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1. Introduction 

The theme “comprehensive language promotion” has 
three dimensions in the context of the present book: 

• The school-based appreciation of multilingual-
ism and the promotion of bilingual or multilin-
gual upbringing of the students. For more about 
this pedagogical postulate, see chapter 4.

• Furthering the competence in the language of 
the school and the host country. The respec-
tive skills are critically important for the school-
based selection, the career prospects and the 
integration into the host country; they should 
be purposefully and deliberately promoted in 
most subject areas.

• For children and adolescents with a migration 
background: the comprehensive furthering of 
the competences in the first language, with 
the goal of a balanced development of bilin-
gual competences in the oral and written form 
(bi-literacy). Without a targeted promotion, 
most of all in the written and standard variant 
of the first language, many of these children 
would remain illiterate in their first language 
and lose the contact with their written culture 
(see the autobiographical accounts of HLT stu-
dents in chapter 8 B.1 and Agnesa‘s bitter ex-
perience in 8 B.2). It is clear that HLT plays a 
particularly central role for children and adoles-
cents from educationally more disadvantaged 
families, as the parents would be overwhelmed 
with the respective tasks. 

The following remarks refer to the backgrounds and 
models for language and textual skills which apply 
across the board for the first and the second languag-
es. Direct references will of course be provided to HLT 
and its students wherever possible.

 

The distinction between school language and 
everyday language plays a decisive role in com-
prehensive language promotion in the context 
of a multilingual environment. The language 
of the school differs substantially from every-
day language, be it in HLT or regular classroom 
instruction. 

On the one hand, a school-specific vocabulary is used 
(for lecture hall, learning activities, school-related ob-
jects, etc.) and specific grammatical forms (passive 
constructions, subordinate clauses, etc.), which are 
rarely encountered in everyday language. On the oth-
er hand, learning in school demands a pronounced 
competence to interact and deal with situation-unre-
lated and textually-shaped language that is deliber-
ately structured and planned. 

	 In what follows, the relevant dimensions of lan-
guage competence for learning in school are pre-
sented. The differences between everyday and school 
language will be discussed against this background, 
and the concept of textual skills will then be intro-
duced. The chapter concludes with specific examples 
that show the ramifications of the advantages derived 
from comprehensive language promotion in HLT. 

2. Dimensions of language skills 

The meaning of the term “language competence” 
comprises abilities and skills on various levels of lan-
guage processing and voice/language application. 
Portmann-Tselikas (1998) makes the following distinc-
tion: 

a) Language competence in a narrow sense

b) Pragmatic competence

c) Verbal reasoning skills 

d) Strategic competence.

Key aspects of current didactics and  
methodology in the host countries:  
comprehensive language promotion 
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A good summary of goals and guiding principles, 
respectively can be found in chapter 3 of the Zurich 
framework curriculum for native language and cul-
ture, which can be downloaded in 20 languages from 
the internet (see bibliography).

a)	 Language competence in a narrow sense

Language competence in a narrower sense includes 
knowledge of the language system: it requires a cer-
tain vocabulary, knowledge of grammar, phonolo-
gy and prosody (stress, rhythm, etc.) of a language, 
which makes it possible to understand and to express 
oneself. 

Language competence in a narrower sense 
therefore consists of certain fundamental lin-
guistic skills which enable people to adequately 
express themselves in a certain language in the 
first place. 

As vocabulary, grammar, phonetic system and pho-
nology differ in various languages, language com-
petence must be acquired anew, at least in part, for 
every new language. 

	 The students in HLT for the most part have as much 
first language competence in the narrower sense, in 
that they are at least capable of simple daily conver-
sations. However, their level of language proficiency 
is often significantly lower than the level of same-age 
students who grow up in the country of origin. An 
inherent problem with certain languages is the fact 
that children from educationally disadvantaged, less 
literal families tend to speak the first language only in 
a dialectal variety. As a result, communication in class 
is impaired until a certain level of competence in the 
commonly-used variety (mostly the standard or writ-
ten variety) has been attained. 

	 Reflections about different varieties of the first lan-
guage (standard, dialect, patois, language of older and 
younger people, slang, code-switching/language-mix-
ing) and comparisons with the second language are 
valuable and helpful for the linguistic orientation 
and consciousness (language awareness) of children 
who grow up multilingually. HLT instructors can and 
should create appropriate learning opportunities time 
and again, beginning with the lowest levels in order 
to encourage students to engage in simple language 
and dialect comparisons on a lexical and grammatical 
level. 

b)	 Pragmatic competence

Pragmatic competence refers to the knowledge of 
culturally conditioned behaviors in a certain linguistic 
or cultural region. A person with pragmatic compe-
tence is able to behave in a suitable way in differ-
ent social situations of a linguistic community. S/he 
knows, for example, how to address elders and per-

sons of respect, what questions one may or may not 
ask of another person, or how, when and whom to 
greet appropriately.

Pragmatic norms differ from language to lan-
guage and often even within the same lan-
guage area.

People who live and grow up in a different cultural 
or linguistic community must therefore get to know 
and respect the specific norms of the new commu-
nity, if they do not want to appear as antagonistic or 
impolite.

	 The discussion of culture and language-specific 
pragmatic norms is a recognized component of lan-
guage instruction today and also leads to important 
learning causes and thoughtful reflection in HLT class-
es. They are all the more attractive and authentic, the 
more they connect directly with the experiences of 
students who grow up in and between two languages 
and cultures.

	 For instance, the metalinguistic analysis of prag-
matic norms can be stimulated by questions such as 
the following: 

• What do you know about informal and formal 
address in our culture of origin and here, where 
we live now? Who can address whom infor-
mally? Who must address whom formally, etc.?

• Who is greeting whom and how? What rules 
of greetings do you know? When do we use 
which forms of greeting and leave-taking – 
here, and in our culture of origin?

• What occurs to you when you compare the two 
cultures in terms of the following key words: 
sound volume, body contact, distance between 
the speakers? 

c)	 Verbal reasoning competence 

Verbal reasoning competence concerns the ability to 
reproduce more complex issues coherently and intel-
ligibly or to understand appropriate texts. It enables a 
child to follow a story, to understand a multi-step lin-
guistic sequence, or to formulate it him/herself. Verbal 
reasoning competence is also often required in many 
situations in HLT classes, e. g., when the communica-
tion with the older students occurs exclusively by way 
of written texts and instructions, while the teacher is 
engaged in working with the younger ones.

Verbal reasoning competence is not limited to 
a single language, and therefore must not be 
built anew in every idiom. 
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It is therefore more a question of a competence which 
is acquired only once and then can be applied in all 
other learned languages.

	 Ordinarily, the students should transfer the ap-
propriate prior knowledge from regular classroom in-
struction; HLT can connect with and expand it from 
there. Verbal reasoning competence can be easily 
supported with playful exercises for younger students 
(place pictures in the correct sequence, tell stories ac-
cording to the pictures, assemble cut-up picture sto-
ries correctly, read charts, connect matching parts). 
Older students work on their verbal reasoning compe-
tence, give short presentations for instance, and write 
reports in accordance to clear instructions. 

d) 	Strategic competence 

Strategic competence comprises the ability to 
solve problems with oral communication and 
language learning.

Learners with a high strategic competence know how 
to ask for clarifications when confronted with com-
munication difficulties, for example, or where and 
how to obtain information from books and the in-
ternet, how to ask for assistance or how to proceed 
if one has to understand or express something that 
is linguistically complex. Like verbal reasoning com-
petence, the strategic competence is not tied to a 
certain language either and can be utilized in various 
languages.

	 HLT can promote the strategic competence with 
well-structured and repeated work assignments. 
Speech actions that are performed repeatedly in the 
same way in classroom instruction, such as marking, 
repeating something after someone, memorizing, 
finding words in a text, planning a text, looking up 
something/researching, etc., will become routine over 
time. Experience shows that the reflection about such 
procedures (to become aware of the strategies) is pos-
sible with younger students and has a positive influ-
ence on the development of strategic competence. 

Particularly enhanced learning promotion: coor-
dinated approach 

Verbal reasoning competence and strategic compe-
tence are critical for success in school. These compe-
tences are not tied to a specific language and can be 
furthered in HLT, as well as in the second language 
or national language classroom. A coordinated ap-
proach by HLT as well as regular class instruction 
would be ideal. If the students in HLT as well as the 
regular classes practice finding and marking impor-
tant passages in a text, it would double the effect: 
they have more practice time and become aware that 
this approach is useful in any language. 

 

It is well worthwhile if HLT instructors make con-
tact with regular classroom teachers in order to 
inform themselves about their current strategies 
and the approaches currently pursued and prac-
ticed in regular classes, which could be taken up 
by HLT.

3. Everyday language – school lan-
guage, BICS – CALP 

The Canadian educational researcher Jim Cummins 
first introduced around 1980 a distinction betweeen 
two kinds of linguistic competence: BICS (Basic In-
terpersonal Communicative Skills; a basic capability 
for everyday speech) and CALP (Cognitive Academic 
Language Proficiency; cognitive school-related com-
municative abilities). Everyday language competenc-
es (BICS) are largely learned through social contact 
by all humans. To engage in everyday conversation, 
read and write short information like SMS, ask for di-
rections, etc., are speech acts which do not require 
educational promotion. However, if more complex 
speech acts (CALP) are involved, cognitive school-re-
lated communicative competences are required. They 
correspond largely to the above described verbal rea-
soning and strategic competences and are supra-lin-
guistic, i. e., students who have acquired them in one 
language, can rely on them for other languages as 
well. They are critically important for student success 
and thus for professional perspectives and social in-
tegration as well. This is the main reason why a co-
ordinated approach in this respect between HLT and 
regular schools is absolutely desirable in the interest 
of the students.

The interdependence hypothesis 

There is a certain relationship or interdependence be-
tween the individual languages which a person speaks. 
With the so-called interdependence hypothesis, Jim 
Cummins was able to explain why children from edu-
cated families and with a good academic foundation 
are able to learn a second language faster and more 
efficiently than children from linguistically weak and 
educationally challenged families. Thanks to the pro-
nounced CALP competences which educated parents 
transmit through their differentiated language behav-
ior, the telling of stories, the explanation of concepts, 
etc., a child from such a family can concentrate on 
the mere linguistic challenges (vocabulary, grammar, 
pronunciation, pragmatics, etc.). Conversely, children 
from lesser educated families who do not grow up 
in the school or local language must simultaneously 
build up not only the second language but also the 
(CALP) educationally-cognitive competences. This 
presents them with a twofold linguistic challenge and 
is one of the reasons for weak school performances. 
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HLT instructors can make an important contribu-
tion to improving the chances if they themselves 
coordinate with regular classroom instructors as 
actively as possible the building of CALP and the 
verbal reasoning and strategic competences.

4. Textual competences

Language didactics differentiates between the follow-
ing four skills or areas: listening, reading, speaking 
and writing. Performance within each of these areas, 
however, depends on cognitive challenges of varying 
degrees. For instance, it is comparatively much simpler 
to write an SMS than to compose a detailed report. 
Similarly, the cognitive demands are significantly lower 
when students chat about their vacations than when 
they have to give an oral report in front of an audience 
about a historical epoch in their home country. 

	 What has been described in the previous chapters 
in terms of verbal reasoning competence and strategic 
competence, and school-related cognitive competenc-
es (CALP) respectively, is defined as textual compe-
tences by Portmann-Tselikas and Schmölzer-Eibinger 
(2008). With this model, they differ with Cummins’ 
BICS-CALP model. Their textual competence model 
differentiates between four areas of linguistic perfor-
mances. 

On the one hand, there are the reference values 

• the thematic orientation of everyday life. 

• the thematic orientation of systematic  
knowledge. 

On the other hand, the textual competence model 
distinguishes between

• dialogically organized language products and

• monologically organized, i. e., textually formed, 
“shaped” language products.

Since the textual competence model is not only rele-
vant in terms of the current discussion on language 
didactics, but also of interest and importance for HLT 
and the language promotion that occurs there, we are 
going to elaborate on it a little further in what follows.

Pattern of textual skills according to Portmann-Tselikas and Schmölzer-Eibinger (2008)
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Thematic orientation:  
world of systematic knowledge 

Hearing / reading  
speaking / writing

Language act 
“chat”

1

Hearing / reading  
speaking / writing

Language act 
“explain”

3

Hearing / reading  
speaking / writing

“School-academic”  
language acts 
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Hearing / reading  
speaking / writing

Language act 
“tell”
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Different language acts 
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forts in this area in that they include story telling and 
deliberately manage and engage in discussions about 
stories and the creation of mental pictures.

 

	   Language act “explain”

The foundations for the cognitive competences in 
quadrant 3 are also established early on, namely in the 
so-called „why“ age. As soon as children begin to ask 
„why“ questions, they are confronted with complex 
answers. Parents who respond to „why questions“ by 
engaging children in intensive conversations, not only 
teach them important worldly knowledge, but con-
tribute substantially to building cognitive structures, 
such as cause and effect relationships (if – then), con-
dition/concession (if…) or different “if” scenarios (this 
would only be so, if...). Speech actions in quadrant 
3 are dialogically organized, i. e., the communication 
partners alternate in the role of the speaker, although 
not as often as in quadrant 1. These conversations 
may include longer monological sequences, for in-
stance when an adult person exhaustively explains 
something to a child, or when a child would like to 
understand something clearly. The written texts in this 
quadrant could, for example, also include an interview 
with an expert, in which a question would each time 
be followed by a more or less exhaustive answer.

Many children from educationally disadvan-
taged families lack the experiences with explan-
atory discussions, and their cognitive compe-
tences are therefore only partially developed.

With regard to the competence “explain”, HLT has 
two important tasks: first, it must offer appropriate 
assignments; e. g. “explain why something (an action, 
a cultural or historical fact, etc.) is such and such!”. 
Second: it must support the students in fulfilling the 
task in terms of the structure and vocabulary in the 
first language. This often requires special prepara-
tions, as many HLT students have difficulties with the 
more demanding aspects of their first language. 

	   School-academic language acts 

Quadrant 4 refers to oral and written language acts 
which are textually informed (ambitiously shaped) and 
impart new knowledge content-wise. Children en-
counter such texts most of all in the context of the 
school. They must follow short factual explanations 
(listening comprehension). At the primary school age, 
they will be asked to give a short presentation about 
an animal (speaking), to read a factual text (reading 
comprehension), or to write down the sequence of an 
experiment (writing). These language acts require cog-
nitive competences that must be built and expanded 
in school and which are based on a well-developed 
foundation in quadrants 2 and 3. 

	   Language act “to chat”

Quadrant 1 references dialogically oriented language 
acts within an everyday context. This includes a large 
portion of our linguistic-cognitive activities, particu-
larly from the area of leisure time. Although people 
exchange new information in conversational situa-
tions of this kind, little new knowledge (in the sense 
of new connections and circumstances, etc.) is added 
and expanded. 

The language acts in question are rarely or not 
at all planned, mostly spontaneous, and often 
repetitious and redundant. 

They can be summarized with the term “chat”, al-
though unambitious written forms belong to this 
quadrant as well (reading and writing of short mes-
sages, SMS, greeting cards, shopping lists, etc.).

	 The cognitive competences required to function in 
this quadrant are acquired in social contacts from very 
early on, and in the individual’s first language. When 
children enter school, they already know implicitly 
how dialogical speech takes place. What they need 
to learn most of all in class and in HLT are additional 
words, as well as the specific and pragmatic norms of 
speaking in a group.

	   Language act “to tell”

Quadrant 2 refers to language acts in which the lan-
guage products are significantly more textually shaped 
“informed”. These includes all sorts of stories, reports 
and other narratives. A fairy tale, for example, which 
is related by an adult person, has a strong textual reli-
ance, i. e., it is told mostly in complete sentences, with 
a complete narrative arc and a more sophisticated vo-
cabulary. The same is true, of course, for written sto-
ries, reports, essays, etc., with a level of sophistication 
that is significantly higher than chatting. The cognitive 
competences required of children in order to follow 
a story, discuss stories and to create narrative texts 
themselves are developed on the basis of the compe-
tences included in quadrant 1. This begins at a very 
early stage, for instance with bedtime stories. 

Children from educated families, where stories 
already play an important role from the sec-
ond year on, are capable of following a story 
through mere linguistic impulses from very early 
on. 

Children who grow up with stories therefore learn ear-
ly how to produce inner (mental) pictures from linguis-
tic input, and to see a mental picture and talk about 
this inner film. (This is also referred to as mental rep-
resentations in this context.) On the other hand, chil-
dren from language -poor families, where no stories 
are told, frequently lack precisely these competences 
when they enter kindergarten. Schools and HLT should 
and can make at least some limited compensatory ef-

3

4

2

1
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For student success, the cognitive competences 
in this area are fundamental, see also the refer-
ences to CALP.

HLT can of course rely on competences and techniques 
in terms of these quadrants which students carry over 
from regular classroom instruction. However, it can 
and must create learning events (and offer the cor-
responding support) whereby these competences are 
also transferred to topics in HLT and the language of 
origin.

Complex language acts through educational 
support 

Language development originates in quadrant 1. Only 
after a small child has built -up fundamental commu-
nication abilities can the competences in quadrants 2 
and 3 be developed. If children were unable to build at 
home the cognitive competences in quadrants 2 and 
3, it is the task of kindergarten, school and HLT, to 
purposely further them in these areas – for instance, 
through repeated story telling and re-telling of sim-
ple stories or through explaining and demonstrating 
of procedures and facts in an age-appropriate simple 
manner. 

	 The competences in quadrant 4 can only develop 
if the children have already acquired the fundamen-
tal competences in quadrants 2 and 3. There is no di-
rect path from quadrant 1 to quadrant 4. However, 
there are repercussions of cognitive competences from 
quadrant 4 to quadrant 1: people who have learned to 
write a text or relate an event clearly and understand-
ably, etc., generally also speak in another, more dif-
ferentiated manner in everyday situations than those 
who show no or only weak competences in quadrant 
4. 

The special task of HLT in these processes is to 
further the children so that they accomplish 
these steps and developments in the language 
of origin as well. 

Many students are indeed significantly stronger in the 
school language of the host country – which is not 
surprising, as they are furthered in the language of the 
school for 30 lessons per week, but only two lessons 
of first language study in HLT! It is therefore all the 
more important that these two lessons are used in the 
most efficient and language supportive way. 

A double challenge: learning the language 
systems and simultaneously build text compe-
tences 

For language support in a multilingual environment in 
general, as well as for HLT, it is especially important 
to note that language instruction must simultaneously 
focus on two different linguistic dimensions: 

On the one hand, the learning of the language system 
must be supported. For HLT, this refers primarily to the 
system of the standard or written variant of the lan-
guage of origin.

On the other hand, different facets of the text compe-
tence (CALP, verbal reasoning competence and strate-
gic competence, see above) must be simultaneously 
developed and expanded, as they are critical for school 
and educational success, respectively. In this context, 
HLT can and must relate to that which students carry 
over from regular classroom instruction. 

The more the HLT instructors and the regular 
curriculum teachers cooperate and, for example, 
practice the same reading and writing strate-
gies in the first and second languages, the more 
sustained and robust the learning effect turns 
out to be. 

A one-sided focus on learning the language system 
contributes little to a child’s successful learning in 
school.

Learning  
the language  

system

Building textual  
competence

present facts coherently,  
understand text structures, 

etc. 

Vocabulary, grammar, articulation,  
among others.

and  
simultaneously 

II
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The “scaffold” is internalized over time for a certain 
kind of texts (e. g. a picture story). The teacher can 
now begin with a new type of text (e. g. simple pres-
entations) and initially provide helpful scaffolds or 
parts of speech, respectively.

	 Needless to say, similar templates can also be cre-
ated without problems for HLT in the language of or-
igin. Areas of application: scaffold for picture stories/ 
essay about an experience/ for factual texts/ for small 
presentations (structure; formulas for beginning and 
end, etc.); collection of sentence beginnings and oth-
er language elements as in chapter 7 B.4.

An abundance of pertinent ideas can be found 
in part III of the workbook “Writing in the first 
language” of the series “Materials for HLT”.

5. Consequences for a comprehensive 
language promotion 

Practical experiences show that dialogical language 
acts play a dominating role in most teaching activities. 
In the graphic of the four quadrants of textual com-
petence (see above) these language acts are assigned 
to quadrants 1 and 2. The instructor, for example, 
exchanges views with the students about vacations 
(quadrant 1) or s/he speaks with them about agricul-
ture in the country of origin (quadrant 3).

	 A comprehensive language promotion is prem-
ised on the idea that in all subjects where language 
plays an important role, even monologue-based lan-
guage acts – language acts of the quadrants 2 and 
4 – should be purposefully promoted. The following 
didactical example shows how this should and can 
happen in HLT and with respect to the language of 
origin.

a)	 Enable complex language acts through sup-
porting tasks 

Supporting tasks for speech or writing are instructions 
or directions which offer students language material 
and assistance for structuring and creating of a text. 
An example are the various beginnings of a sentence 
and linguistic building blocks, which are depicted in 
chapter 7 B.4. They help the HLT Spanish students of 
St. Augustin‘s School in London to put more variety in 
their text creations.

Students can be accompanied with supporting 
tasks which enable them to use words, formu-
lations and constructions in speaking and writ-
ing which they could not yet have productively 
applied without help. 

In language didactics, this is called scaffolding (de-
rived from scaffold = support platform). The tasks 
form a scaffold which by and by will no longer be 
needed – once routines have been developed. When 
students show high performance with scaffolding 
support, this often leads to an increased and per-
formance- enhancing motivation. Moreover, regular 
work with supporting tasks leads to a gradual build-
up of a repertoire of linguistic means and strategies 
for the development of routines which are applied 
more and more independently. 

	 The following examples show how a linguistically 
challenged eight year old child creates a text for a 
picture story. The child receives a template (see right), 
from which the structure and a few given sentence 
blocks can be derived. In the third sentence of her 
own text, she even uses a sentence block which she 
learned in a previously written picture story (“he al-
ways wanted to…”); see next page. This shows that 
text blocks can also be stored and retrieved for later 
texts. 

38

Früchte und Gemüse unterwegs

Die Reise dauert …
Plötzlich  sieht  /  hört  /  beginnt  … Zum  Glück  /  Leider  …
Endlich kommt … an und …
…

Eines Tages  spaziert  /  schlendert  …Da entdeckt er …
Das ist ja wie …
Der Pinguin mag …; deshalb …
…

Aber wie  soll  /  kann  …
Mit seinen beiden Flossen  gräbt  /  schaufelt  …Das war jetzt aber …
Nun muss er nur  noch /  aber  /  natürlich  ……

Am Meer angekommen, überlegt …Der Pinguin überlegt, wie …
Auf einer Eisscholle rudert …
Es dauert  lange /  nicht lange, bis ……

Bildergeschichte – Schreibauftrag

 

Z
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b)	 Building a vocabulary base that enables com-
plex language acts

Adults and children learn constantly new words – 
even without input from school. For successful school 
learning, this uncontrolled acquisition of words must 
be complemented with targeted vocabulary work. 
This is twice as important for the first language or lan-
guage of origin, where many HLT students are weaker 
than in the language of the host country, particularly 
those who do not attend HLT! A special danger here 
is the so-called disintegration of the vocabularies. 
This means that the students know the words for do-
mestic and familiar things mostly in the language of 
origin (although only in dialectal form), whereas for 
all school-related items (ruler, gym bag, school yard, 
measure, weighing) they only know the words in the 
school language of the host country. 

An important task for HLT is to prevent this 
vocabulary disintegration, through targeted, 
deliberate work on school-related vocabulary in 
the language of origin.

This can and should always occur by involving the lan-
guage of the immigration country, as illustrated in the 
planning example by Etleva Mançe in chapter 8 B.3. 
(see also the teacher’s statement in chapter 8 B.4: “It 
has been my experience that the children learn their 
mother tongue much better with parallel instruction 
in German and Romani.”)

	 In order to prepare students for complex language 
acts, they must be systematically accompanied in a 
functional vocabulary development that extends be-
yond everyday language needs. In pursuing this goal in 

practice, it has been proven successful when teachers 
write a short text in preparation of a topic which is 
formulated in the manner expected of the students at 
the end of the respective learning unit. For younger 
students the teacher can imagine a text narrated by a 
child, with older learners a text in written form.

	 Such a fictitious student text illustrates which 
words and phrases are important for the work on the 
topic. The relevant words are marked in the fictitious 
student text. This provides the basis for the creation 
of a manageable, age-appropriate list of words which 
should become part of the productive vocabulary (see 
below). It goes without saying that two or three word 
lists can be created for different levels, based on this 
fictitious student text. 

	 The following example from a continuing educa-
tion event shows the task given to instructors, and the 
suggestion by a teacher of eleven to twelve year old 
students.

 

Task 

Write a fictitious student text about a current 
topic in your class. Formulate the text according 
to the following key question: 

What should the students be able to say and 
write at the end of the instructional unit, which 
important words should they know and be able 
to use? 

(Suggestion of a teacher) 

Topic: stone age – fire

People learned to control fire. They were able 
to ignite a fire themselves and to use the fire. 

The fire offered protection from nocturnal an-
imals and insects and provided light.

Fire enabled the survival in colder regions. 
Meat could be roasted in the fire. As a result, 
the meat became more easily digestible.

Furthermore, birch tar – a strong adhesive could 
be made from birch bark with fire. 

26

Milch und Milchprodukte

Zum  Glück  /  Leider  …

Da  hat  /  ist  der Pinguin …

Die  Milch  /  Mit der Milch  …

Beim nächsten Mal …

…

Eines Tages macht …

Schon immer wollte …

Er holt einen Melkstuhl und einen Eimer und 

 marschiert  /  watschelt  …

…

Zuerst  spricht  /  streichelt  /  tätschelt  …

 Wie ein richtiger Bauer  /  Ganz ruhig  /  vorsichtig   …

Melken  ist  /  braucht  …

Die Kuh  bleibt  /  wird  /  will  …

…

 Nach kurzer Zeit  /  Endlich  ist der Eimer …

Der Pinguin  ist  /  will  …

Plötzlich  sieht  /  bemerkt  …

Mit einer Mistgabel in der Hand ruft …

…

Bildergeschichte – Schreibauftrag
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c)	 Productive/active and receptive/passive vo-
cabulary

The differentiation between productive and recep-
tive vocabulary work is important for all vocabulary 
learning. The productive vocabulary references fre-
quently-used important words and phrases which the 
students themselves can actively use (in our example: 
to control, enabled, digestible; furthermore the con-
structions with the modal verb “could”, etc.). For that, 
they need application possibilities, e. g. the request to 
deliberately apply these words 2–3 times in a spoken 
or written text. 

	 The receptive vocabulary includes more infrequent-
ly-used words and phrases which the students should 
passively understand, but not (yet) necessarily acquire 
for their own application (in our example: kindle, birch 
tar, etc.). 

	 Concerning the words which “only” need to be 
understood, the following distinction may be useful: 

1. Words, phrases, constructions, constructions 
of lower utility value: a short – generally oral – 
explanation is sufficient. 

2. Words, or formulations which may be needed 
repeatedly in later work on this topic – e. g. 
in reading texts or lectures by the instructor: 
in which case it is useful to not just clarify the 
meaning, but also to retain its significance. 

In working with specialized texts in particular, many 
words or formulations are frequently discussed oral-
ly. Learners for whom most of these explanations are 
new have barely a chance to retain all the information. 
Thus, explanations can be recorded on a poster, in a 
word book, with marginal notes, or on sticky notes, so 
that they are available for later applications.

d)	 Important for more complex speech acts: 
means for linking/connection

Students need a special group of words, such as 
“while”, “but”, “soon” or “suddenly” for instance, 
such that more complex formulations and references 
can extend beyond the sentence boundaries. In class, 
these words are rarely explicitly examined. They are 
equally rarely included in word lists which teachers 
create for their classes. (see the posters in chapter 7 
B.4!)

	 The function of these words is to connect thoughts 
in sentences or texts. For this reason, they are called 
“function words” or “linkage means”. So that learn-
ers understand the meaning of connectors, they have 
to see them embedded in meaningful relationships 
(contexts). When the text of a student is read aloud 
in class, the teacher can pick out a sentence with a 
connector and ask about its function. Even younger 

students show already an interest in meta-language 
questions of this kind. This may be an opportunity to 
discuss why in a certain position the word “or” in-
stead of “and” must be used. With older students, 
the different meanings of sentences like “we won’t 
go out, because it rains” and “we won’t go out, 
when it rains” could be discussed. In particular dis-
cussions concerning the impact of words and phrases, 
such as “suddenly”, “after a while”, “I was eagerly 
awaiting…” can give students suggestions/ideas for 
their own writing. 

It is clear that relevant reflections (as well as the 
comparison with the classroom language of the 
immigration country) can contribute much to 
raise the sensibility towards the language of or-
igin and to raise the competence in the mother 
tongues as well. 
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