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This paper develops the concept of articulated learning and relates it to the role of 
Academic Language and Learning (ALL) academics in facilitating the progress of 
international and other English as an additional language (EAL) students from program 
to program, between generic, academic and disciplinary skills and from their studies to 
the work environment. It also describes the ALL role in the development of reflective 
learning practices which are essential to enable students to problem-solve both 
academically and professionally. We combine these two elements to extend the theory of 
articulated learning and explore its value in the internationalisation of higher education. 
Although it is impossible to detail the vast array of ALL contexts and practices in 
Australian and international contexts, the case study exemplified in this paper by the 
Introductory Academic Program enables a clearer definition of the role of ALL 
practitioners and how they, along with disciplinary counterparts, can best facilitate 
student learning and achievement.  

 
Introductory background 
 
‘What exactly do you lecture in?’ This question can be challenging for Academic Language 
and Learning (ALL) academics. While their disciplinary colleagues can answer ‘Physics’ or 
‘Marketing’ or any one of the range of disciplines taught at a university, ALL academics’ 
position is more difficult to explain due to the history of the profession and the diverse 
roles and contexts ALL academics operate within in Australia. The origins of ALL as a 
profession in Australia lay within counselling services and models of practice (O'Regan, 
2005) which prevailed through to the 1980s when the Roe report (Roe et al., 1982) helped 
reorientate the profession to a study skills focus. More recently, ALL academics have had 
a broader focus of developing academic literacies and their role now includes ‘unpacking 
disciplinary [and generic academic] conventions … and [enabling] the learning of 
disciplinarily embedded skills’ (Velautham & Picard, 2009, p. 131).  
 
The aim of this paper is to outline a specific aspect of the ALL academic’s role: creating 
the conditions in which students can progress in their studies and future careers and 
develop the skills to reflect on learning in a coherent fashion. These aspects relate to our 
synergetic concept of articulated learning and our description of the way ALL academics 
operate within the changing academic landscape. We focus particularly on the English as 
an additional language (EAL) student cohort, using the University of Adelaide 
Introductory Academic Program (IAP) as a case study. In the following sections, we 
describe the changing university context in Australia and the resulting challenges for ALL 
academics and EAL students. We then define the different concepts of articulated learning 
and relate these to policy and practices in the Australian context. Finally, we describe the 
University of Adelaide and the IAP as a case study exemplifying the ALL role in relation 
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to articulated learning. Although this paper focuses upon an Australian case study, it offers 
a transferable international model for facilitating articulated learning.  
 
Literature review 
 
The changing Australian university landscape 
 
The ALL academic’s role especially in relation to EAL learners has been influenced by a 
rapidly changing educational landscape. In the mid-1990s, a decrease in government 
spending on higher education resulted in an aggressive marketing of Australian higher 
education overseas (Marginson, 1997) and, consequently, a dramatic increase in the 
number of international students, particularly from South-East Asia (University of 
Adelaide, 2012). At the same time, universities in Australia have increasingly developed 
programs to reflect the demands and standards of the professional world. This is reflected 
in Graduate Attributes which, amongst other criteria, necessitate effective communication 
skills, independent learning, teamwork, critical analysis and compliance with professional 
standards (Barrie et al., 2009).  
 
Pertinent to the development of such Graduate Attributes, the role of ALL academics in 
assessing and providing ongoing structured development of English language proficiency 
in EAL learners has been highlighted in the Good Practice Principles for English 
Language Proficiency for International Students in Australian Universities report 
(Arkoudis et al., 2009). The best practice principles have now been embedded in the 
Tertiary Education Quality and Standards Agency regulatory and quality insurance 
standards and processes for education providers in Australia.  
 
The English language entrance requirements for international EAL students are such that 
they need to achieve 6 or 6.5 overall in the International English Language Testing System 
(IELTS) or equivalent examinations. Thus they have a ‘generally effective command of 
the language, despite some inaccuracies, inappropriacies and misunderstandings’ (IELTS, 
2012). However, the Graduate Attributes they require on exiting their programs 
necessitate a far higher level of English than that achievable by students who are still 
mastering the subtleties of the language. Additionally, since students often focus on 
disciplinary content rather than English language post-enrolment, their English 
proficiency can actually decline over the course of their degrees (Birell, 2006; Birell & 
Healey, 2008). Accountancy firms, in particular, have noted the difficulties in 
professionally placing EAL graduates who obtain permanent residence. It has been 
suggested that these difficulties are primarily due to their English language weaknesses 
(Birell & Healey, 2008).  
 
Following on from the work of Birell and Healy (2008), in a detailed study on IELTS 
performance, Craven (2012) found that EAL students who originally met the language 
requirements and were accepted into university for undergraduate degrees, did not reach 
IELTS 7.0 scores at the end of their degree programs as required by a number of 
professional bodies (e.g. Accountancy and Nursing). This could frustrate their immediate 
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goals of gaining employment and permanent residence in Australia. Such a score might be 
seen to equate to student proficiency in English as approximating the level of language 
ability necessary to operate in that profession. However, language ability is but one 
element of modus operandi in the professional world. The attainment of Graduate 
Attributes and professional articulation for EAL students also requires the development 
of certain ways of thinking and being which are privileged in western academia and 
professional contexts (Gee, 2004). Communicating in a way that is rewarded in this 
context can be particularly challenging for EAL students who may lack the necessary 
‘cultural capital’ (Bourdieu, 1973, p. 46). Closely aligned with this is the fact that many 
international EAL students enter Australian universities for the first time at a postgraduate 
coursework or research level. They not only lack the linguistic and cultural background of 
their Australian counterparts, but they also have not had the same undergraduate 
experiences. Thus, it is clear that ensuring effective articulation from program to program 
and from university to the professional world has become a vital emphasis in the 
university education of EAL students, as it is for all students. Factors influencing 
professional articulation are an important element of cultural capital which needs to be 
explicitly addressed for EAL learners.  
 
Other aspects affecting student articulation are the expectations of the knowledge 
economy (Dunning, 2000) which are reflected in Graduate Attributes. Graduates are able 
to adapt to change, embark on ‘continuous learning’, be ‘innovative’ and ‘creative’ and 
have an awareness of ‘ethical, social and cultural issues within a global context and their 
importance in the exercise of professional skills and responsibilities’ (University of 
Adelaide, 2011). Ash, Clayton and Atkinson (2005, p.50) describe how the structured 
development of reflective practices ‘supports students in achieving and demonstrating 
[high level] academic and cognitive outcomes as well as outcomes with respect to personal 
growth and civic engagement’. Facilitating reflection in and on action and effective 
communication of this reflective process are thus other essential elements requiring 
attention for all learners, and are an important element of cultural capital which needs to 
be explicitly addressed for EAL learners.  
 
Defining articulated learning  
 
To address the challenges for EAL learners and ALL academics described above, we offer 
a synergistic concept of articulated learning. Traditionally in the field of Education, 
articulated learning has referred to the ‘systematic coordination of courses and/or 
programs within and between educational institutions to facilitate the continuous and 
efficient progress of students from grade to grade, school to school and from school to 
the working world’ (Education.com Inc, 2006-2011). Articulation from program to 
program and from university programs to the working world requires ‘pedagogical 
dispositions’ which have ‘a student learning’ focus (Braband, 2008, p.3) and a curriculum 
which explicitly communicates learning outcomes to the students (Braband, 2008). In 
Australia and elsewhere, the generic skills required for students to articulate to the 
professional world are often formalised as Graduate Attributes. Students are expected to 
develop and lecturers are expected to embed these generic attributes or ‘interwoven 
attitudes and capabilities’ both outside of the disciplines and as an intrinsic part of them 
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(Barrie, 2004, p. 266). As is described in the section on ALL practices, ALL academics 
work with students to move from generic academic skills to disciplinary academic skills 
and, it is hoped, to a deeper embodiment of the generic graduate attributes required on 
exiting the university as professionals.  
 
Although Graduate Attributes relate to the generic skills required for graduates to move 
from course to course and from courses to professional life, they also include a focus on 
individual growth (Barrie, Hughes, & Smith, 2009). Reflection, for example, is a vital 
element in attaining these attributes and consequently functioning as an effective student 
and professional. A landmark paper by Ash and Clayton (2004) first described reflective 
practice as articulated learning. In their paper, they demonstrate how students are able to 
connect ‘their experiences [in practical work-related environments] to course material’, 
challenge their beliefs and assumptions and deepen their learning through a scaffolded 
reflective process that assists them to articulate or communicate and act on their learning 
(Ash & Clayton, 2004, p.11). This articulated learning process involves three main phases: 
1) description (objectively) of an experience, 2) analysis in accordance with relevant 
categories of learning, 3) articulation of learning outcomes. We believe that ALL 
academics can play a vital role in these aspects of articulated learning for EAL learners: 
their scaffolded progression within and beyond university in terms of language and 
cultural learning and the development of their ability to reflect and communicate such 
reflections on learning.  
 
In Australia, the Higher Education agenda has increasingly emphasized the first definition 
of articulated learning in relation to effective articulation from high school to Technical 
and Further Education (TAFE) or university or from undergraduate to post-graduate 
studies as part of its widening participation agenda (Thomas, 2001). This agenda, as 
described in the Bradley Review into Australian Higher Education (Bradley et al., 2008), 
aims to dramatically increase the participation of all Australians, particularly those of low-
socio economic status (SES) or from families previously uninvolved in higher education in 
university studies. To facilitate this articulation, the review proposed changes to the 
funding model, ‘outreach activities in communities with poor higher education 
participation rates’ (Bradley et al., 2008: XIV) and partnerships between schools, the 
TAFE sector, and universities to ensure seamless articulation. The review also tasks 
institutions to ‘work to raise aspirations as well as provide academic mentoring and 
support’ (Bradley et al., 2008, p. XIV). ALL practitioners play a central role in providing 
this support, since low SES and other non-traditional students are ‘heavy users of 
academic…support services’ (Bradley et al., 2008, p. 42). Therefore, the report 
recommends that extra resources should be provided for them. ALL resources provided 
as part of the widening participation agenda have included one-on-one writing assistance 
in writing centres, workshops on generic academic issues and around particular 
assignments, embedded language and learning as part of the curriculum of core subjects, 
and a range of collaborations between disciplinary and ALL academics around enhancing 
the first year experience.  
 
Like non-traditional, low SES Australians, international EAL learners have similarly 
benefitted from the support services described above and studies reveal a high usage of 
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ALL support among international EAL students (Ransom, Larcome & Baik, 2006). 
However, as noted earlier, these students may have additional needs since they have not 
benefitted from local articulation efforts to assist them in their progression from school or 
other pathways to university and from undergraduate to postgraduate studies. In many 
cases, they commence their studies in Australia at a postgraduate level. Thus, in addition 
to the challenges of communicating complex thought in their additional language, these 
students also face issues related to differences in academic cultures. In working with 
international and even local EAL students, lecturers and ALL academics in particular need 
to convey ‘the interrelationship and continuity of contents, curriculum, instruction, and 
evaluation within programs which focus on the progress of the student in learning both to 
comprehend and communicate in a second language’ (Lange, 1988, p.10) into account. 
This aspect of articulation is addressed by ALL academics through a range of different 
practices, including some specifically focussing on language and cultural issues which are 
described in more detail under the headings of ALL contexts and practices. 
 
The third reflective aspect of articulation is closely linked with the first two in the 
Australian context, since reflection is a vital element in attaining Graduate Attributes and 
consequently functioning as an effective professional, as is described by Ash and Clayton 
(2004) when they discuss the role of reflection in professional learning.  
 
In the following sections, we describe how ALL academics aim to assist EAL students in 
all aspects of articulated learning: the progression of their studies and career, the 
movement from generic to disciplinary skills and the reflection on and expression of their 
learning in a coherent fashion. Although it would be impossible for ALL practitioners to 
facilitate a quick fix of all the language and academic cultural issues challenging EAL 
learners, their explicit unpacking of articulated learning processes can help these students 
to identify their strengths and weaknesses, develop the traits and skills required by their 
disciplinary courses and future careers, explore decisions made and actions taken and 
‘consider alternative approaches and interpretations’ (Ash & Clayton, 2004, p.14). They 
are also able to examine ‘the sources and significance of assumptions or interpretations 
regarding those different from themselves… and to evaluate strategies for maximising 
opportunities and minimizing challenges’ (Ash & Clayton, 2004, p.14). Thus, they are 
empowered to set up personal learning plans and take control of and responsibility for 
their own learning. 
 
The ALL field, context and practices at the University of Adelaide 
 
As part of the process of defining the ALL profession and practice, the Association for 
Academic Language and Learning (AALL) published a summary of all the Academic 
Language and Learning centre and unit activities in Australia (Barthel, 2010). Two main 
types of organisational context were identified: centralised and decentralised. The 
centralised model at the University of Adelaide is represented by the work of the 
Academic Language and Learning (ALL) and Researcher Education and Development 
(RED) Units within the School of Education. The ALL Unit provides centralised activities 
for all undergraduate and postgraduate coursework students and RED provides 
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centralised activities for postgraduate research students. Decentralised, faculty and 
disciplinary activities are provided by the Medicine Learning and Teaching Unit, School of 
Mechanical Engineering Education Unit and Professions Learning Centre. ALL academics 
at the University of Adelaide engage in various practices within these different 
organisational contexts. These include disciplinarily integrated and non-integrated 
activities, credit and non-credit bearing courses, workshops, one-to-one appointments, 
diagnostic assessment, educational development of staff through joint curriculum design 
and support for research students (Barthel, 2010). 
 
The work of the ALL Unit at the University of Adelaide includes a number of the 
academic development contexts and practices listed above, recognising that ‘the 
increasingly inter- and multi-disciplinary nature of degree programs requires more students 
to manage discourse and register expectations across discipline areas’ (Warner, 2010, p.1). 
EAL students need to be able to access such content via code-breaking practices in 
relation to both discourse patterns and academic expectations in order to attain positive 
learning outcomes. As Warner (2010) notes, such code-breaking is multi faceted and can 
be seen to operate at a minimum of two levels, the first being at the level of the broader 
academic tradition, with the second focussing on the dominant patterns of discourse 
within specific disciplines.  
 
ALL academics in the School of Education provide (what might be termed) academic 
generic pathways to help EAL students to both reflect upon and decode the system and 
its inherent values and expectations, as a precursor to their decoding of disciplinary 
discourse patterns. Yet ALL academics also play an increasingly prominent role in 
academic disciplinary contexts, working directly with faculty academics in the delivery of 
their courses. This includes such activities as tutorials and team teaching embedded within 
the courses themselves. These embedded scenarios can also provide opportunities for 
professional articulation, as the tasks themselves relate to communicative interactions, 
such as report writing to a hypothetical external organisation, which require those 
interpersonal skills outlined in the Graduate Attributes.  
 
As outlined in Table 1, the learning pathways aim to provide the scaffoldings necessary for 
EAL students to become self-reflective autonomous learners, with greater cultural capital 
(Bourdieu, 1973) and with the ability to decode systemic values, expectations and 
practices. This enables the students to make better engagement with disciplinary 
communication and language patterns. The ALL Unit practices recognise that the EAL 
learner has to be able to articulate from program to program (and sometimes from 
discipline to discipline) effectively within the university context and onwards into the 
professional world. These varied practices are highly demanding of the student and 
necessitate the scaffolded development of reflection, permitting the EAL learner to 
‘integrate the understanding gained into [their] experience … to enable better choices or 
actions … as well as enhance [their] overall effectiveness’ (Rogers, 2001, in Ash & Clayton 
2004, p.137).  
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Table 1: Categorisation of learning pathways offered by ALL 
 

Learning pathway Academic 
generic 

Academic 
disciplinary 

Professional 
articulation 

Writing centre (1-1 with tutor) ü  ü 
Faculty writing centres (in 
conjunction with faculties) 

ü ü ü 

Small group with tutor (at 
student request) 

ü ü  

Semester series seminars ü   
Writing and Speaking at 
University (My Uni modules) 

ü ü  
(some modules 

are subject 
specific) 

 

Learning Guides ü  ü  
(includes specific 

guides to widely used 
referencing systems) 

In faculty workshops/ 
consultancies 

ü ü ü 

Introductory Academic 
Program 

ü  ü 

Orientation Sessions ü ü  
Conversation classes ü   
 
Exemplifying articulation: The Introductory Academic Program  
 
One ALL Unit program at the University of Adelaide which addresses all three aspects of 
articulated learning and focuses on the development of the self-reflective EAL learner is 
the Introductory Academic Program (IAP). This intensive pre-semester 5 week academic 
acculturation program is for AusAid (Australian government) sponsored students from 
developing countries, about to embark on postgraduate study. Crucial to the development 
of student autonomy, which in its turn is essential to professional articulation, reflective 
practice forms an integral part of the action teaching model of course design (Cadman and 
Grey, 2000), which informs practice in the IAP (as shown in Figure 1).  
 
This model aims to empower the students to take increasing control over their learning as 
the course develops. In the IAP, the lecturers begin the program in a more traditional role, 
setting the non-negotiable tasks (as outlined later) and take upon direction and assessment 
of the initial activities. Students learn through accretion (Enomoto, 2011) and the initial 
scaffolding in the IAP provides such accretion via incremental staging to mentor students 
through tasks. This scaffolding has to be challenging enough to promote self-regulated 
learning but without being too daunting so as to impinge upon their academic self-efficacy 
(Habel, 2009), since this could potentially precipitate a return to erstwhile learning 
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strategies, perhaps less appropriate to their contemporary academic environment. As the 
IAP develops, students in this action teaching environment, take increasing control of the 
learning process with a simultaneous change in the lecturer’s role from one of direction to 
that of facilitation. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 1: The action teaching spiral in the IAP (After Cadman and Grey, 1997, p.6) 
 
The IAP maintains a focus on reflective practice in the context of a highly articulated 
learning environment. Each course component is explicitly mapped out in the student 
handbook against the university Graduate Attributes (2011, see Appendix 1), thus 
providing conceptual points of comparison to their future discipline based courses. An 
early reflective task in the IAP, as part of the action teaching spiral, involves a discursive 
activity based around this Graduate Attribute mapping. Students are also highly 
encouraged to complete a long term personal learning plan (PLP), the pro forma of which 
is again mapped out against the University Graduate Attributes (2011). Further built in 
reflection in the IAP takes the form of a weekly reflective journal for lecturer response 
which is submitted through the university teaching management system, discussion 
threads based around aspects of the major course task-writing, and presenting a critical 
review. 
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The critical review allows students to begin to connect the academic generic with the 
academic disciplinary elements of study. Students are given single journal articles in their 
subject areas, provided by their postgraduate course coordinators or research supervisors. 
The students then interrogate, using other (self-selected) sources, in order to submit a 
subject specific critical review of their assigned article at the end of the course. As part of 
this process, they reflect on their review development through a number of different 
mechanisms. These include feedback, written and oral (voice tool and one-on-one 
discussions) on their drafts, peer reflections on their work and in-class sessions on 
dimensions of critical writing.  
 
Reflection is also part of the process leading up to the oral presentation of their critical 
reviews at the IAP forum. The ALL Unit provides the facilities and equipment, everything 
else is the responsibility of the students themselves, including theme, organisational 
groupings, running order, invitations and plenary speakers. As part of taking ownership of 
their learning, students need to arrange regular meetings to reflect on what has been done, 
what needs to be done and how things can be improved. Participation in the IAP forum is 
designed to be an empowering process for the students. The forum itself follows a typical 
academic conference scenario, beginning with a plenary session in a large lecture theatre, 
based round the forum theme, in which a senior academic from the university (invited by 
the students) is introduced as a guest speaker. The students then present their critical 
reviews in concurrent sessions, which are usually thematically determined, and hosted by 
the students in other proximate rooms. These are attended by the invitees, including 
academics and professional staff, both involved in the IAP itself, but also can include 
academics from their discipline areas. At the end of the day, the students return to the 
lecture theatre for a final plenary session. This also involves the input of a guest speaker, 
again usually an academic or professional member of the university staff, who has had 
significant involvement in the program. A recent trend, which seems indicative of the 
students’ appreciation of the relevance of the value of reflection, is the incorporation of a 
forum debriefing session, on the following day. During this session, which has been 
inaugurated by the students themselves, the students discuss what they learned from the 
experience, how successful they perceive the forum to have been and how they might 
have done it differently.  
 
The emphasis on reflection and empowerment also continues after the completion of the 
IAP. Towards the end of the first semester, an email call is sent out asking students, who 
have recently completed the IAP and have had several weeks study experience in their 
faculties, if they would like to be volunteers for a focus group session. This focus group, 
usually between six to eight students, takes the form of a semi-structured discussion, 
which is recorded, where the students reflect on the relevance of the IAP to their study 
experiences in faculty. The discussions are facilitated by two academic staff from the IAP. 
These reflections are than fed back into the development of the curriculum and, over the 
years the program has been running, have had a significant impact on the delivery and 
content of the IAP.  
 
The IAP therefore aims to help engage the students into their new academic environment, 
providing articulated pathways into the demands of their own discipline areas. Yet, at the 
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same time, the program is not exclusively academic generic - IAP students begin 
explorations in their own fields of study. Moreover, professional development is 
articulated through the mapping of program elements to the University Graduate 
Attributes (2011), thus aiming to enable IAP students to make conceptual connections 
with their future courses and career pathways. 
 
Conclusions  
 
In this paper, we have briefly outlined our three-way concept of articulation in relation to 
EAL student development. We have described how the academic field, contexts and 
practices of ALL academics relate to our concept of articulation, focussing particularly on 
the ALL Unit and the IAP cohort at the University of Adelaide as a case study. We have 
demonstrated how ALL academics aim to achieve the national priorities of articulation 
between programs and professional life, and the reflective (articulation) skills necessitated 
by the information age demands of higher education. Our description of the ALL role in 
academic generic and academic disciplinary work with students and the embedding of 
generic skills in disciplinary courses suggest a final form of articulation: the articulation of 
ALL academics with their disciplinary colleagues. We posit that this can be achieved 
through each understanding their complementary roles in the articulated learning of their 
students. ALL academics as an intermediary in promoting understanding of 
communicative practices and conventions can free up the disciplinary academic to focus 
on the specialist content (Velautham & Picard, 2009) and also provide a bridge into 
disciplinary content. It can further be promoted by joint curriculum development and 
complementary action research. We believe that this more complex view of articulated 
learning is an essential component of fully integrating international EAL students and 
indeed would be helpful in facilitating the learning of all students.  
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