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Chaptet 6

Inspiring literacy from a global
perspective: How to use culturally
responsive and inclusive instruction to
increase literacy for all learners

Rebekeka ]. Jez

Introduction
Global education is in the midst of a paradigm shift. The traditionally secluded,
monolingual method of Jeaming and instraction is moving t0 2 MOte inclusive and varied
system through culturally responsive practices. These practices attend to the individual needs
of culturally and linguistically diverse (CLD) students who enter the classroom from an armay
of badkgrounds and expetiences. This shift is especially timely as researchets increasingly
find traditional teaching methods are not as effective in places such.as South Affica, 2 nation
that hosts a vatiety of specific needs as a result of the post-apartheid era. Arguably, the
cutrent government of South Affica is based on sbunis o interdependence, the belief that the
individual exists because of the strength of the community (Makalela, 2015). Furthegmote, the
govemment has adopted eleven official langnages and vatious other polides to empower
historically marginalised groups (Constitution of the Republic of South Aftica, 1996). The
educators who look globally for reseatch-based practices and trends, which support cultural
identites, can help propel this excitiog shiftar the local level

One Historic effect of colonial oppression is the educational system biased in favour of
monofingualism, which suppresses the calture and expression of diverse leaming groups
(Makalela, 2014; Prah, 2015; Ricento, 2000). Home language, or mother tongue, (the language
spoken at home and in the cornmunity) creates the foundation for learning and expessing
one’s ideas. South Africa’s L anguage in Education Policy is explained in two documents: the
Language in Education Policy, Section 3(4)(m) of the National Education Policy Act
(1996) and the Notms and Standards Regarding T anguage Policy, Section 6(1) of the South
Aftican Schools Act (1996). These docaments recogrise cultursl diversity as an asset to the
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country and they promote multilinguafism as a “defining charactetistic of South Aftica”. The
papers highlight the cognitive and emotional benefits of supporting language developmentin

schools to “achieve equity and redress the results of past mdally discriminatory laws and :

practices” {Language in Fcducation Policy, 1997). .

In. reality, South African learners begin school in their home language, but at the
fourth-gemde level, they are required to be educated in either. English or Afrikaans.
Although the government mandates that all materials must be written in at least two
languages, the other nine official languages of South Africa are rarely avallable in the
publication of academic tesources. Various reasons are given and disputed concerning this
dearth in the publishing of all South Aftican Jangnages, such 2s sorme of the hinguages do not
contain technical vocabulary and this is a form of institutionalised eppression (Brodk-
Utne, 2015; Oyoo & Semeon, 2015). This phenomenon notonly lacks cultural responsiveness,
but also dismisses the experience of the learner and his/her coramunity. Researchers have
established that the Western influenced, one-size-fits-all traditional teaching styleis not effective
when educating diverse leamers (Prah & Brock-Utne, 2009). Global educational groups,
such as the United Nations Intemational Children’s Emerpency Fund (UNICEF), have
proposed the use of inclusive practices to support the diverse leaming needs of culturally and

lingistically diverse (CLD) students (Banks, 2008; UNICEF, 2015; United Nations

Educational, Scientific and Cultural Onganisation, 2004), Wih these global initiatives comes
the need for training in and support of such programmes. However, changing the Iandscape
of education is a battle against traditional and accepted beliefs and practices of stakeholdets.
within a system that struggles to evalve. This chapter is intended to fuel the understanding
of how educators can support and empower ilingual and multfingual leamers’ experiences
in language and literacy while charting new pathways for all students to access academic.
achievemnent. Inclusive education is a cultuirally responsive approach that includes
educating all individuals in the classtoom through research-based strategies, This social
justice framesvor empowers and validates leamers while providing themn with what they need
in. otder 10 be academically and socially successful. Inclnsion is based on equity tather than
equality —not all students need the sarne support in order to achieve. -

As Freite (1970) explained, schools contimue to have a “culnre of silence” which
must be challenged through honest dialogue. The education system should “condition”
leamers in the “practice of freedom”; howeve, this cannothappen unless all stakeholders push
beyond dialogne and theory to transformative praxis. Traditional systems of education:
support the ‘banking modef, according to which CLD leamers are seen as ‘e es”
who need to be filled by teachers. This is often done in 2 systematic method of teaching that
inchndes teachers’ preparing and presenting a concept (hanking model stages) followed by
students’ memorising and regurpitating the information in the form of an assessment
Engaging learners and educators in a learning process s paramount for learners moving from
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being objects (uninvolved in Jearning to support ommﬁwmmwo.e ie] Enmmoughqn co-
investigators, The cutrent study attempts to provide educators with sttateges for enaging
CLD Jeaners through the empowerment of language, thought, mbmmnnop

The purpose of this chapter is to review briefly South Africa’s currently used
educational policy path for the inchusion of all (1D students; to descrbe a study
conducted on the training of teachers regarding inclusive practices for the suppott of
diverse Jearners in South Africa: and to describe the equity-based pedagogical ES&E&
for training educators during the stady. At first, 2 vnnmmonosbﬁoﬁqmo&pg.m history
ofinclusive education practicesis presented, followed bya description.of ngnwgnnﬁ
factors. Next, an overview of a training and support study on inclusive practices in South
Africais presented. Finally, the Sheltered Tnstruction Obsetvation g@@@ Eo.m&
s -discussed.as 2. possible means of -support for increasing inclusive- practices for OEU
students (Fchevarria, Vogt, & Short, 2014; Avesill & Rinaldi, 2011). For the purpose of
his paper, the terms Jearners’ and ‘students’ are-used inferchangeably. Tt should be noted the
terms ‘CLD learness’ and ‘diverse leamers” are used interchangeably 1 E«&mﬁﬁgﬁ
global inclusion initiatives tecognise factoss,-which prevent HQBB, mBB»nn&mBm EH
education, that need to be addressed. The SIOP strategies explained in the discussion section
provide educators with effective techniques magnmammu&%m%gaﬁmﬁ
dassroom. The stady, exphined in the methodology section, examined culturally and
accessing the curtent curricnlum and assessments used in South. Africa. These nw%nnmnm :
related to issues pertaining to anguage; auditory and visual processing; gomonﬁr%ﬂoﬁ&“
physical. challenges; and poverty. "Fhis chapter aims to-provide &cﬁsm.sap n_umm.nooBl
practice tools which could be-used to-empower all-learnets —monolingual, bilingual,

Educational policies

Over the lastwo decades, South Africa’s education policies and practices have progressed from
&nwﬁﬁwﬁgﬁmﬂgg%ﬁoggﬁo&g%&%ﬂm
commitment of supporting the academic ‘achievemnent of historically matginalised

1 learners. South Africa’s educational systerm began with exclusion of CED learners from white
4 schoolsatthe tum of the 20%century, and was followed by the apartheid system, 1948—

1991. A factor more specific to the problem was the passing of the Bantu (Black)
Education Act of 1953, which ended the autonomy of schools and made govemment
funding condifional, based. on the acceptance of a acilly biased curriculum ﬁnsmF
1999). Black South Africans were denied access to educational experiences and resoutces with
which white South Africans were ptovided in the name of solving ‘ethnic problems’. With the
ending of apartheid in 1994 and the signing of the Constitution of the Republic of South Africa
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in 1996, a system based on. the values of “human dignity, the achievement of equality and

the advancement of human rights and freedoms™ was born (SA Constitution, 1996).

Two important sections of the Constitution indude the right to education and the support
of languages. The Constitution states, “Bveryone has the right to 2 basic education and
evetyone has the right to receive education jn the official language or kanguages of their
choice.” Additionally, thete is the recognition that becanse of “histofically diminished use
and status of indigenous languages of our people, the state must take prctical and
positive measures to elevate the statns and advance the use of these [eleven official]

Futthermore, in 2001, the Education White Paper #6 on Indusive Education and
Training (White Paper #6, 2001) addressed the issue of supporting marginalised leamers by

increasing support and teducing bartiers to leaming, especially for students who were at fisk

of dropping out of school. This pivotal paper outlines the plan for reducing segregated
schools based on academic, processing, physical, emotional, and socioeconormicissues
in schools and moving to integrating education for all leaners. This policy change induded
trainiing teachers in working with all leamners regardless of diverse leaming needs, bnguage,
socio-economic challenges, and/or emotional well-being, Specifically, there are various
batriers to learning identified by South African education sesearchers: chronic illnesses,
sensoty conditions, newtclogical conditions, cogritive itnpaitments; leaming difficulties,
emotional barriers, and contestual barrers — relating to language, dropouts, negative and
harmful attitudes, an inaccessible camicutum, poverty, violence, drug abuse, child abuse,
and street children (Fourie, 2012). -

Although South Africa’s adoption of an inclusive education is mote progressive than what
ocours in most countties in the world, all counrries are looking globally for strategies to support
CLD leamers. The next section addresses the reasoning behind finding new sohitions for
issues of acadernic achieverent for our lost leamers” Lost learnets are the students who leave
school or have not met standards dne to diverse leaning needs such as disabilities, language
barriers, socio-econommic straggles, and/or emotional/behavioutal challenges. - .

Academic achievement

Two factors used to ezamine the academic achievement of stdents ate completion rates and
dtopout rates. These nurmbers profile the students who succeed, the ones who strugple,
and those who become Tost in an educational system that has not suppotted their needs.
According © South Affica’s Department of Basic Education (2015), 1,252,071 students
entered the school system. In 2003, however, only 150,752 stadeats qualified fora bachelot’s
degree based on their 2014 matric scores, The matric pass tate i 2014 was 75.8 percent
with students from Free State (87.4 percent), Gauteng (846 percent), Northwest (84.6
peteertt), and Western Cape (822 petcent) outperforming students from other provinces:
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Mpumzalanga, 79 percent; Northern Cape, 764 percent; Limpopo, 729 peroent; KwaZniu-

Natal, 69.7 percent; and Fastern Cape, 65.9 percent. (Basic Education Minister, 2015).

Dropping out of school can Jead to pegative outcomes, Eﬁc&bmg ay, @%MM

unemployment, poor health, higher tates of ctime, and more reliance on ﬂwoo
(Bammgbose, 2000; Lesin. & Belfild, 2007; Pleis, Ward, & Ticas, 2010; Rouse, %.
Dropout tates can be misleading becavse &nagmonmc&ﬁﬂum schoolis Omﬁncaﬁo%nw or
the purpose of this paper, the status, mhowogn%u%dm&s m@nanqu DMMM
phenomenon. Dropout mte’ tefers 0 individuals in 2 given age range who have e
obtatned 2 high-schocl diploma;nor have they completed an alternative GBWMBBGV% b
expected date of completion. In South Aftica, only mwmqm% students (out %&
1,252,071} took:fhe matric testin 2014, which would Emﬁﬁn ?ﬁ,ﬁohﬁ reats e
m%ggsggggg.ggsggﬁngm o
completion and academic achievement. This should inchude their role in dealing with "os
stadents, especilly our CLD students in marginalised areas. Ore promising ﬁ%ﬁw
the use of equity-based pedagogical practices &ﬁéﬂnaﬁgmw&nu meet EnH.H dSMp
hilingual and mvltiingual leatniers, but which have been effective as an inclusive practice
many diverse learners, This is called the SIOP model.

? inclusive practices -

.mn H@ﬁn@ﬂu& OM- MMWMM““B curricabum mb% instraction that meet the D.oomm of all mEmnn,a
through active planning, transformative defivery, and collaborative wwon.Eanm Is
possible; however, “teachers need additional trining and suppott in equity-based
pedagogical frameworks to-do so cffectively {Jez, 2014; Makalela, wSmuanF 2005). The
cartent global education trends recognise Engogna of E&S&ﬁi&ﬁ
centred approaches (inclusive practices) and implementing evidence-based practices oo
on literacy; value 2 mutilingial society, and incorporate technology (Eaton, w.oEm wa.ﬁ,mu ;
UNESCO, 2008; UNICEF, 2002). This shiftin pedagogical awateness and %Bﬂonbo&m
to begin in teacher-training programmes, extend to the schools, mbm contione at all levels
(school, district, and national). The following study was Bumﬁamﬁwoﬁm in three South
Afsican provinces to find out mote about educators’ perception of training and m_%woM
on inclusive practices and then to provide training and support around the SIOP mod
10 educators working with CLD Jeamers (Jez, 2013; Jez & Luneta, 2016).

Participants. A convenience sample of 53 g faculty members, H.Mm curent
teachers in township government schools, and 47 wﬁﬂﬁ%ﬁ%&@oﬁﬁnﬁgﬁa
public mnvgwmb&nﬂmno&no&ommo&ugéﬂnmg&.%ﬁm%ﬁ
complete evaluations on the teachet-training process. .HQ.G om the universifies QRHMM
urban areas (Johannesburg and Cape Town) and one university was located in 2

103



partof South Africa (Empangeni). Six schools were located in the areas surrounding
the universities. The preservice teachers were enrolled in courses at one of the three
universities.

Instazments. 'The instruments used in the study induded the Tuducie Pradies Survey and
Qnestionnai field votes, and Fachsive Proctiz Training Eabuatin, The Ticbsive Pracis Survey and
Osestionnaire asked participants about demographic information, participation in training
on idusive practices and diverse learning needs, level of confidence in working with diverse
leamers, interventions, and support available to them. The sutvey ftems were scored using a 5-
point Lierttype scde: strongly disagree (1), disaree 2}, ncutel (3, agree (4, and strongly
agree (). The field notes were gathered dutinginterviews, trainings, and support meetings with
educators throughout the data-gathering phase. The Inalusiw Praciv Traning Faabuation had
participants mte the training based on how helpful they found it, what they leamed, what.
they wonld Itke to know more about, and additional feedback.

Data Collection and Analysis. Prior to implementation, approval from the
Instimtional Review Board and Fthics committees for cach of the institations was
obtained and consent forms were signed. The participants completed the Tndbsive Praice
Stroey and Questionniaire, and interviewes wete held with leaders from the sites to gain clarity
and understanding of the specific needs of the educators. Data from the surveys and
intetviews was inputted into an Fxcel and Statistical Package for Social Sciences (SPSS)
1o defermine the descriptive data for the site and emetgent themes congetning cutrent
practices, areas of growth, and desired support. A professional development offering was
designed and presented, based on the data from the survey and interviews. Once the site
approved the plan, the workshops, support sessions, and/or resources/materials were
implemented within the siv-month implementation phase. After the implementation of the
site-based inclusive practice training and support sessions, the Inahusie Practies Gyeabuation was
given to participants to complete on a voluntary and anonymous basis.

Results. Results from the surveys, interviews, field notes, and evaluations indicated SIX major
findings. Firstly, all educators perceived a lack of training and support from their credential
programme, district, and outside agendies (Tablel). The educators did nor feel they had been
taught the tools which they could use to work with diverse leahers. They also felt they
were aften struppling o a%mon&angaﬁaaﬁgmui&%mgaag
all of the other duties expected of them.
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"Table L Responses from sniversity faculty members, teachers, &gﬁ,\g&% @m&n .
standard desiations) to 5-paint Likert-Type Scae regarding peregpiions of effetive traiting in working i
daverse leammers.

n= Credentid  District Ontside Not Traioed Well
Training  Training  Agency Training
University n=>53 M=300 M=222 M=214 M=348
Faculty SD=136 SD=109 §D=125 SD=127
Members ,

Teachers n=125 M=310 M=267 M=270SD=127 M=316SD=142
) SD=131 SD=114

Preservice n=47 M=389 M=320  M=265SD-145 M=343SD=13

Teachers SD=103  SD=132

Secondly, as seen in Table 2, educators had mixed views about their 8&&.88
regarding their knowledge of wotking with diverse leamers (students with visual, auditory,
physical, g&égggav.;nggB%ﬁmgﬂm
reported they did not feel confident in their kniowledge of supporting students ﬁ% visual ot
anditory issues, while the preservice teachers’ confidence levels were higher. “This
phenomenon may exist because preservice teachers have not had mach exposure to
working with divetse leamers. University faculty members, ﬁnwﬁmmu and presetvice
teachers all felt fairy confident about working with students with physical and nBQnoE..H
impaitments. Interestingly, edacators were split in their confidence regarding their
knowledge of language, with the university faculty members feeling the most confident
(M=3.44); and teachers (M=2.37) and preservice teachess not fecling confident (M=157).

“Table 2. Confidence of uiversity faculty members, teacbers, §m§§&§ﬁn§§
FErnomiede of tiswal awdiory, plysical, emotional, and kangage s (reeans and siandard detiations based on
a 5 paint Likerttype soale) .
Sample " Visual Auditory Physical Emotional  Tanguage
University M=269 M=263 M=300 M=328 M=344
facdty N=53 SD=139 8D=137 §SD=145 SD=133 SDh=1.12
members

M=271 M=267 M=293 M=302 M=237
Teachers N=125 SD=114 SD=112 SD=120 SD=114 SD=1.06

Preservice M=355 M=340 M=351 M=394 M=157
Teachers N=47 SD=1.06 SD=117 SD=106 SD=.79 SD=2383
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"Thitdly, educators answeted open-ended questions about the intetventions and
support that-existed at their sites. Duierto the niatire of the open-ended question:formag, the

answers were onganised according 10 frequency, and follow-up questions were asked duting.
the interview process to clarify theresponses. The EmonnmEmMBﬁrm Gﬁmo@ﬁ&n»ﬁg .

many faculty membess and teachers:did not seport any interventions (37 percent and 26

percent of respondents). Many educators were able Sﬁnﬁu@&cguom&vgoh% suchas -

“scaffolding’and ‘differentiation of instuction” i the sutvey; however, when asked fot specific
examples. m&&omﬁumﬁ& Eﬁsnﬂwnonammﬁrﬂ e was less of 4 response. During the

Eﬁﬁmﬁ%dﬁﬁ&nﬂ&%ﬁ@&%&&n%@@mﬁﬁgﬁgﬁﬁgﬁg .
practices’ due to large- class " sizes, Janguage ‘issues, state- anmﬁnmn:hﬁbs.

requirernents, and lack of reso Ennmubmmammonmnoammabmﬁmdop L
Eﬁgag@wﬁgm@onﬁmgaéﬂnmu € MOSt COMmMO: nmonu of

support avathable: for students: When ' asked:a gﬁ&nﬁnﬁﬁ%ﬁﬁﬁ&@&ﬁn&& .
workshops asthe mo %888880&0@ m%ﬁ&ﬁ@gmﬁaﬁgﬁﬁggm. g
teachers were asked about the language support offered-and 47 percent of faculty
members. maa&nnngbmn ﬁgﬁgﬂﬂ&ﬂmBnt&?ﬁwmmgmﬂ

supportwas.often the teacher’sn nmwbbavmh.ﬂ (20 percent).

The interviews and fidld notes during the a&ﬁn&&&ﬁiﬁﬁasﬁis :
leatn more. vos,anE,ﬁannnnﬂ and all sites requ Qﬁmﬁogo?numamgma& .

m%wonmggﬂmﬁ&nﬁg mvbmﬁmﬁwg ggﬁ&%&n@B& The

firal evaluations were commpleted by 116 of the 225 partidpants. Allof the evahutions refumed
were positive ggﬁgﬁggmggﬁmﬁmﬁw@oﬂn 3&%@?4

evaluations asked educators to identify what support would be most: Beneficial in the fatire
and the following responses were given: continued professi on&mg&owannﬁgoﬂmag
for training and professi o&m@%ﬁﬁ%ﬁé&bﬁ»ﬁmgagﬁﬁ?&ﬁ

the training and support, and more cultmmlly responsive ass QMSBW\HQOE.HM}OO_,

10 supp nrﬁgﬁmgﬁﬁg )

Ghnﬁﬁeh

Overdl, the cutent study supports 2 Ea%&a&ﬁsa ?ﬁmnpwsgﬁ_

mﬁ&%ﬁﬁﬁﬁmé@oﬁﬁ%ﬁ&gg This chapter focused on
addtessing’ South. African edhicatio n&@ouﬁnmmbmmnmmg c achievernent by trining

educatots on the mHOmBom&SBﬁmpn needs of CI D learners. All of the Eﬁw&ﬁﬁ% ..
mEmwiBnm&BngﬁgﬂmSE@nwﬁangmo&%nnmﬁ anditory processing;

visual ?ooaabm., and-physical, e otional, and: sodio-egonormic EBWE which m%wonam

the premise of South African township schools experiencing an artay m%&gmaﬁﬁ@&bm .

Baﬁbwoaﬁnmﬁmh_gﬂmgg%o vonp%mmﬁamg?nﬂ dm Hﬂaﬁnw mﬁ&mmm
(Fourde, 2012}, : .
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. The study also found that efforts to address the written educatio b&ﬁ@rnnmﬁmonmp

R bmummamshn support: for language and inclusive BS&EWS&B%E@S&
% ,.HﬁﬁmamBoHoE&s&Em&dBE:@ %wwoﬂﬁmﬁogmoaéo%umﬁ&%ﬂ%
ledmers. Moreover; o be effective ¢inchanging the landscape of education, the educators who

- participated:in the cutrent:s study-indicated 4. desire for educational training o happen atall

educational Jevels : ?Eqﬂmﬁﬁ schools, -and. preservice " teacher. raining . progtammes).

] Educators within the mﬁ%ﬁmog&, on 4 lack o mhﬁgopﬁﬁum.mnmﬁ%wonﬁ
. T :smﬁﬁn.abmﬁnﬁg practices while: mouoﬁam&onﬁnazﬁbwmﬁmﬁnn t Policy
R PR mﬁgﬁgw@mnﬁg *The training offered inthe e SIOP model for the putposes of
R .&Eépﬂ&&&u@Sﬁgo@mogQSB&@Enﬁﬁug 0 to meet the

needs of the diverse/leamers @m&gommgﬁm.no%un mmﬁmHOHuEEBm

3 R .vao&sznnonganmsm:oa& mo EEBBU@.BQ# of Basic Fducation’s
- EXpECHtions. - .

o . Addttionally, ‘the study asas& tegets of: &ﬁa wama%i %a%sﬁ for
: &583 “The individialised. Eo&msnoe E& o ﬁn&ngﬁﬁa suppot that cach

school site Bnﬂq&, n%on& the premise’ that wamaaona mnq&o@BnE, programmes ate

1 esscntidl and that thiey must be creatéd based on'the: needs-of the educators and their
1o leamens {Gandars, MaxwellJolly, & Discol, 2005; oama& 2001; Hiatwel, 2003 Jez &

, k.bemS“ 2016, H.dbnﬁr 2012; gﬂnﬂ&. Noowv R

S gﬁaﬁmgb@g&:ﬁoﬁ8gﬁsﬁ 85585&:&3@@8

J A suich as HonnEn@ followed by written assessment: Not 6nly docs:this hinder the

o Euwﬁﬂonomﬁ century skills such s Bn&gn&%moa ot empower learnets to

1 siccess the content; nor tomake sense of the e world and of theif cxperience. The results indicate

that there: mroamgwaﬂm_ob maﬁﬁwm@nﬁmn Bma&gn&wo%sﬁqg: s

S R - fo'support the efficacy of teachers and the academic achievement o of their learners (Graham,

© - Hanis, Fink;& MacArthur, 200%; Wiche Berry; 2006). Further rescardhis fecotarmended on

[ T spedfic ¢ strategies. for multiple learning environments B&»nmﬁmo structures. Gonsequently,
b ....,EE@@EB%&Q&E%B&?B? a means of

suppirting the educator i Tearning what approaches they conld usé for the-students they
serve;asthere wasa gg@ﬁ%gg&vﬁw researcher atsome of the

o schoolsites. Tirnitations to the's study include: the use of convenience sampling, the short
: .Eﬁabﬂﬁuon anm.uEn M_bmmum wn_m m?nnnwunaér onﬁnn&mp e evaluative
1 . mnooﬂ o

T gﬂ&wvﬁ&w&ﬁﬁ&%&& %&B?igmﬁgﬁa of SIOP
% S ..@Em_m?oﬂm&gcmw% curtent study. These adaptations can be made to-catricula
g . -and/instriction o support diverse HBBana&m “The SIOP. model ‘was designed to
4 addtess the bilingual and multifingal language experience; howevet, it also supports various
4 divencJeaming neods found in township schodls throughout South Afiica and could
A be the ‘key' to- gmouamu oni“in’ the- edycation system, from the “opptessive
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monolingual classroom to a more empowering multilingual expetience.

waa.aa»%m%mﬁ_m@&q.g&?%mc%&wa&nm%F._ _.mum_ﬁ&_u
Instruction Observation Protocol (SIOP) model : .

Effective teacher education and professional development programmes inchode astrong
vision that highlights 2 common‘language, opportunitics for high Jevels of reflection about -

practice in relafion to theory and discipline-specific kriowledge of learning and instruction,

integration of fiéld expetience; and stiodels of positive pedagogical practices (Brownell, Ross, .

Colon, & McCallurs, 2005; Jez & Tnetz; 2016): To address how edneational systms
mmay approach ari equity-based educational framework, the SIOP model is explained.
The SIOP model was: created to provide an effective way for measuring teacher
efficacy and performance that challenges the ‘traditional teaching -mmiethods and supports
carriculum and instraction for diverse learnets (Echevarria, Vogt & Short, 2014), The

protocol was created and provided to teachets prior to-ohservations of thedt practice so that .
teachers could be more coppizant of their practioe while m_»bnsmubmécmmnmﬁ&wﬁmga B
whose home hnguage was differeat from the language of %&a@ﬂ&m@c@&wo cffective

that over the years the: researc] U&%%ﬁm& .. mpwmoﬂﬁﬁo&&dﬂm .w..gﬁm,_. ,.».HE
provided testbooks and training to support educators in theirpractice. .

“The SIOP model was chosen for this- paper becase of the cxpict and wséfil
alterations that educatots can make 359. lessons to %Oﬁﬁ&ébﬁ monRcmmwum .
stadenits. Many teachiers already exploy several of these techod iques; however, this sectionwill -+

components for educators o use with diverse ledrners, including dynmmob planning, mv

bulding buckground 3) ensiing thereis comprelenshieput, 4 seateies o osing it
student interaction; 6) modifjing educaror’s practics; 7) lesson.

diverse leamners; 5) increasing

delivery, and 8 review and assessment.

Lesson Planning

" SIOP believesthat edcators should begin with planviog thcr lesons o irieet e ieeds of -

their individial leamers using the following: _.»%w%m%oﬁ%p@mg. erital patérials,

Ee%%&%@sgnm%@%&gao?&._wwop__ i
which are defined, displayed, and réviewed with the swidents, thie SIOP model asks ™~

educators also to irclude language bjectives to explicidy support smdents with linguage
mastery (chevartia, Vogs, & Short, 2014; Sannders & Goldenburg, 2010). The language
objective is especially necessary becanse. agadernic conversations-are more demanding for
diverse leatners than infomal convessations. It js therefore important to provide time and
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review the components of the SIOP model that were preserted  during many. of the
professional developmexit workstiops to town wnship eduicators, university facalty members umbm o
preservice teachers” aver the course. of the study. “The SIOP protocol bas dght

. - opportunity for both forms. of expression and dialogne throughout the: lesson. (Cammins,

2000; chevastia, Vogt, & Short, 2014), Using Webbs (1997) depih- of-knowledge model

. S tmay be 2 helpful teol when designing content and langpage objectives to ensare the

fourlevels of critical thinkingare addressed (recall and reproduction, skillsand concepts,

shorvterm. stégjethiking, -and “estended.hinking), Al Jessons should include
a4 opportaniies for practising reading, “writing, listeating; and “speaking: Supplementary

rmaterials “(such’ as’ graphic ‘organisers s, -outliries, and. levelled -texty should be provided. .

0 e CommOb By e end of s lesson, sadens il beble o Sompre the dily

_?ﬁ&ﬁ&&%m&a@%ﬁ?ﬁ%&éw& the 18005 with fhe present day

' “and be able t provide at Jeast three specific supportive detalls for cachrtime period.

1 Wewdl b idess vocdbiary;and condepts about both dine perods. The teach ‘et

will mecord the brainstorin on: the bowd. The amei will create. 2 chatt for’
" compafisons to _uan&nwumﬁEénﬁB Qmp%:anm?nﬁmogunobmoamﬁ chart.

1+ Logpar O Suodens willmegrate moliple angrages oo thei hast and sy

* Detils will be provided in af least 570 langages with trapslations prosided as needed.

~ Stiidents wil edit fheif work-with partriers-and) or sall groaps to-discuss accatate |
1+ vebaland wier hnguage expession, Acadenic vocabulary aryinduded in your chart and

%%B&ﬁmnmmunm%oﬁnméoﬂ%SBm»ﬁnﬁB@gomESn%moP o

L ,mnw&n%ﬁan@uﬂgﬁ B e o

{ Rescarthess (August & Shanshan, 2010; Echevaria, Vogs, & Shor, 2014 Vygorsy,
4 1978 believe effoctive teaching starts where stadents are and then builds up 162 highet
¥ understanding of 2 concept Building background pior to thelessor ‘cart aidk students in

corinecting it he content: Finking the concepts o he smadents background,linking o past

g, ad devcloping ey vocsbulry e e ol which bt e ing To Bk

the lesson to stidents”background experience, a icacher could integrate photos, maps, ot

4 thervisualmaretids ofocaltibés before discussing what the studentssee and/ otknowabout
Sk e growps, Baucitors can explicity oview past Jessons -where the stixdents have made
- compatisons and ficis on the academmic vocabulary usadin fhose lessons. Surer sentences
b T ggr%@ﬁﬁ&um%&gﬁﬁgﬁﬁmnoﬁﬁﬁﬁa?%ﬁgw
¥ createdsword brains \where studects diseuss how oral history s shared in both Zuli and

Fingfish The, they could introdiace subjoct-specific vocabulaty sach as themorphology of

4 onds ‘comy means it or tngether. Nexi, a potentil sentence stater could be, T
w1800, wewein2016,_ A S
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Comprehensible Input

Next, research demonstrates that-students who have difficulties with compreliension offen

struggle with the input of information and that suall changes ©© educitors methods canbave -
a Targely positive effect on the acadernic success of the léamers (Echevarda, Vogt, & Short,” . -
2014) The SIOP modelasks teachers 10 ke the eaching compichensbicforall leamers by

paying attention to their own speech:This means that &c%ﬂ_m_.uo&mogmﬁm&nw ate
and enunciation is at the appropriate speed for theirlearners to be:able process what they

are saying, Also, their complexity of speech rmust be at'a level thar the leamers can

understand; they should not use words that are too complex, of idioms, ot unfaniliar

acadernic vocabulary. Educators should monitor theiruse of pavses andallow for time tobelp :

students fieel more comfortable, and therefore, more attentive 1o the lesson. o

Cleaty explaning the steps relaing to acadeanic tasks through.using rmuliple meinsof

explanation also supports students in understanding expectations for an assignment. Too
often Teamers are afmid to ask for help or indicate they bave not understood
directions (Ryan, Gheen, & Midgley, 1998), Ifteachersnse techniques suchias: askinga stdent
to explain the directions to a pee, using multiple forms:of expressing the directions
(witten, visual, verbal, guided practice, providing examples , efel); and/or mn_q@o@wumﬁ
another assignment (fo %Eé%wﬁmg_anm&% time in class wisely); then
' the amount of input-would inctease while the studenit’s (and teacher’s) stress levels. wqo&m

decrease. Finally, providing a variety of -teaching techniques,: such as_previewing

wmm_.mnBwamoﬁog%&%.ggﬁééﬁ.é_smﬁo&%... .
forms of cxpressing their understnding, are sefi-todls for successfil classroom

management, This roay be an area whete &mmﬁ%ow%obﬁnw% L

Steatcgies

As McCabe (2015) explained, Sorah Afican learriess benefic from nnovative and
 cultunlly inclusive methods of leaming that use son-tradiional strategies. The SIOP”

model uses leaming stategies, scaffolding techniques, and bighet-order questioning and tasks

0 exphcifly teach self regularion skils as a means: of iptoving leamers’ zeadling and witing
(Avgust & Shananhan, 2010; Echevarra, Vogs, & Short; 2014; Nagoral Tnstioae of Chid . .

Heslth and Hurnan Development, 2000): Research-based leaming sttategies can.easly be
implerncnted nto lesons i thoughtflly ‘planned.. Cogpiive kaming sratefes nclode
previcwinga chapter before reading, using mnernonics, tking notes rereading; ; using graphic
otganisers o map information, and identifying key dogv&m@znﬂhomcﬁoba

Boasgmw%omog%oawoﬁgwﬁum%ﬁsﬁ Secton,andinencion.
xamples are prodicing infering generating qestions about et und answering thr,

makinga meotalimage {visualisation), EBBE»&Q%E Students canimprove their
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system for individual learners” question. and answers while other students wortk on -

. " "The third aspect of Bﬁunnonm is waosmﬁm sufficient i&w&&ﬂ_ m@nmﬁ&nﬁﬁ.éﬁg&nﬁ

o ﬁwﬁ%&a&&ﬁ%.w%%o@_@&@?ﬁﬁﬁ%ﬁsﬁ%ﬁ
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provides fot 2 sident to. answer 2 question. is nine seconds; although this changes in
different cultures. Becanse diverse'leamers often need addifio u&?o&anmgn&emhw

responsive teachers sho %Bnmaoﬁ_ﬁu%monm&ﬁon&g e before requesting answers o -

questions. Also, many students’ attentio onwillincreaseif they believe ¢ theyhave an oppottunity

to be involved in the discussion wﬁnmmggéwg&nggg ebecause _
if an educator’s pacing is off, other students may lose focus. Wait:dme also‘allows for the -

pqﬁ?mmmanamﬁgnnoﬁ mH_oéanB mo munﬁnman:o &»ﬁ@.@cnmdcnmﬁsﬁw
peer or the teacher. - : , :

Practice nm&m»@ubﬁn on .

m&gg&wgﬁgﬁm%uggo&&%B S&anﬁﬂ%ﬂﬁnﬁg .
allows them to challenge their abilities. §E§H§§g§§§9 _

Bﬁ%&mnonm for physically demo Eﬁgmdbmnﬁwnmsm mnonﬁnngbm_mbmﬁmﬂno ncepts
is effective. Guided praetice followed by opportunities for Smamuﬁaumma:mn%g
can be helpful in subjects such as the sciencés and mathemtics. gma&nbwmum
solations o realife problems allows ther to apply new cono mmadantEuncg
viewpaints, Educators should usea mB&u&H&Rmo of scaffolding while stadents-attempt
. tOPprocess gBﬁHﬁEEE&EB&E& ould b intograted
in all lessons. It should be noted that siot all langviage skills, which-are @Bhnmomunoomawm
tied to the objectives of the lesson. Also, educators” wosﬂvowncwnﬁﬁo&

developmental stage of language and notbe o qnmq.Bnn& mmammna erros;

Lesson Delivety _ .
Now that the lesso Dmgﬁn&g% wuld support the o Ennn«ww?.oﬁa

stadlent engagement,-and: be paced approptiately. The. tecommended amount.of student

engagenttent {reading, writing, speaking; and listening) is 90-100-percent (Echevarria, Vogt & |
Short, 2014). The SIOP miodel identifies student t engagement 28 allocated, éngaged, and -

academic Jeaming time! Educators %&%@ogmﬁgggﬁg

and application. Engagementtime refers to the fime students ate a g&wﬁmﬁ&ﬁ& lesson, -
Bmsggwﬁ&ow?ﬁenas% gﬁéﬁ&o@ﬁ&%ﬁ&.

‘hands-on’ activities: ‘The academric leatning tire is tine-on-tisk “when: students
mgoagﬁ%nﬁéﬁ n of the objectives for é&gégﬁﬂggﬁb t

purely creative fun time, nor Is it ‘skill and drill. "The “SIOP' miodel- recommends .

academic learning be used in most of the lesson time to maximise wE&BEQBBm
Pacing will be different mnwnn&nmoﬁmu mmﬂmbm vm_au mﬁr mﬂmﬁubﬂ -

Review and Assessment -

Educators need to nﬁnawﬁdogagmb&gnog n%ﬂéﬁmn»mmﬁmumﬁwo :
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. objectives nmmn_ﬁq Providing -frequent feedback- on- student: output allows for

misconceptio nmﬂouunnohonﬁm,}%ﬁo% feedback allows students to explore the

content comprehension and: to-increase thefr vocabulary: Continually reviewing the

objectives gg%ﬁ&uﬁﬁ@n@bﬁn&oﬁgﬁn objective and the

-assessiments; Teachable morments: can ‘be found. duiing these formal and informal
assessments of studetit-progress. Some other helpfill tools fot successful leamers are

Ew.n m&m&mmammaﬁﬁmu »sm Hnm@ommo\&wnnmm Toﬁmm 50. E» ﬁ&naa can post

Conclusion : .
Globally; thete is wn,&mﬁﬁ%aq wﬁ&&&ﬁ%%on&amnp ts in the. dassroom

1 (Baton, 2010; Peters, 2004 UNESCO, 2008 UNICEF, 2002 T childs stroggfing to Jeamn
1 in the tanner in which he/she ﬁv@bm%&ﬂpnrﬁmnm?nmsm&& of teaching

EHQBBE Although this shift is %ﬁﬁ%?ﬁgmﬁ%&qﬁ&g&

XL § ﬁm 8%&5u8&§5&§5§%§3§m5%&858§88
4. Tncreasing Titeracy Oﬂon@anOSnaE wosﬁvﬁw&%gﬁmw@onmg
1 - ‘Providingequitable education can redu 8%80@5@08&%&8@3& gender
i “dssues, conflict, and human rights” violatio: ns. Thereds aneed to supportand value the muliple
1 anguages and cultures in our miidst thirough culturally responsive: pedagogy. As the sudy

mnmﬂw&ﬁﬁm%mocb@muﬁos b&@mgmsamm%@on of educators tomove
away from traditi Bﬂﬁ&nﬁgﬁ&g%ﬁaoﬁg g%&gﬁﬁn&o& for
teaching diverse stodents. Through the SIOP.model; educators: Bbwﬁuo%ﬁmam%g

~ and moitor stadents’ academic, emotio Ewﬁ&é%ﬁ&oﬁggﬁw@n
© 4. individual coltoral idestities. mﬁ&ﬂ%ggiﬂbgzbm these models in schools
3 in moggnmaggagm&

,3%2& NOEFHB%EW& n%ao-%smen&&ﬁ e ——
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