well saves time 
later.

Crooks. (1957): Reading 
and Science Instruction: IV. 
College Students’ Misspelling 
of Common Words

Grave (2013): Teaching Voca-
bulary to English Language 
Learners (ch. 1 & 2)
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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 (Got-

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

related to vocabulary learning strategies are:

Metacognitive Awareness: Recent research has emphasised the importance of 

metacognitive awareness in vocabulary learning. Learners who are aware of their 

own learning processes and actively monitor and evaluate their vocabulary acqui-

sition strategies tend to be more successful in expanding their lexicon.

Mnemonic Devices: Mnemonic devices, such as memory aids, visualization tech-

niques, and association methods, continue to be a subject of investigation. Studies 

examine how these devices can help learners remember and use new vocabulary 

effectively.

Technology-Enhanced Learning: The integration of technology into language 

learning has led to innovative vocabulary learning tools and applications. Re-

search in this area explores the effectiveness of mobile apps, language learning 

softwares, and online resources in facilitating vocabulary acquisition.

Cultural and Sociolinguistic Factors: Vocabulary acquisition is also influenced by 

cultural and sociolinguistic factors. Researchers explore how learners from differ-

ent cultural backgrounds approach vocabulary learning and how cultural factors 

can affect vocabulary usage and retention.

Individual Differences: Researchers investigate individual differences in vocab-

ulary learning, including the role of motivation, age, cognitive abilities, and prior 

language knowledge in vocabulary acquisition.

Long-Term Retention: Understanding how vocabulary is retained over the long 

term is essential. Researchers study the factors that contribute to vocabulary re-

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

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 vocabulary to 

your students. Using a short video to introduce new vocabulary, or a gapped text, 

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

introduce new vocabulary is by using classroom posters. These can show catego-

rised mind maps, labelled diagrams or pictures, or a short topic-related text.

Learning from word lists, using mnemonic methods (such as the key word meth-

od), repetition, and guessing form context are also observed in terms of the 

efficacy of strategies. Activities in a classroom such as role-playing games also 

help students learn target language effectively (Bytheway 2015).

Table 14 Schmitt Taxonomy of Vocabulary Learning Strategies (VLS)

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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Source: Created by author, based on Schmitt (1997)

Table 14 (continued)       Schmitt Taxonomy of Vocabulary Learning Strategies (VLS)
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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 understand-

ing and categorizing content. We can identify words as ‘key’ if they help learners 

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

you will need to judge what is needed for your students depending on their prior 

attainment and experiences. Often teachers provide students with lists (glossa-

ry), sometimes placing them on the wall. A glossary provides a brief definition of 

key terms and concepts as they are used in a specific subject. When identifying 

key words, a useful way of doing this is to identify those words that describe the 

objects, processes and concepts to do with a topic. Thinking about words in these 

three categories helps to reduce the length of the list. Words associated with the 

equipment used (e.g. Bunsen burner) should not overshadow other terms. Instead, 

focus on selecting words that assist your students in describing and explaining 

their observations and ideas (DfES 2002: 21). 

It is a good idea for students to build their glossary of scientific terms as they 

learn about new science topics. Examples of key words can be highlighted in bold 

on their worksheets. You can help the class to build up definitions terms and en-

sure time for learners to add each term to their glossary. Doing this electronically, 

e.g. in Word, makes it easy to insert new terms in alphabetical order at any stage. 

As well as this, make two sets of 10–12 cards using two different-coloured cards: 

Put the words on one colour and the definitions on cards of the other colour. Peri-

odically, hand out sets of cards to small groups and ask them to match each word 

with its definition.

Wellington & Osborne 
(2001): A taxonomy of the 
words of science in Language 
and literacy in science educa-
tion, ch. 2

6.1 KEY WORDS & BUILDING A SCIENTIFIC GLOSSARY
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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    e.g. evaporation, respiration, digestion

Category 3: 

Concepts    e.g. energy, force, atom

Names are the simplest words to understand. Some processes cannot be easily seen so 

cause problems in understanding what they mean. Concepts are largely abstract, and 

words such as force, even though easy to read, are nevertheless difficult to understand.

Source: Adapted from Literacy in science (DfES 2002: 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.

• Ask learners to read the word.

• Ask learners to use the word in a description or explanation.

Practising

There are many ways in which students’ use of scientific terminology can be de-

veloped throughout a topic (DfES 2002: 24):

• During oral work you can insist on correct pronunciation and increase the op-

portunities for students to say words aloud.

• Lesson starters could focus on the key words for the topic, for example using 

a loop game or a card activity matching words to definitions, or even a quick 

10-question test. 

• Rather than putting a key word list for the topic on the wall, select out the key 

words that will be used during the lesson. 

• A homework activity 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

Prev
iew



105

Library

Module I.1 Diversity and Inclusion in TVET

Since learners build and structure knowledge through CDFs (          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.

6.2 USE OF COGNITIVE DISCOURSE FUNCTIONS AS 
TRANSMITTERS AND BUILDERS OF CONTENT 
KNOWLEDGE 

Table 15 Example tasks & realizations of CDFs

Source: Created by author, adapted from Mehisto et al., 2008: 156
Prev
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Figure 17 The pluriliteracies wheel

Source: Extracted from Clilstore. Retrieved September 6, 2023 from https://pluriliteracies.ecml.

at/Principles/LanguagingForUnderstanding/tabid/4275/language/en-GB/Default.aspx.

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).

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 verbs, as 

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

These verbs trigger CDFs and can be used to design both written and oral tasks.
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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 

organisational and thinking skills, and in allowing transfer and collection of in-

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 include 

language scaffolding such as reformulation, simplification and exemplification. 

6.3 GRAPHIC ORGANISER

Condidorio (2010): The 
Usefulness of Graphic Org-
an-izers in Enhancing Science 
Learning 

Figure 18 How students use graphic organizers 

Source: Created by author, adapted from Clilstore. Retrieved September 6, 2023 from https://

multidict.net/clilstore/page.php?id=3031.

There is a huge variety of graphic organisers available on the Internet, at sites such as: 

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 I.1 you were introduced to graphic tools such as Canva and MindMup.
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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, meaning 

that the students must work for the information rather than trying to take it in 

passively. Unfortunately, many of these students face difficulties in comprehend-

ing the passages they read, leading to low performance scores. The reading and 

comprehension of texts is not a passive process of extracting meaning but is rath-

er seen as an active mental work of the recipients and as a text-reader interaction 

(cf. Artelt et al. 2007: 11). This process can be supported and improved using read-

ing strategies. Reading strategies play a vital role in enhancing students’ reading 

comprehension abilities and equipping them with effective reading skills. Brown 

(2001), points out that ‘reading comprehension is a matter of developing appropri-

ate, efficient comprehension strategies’ (ibid p. 306). Reading strategies are defined 

as ‘mental tools’ for planning, controlling, and processing of text information (cf. 

Rosebrock & Nix 2011: 59). 

6.4 LISTENING & READING

Using the Interactive Reading 
Guide produced by AMNH

Scan to 
play video

WAYS OF READING

Continuous reading: uninterrupted reading of continuous text

Close reading: careful reading and study

Skimming: glancing quickly through a passage to get the gist of it

Scanning: searching for a particular piece of information
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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 

and recall tests (Davis 2010; Wright & Brown 2006). Studies have also shown that 

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 clas-

sification of language learning strategies by Oxford (1990): 

• Cognitive and metacognitive reading strategies used to manipulate the lan-

guage that include note-taking, summarising, paraphrasing, predicting, 

analysing and using context clues. 

• Memory reading strategies, which are techniques used to assist the learner to 

recall information, such as word association and semantic mapping. 

• Compensation reading strategies, such as ‘inferencing’, and guessing while 

reading, which can assist the learner in making up for reading deficiencies. 

• Affective reading strategies, which include self-encouraging behaviour to lower 

anxiety, such as rewarding oneself for reading efficiently. 

• Social reading strategies, involving collaborating with peers, for example, to 

ask questions, seek help or correction and to get feedback while reading (Ma-

gogwe 2012; Singhal 2001). 

Repetitive reading strategies lead to better retention of textual information, 

but above all to the retention of the information in the working memory, so 

that elaboration is possible for a longer period of time (Steiner 2006: 102). 

Reductive-organizing reading strategies aim at organizing and structuring or re-

structuring the information of the text. Moreover, the reduction of the text to the 

essentials (Mandl & Friedrich 2006: 4). 

Bishop et al. (2006): Read 
smarter, not harder: Global 
reading comprehension 
strategies 
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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 read-

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 to use global strategies, low proficient read-

ers resort to local strategies only. Furthermore, high proficient readers use more 

strategies and more self-monitoring strategies than low proficient readers

The difficulties bilinguals encounter in reading texts in their second language may 

differ from those experienced by monolinguals (Knight et al. 1985). Whereas the 

strategy cited most often by English monolinguals was ‘Concentrating’, ‘Noting 

Details’ and ‘Self-Generated Questions’, the strategies of bilinguals was ‘Student’s 

Perception of Teacher’s Expectations’. Also, the results of this study indicate that 

monolingual English students were using as twice as many strategies as ESL 

students. One possible explanation of the difference in the number of strategies 

mentioned by the two groups is that ESL students may have been transferred 

too quickly to English reading and consequently not have the opportunity to de-

velop these strategies first. Typically, the primary concern of second language 

students is the development of decoding skills, and not those cognitive strategies 

which enhance reading comprehension. However, teachers can assist students in 

enhancing their reading comprehension by teaching them various reading strate-

gies. Prev
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Table 16 Global reading strategies used by adult students whose first or second language is 

English

Source: Created by author, adapted from Mokhtari & Sheorey 2002
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Table 17 Problem solving reading strategies used by adult students whose first or second 

language is English

Source: Created by author, adapted from Mokhtari & Sheorey 2002

Table 18 Support reading strategies used by adult students whose first or second language is 

English

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 understand better

• Choose a graphic organiser to enable students to extract information from the 

text more easily

During science lessons, a substantial portion of time is typically allocated to 

listening to the teacher. However, this assumption is flawed when it comes to 

English as an Additional Language (EAL) learners, as it wrongly assumes they can 

easily grasp lengthy instructions, explanations, and summaries presented by the 

teacher, which often involve the use of scientific terminology and conventions.

For EAL learners, it has been demonstrated that employing active listening tech-

niques can enhance comprehension, especially when teachers are introducing and 

summarizing lessons. For instance, during a plenary session, EAL learners can 

be encouraged to use alternative connectors or conjunctions in response to the 

teacher’s statements. Here is example: 

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

A learners might say: 

“If energy is provided from the cells the bulbs will light up” 

       (DfES 2002: 18)

What is scaffolding? Read more on page 118.
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Table 19 Scaffolding listening and reading

Source: Created by author, based on Bentley 2010: 70
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Students develop familiarity with new words and 

concepts through repeated multimodal (aural, 

textual, verbal, and visual) exposure. Rapid and 

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 meaning 

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

guage, gesture, visual elements, sound, and movement. This is facilitated by the 

abundance of semiotic and digital resources that are prevalent in their daily lives 

(Jewitt & Kress 2003). According to this perspective, knowledge is multimodal, 

co-constructed, and performed or represented (Miller 2007: 65). Kress et al. (2001) 

have analysed the role played by language and multimodal tools in science learn-

ing. These findings on various language and cognitive processes are particularly 

relevant for language sensitive subject teachers. A multimodal approach to the 

classroom can result in the creation of attractive and professional resources and 

can provide linguistic support. 

For the student, a multimodal approach can be a powerful motivator. It can add 

variety and interaction to a lesson and provide stimulating visuals to support the 

understanding of language. It can also be a rich source of cultural awareness. Most 

of all, it can allow students to work both collaboratively and independently. It is 

helpful to find different ways (multimodal ways) to introduce new vocabulary to 

your students. Using a short video to introduce new vocabulary, or a gapped text, 

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

introduce new vocabulary is by using classroom posters, mind maps, labelled dia-

grams or pictures, or a short topic-related text.

6.5 MULTIMODALITY

The term multimodality refers to the 
combination of multiple sensory and 
communicative modes, such as sight, 
sound, print, images, video, music, and 
so on, that produce meaning in any 
given message.
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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 creative 

settings to improve the quality and effectiveness of written documents, research 

papers, essays, articles, manuscripts, and more. Several meta-analyses have ex-

plored the effectiveness of peer review in learning contexts. More recently, certain 

authors have undertaken comparisons between the beneficial outcomes of deliver-

ing peer reviews and receiving them. The positive influence of delivering reviews 

is attributed to the extended time learners dedicate to a given subject and the 

reflective process it initiates when reviewing the work of others. In terms of the 

advantages of peer reviewing for learners, researchers have noted benefits such 

as the opportunity for comparing different approaches and standards of work, as 

well as the exchange of information and ideas. Conversely, among the potential 

drawbacks of peer reviews on the learning process, the challenge of making accu-

rate assessments has been highlighted.

Peer editing offers a range of advantages for diverse educational purposes. These 

include fostering student engagement in the writing process (Miao et al. 2006), 

enhancing comprehension of target audiences (Rollinson 2005), promoting a 

heightened awareness of learning communities (Ferris & Hedgcock 2005; Hsieh 

2016), and improving the writing skills and linguistic proficiency of L2 students 

(Lam 2013; Min 2006). Notably, research on peer editing has demonstrated its effi-

cacy for both L1 and L2 English learners.

With the advent of technological advancements, the integration of peer editing 

within the online Instructional Delivery Format (IDF) has become increasingly 

feasible, especially in the context of a flipped classroom model. Studies have con-

sistently revealed the positive impact of peer reviews of students’ homework on 

the learning experiences of both reviewers and reviewees. Technologies such as 

Microsoft 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.

6.6 PEER EDITING

Grapin (2019): Multimo-
dality in the New Content 
Standards Era: Implications 
for English Learners 
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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 

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

social skills among learners and to contribute to the learners’ comprehension. 

Like peer review, peer teaching has been shown to be beneficial both for learners 

acting as ‘teacher’ and learners acting as ‘student’ what is explained by the active 

engagement required by both roles. This usually leads to greater cognitive depth 

processing and thus greater sustainability of the learning results.

A difficulty of peer teaching is the choice of suitable peer learning groups or pairs. 

This difficulty can be overcome by letting instructors decide on the pairings or by 

relying on measures of previous achievements to form inhomogeneous groups.

6.7 PEER TEACHING

Tullis & Goldstone (2020): 
Why does peer instruction 
benefit student learning?
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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 textual in-

dependence in the learning process. 

In the context of second language acquisition, the metaphor of scaffolding, among 

others by Gibbons (2002), is used to refer to a support system in (language-sensi-

tive) subject teaching.

Scaffolding means that teachers provide successive levels of temporary (language) 

support that help students reach higher levels of comprehension and skill acqui-

sition than they achieve without assistance by teachers or more knowledgeable 

peers. Like physical scaffolding, supportive strategies are incrementally removed 

when they are no longer needed, and the teacher gradually shifts more responsi-

bility over the learning process to the student. Most of these include a language 

component, whether it be using their mother-tongue, asking questions so that 

students can show their understanding, reading from the textbook or using a dic-

tionary. Building on ideas presented in Echevarria, Vogt, and Short (2004), Fortune 

(2004) categorised scaffolding techniques into three types and identified examples 

of each:

• Verbal scaffolding techniques that are focused on language development

• Procedural scaffolding techniques that relate to grouping and activity struc-

tures

• Instructional scaffolding tools that support learning

6.8 SCAFFOLDING

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

Gibbons (2015): Scaffolding 
Language and Learning (c. 1)

SCAFFOLDING FEATURES 

Scaffolding content and language includes features such as: 

• allowing longer wait time(s) 

• breaking down tasks into small steps 

• creating interest in the subject 

• doing practical demonstrations 

• giving constructive feedback 

• providing word banks, glossaries, sentence support and language frames for input 

and output of content and language 

• providing models of effective work 

• relating subject topics to personal experience 

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

Source: Created by author, based on Echevarria, Vogt & Short, 2004: 86-87
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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 to target a 

range of instructional goals, including development of conceptual knowledge and 

critical thinking (Gillespie et al. 2014).

Writing will support learning in science when:

• the purpose is clear;

•  the writing helps learners to organise their thinking;

• learners are challenged to think and make decisions about their writing;

• learners are asked to write for a variety of purposes and audiences;

• the writing is well chosen and supports the point of the lesson;

• learners are clear about the characteristics of the writing expected.

For writing to support the learning of students learning EAL it is important that 

(DfES 2002: 15): 

• The writing supports the objective of the lesson.

• The purpose of the writing is clear. L2 students need to know why writing is 

important in helping them learn science. 

• students are clear about the characteristics of the writing expected. students 

need to be taught how to structure a conclusion and how to frame an argument 

when considering ideas and evidence. Sharing good examples of these with the 

class or group clarifies 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. 

Learners could use a mind map to organise the thinking of before writing. The 

three important words are what, how and why.

6.9 SPEAKING & WRITING

Reynolds et al. (2011): Wri-
ting-to-Learn in Under-gradu-
ate Science Education: A 
Community-Based, Concep-
tually Driven Approach
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Table 21 Types of writing in STEM and possible purposes
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Talk in science

Verbal communication in the realm of science education holds significant im-

portance. It offers learners valuable opportunities to articulate, elucidate, and 

substantiate their grasp of fundamental scientific concepts while employing pre-

cise scientific terminology. Research shows that learners spend about a third of 

their time listening in science lessons but very little of their time in discussion 

with each other or with their teacher. 

There are many occasions, such as discussions, when talk can help to raise learn-

ers’ attainment in science.

Table 21 (continued)    Different registers of language

Source: Created by author, adapted from DfES 2002: 14
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Table 22 Scaffolding speaking and writing

Source: Created by author, adapted from DfES 2002: 14Prev
iew



Module I.1 Diversity and Inclusion in TVET

124

Library

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 learners 

can use before, during and after doing tasks.

For instance, common vocabulary learning strategies include techniques such as 

memorization and drawing images. Sometimes learners visibly demonstrate their 

strategies, such as underlining key vocabulary, while at other times, strategies are 

not observable, such as making associations between their mother language and 

the language of instruction. Metacognition (thinking about learning) is another 

important learning strategy and can be divided into five parts: 

• preparing and planning for learning 

• selecting and using strategies 

• monitoring learning 

• integrating strategies 

• evaluating learning.

6.10 STUDENT‘S LEARNING STRATEGIES
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EXAMPLES OF STRATEGIES USED BEFORE DOING A TASK

• Selecting and setting learning goals

• Deciding on criteria to measure how well a task can be done

• Analysing the task, its purpose and what must be done

• Working out timing of stages

EXAMPLES OF STRATEGIES USED DURING TASKS

• Identifying key content vocabulary

• Predicting meanings of content vocabulary and predicting text content

• Guessing meanings of new words

• Asking for clarification

• Paraphrasing

• Drafting work

• Risk taking and experimenting with new concepts and language

• Using some L1 for a specific purpose, e.g., checking a concept, looking up a bilingual 

dictionary,

• checking meaning of vocabulary with a peer

• Note taking

• Organising work

• Personalising learning

EXAMPLES OF STRATEGIES USED AFTER DOING TASKS

• Deciding 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

• Comparing work with previous work and deciding how it has improved

• Editing work

• Summarising workPrev
iew
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Table 23 Learning strategies and teaching instructions

Source: Created by author, adapted TKT: Content and Language Integrated Learning -  TEA-

CHING KNOWLEDGE TEST. 2010.: 13

Prev
iew



127

Library

Module I.1 Diversity and Inclusion in TVET

García & Lin (2017):  
Translanguaging in Bilingual 
Education 

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 (L2). 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 vocabulary. 

Language support is given by a list of formulaic language, functional phrases and 

subject specific vocabulary. After a translanguaging activity the students should 

be able to answer questions on the subject in L2 in free speech and thereby use L2 

subject specific vocabulary.

For García, this common practice of bi- or multilingual children includes code-

switching but goes beyond it as a more effective means of sense making. She 

defines it as ‘the act performed by bilinguals of accessing different linguistic fea-

tures or various modes of what are described as autonomous languages in order to 

maximise communicative potential (2009: 140).’ In the school context, it is seen as 

a strategy for learning and could be systematically resorted to for sense-making.

Jones (2017) distinguishes between a) ‘teacher directed translanguaging’ and b) 

‘student directed translanguaging’. According to this, students can either decide 

on their own linguistic means of different individual languages for communica-

tion, or they are actively encouraged to do so by the teacher. 

Schastak et al. (2017) show, learners’ willingness to communicate in educational 

contexts is primarily determined by the learners’ abilities in their learners’ skills 

in the family language and by the prompting or motivation provided by Teach-

ers. Multilingual interactions, according to Jones (2017), can be distinguished at 

a second level, whether learners use them for more everyday personal every day 

personal exchanges or for secondary discourse (basic interpersonal translan-

guaging) or for the exchange about cognitively demanding content of the subject 

matter instruction (cognitive academic translanguaging). 

6.11 TRANSLANGUAGING
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Chapter 7  
TECHNOLOGY-ENHANCED 
CONTENT & LANGUAGE 
INTEGRATED LEARNING

This chapter discusses the benefits of combining content and language integrat-

ed learning and technology-enhanced learning and introduces some tools and 

scenarios for teaching and learning at TVET colleges. Technology-Enhanced Lan-

guage Learning – also referred to computer assisted language learning (CALL) 

- is not a method of teaching, but a means of utilising technology for language 

learning. New tools and resources have appeared, especially with the advent of 

the Internet and emerging Information and Communications Technologies (ICTs), 

which efficiently support and assist to deal with many of the challenges due to 

linguistic heterogeneity. The digital transformation holds potential for the indi-

vidualization of the learning process and thus especially for language-sensitive 

teaching approaches.

Findings revealed a positive interrelation of digital impact on language use and 

skills and social collaboration, interaction, and motivation. However, a lack of evi-

dence was found regarding the correlation between using digital technologies and 

enhancing content knowledge in CLIL. Digital technologies have the advantage 

of connecting even more closely to the students’ lifeworld and offering learners 

a variety of perspectives when researching and receiving (e.g. websites, online 

newspapers, texts, blogs, podcasts, YouTube videos, etc.) and allowing them to use 

these as speaking and writing prompts. 

For the (conceptually oral) introduction of a lesson, digital tools are suitable that 

initially 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. 

1 INTRODUCTION

Vo et al. (2022):  The impact 
of digital technology on con-
tent and language integrated 
learn-ing in higher education: 
a systematic review of 
literature
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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 years. It 

has revolutionised how people acquire, practice, and retain new words and phras-

es in various languages. Here are some ways in which technology has influenced 

vocabulary learning: 

• Online Language Learning Platforms: There is a wide array of online language 

learning platforms and apps (e.g. Duolingo, Babbel, Rosetta Stone) that offer 

interactive vocabulary lessons. These platforms often use gamification and 

multimedia elements to make learning engaging and fun.

• Language Learning Apps: Mobile apps have made vocabulary learning more 

accessible than ever before. Language learners can practice vocabulary on-the-

go using apps that offer flashcards, quizzes, and pronunciation exercises.

• Digital Flashcards: Traditional flashcards have been digitised, allowing learn-

ers to create, review, and share digital flashcard sets. Platforms like Anki and 

Quizlet enable users to customise flashcards with text, images, and audio.

• Language Learning Websites: Numerous websites offer vocabulary-building 

exercises, including word lists, interactive quizzes, and language forums for 

practice and discussion.

• Language Learning Software: Language learning softwares, such as lan-

guage-specific software and integrated language tools like Grammarly, help 

users expand our vocabulary while also improving grammar and writing skills.

• Language Exchange Apps: Apps like Tandem and HelloTalk connect language 

learners with native speakers for language exchange. This allows for real-world 

practice and vocabulary expansion in authentic conversations.

• Language Learning Podcasts: Podcasts offer audio content for vocabulary 

learning. Many podcasts provide transcripts and explanations to help learners 

understand 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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• 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 vo-

cabulary through play.

• AI-Powered Language Learning: Artificial intelligence (AI) is being integrated 

into language learning platforms to provide personalised recommendations, 

track progress, and adapt lessons to individual needs.

Tools developed for, in particular CLIL, are introduced in more detail in the digital 

course book. 

van Dijk et al. (2022): Design 
principles for language 
sensitive technology lessons 
in teacher education
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