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1. INTRODUCTION 
 

 

 

 

 

 

 

 

Welcome to the ADiBE Materials Library! ADiBE stands for “Attention to 

Diversity in Bilingual Education” and the CLIL materials in this library were 

designed and developed with support from the Erasmus Plus Project 2018-1-

ES01-KA201-050356 entitled CLIL for All: Attention to Diversity in Bilingual 
Education.  
 

Indeed, diversity is present in any group of individuals, be they members of a 

fan-club for a specific author, collectors of stamps from a specific decade or even 

family members gathered at a holiday barbeque. Diversity is at the heart of 

humanity and is what makes us, as a species and a society, interesting. ADiBE 

recognizes that diversity among a class of students is a resource that can be 

harnessed to facilitate learning. 

✓ Some students are “naturals” at school and probably have a combination of 

abilities which is exalted and favoured by their teachers and school 

curriculum while other students may struggle because the learning  

environment does not provide ample opportunities for them to “show they 

thing and strut their stuff”: maybe Mute Mario takes quasi-professional 

photographs, Shy Sarah plays the flute like an angel and Hyper Hans 

actually calms down into a poised interviewer when asked to play the part.   

https://adibeproject.com/
https://adibeproject.com/
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✓ Thus the need to design learning progressions which are constructed from a 

variety of tasks that call upon students to use a variety of abilities, skills and 

competences to complete.  In this way, all learners are invited to look within 

their personal toolkit to pull out personal strength(s) and talent(s) that 

would contribute to completing the task at hand.   

 

The principle of harnessing diversity to facilitate learning would undoubtedly 

benefit education of all subjects at all times, even in the mother tongue.  

However, in the case of CLIL, where students must learn content through a 

foreign language, it makes even more sense to encourage students to use 

different forms of interaction and modes of communication to express their 

thoughts and show their understandings.  In fact, a precise drawing of a 

chemical reaction learnt through a foreign language shows comprehension, and 

our acceptance of such alternative 

expressions of understanding not 

only reassures students that, even 

if they cannot speak and write the 

foreign language well, yet, they 

can nonetheless understand 

rather complex information given 

in that foreign language!  What a 

boost to their self-confidence as 

users of the foreign language and 

as learners of the content.  

(https://www.saraswatiborsad.org/blog/6-ways-to-boost-confidence-in-your-child/) 

 

That is why, one of the objectives of this ADiBE Project was to produce a library 

of  instructional-materials to help teachers help all students understand the 

complex content at secondary and master age-appropriate CLIL-language.  

 

To develop ADiBE Projects which ensure that CLIL is for ALL, we followed a set 

of ADiBE Principles and Values (see section 2) which consider diversity as 

opportunity, especially in a bilingual classroom. 

  

https://www.saraswatiborsad.org/blog/6-ways-to-boost-confidence-in-your-child/
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The result is the creation of these 12 ADiBE Projects: 

 

 

 

 

 

 

You will find, therefore, that all ADiBE Projects are formed by a series of 

learning tasks with follow the ADiBE Principles & Values: 

TO start with, tasks are multimodal in 

nature providing instruction through 

videos, audios, graphs, etc., and 

requesting students to show their 

learning by taking photos, making 

videos, writing poetry, conducting 

interviews, producing graphs, drawings, 

and infographics, etc.  In addition to 

traditional readings and writings, of 

course. 

 

 

And, since we explicitly wish to 

embrace diversity, you will also 

find scaffolding strategies 

throughout providing learners of 

all levels language support where 

necessary alongside alternative 

ways to approach content that 

brings abstract disciplinary 

concepts to life, often by 

contextualizing them into concrete 

everyday life.  In fact, all 12 ADiBE Projects in this Library are transdisciplinary 

in nature designed to help students view everyday themes through the 

https://www.boredteachers.com/teaching-and-career-tips/multimodal-learning-what-is-it-and-benefits 
 

https://www.reliablecounter.com/blog/types-of-scaffolding-that-is-used-for-construction/ 

 

https://www.boredteachers.com/teaching-and-career-tips/multimodal-learning-what-is-it-and-benefits
https://www.reliablecounter.com/blog/types-of-scaffolding-that-is-used-for-construction/
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disciplinary concepts they 

have learnt in school. For 

example, the ADiBE Projects 

regarding food and health, 

urbanization, deforestation, 

and even  

 

Greta Thunberg, etc., will 

invite students to draw upon 

their scholastic knowledge on nutritional macromolecules, the history of 

population migration, animal habitats, and solar refraction. That is why these 

ADiBE Projects were intended as a rich resource of CLIL materials you can use 

to help your students consolidate and 

review disciplinary concepts they have 

learnt through regular instruction.   

 

An important characteristic of these ADiBE 

Materials is that they are designed to 

review what has been learnt, the materials 

often provide your students multilevel 

tasks. The reason for this decision is 

certainly not to aggregate and segregate 

students according to their academic performance, but because ADiBE 

recognizes that “traditionally weaker” students are able to appreciate and 

understand complex concepts if and when these concepts are presented differently 

from traditional ways of instruction. In these Projects, multilevel tasks help all 

students understand core content-concepts, but through different types of input.  

Once students have comprehended those concepts, thanks to differentiated 

input, they are often brought back together into multilevel workgroups to first 

share their understandings and then cooperate in the production of outputs 

which require a multitude of talents, 

skills and competences to create.  

 

Not surprisingly, ADiBE tasks, both 

at the input as well as the output 

end of instruction, are student-

centred and rely on students 

engaging in dialogic and interactive processes to co-construct knowledge and 

 collaboratively develop products which showcase such knowledge. However, as 

https://www.edifyschools.com/blog/transdisciplinary-learning/ 

https://sergipaez.com/2015/06/17/on-dialogic-teaching-clil-through-oral-communication/ 

Created by YLTTing for ADiBE, using free resources 

https://sergipaez.com/2015/06/17/on-dialogic-teaching-clil-through-oral-communication/
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educators, we know that, at the end of the day, students should be producing 

expressions of comprehension through a language which meets the norms of 

our particular disciplinary community: to show that you have understood 

chemistry well, you need to write and speak about chemistry in chemically 

appropriate ways. Although we also expect this in L1-instruction, this 

explicitness and attention to productive discourse quality is at the centre of the 

CLIL agenda since, if we are making efforts to teach content through a foreign 

language, at the end of the day (the same day as above), students should be able 

to use that foreign language to write and 

speak about content accurately and in 

discipline-appropriate ways.  That is why 

you will come across many ADiBE tasks 

designed to encourage explicit student 

centered dialogic exchanges about 

discourse quality. 

 

Finally, these materials were designed and authored by teachers such as 

yourselves since teachers are undeniably best-informed on classroom dynamics 

and thus best suited to be designers of instruction! Working alongside the CLIL 

experts of the ADiBE research group, these teachers have created this library of 

12 transdisicplinary CLIL Projects which are multilevel in nature, characterized 

by highly scaffolded, multimodal, student-centred tasks which encourage 

dialogic knowledge co-construction and production and finalized with explicit 

attention to discourse quality.  

 

However, just as diversity exists within a class of students, so too among a 

group of CLIL teachers and ADiBE researchers!  And since diversity is value, the 

ADiBE Project sought to optimize this diversity, inviting the teacher-authors to 

freely create the learning progressions and tasks that they felt would work most 

effectively to achieve the learning objectives they had in mind. Therefore, 

projects not only utilize different online platforms but are also formatted 

differently: some teachers felt it necessary to detail each step through a table 

while others preferred to provide instructions within the materials, as “notes to 

the teacher” and yet others have set up their materials such that they are 

extremely self-explanatory. Such decisions often reflect how teacher-author 

themselves prefer to work with materials: some of us prefer clear-cut 

“instructions for use” while others may start with the materials but soon veer 

into unforeseeable but nonetheless effective ways of instructing.   

 

https://www.clilmedia.com/four-differences-between-bics-and-calp-and-why/ 
 

https://www.clilmedia.com/four-differences-between-bics-and-calp-and-why/
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So, regardless of how you prefer to use materials, we trust that, within this 

ADiBE Materials Library, you will find diversity in task-types, learning 

sequences and even materials design.  In this way, not only can you pick and 

choose what works best for you, you will also be exposed to different ways of 

reaching objectives.  You will also see that some materials are ready for the 

students to use while others are intended for you to adopt and adapt to your 

situation. For example, in tasks requiring “translanguaging” between the CLIL-

language and students’ L1, you will have access to the files so you can change 

the L1 phrases to suit your context.  In addition, some projects have been 

created in richly linked documents, others in intricately interlinked power-point 

slides and yet others are a site on a free platform. All these show you ways that 

you can create and set up your own materials. We hope that your “travel” 

through these Projects will help you feel inspired to design your own CLIL 

materials that also attend to, harness and value diversity within your bilingual 

classrooms. 

 

Section 2 contains a glossary explaining the six ADiBE Principles and Values 

mentioned above. Although all the ADiBE Principles guided the development 

of all the ADiBE Projects, in Section 2.1., each ADiBE Partner also explicitly 

indicates where, in their two Projects, you can find showcase-examples of how 

each ADiBE Principle was used to shape a particular instructional-moment. So, 

in addition to the Glossary each ADiBE Partner has also explained how these 

Principles & Values applied to their particular CLIL-context and informed the 

design of the two ADiBE Projects created by their country’s ADiBE-Team. 

 

Section 3 includes the ADiBE Materials INDEX where you will find 

“Information Tables” that summarize key features of each Project such as the 

title, target age-group, target-language and CEFR language-level. In addition, 

since the ADiBE Projects are transdisciplinary, these Tables specify which 

school disciplines a Project merges together and also which disciplinary-

concepts the Project addresses. Even more importantly, these Tables also 

delineate a plurality of competences, literacies and skills the Project develops 

as well as how the Project cultivates specific types of discourses, language 

awareness, language-learning and language-use. You can not only look 

through this INDEX of ADiBE Materials to find an ADiBE Project your students 

would enjoy, you can also use this INDEX to  “search-and-find” Projects which 

contain the features which suit your context and/or which your students need.  
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After you have found an ADiBE Project that meets your students’ needs, use the 

links in the Information Tables to take you directly to the ADiBE Project!  

 

ENJOY! 
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2. ADiBE PRINCIPLES  
FOR MATERIALS & 
LESSON DESIGN 

 

 

TEACHERS AS DESIGNERS 
 

‘Teachers as designers of learning’ is a holistic approach to the creative and 

inclusive planning, organisation and evaluation of teaching and learning in 

classrooms. It suggests that the goal of 'learning events' - the processes leading to 

the end point of a topic or theme in terms of what we want our different learners 

to have learned and experienced over a specific period of time - is in fact the 

starting point. ‘Teachers as designers’, therefore, systematically plan for how this 

end goal will be achieved for all learners in different ways. It is about much more 

than task design and sequencing in individual lessons. And, in bilingual 

classrooms it is about much more than focusing on language tasks and the 

learning of ‘content’. 

 

 

http://www.normanjackson.co.uk/derby.html 

http://www.normanjackson.co.uk/derby.html
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CHECKLIST 
✓ Design principles cater for diversity by creating ways of enabling all learners 

to engage in conceptualising (knowledge and skills) and communicating 

what they have learned (language) and… 

✓ Design principles involve  planning ways in which teachers explicitly 

mentor learning and develop personal growth (mindsets of learners) in 

individual learners throughout the learning event. 

✓ Design principles are embedded in a pluriliteracies* approach to teaching 

and learning. 

✓ Design principles pay attention to the classroom environment (physical, 

social and cognitive) as a key factor in the quality of learning for all learners 

at whatever stage they are. 

✓ Teachers as designers of learning can be seen as an ecological and inclusive 

approach to classroom learning. 

 

 
 

Pedagogy is at the heart of teaching and learning. Preparing young people to become 

lifelong learners with a deep knowledge of subject matter and a broad set of social skills 



14          GUIDELINES MANUAL 

requires under standing how pedagogy influences learning. Doing so shifts the 

perception of teachers from technicians who strive to attain the education goals set by 

the curriculum to experts in the art and science of teaching. Seen through this lens, 

innovation in teaching becomes a problem-solving process rooted in teachers’ 

professionalism, a normal response to addressing the daily challenge of constantly 

changing classrooms. OECD Report 2019 p 1 

 

 

BACKGROUND READING on TEACHERS 
AS DESIGNERS 
Design principles in bilingual education are embedded in the Pluriliteracies 

approach to Teaching for Deeper Learning (PTDL) (2019): 

https://youtu.be/ogxvMpDjtEU 

Meyer, O., Imhof, M., Coyle, D., & Banerjee, M. (2018). Learnscaping: Creating 

next-gen learning environments for pluriliteracies growth. CALL in multilingual 

contexts, 18–40. 

 

Jackson, N. J. (2013). The concept of learning ecologies. In N. Jackson, & G.B. 

Cooper (Eds.) Lifewide Learning, Education and Personal Development. Retrieved 

from http://www.lifewideebook.co.uk/conceptual.html 

Paniagua, A., & Istance, D. (2018). Teachers as designers of learning environments: 

The importance of innovative pedagogies, educational research and innovation. Paris: 

OECD Publishing. 

http://www.lifewideebook.co.uk/conceptual.html
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DIALOGIC CLASSROOM 
 

Since CLIL students are learning complex concepts through a foreign language, 

CLIL classrooms must be sure to provide safe spaces in which all voices can be 

heard, regardless of each student’s level of foreign language competence. CLIL 

classrooms must encourage dialogue, interaction and collaborative learning, 

giving all learners an opportunity to share their own thoughts and perceptions 

on all topics. Dialogic classrooms call for mutual respect, with teachers adapting 

their instructional activities so that all learners are supported, thereby 

enhancing each student’s individual capacity. 

 

 

CHECKLIST 
✓ Does the project include tasks that prompt collaborative learning and 

knowledge co- construction through dialogue? Are all students given a 

chance to voice their thoughts on all topics? 

✓ Are tasks and activities designed to support and encourage student 

participation? Is there language support? Is it clear to students which 

thinking skills are expected of them? 

✓ Do activities provide space for learners’ voices and establish an atmosphere 

where everybody’s views are respected? (the peers and the teachers alike). Do 

you provide cues and language for “agreement/disagreement”, 

“negotiation”, etc.? 

 

 

BACKGROUND READING on the 
DIALOGIC CLASSROOM 
Alexander, R. J. (2008). Towards dialogic teaching: Rethinking classroom talk (4th 

ed.). York: Dialogos. 

Haneda, M., & Wells, G. (2008). Learning an additional language through 

dialogic inquiry. Language and Education, 22(2), 114–136. 

Scott, P. H., Mortimer, E. F., & Aguiar, O.C. (2006). The tension between 

authoritative and dialogic discourse: A fundamental characteristic of meaning 

making interactions in high school science lessons. Science Education, 90(4), 605–631. 
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Skidmore, D. (2019). Dialogism and education. In N. Mercer, R. Wegerif, & L. 

Major (Eds.), The Routledge international handbook of research on dialogic education 

(pp. 27– 37). London: Routledge. 
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EXPLICITNESS 
 
 

The idea that it is important to make specialist or ‘vertical’ knowledge accessible 

in the classroom is closely linked to Basil Bernstein’s work on the sociology of 

education and pedagogic discourse. In fact, teachers frequently break down 

abstract ‘vertical’ concepts by means of ‘horizontal’ talk, i.e. translating them 

into everyday language to make them more familiar and relevant to pupils’ 

lived experience. However, they rarely do the opposite. That is to say, teachers 

rarely teach pupils how to actively navigate the formal discourse of vertical 

school knowledge. This disadvantages learners who are less good at picking up 

tacit rules by observation and/or who are learning in a second language. Visible 

pedagogy is necessary to create a more level playing-field for all types of 

learners. Visible pedagogy makes cognitive steps explicit and models the formal 

language that is expected in examinations. 

 

 

CHECKLIST 
✓ Have you explained to students how this lesson builds on concepts and 

skills they have already learned? Have you told them what the purpose of 

the learning activity is? 

✓ Do you use ‘think alouds’, or do you verbalize thinking processes when 

demonstrating a task? 

✓ Do you tell students what you are doing while you are modelling the 

language they need? Do you ask students to verbalize why they are 

solving a problem the way they do? (making thinking explicit) 

✓ Do you give students an exemplar or model of an assignment they will be 

asked to complete? Do you describe the exemplar assignment’s features and 

why the specific elements represent high-quality work? 

✓ Do you make learning strategies explicit? 

 

 

BACKGROUND READING on 
EXPLICITNESS 
Bernstein, B. (1996). Pedagogy, symbolic control and identity: Theory, research, 

critique. 
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London: Taylor & Francis. 

Bernstein, B. (1999). Vertical and horizontal discourse: An essay. British 

Journal of Sociology of Education, 20(2), 157–173. 

Martin, J. R. (2006). Metadiscourse: Designing interaction in genre-based literacy 

programs. In R. Whittaker, M. O’Donnell, & A. McCabe (Eds.), Language and 

literacy: Functional approaches (pp. 95–122). London: Continuum. 
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LEARNER CENTEREDNESS 
 
 

Student‐centered, active, hands-on learning should be favored in CLIL 

programs, where learners take center stage and become the protagonists of the 

teaching-learning process. Learner-centered methods/approaches such as 

cooperative learning, task‐based language teaching, project‐oriented work, or 

curricular integration should be part and parcel of CLIL scenarios in order to 

cater for diverse learners and promote inclusion. 

 

 

CHECKLIST 
✓ Activities should help make the transition from mere transmission of 

information to the understanding and assimilation of contents based on 

learning by doing and discovery. 

✓ Students should become the protagonists of the learning process via a more 

autonomous, participative, and interactive type of learning. 

✓ Teachers need to pull back from being donors of knowledge to become 

facilitators and mediators of learning, thereby transitioning from a teacher‐

driven to a student‐led classroom. 

✓ Cooperative learning should be used to build on and complement each 

student’s strengths and to empower all types of learners. 

 

 

BACKGROUND READING on LEARNER 
CENTREDNESS 
Ball, P., Kelly, K., & Clegg, J. (2016). Putting CLIL into practice. Oxford: Oxford 

University Press. 

Coyle, D., Hood, P., & Marsh, D. (2010). CLIL: Content and language integrated 

learning. 

Cambridge: Cambridge University Press. 

Dalton-Puffer, C. (2011). Content-and-language integrated learning: From 

practice to principles? Annual Review of Applied Linguistics, 31, 182–204. 
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Pavón Vázquez, V., & Rubio, F. (2010). Teachers’ concerns and uncertainties 

about the introduction of CLIL programmes. Porta Linguarum, 14(1), 45–58. 

Pérez Cañado, M. L. (2018). CLIL and pedagogical innovation: Fact or fiction? 

International Journal of Applied Linguistics, 28, 369–390. 
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MULTIMODALITY & MULTILITERACY 
 
 

By designing instruction that utilizes a variety of tasks deployed through a 

variety of modalities, we quite naturally cater to diversity since multimodal 

instruction not only accommodates individual weaknesses but also engages and 

potentiates individual abilities, competences and strengths. In addition, within a 

multimodal framework, each task can be optimized so to not only cultivate a 

multitude of literacies, but also help students build academic competences and 

develop “soft skills” (see figure). 

 

A multimodal learning 

progression which uses an 

array of task types deploying 

different modalities (texts, 

tables, images, graphs, etc.) 

and which call for a variety of 

interactions (individual, pair 

work, etc.) for different 

purposes (negotiate meaning, 

email your friend, etc.) cultivates not only multiple literacies but also builds 

academic competence and develops “soft skills”. 

 

 

CHECKLIST 
✓ Does your learning progression offer instruction through a variety of receptive 

and productive instructional task types and modalities so to cater to individual 

weaknesses as well as abilities, competences and strengths? 

✓ Has each task-type/modality been optimized for literacy development as well as 

competence- and skill-building? 

✓ Have you made sure that receptive learning modalities are completed 

through productive learning tasks so that hands-on learning concludes with 

minds-on learning? 

 

 

 

From: A CLIL Handbook, (p. 18), Y.L.T, Ting & A. Ciadamidaro, Zanichelli, 2016. 
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BACKGROUND READING on 
MULTIMODALITY & MULTILITERACY 
 

Multimodality: 

https://www.cjv.muni.cz/cs/wp-content/uploads/sites/2/2016/02/cr-11516- marchetti.pdf 
 

Soft Skills: 

Heckman, J. J., & Kautz, T. (2012). Hard evidence on soft skills. Labour 

Economics, 19(4), 451–464. 

OECD: https://www.oecd.org/education/ceri/Fostering-and-Measuring-Skills- Improving-
Cognitive-and-Non-Cognitive-Skills-to-Promote-Lifetime-Success.pdf 
Soft Skills: https://www.childtrends.org/wp-content/uploads/2015/06/2015- 
24WFCSoftSkills1.pdf 
 

  

https://www.cjv.muni.cz/cs/wp-content/uploads/sites/2/2016/02/cr-11516-marchetti.pdf
https://www.cjv.muni.cz/cs/wp-content/uploads/sites/2/2016/02/cr-11516-marchetti.pdf
https://www.oecd.org/education/ceri/Fostering-and-Measuring-Skills-Improving-Cognitive-and-Non-Cognitive-Skills-to-Promote-Lifetime-Success.pdf
https://www.oecd.org/education/ceri/Fostering-and-Measuring-Skills-Improving-Cognitive-and-Non-Cognitive-Skills-to-Promote-Lifetime-Success.pdf
https://www.oecd.org/education/ceri/Fostering-and-Measuring-Skills-Improving-Cognitive-and-Non-Cognitive-Skills-to-Promote-Lifetime-Success.pdf
https://www.childtrends.org/wp-content/uploads/2015/06/2015-24WFCSoftSkills1.pdf
https://www.childtrends.org/wp-content/uploads/2015/06/2015-24WFCSoftSkills1.pdf
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SCAFFOLDING 
 
 

Scaffolding refers to instructional techniques used to move students 

progressively toward stronger understanding and greater learning 

independence. Teachers provide successive levels of temporary support that 

help students reach higher levels of comprehension and skill acquisition that 

they would not be able to achieve without assistance. Like physical scaffolding, 

the supportive strategies are incrementally removed when they are no longer 

needed, and the teacher gradually shifts more responsibility over the learning 

process to the student. 

(cf. https://www.edglossary.org/scaffolding/) 

 

 

CHECKLIST 
✓ Have you described or illustrated a concept, problem, or process in multiple 

ways to ensure understanding? Have you varied scaffolding approaches to 

cater for different learning styles? 

✓ Have you used the learners’ L1 for scaffolding? 

✓ Have you used multi-level activities to challenge faster learners and support 

weaker students? Have you broken down an activity into smaller steps? 

✓ Have you used cooperative learning to promote teamwork and dialogue 

among peers? 

 

 

BACKGROUND READING on 
SCAFFOLDING 
 

Basics: 

https://www.edglossary.org/scaffolding/ 
 

More: 

https://www.opencolleges.edu.au/informed/teacher-resources/scaffolding-in-education- a-
definitive-guide/ (a great overview) 

https://www.edglossary.org/scaffolding/
https://www.edglossary.org/scaffolding/
https://www.opencolleges.edu.au/informed/teacher-resources/scaffolding-in-education-a-definitive-guide/
https://www.opencolleges.edu.au/informed/teacher-resources/scaffolding-in-education-a-definitive-guide/
https://www.opencolleges.edu.au/informed/teacher-resources/scaffolding-in-education-a-definitive-guide/
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https://study.com/academy/lesson/scaffolding-in-education-definition-theory- examples.html 
(animated video) 

The IRIS Center. (2005). Providing instructional supports: Facilitating mastery 

of new skills. Retrieved from 

https://iris.peabody.vanderbilt.edu/module/sca/ (online mini- course) 

Hogan, K., & Pressley, M. (Eds.). (1997). Scaffolding student learning: Instructional 

approaches and issues. Cambridge, MA: Brookline Books. 

Vygotsky, L. S. (1978). Mind in society: Development of higher 

psychological processes (14th ed.). Cambridge, MA: Harvard University 

Press. 

Wood, D. J., Bruner, J. S., & Ross, G. (1976). The role of tutoring in problem 

solving. 

Journal of Child Psychiatry and Psychology, 17(2), 89–100. 

 

https://study.com/academy/lesson/scaffolding-in-education-definition-theory-examples.html
https://study.com/academy/lesson/scaffolding-in-education-definition-theory-examples.html
https://study.com/academy/lesson/scaffolding-in-education-definition-theory-examples.html
https://study.com/academy/lesson/scaffolding-in-education-definition-theory-examples.html
https://iris.peabody.vanderbilt.edu/module/sca/#content
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ADiBE MATERIAL GUIDELINES (SPAIN) 
 

 

The Spanish Open Education Resources (OERs) consist of two projects centering 

on the topics of healthy eating and gender equality in sports with the titles of 

‘eating more sustainably and ‘women in sport’. 

 

The projects entail specific objectives that the students must fulfill, these 

objectives are stated at the beginning of the project instructions in order for the 

students to have a clear idea of what is expected of them. In the project ‘eating 

more sustainably’ the students are asked to create a 7-day meal plan as part of a 

food time capsule experiment whereas the goal of the project ‘women in sport’ 

is to design a campaign in which gender equality is fostered within the world of 

sport.  

 

 

 

WOMEN IN SPORT 
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Objectives of the projects: 

 

A model example of a 7-day meal plan and a gender equality campaign is 

provided to give the students an insight into how their end product could look 

making the objectives as clear as possible at the outset. 

Each project encompasses three phases: phase one begins with a selection of 

multi-tiered activities based on the different level of blooms taxonomy. Students 

are presented with an activity with specific content, however there are three 

different objectives to choose from ranging from tasks with low order thinking 

skills to others with high order thinking skills. They can work individually or in 

pairs. 

In phase two students work in mixed ability groups according to foreign 

language level or multiple intelligence theory. Remaining in the same groups 

until the completion of the project cooperative work is fostered and peer 

tutoring takes place. Students are attributed roles within the group and they 

must document their work manually or digitally.  
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Phase three involves presentations of the final product created by the different 

groups. Each group is given a specific time to showcase their work and self and 

peer assessment is carried out in a subsequent session in which product 

development and presentation success is analysed to propose any 

improvements which could be made in future projects. 

 

The three phases of the projects: 
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The ADiBE PRINCIPLES: Supporting Learning  
in Diverse CLIL Classrooms 

 

 

Principle 1: Teachers as designers 

The Spanish materials were designed and are adapted to the context of the 

Spanish curriculum, but there remains a degree of flexibility to allow teachers to 

adjust the content to their own individual circumstances. All types of learners 

have been taken into consideration in each of the three phases with the 

multilevel activities in phase one, the mixed-ability groupings and use of 

student-centered methodologies in phase two and the factoring in of output 

differentiation in phase three whilst continually providing scaffolding to cater to 

diversity in the classroom. 

The materials promote transdisciplinary projects which focus on one theme 

connected to the real world contributing to meaningful learning to attract the 

students and involve them to a greater extent in the teaching-learning process. 

The chosen theme, in this case healthy eating or women in sport, is dealt with 

through different subject disciplines and all the subject content is adapted to this 

specific theme. The projects center on topics which have been taught earlier in 

the academic year, therefore they serve to review already learnt concepts 

reinforcing learning. 

 

The content subjects involved in the projects: 

 

 

 

 

 

Throughout the phases it is evident that digital learning is incorporated by 

means of interactive links to support the students and contribute to the 

improvement of their digital competence. It is necessary for the materials to 

reflect 21st century learning and, in this way, a more flexible approach to 

learning is encouraged.  
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Principle 2: Dialogic classroom 

All the activities included in the projects encourage participation, collaboration 

and dialogue to aid students achieve the final objectives. Teachers model 

respectful communication with the students in order for them to improve their 

communicative competence in the foreign language. The teacher adapts the 

language to the level involved whilst incorporating new lexical terms and 

structures appropriate to the projects in question so the students can progress in 

their construction of knowledge.  

The students are given the opportunity to communicate in pairs or groups at 

different stages of the projects. In the first phase, after the students complete the 

multi-tiered activities, the teacher conducts a whole class feedback session 

enabling all the participants of the project to share how they have carried out 

the tasks. As a consequence, students that have chosen a specific tier are able to 

visualize how the other level activities can be completed.   

Phase two requires mixed-ability group work with the availability of language 

and visual scaffolding as support so as to promote improved dialogue between 

group members. Student are able to concentrate on their presentation skills in 

the final phase and the teacher can prepare the students beforehand on how to 

involve an element of participation on behalf of the audience. Maybe the group 

can simply ask questions to the other groups to engage the listeners or they may 

choose to include a digital quiz or even ask them to spontaneously perform in 

their presentation. Constant dialogue is assured throughout in terms of teacher 

to student and student to student communication. 

 

Principle 3: Explicitness 

In the same vein as principle two the concept of explicitness is visible to the 

students within all three consecutive phases. In phase one students are 

presented with the activities with three different cognitive levels. The multi-

tiered objectives provide different pathways for students to follow in terms of 

cognitive ability. They are designed with reference to students’ interests, 

preparation, and learning style. In order to ensure students achieve cognitive 

progression from lower-order thinking skills to higher-order thinking skills an 

activity featuring common content is proposed to all ability levels whilst 

differentiating the objectives according to the six major categories of Bloom’s 

taxonomy (knowledge-remember, comprehension-understand, application-

apply, analysis-analyze, evaluation-evaluate, creation-create). Students choose 
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the level with which they feel most comfortable so that the activity is not too 

cognitively demanding for them and does not lead to a situation of anxiety 

which would discourage effective learning. The activities present sufficient 

challenge to engage the learner, but are still accessible in order to guarantee 

accomplishment in acquiring new content and skills. The teacher can encourage 

students to choose a specific level objective based on previous observation. With 

the aim of increasing motivation, students will gradually gain confidence to 

select the higher tiers which include less language and visual scaffolding and 

prove to be more demanding. 

 

Multi-tiered activities: 

EATING MORE SUSTAINABLY 

 

   

 

 

WOMEN IN SPORT 

 

 

 

In order for learners to be aware of their progress, it is essential for them to 

record their achievements in a diary. These so-called diaries can be created by 
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the student or the teacher and can include a variety of performance areas in 

which progress can be measured (mainly for use in phase 2). The process 

involves guiding the learners to make notes of their daily work, write up what 

went well in a lesson, and signpost areas in need of improvement to devise 

further objectives to pursue optimum learning. The date, title and objective of 

each activity should be noted so it is clear to see progression in time. Learners 

can include comments such as ‘www – what went well’ and ‘ebi – even better if’ 

for each activity or each week so as to formulate a new objective to be fulfilled 

in the next learning session. This encourages students to reflect on the learning 

process and understand how they can hone the skills requiring improvements. 

In addition, students realise how learning is relevant to their lives and to their 

future. 

The action of sharing activities between groups, classes, and even different 

schools and receiving feedback from peers can give learners an insight into how 

everyone learns differently. The ability to promote one’s own work, firstly, 

creates a sense of achievement, which, in turn, increases motivation to want to 

present high-quality production worthy of praise. Secondly, the gathering of 

opinions on the completed work calls attention to areas which can be refined. 

Certain ideas may not have occurred to learners of diverse abilities, but by 

sharing opportunities for improvement they become evident. The students can 

present their work to the class and even to other age groups in the school. It 

may be possible to organize a show for a school assembly or also to display their 

products to parents. It would also be beneficial to share outcomes with other 

schools and the educational community in general, nationally and 

internationally, through publications on school webpages, blogs and social 

media. This aspect of visibility concerns phase three of our projects when the 

end products are showcased. 

Self and peer assessment is also carried out in a subsequent session in which 

project development and presentation success is discussed with a view to 

setting objectives for the following projects. 

 

Principle 4: Learner Centeredness 

The Spanish projects foster learner-centeredness in its entirety. The focus is on 

the learner in phase one in that they can choose their preferred level and 

complete the activity which suits them best at that point in time. In phase two a 

myriad of student-centered methodologies (Project-based Learning with mixed 

ability groupings, cooperative techniques and Multiple Intelligence Theory) are 
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employed to ensure that the teaching learning process is not, merely, the 

transmission of facts from the teacher to the student, but students’ own 

construction of knowledge and competences. The teacher acts as a facilitator 

and guides the students through all the activities in a mission to fulfill the 

project objectives. 

In both projects the students are presented with a driving question in 

connection with the subject areas being studied (healthy eating and equality in 

sport). The fact that the project is centered around a current real-life issue or 

problem immediately engages students of all ability levels given that the 

content is germane to the students’ lives, thereby resulting in meaningful 

learning. The projects are collaborative and provide all students with diverse 

ability levels the chance to choose how to fulfill the project objective and create 

an end product with adequate time to revise and reflect upon their work. 

Understanding is facilitated by means of language scaffolding and students’ 

confidence is boosted as a result of the requirement to present the final outcome 

to an audience. There are various phases in which different group dynamics are 

encouraged and the students must present a plan for the ‘eating more 

sustainably’ project and a campaign for the ‘women in sport’ project which have 

been executed as a result of the work in the three phases. This end phase 

reassures them that they are the center of the whole process allowing them to 

demonstrate their talents. Their collaborative work is peer and self-assessed 

upon completion. 

The implementation of cooperative techniques also caters to achieve significant, 

meaningful learning in the classroom by means of activating previous 

knowledge, presenting new content, generating ideas, asking questions, solving 

problems, researching and organizing information, and summarizing what has 

been learnt. 

Mixed-ability groupings allow students to work together whilst promoting both 

positive interdependence and individual accountability. Students work together 

towards a shared goal in which each individual is accountable for their own 

learning and, in turn, contributes to the group as necessary to ensure success. 

Roles are generally fixed and can be attributed by the teacher or decided within 

the group, depending on students’ strengths and weaknesses in terms of either 

knowledge, skills, attitudes, or intelligences. It is advisable for the group 

composition to remain the same throughout the project to foster continuity, 

establish a positive working relationship, and monitor progress. Combinations 

of students must be carefully chosen in order for cooperative work to yield the 

expected results. In mixed-ability groups, a weak learner may feel overwhelmed 
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by a student with more advanced skills or knowledge in a certain area. In 

contrast, the latter may feel held back by weaker members. In this sense, a 

conscientious balance must be considered.  

We can also create mixed-intelligence groupings based on Multiple Intelligence 

Theory. It is also essential to be aware of multiple intelligences to help your 

students reach their potential and fully accommodate each of the individual 

intelligences a student can possess. Multiple intelligence theory has been said to 

solve other educational issues such as students’ lack of motivation, behavioral 

problems, and even more serious matters, like a child being diagnosed with 

ADHD. First of all, it is necessary to individualize teaching by identifying 

students’ strengths and weaknesses and teaching accordingly to maximize their 

capacities.  Both of the Spanish projects pluralize instruction and embrace 

variety by teaching the same concept in different ways to promote 

understanding amongst all students. 

 

Phase two group work: 

 

 

 

 

Principle 5: Multimodality and Multiliteracies 

Both projects incorporate multimodal input in terms of the varying 

methodologies used (Project-Based Learning, Cooperative methodology and 

Multiple Intelligence Theory), the different groupings of the students in the 

three phases (individual, pairs, mixed-ability groupings) and the variety of 

activities, functions and materials included. Regarding activities both receptive 
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(written and oral comprehension) and productive (written and oral production) 

skills are present in all phases incorporating an appropriate selection of 

language and cognitive functions (comparing, reasoning, demonstrating, 

examining and designing to name but a few). The input materials exist in the 

form of texts, articles, hypertexts, images, comics, videos, tables, charts, graphs, 

diagrams, steps, rules, templates, questionnaires, quizzes, puzzles and many 

more. 

 

Texts:                                                                    Articles: 

 

  

 

Hypertexts:                                                               Images: 

  

 

 

 



                                                         ADiBE                   37 
Comics:                                                             Videos: 

 

 
 

 

Tables:                                                                 Charts: 
 

  
 

 

 

Graphs:                                                               Diagramas: 
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Steps:                                                                         Rules:  

  

 

Templates:                                                             Questionnaires: 

 

 

Quizzes:                                                              Puzzles: 
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Phase three of the projects entails output differentiation as a result of the groups 

selecting how they want to present their end product. This will depend on the 

intelligences, skills, interests and preferences of the members of the group, 

however teachers should encourage the students to challenge themselves and 

promote a growth mindset in the classroom so the students reaach their full 

potential. In order to avoid overwhelming the learners and to provide a degree 

of structure they are presented with three choices at the beginning of the projet 

with the aim of promoting preparation and organisation skills. 

 

Ouput differenciation: 

 

These three options are suggested, however within these guidelines the groups 

have the freedom to create an infographic, interactive presentation or video of 

their choice (this could be a role-play, game show, escape room, chat show, 

debate or any other interactive activities). 

 

Principle 6: Scaffolding 

Students with diverse abilities in CLIL greatly benefit from linguistic scaffolding 

in many forms. Perhaps the most common approach regarding language 

support is represented with the use of key words, especially cognates, 

associated with the content of the lesson in question. The most useful 

vocabulary terms can be provided in handouts or highlighted on the board for 

the student to examine before beginning any of the classroom activities. 

Teachers can design activities incorporating key words, such as glossaries, 

matching terms to definitions, classifying lexical items into different word 

classes, demonstrating meaning via examples and questions, and translation as 

a last resort. It is not ideal to translate all of the key words, as this would be 

time-consuming and would take the focus away from the L2. Nevertheless, 

learning of the L2 can be enhanced with the assistance of the L1, especially in a 

translanguaging context. Teachers can also provide additional support for 
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production skills in the form of speaking frames which group sentence starters 

and essential phrases based on the functions required to carry out the activities.  

Visual scaffolding is also important since it aids the learners that are prone to a 

more visual learning style and representations of vocabulary can be seen in 

various ways. Examples include the use of gestures while explaining content 

vocabulary, images on a screen to portray the words being taught, and 

diagrams to delineate processes. Temporary or permanent wall displays also 

provide the students with resources to help them in the learning process. To 

bring the subject to life, it can be effective to work with objects as 

representations of concepts, and realia from the country of the L2 can help to 

portray culture in a more authentic manner.  

In the projects both input, process and output scaffolding (language and visual) 

can be identified throughout, especially in the earlier phases. The students are 

provided with guidelines at the start and are given clear examples of the final 

objectives as model projects. There are step by step instructions as to how to 

proceed and how to work in the mixed-ability groups. Students, this way, feel 

more at ease concerning what is expected of them. As previously mentioned, in 

the first phase, with reference to the multi-tiered activities both language and 

visual scaffolding generally decrease as the cognitive level increases, however 

this depends on the specific task.  

 

Linguistic scaffolding:  
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Visual scaffolding: 
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ADiBE Principles 
in the Climate Science and  

the Classical Period projects 
from Austria 

 

Teachers as designers 

• In order to cater for learners’ different ability levels, activities in the Climate 

Science project have been designed by teachers in a way that allows for inner 

differentiation. 

o Question cards, for example, include questions that merely ask for 

facts but there are also questions that require reflective thinking and 

deductive skills (e.g. 1.4 Steps 2-6). 

o With regards to receptive as well as productive tasks, it has been 

made sure to include different levels of complexity so that each 

learner can contribute successfully to an activity according to 

individual abilities and skills. These different levels of complexity are 

either embedded in different parts of one task (e.g. two different 

articles in 2.1 Step 2, GROUP 4) or in different tasks between groups 

(e.g. 2.1 Step 2, GROUP 1 being less complex than GROUPS 2-4). 

• In the Climate Science project, numerous phases of group work have been 

included (e.g. 1.4 Steps 4-5, 2.2, 2.3 Steps 1-4, 3.3 Step 2, 3.4 Step 2, 4.3 Step 2), 

which does not only support collaborative working among students, but it 

also enables the teacher to adapt the activities to social and physical factors 

in the respective classroom. Groups can be arranged in a way so that 

students will not have to move or rearrange tables if space is limited in a 

classroom, for example. 

• Especially during phases of group work, the teacher acts as a mentor and 

facilitator, supporting individual learning wherever necessary (e.g. The 

Climate Science project 1.4 Steps 4-5, 2.2, 2.3 Steps 1-4, 3.3 Step 2, 3.4 Step 2, 

4.3 Step 2). This is also vital in group working phases in the Classical Period 

project, especially in Modules 6 and 7. 

• Through the integration of factual knowledge (e.g. 1.1, 1.2, 1.3, 3.1) and 

concepts which focus on underlying ideas and constructs (e.g. 3.1 Step 3, 3.2, 

3.3), together with the use of different working methods and strategies such 



44          GUIDELINES MANUAL 

as presenting something in a spoken presentation while using appropriate 

materials to illustrate one’s findings (e.g. 2.3), using the Internet to do 

research on a given topic (e.g. 2.2, 4.3), summarizing findings in a short 

written text (e.g. 3.4 Step 2) or using new media tools such as ‘Padlet’ to 

collect and structure ideas in a group process (4.1 Step 2), the Climate Science 

project is embedded in a pluriliteracies approach to teaching and learning. 

Dialogic classroom 

• In the Climate Science project, numerous pair- and group work activities 

support collaborative learning (e.g. 1.3 Step 1, 1.4 Steps 4-5, 2.2, 2.3 Steps 1-

4, 3.3 Step 2, 3.4 Step 2, 4.3 Step 2). The same is true for the Classical Period 

project: 6.2 Step 2, 7.1 Step 3. 

• In the Climate Science project, knowledge is co-constructed in a dialogic and 

collaborative way, either in groups (e.g. 1.4 Steps 4-5, 2.2, 2.3 Steps 1-4, 3.3 

Step 2, 3.4 Step 2, 4.3 Step 2) or whole-class discussions (e.g. 1.1 Step 2, 1.2 

Step 4, 1.3 Step 3, 1.4 Step 6, 3.1 Steps 2-3, 4.1 Step 3, 4.2 Step 2, 4.4 Step 3). 

• In the Climate Science project, students are also provided with language 

support so that learners are able to express their findings or opinions in 

various tasks. This is realized, for example, via explanations of topic-related 

vocabulary (e.g. task 1.3) or phrases that can be used for spoken or written 

outcomes (e.g. worksheet in 3.2). Language support is also provided in the 

Classical Period project: e.g. 2.1 Step 2, 2.2 Step 2, 2.2 Step 4, 4.2 Step 2. 

Explicitness 

• At the beginning of each module of the Climate Science project, students are 

shown the learning aims in order to make the purpose of activities explicit 

to the learners (PowerPoint Presentation) 

• In the Climate Science project, the verbalization of thinking processes can be 

actively encouraged and supported by the teacher during phases in which 

he/she acts as a mentor and facilitator, supporting individual learning 

wherever necessary (e.g. 1.4 Steps 4-5, 2.2, 2.3 Steps 1-4, 3.3 Step 2, 3.4 Step 2, 

4.3 Step 2). 

• In the Climate Science project, especially for group work activities, students 

are provided with suggestions and examples of the outcomes that are 

expected (e.g. the timeline in task 2.2 GROUP 2 or the photograph of a 

poster with a slogan in task 2.2 GROUP 3). For exercises in which students’ 
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answers are expected to be quite similar, the teacher can demonstrate how 

the activity works with doing the first one or two tasks together with the 

whole class (e.g. 1.2 Step 2, 1.3 Step 2, 1.4 Steps 3-4, 3.2 Step 2). 

• In the Climate Science project, the use of subject-specific registers is made 

explicit via awareness-raising remarks (e.g. 1.2, 1.3, 2.1-2.3 GROUP 4, 

Module 3). 

Learner centredness 

• The Climate Science project includes various tasks with productive elements 

which require learners to show understanding and assimilation of presented 

contents (e.g. 1.4 Steps 3-6, 2.2, 2.3, 3.1 Steps 2-3, 3.3, 3.4, 4.1 Step 2, 4.3, 4.4 

Steps 2-3). 

• In the Climate Science project, in many of the productive tasks, students are 

also asked to work creatively, handing over to them the autonomy but also 

the responsibility to come up with an individual and unique but also 

successful working outcome, making them the protagonists of their own 

learning processes (e.g. 2.2, 2.3, 4.3). 

• In the Climate Science project, in numerous pair- and group work activities, 

learners are asked to work collaboratively so that each students’ strengths 

and skills can be made available to the group for an optimal working 

outcome (e.g. 1.3 Step 1, 1.4 Steps 4-5, 2.2, 2.3 Steps 1-4, 3.3 Step 2, 3.4 Step 2, 

4.3 Step 2). 

• The Classical Period project features various pair- and group work activities 

(e.g. 1.1 Step 3, 2.1 Step 2, Module 6, Module 7). 

Multimodality 

• In the Climate Science project, modules are designed in a way that they 

include both receptive and productive task types, usually starting out from 

receptive tasks which equip learners with the necessary knowledge and 

language which can then be applied in the course of productive tasks 

requiring students to work creatively and to combine different skills (e.g. 

Module 3). 

• The tasks in the Climate Science project also cater for different preferences 

and abilities via adopting a wide range of different modalities, including 

videos (e.g. 1.4 Step 1, 3.1 Step 1), articles (e.g. 2.1 Step 2 GROUP 4), online 

texts such as Instagram posts (e.g. 3.1 Step 3, 4.2, 4.3), diary entries (e.g. 2.1 
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Step 2 GROUP 2), timelines as a type of illustration (e.g. 2.1 Step 2 GROUP 4) 

or graphs (e.g. 3.1 Step 3, 3.2, 3.3, 3.4, 4.2, 4.3). 

• Literacy development plays an important role in the Climate Science project, 

as it is, among other objectives, especially aimed at equipping learners with 

digital media literacy. Through dealing with different online texts such as 

Instagram posts or websites (e.g. 2.1, 2.2, 4.2, 4.3), students are enabled to 

work with them in a competent and responsible way, also making them 

aware of the importance to judge the trustworthiness and reliability of online 

sources. 

• Multimodal resources used in the Classical Period include images (e.g. 2.1 

Step 2), realia (e.g. 2.2 Step 3), music (e.g. 3.2), maps (e.g. Module 6) and arts 

and crafts materials (e.g. 7.1 Step 2). 

Scaffolding 

• In the Climate Science project, scaffolding is realised in multiple ways, mostly 

focusing on providing students with appropriate vocabulary and language 

structures to talk or write about mathematical, economic or chemical 

concepts as well as their ideas and findings (e.g. pre-listening activities 1.2 

and 1.3, warm-up activity for describing graphs 3.2). 

• In the Climate Science project, cooperative learning is ensured through the 

inclusion of various interaction types, such as pair work, group work as 

well as whole-class discussions (e.g. 1.3 Step 1, 1.4 Steps 4-5, 2.2, 2.3 Steps 1-

4, 3.3 Step 2, 3.4 Step 2, 4.3 Step 2, 1.1 Step 2, 1.2 Step 4, 1.3 Step 3, 1.4 Step 6, 

3.1 Steps 2-3, 4.1 Step 3, 4.2 Step 2, 4.4 Step 3), which support learners in 

finding solutions and producing successful outcomes through discussion 

and negotiation with their peers. 

• In the Climate Science project, multi-level activities allow for inner 

differentiation, with less complex tasks for weaker learners and more 

challenging ones for skilled students (e.g. 1.4 Step 2, 2.3, 3.4 Step 2, 4.3 Step 

2). 

In the Climate Science project, more complex tasks, were split into smaller steps, 

for example in the form of “to-do lists” (2.2 GROUP 4) or through step-by-step 

instructions which guide the learner through the activity like it has been done 

for the graph description (e.g. 3.3 Step 2). Here, students are not only informed 

about the different parts that their graph description should include, but they 

are also provided with respective vocabulary and language structures to realise 

the task. 
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ADiBE MATERIAL GUIDELINES 
(FINLAND) 

 
 

The Finnish Open Education Resources (OERs) consist of two projects, the 

French medium project focusing on the topic of the welfare state and its public 

services (Les Services publiques) and the English medium project on urban 

planning (The Urban planning). 

 

 

 

 

 

1. Organisation and objectives of the projects 

This section describes how the two projects are organised and what their 

objectives are. The projects were originally designed for the Finnish context but 

they provide opportunities for adaptation into other contexts. 

 

Project 1: Les Services publiques 

• This transdisciplinary CLIL-project for 9th grade students (15 to 16- year-

olds) combines three school subjects, Social studies, Maths and French 

(the CLIL target language). The three subjects are sequenced so that 

Social studies begins the project, followed by Maths and French. Each 

subject requires approximately three to five hours of work. In Social 

studies the basic concepts, principles and mechanisms of welfare society 

are covered, including critical discussion of its meaning and future 

prospects. Building on this knowledge-base, Maths focuses on data 

retrieval and interpreting with tasks that require access to data on social 

services in each context. French lessons focus on describing and 

comparing the systems of education in Finland and France. Throughout 

the subjects, the students are directed to compare public services and 

welfare programs in the two contexts, with particular attention paid to 

comparing the use of concepts in the two languages involved. In unison, 

 

URBAN PLANNING 
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the thematic unit equips the learners with an understanding of various 

aspects of the welfare society. 

 

Project 2: The Urban planning 

• This English-medium CLIL project for 9th grade students (15 to 16- year-

olds) brings together four subjects, Art, Geography, Physics and English 

(the CLIL-language), and is based on cooperative learning. The project is 

realised as a set of introductory lessons and a day-long workshop in 

which students form city planning teams, with each student assigned a 

specific role (CEO, Environment and nature protection manager, City 

planner/architect, and Energy and transport specialist). The learners’ task 

is to plan a produce a model of a future city. The outcomes are presented 

in the class and evaluated through peer assessment. The project seeks to 

both develop students’ confidence in speaking and presenting in the 

CLIL language and to engage students in multidisciplinary learning in 

order to enhance learning experiences and to create better opportunities 

for deep learning. 

 

2. The ADiBE principles: Supporting learning in diverse CLIL classrooms 

 

This section exemplifies the ways in which the six ADiBE principles for 

supporting learners in diverse CLIL classrooms are taken into account in the 

projects  

 

Principle 1: Teachers as designers 

This principle of ‘Teachers as designers of learning’ refers to a holistic approach to the 

creative and inclusive planning, organisation and evaluation of teaching and learning in 

CLIL classrooms. It is, thus, about much more than task design and sequencing in 

individual lessons. ‘Teachers as designers’ principle, therefore, calls to systematically 

plan for flexible trajectory of learning for all learners. 

 

This is how the principle of ’Teachers as designers’ is taken into account in the 

projects: 

• Both projects are based on the Finnish context but the descriptions of the 

tasks are transparent in order to provide opportunities for teachers in 

other countries to adapt the designed features into their specific contexts 

(Les Services publiques project, Fig. 1).  
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Fig 1. Example of a task description that can be adapted into other contexts  

(Project: Les Service publiques). 

 

• The projects involve differentiating tasks into different difficulty levels, 

following Bloom’s framework, rather than grouping students according 

to their abilities, which offers flexibility for teachers to design the use of 

tasks according to circumstances. 

• The tasks allow for a variety of learning arrangements: individual work, 

cooperative pair work and group work. 

• During the projects, the teacher acts as a mentor and facilitator, 

supporting individual learning where necessary. 

• The projects include teachers preplanning and designing the transversal 

competencies to be developed through the project (Urban planning project, Fig. 

2). 

 

Fig 2. Transversal competencies focused on in the project (Project: Urban planning). 

Principle 2: Dialogic classroom 

This principle of ‘Dialogic classroom’ has to do with taking care that CLIL classrooms 

provide safe spaces in which all voices can be heard. CLIL classrooms should encourage 
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dialogue, interaction and collaborative learning, giving all learners an opportunity to 

share their own thoughts and perceptions on all topics. Dialogic classrooms involve 

teachers adapting their instructional activities so that all learners are supported, thereby 

enhancing each student’s individual capacity. 

 

This is how the principle of ‘Dialogic classroom’ is addressed in the projects: 

• Offering a variety of language and visual scaffolding to support dialogue 

and peer support in mixed-ability groups. 

• Facilitating learners’ joint reflection and discussion on key concepts and 

allowing learners chances to contribute to this according to their skills. 

• Designing tasks that can only be accomplished in groups and in 

collaboration with peers to support collaborative learning (Urban 

planning project). 

• Designing tasks where different types of knowledge and skills can be 

brought together for example in the form of shared video or poster 

presentation (Les services publiques project). 

 

Principle 3: Explicitness 

This principle of ‘Explicitness’ draws attention to the importance of making specialist or 

academic knowledge accessible in CLIL classroom. This can be done, for example, by 

using everyday language to make the more abstract knowledge accessible to learners. In 

addition, learners should be taught how to actively navigate the formal discourse of 

school knowledge. Such visible pedagogy is helpful in making cognitive steps explicit 

and modelling the formal language that is expected in demonstrating knowledge. 

 

This is how the principle of ‘Explicitness’ is addressed in the projects: 

• Learners are introduced to subject-specific core terminology for example 

during preliminary lessons or by making available thematic vocabulary 

lists and dictionaries. 

• Paying particular attention to comparing the use of key concepts in the 

CLIL language context and the local context (Les Services publiques 

project) 

• Supporting collaborative, student-driven, work to map key concepts and 

their definitions (Urban planning project). 

 

Principle 4: Learner Centeredness 

This principle of ‘Learner Centeredness’ calls for favouring activities where learners take 

centre stage and become the protagonists of the teaching-learning process. Learner-
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centred methods/approaches such as cooperative learning, task‐based language teaching 

or project‐oriented work should be implemented in CLIL classrooms in order to cater for 

diverse learners and to promote inclusion. 

 

This is how the principle of ‘Learner Centeredness’ is addressed in the projects: 

• Favouring pair and group activities. 

• Including choices by students in the design of the tasks and activities (e.g. 

having them choose their preferred professional role in the urban 

planning workshop and their role in preparing and presenting the final 

PPT presentation, and individually choosing the level of tasks (basic, 

intermediate, advanced) that require different types of skills in the Les 

Services publiques project). 

• Developing tasks that encourage students to reflect on matters learnt 

from their own perspectives (Urban planning project, Fig. 3). 

 

 

Fig 3. Encouraging student engagement in reflection (Project: Urban planning). 

 

Principle 5: Multimodality and Multiliteracies 

This principle of ‘Multimodality and Multiliteracies’ has to do with using a variety of 

modalities (texts, tables, images, graphs, etc.) in CLIL teaching which call for a variety 

of interactions (individual, pair work, etc.) for different purposes (negotiate meaning, 

email your friend, etc.). Within a multimodal and multiliteracies framework, tasks are 

optimised to both cultivate a multitude of literacies and to help learners build versatile 

academic competences and flexible communicative skills.  

This is how the principle of ‘Multimodality and Multiliteracies’ is addressed in 

the projects: 

• Designing tasks and activities which include a variety of modes of 

meaning-making: auditive, visual, textual. 
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• Designing tasks and activities that necessitate interpreting and producing 

tables, diagrams and graphs by using different programs (Excel, Power 

Point) (Les Services publiques project). 

• Engaging learners in tasks that are based on making use of artefacts and 

that involve hands-on activities (Urban planning project, Fig. 4). 

 

 
Fig 4. Hands-on activities to support multimodality in learning  

(Project: Urban planning). 

 

Principle 6: Scaffolding 

This principle of ‘Scaffolding’ refers to instructional techniques by CLIL teachers to 

provide needs based and temporary support to help learners’ progression towards 

stronger understanding and greater learning independence. Like physical scaffolding, 

the supportive strategies are incrementally removed when they are no longer needed, 

and the teacher gradually shifts more responsibility over the learning process to the 

student.  

 

This is how the principle of ‘Scaffolding’ is addressed in the projects: 

• Beginning the project with lessons that scaffold key concepts and 

terminologies. 

• When working in groups, the teacher acts as a facilitator that supports 

learners according to their needs. 

• Letting the learners decide the amount of scaffolding they need from 

teachers to complete the task (Urban planning project).  

• Directing learners’ thinking towards reasoning and deeper reflection 

with guiding questions (Les Services publiques project). 
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ADiBE MATERIALS GUIDE (ITALY) 
 

 

This Chapter of the ADiBE Materials Guide illustrates how the six ADiBE 

Principles were used by the Italian ADiBE Team to develop tasks and learning 

progressions for the two Italian ADiBE Projects on Organizing School Learning 

Spaces and Urbanization, Health and Epidemics.   

 

 

 

 

Of particular interest is the fact that compared to the other ADiBE Partners 

contributing to this Guideline, the Italian ADiBE Team works in Calabria, 

which, like most of Italy and also various other learning-contexts around the 

world, is highly monolingual.  At upper secondary, when disciplinary concepts 

are complex, as also the associated disciplinary discourse students must master, 

some interesting questions arise for bilingual instruction in monolingual 

contexts.  For example, Content-teachers are often less fluent in the CLIL-

language than their internet-savvy learners.  As such, how can Content-experts 

provide instruction on complex concepts if they do not have the linguistic 

resources to “explain these in the CLIL-language”?  Or, put another way, when 

everyone shares an L1, how can the CLIL-language be sustained during CLIL-

lessons?  And can this L1 be used systematically so to support not only the 

learning of Content but also also of the CLIL-Language? Etc.  

 

We have organized the information into four parts: 

● Section 1.  CLIL in monolingual contexts: a note on the Italian ADiBE 

Projects 

● Section 2. The ADiBE Principles: designing input for monolingual 

contexts 

, 
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● Appendix 1. Defining the learning objectives of each Italian ADiBE 

Project 

● Appendix 2. Delineating the learning progressions of each Italian ADiBE 

Project 

 

Section 1 briefly addresses some issues related to “doing CLIL” at upper 

secondary STEM in monolingual contexts while Section 2 illustrates how the 

ADiBE Principles were applied to designing CLIL materials suited for our 

monolingual CLIL context. Appendices 1 and 2 present the learning objectives of 

each Project and maps out their phases, or learning progressions.  

We hope that these notes provide some practical suggestions for CLIL 

colleagues around the world: no matter how plurilingual your classrooms are, 

classrooms of students are multitalented and ready to learn! 

Buon divertimento! 

 

Section 1.  CLIL in monolingual contexts: a note on the Italian ADiBE Projects 

While there are numerous local “dialects or vernaculars” along the Italian 

peninsula, and although German, Slovene and French are legally recognized in 

the Regions of Italy bordering on Austria, Slovenia and France, respectively, 

Italian is “la lingua ufficiale della Repubblica”  (Legge 4821/1999, Art. 1 Comma 1, 

"The official language of the Republic is Italian."). Italian is therefore the 

language of schooling.  However, and probably more importantly from the 

point of view of language learning, the dubbing industry in Italy is strong and 

Italian is the language of traditional media such as TV and movies: James Bond, 

Spiderman, Elsa Frozen, Donald Duck, all “speak Italian”.  It is therefore not 

surprising that survey results have shown that Italy is one of the least 

multilingual countries in Europe2. To this, we should add that, in Italy, until 

very recently, Content-teachers at secondary were university graduates of the 

Content, with little prior training in pedagogy and fluency in a foreign language 

was not required.   

 

 

1  "Legge 482". Webcitation.org. Archived from the original on 24 September 2015. Retrieved 17 

October 2015. 

2 Eurostat (2020) https://ec.europa.eu/eurostat/cache/digpub/regions/ 

https://web.archive.org/web/20150924042628/http:/www.camera.it/parlam/leggi/99482l.htm
http://www.camera.it/parlam/leggi/99482l.htm
https://ec.europa.eu/eurostat/cache/digpub/regions/
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Given that today’s internet-savvy students have easy access to media and 

information in original languages, an increasingly larger population of Italian 

youth are increasingly more multilingual.  If nothing else, in such monolingual 

contexts, CLIL-students are probably more comfortable with foreign languages 

than their CLIL Content-teachers.  This raises some questions typical of CLIL-

implementation within highly monolingual contexts and especially when it 

comes to upper secondary STEM3-content where disciplinary concepts must be 

learnt precisely and accurately.  While FL-instruction often aims for the creative 

use of that foreign language, secondary STEM-content instruction must ensure 

that specific disciplinary concepts are understood precisely and correctly, not 

“creatively”.   

This thus brings us to some considerations about how the ADiBE Principles 

might be interpreted to ensure that, even in a monolingual context and even 

when it comes to complex STEM-concepts, CLIL can indeed cater to ALL 

learners.  For example: 

● If CLIL teachers in such monolingual contexts are themselves not fluent 

in the CLIL-language of instruction, how can teachers meet the ADiBE 

Principle of “dialogic learning”?  

● If almost all students in such monolingual contexts share a common 

language, how can the ADiBE Principle of “learner centeredness” be 

implemented for sustained student-student interactions in a foreign 

language (i.e. the CLIL-language of instruction)?  

● Within such monolingual contexts, how can “explicitness” be attained if 

the Content-teacher cannot “model the language students need”? Can 

students master age-appropriate and content-relevant disciplinary 

discourses?  

● If teachers and learners in such monolingual contexts share a common 

L1, might we use that L1 as “scaffolding”?  And what types of 

scaffolding strategies most effectively sustain FL-use and FL-learning? 

● Finally, the ADiBE Principle of “multimodality” is crucial when it comes 

to catering to diversity in monolingual CLIL contexts as this Principle 

reminds teachers about the need to not only provide students instruction 

(i.e. input) through an array of modalities, but also allow students to 

show their learning (i.e. output) through modalities each student feels 

most confident managing.  

 
3 STEM: Science, Technology, Engineering and Maths 



58          GUIDELINES MANUAL 

Of course, these five ADiBE Principles are based on the most fundamental 

ADiBE Principle that teachers are, without a doubt, “designers of instruction”.  

In this Chapter, we hope to help teachers fulfil their roles as designers of 

instruction, even if they work in monolingual contexts where it is more natural 

to resort to L1 rather than the CLIL-language of instruction, and even if their 

own fluency in the CLIL-language of instruction may be weaker than that of 

their students.  We hope you will see how, by using clearly structured student-

centred tasks, teachers can easily create a learning progression which, task-by-

task, enables all students to comprehend disciplinary concepts and also master 

age-appropriate disciplinary discourses.  

 

Section 2. Applying ADiBE Principles: designing learning within 

monolingual contexts 

Below, you will find the five ADiBE Principles of Dialogic Classroom, 

Explicitness, Learner-Centeredness, Multimodality and Scaffolding presented 

briefly alongside with indications of where each Principle appears in the two 

Italian ADiBE Projects.   

You will note that, different from some of the other Chapters in this Materials 

Guides by other ADiBE Partners, these Principles are most relevant for our 

monolingual context when approached through a different sequence: learner-

centeredness, multimodality and scaffolding followed by explicitness and dialogic 

classrooms.  After you have pored through this Section, we trust that it will 

become clear why such organization makes sense from the perspective of CLIL-

instruction in more monolingual contexts.   

Likewise, although the Principle that “Teacher as Designer” applies to all 

educational contexts, is particularly relevant when implementing bilingual 

instruction in monolingual contexts when the Content-teacher’s own language 

skills may not allow for extensive “explaining, lecturing” or even “modelling”.   

As such, this ADiBE Principle of “Teachers as Designers” prevails throughout 

both Projects since the choice of task-types, how these are sequence clearly 

depend on teachers’ ability to design instruction.  Below, we discuss the five 

other ADiBE Principles and have added “note(s) for consideration” in cases where 

the particular Principle provides additional “food for thought” for teachers in 

monolingual educational contexts similar to ours.  Finally, to help teachers see 

these five ADiBE Principles “in action”, we also indicate where each Principle 

“appears” in the two projects.   
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ADiBE Principle 1: Learner-centeredness 

This might be considered the cornerstone of not only CLIL-instruction and all 

the ADiBE Principles, but of good education in general.  In fact, “learner-

centred” instruction automatically calls upon us to seek out and and align all the 

other ADiBE Principles of scaffolding, dialogic learning, multimodality and  

explicitness into learning processes in which students are actively and 

interactively engaged, completing instructional tasks, negotiating meaning and 

co-constructing knowledge. Considering today’s globalized workplace, CLIL 

tasks and projects might be designed to prompt for the collaborative production 

of “single products” (i.e. output) which not only demonstrate “collective 

understandings”, but also highlight capabilities that each individual brings to 

the collective.  

 

Note(s) for Consideration: 

● In Italy, after primary-level instruction, teacher-fronted lecturing 

predominates most content-classrooms, becoming increasingly more 

“lecture-based” as students get older.  It is therefore difficult for Italian 

content-teachers to “pull back from being donors of knowledge to become 

facilitators and mediators of learning” (see ADiBE Principles) in favour of 

learner-centred instruction where learning comes through doing.  We would 

therefore like to invite CLIL teachers, especially content-teachers to consider 

this: when our lessons are based on student-centred learning tasks which 

which we have designed a priori and which prompt students to “work 

together” and thus “learn together”, instead of simply “listening to us 

explaining”, we are not doing nothing.  Although we may not be explaining 

during the lesson, we are teaching: we are teaching through the materials we 

had carefully screened, chosen and adapted for our students.  In fact, we 

might be teaching even better if, by circulating among the groups of 

students, we interact with them and answer questions from students who 

might be too shy to interrupt continuous lecturing to ask questions in front 

of the whole class. CLIL helps us realize that lecturing is not the only way to 

help students understand: designing input, mediating interactions and 

monitoring discussions, are also effective ways to help students learn. What 

matters, therefore, is not how well the Content teacher speaks the CLIL-

language of instruction, but how well he or she can identify and respond to 

individual students’ learning.  
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Where does “learner centeredness” appear? 

● Everywhere!  Given the fact that Content-teachers in our monolingual 

context may not be fluent enough in the CLIL language to “lecture” and 

“explain”, the ADiBE Principle of “learner-centeredness” prevails 

throughout both of the Italian ADiBE Projects.  In fact, both projects are 

comprised of sequential series of tasks that students must complete, 

individually, but more often in groups.  This allows even teachers whose 

CLIL-language competence is weak, to “do CLIL”.   That said, while 

teachers are not required to “actively lecture”, both projects require teachers 

to be actively and constantly monitoring, guiding and mediating learning 

while they actively circulate and respond to individual students’ queries.  

 

ADiBE Principle 2: Multimodality 

Recognizing that “learner-centeredness” is a crucial core principle in our 

teaching brings us to reconsider the usual “one-size-fits-all” ways of helping 

students understand information: if we recognize that each learner is at the 

centre of his or her own learning, then we realize that each learner learns best in 

his or her own particular way: maybe John prefers reading a text while Jane 

prefers dissecting and labelling an illustration to understand the same 

information while Joseph learns best through animation, but without the sound.  

Information can be presented through different modalities and different 

learners understand different modalities more or less easily.  Just as input can be 

multimodal, so too output: John might prefer to write a report to show what he 

has learnt while Jane would love to use drawings and illustrations to show her 

knowledge and, although Joseph is challenged by long texts, he has no 

problems creating a very long and detailed video to show what he has learnt, 

with or without sound.   

Multimodality thus goes hand-in-hand with learner-centred instruction, with 

both ADiBE Principles being fundamental for inclusive CLIL instruction.  In 

fact, with both ADiBE Principles in place, it then becomes possible to allow 

students to actually choose the modality through which they would like to 

“receive” instructional information and then also choose how they wish to 

“show” their learning – Produce a video? Write a report? Make a drawing with 

labels? Take photos and write a good legend? Write a poem about it? Sing a 

song about it? Etc. etc.  

Recognizing that students can use different modalities to attain the same level of 

content comprehension and language mastery, we accommodate an important 
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notion of inclusive instruction: differentiated input and output.  While “multi-

level differentiated input/output” is not explicitly listed as an ADiBE Principle, 

it is coherent with the Principles of learner-centeredness and multimodality. 

Where does “multimodality” and “multilevel differentiated input/output” appear? 

Examples of the ADiBE Principle of Multimodality appear in the following 

tasks/modules: 

● In the Project “Organizing School Learning Spaces”: Task 1.1., 1.2.; 

Module 2; Task 3.1.-3.5, 3.7-3.8;  Task 4.1.-4.4;  Module 5; Module 6.   

● In the Project “Urbanization, Health & Epidemics”: Task 1.1-1.3; Module 

2; Module 3; Module 4; Module 5; Module 6.  

 

ADiBE Principle 3: Scaffolding (& Translanguaging) 

Once we have established that CLIL-instruction benefits from learner-

centeredness and once we realize that multimodality and 

multilevel/differentiated input and output is a concrete way to instil learner-

centeredness, we are on our way to scaffolding which “refers to instructional 

techniques used to move students progressively toward stronger understanding 

and greater learning independence […] higher levels of comprehension and skill 

acquisition that they would not be able to achieve without assistance. Like 

physical scaffolding, the supportive strategies are incrementally removed when 

they are no longer needed, and the teacher gradually shifts more responsibility 

over the learning process to the student.” (see ADiBE Principles & Values).  In 

realities where the Content-teachers are not fluent in the CLIL-language of 

instruction, scaffolding can be designed into the tasks and instructional materials 

which students then use during the lesson. Indeed, in such contexts, teachers 

become true “designers of instruction”. 

 

Note(s) for Consideration: 

In monolingual contexts where teachers and students share an L1, we might 

consider how to harness L1 systematically, using it to provide scaffolding which 

not only facilitates Content-comprehension, but also the mastery of disciplinary 

discourse - Language.  In fact, when disciplinary concepts become increasingly 

complex, these notions are embedded in complex disciplinary discourse.  Such 

academic disciplinary discourse is that found in textbooks, referred to as a 

“Cognitive Academic Language Proficiency (CALP)”, which contrasts with 
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everyday social language referred to as “Basic Interpersonal Communication 

Skills (BICS)4”.  In fact, for learners who are not yet familiar with the Content or 

the Language of a particular discipline, even in L1, CALP seems like a foreign 

language: that is why, starting at secondary, the language of schooling, even in 

L1, must be taught and thus learnt explicitly5.  Figure 16 illustrates how, even in 

L1, CALP and BICS represent two different “languages”, meaning that, in 

monolingual CLIL-classrooms, there are four linguistic codes available for 

learning: the social language in L1 (L1-BICS), the social language in the foreign 

language (FL-BICS), usually that of General FL-courses, plus the complex 

disciplinary discourses (CALP) found in both the L1-textbook (L1-CALP) and 

the FL-textbook (FL-CALP).  

 

By recognizing the existence of these language codes within monolingual CLIL 

classrooms, we can adopt various instructional strategies proposed by the 

“translanguaging” scholarship which encourages the systematic and explicit use 

of students’ L1 to support content-learning through a foreign language7. 

 

Where does “scaffolding” and “translanguaging” appear? 

 
4 CALP/BICS: See Cummins, J. (1984). Bilingualism and Special Education: Issues in Assessment and 

Pedagogy. Clevedon: Multilingual Matters. 

5 See: Shanahan, T., & Shanahan, C. (2008).Teaching disciplinary literacy to adolescents: 

rethinking content-area literacy. Harvard Educational Review, 78 (1), 40-59.  

6 See Ting, Y.L.T. (forthcoming) Tertiary-level STEM and EMI: where EFL and Content Meet to 

Potentiate Each Other, English Language Teching Journal. 

7 Readers interested in “translanguaging” should see:  https://www.cuny-

nysieb.org/translanguaging-resources/ 
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Examples of the ADiBE Principle of Scaffolding (and Translanguaging) appear in 

the following tasks/modules: 

● In the Project “Organizing School Learning Spaces”:  

- Scaffolding: All tasks in all Modules 1-6. 

- Translanguaging via L1: see Tasks 3.4-3.6.  

 

● In the Project “Urbanization, Health & Epidemics”:  

- Scaffolding; All tasks in all Modules 1-6. 

- Translanguaging via L1: see Module 6. 

 

ADiBE Principle 4: Explicitness 

In our monolingual context, the ADiBE Principle of “Explicitness” logically 

follows from the previous Principle of “Scaffolding & Translanguaging”. 

Indeed, in situations where Content-teachers may not be able to model the 

CLIL-language themselves, it becomes particularly important that instructional 

materials provide students tasks which not only show model-language, but also 

explicitly draw students’ attention to the fact that the same information can be 

presented through different registers, resulting in, however, different qualities 

of communication.   Of particular importance is for tasks to be sequenced in a 

way to first help students comprehend the Disciplinary Concepts before then 

helping students master the Language, i.e. the Discipline-condoned Discourse 

they will need to show they have properly and accurately understood content.  

Again, this is especially important in STEM-instruction where concepts, and 

thus language, must be used precisely and correctly, not “creatively”.  

Therefore, adapting Figure 1, we might represent the sequencing as follows (see 

Figure 2): 

In Phase 1, tasks are designed to help students comprehend the Content, using 

language which is more familiar, i.e. “BICS” in both the CLIL-FL as well as L1.  

Once students have completed these tasks and thus understood the disciplinary 

concepts, i.e. Content, in Phase 2, the tasks are designed to help students master 

the disciplinary discourse they will need to accurately and precisely language 

about disciplinary concepts, i.e. CALP.  As illustrated by the dotted arrows in 

Phase 2, since students in monolingual contexts share an L1, these “discourse-

focused” tasks could move through and across all four language codes: FL-

CALP, L1-CALP, FL-BICS and L1-BICS.  Note too how, in Phase 2, now-familiar 

Content learnt in Phase 1 becomes an anchor for learning both FL-CALP and L1-
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CALP: familiar Content becomes a “scaffold” into academic language, i.e. 

CALP, which, even in L1, is an “unfamiliar language”. 

 

 

 

 

 

 

Phase 1 

 

Phase 2 

 

Where does “explicitness” appear? 

Examples of the ADiBE Principle of “explicitness” appear in the following 

tasks/modules: 

● In the Project “Organizing School Learning Spaces”: Task 1.4, 1.8-1.9; 

Module 2; Module 3; Module 4; Module 5.  

 

● In the Project “Urbanization, Health & Epidemics”: Module 1 (Tasks 1.1-

1.3); Module 2.2;   

 

ADiBE Principle 5: Dialogic classroom 

“Since CLIL students are learning complex concepts through a foreign 

language, CLIL classrooms must be sure to provide safe spaces in which all 

voices can be heard, regardless of each student’s level of foreign language 

competence. CLIL classrooms must encourage dialogue, interaction and 

collaborative learning, giving all learners an opportunity to share their own 

thoughts and perceptions on all topics. Dialogic classrooms call for mutual 

respect, with teachers adapting their instructional activities so that all learners 

are supported, thereby enhancing each student’s individual capacity” (see The 

ADiBE Principles & Values). 

At this point, it should be clear that, within highly monolingual contexts in 

which Content-teachers may not be fluent enough in the CLIL-language to 



                                                         ADiBE                   65 
“lecture”, this ADiBE Principle regarding “Dialogic Classrooms” sits perfectly 

with the fact that teacher-talk is transformed into student-tasks, designed to 

encourage student-talk.  Indeed, in contexts where the Content-teachers cannot 

conduct “learning dialogues in real time”, they must provide their students 

well-designed instructional materials which enable all students to learn the 

same content, i.e. provide tasks which are multimodal and thus multilevel and 

differentiated, well-scaffolded and maybe even using translanguaging strategies 

and explicitly sequenced to first ensure Content comprehension before explicitly 

moving towards Language mastery.  

Where does “dialogic learning” appear? 

Examples of the ADiBE Principle of “dialogic learning” appear in the following 

tasks/modules: 

● In the Project “Organizing School Learning Spaces”: All tasks in all 

Modules 1-6 

● In the Project “Urbanization, Health & Epidemics”: All tasks in all 

Modules 1-6 
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Appendix 1. Defining the learning objectives of each ADiBE Project 

developed by the Italian ADiBE Team 

Each project addresses a series of objectives regarding Disciplinary Concepts as 

well as objectives regarding Language and the acquisition of an array of 

Transdisciplinary Competences.  These are shown below. 

Organizing School Learning Spaces: 

Recuperating new learning spaces within our school 

Learning objectives regarding disciplinary concepts 

Maths  

● Euclidean geometry 

● deconstruction of 

irregular shapes 

● geometrical spaces 

● calculating area of non-

Euclidean shapes 

● ratio scale 

● scaling of an Euclidean 

figure 

Physics  

● measurements and 

precision 

● units of measure 

● mean/average 

● error propagation 

Art  

● primary, secondary 

and 

complementary 

colours 

● colours and 

emotion 

● colours and culture  

 

Learning Objectives regarding Competences, Literacies & Life-skills  

● Organising information (e.g. to write a convincing report to elicit financial 

support) 

● Orientation and spatial-visual literacy (e.g. working with building floor-

plans and scaling) 

● Numeracy (e.g. calculating averages and standard deviations) 

● Self-awareness (e.g. identifying and reinforcing individual abilities and 

interests such as photography, music, video-making, design and drawing, 

poetry, etc.) 

● Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. develop a sales-pitch to elicit investment from 

authorities) 

Learning Objectives regarding Language: discourses, language awareness, 

language learning & use 

● Justifying and supporting personal and/or group opinion 

https://docs.google.com/document/d/1KOOcDuqRXavGpNZfdwLhJZFcfhBiKmBaWxhYqKXlb1I/edit?usp=sharing
https://docs.google.com/document/d/1KOOcDuqRXavGpNZfdwLhJZFcfhBiKmBaWxhYqKXlb1I/edit?usp=sharing
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● Making official requests 

● Discerning between registers (BICS and CALP) 

● Creating register-appropriate texts  

● Using content-specific language (e.g. regarding the organisation of 

learning space)  

 

Urbanization, Health and Epidemics: 

Population Density and Migration, Air Pollution, Epidemics 

Learning objectives regarding disciplinary concepts 

Biology 

● genetic variation & 

natural selection 

● epidemics 

● animals as vectors in 

infectious diseases 

 

Chemistry  

● acid rain formation  

● effects of acid rain on 

cultural heritage  

● air pollution and 

particulates 

Geography 

● population density 

● urbanization & 

population 

distribution 

 

History 

● mobility & travel 

● epidemics in history 

Maths 

● bar charts 

● pie charts 

● density (x/unit 

of measure) 

 

Physical 

Education & 

Health 

● air pollution 

and health 

● leading causes 

of death 

Learning Objectives regarding Competences, Literacies & Life-skills  

● Organising information (e.g. from multimedia sources to produce 

infographics using the CLIL-language and using L1) 

● Virtual map literacy & numeracy (e.g. locating places using maps and 

satellite images; reading scales and calculating relative distances)  

● Graphic literacy & numeracy (e.g. managing data presented through 

graphs) 

● Graphic literacy (e.g. choosing appropriate graphs for the data at hand) 

● Numeracy (e.g. calculating density as X/unit of measure (e.g. population 

density)) 

● Visual literacy (e.g. extracting information from infographics) 

https://sites.google.com/unical.it/adibe-it-urbanization-v2/front-matter
https://sites.google.com/unical.it/adibe-it-urbanization-v2/front-matter
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● Visual and multimedia literacy (e.g. designing and creating multimedia 

infographics) 

● Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. design and develop infographics to share 

information regarding epidemics) 

 

Learning Objectives regarding Language: discourses, language awareness, 

language learning & use 

● Describing and presenting data and graphs 

● Presenting cause and effect relationships 

● Discerning between registers (BICS and CALP) 

● Creating register-appropriate texts  

● Using content-specific language (e.g. regarding urbanisation, population 

migration, disease spread) 
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Appendix 2. Learning progressions of each ADiBE Project developed by the 

Italian ADiBE Team 

 

Project 1. Optimizing Learning Spaces: The School of my Dreams 

● Module 1. Introducing the notion of “learning spaces” 

● Module 2. Establishing Workgroups for creating “Documentations” 

● Module 3. Geometry, Surface Area, Scaling 

● Module 4: Measurement, Means and Errors 

● Module 5. Colours in our Leaning Spaces 

● Module 6. Producing a “Sales Pitch” 

 

Project 2. Urbanization, Health & Epidemics 

Part 1. Urbanization 

Module 1. Urbanization: reasons & consequences 

Module 2. Defining urbanization and calculating population density 

Module 3. Migration and megacities  

 

Part 2. Urbanization & Health 

Module 4. The air we breathe 

 

Part 3. Epidemics 

Module 5. Urbanization and Epidemics 

 

Part 4. Conclusion 

Module 6. Putting it all together 
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ADiBE  Principles  
 

The materials at hand were designed in the context of the Erasmus+ project 

ADiBE (Attention to Diversity in Bilingual Education) - CLIL for all. The design 

of the materials and tasks follows the six ADIBE principles: 

✓ teachers as designers  

✓ dialogic classroom 

✓ explicitness 

✓ learner centredness 

✓ multimodality and multiliteracy 

✓ scaffolding 

 

ADiBE Principle #1: Teachers as Designers 

‘Teachers as designers of learning’ is a holistic approach to the creative and 

inclusive planning, organisation and evaluation of teaching and learning in 

classrooms. It suggests that the goal of 'learning events' - the processes leading 

to the end point of a topic or theme in terms of what we want our different 

learners to have learned and experienced over a specific period of time - is in 

fact the starting point. ‘Teachers as designers’, therefore, systematically plan for 

how this end goal will be achieved for all learners in different ways. It is about 

much more than task design and sequencing in individual lessons. And, in 

bilingual classrooms it is about much more than focussing on language tasks 

and the learning of ‘content’. 

✓ All activities allow for inner differentiation: 

✓ For all activities, there are up to three levels of difficulty in terms of content and 

language 

✓ CLIL skills pages and a glossary scaffold learning processes 

✓ The tasks allow for a variety of learning arrangements: individual work, 

cooperative pair work and group work 

✓ Some tasks cater to students’ different interests as they offer a choice 

between different approaches to, and perspectives on, a topic (see Unit 3) 

✓ Students can individually choose the level of difficulty and the  amount of 

scaffolding 

✓ During the entire unit, the teacher acts as a mentor and facilitator, 

supporting individual learning where necessary. 
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ADiBE Principle #2: Dialogic Classroom 

Since CLIL students are learning complex concepts through a foreign language, 

CLIL classrooms must be sure to provide safe spaces in which all voices can be 

heard, regardless of each student’s level of foreign language competence. CLIL 

classrooms must encourage dialogue, interaction and collaborative learning, 

giving all learners an opportunity to share their own thoughts and perceptions 

on all topics. Dialogic classrooms call for mutual respect, with teachers adapting 

their instructional activities so that all learners are supported, thereby 

enhancing each student’s individual capacity. 

✓ The tasks support collaborative learning. Knowledge is co- constructed in a 

dialogic and collaborative way: 

• Tasks labelled are designed for cooperative pair work 

• The label    indicates group work or come-together phases at 

the end of a lesson that allow students working on different levels 

of difficulty to contribute and discuss their results. 

✓ Language support is offered to support students’ interaction in the foreign 

language. 

 

ADiBE Principle #3: Explicitness 

The idea that it is important to make specialist or ‘vertical’ knowledge accessible 

in the classroom is closely linked to Basil Bernstein’s work on the sociology of 

education and pedagogic discourse. In fact, teachers frequently break down 

abstract ‘vertical’ concepts by means of ‘horizontal’ talk, i.e. translating them 

into everyday language to make them more familiar and relevant to pupils’ 

lived experience. However, they rarely do the opposite. That is to say, teachers 

rarely teach pupils how to actively navigate the formal discourse of vertical 

school knowledge. This disadvantages learners who are less good at picking up 

tacit rules by observation and/or who are learning in a second language. Visible 

pedagogy is necessary to create a more level playing-field for all types of 

learners. Visible pedagogy makes cognitive steps explicit and models the formal 

language that is expected in examinations. 

✓ Cognitive steps to completing a tasks are made explicit through detailed 

instructions 

✓ Students learn how to use geographical and biological terminology in 

discussing issues centred around the destruction of the tropical rainforest 
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✓ Students transfer information from one genre of communication to another, 

thereby shifting registers. 

 

ADiBE Principle #4: Learner Centredness 

Student-centred, active, hands-on learning should be favoured in CLIL 

programmes, where learners take centre stage and become the protagonists of 

the teaching-learning process. Learner-centred methods/ approaches such as 

cooperative learning, task-based language teaching, project-oriented work, or 

curricular integration should be part and parcel of CLIL scenarios in order to 

cater for diverse learners and promote inclusion. 

The tasks are designed to cater for diverse learners to create inclusive learning 

environments: 

✓ All tasks allow students to work at their own pace and at a level of difficulty 

of their own choice. Thus, they are encouraged to make autonomous 

decisions about their learning process. 

✓ Tasks are based on methods of cooperative learning and foster learner 

autonomy through project work. 

✓ Some tasks allow students to make a choice according to their own interests 

(see Unit 3). 

 

ADiBE Principle #5: Multimodality & Multiliteracy 

By designing instruction that utilises a variety of tasks deployed through a 

variety of modalities, we quite naturally cater to diversity since multimodal 

instruction not only accommodates individual weaknesses but also engages 

and potentiates individual abilities, competences and strengths. In addition, 

within a multimodal framework, each task can be optimised so to not only 

cultivate a multitude of literacies, but also help students build academic 

competences and develop “soft skills”. A multimodal learning progression 

which uses an array of task types deploying different modalities (texts, tables, 

images, graphs, etc.) and which call for a variety of interactions (individual, 

pair work, etc.) for different purposes (negotiate meaning, email your friend, 

etc.) cultivates not only multiple literacies but also builds academic 

competence and develops “soft skills”. 

✓ Tasks are deployed through a great variety of modes of meaning-making: 
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auditive, visual, linguistic modes are combined in videos, models, graphs, 

and texts. 

✓ By transferring information from one mode of meaning- making to 

another (e.g. by verbalising a model or a graph), multiple literacies are 

developed. 

✓ The tasks envision a variety of interactions by combining phases of 

individual work with cooperative and collaborative pair and group work. 

 

ADiBE Principle #6: Scaffolding 

Scaffolding refers to instructional techniques used to move students 

progressively toward stronger understanding and greater learning 

independence. 

Teachers provide successive levels of temporary support that help students 

reach higher levels of comprehension and skill acquisition that they would 

not be able to achieve without assistance. Like physical scaffolding, the 

supportive strategies are incrementally removed when they are no longer 

needed, and the teacher gradually shifts more responsibility over the 

learning process to the student. 

✓ Scaffolding is used on the language and content level to support learning. 

✓ Students can decide what amount of scaffolding they need to complete a 

task. 

✓ CLIL skills pages can be used as process scaffolds as they give a step-by-step 

instruction how to proceed. 
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ADiBE Materials and  
Principles: UK Team 

 
 

Introduction – principles and permeations 

The UK ADiBE Team in conjunction with teachers and students at Queen 

Katharine Academy in Peterborough developed two thematic interdisciplinary 

CLIL projects for mixed ability classes of 13-14 year old secondary school 

learners - one in English on the theme of slavery entitled Slavery – A Case of 

History Repeating Itself? and the other in in French (with an English version) 

entitled Le Tourisme Sombre - Expériences Macabres ou Education Globale? 

(Dark Tourism – Macabre Experiences or Global Education?). Both units are 

built on working with and implementing the six ADiBE principles. The UK 

Team paid particular attention to pedagogic approaches, strategies and task 

design for supporting and promoting the diversity of languages and cultural 

identities, since the majority of the students in our partner secondary school 

speak a language other than English as their home language - over 40 languages 

are spoken.   

 

It is important that anyone interested in using the materials and reading these 

accompanying notes does so with the unit plans and the resources – especially 

the Power Points - in easy reach for reference. The unit plans contain notes for 

different tasks. 

 

What makes the design of these units truly innovative and collaborative, is the 

way in which the English as the Additional Language (EAL) team of teachers 

whose main focus is on learners whose first language is not English, worked 

together with Modern Language Teachers (French and Spanish) and subject 

disciplinary teachers (History, Geography and English) to ensure that diversity 

for meaningful learning was monitored and celebrated across the two thematic 

projects in two different languages with very different learners.  In this way 

learning partnerships evolved into dynamic professional learning communities 

described in depth in the International Journal of Bilingual Education and 

Bilingualism, in the article ‘Teachers as Designers of Learning in Diverse 

Bilingual Classrooms in England: an ADiBE case study’ by Coyle, Bower, Foley 

and Hancock (2021). All the teachers involved perceived language(s) as key to 

effective learning across their multicultural, multilingual learning community, 
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where diversity as a learning phenomenon was celebrated and valued. What 

emerged from our partnership with the teachers and students in school led to a 

framework (Table 1) for designing learning where the specific contextual factors 

relating to that particular school and the exploratory factors of what we were 

trying to achieve through the ADiBE lens, guided the design of the two units.   

 

 
 

Table 1 A framework for professional development to inform diverse classroom 

learning 

In terms of the six ADiBE principles, there are common threads, tasks and 

activities throughout both units which we believe promote pedagogic mindsets 

which embrace diversity in any type of classrooms. Moreover, the principles 

become interwoven and are interconnected as integrated classroom practices 

rather than separate principles. So, for example, teachers as designers permeates 

all the other ADiBE principles. In other words, the recurring task types and 

activities throughout both units embody diversity and illustrate possible ways 

that the ADiBE principles can be put into practice. Some examples of strategies 

which permeate both units and which draw on several ADiBE principles 

simultaneously are as follows: 

1. Learning Logs [LLs]. Individual learners are supported in different ways by 

their teachers to keep a Learning Log to evidence their own progress over 

time. The exact nature of the Learning Logs will depend on the age and 

linguistic capacities of different learners – but their purpose is to be create a 

space valued by individuals, where they can keep examples of and 

reflections about their work which they believe demonstrate their progress - 

consisting of images, photographs, writing, recordings, teacher and peer 

feedback and so on. Reflections on their own learning might involve what 
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works and what doesn’t, what needs more attention and what individuals 

really enjoy. It also encourages thinking about learning goals and how 

individuals might achieve them in different ways including individual 

inquiry work and learner choice. Whilst class time might be dedicated to 

adding entries, Learning Logs are not assessed work but tools to encourage 

resilience, a sense of progression and ‘evidence’ which promote individual 

reflection and analysis of achievement, creativity and learning pathways. 

The logs can be used to trigger Learning Conversations (see below) and 

foster home-school relationships. The learner has the choice of the language 

used but depending on contextual elements, teachers have opportunities to 

teach and practice the kind of personalised functional target language which 

learners need to build multilingual logs. The logs can be stored digitally. 

 

2. Learning Conversations [LCs]. Learning Conversations take place usually 

between the teacher and individual learners in whichever language (s) or 

modes the learner prefers. Throughout the conversation the teacher mentors 

learning rather than the learner, and individuals are encouraged to talk about 

how they learn, what helps them, the strategies used and how they can be 

supported to learn better. These are strategic conversations which focus on 

individual learning rather than how well an individual is ‘performing’, and 

on encouraging resilience, confidence-building to support appropriate 

progression in terms of diverse interests, linguistic capacities and abilities. 

Occasionally, the teacher may prefer to hold Learning Conversations with a 

group of learners. These might focus on making the most of group work, the 

diverse roles individuals may play within those groups and discussing how 

groups function effectively according to agreed roles and responsibilities. 

Learning Conversations are an important pedagogic tool, which become 

transparent and normalised in the classroom – so that they can be instigated 

by learners as well as teachers. Their goal is to ensure that as many 

individuals as possible understand how learning works, the need for useful 

practice, reflection, curiosity and creativity, to support ways of becoming 

more confident and competent communicators – whatever their individual 

strengths and challenges. Learning Conversations focus on the learner and 

cover all the ADiBE principles from discussing how an individual’s work 

might be scaffolded more effectively, to how deepening learning through 

dialogue is crucial whilst drawing on multicultural experiences through 

multimodal actions. Above all, Learning Conversations provide spaces 

where learners language their learning using a mixture of languages - but 

with encouragement to explain their learning as much as possible using the 
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target language, so that both the learner and the teacher can monitor next 

steps. Students and teachers may choose to link Learning Conversations to 

Learning Logs. 

 

3. Word Walls [WWs]. A Word Wall is an interactive space where individual 

learners/teachers display/stick new language - words/phrases (e.g., on post-

its) - to a visible place usually a wall. The dynamic content of the wall 

changes regularly and acts as a learning tool in many different and creative 

‘fun’ ways: to categorise vocabulary and phrases into ‘families’ to extend and 

explore further; photos can be taken of the word patterns and learned for 

homework; bilingual lists can be created as learners add their own meanings; 

definitions/synonyms and antonyms can be linked in; games can be played 

e.g., words/phrases of the week or ‘Pavel’s favourite words’, or guessing the 

phrase games; challenges can be set - using the greatest number of wall 

words in a poem and so on. Quick and regular focussed activities such as 

these add variety to lessons and are inclusive since they encourage all 

learners to participate in less formal learning. The possibilities are endless. 

The Word Walls can also be digital e.g., using Padlet or Miro boards. 

Students of all ages can enjoy working with Word Walls creatively using a 

range of apps such as Wordle or inventing their own puzzles e.g., 

Puzzlemaker. However, what is key is the regular use of the wall in class as 

a point of reference but also as a dynamic interactive resource across a series 

of lessons. Shared ownership of the wall is fundamental if it is to support 

diversity of interests, cultures, registers, literacies and languages. 

 

4. Class-based Inquiry [CBI].  One of the key aims of both units is to involve 

students in becoming independent thinkers and researchers, developing 

critical literacy skills and following their own interests in supported ways. 

The teaching of and applying inquiry skills in the units connects language 

learning with disciplinary learning in ways which require every learner to 

participate and become increasingly responsible for their own learning. 

Providing opportunities for higher-order creative thinking and increasingly 

using different types of language for different purposes, requires careful 

design of tasks for very different learners.  Learners need careful scaffolding 

throughout alongside languaging opportunities. The final outputs, therefore, 

involve all learners in differentiated ways - planning an event, using digital 

tools, creating pop-up exhibitions (Le Tourisme Sombre) or a school 

awareness raising event (Modern Day Slavery), in order to offer motivating 

and relevant ways for learners of different abilities, cultures, language/s 
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competences and capacities to language their learning in multimodal and 

inclusive ways, to feel valued and to promote bilingual learning for 

everyone. 

Throughout the two units design plans, there are detailed descriptions of 

tasks and ways in which they are differentiated to suit a broad range of 

learners. The following provides a brief overview of some further examples 

of task design and the ADiBE principles. However, it must be noted that the 

examples above are strands throughout both units and users are encouraged 

to use them according to the needs of the learners.  

 

 

Examples of ADiBE principles 
 

 

Note:  in the following notes Slavery – A Case of History Repeating Itself? will be 

referred to as Slavery and Le Tourisme Sombre - Expériences Macabres ou 

Education Globale? Will be referred to as Tourisme. 

 

 

1. Teachers as Designers 

The overarching design by teachers of both units was based on transparent 

principles of inclusion, so that all learners regardless of their linguistic, social, 

cultural and cognitive capacities would have opportunities to learn and 

progress their disciplinary literacies skills and understanding (History, 

Geography, Citizenship) as well as their language learning and use (English and 

French) within the context of historical and contemporary real-world issues.  

The values underpinning this approach led to negotiated tasks organised to 

accommodate learner choice, different skills sets and levels of linguistic 

competence. An inductive, learner-centred approach is used throughout 

constantly mentored and scaffolded. This means that some tasks are individual, 

other in pairs or groups and other in larger cooperative groups. Whatever the 

ability level of the learner the tasks have to challenge individuals through using 

strategies such as peer mentoring, scaffolding and Learning Conversations. 

Confidence level of individuals also provided a means of differentiating 

between learners by offering different kinds of roles and interests in 

collaborative and presentation work.  

Another feature of the design was to build up to a final Learning Event (Slavery 

- Lesson 6 task 4; Tourisme - Lesson 5) where new knowledge acquired and 
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literacies skills developed can be demonstrated, applied and presented in 

authentic ways to a broader ‘audience’.  Contributions at different levels are 

valued and organised to ensure that all participants play to their strengths and 

those who may find the work difficult are encouraged to build their confidence 

and self-esteem though opportunities to contribute in different ways.  

 

Note: The design principles which are presented at the beginning of each unit 

plan detail thematic strands and learning outcomes. These are accompanied by 

a checklist to provide teachers with a tool to review the unit not only at the start 

but also in the middle and final stages.  

 

In both Slavery and Tourisme, the design principles draw on pedagogic 

principles according to the Pluriliteracies Framework (Coyle and Mayer, 2021) 

and the Inclusive Pedagogy Framework (Florian et al. 2015). Tasks are designed 

according to the knowledge pathways classification model. This means that 

learners are engaged in doing, organising, explaining and arguing (DOEA) 

tasks. The 4Cs and Language Triptych (Coyle, Hood and Marsh, 2010) are also 

applied. Whilst this ADiBE principle is one focussing on the teacher, learners 

are also involved in co-creating tasks, rubrics and outcomes as appropriate. 

 

 

2. Dialogic Classrooms 

Dialogic classrooms encourage learners to engage with each other to dialogue 

and discuss their learning in both guided and spontaneous ways. Sharing 

understanding as well as problems meaningfully with each other and the 

teacher as a regular feature of classroom learning involves learners 

understanding the importance of languaging their learning i.e., putting into their 

own words what they have learned or understood in terms of the subject 

discipline or interdisciplinary topic.  None of this is achievable without clear 

scaffolding and linguistic attention paid to the specific language that 

disciplinary and thematic learning requires within the context of the unit. For 

example, the transparent development of particular relevant language functions 

(cognitive discourse functions) are needed to compare appropriately historical 

and contemporary examples of slavery. Language functions such as arguing, 

reporting, explaining, are discussed openly by the teachers and learners to 

identify priorities for each unit such as the language of classifying, language of 

report writing, the language of comparison and argumentation.    
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Dialogic classrooms focus on talk – spontaneous and guided. In Tourisme, the 

cognitive discourse functions (CDFs) fundamental for constructing arguments 

both linguistically and content-wise are made visible.  For example, in Lesson 4, 

Task 1 how to construct a ‘good’ argument (using the ‘fact or fiction’ arguments 

backed up by evidence) is explored in progressive ways starting with very 

simple texts (visual and short descriptive) moving to the more nuanced (visual, 

film and more complex argumentation). Examples of arguments (spoken and 

written) are analysed using video ‘props’ (using subtitles is a useful scaffold) 

and different levels of text, scaffolded constantly. Learners identify two ‘good’ 

arguments in English with reasons, to be transferred across languages by  

framing two ‘good’ arguments in French (from examples provided) before 

selecting which of them is best and why.  

 

In Slavery, Lesson 4, Task 2 all learners create a Profile of an individual 

abolitionist. This task can either be done in pairs or individually. Most learners 

are encouraged to do their own research (information sheets, worksheets, web 

search, textbooks, video library) about one activist to create the profile and then 

compare notes with their ‘partner’.  A template guides the recording of data 

(e.g., name, age, family, home, occupation, involvement with slave trade, 

reasons for becoming an activist).  Once the profiles are complete and 

individuals or pairs practice taking on the role of that person, a class survey is 

carried out interviewing pairs or individuals - if possible, without reading from 

the template. The interviewer will check with the interviewee to ensure they 

have understood all the facts! A recording of the interviews can be used to 

create a photomontage/ mini poster/digital slide of the portrait.  Opportunities 

for guided languaging and more spontaneous discussion, interviewing and 

responding, are monitored constantly by the teacher. 

  

 

3. Explicitness 

Raising awareness of why learners are doing what they are being asked to do 

(learning goals and objectives) involves making transparent the learning 

outcomes in practical terms. Making clear however that there are different ways 

of achieving learning outcomes which may differ from one individual to another 

is fundamental e.g., open discussion about why a ‘one size fits all approach’ is not 

appropriate invites learners to understand that individual learning pathways 

may operate in different ways. Careful sequencing of tasks and modelling of 
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different processes that prioritise disciplinary concepts and the language tools 

required to deepen understanding is essential.  In these units we have used 

Learning Logs and Learning Conversations as a means of making these issues 

explicit.  

However, another useful pedagogic tool involves transforming the use of 

rubrics. When rubrics are constructed in ways which monitor, guide and 

evaluate learning, formulated in language which is meaningful for learners, 

then explicit and comprehensible learning pathways are strengthened. Where 

appropriate, learners can be invited to contribute to creating the rubrics, making 

suggestions, discussions implications, focussing on learning goals and more 

personalised outcomes. It is important that all learners can relate to and 

understand how they can be challenged by and achieve success, mapping out 

their own pathway, according to the learning outcomes outlined in the rubrics.  

 

For example, in Tourisme Lesson 4, Task 4, a Rubrique d’evaluation is co-

constructed together for group peer evaluation using priority statements in 

French (recommend using Padlet or Mentimeter or equivalent). Examples of 

different styles of rubrics are distributed to groups so they can select their 

preferred model. Groups are encouraged to add more or reject certain items. 

The class then votes for the version which when adopted is checked so that all 

learners are aware of how to achieve the learning outcomes. Tasks such as these 

provide opportunities for developing specific target language which is 

meaningful for learners – this is the space for personalised, meaningful learning 

outcomes so the vote becomes an important indicator of learner voice.  

 

By Lesson 6, Task 2 in Tourisme, groups engage in preparing final presentations 

by their inquiry/research groups where the rubrics are used for peer evaluation. 

Each group will have used the rubrics to guide their work. Presentations can be 

filmed or audio-recorded with a commentary voice-over to ensure no learners 

feel compromised or self-conscious, especially those with limited linguistic 

resources. The evaluation has two strands: évaluation collégiale - where peers 

provide feedback of strengths and areas for development leading to reflective 

discussion. Learners often like to use a 2-1-0 basis +2 (.i.e., 2= fully satisfied the 

rubric, 1 = partially and 0 = not at all + 2 positive comments and 2 suggestions 

for improvement) followed by auto-évaluation – self-evaluation to be recorded in 

the Learning Log. The teacher also provides feedback. 
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4. Learner-centredness 

Learner-centredness lies at the core of ADiBE. The principles of learner agency 

and choice, of enabling all learners to learn effectively is especially challenging 

with very diverse learners – we worked on the notion that it is not only learner 

so called ‘academic ability’ but their linguistic competence across languages, 

their cultural identity and their life experiences which had to be factored into 

the ethos of the ADiBE classroom. Tasks are organised in differentiated ways - 

group work/individual tasks/ whole class work; personalised learning 

outcomes are understood through processes of rubric co-construction; role 

designation in research groups allows for individual strengths to be 

recognised and learning targets to be practised and supported. Reflective tasks 

and Learning Conversations become the norm with specific attention paid to 

feedback and feedforward that is meaningful for learners to outline the ‘how’ 

for next steps.  

 

In Tourisme, Lesson 1, Task 1 an inductive approach is used.  Students engage 

in guess work to piece together an understanding of how evidence situates and 

defines dark tourism sites. Using visual clues/evidence from a rucksack to trace 

the movements of a ‘tourist’, sites are identified.  Learning is scaffolded through 

filling in a grid (who, what, where, when, why?) leading to a ‘remue-méninge’ 

(brainstorm). Spontaneous language in both French and English is encouraged 

(handled by teachers ‘How might we say that in French?’ Or ‘oui bien, et en 

français cela se dit…..’) in the early stages to quickly work towards increased 

use of the target language (e.g. key phrases which will be displayed on the 

Word Wall). Differentiated questioning comes from the teacher who uses 

French consistently whilst encouraging learners to make suggestions and 

participate using whatever language they can. This start to build a knowledge 

base but also provides a catalyst for scaffolded questions in French using 

familiar language and progressing to call for ‘Encore Plus’……tell me more 

about that….. 

 

For example, in Tourisme, Lesson 1 Task 4, (focussing on notions of dark 

tourism as fact or fiction, macabre or educational), the classification of dark 

tourism sites is the next stage, extending previous task work involving matching 

images to sites descriptors in groups. In pairs, learners now have to classify sites 

according to agreed criteria (nature, geography, type). Differentiation operates 

according to how pairs decide to classify but by sharing their outputs displayed 

on padlet, enables collective thinking to be shared, discussed and evaluated. 
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Learners are also taught key functional French phrases to use (the language for 

making suggestions, the language for discussion) referencing a wide range of 

resources but especially the Word Wall. ‘Rewards’ are decided by the class 

when learners use new language. Trigger questions at all times are 

differentiated by the teacher. 

 

Lesson 2 Task 2 in Tourisme, Avancez – l’Enquête des Etudes de Cas i.e., involves 

modelling and moving forwards – What makes a good case study? Learners 

work in small groups (on this occasion randomly selected by a number system). 

The task focusses on key French language for constructing differentiated data 

sheets for detailing dark tourism sites. Criteria for data collection is guided (e.g., 

name of site, location, form of DT, supplementary information). Learners 

analyse texts to look carefully at the way language is used (genre) especially 

factual and perspectival, emotive, bias etc. Each group has role classification 

cards to be allocated according to learner choice (e.g., Le chef, l’expert en 

images, photos, l’expert en video, l’expert en texte, l’expert en données, l’expert 

en questions). Use of these cards enables differentiated work to be positive – but 

roles must be changed over time. 

 

Lesson 5, Task 1 is builds on Lesson 2, Task 2 in Tourisme. Revisions of previous 

tasks, now to be applied and extended, enable learners to feel they are 

progressing. This task focuses on developing further competence and 

confidence as researchers, supported through Group Inquiry tasks.  Groups 

comprise a mix of linguistic and academic abilities so that roles can be 

sensitively organised.  A whole class discussion about what it means to work on 

an innovative and attention raising ‘product’ such as a pop-up exhibition, 

analyses different roles which actively include all members of the group – roles 

such as lead presenter, creative director (of the concept), narrator, visuals 

producer, filming crew,  linguistic director, reviewer/checker, report writer- can 

be negotiated with the rest of the group supported by the teacher. Note: whilst 

this is building on the L2T2, learners are encouraged to change their roles – the 

groups will not necessarily be the same.   In creating and practising the 

presentation, each member must have a specific role with specific ideas about 

the nature of the product (e.g., written text, montage photo, commentary, 

critique).   
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5. Multimodality and Multiliteracy 

Becoming familiar with multimodal texts involves careful and critical analysis 

focussing on developing learners’ textual fluency. This is where learners become 

familiar with making meaning by analysing different multimodal subject-

relevant texts (audio, visual, written, kinaesthetic) in ways which scaffold their 

understanding. Examples in the units include possible scenarios where the 

language of cause and effect, the language of persuasion and the language of 

argumentation is practised.  Unravelling ways in which language is used to 

create meaning is fundamental to pluriliteracies – being literate in more than 

one language increasingly takes account of ways in which different subject 

discourses are used - at the macro level such as the language of history – and at 

the micro level through spontaneous and guided discourse in the classroom. 

Raising this awareness and providing opportunities for learners of very 

different types to understand how to make meaning from different styles and 

genres of text, and practice manipulating them, underpin many of the tasks in 

the units and determine the selection and creation of resources.  

 

In Tourisme, Lesson 2, Task 1 (see power point resources), learners are 

presented with a quiz accompanied by visual stimuli and a range of descriptive 

texts about ‘dark tourism sites’ such as Auschwitz Birkenau and Chernobyl. 

These texts offer examples of descriptive writing and emotive writing. Using 

Mentimeter or Padlet enables all learners to see whiteboard results as different 

answers are posted to the board, whilst the teacher can comment on answers 

providing differentiated ‘anonymous’ support. The teacher effectively 

orchestrates the learning. 

 

In Slavery, Lesson 4, Task 4, learners research on the internet - You Tube for 

example – accessing where possible transcripts and subtitles (it is important 

learners understand these as resources for creative learning) to find a song 

about slavery. The dialogue or song print out is used to pick out a selection of 

key phrases which express specific types of meaning (e.g., hard work, sadness, 

unfairness). In small groups, learners share their songs and vote on which they 

feel is the most expressive giving justifications. Some learners are encouraged to 

act out the songs as drama, others might be encouraged to write their own 

simple tunes and create their own songs.  

 

Digital literacies skills (awareness of web-based data and information, critically 

interpreting historical data or multimodal contemporary data involving social 
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media) requires being critical of web-based learning especially when dealing 

with sensitive issues such as modern-day slavery or dark tourism. Digital 

literacies promote all modes of learning including speaking, reading, listening 

and writing. Digital awareness involves exploring the broadest range of easily 

accessible digital tools and encouraging learners to use the internet carefully for 

their own research tasks and exploration. Visual literacies are especially 

important for analysing sources, images, drawings and photographs and for 

supplementing written accounts e.g., designing and creating World Against 

Trafficking Day events posters. Developing visual literacy skills is crucial 

especially for those learners whose linguistic skills are limited in order for them 

to construct meaning in different ways whilst maintaining the cognitive level 

appropriate to the age range. There are also opportunities here to draw learners’ 

attention to critical literacies, expanding literacy skills in the target language 

and home languages too – exploring words of power, fear and injustice, for 

example, is crucial for teenage language users across all languages.  

 

In the final lesson 5 of the Slavery Unit, the theme changes to modern day 

slavery and human trafficking. Much of the learners’ work requires digital 

resources, film and media. The project to organise a whole school awareness-

raising event about human trafficking, starts by asking learners to face 

‘disruptive questions’ followed by a Jig Saw activity. Learners form home 

groups of 5 individuals. This is the base group with whom they will work to 

create their ‘product’. Each home group members goes individually to an 

‘expert’ group which focuses only on one strand such as forced labour/child 

labour/sex trade/ begging or forced marriage. Having used a wide range of 

digital sources, scaffolded by ways of dealing with sensitive issues and the 

language needed, the learners return to their home groups. Now each member 

of the home group is an ‘expert’ of specific areas with contributions to make to 

the home group’s planning. Guidance materials are available at all times. Much 

of this work will require the careful and sensitive use of digital resources.  

  

 

6. Scaffolding 
 

Scaffolded learning is probably the most important principle in terms of 

enabling diverse learners to succeed – hence scaffolding permeate both units. To 

be truly effective, scaffolding responds to the needs of individual learners ‘in the 

moment’ as well as during key times (Learning Log writing) and is embedded 

in opportunities for mentoring each other and peers. Teachers scaffold through 



88          GUIDELINES MANUAL 

Learning Conversations with an interest in developing specific language and 

strategies e.g., the use of language of argumentation and respect. Teachers 

scaffold learning with regular feedback and feedforward through modelling 

and discussing strategies referencing the Word Wall and the Learning Logs etc. 

Scaffolding also develops learner confidence in using the target language - to 

express arguments using language not apparent in the language curriculum – 

hence providing opportunities to learn relevant language through which to see 

the world embedded in contemporary issues rather than simulated traditional 

scenarios typical of language learning textbooks.  

 

In Tourisme, Lesson 4, Task 2, learners face a challenging question: La grande 

question, -“Is dark tourism morally acceptable? Justify your arguments”.  A 

Writing Frame (see materials) guides learners based on: the claim (that typically 

answers the question: “What do I think?”); the reasons (that typically answer the 

question: “Why do I think this?”); and the evidence (that typically answers the 

question: “How do I know this is the case?”). Using the writing frame (for 

composing ‘good’ arguments) takes learners through different stages in 

constructing a ‘good’ argument. The stages constantly present dilemmas e.g.  is 

DT an ‘aide-mémoire ou marketisation?’ ranging from finding evidence, taking 

a position and then creating a text in French ranging from a ‘texte simple’ to a 

‘texte fluide’. The writing frame offers differentiated modelling using 

increasingly more complex language. Visuals are also encouraged. A timer is 

also used to encourage learners to focus on the task.   

 

In Slavery, Lesson 2 Task 1, learners are divided into groups of six. Each group 

has a large map of the Slave Triangle. Groups have to understand/explain the 

origins of the slave trade, how it operated and key participants. There is a one 

pack of cards for each group. The pack is divided into three types of cards: 

images, single words of vocabulary and sentences with some wild cards. All 

cards have to be placed on different parts of the map according to their meaning 

and relevance (except for wild cards which have to be discarded). However, the 

cards require different levels of interpretation (e.g., the visual isn’t always the 

‘easiest’). All learners have to use their cards (the teacher or the group leader 

can suggest which pack of cards individual pairs work).  Together the cards - 

the images, key vocabulary and sentence descriptors - provide each learner with 

resources to construct meaning and provide support for languaging. Image has 

powerful implications in bilingual classes. These resources are then used for 

individuals to report and reflect on the task in their Learning Log. 



                                                         ADiBE                   89 
In Slavery, Lesson 2, Task 2 learners have to deal with identifying bias when using 

evidence. In this example, learners are divided into small groups to discuss and 

evaluate informative texts about the history of slavery. Each text is at a different 

linguistic level and is written from a different perspective (slave, a UK apprentice 

and a Bristol merchant). Differentiated questions guide learners to identify and 

notice bias. Examples include:  Has the person who created the source any reason 

to be one-sided? Does the choice of words make things sound good or bad without 

actually saying so? Are certain facts on one side used or left out? Is the author 

trying to influence or please their audience? Are all possible viewpoints covered in 

the source? Was the author of the source there at the time? Was it written down 

after the event when facts might have been forgotten or remembered differently? 

Which of the questions tell you more about ‘bias’ or ‘one-sidedness’ of the source 

and which tell you more about its reliability? 

This kind of carefully scaffolded learning equips learners to summarise their 

understanding by filling in a grid: This source is reliable because it shows (tells) 

……/ This source is not reliable because…./ This source is useful because…. 

Learners are supported linguistically using a range of techniques: reference to 

the Word Wall to support the language they will need to complete the 

sentences, through the teacher modelling examples of bias, by referring to 

examples on social media in contemporary times and through peer support. 

Learners are required to reflect on their experiences, provide their own creative 

examples of biased language in their Learning Log.  Differentiation in this 

example is based on learning from each other, through peer support and teacher 

modelling.  
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3. THE ADiBE  
MATERIALS INDEX 

 

 
 

 

 

 
The ADiBE Library of Materials contains 12 ADiBE Projects developed by CLIL-

teachers and experts across the six ADiBE Partner countries of Austria, Finland, 

Germany, Italy, Spain and the UK. As diverse as these CLIL-contexts are from 

each other, so too the diversity of teachers who developed these ADiBE-Projects. 

In fact, some of the ADiBE Projects are tightly hyperlinked between tasks, others 

encourage users to expand the content and yet others are presented through a 

free online platform. In this way, this ADiBE Library is not only about 

instructional-materials, but also instructional-strategies, -technologies and -

processes. We hope that CLIL-teachers can find inspiration here! Indeed, to 

cater to diversity for students, we as teachers also need a diversity of materials 

to work with, to adopt, adapt and offer our learners.  

 

We can say that this ADiBE-Project “caters to diversity”, not only with regard to 

CLIL-learners, but also CLIL-learning-contexts and CLIL-teachers! 

 

To help you navigate and optimize this extremely rich resource of instructional-

materials in this ADiBE Library of Materials we have summarized the key 

features of each of the 12 ADiBE Projects into Information Tables which 

organizes the following pieces of information: 

 

TITLE OF PROJECT (with a direct link to the set of materials)  

● AGE RANGE OF LEARNERS  
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● CLIL instructional Language (CEFR-Level)                               

Disciplinary Subject 1: 

● Discipline concepts 

covered 

 

Disciplinary Subject 2: 

● Discipline concepts 

covered 

Disciplinary Subject 

3: 

● Discipline 

concepts 

covered 

Disciplinary and transdisciplinary features of the Project  

Competences / literacies / skills addressed in the Project  

● Literacy 1 

● Literacy 2 

● Language skill 1 

● Thinking skill 1 

● Thinking skill 2 

● etc. 

 

Discourses, language awareness, language learning & use 

● Language ability 1 

● Language ability 2 

● Discourse-competence 1 

● Discourse-competence 1 

etc. 

 

● As you can see, these Information Tables help you identify key features of 

each Project such as the title, target age-group, target-language and CEFR 

language-level.   

● Since the ADiBE Projects are transdisciplinary, you can see which school 

disciplines are addressed by each Project and also which disciplinary-

concepts are covered in the Project.  

● In addition, you can also see which competences, literacies and skills the 

Project develops as well as how the Project cultivates specific types of 

discourses, language awareness, language-learning and language-use.   
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Navigating and Optimizing ADiBE Materials for Your Students 

 

You can either look through the Information Tables to see what inspires you, or 

you can use the “search-and-find” function to help you find which ADiBE 

Projects contain the features which suit your context and which you would like 

your students to master.  For example, if you are interested in finding materials 

addressing concepts in Physics, do a search (control F) for the word “physics” 

and you will find all the ADiBE Projects which address concepts in Physics. Or 

if you are interested in CLIL materials using French as the CLIL language of 

instruction, do a search for the word “French”. 

 

After you have found an ADiBE Project that meets your students’ needs, use the 

links in the Information Tables to take you directly to the ADiBE Project!   

SO, ENJOY using these materials, either as they are, or mixed-and-matched and 

optimized for your own students!  

 

 

Whether you use the materials as is or adopt and adapt these for your own 

students, do not forget to cite the authors of the ADiBE materials and be sure to 

acknowledge the Licence Creative Commons of this ADiBE Materials Library.   
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1. Eating More Sustainably 
 

 

15-16  

English (A2+ / B1)                                                                                                              

Biology  

- Biotechnology 

solutions (e.g. 

creating food 

resources)  

Maths  

- organizing and 

representing data 

(e.g. line graphs; 

bar graphs; pie 

graphs) 

Physical 

Education  

- Nutrition &  

healthy 

eating habits. 

Disciplinary and transdisciplinary features of the Project  

Competences, literacies & skills  

● Organising information (e.g. extracting information from multimedia 

sources to produce a 7-day meal plan) 

● Graphic literacy (e.g. managing data presented through line graphs 

regarding the relation between food and climate-change) 

● Visual literacy (e.g. designing and creating information posters 

regarding healthy eating) 

● Digital literacy (e.g. discerning information on the internet related to 

the Harvard Plate” nutrition/dietary guidelines) 

● Digital literacy (e.g. producing videos regarding sustainable food 

habits) 

● Working life skills, interpersonal and group collaboration, project and 

task completion and entrepreneurship (e.g. rendering official 

guidelines comprehensible to a general public) 

 

Discourses, language awareness, language learning & use 

● Comparing and contrasting (e.g. drawing conclusions regarding 

healthy food habits and how to incorporate it into a meal plan plan 

nutritious meals) 

● Expressing personal and/or group opinions regarding nutrition 

https://adibeproject.com/wp-content/uploads/2022/03/01-EATING-MORE-SUSTAINABLY.pdf
https://docs.google.com/document/d/1JxovbUBlTuoVHGiQIx6S4gaC4oLRnNAt42uHWpUNTXE/edit#bookmark=id.4i7ojhp
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guidelines and healthy nutrition habits) 

● Writing recipes according to the specific register and language 

collocations 

● Developing presentation skills (e.g. using the right language and pace; 

engaging and interacting confidently with an audience) 

● Negotiation, team-working and collaboration skills (e.g. for designing 

a meal plan, formatting a presentation outline and presenting it orally) 

● Using content-specific language (e.g. regarding traditional and new 

foods) 

 

2. Women in Sport  
 

12-13  

English (A2+ / B1)   

Physics 

- Newton´s Law of 

forces and motion 

Maths  

- organizing and 

representing  data (e.g. 

line graphs; bar graphs; 

pie charts) 

- designing a survey 

Physical Education 

- sport types and 

their classification 

-  gender equality 

- healthy habits 

Disciplinary and transdisciplinary features of the Project  

Competences, literacies & skills  

● Organising information (e.g. from multimedia sources to produce 

materials for a campaign for gender equality in sports) 

● Graphic literacy & numeracy (e.g. managing data presented through 

line graphs) 

● Visual literacy (e.g. designing and creating information posters) 

● Digital literacy (e.g. discerning information on the internet) 

● Digital literacy (e.g. producing videos regarding equal opportunities 

in sport) 

https://adibeproject.com/wp-content/uploads/2022/03/02-WOMEN-IN-SPORT.pdf
https://docs.google.com/document/d/1JxovbUBlTuoVHGiQIx6S4gaC4oLRnNAt42uHWpUNTXE/edit#bookmark=id.4i7ojhp
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● Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. drawing conclusions from messages of actual 

campaigns addressing gender equality; unfolding team-work and 

collaborative skills (e.g. designing a campaign to promote gender 

equality in sport, formatting the outline and presenting it orally) 

 

Discourses, language awareness, language learning & use 

● Comparing and contrasting (e.g. listing popular women sports) 

● Expressing personal and/or group opinions regarding gender equality 

in sport 

● Using genre-specific collocations (e.g. developing a campaign for 

social change 

● Using appropriate discourse 

(https://www.macmillandictionary.com/collocations/british/campaign) 

● Developing presentation skills (e.g. using the right language and pace; 

engaging and 

● Interacting confidently with an audience) 

● Using content-specific language (e.g. regarding shared values in sport 

and gender equality issues) 

 

3. Climate Science 
 

13-14  

English (A2+ / B1) 

Maths:  

- Managing data 

and graphs  

 

Geography 

- climate change  

- ‘net zero 

carbon’  

Business / Economics:  

- International 

organisations (e.g. 

The World 

Economic Forum) 

 

Chemistry:  

- chemical processes 

Social Sciences 

- impact of 

individual 

actions (e.g. 

Greta 

Thunberg) 

- impact of 

collective 

http://www.macmillandictionary.com/collocations/
https://adibeproject.com/wp-content/uploads/2022/03/03-CLIMATE-SCIENCE.pdf
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 involved in and 

reasons for climate 

change 

 

movements 

(e.g. Fridays 

For Future)  

- The role of 

science and 

politics in 

social welfare 

(e.g. on issues 

related to 

climate 

change)  

Disciplinary and transdisciplinary features of the Project 

Competences, literacies & skills  

• Organising information (e.g. creating multimedia posters regarding 

climate science, presenting posters in a video) 

• Graphic literacy (e.g. managing data on climate change presented 

through line graphs) 

• Numeracy (e.g. understanding and calculating density as X/unit of 

measure, such as population density) 

• Visual literacy (e.g. designing and creating information posters about 

climate change) 

• Digital literacy (e.g. discerning information on the internet, extracting 

important information from Instagram posts on climate science) 

• Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. designing posters to raise awareness for climate 

change, recording a video presenting the most important findings)  

 

Discourses, language awareness, language learning & use 

• Describing and presenting data and graphs (e.g. graphs on climate 

science) 

• Discerning between registers (BICS and CALP) 

• Creating register-appropriate texts (e.g. diary entries, Twitter posts) 

• Using content-specific language (e.g. regarding climate science)  
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4. The Classical Period and Economics of Tourism  
 

12-13 

English (A2+/B1-) 

Music: 

- Classical Period 

- musical 

instruments 

- music as an 

economic factor 

Geography: 

- Maps and 

topographical 

documents 

 

Economics: 

- Budget 

managem

ent 

 

Disciplinary and transdisciplinary features of the Project 

Competences, literacies & skills  

- Organising information (e.g. creating a leaflet for a “guided walking 

tour”) 

- Orientation and spatial literacies (e.g. using Google maps as a tool for 

planning a walking tour)  

- Numeracy (e.g. developing an event budget) 

- Digital literacy (e.g. discerning relevant information on the internet) 

- Multimedia literacy (e.g. creating multimedia brochures) 

- Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. developing a project to get financial support 

from authorities)  

 

Discourses, language awareness, language learning & use 

- Using BICS for planning/negotiating and presenting ideas (e.g. 

planning and event in a team) 

- Discerning between registers (BICS and CALP) 

- Creating register-appropriate texts (e.g. an advertisement in form of a 

leaflet) 

- Using content-specific language (e.g. regarding music, musical 

instruments and biographical information)  

 

  

https://adibeproject.com/wp-content/uploads/2022/03/04-THE-CLASSICAL-PERIOD-AND-THE-ECONOMICS-OF-TOURISM.pdf
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5. Les Services Publiques  
 

15-16  

French (A2 / B1)                                                                                                                     

Social Studies 

- welfare society: social services, 

social security and their meaning 

to citizens in everyday life; 

funding the welfare society in two 

countries  

- the challenges and the future of 

the welfare society 

Maths 

- cost of living between 

two countries, the types 

and levels of social 

support in different 

countries 

- organising data into 

spreadsheets (e.g. Excel)  

- personal incomes and 

expenditures  

Disciplinary and transdisciplinary features of the Project  

Competences, literacies & skills  

● Organising information (e.g. extracting information from multiple 

sources  to understand different sectors of the welfare state) 

● Numeracy & digital literacy (e.g. using digital spreadsheets to analyze 

and process data regarding personal finances) 

● Graphic literacy & numeracy (e.g. managing and presenting data; 

captioning graphs correctly) 

● Social awareness and empathy (e.g. living in low-income and welfare 

conditions)  

● Self-efficacy (e.g. managing personal finances) 

● Intercultural awareness (e.g. comparing welfare management in two 

countries) 

● Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. engaging in controversial discussions about 

citizens’ rights and responsibilities; gaining practice in financial 

planning ) 

Discourses, language awareness, language learning & use (French) 

● Comparing and contrasting (e.g. between different countries and 

societies) 

https://adibeproject.com/wp-content/uploads/2022/03/05-LES-SERVICES-PUBLIQUES.pdf
https://adibeproject.com/wp-content/uploads/2022/03/05-LES-SERVICES-PUBLIQUES.pdf
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● Composing and expressing personal and/or group opinions with 

essays 

● Writing effective essays (e.g. using grammatical connectors to present 

progressive and logical argumentation) 

● Justifying and supporting personal and/or group opinion  

● Using content-specific language (e.g. regarding the social services 

system, welfare state, structures of education)  

 

6. Urban Planning 
 

15-16 

English (A2 / B1)    

Art 

- architecture 

and built 

environments  

- environmental 

planning 

 

 

Geography 

- sustainability with 

consideration for 

social, economic 

and environmental 

impacts 

- developing resilient, 

multi-functional 

urban habitat 

without 

compromising the 

living standards of 

future generations 

Physics 

- different 

types of 

energy 

production 

- environmenta

l and financial 

costs of 

energy 

production 

- sustainable 

energy 

alternatives 

Disciplinary and transdisciplinary features of the Project  

Competences, literacies & skills  

● Organizing information (e.g.  building a concrete design of a future 

city and preparing a presentation to promote it) 

● Digital and multimedia literacy (e.g. using online resources for 

creating  the presentation of a city plan) 

● Spatial literacy (e.g. engaging in environmental planning of built and 

natural environment in a city) 

https://adibeproject.com/wp-content/uploads/2022/03/06-URBAN-PLANNING.pdf
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● Social and work-life awareness (e.g. recognizing the needs to 

accommodate different stakeholders’ perspectives in sustainable urban 

planning) 

● Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. writing a job application; engaging in multi-

party joint planning of a project   and its promotion ) 

Discourses, language awareness, language learning & use 

● Writing a job application 

● Collaborative and team-working skills 

● Argumentation and debating skills (e.g. to stand for one’s views) 

● Presentation skills (e.g. promotion of one’s plans) 

● Using content-specific language (e.g. regarding planning of urban and 

built environment, energy and transport solutions, sustainable 

development)  

 

7. Organizing School Learning Spaces: 
Recuperating new “learning spaces” within our school 
 

15-16 

English (B1- / B1) 

Maths 

- Euclidean geometry 

- deconstruction of 

irregular shapes 

- geometrical spaces 

- calculating area of 

non-Euclidean 

shapes 

- ratio scale 

- scaling of an 

Euclidean figure 

Physics 

- measurements and 

precision 

- units of measure 

- mean/average 

- error propagation 

Art  

- primary, 

secondary and 

complementary 

colours 

- colours and 

emotion 

- colours and 

culture  

 

Disciplinary and transdisciplinary features of the Project  

https://adibeproject.com/wp-content/uploads/2022/03/07-ORGANIZING-SCHOOL-LEARNING-SPACES.pdf
https://adibeproject.com/wp-content/uploads/2022/03/07-ORGANIZING-SCHOOL-LEARNING-SPACES.pdf
https://adibeproject.com/wp-content/uploads/2022/03/07-ORGANIZING-SCHOOL-LEARNING-SPACES.pdf
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Competences, literacies & skills  

● Organising information (e.g. to write a convincing report to elicit 

financial support) 

● Orientation and spatial-visual literacy (e.g. working with building 

floorplans and scaling) 

● Numeracy (e.g. calculating averages and standard deviations) 

● Self-awareness (e.g.  identifying and reinforcing individual abilities and 

interests such as photography, music, video-making, design and 

drawing, poetry, etc.) 

● Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. develop a sales-pitch to elicit investment from 

authorities) 

 

Discourses, language awareness, language learning & use 

● Justifying and supporting personal and/or group opinion 

● Making official requests 

● Discerning between registers (BICS and CALP) 

● Creating register-appropriate texts  

● Using content-specific language (e.g. regarding the organisation of 

learning space)  

 

8. Urbanization, Health and Epidemics 
 

15-17 

English (B1+)                                                                                                        

Biology 

- genetic variation & 

natural selection 

- epidemics 

- animals as vectors in 

infectious diseases 

 

Chemistry  

- acid rain formation  

Geography 

- population density 

- urbanization & 

population distribution 

 

History 

- mobility & travel 

- epidemics in history 

Maths 

- bar charts 

- pie charts 

- density (x/unit 

of measure) 

 

Physical 

Education & 

Health 

https://adibeproject.com/wp-content/uploads/2022/03/08-URBANIZATION-HEALTH-AND-EPIDEMICS.pdf
https://docs.google.com/document/d/1xEsxvjOzOI-tOR6UbPic5Xi9mWh9Akv9_URwooLmNjE/edit#bookmark=id.2et92p0
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- effects of acid rain on 

cultural heritage  

- air pollution and 

particulates 

- air pollution and 

health 

- leading causes 

of death 

Disciplinary and transdisciplinary features of the Project  

Competences, literacies & skills  

● Organising information (e.g. from multimedia sources to produce 

infographics using the CLIL-language and using L1) 

● Virtual map literacy & numeracy (e.g. locating places using maps and 

satellite images; reading scales and calculating relative distances)  

● Graphic literacy & numeracy (e.g. managing data presented through 

graphs) 

● Graphic literacy (e.g. choosing appropriate graphs for the data at hand) 

● Numeracy (e.g. calculating density as X/unit of measure (e.g. population 

density)) 

● Visual literacy (e.g. extracting information from infographics) 

● Visual and multimedia literacy (e.g. designing and creating multimedia 

infographics) 

● Working life skills, collaboration at work, project development and 

entrepreneurship (e.g. design and develop infographics to share 

information regarding epidemics) 

 

Discourses, language awareness, language learning & use 

● Describing and presenting data and graphs 

● Presenting cause and effect relationships 

● Discerning between registers (BICS and CALP) 

● Creating register-appropriate texts  

● Using content-specific language (e.g. regarding urbanisation, population 

migration, disease spread) 
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9. Amazon Rainforest  
  

13-16  

English (B1)  

Geography 

- Diurnal climate of the tropical 

rainforest 

- Deforestation 

- Sustainable and unsustainable forms 

of agriculture 

- Maps and topographical documents 

 

Biology 

- Ecosystem of the tropical 

rainforest 

- Vegetation and wildlife 

o Layers of the 

rainforest 

o Adaptation of 

different species 

- Nutrient cycle of the tropical 

rainforest 

Disciplinary and transdisciplinary features of the Project  

Competences, literacies & skills  

- Organising information (e.g. creating flow charts to show cause and effect 

relationships) 

- Orientation and spatial literacies (e.g. locating places using maps and 

satellite images) 

- Visual literacy (e.g. interpreting models about nutrient cycles and shifting 

cultivation practices) 

- Graphic literacy (e.g. managing graphs about climate)  

- Digital literacy (e.g. discerning information on the internet) 

- Working life skills, interpersonal and group collaboration, project and 

task completion and entrepreneurship (e.g. collaborating and planning an 

expedition; engaging in controversial discussions about the sustainability 

of meat produced in former rainforest areas) 

 

Discourses, language awareness, language learning & use 

- Describing images and geographical location of a place 

- Presenting cause and effect relationships 

- Explaining processes  

- Language learning strategies (e.g. word webs for learning new words) 

https://adibeproject.com/wp-content/uploads/2022/03/09-AMAZON-RAINFOREST.pdf
https://docs.google.com/document/d/1XLRb3l76V64Zoi0vvFjDBkpo-z3yrmatIdUhMcciBg4/edit#bookmark=id.1y810tw
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- Using content-specific language (e.g. regarding the Amazon rainforest) 

- Being a metacognitive learner (e.g. applying the 321RIQ technique: 

recalling 3 items; formulating 2 insights; asking 1 question) 

 

10. Exploring The World of Work  
 

14-18 

English (B1)    

Geography 

- product supply chains 

- structural transformation 

of local manufacturers 

into global players 

- sustainability and 

responsibility of global 

players (example: 

Adidas) 

 

Social Sciences 

- how global economies 

and companies 

influence local social 

fabric 

- social sustainability 

and responsibility of 

global players 

(example: Adidas) 

History 

- the evolution of 

social 

perspectives on 

work and 

employment 

- how 

globalization 

transforms 

companies 

(example: 

Adidas)  

Disciplinary and transdisciplinary features of the Project  

Competences, literacies & skills  

- Organising information (e.g. from a global company’s website to 

understand its influence on local societies and economies) 

- Orientation and spatial literacies (e.g. locating places using maps to trace 

sites along the supply chain of a globally-operating company) 

- Virtual map literacy (e.g. working with satellite maps and 

topogeographical images) 

- Graphic literacy & numeracy (e.g. managing data presented through line 

graphs) 

- Self-efficacy and self-awareness (e.g. we as active social agents; as 

autonomous learners) 

- Social & civic awareness (e.g. identifying how global entities affect local 

https://adibeproject.com/wp-content/uploads/2022/03/10-EXPLORING-THE-WORLD-OF-WORK.pdf
https://docs.google.com/document/d/1XLRb3l76V64Zoi0vvFjDBkpo-z3yrmatIdUhMcciBg4/edit#bookmark=id.1y810tw
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agencies and the sustainability of such influences; human rights; social 

equity) 

- Historical temporal awareness (e.g. tracing changes in social perspectives 

and development) 

- Working life skills, interpersonal and group collaboration, project and 

task completion and entrepreneurship (e.g. engaging in controversial 

discussions regarding consumer responsibilities in a globalized economy) 

 

Discourses, language awareness, language learning & use 

- Describing images and the geographical location of a place  

- Presenting cause and effect relationships 

- Debating and questioning  

- Language learning strategies (e.g. word webs for learning new words) 

- Using content-specific language (e.g. regarding the world of work, 

globalisation and social sustainability)  

 

11. Le Tourisme Sombre (FR) / Dark Tourism (EN)  
 

13-14 

French version (A2-B1) 

English version (A2) 

Geography 

  

a)  Understanding factual and 

conceptual differences between 

tourism and dark tourism 

b)   Identifying and categorising 

dark tourism destinations focus 

on two locations 

c)  Creating geographical 

arguments for and against dark 

tourism 

Citizenship 

·    Understanding how 

concepts of DT locations 

have changed over time 

·    Analysing the impact of 

accidents, natural causes 

and human atrocities on 

contemporary DT 

·    Ethical issues of dark 

tourism 

Disciplinary and transdisciplinary features of the Project  

https://adibeproject.com/wp-content/uploads/2022/03/11-LE-TOURISME-SOMBRE-FR-DARK-TOURISM-EN.pdf
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Competences, literacies & skills  

● Organising information (using a range of historical, geographical and 

contemporary multimodal sources) to categorise DT 

·    Synthesising information about dark tourism locations using grids  

● Interpreting data (e.g. using data to analyse moral, sensitive and 

sensational language, images of advertising websites, leaflets and 

realia) 

● Orientation and spatial literacies (e.g. locating DT destinations) 

● Visual literacy (e.g. analysing visual sources, images, drawings, 

photographs and written accounts of DT sites; designing in groups 

their own DT poster) 

● Digital literacy (e.g. interpreting social media, tourist information, data 

about geographical and critical world events) 

● Digital literacy (e.g. discerning information on the internet) 

● Working life skills and entrepreneurship (e.g. engaging in sensitive 

and morally controversial discussions; demonstrating criticality of 

data analysis). 

● Interpersonal and group collaboration, project and task completion 

(e.g. in groups creating a DT blog of their preferred site with reasons; 

in groups creating a morally justifiable DT poster) 

  

Discourses, language awareness, language learning & use 

● Describing world events and their impact - discerning between ‘real-

world’ accounts and the language of tourism (persuasion) 

● The language of consequence and argumentation to promote dark 

tourism 

● Language for constructing moral arguments 

● Focus on the language of classification and justification (e.g. Dark 

Tourism poster and leaflets) 

● Specific language for creating blogs/leaflet (e.g. literacy focus on 

conjunctions, connectors and the language of persuasion) 

● Language learning strategies (e.g. use of the Word Wall, creating a 

Learning Log and engaging in Learning Conversations, co-

construction in groups of a leaflet) 
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12. Slavery 
 

13-14 

English (B1) 

History 

·    The concept 18th century ‘slavery’ 

·    Triangular Trade (social, economic, 

health, power issues of slave trade) 

·    Life as a slave 

·    Abolition of slavery (19th century) 

·    Moral arguments about slavery 

Citizenship 

·    Defining 

modern day 

slavery/traffickin

g 

● Classification of 

trafficking 

● Moral 

arguments/social 

justice 

● Similarities and 

differences - 

historical and 

contemporary 

slavery/trafficking 

● Raising awareness 

of trafficking 

Disciplinary and transdisciplinary features of the Project 

Competences, literacies & skills  

● Organising information (using a range of historical and contemporary 

multimodal sources) 

● Interpreting data (using data to demonstrate alternative perspectives) 

● Orientation and spatial literacies (e.g. locating slave trade routes, 

trafficking routes) 

Visual literacy (e.g. analysing visual sources, images, drawings, 

photographs and written accounts; designing and creating World 

Against Trafficking Day events posters) 

● Digital literacy (e.g. interpreting historical data and multimodal 

contemporary data including social media) 

● Digital literacy (e.g. discerning information on the internet) 

● Working life skills and entrepreneurship (e.g. transferring 

understanding of a ‘historical’ phenomenon to modern day versions of 

https://adibeproject.com/wp-content/uploads/2022/03/12-SLAVERY.pdf
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contemporary, sensitive and morally challenging issues; engaging in 

controversial discussions; demonstrating criticality of data analysis;). 

● Interpersonal and group collaboration, project and task completion 

(e.g. carrying out group projects on planning World Against Trafficking 

Day events for their school; reflecting deeply on moral issues; co-

constructing a group blog) 

  

Discourses, language awareness, language learning & use 

● Describing historical sources/contemporary data using appropriate 

genres 

● Presenting cause and effect relationships 

● Developing consequential explanation in appropriate registers  

● Raising awareness of the language of historical accounts 

● Using language appropriately for comparing and contrasting (e.g. 

historical and contemporary slavery/ trafficking) 

● Deepening understanding of non-biased language use 

● Using genre-specific collocations (e.g. World Against Trafficking Day 

events) 

● Expressing points of view supported by evidence including the 

language of persuasion and argumentation (e.g. World Against 

Trafficking Day events) 

● Language learning strategies (e.g. use of the Word Wall, creating a 

Learning Log and engaging in Learning Conversations, co-

construction in groups of a blog) 
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