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I Skolansoch lararensuppgift blir [...] bade att tatill varaalaeleverssprékligaoch

B B «ulturellaresurser och at ge dem tillgdng till skolans sprék, texter och kunskap.
Axelsson,2009

O primeiro passo para uma educacdo bilingue €(...) libertar aslinguas, deixar que se mani-
festem sem restrigOes para depois as gudar a crescer harmoniosamente.

Dulce Perei\2006

SN Al Unterricht zu Létzebuerg s Sproochunterricht.
‘ Mady Delvaux, 2006

De toenemende internationalisering van leerlingenpopulaties op Europese scholen
vraagt om een talenbeleid voor ALLE leerlingen, waarbij de traditionele scheiddijn tus- I
sen vreemdetaal onderwijsvoor autochtone leerlingen en moedertaal onderwijs voor

alochtoneleerlingen en die tussen autochtone en alochtone minderheidstalen worden s
doorbroken.
Guus Extra, 2002

‘[...] bilingua education isabove all, an enterprise of love for the children of
<1 I\ the world whowill be the men and women of the future’

Ofelia Garcia,2008

maoremo se pa zares podtekat. Tako bratski. Nimamo igtih stvari v krvi in gotovo. Mi
amo &efurji in oni so Sovenci in to je to.
Goran Vojnovi*, 2009

La”@ mi kao druZimo pa &ekamo paneki izigravamo kolege pa to, samo ne | i

- Wer Zweisprachigkeit fordert, fordert ja ganz selbstverstandlich die Zweitsprache Deutsch; ihr
Sellenwert as gemeinsame Verkehrssprache in Deutschland steht in'keiner Weisein Frage (...).
Ingrid Gogolin. 2007
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1. Preamble: European Educational Context



additional language learner®%an%'inclusive%education’%in%
which second language education is seen as an integral part of a generalised and common
curriculum process, i.emainstreamecdsecond language education.



‘a@ademic%languagand that, on the otherthe content is used as a
powerful resource for learning language#ll students with a limited access to academic
register including monolingual children and students from educationally distant back-
grounds, can profit from this approach.

An analysis of the professional competences teachers and other educators need in
order to be able to perform these roles, and their relative neglect in current provision, led
to the view expressed above that the EUCIM-TE project might most effectively target the
pre- and in-service training of educators and teachers and promote indirectly the educa-
tional sensibility of parents in the long run. On the other hand it is important to recognise
that this sits within the broader issue of a whole-school inclusive provision for students or
from linguistic minority backgrounds, and will impinge on issues of school leadership and
the quality of school/community links particularly with parents of minority or linguistic
minority students. Schools need to create and develop a welcoming climate in order to
become organisations where literacy thrives and where access to powerful knowledge is
given to most of their students.

The ultimate addressees for the EUCIM teacher education curriculum are young
children and students with a reduced access to the academic register with a focus on chil-
dren growing up with one or several languages in addition to the official langua@ae
consortium is aware of this and believes that the most appropriate provision for these
children would be a bi- or even multilingual option in which from an early age they re-
ceive instruction and supportin several languages, among which the first language that
has been learnt at home is crucil.

There is suggestive evidence from research studies that such a solution has been
positively beneficial in a variety of contexts. However, in many European countries in-
struction in the home language of children from a linguistic minority background is not
offered, for various reasons. Th&ic/lusive Academic Language Teaching (IAL @lrricu-
lum takes this limitation into account and explores alternative ways of offering schooling
for%these% children7%in% order% to% improve% the% learning% outcome% of% bath% ‘subject'% &
guage’% learning<% The% current% initiative7% therefore7% is% for% a% ‘mainstreamed’% additio
second language education as an integral part of a common curriculum process.

In an inclusive learning environment, the responsibility for supporting second
language acquisition is shared by educators, teachers of all subjects and parents. Contrary

3 For that the assurance of the quality of first language ahs to be respectedi tfae adoption of a systematic
bi- or multilingual education by parents, care takers or educators as well.



‘scaffolding. This implies that language teaching is pursued in close con-
nection with knowledge acquisition in subject learning (Vollmer 2008; Ahrenholz 2010)
and requires specific educational competences we will identify in the present curriculum.
It is imperative that second language learners master the language appropriate to aca-
demic contexts, i.e. itgegisters genres andsocial practicesTo do so they need access to
an ongoing language focus across the curriculum. Educators, teachers and parents facing
the challenges of this approach need substantial support, either through initial on-site
collaboration and/or continuous professional development. In Europe there is currently a
fundamental lack of research based development and pedagogical education in this re-
gard. The European Core Curriculum thus aims at designing the contour of this innova-
tive field, which will play an essential role in the teacher/educator education of the near
future.

The present document does not intend to be a curriculum for direct application in
pre- and in-service teacher training but rather a European document featuring the fun-
damental contents for the support of academic language for second language learners in
mainstreamed educational contexts. In a first section, the target groups of the European
core curriculum will be briefly explained. The contents, as well as its aims and implemen-
tation possibilities follow. After a synthesis report of the eight national adaptations pro-
duced by the EUCIM-TE consortium partners, a section with supporting material to the
three modules of the curriculum as well as concrete examples has been added. At the end
of the text, a glossary containing the central concepts of the IALT curriculum can be
found.



2. Towhom isthistext addressed: target groups

EUCIM-TE addresses three sets of targets groups, as displayed in the figure below. The
direct addresses are the teacher or kindergarten educator students in pre- and in-service
teacher training for both language and content from all school types.

The indirect targets are educational policy-makers, university staff, school inspec-
tors and directors who are directly involved in improving and managing linguistically
diverse school settings.

The ultimate subjects EUCIM-TE is in fact trying to reach by influencing the
groups mentioned above are the students with a migration background across Europe, as
well as monolingual students with a reduced exposure to academic register outside school
and their families.

Figure 1 — Target-groups of the EUCIM-TE Curriculum.



3. ‘The European Core Curriculum (ECC) for Teacher
Education: Inclusive Academic Language Teaching

(IALT)

3.1 Satement of underlying principles

This section lays out the essential principles underpinning the IALT curriculum. These
key principles were carefully considered by the EUCIM-TE curriculum developers and
were used to develop its content.



Acknowledging of bi-/multilingualisn and bilingual education

The% ECC% acknowledges% the% importance% of% the% students’% home% languages% as% a%
learning for a new and additional language. For this reason, bilingual education s

is considered as the desirable support for personal development, as well as linguistic de-
velopment of the first language and the language of instruction in school for children

from linguistic minority families who use their first language at home. However, the ECC

was developed due to the recognition of the impossibility of extensive bilingual instru

tion across Europe and therefore centres its efforts on mainstreamed contexts.

In support of our advocacy for bilingual education, Inclusive Academic Language
Teaching acknowledges competencies in the first or home languages as resources. They
can be drawn upon by the teaching staff to promote learning in various ways depending
on the school and curriculum context. However, a first requisite which can be met by all
schools is an open and unprejudiced manner to encounter all learners and recognise all
languages, cultural norms and values. IALT respectfully interacts with Bi- and Multilin-
gualism in the pre-service training of future teachers as well as in in-service profession
development. Similarly, IALT suports% the% active% use% of% children’s% home®e or% first% la
guages.

The Curriculum as conversation

A curriculum specification needs to strike the right balance between (1) identifying what
knowledge, skills, dispositions and attitudesi.e. competences- are required and (2) rec-

ognising the importance of processes, interactions and negotiations not only in imple-
menting%a% ‘ready’%curriculum%but%in%adapting%a%recommended%curriculum%that%is%se
to the concrete local context and is valued by the teaching staff. The present curriculum is
not%‘finished’%in%the%sense%that%one%can%use%it%directly%on%site%everywhere<%It%is
‘product%concept’ %that%resulted%from%the%designing% phase%in%that%a% EBuropean%grou
perts on language education with expertise for research, teacher training and further edu-

cation in contexts of diversity have agreed on an approach and a set of necessary compe-
tences and subject areas. This does not mean a definite and static identification of curricu-

lum contents, once knowledge is conceived as a dynamic element, as action, as activity in

cultural practices (Applebee 19%%% Curriculum% modules% do% not% only% requiee% a% ‘transl
tion’%into% the% national% context% but%it% must%be% adapted% concretely% at%the% sites% of
vidual educational institutions. This is not simply a technical process of connecting to

existing structures, standards and contents but rather a communicative process involving

teacher educators and policy makers on the basis of a common interest in improving the
educational situation of students.

Competences are more than bundles of knowledge, skills and attitudes appropriate
to context. Thus, the implementation of a curriculum goes beyond teaching the recom-
mended knowledge base and will involve a dynamic adaptation and adjustment of praxis



Incluson

IALT% moves% away% from% a% ‘compartmentalised’% approach%to% second% language%teach
an%inclusive%practice% of¥straaming’%academic%language%learning7%and%it%is%reasonabl
to ask what is implied in the shift. This shift is twofold. Traditionally, language instruc-

tion in second language in countries with labour migration since the 1960s is designed as

an additional special provision. For a long time, it was assumed that separate preparation
classes, for a period of between one and two years, constitute a sufficient basis for subse-

qguent participation in schooling. In some countries in-class language support for linguistic

minority students, often on a short-term basis for a specific curriculum subject/s, is pre-

ferred. However, measures that exclude students from regular education and generally

assign them to learning groups associated with lower prestige tend to lead to demotiva-

tion and most notably to lower school achievemehtFor this reason, schooling in the

regular class is the preferable way. Hence, the curriculum speaks of an inclusive academic
language instruction. The focus lies in a language-sensitive approach to instrudoorall

students; one that covers all subjects and strives for language learning that is cognitively
productive and that develops a capacity to produce accurate meanings in appropriate lan-

guage expressions in respect of social and curriculum demands

4 cf. Troyna & Siraj-Blatchford 1993; Hallam & Toutounki 1996; Slavin 1996; Ried&98; Green 1999;
Gogolin et al. 2010

5 Orientation to the principle of inclusion does not mean that additional specific remedial teachimsgein-

tirely excluded; however, IALT is understood as the normal form. Segregating support groups can be added
for specific purposes at times. Still, the concept of transitory preparatory courses and classkgdml en-
trants is held on to.



Making meaning

The EUCIM-TE project has adopted an explicit model both of language and language
learning. The basis of IALT is an understanding of language as a resource for meaning.
Seen in its light, language both constructs and interprets the meaning of content in the
curriculum. The act of teaching a particular piece of the curriculum content can be un-
derstood as a communication process, an act of meaning making and meaning presenta-
tion by the teacher, in which meaning realised by the use of language is the most salient.
Likewise, for students to learn any piece of curriculum content means, first and foremost,
to make sense of the language used by the teacher and other students in classroom activi-
ties, and in teaching materials involving both spoken and written language. So, learning
curriculum content on the one hand cannot be accomplished effectively without learning
and using the language that communicates the meaning of the content. Curriculum con-
tent learning can, on the other hand, be used as a powerful means for language develop-
ment.

Multimodality

Meaning-making and meaning-taking in social communication (including communica-
tion in school) make use of symbolic resources which include verbal as well as non-verbal
(including gestures and bodily expressions) communication, visual/audio material,
graphic representations and actions. In other words, communication is multi-modal.
Knowledge representation nowadays is in no way confined to written texts, it is multi-
modal, e.g. visual representations on paper and on the screen increasingly play an impor-
tant role (Kress 2010). All content subjects have their ways of using multimodality and it
is important that teachers are aware of the multimodal nature of classroom communica-
tion, and students learn how to use the various modalities most effectively. This should be
an important part of teacher education and continuous professional development.

3.2 Contextsof use and possibilities

The IALT approach aspires to be both communicative and context-sensitive. As a part of
the ECC it has been designed to be sufficiently open in structure to accommodate the
needs of different national education systems; it encourages adaptation to meet national
and local conditions. As indicated, it was developed by the EUCIM-TE consortium-fol
lowing a series of needs analysis studies conducted on a country-by-country basis, and it
fully recognises variations in local contexts, not least in their widely varying lingptic

and demographic contexts.

According to the needs analysis conducted in the EUCIM-TE partner countries,
the pre-service teacher training arrangements differ considerably. For instance, in Slove-



the curriculum is concerned with the core competences, which then must be imj

mented in accordance with national and local circumstances and ng



tional level, experts who are responsible for additional or second language learning

teaching can lead the implementation of IAL

3.3 Thechalenge of IALT

There is a wide range of different practices in the additional/second language teaching in
the different national education systems within the EU. Some provide separate language
programmes for linguistic minority students; others seek to help such students participate
in mainstream subject lessons and learn the dominant language of schooling in the-proc
ess. The most widespread situation is that of submersion where the educational provision
does not have a specialist focus on the language learning needs of students from minority
language backgrounds. Inontrast the IALT model focuses primarily on academic lan-
guage as it constructs meaning in the respective subject areas. Adopting this model would
require some structural changes in school to facilitate cooperation between language
teachers and subject teachers. The principles of content-language integration have been
discussed since the 1980s but it has not been implemented on any appreciabl€.scale

This hesitancy towards a whole language approach is broadly the situation across
the EU as we move into the second decade of thet2&ntury. In light of this, the IALT
curriculum has been designed to set out a framework to integrate inclusive language

® For more information on the TEPs in general see the ECC IALT Manual and for more detailgshen
EUCIM-TE national TEPs, consult the TEP Reports available at www.eucim-te.eu.

" After almost 20 yearsngrid%Gogolin’s%8d@B&k “Erziehungsziel%Zweisprachigkedd¥ng%for%a% ‘whole%
languag%approach’%for%school%and%instruction%can%ostill%appear¥revolutionary<



S/IOR Examples for a comprehensive strat-
egy for language-sensitive subject teaching are presented in the supporting material sec-
tion.

At the level of school organisation the connection between IALT and whole
school development is important, since inclusive learning can only be facilitateg
means of a language plan, that pays attention to (1) synergy of academic language skills
across subject courses, (2) adaptation of communication to the language and cultural
background of individual students, and (3) monitoring progression of academic language
throughout the whole school carrier of the students. This plan declares the schools lan-
guage education policy across all subjects.

e
I -
I, = <nowiedge of em-
pirical educational research will also be necessary for the use of language assessment in-
struments. This must already be embedded on the first level of training in communica-

tion, consultation and planning skills. A wellgrounded% scientific% knowledge% of% ‘human%
communication’%is%likewise% a%apsieegSome balance may need to be drawn between

the initial and in-service education of teachers to meet this agenda.

The curriculum for Inclusive Academic Language Learning and Teaching is an in-
novation. In some European countries, the basic ideas are available but in most schools
and universities only few know of them. So, support for the implementation as well as for
the exposure to the curriculum has to be made available in practice.

3.4 IALT ams, objectives & competences

The IALT approach is conceptualised as part of a wider teacher education framework: It
promotes (relevant) specialist knowledge drawing on informed pedagogic principles and
practice, and it has a commitment to social cohesion and equity. It encourages reflective
teacher practice and critical teacher enquiry on a career-long basis. Working with IALT is
a collaborative enterprise involving trainee teachers, practitioners, school and universi-






3.5 Thethree modules

The underlying competences required for language teaching in the IALT approach were
identified, analysed and developed by the EUCIM-TE team into three modules:

Language acquisition in the context of schooling
Methodology in Inclusive Academic Language Learning and Teaching
School organisation to facilitate Inclusive Academic Language Teaching

These competences and associated pedagogical guidelines constitute the European
Core Curriculum. As stressed above, the Core Curriculum is a strategy document and is
designed to be implemented by means of national adaptations. Each module is described
in terms of the competences being developed and indicative content derived from break-
ing down the competences into constituent knowledge, attitudes and skills.

The competences framework

This module explores the implications of adopting the IALT model of language, which is
explicated and theoretically grounded in the following section. As this language model is

the foundation of the IALT approach, student teachers and educators need to develop
competences and skills in its use for successful language-sensitive subject instmuctio

These skills can be further developed in in-service professional development. This module
combines theoretical knowledge with principles of practice based on a reflexive practice.
Competence in applying the language model involves cultural sensitivity and the ability

to% analyse% and% adapt% to% concrete% situations7% thus% going% beyond% routine% ‘technica
tions.

The module supports both student and practising teachers in developing the following
competences:

Competence in enabling second language learners to learn the language of aca-
demic discourse, i.e. its registers and genres, and associated social practices. This



Indicative content (atitudes knowledge and skills)
(a) Attitudes

The key expectation is that teachers and students appreciate that language use is a poten-
tial for social acts of making meaning. With this perspective in mind, language is seen not
solely in terms of its form (e.g. its grammar and lexis) but as a relation between form and
meaning, a relation between the language system and language use in communication and
interaction. In principle, and
solu-
e

in the
e. They will also have positive attitudes towards potentially vulnerable
students, and be sensitive to the difficulties of language minority students and willing and
able to support them in meeting their needs.

(b) Knowledge

Student teachers will develop a knowledge of language to help them analyse the language
practices of their students and the academic language their students need to learn. They
will be able to describe language in linguistic terms (phonology, graphology, morphology,
grammar, lexis, semantics), and to discuss differences between literacy and oracy, and
between everyday communication and academic discourse. They will know the IALT

19 This presupposes a general attention to the conditions of the learner (bio-genetiespasition, age, first
language/mother tongue knowledge) and its pertinence for the required academic language.



ly observe and

lyse linguistic acts to determine which genres and linguistic registers are being

[ves a technical assess

students’%linguistic%knowledge% capable% of% supporting% a% planning% proce%sé

velopment by individual students

The competences franmework

In research on teaching and learning in diverse language settings, a variety of perspectives
and disciplines has offered different theoretical approaches and methodological strategies.
From a historical perspective, instruction for speakers of a second or additional language
was long seen as part of the more general research on both foreign and, second language
teaching methods as well, which has seen rapid changes throughout the last 60 years. As a
result, second (and foreign) language teaching has moved from the typical grammar-
translation method, to audio lingual and then to communicative methods, which have in
turn spawned a variety of different interpretations.



Indicative content (atitudes knowledge and s«ills)
(a) Attitudes

The most important attitude that is relevant to the above competences is that student
teachers and practising teachers should deve ordi-

hool
other%c
urce,
isters. Student
teachers and practising teachers should not be satisfied when students solve a technical
problem correctly, but need to be additionally satisfied that effective and successful lin-




s graphic organis




The competences franework

This module considers some necessary but not sufficient conditions of a vibrant whole
school language policy and the full implementation of the IALT approach. It addresses
academic language in the context of school organisation and outlines some of the basic
conditions allowing successful institutionalisation of the IALT approach in school.

In view of the IALT approach, it is of great importance to systematically incorpo-
rate language learning into the curriculum and this third module introduces trainee
teachers and practising teachers to the underpinning competences involved. The invoca-
tion of these competences will depend on the language and cultural diversity of the
school population and the teaching competences of the staff. Moreover, the argument
here is that language and subject teachers should not only work in conjunction but also
contribute to policy development. Such decisions and successive implementation of deci-
sions are not made by individual teachers but are the result of joint and communicative
processes in schools and have to be initiated and anchored at the organisational level.

A successful implementation of the IALT curriculum requires four competences:

Collaborative networking in context of diversity: In order to cope with the multi-
lingual and multicultural environment (the classroom, the school context, and the
social-cultural background of students), teachers develop skills to communicate ef-
fectively in such social situations. The overall aim of collaborative networking is to
strengthen the participations of all actors in school: students, teachers, parents,
and other educators.

Planning in heterogeneous (diversity in language and cultural background of stu-
dents) school settings: Teachers need planning competences for classroom activi-
ties, scheduling inclusive learning across all courses, and general administrative
school management tasks. The aim is to arrange a learning environment that will
provide opportunities, encouragement and support for both students and teachers.

Language assessment in contexts of language (and cultural) diversity: Implement-
ing IALT in a heterogeneous school population requires that one is able to identify
the language competences of individual students in order to monitor progression
as well as designing a tailor made learning and teaching plan.

Counselling in multilingual and multicultural environments: counselling requires

an open, reflective teaching practice. Teachers need competences to analyse and
reflect on teaching activities and results to counsel, on the one hand, students and

patents concerning educational progress and on the other hand, colleagues (and
self) to improve teaching practices.

These competences show strong similarities with the key competences required of the
teaching profession (and thereby also required for IALT) in collaborative policy delibera-
tion and planning as identified by the European Union:

competence to work with work with knowledge, information, and technology;



Indicative content (atitudes knowledge and skills)
(a) Attitudes

The global required attitudes for student teachers and practising teachers are language
awareness, cultural empathy, open-mindedness, social initiative, and reflectivity.

Effective communication with actors (students, teachers, and parents) of diverse
language and cultural background requires cultural empathy as well as an open attitude to
be able to interact with these diverse actors in an unprejudiced manner. In addition with
social initiative, frequent cooperation and networking with these actors can take place to
strengthen the engagement of all actors in school: Students, teachers, parents, and other
educators.

Reflexivity ensures that teachers are constantly aware of their teaching perform-
ance in order to adapt their practices to the needs of the cultural diverse teaching context.
Teachers review their work as embedded in the overall context of the school and the sur-
rounding community.

Such teachers are ready to cooperate in the planning of an inclusive academic lan-
guage teaching, to mutually evaluate, and to offer to counsel and support. They also con-
tribute to the development of a common philosophy of their school, one that understands
inclusive academic language teaching as an open to differences, intercultural education
and affirms the democratic participation of all stakeholders as part of a successful school,
and%also%on%the%level%of%student’'s%developmental%competences<

(b) Knowledge

Several key areas of useful knowledge that might be applied can be further specified. These
include a sound knowledge of successful conditions, methods and strategies of communica-
tion, cooperation, and implementation of innovative elements in the areas of language
planning and language education policy, parental participation and language-based further
training. Another area of accumulated knowledge and established know-how is a compre-
hensive knowledge of prevalent and valid language-diagnostic methods and tools for dif-
ferent age groups, which can be mapped against the technical conditions of their teaching
in order to achieve'constructive alignment (Biggs 1999).

(c) Skills



3.6 Assessment and evaluation of the implementation of Inclusve
Academic Language Teaching



5. Specialised provision and services are co
in the context of internal school development (school and classroom management

public accountability (in relation to communities, districts and national syste

, it should make verifig
hether the proposed teacher and management competences have been achieved

the other hand, evaluation will support the subsequent planning of inclusive acads
language teaching




4. Inclusve Academic Language Teaching (IALT)

4.1 Learninglanguagein linguigtic diverse contexts

Since the sixties it has generally been acknowledged that minority second-language stu-
dents whose first language is not the language of instruction are placed in a precarious
situation. From Picht (1964) to PISA via Bernstein (1971) and Oevermann (1972) research
findings are comparable. Studies of student achievement typically indicate that minority
students have serious disadvantages in academic learning; they also tend to experience
difficulties in the vocational training market as well as the job market. At the beginning

of the 23 century PISA findings resulted in a broad discussion about the educational un-
derachievement of linguistic minority children— a phenomenon that all contemporary
industrial countries are confronted with. This phenomenon does not only affect countries
that have had active labour immigration for the last 40 to 50 years. Even countries that
have been emigration countries themselves during that period are now concerned with
questions of the integration and education of minority studerits

Researchers have identified a considerable number of possible reasons for these
low educational outcomes, ranging from sociological to political or structural factors
(Fend 2008: 38-44). However, research has shown that linguistic factors play a central
role in the school achievement of linguistic minority students. Similarly, over the last 50
years, educational debates and discussions in most European countries with numerically
significant labour immigration or linguistic diversity have made people more aware of the
concepts% of% ‘academic% language’% as% well% as% ‘second>% additional% language% learni
teaching’<%

Evidence currently goes beyond simply recognising the importance of linguistic
factors, for specific processes have been identified on which the acquisition of relevant
the relevant cultural knowledge and skills depend. The problem indeed is not language in
general but rather a spcial%type% of%language:% academic% language<% In%the% field% of% ‘s¢
language%learning'%research%the%distinction%between%everyday%language%of%communica

1 See McPake et al. (2007) for a recent overview of the status and position of the additianguage in
European countries.






4.2 ThelIALT language approach

EUCIM-TE aims to support educators whose care-settings or teachers whose classrooms
contain linguistic minority learners and other students who may not be achieving their
educational potential for reasons related to the development of academic language. In-
creasingly, teachers who teach linguistic minority students are expected to teach not only
their subject, but also the underlying academic language proficiency that learners are re-
quired to learn for their subject area. Traditionally, it has often been taken for granted
that learners will simply develop the ability to use this academic language successfully,
but that assumption has been found to be highly questionable. Therefore, teachers need
to become more aware of the academic language they use, how they can better support
students to develop it, and how they can convey to students the importance of academic
language for their academic achievement. It is important to select a model of language
which is appropriate to this purpose, and which addresses the functions of language in
academic contexts. For this reason, rather than a formal model of language which deals
with the language system only, EUCIM-TE has selected a functional model of language
which relates the language system to its functional use and provides an understanding of
communication processes in the classroom. The basis for the IALT-Curriculum is the
functional model of Systemic Functional Linguistics (SFL; Halliday 1989), which analyses
language as a resource for meaning, and describes how people make meaning in the texts
and social contexts of their everyday lives. Language development takes place as part of
the process of gaining access to knowledge of the world and communicating with others.

Figure 2 — Relation of language to social context

This language model explores how language varies with context and it relates lan-
guage to context using various levels: culture, situation, discourse, and gram-
mar/vocabulary (see Fig. 2). For example, one can look at a classroom lesson in its context
of culture (the school climate and subculture in society), in its context of situati (the






4.3 Policy consequences of adopting the model

The EUCIM-TE project has developed the IALT approach and associated pedagogy with
the declared intent of shaping the culture of teacher education across Europe in response
to the circumstances and needs outlined in the Preamble, particularly with respect to lan-
guage minority students.

Although EUCIM-TE has no direct control over the extent to which the core cur-
riculum will be implemented — and like many externally produced curriculum initiatives
it should be adaptable at the point of adoption, it is reasonable to ask what full adoption
would entail. Aspects of the ECC are candidates for insertion at all four levels (see below)
of teacher education and professional development, but full implementation would in-
clude all:

initial teacher training at a university, e.g. a four or five year concurrent course
combining a degree with qualified teacher status

post-degree professional qualification, e.g. a postgraduate certificate in education
offering qualified teacher status

pre-service training in school, accompanied by teacher education courses
In-service training and professional development, e.g. focused short courses
modules%within%masters'%programme

These levels are differently structured and organised in the EU countrijjili§ this

N - -
I provides a

framework for local and national adaptations. In a full national adoption a group of IALT
specialists would be trained as academic language advisors, able to support the continuing
tasks as planning, organisation and coordination as well as facilitating further training in
academic language teaching. It would not be unreasonable to look for at least one such
specialist in each school. IALT is not an appendix of language teaching but a constitutive
part of classroom teaching and school organisation and management.










5. Nationa adaptation of the European Core Curri-
culum for Teacher Education —Inclusve Academic
Language Teaching

5.1 Context

The European Core Curriculum for Teacher Education (ECC) has been developed as a
response to two socio-demographic and educational developments across the European
Union: increasing ethno-linguistic diversity in the school populations (e.g. students from
migrant and minority community backgrounds whose firstthome language is other than
the school language), and the need for systematic and principled provision for language-
sensitive pre- and in-service education for all teachers (not just language specialists).

The ECC, as a supra-national curriculum statement, can be used in at least two
ways. Firstly, it can be used as a set of reference points for analyses of needs in the teacher
education systems in all member states. Secondly, it can be seen as a set of educational
principles and guidelines for strategic national adaptation and long-term development.

It is recognised that at the present time the teacher education systems across the
EU have responded to ethno-linguistic diversity in different ways. The way/s in which a
national education system has responded to ethno-linguistic diversity can be seerelarg
in terms of histories of migration and settlement of minority communities, policy trajec-
tories of social integration, and prevailing educational values and practices.

From the point of view of synthesising the potentials and challenges of the adaptation
of the ECC in the different EU teacher education systems, three dimensions appear to be
salient for consideration:

national statutory frameworks and regulations governing teacher education, par-
ticularly regarding pre-service teacher education

political and ideological dispositions regarding additional/second language educa-
tion and bi/multilingual education

infra-structural capacities of universities and other teacher education institutions
to accommodate and adapt new curriculum initiatives.

These three dimensions are analytically distinct, but in day-to-day practice they
are linked from the point of view of teacher educators.

Given that different national systems are at different places in terms of their cur-
rent policy and practice, it is not possible to assess the potentials and possibilities of adop-
tion and adaption of the ECC in any simplistic evaluative fashion. Instead, an analytic
schema comprising the above three dimensions may serve as a device to construct a snap-
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In almost all the national/regional teacher education systems surveyed the need for
teacher training concerning matters of language diversity in classrooms has been ac-
knowledged. However, in most cases how this need might best be accomplished in terms
of effective adaptation in the classroom and teacher education/training at different levels
is still at an exploratory stage. An overview of the present capacity and readiness for na-
tional adaptation suggests that a range of varied and context-sensitive approaches to dis-
seminating and adopting the European Core Curriculum for Inclusive Academic Language
Teaching at a national level would be required. A one-size-fits-all approach would not be
appropriate because of the diverse political and administrative environments in which
teacher education is carried out. The adoption and adaptation process is likely to be com-
plex in all cases; teacher educators have to negotiate their paths through legal and (educa-
tion-related) structural frameworks and changing political climates. Therefore there is a
need for all members of the EUCIM-TE project and their national teacher education part-
ners to continue to take account of the national needs and policy developments; at the
same time they would need to consolidate and strengthen existing networks of collabora-
tive stakeholders and professional partners. For the ECC IALT to be embedded in the na-
tional teacher education systems across the EU it would be necessary to engage all inter-
ested parties in sustained dialogue.
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7. Glossary
Introductory remarks

The following glossary comprises key concepts, terms and acronyms that have been found
useful in the EUCIM-TE project. It seeks to elucidate terms, expressions and acronyms as
they have been used in the project discussions and documentation. Rather than offer for-

mal definitions, it briefly elaborates the terms sufficiently to place them in the argument.



_to refer to the types of communication asscti






_and linguistic minority
communities in English-speaking countries who may speak their
mother tongue at home in their

language awareness Language awareness refers to the kind of knowing when we step ba
from the direct experience of usig language and develop a systemat
meta-cognition concerning its codes and conventions, in short how
language ‘works’. Although at one level this consists of explicit kmo

ledge about laguage as an apparatus both in everyday life and spec
social contexts, it also supports critical deconstruction of texts (i.e.
facilitates rhetorical criticism) enabling the learner to see throughra
guage that manipulates or discriminates.




.and this gap could become patrticularly problematic for lan-
guage minority students whose language repertoire may need to be
ex






multimodality

Multimodality refers to the use of a combination of a variety of semi-
otic means of communication, e.g. juxtaposing a written text withdA

eo clips or web pages. Although this practice is commonplace in eveg
ryday life in the Web 2.0 era, it runs up against a traditionalluetance

in western societies and their educational systems to merge modes
(Kress, 1988). In particular, there has been a tendency to excluda-vi
al representations from the ‘academic’ cuculum except where nar-
row convention allows (e.g. scientific diagrams). Language, properly
understood, is fundamentally predisposed toward multimodality.




reading promotion pro- | A number of EU countries support reading promotion projects e.g. t
ject (Ieeshevordering- Leesbevorderingsprojecte, which are literacy devetopnt projects in

sproject) the Dutch context. They aim at developing a reading culture among
children and young people.













