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ARTICLE INFO ABSTRACT

The increasing linguistically and culturally diverse cohort of university students in nursing degree programmes
has resulted in a plethora of approaches to address issues related to English language, academic writing and
professional communication. Approaches that integrate language development within core nursing subjects are
usually regarded as effective, as they offer students opportunities to be socialised into the language of their
specific discipline areas. However, developing and implementing an integrated model can be challenging and
many discipline academics feel unprepared to address language issues within the curriculum. This paper dis-
cusses a pilot project where we, a language academic and a group of nursing academics, adopted a clinical
supervision model to problematise subject content and pedagogic practices. The aim was to enable English as
additional language students better transition to Australian university studies by integrating an explicit focus on
language development within the subject content. The paper outlines the model and draws on our reflections to
discuss outcomes. These included changes to subject content and pedagogic practices, as well as increased
confidence of nursing academics to teach in ways that have been found to be effective for English as additional
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1. Introduction

The increasing linguistically and culturally diverse cohort of uni-
versity students in nursing programmes has resulted in a plethora of
approaches to address issues related to English language, academic
writing and professional communication. Some approaches are specific
to health care disciplines, for example, programmes that focus on
clinical communication (e.g. Hussin, 2009; San Miguel and Rogan,
2009). Other initiatives address the development of English language
proficiency within the area of academic reading and writing and are
broadly applicable across disciplines. These initiatives include the early
use of post enrolment language screening (Glew et al., 2015) and lan-
guage focused initiatives via an integrated model which are offered
within degree programmes (San Miguel et al., 2013; Hillege et al.,
2014; Miiller et al., 2015; Salamonson et al., 2010).

Models that address academic language development within dis-
cipline content draw on social views of language and learning, in-
cluding situated learning (Lave and Wenger, 1991), communities of
practice (Wenger, 1998), and second language socialisation (Duff,
2010), according to which, students are apprenticed into particular
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communities, including the specific discourses of those communities.
An explicit focus on the academic practices of reading and writing in
subjects allows students to be socialised into the specific practices of
their discipline areas (Arkoudis and Doughney, 2014; Wingate, 2006).
However, EAL students experience a ‘double socialization’ (Roberts,
2010, p. 211), as they are socialised not only into the specialised dis-
courses and practices of their discipline but also ‘the specific language
and cultural practices that realise these discourses’. Integrated models
that are specifically for EAL students allow academics to pay more at-
tention to the disciplinary language and cultural practices that may be
unfamiliar to EAL students, which, in turn, may help students better
understand subject content (San Miguel et al., 2013).

Despite the recognised benefits of integrated academic language
development (e.g. Baik and Greig, 2009; Mort and Drury, 2012), many
language development programmes in healthcare degrees remain out-
side core disciplinary subjects (Fenton-Smith and Frohman, 2013).
These programmes rely on students seeking help in their spare time,
often through university language centres, which can be burdensome
for students, who may already be struggling to manage study and
workloads. Furthermore, generic models do not take into account the
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situated nature of language learning and it has been argued that these
so called ‘study skills’ programmes should be dismantled due to their
ineffectiveness Wingate (2006).

One of the reasons for the limited uptake of integrated models is
that they are challenging to develop and implement. Integrated models
require teachers who can effectively work with both discipline content
and language, and therefore programme development usually relies on
cross-disciplinary collaboration, drawing on experts from different
parts of the university. In some cases, faculties employ their own lan-
guage specialist teachers to deliver language programmes within par-
ticular areas (Miiller et al., 2015) or draw on staff from university
language, or teaching and learning centres, to deliver language devel-
opment programmes (Hillege et al., 2014). However, Wingate and
Dreiss argue (2009, p. A-21) that ‘to offer students truly embedded and
effective writing support, the involvement of subject tutors and the
integration of academic writing into the time-tabled classroom activ-
ities are needed’. Many university tutors, however, do not feel prepared
to address language issues within the curriculum, and little has been
done across the university sector to provide staff development in this
area (Briguglio, 2014). This paper is a reflective study of our own at-
tempts to find a model of professional development that involved cross
disciplinary collaboration between us, a language academic and a
group of nursing academics. The paper presents an evaluation of the
outcomes of the programme.

2. Background to the project

At least one third of the nursing students at the large metropolitan
university where this project was carried out are from linguistically and
culturally diverse backgrounds. The nursing degree includes a com-
prehensive programme related to language development and this pro-
ject is one part of that programme. On entering university, students are
encouraged to undertake a post enrolment language screening so that
those who need further language development can be directed to ap-
propriate language development opportunities. Results from the
screening since 2012 indicate that approximately 100-120 students
each year (from approximately 600 who complete the screening) fall
within the lowest band of the screening (internal reporting data), which
indicates that they may benefit from significant development of aca-
demic language. The majority of students with this low level of lan-
guage are from EAL backgrounds. As widely acknowledged in the lit-
erature, strategies need to be developed that can support these students
to succeed in their degree (e.g. Choi, 2016; Hillege et al., 2014; San
Miguel et al., 2013).

In a previous paper, we described a model of responding to students
with low levels of English language proficiency that focused on tutorials
that were ‘streamed’ for these students within core subjects to better
help those students transition to university (San Miguel et al., 2013).
The streamed tutorials have been offered for six years as a strategy to
help EAL students transition to university study by focusing on aca-
demic practices and language development. Usually four tutorials are
offered, each capped at 25 students, which is up to five students less
than the standard tutorial size. Students can ‘opt in’ to these tutorials
(see San Miguel et al., 2013 for further description of the tutorials).
Tutorials are taught by a team of permanent and experienced casual
tutors. What is notable about these tutorials is that the tutors need to
adapt already existing content to better suit the needs of the EAL stu-
dents.

This model relies on academics in the discipline working with EAL
students to integrate language development into a nursing subject, ra-
ther than employing language specialists to teach these tutorials. A
previous evaluation of these tutorials for EAL students showed that the
tutor is important in creating a positive experience for students (San
Miguel et al., 2013). In particular, students thought the streamed tu-
torials were most beneficial when tutors created opportunities for in-
teractive class participation by engaging them in small group
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discussions, providing them with the opportunity to practise the lan-
guage of the discipline. However, not all tutors provided this experi-
ence. Furthermore, as new tutors began to teach the EAL tutorials, there
was a need to provide professional development to ensure students'
positive experiences across all streamed tutorials. This paper focuses on
how we implemented professional development that aimed to enable
nursing academics to teach core nursing content in ways that were ef-
fective for EAL students, that is to develop what Lucas et al. (2008,
p-363) call ‘linguistically responsive teachers’. Such teachers are aware
of the challenges faced by students and can respond to those challenges
in a timely and effective way.

3. Clinical supervision as professional development

In working together, in our roles as language academic and nursing
academics, we wanted to draw on each other's expertise to adapt sub-
ject teaching materials and our own practices to enable EAL students to
gain access to ‘the ways of understanding, interpreting, and organizing
knowledge that is practied in the subjects and disciplines of the
academy’ (Bergman, 2016, p. 516-1). The framework we adopted for
this professional development drew on the concepts of a ‘third space’
and ‘clinical supervision’. The third space helped frame the cross dis-
ciplinary collaboration. It refers to the space ‘where academics from
different disciplines come together to explore teaching and learning
ideas and combine knowledge and skills from their different speciali-
sations to create new ideas, strategies and activities that would be
difficult, if not impossible, for each to create in their own ‘space”
(Briguglio, 2014 p. 27). In order to create this space, we adopted a
model of clinical supervision, which is used in health care settings to
promote professional support and learning amongst peers (Brunero and
Stein-Parbury, 2008). During regular discussion meetings, peers use
reflection to think back on clinical experiences, in order to increase
understanding and identify areas for improvement. Clinical supervision
has been found to be effective in achieving outcomes in areas of pro-
fessional accountability, skill and knowledge development, and colle-
gial support (Brunero and Stein-Parbury, 2008). In implementing a
clinical supervision model in an education setting, we wanted to use
peer discussion to deepen our knowledge and understanding of chal-
lenges EAL students faced in reading and writing subject content. We
aimed to expand our skills and deepen our knowledge by drawing on
our classroom based experiences and our differing areas of expertise.
The model of peer education in a safe space (Brunero and Stein-
Parbury, 2008) also offered possibilities of providing collegial support
to increase confidence in teaching in ways that responded to the lin-
guistic diversity of the students. The key tool in clinical supervision is
reflection (Brunero and Stein-Parbury, 2008). Although reflection is
widely used in education as a way of researching one's own practice, for
example, action research, this peer based model does not seem to be
used widely in education. One study where a similar model was used in
a higher education setting is referred to as a ‘research circle’ which is
described as a ‘method and a meeting place for knowledge-building and
professional development’, which ‘gives time and space for collective
reflections ... opportunities that are not often given in sporadic work-
shops and credit courses for staff’ (Bergman, 2016, p. 517).

4. Method

Five out of the six academics who participated in the professional
development programme agreed to participate in the evaluative com-
ponent. The four nursing academics included a permanent subject co-
ordinator, two permanent staff members and a casual staff member who
had been regularly employed at the university for a minimum of three
years and was experienced in teaching this subject. The fifth member
was a language educator who had worked closely with the Faculty for
at least ten years and had collaborated with nursing staff in developing
the subject that was being adapted for EAL students. All members of the
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group were committed to improving the experiences of EAL students.

The meetings were held on campus for one hour a week for eight
weeks. Each meeting, we discussed classroom experiences from that
week's tutorial, and planned the following week's tutorial.

The study used a qualitative design, broadly situated within re-
flective practice (Schon, 1983) to investigate our experiences and
evaluate the outcomes of the professional development programme. In
researching our own practices, we were engaging in ‘self study’
(Bullock, 2012; Mukeredzi, 2014), a research methodology arising out
of reflective practice (e.g. Schon, 1983) and action research (e.g.
Kemmis and McTaggart, 2014) which is used in teacher education to
help educators deepen their understanding of their practices. Self study
was an appropriate methodology as it is improvement aimed and helps
participants ‘develop an articulated knowledge about practice
(Loughran, 2005 p. 10). Self study also shares similarities with noticing
(Mason, 2002) whereby the same person monitors their own partici-
pation. Mason (2002, pp. 200-201) argues that the validity of such
research lies in ‘the development of ways of working which enable
others to take up and try something similar for themselves’.

To capture the outcomes of the professional development meetings,
we collected several forms of qualitative data. All participants kept
reflective journals in which we documented our experiences of the EAL
tutorials topics discussed in the weekly meetings, outcomes from
meetings, any changes we made to our practice, and any events from
the EAL tutorials that we wished to discuss with colleagues. However,
these topics were set as a guiding framework. The diary reflections were
unstructured and academics could add topics if they wished.
Participants were asked to write in their diary at least once a week.
Diaries were collected at the end of the teaching session. One partici-
pant chose to handwrite; others kept computer logs. We also collected
emails exchanged after the weekly meetings and teaching resources
developed as a result of the meetings. The emails usually summarised
the meetings and clarified actions to be taken. These data formed the
basis of this paper.

The diary entries, emails and resources were analysed using inter-
pretive description (Thorne, Kirkham & MacDonald-Emes, 1997) to
identify thematic patterns. Two of the participants (CH and LT) read the
data individually to identify key themes. The two participants then
compared themes, resulting in further discussion and analysis, before
agreeing on a final list of themes. Themes were then grouped into major
themes with sub-themes under each theme. In writing our reflections,
analysing the data, and writing this paper, we are participating in three
phases of reflection, as summarised by Rolfe (2001). He related these
three stages to nursing education but we are using them in relation to
professional development. Firstly, we immersed ourselves in the ex-
periences of the ‘messy complexities’ (p. 27) of teaching. Secondly, we
reflected on our practice; and finally, in writing this paper, we relate
our experiential knowledge to propositional knowledge and theory.
This latter is an important component of self study in that it makes
visible for other educators otherwise hidden knowledge of teaching
practices (Mukeredzi, 2014).

Ethics approval was received for this study by the University's in-
ternal ethics committee and all participants consented to being part of
the project by way of written consent.

5. Findings

The major themes identified in the data focused on challenges faced
by academics teaching the tutorials and the responses to those chal-
lenges that were developed in the team meetings. The three main
challenges were covering the content of the subject, responding to
students' learning styles, and tutors’ lack of confidence in teaching
classes of EAL students. These challenges and the responses are sum-
marised in Table 1. The table shows what the responses were, and
where applicable, how we achieved them.

One of the key challenges was the need to cover the required
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content, at the same time as including activities to help students un-
derstand and engage with the content. In EAL tutorials, tutors found
that they were unable to complete all class activities, as students re-
quired more time to understand and discuss the pre-class reading/
learning materials, and tutors needed to spend more time explaining
unfamiliar sociocultural content. In response to this challenge, a deci-
sion was made in the team meetings to focus on ‘essential’ content (see
below). Tutorial activities were then adapted and resources developed
to include a focus on vocabulary development and unfamiliar socio-
cultural content.

Essential content was identified through a questioning process. The
role of the language academic was key to this process. As an ‘outsider’
to the discipline (Jacobs, 2005), the language academic was able to
‘think like a student’ and raise questions concerning what students were
supposed to learn each week. The key questions discussed for pre-
paration of each week's tutorial were:

e Which of the weekly readings were essential for students to com-
plete?

e Which sections of the essential readings were students required to
read (e.g. the whole reading or only one or two sections)?

® Which readings added depth but were not essential?

e Which tutorial activities were essential?

e How could those tutorial activities be adapted to focus on unfamiliar
content and language for EAL students?

Discussion in the teaching team resulted in a reduced number of
readings for students to complete and the development of student
reading guides. The purpose of the reading guides was to provide stu-
dents with activities to help them understand the readings. The guides
incorporated activities that related to nursing content, academic prac-
tices, and language development (see Appendix 1 for a sample reading
guide). During weekly meetings, the language academic questioned the
nursing academics to identify the key points in the weekly readings, and
to develop questions that students could answer based on the readings.
The language academic then wrote the guides, integrating activities
that focused on academic practices related to reading and using evi-
dence. The guides also introduced students to unfamiliar specialist
terminology and sociocultural knowledge, for example, many of the
EAL students were unfamiliar with the Australian medical system, or
the geographical differences within Australia that can impact health-
care. Similarly, a scaffolded template was developed to assist students
to engage with their written assignment question (see Appendix 2 for
template). The work involved choosing their topic of focus, summar-
ising a key reading in their own time and then interacting with another
student or small group in the class to share understanding.

Finally, tutors recognised the large amount of new vocabulary for
students. Vocabulary was identified that might be unknown to students
but that was essential to the subject. Again, the role of the language and
learning academic was key in identifying this vocabulary. As the subject
was not part of her disciplinary knowledge, she was readily able to read
like a first-year student and identify unfamiliar terminology. The nur-
sing tutors’ knowledge, however, was essential to decide whether this
was terminology that students needed to know. Sample key vocabulary
included the social gradient, advocacy, equitable access, and social
exclusion. Activities were developed to encourage students to learn
vocabulary. For example, at the beginning of a tutorial, each student
was given a key word or phrase from previous readings and asked to
explain it to a partner, to gauge whether they actually understood the
key word or phrase.

A second challenge discussed in the meetings was how academics
could adjust their pedagogic practices to respond to students who were
not necessarily familiar with the style of learning expected. In parti-
cular, nursing tutors were concerned about the lack of student parti-
cipation in class. Tutors reported that when they tried to engage stu-
dents in teacher led large class discussions, many students did not
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Table 1
Pedagogic challenges of EAL classes and the teachers’ responses to those challenges.
Identified challenges Responses
What How

Covering the content ® Adaptation of content

® Development of resources to help students understand

the content
Learning styles of students ® Development of teaching strategies

® Changes to teaching style

Lack of tutor confidence ® Sharing concerns

® Sharing expertise

Clarified essential content through peer review

Reduced number of readings

Developed weekly reading guides

Developed activities to scaffold the assessment tasks

Developed vocabulary activities

Planned sequence of activities from understanding core concepts and vocabulary to
discussion on the topics

Adapted tutorial plans to incorporate more small group activities
Incorporated time for student questions into tutorials

Spoke more slowly

Became aware of slang

Became aware of culturally specific information

Took time to check students had understood

participate. Additionally, even though students were encouraged to ask
questions, tutors observed that students would often wait behind after
class concluded, and ask their questions when they were alone with
their teacher.

In response, tutorial activities were adapted to move away from
large class discussion to activities that required students to work in
small groups. Furthermore, rather than asking students to discuss a
topic generally, activities were redesigned so they had a clear focus and
a task that students needed to complete (see Appendix 3). Small group
activities ensured that all students participated. Small group work also
allowed the tutor to move between groups, monitor students’ under-
standing of topics, and answer questions.

A second response was to adapt teaching styles. Tutors reflected on
how they became aware of the need to speak more slowly and to ex-
plain idiomatic use of language when used. They also noted that they
learned to develop ways of ‘checking in’ with students regularly to es-
tablish whether students understood the content being discussed.

A third challenge for academics was a lack of confidence in teaching
groups of EAL students. Academics discussed their uncertainty in how
best to respond to students, and how to focus on language. However, as
a result of sharing experiences and expertise, academics noted how
throughout the meetings their confidence in teaching EAL students was
increasing. They also reported that they had begun to transfer some of
the skills and knowledge developed through the meetings to their other,
non-streamed, tutorials.

6. Discussion

Our reflections discussed above demonstrate that this form of pro-
fessional development led to changes in the subject, pedagogy and in
our own skills, knowledge and confidence. This model provided a space
in which academics had opportunities to discuss the challenges of in-
tegrating academic language development for EAL students into dis-
cipline subjects, and to find solutions by drawing on expertise from
both nursing education and language learning pedagogies. This type of
peer professional development demonstrates how universities might
respond to EAL students in a culturally responsive way (Jeong et al.,
2011; Wang et al., 2008) by enabling academics to change pedagogic
practices and adapt the content of their subjects to help EAL students
better transition to university study. What was important in bringing
about these changes was the collaboration between academics with
domain knowledge of nursing, and an academic with knowledge of
academic writing and EAL teaching and learning, and the peer model of
clinical supervision that led to learning from our own reflections.

Academics concern about managing the subject content load, whilst
at the same time integrating language development, is one that has
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previously been cited as an impediment to integrating language de-
velopment into discipline content (Gopferich, 2016). Unlike much of
the literature that focuses on developing sustainable models for
teaching academic writing or developing English language proficiency,
the focus of our clinical supervision meetings and the changes made
were not so much about the explicit teaching of writing or English, but
was rather about how we could develop practices that ensured students
understood the content of the subject. As noted in a large-scale research
project in Australia that investigated the ongoing English language
development of international students in Australia, a key component of
academic success for EAL students is to develop a deep understanding
of content knowledge (Rochecouste et al., 2010). Integrating language
development can increase students’ understanding of the content (San
Miguel et al., 2013; Gopferich, 2016).

The peer discussion embedded in the clinical supervision model
permitted us to have conversations about the usefulness of the content
and to challenge the ‘pedagogical status quo’ (Black and Yasukawa,
2013, p. 585). Essential to these discussions was the notion of working
in the third space, as discussions depended on expertise in nursing
content and in language. For example, the reduction in the amount of
readings and the development of activities that focused on language
drew on the role of the language academic as an ‘outsider’ (Jacobs,
2005) to the discipline, helping nursing academics reflect on why they
had chosen particular readings and what students were supposed to
gain from the readings. Similarly in addressing the level of difficulty of
the readings, the language academic was able to readily identify ter-
minology and concepts that were unfamiliar to her — and would most
likely be unfamiliar to students. The reading guides that were in-
troduced as a response to students' challenges with the readings aimed
to help students understand key terminology, unfamiliar sociocultural
concepts and academic practices. This process of identifying the lan-
guage demands of the subject and developing resources to scaffold the
reading process (Wood et al., 1976) helped academics become lin-
guistically responsive teachers (Lucas et al., 2008), that is teachers who
can adjust the content to respond to the students' level of English lan-
guage.

Improving students' understanding of core readings is an important
step in improving their writing. Although there is little research on the
challenges of reading for EAL students, the few studies undertaken have
found that students struggle with discipline-specific vocabulary, com-
plex language and unfamiliar concepts (Reid et al. 1998 cited in
Rochecouste et al., 2010). As Rochecouste et al. (2010) argue, focusing
on reading development for EAL students is important, as readings that
are beyond students’ capabilities can lead to plagiarism, as students rely
on copying the written text (rather than paraphrasing, summarising or
synthesising) due to their lack of understanding.
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The second major challenge, adapting to different learning styles, is
also frequently discussed in literature, particularly in relation to inter-
national students (Wang and Greenwood, 2015). Rather than adopting
a deficit model, by focusing on what was wrong with students' learning
styles (e.g. students are ‘rote learners’ or ‘passive learners’), which
Black and Yasakawu (2013, p. 577) describe as ‘the process of ‘blaming
the victim”, our solutions focused on changing teaching strategies and
styles. Tutors can play a major role in creating a learning environment
where students feel comfortable to participate (San Miguel et al., 2013).
Nursing academics in the group quickly realised that holding class
discussions as a large group did not work. The solution of incorporating
small group work into tutorials had multiple benefits. It offered more
opportunities for students to participate and to negotiate meaning,
which meant using the language of the discipline to explain core con-
cepts to each other. These activities recognise the classroom as a social
learning environment and provide opportunities for students to com-
municate with each other, which develops their English language for
this particular discipline area (Lucas et al., 2008; Rochecouste et al.,
2010). The opportunity to interact frequently in pairs or small groups
also helped foster relationships between students and establish a
classroom with minimal anxiety about speaking in English, which is
important, as EAL students often feel anxious about speaking up (Lucas
et al., 2008; Wang et al., 2008).

A further change in teaching strategies that nursing academics
adopted in response to the challenge of teaching students with differing
learning styles was to build in opportunities to ask questions.
Rochecouste et al. (2010) found that many students feel too intimidated
to ask questions and suggest teachers set aside time for questions in
class. In our project, academics built opportunities into class time so
that they could walk around the room, talk to small groups as they
worked on an activity, and answer any questions.

Finally, the changes teachers made to their teaching style by
adopting a slower speaking pace, and to explain slang when they used it
are accordance with recommendations in the literature (Lucas et al.,
2008; Rochecouste et al., 2010).

Our approach to developing strategies and resources to enable EAL
students to understand subject content reflect a view that learning oc-
curs through social interaction, and that students can be guided by an
expert other to be socialised into the practices and language of their
discipline (Duff, 2010). The focus on language provided explicit gui-
dance for students to participate in the academic practices of first-year
nursing. As Duff (2012, p. 578) notes, ‘without explicit socialization ...
students may invest large amounts of time with relatively little payoff in
terms of ... success’. The resources developed and the adaptations made
to tutorial activities helped scaffold students' learning by providing
explicit information in context.

The findings demonstrate that the nursing academics in this study
have to some extent become what Lucas et al. (2008, p. 364) refer to as
linguistically responsive teachers. In particular, the academics created
opportunities for social interaction, created a ‘safe, welcoming class-
room with minimal anxiety about performing in a second language’,
identified the language demands of the subject, and provided resources
to scaffold students' learning. The language academic gained a richer
understanding of the particular language and practices that students
needed to learn within this subject in order to succeed.

The final challenge focused on the academics themselves rather
than the challenges students faced. Similar to other studies (Briguglio,
2014), the nursing academics in this project expressed initially a lack of
confidence in teaching EAL students. Regular group meetings where
participants could share concerns and draw on each other's expertise
resulted in a growth in confidence in the weekly meetings, which
translated to the classroom.

What seemed to contribute to changes to subject, practices and
teachers is that all participants of the group were committed to ad-
vocating for EAL students. As Lucas et al. (2008) argue, linguistically
responsive teachers value linguistic diversity and have an inclination to
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advocate for English language learners. The adoption of the group su-
pervision model helped create an equal partnership between the lan-
guage academic and the nursing academics. This equal partnership
enables pedagogic practices to be ‘challenged as both teachers [content
teachers and language and learning teachers] explore how best to meet
the needs of the students’ (Black and Yasukawa, 2013, p. 584).

This clinical supervision model for professional development pre-
sents one way of responding to the increased number of linguistically
diverse students in nursing degrees. There are, however, several lim-
itations to the model. At the time of the pilot project, only one team
member was a casual staff member, who was paid to attend meetings.
With the increased casualisation of staff in Australian universities, it
may be challenging to fund increased numbers of casual staff to parti-
cipate in professional development, and to find meeting times that suit
all. A further challenge is that this group of teachers willingly came
together to work on the project and had a history of working together
for a number of years. This type of collaborative work may require
teachers who share ‘a particular pedagogical disposition’ (Black and
Yasukawa, 2013, p. 584). The intention of this research was not to
produce outcomes that could be generalised to other situations but
rather to investigate whether clinical supervision might serve in higher
education as a potential model for professional development. Although
the findings here seem to suggest the potential benefits of this model,
further research is required with larger groups of academics, including
ones where there may be resistance to pedagogical change, to further
understand the benefits and challenges of this model in higher educa-
tion settings.

7. Conclusion

All students need to adjust to the academic language and literacy
demands of tertiary level study but this adjustment can be even more
challenging for linguistically diverse students. This paper illustrates a
potential way of working that can develop the skills, knowledge and
confidence of tutors ‘at the frontline’ who can help EAL students tran-
sition by providing learning experiences that have been found to de-
velop students' confidence in using disciplinary language and literacy in
interactive face to face tutorials.
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Appendix 1. Reading Guide: [Name of subject] Week 4
This week's reading is a chapter from an edited book.

o The editors of an edited book are responsible overall for the book
but the chapters are written by a range of different authors.

e The editors usually write an introduction to the book and may also
write some of the chapters.

e Make sure you know how to reference a chapter in an edited book —
check on the library website, [hyperlink to university library web-
site referencing guide]



C. Havery, et al.

**make sure you know how to reference it in text and in the re-
ference list.
Read the section with the sub-heading ‘The social gradient’

—

. What is the social gradient?

2. What suggestions have been made as to why the social gradient
affects health outcomes?

3. Read the second paragraph of this section. It lists some research that
considered the kinds of jobs people do and their relation to health
outcomes. The jobs are classified from Class 1 to Class V.

a) What kind of jobs have you done in the past? How would you
classify them?

b) What kind of job would you like in the future. How would you
classify that job?

4. Look at Table 11.1
a) Is your country of origin listed? If not, find out what the life

expectancy in your country of origin is.
b) Using the concept of the social gradient, can you explain what
factors might contribute to that life expectancy?

5. Look at Figure 11.3.

a) Explain this graph in one or two sentences to help you explain the
social gradient to somebody who doesn't understand what it
means.

b) If your country of origin is not listed in this graph, find out where
it should be and write it on the graph.

Paraphrasing

Rewrite the following quote from page 194. Include the in-text re-
ference.

‘Better health depends on changing setting and social structures that
produce inequity and exclusion’.

Appendix 2. Preparation for assessment

Your answers to these questions should be brought to class with you
in week 3 (week starting xx).

1. What is your topic (childhood obesity, domestic violence or tobacco
addiction)?

2. How might social determinants of health (SDH) impact the topic
that you have chosen?

3. Which three or four SDH are most relevant to your topic?

. Why are these most relevant?

5. Why is it important to know about the social determinants of health
in relation to nursing practice?

N

AFTER Week 3 CLASS (AT HOME): Find the folder of articles that
relate to your topic and read one article. From the article that you have
read, what have you learnt about your chosen topic? Make a paragraph
summary of this information and get ready to share this with your peers
in week 4 (the following week).

Appendix 3. Adapting tutorial activities to better suit EAL learners
Ice breaker activity

In groups of three of four students, spend 10 min talking about the
following questions. Write down key points to share with the class:

e What do you know about Australia's history?
e What did you learn/see/hear about Aboriginal Australia in your
country of origin (what images have you seen?)?
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Groups share their responses with class

Myth busting activity.
Myth busting activity- jigsaw style.

o Class splits into 5 groups

e Each group takes one myth to ‘bust’ (students access resources in
class to find statistics and facts related to their myth about
Aboriginal people)

® Regroup so that in the new groups there is a person from each of the
5 original groups. Each person has to teach the others what their
‘myth’ was and provide the evidence of how it was busted.

Fact checking: tutors walk around and listen in to make sure stu-
dents are on the right track.
Follow up writing activity.

e Students choose one of the myths and in 10 min write down a
paragraph beginning with the following”

e A common myth about Indigenous Australians is ...

e However ...
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