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Wikipedia: Problematization

tion of a term >pinion, ideology tity, or person
er the col or existential elements of those involved as
problems)

e people involved form those

or pro;
idered demyth ther than taking the common
knowledge (myth) of a situation for granted, problematization poses that
knowledge as a problem, allowing new viewpoints, consciousness,
reflection, hope, and action to emerge.
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rable across nations. He emphasises that the point of education is not that students

Ml learn but that they leam somiething and for a reason, and that they learn it from
someone. He problematises the ‘language of education’, seeing it as insufficient for
expressing what matters in schooling in the same ways that theories of learning
are insufficient to capture what education is all abour.

The problem with the language of learning, both learning the language itself and the
ways in which it is used and contextualised in rescarch. policy and practice - is that it
tends 10 prevent peaple from asking the key educational questions of content, purpose
and relationships. (Biesta, 2015, p. 76)

We may describe our goal as a desire for "quality leaming’ or ‘effective learning’,

but in the sense of the rights, values and meanings it holds for all those engaged

(34 in classroom learning enacted through inclusion and social justice. We seek to
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Angel M.Y. Lin (2016). Language Across the Curriculum
& CLIL in English as an Additional Language (EAL)
Contexts: Theory and Practice-Springer.

Intercurricular disconnect (Lin, 2016)
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Chapter 1 some of the mi in the p of CLIL over
several decades. It acknowledged the CLIL phenomenon as diverse and dynamic in
developing theoretical principles and constructs that guide and situate classroom
teaching and leaming across different contexts. However, we suggest that the
nature of ‘intercurricular disconnect’ (Lin, 2016) and the independent universes of
language and curricular content as ‘reified entities’ (Dalton-Puffer, 2011, p. 196)
should neither be i nOT seen as imp ble barriers with regard to
changing classroom practices.

Perhaps it is useful to pause and reflect on those purposes by taking a critical

view of developments in CLIL from the classroom perspective. It explores the chal-
lenges and necessity for CLIL to not only be context embedded - taking account
of local, regional and/or national demands of educational “systems’ - but also to
be curriculifm embedded, alongside a growing awareness that integrated learning
must be sustainable, equitable and of perceived value by societies and members of
within them. C [ relates to what is taught and
learned, and why. Itis situated within subject disciplines and the broader sense of
educational values and purposes - all ‘wrapped up’ in the language of education.
Abstract terms such as ‘effective”, "high-quality” and ‘excellence’ permeate policy
documents describing learning goals. Biesta (2015, p. 76) differentiates between
what he calls ‘good education’, which is purposeful and values based, and "effec-
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address these evolving tensions and challenges throughout the book, in which
design for learning is explicit and purposeful. Purpose is very different from learn-
ing outcomes or aims and objectives of lessons. The “why' of learning is at the
core, The ‘what” and the "how’ follow. We are mindful of tensions between policy
demands, theoretical principles and their ‘translation’ into classroom realities, all
of which impact on the quality of the experiences of both teachers and learners. In
essence, the phenomenon of CLIL, with its potential as a contributory, transform-
ative element of the regular curriculum, requires pedagogic enquiry. critique and
confidence which is not only dynamic but within the realms of possibilities for
practitioners across all arcas of the curriculum.

Curriculum-making is a job that never ends and lies at the heart of good reaching.
When educators talk about curriculum-making. we refer (o the creation of interesting,
engaging and challenging educational encounters which draw upon teacher knowledge
and skills, the experiences of students and the valuable subject resources of the subject.
Curriculum-making is concerned with holding all of this in balance (Lambert, 2016).

It is exactly such i " and “the balance’ that require
o analysis and review of everyday practices. This is not to criticise what many CLIL
teachers do and constantly strive to achieve. Instead we take a hard look at the
drivers which shape those practices and in Lambert's words focus on ‘curricu-

Dalton-Puffer, C. (2011). Content-and-Language Integrated Learning: From
Practice to Principles? Annual Review of Applied Linguistics, 31, 182-204.
doi:10.1017/50267190511000092

Content-and-Language Integrated Learning: From
Practice to Principles?
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Jrens Christiane Dalton-Puffer

This article surveys recent work on it aad g Iigrand iy
(CLIL). Related to both content-based instruction and immersion education by
virtue of its dualfocus an anguage and content, CLL I here understood 4 an

ational model for contexts where the classroom provides the only site for
Jearners’ interaction I the target language. That s, CLIL is about either foreign
languages or lingua francas. The discussion foregrounds a prototypical CLIL

i context (Europe) but also refers to work done elsewhere. The first part of the

¥ discussion focuses on policy Issues, describing how CLIL practice operates in
atension between grassroots d«ulom and higher order policymaking, an area

ng impact of English
aa'a ingua franca play & particularly intereating role. The Iatte I, of course,
of defnite relevance also in other parts of the world. The second part of the
in CLIL. Here, the absence of
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Concerns with theorizing the Interaction of language and content are currently
becoming a focus of attention for CLIL researchers. Although the most fre-
itly used ding tends to be that of “content and lan; Int: tion,” R
:ul:zf':lppm:::le":n:‘l :h:m wm:ldobet(:"lr:\nm\d nﬂ.u;. m:,i':“::", Gert Biesta (2015). What is Education For? On Good Education, Teacher Judgement,
ing that conceptualizes language and curricular content as separate reified and Educational Professionalism, European Journal of Education, Vol. 50, No. 1
entities and instead think of them as one process. Several of the approaches
that applied linguists have embraced in doing ESL (English as a second lan-
suage)/CBland CLIL research hold a good deal of promise for such an undertak-
f learning, or systemic . . g .
y What is the problem? Perhaps the briefest way to put it is o say that the point
functional linguistics)* and it "’“‘ be the task of the research community over of education is not that students learn. Formulating the issue in this way is relevant
U it ek i Dt e oeiey gt el g s o because many discussions about education (n policy,rescarch and practice) keep
A0 0N O SUCEE - ';g.‘;;‘:;n’)y ('being doing s ",'E: T’IO“D“':I using the language of learning in this abstract and general sense. In contrast I wish
integration (of Iunxulxeand content] imples precise reflection on the Ingutstic LET A e e
learning is a process language that, at least in English, is an individual and
®. “f[’_r'“’:ﬂ“”;l"":: l'::"‘:‘g ¥ "‘_‘I::‘" languiags hasad Marning thaey.ix. aue gy individualising language, education always needs to engage with questions of
good 2 pol e p content, purpose and relationships. We must also bear in mind that the word
: ‘learning’ can refer to a very wide range of phenomena. Think, for example, of the
Halliday, M. A. K. (1993). Towards a language-based theory &7 K \hllm:nctbtnvemwhul it means to learn to ride a bike, to learn the second law of
g 2 A - hermodynamics, to learn to be patient, to learn that you are not good at some-
of learning. Linguistics and Education, 5, 93-116. & thing, etc. This is another reason why the suggestion that education is simply about
making students learn or about facilitating their learning is potentially misleading,
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David Lambert & Mary Biddulph (2015) The dialogic space offered by
curriculum-making in the process of learning to teach, and the creation of a progressive
knowledge-le rriculum, Asia-Pacific Journal of Teacher Education, 43:3, 210-224
Curriculum-making is a job that never ends and lies at the heart of good teaching.
When educators talk about curriculum-making, we refer to the creation of interesting,
engaging and i sywhich draw upon teacher knowledge
and skills, the experiences of students and the valuable subject resources of the subject.
Curriculum-making is concerned with holding all of this in balance (Lambert, 2016).
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CLIL provides teachers with
multifaceted opportunities for
enhancing leaming experiences for
all learners, not only in the CLIL
vehicular language but also in first-
language learning contexts under
clearly defined conditions.

communication

culture

) \ — These opportunities lie in the design
content @M of classroom leaming by teaches, in
everyday dialogic practices and in
the ‘balance’ of planning,
evaluation, inquiry and reflection
with and for learners.

Intercurricular disconnect (Lin, 2016)

gure 2.1 The 4 Cs Framework (Coyle, Hood & Mar c
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C-Cognition C-Content

« Terminology

Factual knowledge . ifc details and elements

Established and regular Project-based or phenomenon- Nonapscien bonant

curriculum based frameworks for learning

. ge of classifi and

Conceptual knowledge - Knowledge of principles and generalizations
« Knowledge of theories, models and structures

v Subject-oriented v flexible v/ The teacher (and learners) decide
the learning topics o ige of subject-specific skills and
P « Knowledge of subject techniques and methods
T o i

. of criteria for when to use

appropriate procedures
Content and language should not be seen as separate reified entities and -
< + « Strategic knowledge
instead think of them as one process (Dalton-puffer, 2011) Metacognitive knowledge - Knowledge about cognitive tasks
L . « Self-knowledge
Good education is purposeful and values based (Biesta, 2015) ©derson & Krathwoh (2
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This is what we do>>> this is what we are exploring together

Thanks!
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