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Introduction
What role does literature play in the teaching and acquisition of German as a Second Language and German as a Foreign Language? What are the approaches to teaching literature in ways which are sensitive to language? To what extent is it, thus, helpful to combine approaches to literature pedagogy (based on the first language) with those of teaching German as a Second language and German as a Foreign Language? In German teacher-training established as a vocational subject at German universities, we have been asking for some time how literature teaching must be adapted to reflect linguistically and culturally diverse students and  to teach in a way which is sensitive to language, and, with this in mind,  what  synergies  can be utilised or created, if this process occurs in close cooperation with research in German as a Second Language and German as a Foreign Language. Thus, this article will endeavour to highlight the role and function of (language-sensitive) literature teaching both from the perspective of German Studies here in Germany / the field of German teacher training and also in relation to teaching German as a  Foreign Language and German as a Second Language.

In recent years there has, fortunately, been a significant increase in research into language-sensitive specialist teaching in German-speaking areas. After the initial focus was mainly on scientific subjects and their linguistic particularities, the humanities and social sciences are now increasingly introducing research into the special linguistic requirements of their respective subjects (cf. Peuschel/Burkard 2019). Literature teaching, however, continues to have only a marginal significance within this field of research which is otherwise developing substantially. It is possible that no action is considered necessary due to its association with German as a subject area. Yet, “literature teaching is also specialist teaching”  (Brüggemann/Mesch 2020: 11), and literary language can, indeed, be considered as specialist language, even if it is  more difficult to define, as what  characterises it is the pleasure of experimenting with language. Thus, students experience literary language as “a specific variant […], which differs from day-to-day linguistic use and, nevertheless, is extremely important in extending their facility with language both verbally and in writing” (Kruse 2020: 155). Literary texts can, thus, play a decisive role in the acquisition of educational language, - and in fact, both in German teaching and in language teaching (cf. Kofer/Zierau 2015). In the pedagogy of German as a Foreign Language and German as a Second Language, there has, in recent years, been an increased emphasis on using literary texts in language teaching (cf. Altmayer/Dobstadt/Riedner 2014; Dobstadt/Riedner 2013, 2017, 2019; Dohrn 2014; Kofer/Zierau 2012, 2015, 2016, 2020c; Kofer 2017; Schweiger 2014; Zierau 2017, in print). Therefore, it is ultimately our aim to integrate more literature into language teaching and to be more aware of language in literature teaching.
This article will focus on research results to date into language-sensitive literature teaching. We should first reflect on how literature teaching is to be integrated into the discourse of language-sensitive specialist teaching and the special characteristics that should be considered here. As there is an interdisciplinary overlap with the fields of German as a Foreign Language and German as a Second Language and also with intercultural literature pedagogy, current approaches to working with literary texts in second and foreign language teaching will also be presented to examine the ways in which these approaches can be transferred to language-sensitive literature teaching.




What is language-sensitive specialist teaching?


The principle of language-sensitive specialist teaching initially attracted increasing attention in the German-speaking area mainly due to the publications of Josef Leisen (2010). Language-sensitive specialist teaching can be defined as an integrative approach to language learning and specialised learning, i.e. „language is learned through and by the subject matter and subject-related issues“ (Leisen 2015: 132) and is very similar to the concept of CLIL / CLILiG in foreign language pedagogy (see below).
The approach to language-sensitive specialist teaching has developed in the wake of criticism of purely cumulative language development. Researchers into German as a Second Language such as Josef Leisen, Ingrid Gogolin and Tanja Tajmel showed that in all subjects, „language interactions […] are generally more often required than other subject-specific interactions“ (Tajmel 2011: as above). Language-sensitive teaching thus requires that the perspective of teachers be modified: while the register of educational language is not required any more  than  a resource acquired by all practically on a pre-school basis, it is clear that  educational language competence is to be acquired through school and in individual subjects for the majority of students (cf. Feilke 2013: 119). Educational language competence should thus be understood as an objective and not a pre-requisite of a lesson (cf. Tajmel/Hägi-Mead 2017). Consequently, in future the aim is to have specialist language work in all subjects as an established component of lesson structure and knowledge transfer:
It is easier to achieve the specialist learning objective using the wording of a linguistic learning objective and its associated supporting resources and thus, in the long term, educational language competence is developed in an interdisciplinary way. (Woerfel/Giesau 2018: see above.)see above)
This is being specifically addressed through the FörMig Project in Germany (Development of Children and Young People with a Migration Background). This project develops concepts and materials for integrated language education in all subject areas (cf. Gogolin/Lange 2010), which can and should be used as an integral component of mainstream teaching.
The concept of Scaffolding (2002) developed by Pauline Gibbons has attracted special attention within the context of developing methods for language-sensitive specialist teaching. This aims to offer learners linguistic support in the form of scaffolding which can be gradually removed when a higher level of language is acquired. This concept can also be used effectively in literature teaching to support students in developing educational, specialist and literary language. (cf. Kofer/Zierau 2020a) 
Language-aware teaching, language-intensive teaching
Within the context of integrated language education in all subject areas, a range of concepts have been established which are explained briefly here. In addition to the concept of language-attentive teaching (Schmölzer-Eibinger/Dorner/Langer/Helten-Pacher 2013), the term language-aware teaching (Michalak 2014; Tajmel/Hägi-Mead 2017) has come into use. Here the concept of language-aware teaching goes beyond a purely language-sensitive teaching structure. It is based on the British concept of language awareness (Hawkins 1984; James/Garrett 1991, 2017) developed by Eric Hawkins in the 1980s in Britain and which, in the following decades, became popular in Europe and internationally.	Comment by devorah karp: I am not sure about my translation here, but need to distinguish this term from language-aware teaching (sprachbewusster Unterricht)
Language-aware teaching, as understood by Tajmel und Hägi-Mead, essentially means “developing new routines“ (Tajmel/Hägi-Mead 2017: 8), to reflect one’s own language use as a teacher and thus the associated tendency to select specific language forms, and to be aware of one’s own linguistic expectations when setting tasks in lessons. Tanja Tajmel has developed a planning framework and a clarification grid for this, which gives teachers guidance with planning their teaching units in a language-aware way. 

	Subject
	Activities and language interactions
	Linguistic structures
	Vocabulary

	
	GENERAL:

	

	
	LISTENING:

	
	

	
	SPEAKING:

	
	

	
	READING:

	
	

	
	WRITING:

	
	


Fig. 1: Planning framework according to Tajmel (2009)
The clarification grid can be understood as an addition to the planning framework. Tajmel and Hägi-Mead explain that “the clarification grid […]can also be used to identify the necessary educational and general linguistic components on a sentence and word level in addition to the specialist language components“ (2017: 78).

	Class
	Subject
	Date

	Task set
	What is the task set?
	

	Language interaction
	What language interactions/which operator is associated with this?
	

	Expectation level
	What is the formulated response on a word level?
	

	Language resources/
Sentence and text level/
word level
	Which words (word level, content words) and which linguistic structures (including sentence level, prepositions, bracket structures, beginnings of sentences, introductory sentences) are essential for this response?
	



Fig. 2: Tajmel’s clarification grid with key questions
It is clear from the example of the clarification grid that lesson planning which is language-aware / language-sensitive requires close analysis of language interactions and linguistic challenges such as (specialist) vocabulary and grammatical structures.
In the Heidelberg model “Integrated Language Support 3+4“,  the model of language-intensive teaching was, moreover, developed (Kurtz/Hofmann/Biermas/Back/Haseldiek 2014), “systematically aimed at considering and supporting language learning processes“ (ibid.: 6). By consolidating learning content according to subject and theme, a subject area includes many more tasks than usual and thus results in in-depth linguistic knowledge (cf. ibid.: 24-28).
The aim of all approaches is to integrate specialist and linguistic learning and also to raise learners‘ awareness of language.
Development of a dominance-critical perspective of language
As has already been explained in the example of language-aware teaching, it is also part of a reflective approach to language to consider the extent of its power and thus to develop a dominance-critical perspective. This is because mechanisms of inferiorisation, discrimination, and exclusion are too often sub-consciously demonstrated by teachers in the language they use. This begs the question, „in what way […]teachers [should] be aware of the different aspects of language, if they do not wish to teach in a discriminatory, critical and reflexive way […]“ (Tajmel/Hägi-Mead 2017: 10). In this context, Tajmel developed the concept of critical-reflexive language awareness (2017), which includes four levels, one of which is defined as a hegemonic power level, described as follows:
Knowing that language can be a means of selection and exclusion; being aware that norms, traditions and intercultural characteristics of one’s own teaching specialism can also have a selective and exclusive impact (Tajmel/Hägi-Mead 2017: 11). 

If this association of language as a differentiating category within the context of social power relationships is not considered, “there is a danger that hegemonic orders are reproduced“ (Dirim 2016: 195). Thus, languages are always associated with values and social attributions which can choose social affiliation and non-affiliation (cf. Kofer, i. Ersch. a), they can “be used by teachers for inferiorisation and self-aggrandisement in the name of ‘national culture‘ […]“ (Dirim/Eder/Springsits 2014: 129).
Language-sensitive literature teaching should thus include three inter-related dimensions:
1. Language education (external perspective of teachers on the challenge of German educational language),
2. Literary education,
3. Dominance-critical education.
To specify these dimensions in more detail and to be able to identify the required linguistic resources, a language-aware approach to the respective learning content /learning subject   is required as are language-aware formulations and statements from the teacher.

The challenge of language-sensitive teaching
If we are guided by the determining patterns of educational language represented by Tanja Tajmel und Sara Hägi-Mead in individual subjects, these hitherto unanswered questions should be asked with regard to literature teaching:
· What are the specific features of educational language in literature teaching? (cf. Tajmel/Hägi-Mead 2017: 52)
· What specific language interactions are required? (cf. as above: 57)
· What subject-specific lexis should be taught?
· Which operators are significant for teaching?
· What semantic, syntactic and lexical structures must be taught?
· What kind of scaffolding and simplifications are offered with regard to text analysis?
Now these key questions were developed in the light of the specialist texts with their specific, recognisable and recurrent features. In literature teaching, the situation is different to other disciplines. If we consider literary language as specialist language, the fundamental issue is how this language is to be established in language-sensitive teaching due to its literariness with its linguistic variants. This is because “opinions differ as to how literariness is to be defined, what makes it special […]“ (Saalbach 2016: 45). Thus, 
in literary texts, what is important is not only what is communicated but especially how it is communicated. Anomalies, alienation or ambiguity […] have the effect that language in literary texts does not primarily refer to what is represented, but to itself (ibid).
In the light of this, literature teaching as specialised teaching is unique in having a ‘dual linguistic role‘:
The challenge [here], unlike in other subjects, […] is to understand the literary text on both a semantic and a poetic level. In other words: in addition to German as a first, second or foreign language, ‘the foreign language of literature’, (Muschg 1987: 7), its literariness, must also be decoded (Kofer/Zierau 2020: 250).

Fig. 3: Graphic showing the requirements of language-sensitive teaching

As we have specified elsewhere, this requires a multi-dimensional approach to the text:
To support reading comprehension, scaffolding is offered on a word, sentence and text level and also appropriate reading strategies. For an in-depth examination of the literariness of the text, students should be given tasks to support their perception and decoding of aesthetic approaches and to establish their scope for understanding. To adequately specify aesthetic approaches, teaching of a specialised literary language is also required (Kofer/Zierau 2020a: 250).
To develop an integrative concept of language-sensitive literature teaching, “in our view,  pedagogic German /  pedagogic literature research for the concepts of language-sensitive specialised teaching of German as Foreign Language and German as a Second Language pedagogy already developed must open up and take advantage of these concepts“ (Kofer/Zierau 2020b: 410). At a further stage, work is required to link these concepts with the approaches to literature pedagogy that already exist and to a dominance-critical perspective.

Literary texts in language teaching from the perspective of second and foreign language pedagogy.
The significance of literary texts in the teaching of German as a second language and as a foreign language has been a controversial subject for some time. While, on the one hand, literature is labelled as “too difficult, too long, too far removed from the requirements of daily communication” from the perspective of language acquisition, thus denying it a key role in the language acquisition processes of learning German as a second language and as a foreign language (Altmayer/Dobstadt/Riedner 2014: 3; Ehlers 2010: 1530), there is, on the other hand, a concern from a literary-aesthetic perspective that “the role of literature in foreign language teaching […] is being diminished since it is used for other purposes such as the teaching of grammar and regional/cultural studies, a stimulus for speaking and writing or a resource for acquiring intercultural competence“ (Schiedermair 2017: 7). The key challenge is to integrate language acquisition and literary-aesthetic learning, and thus this is the central area of research of Michael Dobstadt and Renate Riedner in the literature pedagogy of German as second and foreign language:
What role does literature play in language teaching and learning processes […] or more specifically: what kind of resources does it provide as a specific form of language use for the acquisition of […] linguistic-communicative, and possibly also cultural competences for the teaching of German as foreign language and as a second language […]; and how can these resources be developed to be used for and by learners […]? (Dobstadt/Riedner 2014: 154)
A range of approaches have been developed, some of which are briefly described below.
Generative Writing
In 2011, Gerlind Belke advocated overcoming the “traditional separation between teaching the mother tongue and teaching a foreign or second language in favour of a common integrative pedagogy to teach German from a holistic perspective“.  She specifically views aesthetic texts as a key resource for  language teaching: “Language can be  taught through literature by focusing on the use of linguistic devices, and thus aesthetic texts are an  important input for the  inherent teaching of language cooperatively.“ (Belke 2011: 1) The methodological approach of generative writing  developed by Belke in this regard (cf. Belke 2003, 2011) has proved to be very practical and effective within the contexts of language education and language development. According to Petra Heinrich, “generative writing is guided writing on the basis of set texts“ (Heinrichs 2017: 15). It is based on the assumption that free writing is too demanding for students with little knowledge of German, as they lack the appropriate linguistic resources and thus, can result in „fossilisation (coasting) in terms of their language learning“ (Belke 2011: 3). Therefore, standard writing should (also always) be associated with the writing of texts (ibid.) With generative writing, learners receive a short source text such as a poem or fable which they then modify by writing a parallel text. Thus, they produce their own texts on the basis of set poetry texts thereby developing their grammatical and lexical knowledge from a linguistic-reflexive perspective. This methodology “requires creativity focused on the text and combines grammatical practice with text analysis and creative writing“ (ibid.:5).
DemeK
Demek, (learning German in multilingual classes), the concept of teaching and vocational training, was developed on the basis of Gerlind Belke’s main assumptions and in close cooperation with her. The main assumptions are that an “integrated approach to German as mother tongue, second language and foreign language is required in schools in a migration society, that the ‘monolingual habitus‘ (Gogolin 1994) must be set aside in favour of a “multilingual pedagogy“ which also incorporates “non-German mother tongues“ into lessons (Jaitner 2017: 18f), and that literature is a key “language teaching resource“, as language is focused in such a way that the acquisition of linguistic norms and creativity are integrated“ (ibid.: 19). The role of teachers is to provide “good linguistic examples“ (Heinrichs 2016: 43), which implies “consciously selecting and structuring linguistic input in such a way that students hear  examples of good conceptual writing in multilingual classes, often use these examples themselves in speaking and subsequently also in reading and writing.“ (ibid. italics in the original text). Generative writing thereby forms a methodological basis for language education in multilingual classes, which can be applied to other methods and resources such as, for example, article posters for raising grammatical awareness and also hidden cards and chunk exercises for developing vocabulary (cf. Belke 2017: 33; Heinrichs 2016: 44 et seq.).

Pedagogy of literariness
In parallel with this, a new discourse regarding the role of literature in foreign language pedagogy has been developing since around 2010 in the field of German as a Foreign Language (cf. Dobstadt/Riedner 2013; Ehlers 2010; Ewert/Riedner/Schiedermair 2011; Kofer/Zierau 2015; Kofer/Zierau 2020a, b, c; O’Sullivan/Rösler 2013; Schiedermair 2017; Zierau 2017). This should be understood as a critical counter-discourse to a purely competence-based concept as is established in the “Common European Reference Framework for Languages (GER) (cf. Zierau for more details, in print). Thus, Claus Altmayer criticises the “clearly strategically goal-orientated […] understanding of (linguistic)interaction […] in which aspects of understanding and communication or also the capacity for significant discursive negotiation have no role to play“ (Altmayer 2014: 27). Moreover, there is a 
tendency, to no longer consider education and learning processes in terms of content but instead in terms of ‘outcomes‘, , […] with the result that cultural and literary-related content which are difficult or impossible to translate into operational competences, are either no longer considered or simplified significantly so that they can merely be ‘measurable‘ using standardised procedures (ibid.)
Yet, literature can
develop previously neglected, but nonetheless important, even indispensable competences in text, interpretation and language which are not often found in the can-do descriptions of reference frameworks or other standardised determinations of competences (ibid.: 28).
In Michael Dobstadt and Renate Riedner’s Pedagogy of Literariness (2013) developed in conjunction with the above, they wish to counter this tendency with a “literariness focused on literary encounters“, which not only challenges  the “instrumental concept of language obsessed with reference and importance“ (Dobstadt 2009: 26f.), but also enables “non-mother tongue students to interact in German and understand German texts“, by not losing sight of the literary dimension of language“ (ibid.: 28). According to Dobstadt, this literary dimension of language exists in terms of its ability to put „the referenciality, significance and pragmatic effect of language […] in quotation marks“ and thus “to guide learners to a more multi-faceted understanding of language which will be of increasing importance in the future in a globalising and ‘hybridising‘ world“ (ibid.: 24,28).
In language-sensitive literary teaching, the pedagogy of literariness can be productive to the extent that working with literary texts is associated with the development of language awareness. Thus, for example,  narrative strategies of conceptual oral and written work applied to the literary text can stimulate students to develop an awareness of and recognise  different language variants (cf. Kofer/Zierau 2015: 7). 


In regional and cultural studies, too, with regard to the Pedagogy of Literariness  a contemporary form of cultural education can emerge (cf. Zierau for more details, in print), in which literature is no longer used as an “authentic resource for teaching regional and cultural studies“ (Ewert/Riedner/Schiedermair 2011: 8) and is distanced from an “essentialist and homogenising concept of culture […]“ (Altmayer/Dobstadt/Riedner 2014: 8). Since, in the  light of this, literature is not a reflection of social relationships but a means of “highlighting the dependency on interpretation and discourse of each social reality“ (ibid.), making negotiations with meaning and shifts in meaning visible and tangible.
CLIL/CLILiG
In foreign language pedagogy,  there is a focus on the concept of CLIL (Content and Language Integrated Learning) for integrated language and specialist learning, which was adapted as CLILiG (Content and Language Integrated Learning in German) in the context of teaching the German language. According to Kim Haataja, CLIL is a “generic term for these kinds of educational/teaching contexts […], in which a language other than the learners‘ first language (L1) is used at least partially as a working language“ (Haataja 2007: 4). It is in this very context of migration and linguistic diversity in classes in school that the conceptual understanding of CLIL has developed in recent years, by integrating different forms of linguistic and subject-integrated learning and no longer differentiates according to the percentage share of the foreign language in the lesson. What is characteristic of this approach is a “dual focus on language and specialism, the constructive-synergetic approach of both languages taught (translanguaging) and also the generally freer, less programmatic design of CLIL vis-à-vis immersion“ (ibid.:6).
While the “constructive-synergetic approach“ of both languages involved in teaching German and German as a Second Language in Germany cannot be implemented, or, in many places, of teaching German as Foreign Language with its linguistic diversity, but should be developed in terms of multilingual pedagogy, the “dual focus on language and specialism“ has for many years presented a challenge to teaching German as a second language and is an underlying feature of German as a Second Language concepts of language-sensitive specialist teaching and of integrated language teaching. In Rösch’s view, these concepts “borrow selectively from specialist teaching in German schools abroad and the experience accumulated there with teaching and learning specialist subjects in a language other than the first language“ (Rösch 2011: 211). According to Haataja and Wicke, CLILiG also proves to be a concept that enables the „contiguous/closely related acquisition contexts of German as an educational language, second language, minority/regional language or also specialist language in higher education“ (Haataja/Wicke 2015: 18) to be considered, and could thus „in the light of a multilingual pedagogy“ (Rösch 2011: 211) be an enriching, integrative model of language and specialist learning (cf.. Kofer/Zierau 2019: 125).
 
Multilingual pedagogy 
Multilingual pedagogy, in contrast with foreign language and tertiary language pedagogy, aims to consider “all languages in one learner group or individual language repertoire“ (Hufeisen 2010: 76). It differs from cumulative language learning concepts in that its focus is a “networking“ of linguistic knowledge which already exists and is still to be acquired and views this as conditional on the cultural hybridity of the individual and society (cf. Meißner 2019: 47).  The development of German educational language and the integration of other languages in teaching are thus not in competition with one another, as “development by and for German […] cannot occur against other foreign languages, but only with them […]“ (Hufeisen 2010: 77). In the context of multilingual pedagogy,  concepts have been established in Europe in recent years that no longer distinguish between ‘mother tongue learners‘ and foreign language learners but consider current German teaching as heavily influenced by an initial multilingual situation. Multilingual pedagogy currently focuses on “making linguistic knowledge transferable in the various languages to be learned“, and this is to be achieved by comparing languages “Language Awareness, Sprachbewusstsein oder metasprachliche Reflexion“ (Language Awareness or Metalingual Reflexion) (Werlen 2010: 181). In the light of this, various curricula have been developed for multilingual teaching in recent years. In the German-speaking area, the concept of the global language curriculum has been established (Hufeisen 2011, 2019), which stands generically for teaching concepts, timetables and planning structures which are organised translingually and strives for genuine multilingualism in schools (and other educational institutions)“ (Hufeisen 2019: 84). The aim of projects such as PlurCur® (Allgäuer-Hackl/Brogan/Henning 2015) is „to preserve and sustain other languages by strengthening individual transregional languages of communication in educational institutions“ (Hufeisen 2019: 85). Moreover, these kind of projects attempt “to record and represent […] everyday multilingualism in the curriculum“ (ibid.).
Ingelore Oomen-Welke, for example, has presented a range of papers on integration of everyday multilingualism into German teaching, one of which is entitled Didaktik der Sprachenvielfalt (2013) (Pedagogy of Linguistic Diversity). The premise of this study is that speaking “about several languages“ is generally the rule in lessons (cf. Oomen-Welke 2010: 87). 
In Austria, Hans H. Reich und Hans-Jürgen Krumm have developed a multilingual curriculum [(Curriculum Mehrsprachigkeit 2013a, b)], that essentially focuses on interdisciplinary multilingual teaching. In this way, basic knowledge of language should be reinforced resulting in an appreciation of each individual language. For Reich and Krumm, a cornerstone of this curriculum is “the sphere of perceiving and handling multilingual situations“ with a view to developing “an attentiveness to language“ and also an ability to deal confidently with “linguistically complex situations“ (2013a: 110).
If one assumes that literary texts are also always multilingual, and that they alternate between various linguistic registers, standard speech and dialects;  language-sensitive literature teaching, depending on the literary text, can also be multilingual teaching in the sense of Reich and Krumm.  Here there are, for example, parallels with integrative German pedagogy (Bredel/Pieper 2015), which specifically focuses on training in language perception for a better understanding of literary texts. The educationalists, Ursula Bredel and Irene Piper, thus assume that diversity of experience triggered by literary language intensifies the focus on language (cf. Bredel/Pieper 2015: 283). These diverse experiences can also be triggered by aesthetic processes of multilingualism in the literary text: language mixes, hybrid constructs or also language variation in literary texts always represent diversity of experience before the expectation of a monolingual text. They are linguistically striking and guide students to focus on language which is ‘foreign‘ or also familiar to them (cf. Kofer, published b), cf. Zierau 2012).
Within the context of literary multilingual pedagogy considered holistically, students learn “to decode foreign language segments in the literary text initially, but then to analyse them in terms of artistic style and as a component of text fictionality […]“ (Kofer, published.  b)). and thus also develop linguistic knowledge in the sense of multilingual pedagogy (cf. Kofer, published. b)). As “multilingual and multimodal texts in particular draw attention to the form and materiality of speech patterns and typeface by making the boundaries of literary language explicitly tangible“  (Nagy 2018: 5). Hajnalka Nagy suggests in this context a “dual reading mode“ for multilingual literature in lessons, which includes both linguistically attentive and dominance-critical reading. Thus, the linguistically attentive reading mode subsumes both “linguistically aesthetic and linguistically analytical issues, and also receptive-aesthetic and anthropological issues“ (Nagy 2018: 5). 
An important condition of multilingually-based German and literature teaching is thus not to treat multilingualism as an exclusive feature of students with a migration history as this is only “one dimension of multilingualism“ (Wildemann 2013: 19). A multidimensional understanding of multilingualism should instead be established which understands multilingual competence as a product and objective of everyday events.“ (ibid.). This essentially also means teaching an awareness of forms of internal multilingualism such as youth language, dialects, specialist language etc. in the literary text. Thus, for example, we have shown in the novel “Tschick“ by Wolfgang Herrndorf how different styles of youth language and their literariness  can be developed in the literary text with tasks involving linguistic comparison and analysis to promote an awareness of the context of different registers of speech interactions and their aestheticisation (cf. in addition Kofer/Zierau 2015; Kofer/Zierau 2020). 

Literacy pedagogy	Comment by devorah karp: I have left this as per my original suggestion, as I wasn’t sure whether ‘sense-making’ fitted in all contexts of ,literal’  in this section. But if you have time, you could  write to Sabine Schmoelzer-Eibinger to ask for her own preference for translation of this term, as you mentioned.
In addition to the concepts of CLIL and CLILiG, literacy pedagogy was developed by Sabine Schmölzer-Eibinger which does not focus so much on the teaching of content in the second language or foreign language, but rather on linguistic structures which, according to Schmölzer-Eibinger, should be gradually further developed by students to achieve good text competence in the second language. To a large extent, literacy pedagogy follows the same principles as language-sensitive specialist teaching by focusing on an interdisciplinary language curriculum and thus the principle of integrated specialist subject and language learning, and so teachers of all subjects should always feel responsible for language education. Literacy development is considered the main objective here, and so texts are not simplified; students rather learn to utilise texts as learning tools. Thus, literacy pedagogy essentially develops students‘ competence:
· to find their own way in the symbolic field of lessons  […];
· to participate in literacy discussions in class  […];
· to use written forms of language in a range of linguistic interactions and situations  […];
· to understand and describe complex specialist linguistic texts  […] (Schmölzer-Eibinger 2008: 178f.).
Thus, in a similar way to scaffolding, the objective is to “gradually guide students to higher levels of text competence“ (ibid.: 179). Literacy pedagogy is especially meaningful for language-sensitive literature teaching, as it uses different reading strategies, changes of perspective and the understanding of “word meanings and structures of meaning in the respective context“ (ibid.). For teaching practice, Schmölzer-Eibinger has developed a “3-stage model“ and a “typology of tasks“ in this context (ibid.: 153).
The 3-stage model includes the stage of knowledge activation – especially through “tasks for associative writing and speaking“ (ibid.: 192) – , the stage of working with texts and as the third stage text transformation, in which “texts are released from their original contexts and transferred to new contexts“ (ibid.: 193). Schmölzer-Eibinger has developed a typology of tasks at each stage which offers a range of suitable tasks in different social forms that can be directly implemented in teaching.
Simplified language	Comment by devorah karp: I chose the first of your suggested translations here, as ‘non-complex’ language may appear to contradict the idea of inclusion of ‘more complex linguistic structures’ referred to in this section.
An approach with its origins in the inclusion debate which is not uncontroversial in German as a second language and literature pedagogy is that of working with texts in Simplified Language (Einfache Sprache) (cf. Bjegač 2019: 6f.; Brüggemann/Stark/Fekete 2020: 205ff.; Mesch 2020: 34). In the field of both children’s and young people’s literature (cf. Brüggemann/Stark/Fekete 2020; Frickel/Kagelmann 2020), and in relation to the “classic“ texts in the German literary canon (cf. Mesch 2020), a market with an extensive range has developed here.
The concept of Simplified Language must be distinguished from texts in easy language. While easy language is standardised and codified and there are rules for the creation of such texts with “guidelines both on word level, sentence level, text level and character level and for the visual design of the texts“ (Bjegač 2019: 6), Simplified Language is “not so strictly regulated“ and includes “more complex linguistic structures“ (ibid.: 7).
In a continuum model conceptualised by Bredel/Maaß (easy language-simplified language-standard language), simplified language adopts a mid-point between easy language and standard language (ibid. also Bredel/Maaß 2016: 531; Mesch 2020: 36; Oomen-Welke 2015: 25f.; Topalović/Diederichs 2020: 98f.).
While Daniela A. Frickel und Andre Kagelmann, in comparing the literary original and text in Simplified Language propose the provocative thesis that “teaching with literature (…) then (becomes) language-insensitive, if the – in a more restrictive sense paradoxical – “translation into, in fact, the “same“ but “easy“ or “simplified“ language destroys the structure of the linguistic work of art“ (Frickel/Kagelmann 2020: 115); while others consider these simplified forms as “ a means of enabling participation and self-determination“ (Bock 2015: 14). 
The debate frequently overlooks the fact that almost all representatives of the concept of Simplified Language do not consider it as the objective of language acquisition, but as an “additional offering“ (Maaß 2015: 6), as a  “variation of teaching“ (Bock 2015: 11), as a “transitional variation or stage“ (Oomen-Welke 2015: 25). Correspondingly, it has a “bridging function“ (Bjegač 2019: 7; Maaß 2015: 6) en route to the original reading and thus facilitates “understanding of the more complex linguistic form of the original text – and conversely  […] critical reflection on the simplified version“ (Kofer/Zierau 2020a: 258). Within the context of literature teaching, texts in Simplified Language can become part of a media association to a literary work and offer a new/different perspective on the original text accordingly (cf. Rosebrock 2015: 37f., Topalović/Diederichs 2020: 102). They could thus become a component of  language-sensitive and language-reflexive literature teaching in two respects: in terms of language development for linguistically weak students and in terms of language education and language reflexion by perception and analysis of the different language variants of simple and complex specialist/educational and literary language.
Dominance-critical approaches
In intercultural and post-colonial literary studies and pedagogy, there are dominance-critical approaches which may interact with a language-sensitive approach as they address the linguistic and literary constructs of otherness and foreignness. These include, for example, theoretical approaches which address the subject of racism such as Critical Whiteness Studies  “Kritische Weißseinsforschung“ (Kißling 2020: 23). In Kißling’s work, a pedagogic perspective is consciously undertaken by applying “postcolonial […] theories with racism-theoretical considerations to the field of literature and its pedagogy“ (ibid.: 24). In this regard, various works by Heidi Rösch are interesting, - she also addresses the subject of racism and forms and functions of stereotyping (cf. Rösch 2000b, 2006, 2008).
With particular regard to language as a discriminatory and potentially racist differentiating characteristic, academics from various disciplines have for some time been arguing for a perspective critical of linguicism (cf. Dirim 2016; Niedrig 2015; Rösch 2017):

Linguicism criticism is a particular direction of racism criticism where the objective is to uncover the extent to which people in the postcolonial age in colonial traditions of thought are categorised,  discriminated against, inferiorised and denied their share of social resources by referring to language, dialect, sociolect, accent and other linguistic features (Dirim 2016: 199).
Even if there is not currently very much pedagogic modelling for teaching which follows a linguicism-critical methodology, this perspective should certainly be considered with regard to lessons where the language objective is both implicit and explicit to avoid reproducing hegemonic attributions. Thus, literary texts of intercultural literature in particular have the potential “to create space for a critical discussion on language as a differentiating category“ (Kofer, published a)), in which “derogatory attributions relating to language are addressed and worked through“ (Dirim/Knappik/Thoma 2018: 60). To integrate a critical perspective to language into (literature) teaching, the issues expressed by Dirim, Knappik und Thoma are groundbreaking:
a) Perception of mutual language-related attributions amongst students and creation of areas where derogatory, language-related attributions can be addressed and worked through,
b) Reflexion of own language-related modes of expression and methodology to acknowledge and, where possible, to avoid practices that exclude students 
c) Dealing with extra-curricular practices of language-related hierarchical systems, especially with linguicistic representations and reports in the media which reach students in a variety of ways (2018: 60f.).
With regard to the literary text, the objective is
            a dominance-critical mode of reading  […] to enable critical self-reflexion, thus the ability to rethink one’s own role in power structures as a role which is embedded in the system and assigned by the system, to review one’s own categories of thinking and thus to break away from habitual patterns of argument (Nagy 2018: 6; cf. also Rösch 2000a, 2017). 
This role
enables learners and teachers alike to look critically at collectively effective and fixed images of the other which are handed down, to expose hegemonic relationships with language and to critically examine  ethnicising and exoticising patterns or paternalistic attitudes (Nagy 2018: 6).
As Nagy, for example, indicates, if racism-critical approaches to language and literary narrative structures are combined, readings which are both linguistic-reflexive and dominance-critical emerge which look critically at the dominant subject (vgl. Kofer/Zierau 2020a; Zierau 2016a, b).
Conclusion
As has become clear from the previous statements, there is no one concept of language-sensitive literature teaching, but rather different approaches which, to some extent, focus on different aspects of linguistic and specialist learning: the acquisition of specialist and education language (CLILiG),  the development of language awareness (pedagogy of multilingualism, Demek, simplfied language), combined literary and language learning (generative writing, pedagogy of literariness) and dominance criticism (critical whiteness, linguicism criticism, anti-racist and post-colonial approaches). Thus, the approaches are not always strictly delineated and can also be used in combination.
It is thus apparent that literature pedagogy has adopted the suggestions from German as second language and German as a foreign language pedagogy to implement  language-sensitive access to literature and this process of implementation is now underway. Over and above a mere transfer of the approaches of Leisen, Tajmel/Hägi-Mead and others, the specific potential of literary texts has also been brought into focus and is providing convincing arguments for language-sensitive application of literature, not only in mother-tongue German teaching but also in German as a Foreign Language. Thus, the reservations which were expressed with regard to foreign language teaching which is purely competence and communicatively based towards the use of literary texts have been dispelled and literature can be firmly established in the curriculum of German as a Foreign Language and/or as a Second Langauge or within the context of  integrative language-sensitive German teaching in these disciplines.
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Specialist knowledge and language


Genre, period, author  etc. 



Stylistic literary devices: metaphor, multilngualism, comparison etc. 


Language interactions


Poeticness/ Literariness
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Interpreting
Evaluating
Comparing
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