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This article, “The pacularities of teaching German as a second language ”,
examines the multifaceted nature of teaching German as a second language
(Daz) in multilingual and multicultural contexts. It integrates theoretical,
methodological, practical, and policy perspectives to provide a comprehensive
overview of DaZ instruction. The article begins by situating DaZ within the
broader context of migration, social integration, and education, emphasizing
its distinction from German as a foreign language (DaF). The introduction
highlights the critical role of DaZ for learners’ linguistic development,
academic success, and social participation, providing a rationale for exploring
its theoretical foundations, instructional strategies, and current practices.

The theoretical framework draws on second language acquisition,
sociocultural theory, and bilingual education research. Krashen’s Input
Hypothesis, = Cummins’  distinction  between Basic Interpersonal
Communication Skills (BICS) and Cognitive Academic Language Proficiency
(CALP), and Vygotsky’s concepts of scaffolding and social interaction
provide insight into how learners acquire German in heterogeneous
classrooms. These foundations underline that DaZ instruction extends beyond
language mechanics to encompass cognitive, social, and cultural dimensions.

The article identifies the particularities of DaZ instruction,
emphasizing the linguistic heterogeneity of learners, the dual focus on
everyday and academic German, and the sociocultural and integrative
dimensions of language learning. Institutional and policy contexts, such as
preparatory classes (Willkommensklassen) and inclusive curricula, shape the
effectiveness of language instruction and the learners’ access to educational
opportunities.
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Methodologically, language-sensitive teaching, scaffolding, differentiation,
Content and Language Integrated Learning (CLIL), translanguaging, and
digital innovations are discussed as central strategies in DaZ classrooms.
Practical models illustrate implementation, including preparatory and
mainstream classes, peer-learning initiatives, CLIL projects, translanguaging
activities, and family or community-based integration programs. Case studies
demonstrate that combining language development with content learning and
social integration positively impacts learners’ outcomes.

Challenges in DaZ instruction include learner motivation, classroom

heterogeneity, resource limitations, and the cognitive demands of academic
language. Research emphasizes early intervention, teacher professionalization,
and inclusive pedagogies as critical to overcoming these obstacles. Recent
developments in policy, digital tools, and evidence-based pedagogy show
potential to enhance individualized instruction, learner engagement, and
equitable access.
In conclusion, DaZ instruction is a multidimensional educational practice
integrating linguistic, cognitive, and socio-cultural learning. Effective
instruction requires theory-driven methodology, inclusive and differentiated
classroom practices, systemic support, and technological innovation. Beyond
language acquisition, DaZ education empowers learners to succeed
academically, participate socially, and navigate cultural integration,
highlighting its essential role in multilingual societies.

Keywords: German as a second language, DaZ instruction, multilingualism,
scaffolding, translanguaging, inclusive pedagogy, digital learning

VY crarti «OcoOMMBOCTI BUKJIQaHHS HIMEIIBKOI MOBH SK JIPYTOi
MOBW» PO3TISIAETHCS OAaraTorpaHHU XapakTep BUKJIAIaHHS HIMEIbKOI MOBHU
gk npyroi moBu (DaZ) y 6araTOMOBHHX 1 MyJIbTUKYJIBTYPHUX KOHTEKCTaX. Y
HIi TO€JHAHO TEOPETUYHI, METOAOJOTIYHI, NPAKTUYHI Ta TMOJITUYHI
MEepPCIEeKTUBH, MO0 HaJAaTH KOMIUIEKCHUHM orsia BukiagaHHa DaZ. Crarts
MOYHMHAETHCS 3 po3MilleHHs DaZ y mupiomMy KOHTEKCTI Mirparii, CoriaabHO1
1HTerpali Ta OCBITH, MiAKPECIIOYN HOTrO BIIMIHHICThH Bl HIMEI[LKOI MOBHU
gk 1Ho3eMHOi (DaF). ¥V BcTym migkpecnroeTbcsi BaxkiuBa poib DaZ s
MOBHOTO PO3BHUTKY YYHIB, IXHBOTO aKaJIEeMIYHOIO YCIIIXy Ta COLIadbHOI
y4acTi, IO Ja€ TMIiACTaBU IS JOCHIDKCHHS HOTr0 TEOPETHYHHUX OCHOB,
HaBYAJILHUX CTPATETii Ta Cy4aCHUX MPAKTHK.

Teopetnuna ocHoBa 0a3yeTbCsi Ha JOCHIIKEHHSIX Y Traiysi
3aCBOEHHSI JPYroi MOBH, COIOKYJIBTYpHIM Teopii Ta JTBOMOBHIM OCBITI.
['imoteza Kpamena npo BxigHi1 fnaHi, po3pizHeHHss KymMMinca Mixk 0a30BUMH
HaBUYKaMH MikocoOucticHoro crinkyBanHs (BICS) Ta korHiTuBHOMO
akaJeMidHOI0 MOBJIeHHEBOO KommeTeHIiero (CALP), a Takox KoHIemIi
BHroTchkoro mpo ckeneTyBaHHS Ta COIliabHY B3aEMOJIII0 JTAlOTh YSBIICHHS



Ipo Te, K Yy4HI 3aCBOIOIOTh HIMELbKY MOBY B TeTeporeHHux kiacax. Lli
OCHOBH TIIJIKPECTIOTh, IO HaBYaHHA DaZ BUXOAUTh 3a MEXi MOBHOI
MEXaHIKH 1 OXOIUTIOE KOTHITUBHI, COIIIaIbHI Ta KyJIbTYPHI aCIIEKTH.

VY cTarTi BU3HAYEHO OCOOMBOCTI BUKJIAIaHHS HIMEIHPKOT MOBH SIK 1HO3EMHOI
(DaZ), nigkpecieHo MOBHY HEOIHOPIIHICTh YUHIB, MOABIMHY OpIE€HTAIlII0 HA
MOBCSAKICHHY Ta aKaJeMIYyHy HIMEUbKY MOBY, a TaKOX COIIOKYJbTYpPHI Ta
IHTEerpaTUBHI aCIIEKTH BUBUCHHS MOBHU. [HCTUTYIIIMHI Ta MOJITHYHI KOHTEKCTH,
taki sk migroronui knacu (Willkommensklassen) Ta iHKII03MBHI HaBYaIbHI
porpamMu, BU3HA4YaOTh €(PEKTUBHICTh BUKJIAJaHHSI MOBHU Ta JOCTYN Y4YHIB JI0
OCBITHIX MOJIMBOCTEH.

3 METOAOJIOTIYHOI TOYKH 30py, MOBHO-UYTIMBE HaBYAHHS,
CKeJeTyBaHHs, AudepeHiialis, IHTerpOBaHE HABYaHHS 3MICTy Ta MOBH
(CLIL), TpaHCHSHIBIHT Ta UM(POBI IHHOBALIl PO3IISAAIOTECA K OCHOBHI
cTparerii B knacax DaZ. IlpaktuuHi MoJenl UIIOCTPYIOTh BIPOBAIKEHHS,
BKJIFOYAIOYH ITATOTOBYI Ta 3arajJbHOOCBITHI KJIACH, IHIIIATUBU 3 HABYAHHS
onHomTKiB, mnpoektd CLIL, 3axoaum 3 TpaHCHSHTBIHTY Ta HpPOrpaMu
iHTerpauii Ha ocHOBI ciM'i abo rpomamu. Ilpukiagm 3 TOpakTUKH
JIEMOHCTPYIOTh, IO MOEIHAHHS MOBHOIO PO3BUTKY 3 BUBYEHHSIM 3MICTY Ta
COLIIAJIbHOIO THTErpalli€l0 TO3WTUBHO BIUIMBAE HA PE3YJIbTaTH YYHIB.
Buknuku y BuknananHi DaZ BKIIIOYarOTh MOTHBAIlIIO YUHIB, HEOTHOPIAHICTD
KJ1acy, OOMEXKEHICTh PEeCypCiB Ta KOTHITHBHI BHMOTH aKaJIeMIYHOI MOBH.
JlocnmikeHHsT TIKPECIOTh, 10 paHHE BTpy4YaHHs, Ipodecionamizarlis
BUUTENIB Ta 1HKIIIO3WBHI MEAAroriuHi METOAM € KPUTHYHO BaXXITUBUMH IS
TTOTOJTAHHS ITUX TTEPEITKOI.

Ha 3akiHueHHsS MOKHA CcKa3aTd, 10 HaB4yaHHI DaZ €
0araToBUMIPHOIO OCBITHBOIO MPAKTUKOIO, KA IHTETPY€ MOBHE, KOTHITUBHE Ta
COIIOKYJIbTypHEe HaBuaHHA. E(eKTUBHE HaBUaHHS BHMAara€ TEOPETUIHO
OOIPYHTOBAHOI METOJ0JIOT1], IHKIFO3UBHUX Ta IU(EepeHLIHOBAHUX MPAKTUK Y
KJIaci, CHCTEMHOI MIATPUMKA Ta TEXHOJOTIYHUX 1HHOBalik. OKpiM
OBOJIOJIIHHS MOBOIO, OocBiTa DaZ nae 3Mory yd4HsSIM J0CSTaTd YyCHiXiB Yy
HaBYaHHI, OpaTH ydYacTh y CYCHUIBHOMY JKHTTI Ta OpPIEHTYBAaTHCS B
KyJIbTYPHIN 1HTErpailii, MiJKpecIodn ii BaXKIUBY poJib y 0araTOMOBHHUX

CyCH1JIbCTBAX.
KnrouoBi  cioBa:  HiMenpka SK JApyra MoBa, HaBuaHHA DaZ,
TPaHCJIHTBAJIbHICTD, 0araToOMOBHICTb, CKEJIeTYBaHHS, IHKJIFO3UBHA

nejarorika, udpoBe HaBYaHHS

Formulation of a problem. The teaching of German as a second language
(Deutsch als Zweitsprache, DaZ) has gained increasing significance in recent
decades, particularly in the context of globalization, migration, and the
growing multicultural composition of modern societies. Unlike the teaching
of German as a foreign language (Deutsch als Fremdsprache, DaF), which
typically takes place outside of German-speaking regions and often within



formal educational institutions, the teaching of German as a second language
occurs within German-speaking societies and is embedded in learners’
everyday lives. This distinction has profound implications for pedagogy,
curriculum design, and the overall objectives of language instruction.
Learners of German as a second language are not only acquiring a new
linguistic system but also navigating social, cultural, and educational
environments that require immediate communicative competence.

The particularities of German as a second language instruction are
closely tied to issues of migration and integration. In Germany, Austria, and
Switzerland, significant numbers of school-aged children enter the education
system with little or no prior knowledge of German. For these learners,
German becomes the key to academic success, social participation, and long-
term professional opportunities. In this sense, DaZ instruction is more than
just linguistic training; it is a crucial component of educational equity and
social inclusion. The challenge for educators lies in addressing the linguistic
heterogeneity of classrooms, where learners often have vastly different
language backgrounds, levels of proficiency, and prior educational
experiences.

Analysis of the current research.

One of the most influential contributions to SLA theory is
Krashen’s Input Hypothesis. (Krashen S. D., 1982) According to Krashen,
learners acquire language when they are exposed to “comprehensible input”
that is slightly beyond their current competence. For DaZ learners, exposure
to German occurs both inside and outside the classroom, creating rich
opportunities for input. Krashen also distinguished between “acquisition”
(subconscious language development) and “learning” (conscious knowledge
of rules). DaZ instruction ideally balances both: providing natural
communicative opportunities for acquisition while also teaching explicit rules
necessary for academic German.

Cummins introduced a highly relevant framework for understanding
the particular demands of DaZ learners: the distinction between Basic
Interpersonal Communication Skills (BICS) and Cognitive Academic
Language Proficiency (CALP).

Vygotsky’s (1978) sociocultural theory emphasizes the social nature
of learning. Central to this framework is the concept of the Zone of Proximal
Development (ZPD), defined as the distance between what a learner can
achieve independently and what they can achieve with guidance. Applied to
DaZ, this concept underlines the importance of scaffolding and peer
collaboration in language development. Teachers play a crucial role in
mediating access to academic language and content, guiding learners
gradually toward independent competence. (Vygotsky, L. S.,1978). According
to Gogolin sociocultural dimension also implies that DaZ instruction cannot
be limited to grammar ad vocabulary but must also include intercultural



learning and orientation. Learners need opportnunities to explore the cultural
norms, values, and practices of German-speaking societies while also seeing
their own cultural and linguistic identities respected. An inclusive DaZ
pedagogy therefore promotes integration without assimilation, supporting
learners’ development of bilingual or multilingual identities (Gogolin, 2017).

According to Hecker, using the Bookmark Method, thresholds (cut-scores)

between competence levels were empirically derived in collaboration with
DaZ experts. This establishes what performance is required for lower vs.
higher levels of expertise. It has been also found that many in-service and
prospective teachers do not yet meet the thresholds of expert performance as
defined in this study. The results of Paetsch studies revealed that teacher
education does have an effect on some belief dimensions (especially
language-supportive teaching), but shifts in multicultural and egalitarian
beliefs are less clear.

It has suggested need for more integrated, mandatory teacher training
components focusing on linguistic and cultural diversity.

Keller used a VR unit as a tool to enhance students motivation. Students
reported the VR unit as attractive and motivating. They liked being able to
use German actively. Even though many students were first-time users of VR
glasses, there was no significant drop in motivation (“wear-off effect™) over
the 7-week period. Maahs studies has revealed that all teachers described at
least some spontancous use of learners’ other languages (home languages,
dialects, etc.). This means learners sometimes use their multilingual resources
among themselves, for peer explanations, asking questions, etc.

Kramsch’s major theme is how teachers see themselves. She emphasizes that
teachers’ identities need to shift from seeing themselves merely as
transmitters of one “standard language” toward becoming agents who
understand learner variance, linguistic repertoires, and multiple identities.
Teachers must become aware of their own multilingual experiences and use

them. Findings of Fischer suggest that curricula for teacher education



programs benefit from integrating training on multilingualism (linguistic
diversity, subject didactics with multilingual students). The structured
exposure helps pre-service teachers develop more coherent and supportive
beliefs. Henschel highlighted the importance of balanced Focus on Language
and Content. The reciprocal relationship between science vocabulary and
science knowledge suggests that effective science instruction should

simultaneously promote language development and conceptual understanding.

The aim of this paper is to examine the particularities of teaching
German as a second language, with a focus on the theoretical foundations,
didactic approaches, and practical challenges associated with DaZ instruction.
By analyzing both the linguistic and sociocultural dimensions of second
language learning, the paper seeks to highlight the unique demands placed on
educators, the strategies available to address these challenges, and the broader
implications for language education policy. Furthermore, it will consider
current research trends and practical models that illustrate effective
approaches to DaZ teaching. Ultimately, this paper argues that the teaching of
German as a second language must be understood not only as a linguistic
endeavor but also as a social and educational responsibility, central to
fostering integration, equity, and academic success in diverse societies.

Presentation of the main material.

The study of second language acquisition (SLA) provides the
conceptual framework for understanding the unique challenges and
opportunities associated with teaching German as a second language (DaZ).
Several linguistic, psychological, and sociocultural theories have shaped
contemporary approaches to DaZ pedagogy. These theories help explain how
learners acquire German under conditions where the target language is both
the medium of instruction and the key to integration into society. A central
distinction in SLA research is the differentiation between first language (L1),
second language (L2), and foreign language (FL) acquisition. First language
acquisition occurs naturally during early childhood, largely through
immersion in a linguistic environment. Second language acquisition, by
contrast, often takes place within a target-language community and is
typically essential for functioning in daily life. Foreign language acquisition,
in contrast, usually occurs in contexts where the target language is not spoken
in the immediate environment [Lightbown & Spada, 2013].

In the case of DaZ, learners acquire German in settings where the
language is dominant in education, administration, and social life. This



situation makes DaZ acquisition fundamentally different from foreign
language learning: learners not only study German in the classroom but also
rely on it for their immediate survival, participation, and success in academic
and social contexts. Without targeted instruction in academic registers of
German, learners may appear linguistically competent in everyday settings
but continue to struggle with school-based literacy and subject learning
[Gogolin, 2017].

A further theoretical foundation for DaZ instruction is research on
multilingualism. Learners bring different linguistic repertoires into the
classroom, which can serve as both resources and sources of interference.
Positive transfer occurs when structures from the first language facilitate
German acquisition, whereas negative transfer, or interference, occurs when
L1 rules are incorrectly applied to German. Effective DaZ pedagogy
recognizes these dynamics and incorporates strategies that build on learners’
multilingual backgrounds while addressing potential challenges. The teaching
of German as a second language (DaZ) is characterized by a set of
particularities that distinguish it fundamentally from the teaching of German
as a foreign language (DaF). These particularities arise from the
sociolinguistic, cultural, and educational contexts in which DaZ learning takes
place.

One of the defining features of DaZ instruction is the extreme heterogeneity
of learners’ linguistic backgrounds. In many German-speaking classrooms,
learners come from diverse first-language environments, ranging from
Romance and Slavic languages to non-Indo-European languages such as
Turkish, Arabic, or Farsi. This heterogeneity presents challenges for teachers,
who cannot rely on shared linguistic backgrounds or predictable error patterns
(Reich, 2014). Instead, instruction must be highly differentiated and flexible,
accommodating a wide range of learner needs, literacy levels, and language
repertoires.

Furthermore, learners enter the education system at varying ages and stages of
development. Some arrive in early childhood and gradually acquire German
alongside their peers, while others enter the system during adolescence with
little prior exposure to the language. These differences affect the pace and
trajectory of language acquisition, making individualized learning support
essential [Thonhauser, 2018].

A further particularity of DaZ instruction is the dual focus on everyday
communication and academic language. As Cummins emphasized,
conversational fluency or Basic Interpersonal Communication Skills (BICS)
is typically acquired relatively quickly, whereas Cognitive Academic
Language Proficiency (CALP) requires sustained instruction and practice. For
DaZ learners, this distinction is particularly significant, as success in school
and professional settings depends heavily on mastering the academic registers
of German.



Another defining characteristic of DaZ instruction is its inseparable
connection to issues of integration and social participation. Language learning
IS not a purely cognitive process but also a sociocultural one. Learners must
acquire German in order to navigate everyday institutions such as schools,
healthcare systems, and administrative offices. For many, the acquisition of
German is therefore tied directly to questions of identity, belonging, and
cultural adaptation.

In German-speaking countries, language functions as a gatekeeper to
educational and professional opportunities. Proficiency in German is a
prerequisite for accessing the curriculum, passing standardized examinations,
and entering higher education or the labor market. This creates a high-stakes
environment for DaZ learners, where insufficient language support can lead to
long-term disadvantages. Research has shown that without targeted support,
DaZ learners are disproportionately at risk of underachievement and social
exclusion [Gogolin, 2017; Reich, 2014].

As a result, DaZ instruction is not simply an add-on to mainstream
education but a central factor in promoting educational equity. Schools and
teachers must recognize their responsibility in providing systematic, sustained,
and differentiated language support to ensure that all learners have equitable
access to learning opportunities. Finally, the particularities of DaZ instruction
are shaped by national and regional education policies. In Germany, for
example, many federal states have established preparatory classes (often
called Willkommensklassen or Forderklassen) for newly arrived students with
little or no German proficiency. These classes aim to provide intensive
language support before learners transition into mainstream classrooms. In
Austria and Switzerland, similar models exist, though the degree of
integration and the resources provided vary widely [Gogolin, 2017;
Thonhauser, 2018].

These policy frameworks reflect differing assumptions about the role of
language in integration. While some systems emphasize rapid transition into
mainstream education, others advocate for longer-term support to ensure that
learners acquire both everyday and academic German. The success of DaZ
instruction therefore depends not only on classroom practices but also on
institutional and political decisions regarding funding, teacher training, and
curriculum design.

Language-Sensitive Teaching and Scaffolding

A key methodological concept in DaZ instruction is language-sensitive
teaching (sprachsensibler Unterricht), which integrates language learning into
all subject areas. Since German serves both as the medium of communication
and as the language of instruction in subjects such as mathematics, history,
and science, every teacher becomes, in effect, a language teacher (Gogolin,
2017). Language-sensitive teaching involves systematically highlighting



subject-specific terminology, using visual supports, and ensuring that students
have opportunities to actively use academic German in different contexts.
Closely linked to this is the principle of scaffolding, which derives from
Vygotsky’s sociocultural theory. Scaffolding refers to the temporary support
structures that teachers provide to help learners accomplish tasks slightly
beyond their independent abilities. These supports might include model
sentences, structured dialogues, graphic organizers, or simplified texts. Over
time, scaffolds are gradually removed as learners gain competence [Gibbons,
2015]. In DaZ contexts, scaffolding is particularly crucial for helping learners
transition from everyday German to the more abstract and complex registers
of Bildungssprache (academic language).

Given the linguistic and educational heterogeneity of DaZ learners,
differentiation is another core principle of effective instruction.
Differentiation means adapting content, methods, and assessment strategies to
accommodate varying levels of language proficiency and prior knowledge
[Thonhauser, 2018]. For example, teachers may provide simplified versions
of texts, allow alternative forms of demonstrating understanding (oral vs.
written), or group learners strategically to enable peer support.

Individualization extends differentiation by tailoring instruction to
learners’ specific needs, goals, and language trajectories. Since learners differ
in age, literacy background, and exposure to German, individualized learning
pathways are essential to ensure progress. Diagnostic assessment tools that
track language development play an important role in guiding individualized
instruction (Reich, 2014).

Content and Language Integrated Learning (CLIL)

One methodological framework that has gained prominence in DaZ pedagogy
is Content and Language Integrated Learning (CLIL). This approach
combines subject content learning with language development, emphasizing
that students learn best when language is taught in meaningful contexts
[Coyle, Hood, & Marsh, 2010]. For DaZ learners, CLIL offers the advantage
of situating German language development within subject-specific tasks,
thereby simultaneously promoting academic and linguistic competence.

CLIL aligns with the recognition that academic language cannot be taught in
isolation but must be embedded in subject learning. For example, in a science
lesson on ecosystems, learners might practice both scientific concepts and the
associated linguistic structures, such as conditional clauses or passive voice.
In this way, CLIL addresses the dual challenge of DaZ instruction: ensuring
access to subject knowledge while supporting the acquisition of complex
linguistic forms.

Another methodological principle in DaZ instruction is immersion,
where learners acquire German through constant exposure in authentic
contexts. Unlike DaF learners, DaZ students often live in German-speaking
environments, which provides natural opportunities for immersion. [Cummins,



2001]. Integrative approaches therefore seek to combine immersion with
explicit language support. This involves ensuring that learners participate in
mainstream classrooms while also receiving supplementary language
instruction. Preparatory classes (Willkommensklassen) are often used as a
transitional stage, but long-term integration requires sustained support within
mainstream subjects [Gogolin, 2017].

Role of Multilingualism and Translanguaging

Recent methodological developments emphasize the value of learners’
multilingual repertoires. Instead of viewing the first language as an obstacle,
innovative approaches treat it as a resource for learning. Translanguaging
practices, for example, encourage learners to draw on all their linguistic
resources when engaging with tasks, thereby promoting deeper understanding
and affirming linguistic identities [Garcia & Wei, 2014].

The digitalization of education has created new opportunities for DaZ
pedagogy. Digital media provide authentic input through videos, interactive
exercises, and online communication, which can supplement classroom
learning. Tools such as language learning apps, online dictionaries, and
speech recognition software allow learners to practice independently at their
own pace. Moreover, digital platforms can facilitate differentiated instruction
by offering materials at varying levels of complexity (Rosler, 2016).

In addition, technology enables multimodal learning, which is particularly
beneficial for DaZ learners. Visual, auditory, and interactive representations
of content support comprehension and retention, helping learners bridge the
gap between everyday and academic language.

A central challenge in DaZ instruction is sustaining learner motivation. Many
DaZ learners are children and adolescents who encounter German in the
context of migration, forced displacement, or educational transition. Their
attitudes toward learning are often shaped by factors beyond the classroom,
including experiences of trauma, discrimination, or social exclusion [Gogolin
& Lange, 2011]. While many students achieve conversational fluency
relatively quickly, developing the abstract, subject-specific registers required
for academic success is a long-term process [Cummins, 2001]. Without
targeted instruction, learners risk falling behind their peers in subjects where
linguistic complexity intersects with conceptual demands, such as
mathematics, science, and social studies.

This challenge is compounded by the fact that academic language is often
implicit and rarely taught explicitly. Teachers may assume that students will
“pick up” academic registers, overlooking the necessity of structured
scaffolding and explicit instruction in text structures, argumentation, and
subject-specific terminology [Gibbons, 2015]. As a result, DaZ learners
remain at a systemic disadvantage in high-stakes assessments and future
educational opportunities



Moreover, learners may experience tension between their home languages and
German. For some, adopting German may feel like a threat to their linguistic
identity or a requirement for assimilation. Teachers must therefore balance
promoting German proficiency with affirming the value of learners’ first
languages. Creating a supportive, inclusive classroom climate that recognizes
multilingual identities is essential for sustaining motivation and fostering
positive attitudes toward learning [Cummins, 2001].

One case study conducted in North Rhine-Westphalia demonstrated how
science teachers used scaffolding techniques, including graphic organizers
and cooperative learning, to help DaZ learners engage with complex topics
like ecosystems. The study showed that when subject teachers adopt
language-sensitive approaches, DaZ learners not only improve their German
proficiency but also achieve higher content mastery.

Content and Language Integrated Learning (CLIL) has also been implemented
in numerous DaZ contexts. In one model project, middle school learners
studied geography topics such as ‘“‘climate zones” with integrated language
support. Teachers explicitly taught the necessary linguistic structures (e.g.,
cause-effect relationships, comparative forms) while engaging students in
content-rich discussions.

These CLIL projects highlight the dual benefits of subject and language
learning, making academic registers accessible while maintaining curricular
continuity. Evaluations show that students in CLIL settings often outperform
peers in traditional segregated language classes, as they acquire German in
meaningful, knowledge-based contexts [Rosler, 2016].

Translanguaging Practices in the Classroom

Innovative models increasingly incorporate translanguaging strategies,
allowing learners to draw on their entire linguistic repertoire. For example,
teachers may encourage students to first brainstorm ideas in their first
language, then collaboratively translate them into German. In group work,
learners might alternate languages strategically, ensuring comprehension
while gradually transferring knowledge into German [Garcia & Wei, 2014].

A case study in Berlin elementary schools found that translanguaging not only
supported comprehension but also strengthened learners’ identities, as
students felt their home languages were respected. Teachers reported
increased classroom participation and deeper conceptual learning when
translanguaging practices were systematically integrated.

Recent Research Trends

Contemporary research in DaZ focuses on several intersecting areas. One key
trend is the investigation of academic language acquisition, emphasizing the
transition from Basic Interpersonal Communication Skills (BICS) to
Cognitive Academic Language Proficiency (CALP) [Cummins, 2001;
Gogolin, 2017]. Longitudinal studies have shown that learners require



sustained support in developing academic registers of German, and that early
interventions are critical for long-term academic success.

Another emerging area is multilingual classroom research, which highlights
the benefits of recognizing learners’ full linguistic repertoires. Studies on
translanguaging demonstrate that strategically leveraging multiple languages
In instruction enhances comprehension, engagement, and identity affirmation
[Garcia & Wei, 2014]. Recent empirical work also underscores the
importance of bilingual literacy development, revealing that promoting
literacy in the first language contributes positively to German acquisition
(Reich, 2019).

Research has also increasingly examined teacher professionalization. Findings
indicate that subject teachers often lack sufficient preparation for language-
sensitive teaching, which affects learner outcomes [Thonhauser, 2018].
Consequently, teacher training programs are being restructured to include
modules on DaZ pedagogy, scaffolding, and the integration of digital tools for
differentiated learning.

Conclusion

The teaching of German as a second language (DaZ) represents a multifaceted
educational endeavor, encompassing linguistic, cognitive, and sociocultural
dimensions. This article has examined the theoretical foundations,
particularities, methodological approaches, practical models, challenges, and
recent developments in DaZ instruction. Across all sections, several
overarching themes emerge that highlight both the complexity and the critical
importance of effective second language education.

First, theoretical frameworks from second language acquisition (SLA),
sociocultural theory, and bilingual education provide essential guidance for
understanding how learners acquire German in multilingual and multicultural
contexts. Krashen’s Input Hypothesis emphasizes the importance of
comprehensible input, while Cummins’ distinction between BICS and CALP
underlines the need to support both everyday and academic language.
Vygotsky’s sociocultural theory and the Interdependence Hypothesis further
reinforce the significance of scaffolding, peer interaction, and leveraging
learners’ home languages to facilitate German acquisition. These theories
collectively demonstrate that DaZ instruction is not a purely linguistic process,
but an integrative educational practice that links language learning with
cognitive and social development.

Second, the particularities of DaZ instruction distinguish it from traditional
foreign language teaching. Teachers must navigate heterogeneous classrooms,
balance everyday and academic German, and address the sociocultural and
integrative needs of learners. Language functions as both a tool and a
gatekeeper for educational and social opportunities, which places high stakes
on effective language support. Institutional frameworks, such as preparatory
classes, inclusive curricula, and policy-driven language programs, shape the



conditions in which DaZ instruction occurs, underscoring the need for
systemic support alongside classroom innovation.

Third, methodological and didactic approaches in DaZ emphasize flexibility,
inclusivity, and integration. Language-sensitive teaching, scaffolding,
differentiation, CLIL, translanguaging, and the use of digital tools provide
multiple pathways to facilitate language acquisition and content learning.
Practical examples and case studies reveal that combining classroom
instruction with broader integration initiatives—such as peer learning,
community engagement, and family involvement—enhances both linguistic
competence and social participation. These practices demonstrate that
effective DaZ instruction requires a holistic perspective, attending
simultaneously to academic, linguistic, and psychosocial dimensions.
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