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You are always a student, never a master.
You have to keep moving forward.
Conrad Hall
Dear Colleagues
It is a great pleasure to present the
fifth issue of our magazine, this
year devoted to CLIL as you can see
from the title “APACLIL”. Get ready
to find an impressive collection of
articles focusing on various aspects
of teaching content through English
and the methodology, new skills
and strategies that CLIL requires.
The articles range from theoretical
pieces to practical proposals; all are
aimed at throwing some light on
the concept of teaching and learning a subject through the medium
of a foreign language. A constant is
the dual-focused dimension of this
task: learning content and a foreign
language simultaneously (Marsh, D.
2002).
The articles chosen are aimed at
primary children, secondary teenagers, as well as adult learners.
This is a good opportunity to promote the CLIL approach with a twin
set of objectives. One of these aims
is clearly educational and the other
is administrative. We have recently
seen the way both tend to collide
as they fight for space. It is time to
promote peace between them. We
should not forget the European
Union recommendation that, “… all
EU citizens, by the time they leave
compulsory schooling, should be
able to speak two languages other
than the mother tongue”.
Most European countries have
faced the challenge of meeting this

goal by working with their curricula
in an attempt to find timetable
space. Instead of adding extra hours
to the study of the English language
per se, they have developed the idea
of teaching a subject in a foreign
language. But does CLIL work? Do
CLIL programs succeed? They do,
as long as the different plans are
implemented with a certain amount
of preparation, common agreement
and sensitivity. Pupils can have
the experience of learning subject
concepts and skills while, at the
same time, increasing contact time
with a foreign language. Apart from
killing two birds with one stone,
CLIL reproduces the natural way
in which students are introduced
to language: content is the catalyst,
igniting a need for language.
But the most amazing thing about
CLIL is the change it implies in
teachers’ profiles. They can no
longer simply transmit content, assuming that their audience will understand. With CLIL, teachers have
to think of other methods; develop
new techniques and strategies to
convey meaning; and experiment
with new ways of presenting input
through a foreign language. This
results in an increased skill-based
focus on learning, which is a better
reflection of the act of teaching.
This is a significant step in professional development and as the title
highlights, provides a unique sense
of moving forward.

In this issue, you will find plenty to
read about CLIL. More than half the
contributions to this APACLIL edition are from classroom language
teachers.
Remember that the aim of the
Apabal Magazine is to provide a
platform for a stimulating exchange
of ideas and an opportunity for
presenting good practices, action
research and reflections.
We are issuing our next call for
papers to EFL and CLIL teachers
as well as teacher educators in any
sector who consider innovative approaches to learning and teaching
to be important. We are inviting you
to share your ideas with us. Your
paper can examine teaching activities, European projects, planning
principles and decisions, theoretical approaches and turning points,
book reviews and any experiences
that provide great examples for
other teachers.
Enjoy our first monograph on CLIL!
Montserrat García Comino
President of APABAL
www.apabal.com
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developer in the Balearic Islands as well as in England and the United States. She has been director of the Spanish
Socrates National Agency at the Ministry of Education in Madrid and has coordinated the International Programmes Unit at the Education Authority of the Balearic Islands. Back to teaching in 2010, she is currently the Head of
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We are certainly going through a
period of thrilling changes in the
teaching profession.
The economic crisis, whose
recovery we are starting to
envisage, the new scientific and
technologic developments as
well as the frequent population
shifts for work, leisure or study,
are bringing about new trends in
the labour market, encouraging
European governments to reform
their education systems and adapt
them to the current social needs.
Unfortunately, in many cases the
funding that should accompany
those measures in order to be
efficiently implemented does not
materialize, being one of the most
disregarded areas the one dealing
with in-service teacher training.
Teachers tend to respond to those
modifications with a sceptical
attitude, regarding them as
unjustified, useless or irrelevant.
At the same time, we are all aware
that it will be our responsibility
to implement them, making the
most of the resources available and
providing the best service possible
to our students.
Flexibility, I should say, is one of the
key skills for a teacher nowadays.

Not only higher education
teachers having to assimilate the
Bologna process are facing the
winds of change. Secondary and
primary teachers are also feeling
the pressure of having to adjust
their classes to new curricula and
educational updates. Some see
how the subject matter they have
been teaching for years disappears
from the system, therefore having
to recycle themselves or retire. And
most have to still provide the best
instruction in spite of resources
lost, budget cuts and frozen
salaries.
Nevertheless, English teachers
have not as much to complain.
Communication in today’s
multicultural society is vital.
English has become the most
commonly used language in
international exchanges of all
kinds and the social networks
all over Europe, students are
usually motivated to study it, the
universities support its teaching
and learning, requiring their
students to take foreign language
courses or proof their knowledge
of a foreign language in order to
graduate, and politicians from all
colours tend to include that aspect
of education as a star promise in
their election campaigns.
Still, do we have an easy job? I
wouldn’t say so. Precisely because
of that pressure from the education
community, our job as foreign
language teachers is somehow
more difficult than ever. We need
to acquire new skills and master
new methods in order to teach
our students not only academic
English but also communication

skills, we need to expose them
to a variety of language registers
that will enable them to survive in
different situations, as well as to
a sufficient number of semantic
fields should they continue their
studies or work in another country.
Supporting content teachers in
CLIL programmes and the efficient
use of the wide range of methods
and activities provided by the
information technologies, when
they happen to work alright (!), are
two more of the demands we must
confront.
And it is within this panorama that
the role of teachers associations
is emerging as institutions
that facilitate networking for
both professional and personal
development.
And it is also within this context
that we first thought it was
important to develop and
modernise our organisations
through international cooperation,
sharing common interests,
experiences and ways to face our
common challenges.
The European Union, which
has been strongly committed to
Education throughout the years,
came to the rescue with the
launching of the new programme
ERASMUS + which, while trying
to overcome some of the serious
drawbacks of its antecessors,
opened some new ventures for
European collaborative work.
That was our chance and the
project “CITA: Cooperation
and Innovation in Teachers
Associations” was born.
This 2-year project that started in
September 2014 aims at expanding
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the European dimension of
teachers associations providing not
only teachers but the community in
general with professional support
and interesting and innovative
activities that may lead to formal,
informal and non-formal training
or just addressed to promoting a
greater interest and motivation
towards the profession.
CITA is focusing on validating
informal learning, defining
innovative profiles for the
teaching profession and teacher
training, especially in regards to
the challenges involved in CLIL
teaching and the use of ICT in the
classroom, the sustainability and
management of the associations
and the implementation of
engaging activities for the entire
community in order to facilitate
the construction of shared
knowledge and the promotion of
plurilingualism. The innovation
instilled in our institutions thanks
to the European Union grant will
surely be reflected in the daily
teaching practice of our members
thus providing a direct impact on
the education system.
APABAL (Associació de Professors
d’Anglès de Balears), IATEFL-H
(International Association of
Teachers of English as a Foreign
Language -Hungary) and LAKMA

(Lithuanian Association of Teachers
of English as a Foreign Language),
all of them non-profit teachers’
associations, share the objectives
of promoting and exchanging ideas
among teaching professionals,
organising activities aimed at
improving the quality of the
teaching profession and exploring
new directions in methods and
approaches. Being the three of us
associations of English teachers
gives us a common ground to
work, whereas the variety of
national languages and cultural
backgrounds involved, the different
fields of expertise of their members
and the activities realised in each
context will provide a lot to share
and learn from one another.
But what’s in CITA for you?
We intend to achieve our final
product “Guidelines for Running
Sustainable Teachers’ Associations“
through the implementation of
a series of activities, the first of
which has been the development
of a questionnaire, which many of
you have been so kind to answer, in
order to know how you feel about
us and, most important, how you
feel we should be, which activities
we should carry out and which
role should we play in each of our
countries.
A course on CLIL is being organised

is Vilnius (LT) in June and 10
teachers from the Balearic Islands
will participate. The first session
of a new iniciative the Creative
Café (at the Antiquari, Palma),
that took place last April 23, was
a successful meeting point for a
large group of APABAL members to
both learn and have fun together.
Job shadowing opportunities and
another course, this time on “The
New English Teacher Profile” will
take place in Budapest during the
month of October, and of course
our usual film series and debates
will come up again in the autumn
all hopefully freshen up by the
European dimension that CITA
brings along.
From the CITA project steering
committee we invite you all to
participate and become members.
You have an “appointment” with us.
We need you!!!
Carmen Moreno Huart
APABAL. Coordinator of the CITA
project
https://citaproject.wordpress.com/
(*) Updated version of “Looking
ahead with the CITA PROJECT”
published in mELTing Pot
(Budapest, HU. February 2015)

Visit our website
www.apabal.com
You won’t regret it!!!!
Next APABAL events
on the website.
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By María Loredo & Ricardo Sánchez
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This year IES Ramon Llull is
celebrating the 10th anniversary of
the European Section, giving us a
great opportunity to share with our
readers what this experience has
meant for the people involved.
Let’s start with a bit of history:
in the spring of 2004 we were
informed that the Conselleria
d’Educació de les Illes Balears
wanted to launch a pilot project
to implement the use of foreign
languages as a medium of
instruction. As English teachers,
we were immediately drawn to
the idea: we were convinced
that such a programme would
make a significant contribution
to improving foreign language
competence in our students.
Naturally, our first concern was
whether there was any teacher in
the school competent enough in
English and willing to take part
in the project. By a stroke of good
luck, we were told of a Science
teacher who had spent two years
in the US as a visiting teacher. We
talked with her and she accepted
our invitation; we got down to
work, creating the implementation
plan that had to be approved by the
Conselleria d’Educació de les Illes
Balears.
In need of inspiration, we
consulted the Internet. We didn’t
think it would be very difficult
to find plans posted by other
Autonomous Communities about
teaching content using a foreign
language. We had already heard of
some approaches that combined
learning a foreign language with a
school subject (e.g. CBLT: Content
Based Language Teaching) and
immersion programmes. However,
the latter were used in the US
and Canada to improve student
language competence in a situation
of second language learning – not a
foreign language.
We needed something that we
could apply in our situation,
where a foreign language (English)
would be used as the medium of
instruction. By chance, we found

a document by Teresa Navés and
Carmen Muñoz entitled Usar
Lenguas Extranjeras para Aprender
y Aprender a Usar las Lenguas
Extranjeras1 which contained a
brief but very clear description
of a fairly recent approach called
AICLE (Aprendizaje Integrado de
Contenidos y Lengua Extranjera).

of ESO students. This is because in
the first two years the Conselleria
d’Educació made it compulsory to
implement other projects where
subjects are taught in English.
Hopefully, next year we will again
be able to offer the European
Section to students at every ESO
level.

Drawing from the document and
our own ideas, we were able to
present a plan to the teaching
staff and get their approval. The
following school year, IES Ramon
Llull was one of ten schools
selected to start the pilot project.
Since then, despite many problems,
the European Section programme
has stood the test of time.

The European Section is limited
to one group per level. We have
had to establish admission and
continuation criteria for the
students who take part. This criteria
reflects both the need for the
students to have acquired a certain
level of English competency so that
the foreign language won’t interfere
with their academic progress;
and also ensures that they have
achieved some degree of autonomy
as learners.

Programme Structure &
Organization
From the beginning, we were
aware that a limiting factor for
the implementation and possible
extension of the programme
would be the availability of subject
teachers with an appropriate
English level (the CEFR’s B2 level
-- Common European Framework
of Reference for Language). In
fact, teacher mobility has brought
about many changes in the subjects
offered in English for students
participating in the European
Section.
In the European Section’s first
year, we decided to offer Science
in English in 2nd of ESO, with the
idea of extending the programme
to the 3rd and 4th Years if we found
it worked for our students and
we could see they benefited. As
the year went by, we realised that
our students and their families
were more than satisfied and
encouraged us to continue.
However, the hardest part was
convincing other subject teachers
to join in. Fortunately, we finally
managed to involve more than just
the Science department: Maths,
P.E., Music, Art and Philosophy also
came on board.
Currently, we are only offering the
European programme to 3rd and 4th

The participating teachers, both
subject and foreign language, meet
weekly for coordination sessions in
which the following issues are dealt
with: language support in subject
areas; inclusion of subject content
in foreign language lessons;
design or adaptation of teaching
materials; planning outside-ofschool activities; the evaluation of
students; and the programme itself.
The dynamics of teacher
collaboration among departments
made us take a further step. We
felt that textbooks constrained
our teaching practice and never
covered our curricula’s aims and
content, nor offered adequate
activities and tasks for our students.
Six years ago, with the help of the
Spanish teacher, Emili Gené, we
decided to adopt a more flexible
and adaptable medium: the class
blog.
Every class has their own blog,
which students use as a learning
tool throughout the four years.
Learning materials are published
chronologically, fostering a workin-progress approach, rather than
a book; the finished product is
handed to the students at the end
of the year. This allows teachers to
retrieve and recycle material from
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previous years; and design new
material according to new needs,
current events, ongoing exhibitions
and set it up in a completely
different fashion.

European Section benefits have
been many: both for us as teachers;
and for our students as learners in
general, and more specifically, as
learners of a foreign language.

Here are some examples of
collaboration activities we have
done in past years:

As English teachers, we felt the
need to modify our teaching
approach and curriculum, in
order to help students develop
the language skills they need to
participate in the subjects taught
in English. In the first two years,
this meant the implementation of a
project-based approach in English,
which consisted of organizing
students’ work around content
from the Science curriculum.
Students had to work on Sciencerelated material, in English:
WebQuests, mini-research tasks,
class presentations and school
outings.

A) Together with Science
Visiting the Anselm Turmeda CEIP
school orchard.
This activity was designed to
compare a virtual tour of the school
orchard with a real school visit.
Students had to learn the names
and uses of gardening tools using
visual dictionaries; identify plants
and their uses; and compare the
school premises and facilities to
those of their own primary school.
https://2esoe1011.wordpress.com/
tag/school-orchard
fig. 1: Blog entry about the visit to
Anselm Turmeda CEIP.
B) Together with Art
Working on Modern painting:
Vincent van Gogh.
The activity consisted of studying
the life and artwork of an important
modern painter using biographical
materials -- letters to his brother
Theo translated into English -- and
analysing one of his paintings: The
Bedroom (1888). Students learnt
to use IT tools such as Google Art
Project, which allows you to do
virtual tours of art exhibitions.
https://1esoe1112.wordpress.
com/2011/09/25/1-en-6colorscolours-google-art-projectand-van-gogh/
Fig. 2: Blog entry for the Art project
about van Gogh
Benefits and Outcomes
We think we are not very far from
the truth when we say that the

Extending the programme to other
subjects, such as Maths, Music, Art,
Physical Education or Citizenship,
has forced us to broaden our
approach to include more general
language skills, focusing on
academic language competences
that our students need for
improving their performance in the
non-linguistic subjects. In a certain
sense, we have had to design a sort
of academic English curriculum
based on the learning experiences
and language demands in the
content areas; for example, writing
tasks include a wide variety of
skills, ranging from note taking to
descriptive, narrative, informative
and argumentative texts.
As regards the overall language
competence of the students taking
part in the programme, there is
evidence that their performance
level is quite high, even though we
have not devised a final test for all
4th year students to determine if
the European Section participants
fare better than other students.
However, colleagues teaching in
1st of Batxillerat have consistently
reported that European Section
students show a higher level of
competence than students who did

not take part in the programme.
Also, when participants have
participated in language contests
or sat external exams, their
performance has always been
outstanding: we have had students
among the finalists in all seven
editions of ‘The Fonix’ English
language contest; and most 4th
of ESO students have entered
the EOIES, the collaboration
testing programme between the
EOI (Escuela official de idiomes)
and high schools (IES = Institut
d’Educació Secundària), obtaining
either an Intermediate 1 or
Intermediate 2 certification. Finally,
in the diagnostic test administered
by the Conselleria d’Educació last
year (IAQSE), 93.3% of 2nd year
ESO students in our European
Section reached or excelled the
expected level of consolidated
competence for their age,
compared to only 49.9% for the rest
of the Balearic Islands.
1. Navés, t. y Muñoz, C.: Usar
Lenguas Extranjeras para Aprender
y Aprender a Usar las Lenguas
Extranjeras. <http://www.ub.edu/
filoan/CLIL/padres.pdf> last
consulted 19 Abril 2015.
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has published articles on TEFL in magazines and books, e.g. “Keys to Upper Grade Vocational Studies” and
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The aim of this article is twofold:
to inform the teaching community
about the university-level
Content and Language Integrated
Learning (CLIL) program called
‘Pathway in English’ (also known
as the ‘English Pathway’ or the
‘International Pathway’); and to
describe the features which make it
a particularly effective program.
At the university level, teaching
subjects in English or other
foreign languages is a priority. In
February 2011, following the lead
of many European universities,
the Faculty of Economics and
Business at the University of the
Balearic Islands (UIB) began this
rewarding journey. The Pathway in
English Coordinator and Assistant
Dean of Economics, Dr. Marc
Escrihuela, was highly motivated
and determined to implement this
program. With so many financial
cuts at the university (pay cuts,
spending cuts and staff cuts),
launching this project was a real
challenge.

Common Denominators of the
Pathway in English
What does the Pathway in English
program consist of? According
to the European Council (which
provides the European Union
with general political directions
and priorities), in order to obtain
the Pathway in English certificate,
students must complete at least
100 ECTS of their degree in English.
The ECTS (European credit transfer
and accumulation system) is a tool
that helps to design, describe, and
deliver study programs and award
higher education qualifications.
It makes study programs and
qualifications more transparent
and facilitates the recognition
of qualifications. All in all, it is
a central tool in the Bologna
Process, designed to make national
systems more compatible on an
international level throughout the
European Union.
Qualifying for a Pathway in
English Certificate
In order to qualify for the Pathway

in English certificate, a student
studying Economics at the UIB
needs to complete a minimum
of 60 ECTS during the first three
years (including basic training and
compulsory subjects).
Moreover, the student must study
English for at least one semester at
a foreign university. This student
mobility is guaranteed among
European universities and it is one
of the assets of the program. Last
but not least, the end-of-degree
project has to be in English.
Student Profile
The Pathway in English program
is open to all students willing to
attend classes in English and who
are interested in studying abroad.
The Faculty of Economics requires
that students demonstrate a B1
European standard English level.
Students are not required to show
formal proof of their level, but it is
advisable to have a certificate that
proves it.
Once students have earned the
Pathway certificate, their English
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of becoming fluent in English. Dr.
Escrihuela feels confident that
students would take advantage of
the Pathway program if it existed
in other faculties. Across Europe,
the Pathway program is common
in Law, Economics and Business
faculties.

language skills tend to rank
between B2 and (in most cases) C1
levels. In many cases, the Pathway
Certificate is a useful qualification
when applying for a master’s
degree, a PhD, etc. Moreover, to
graduate from the UIB or another
state university, students must
demonstrate that they have a B2
English level.
Students enrolled in the Pathway
in English program are conscious
of the importance of being fluent
in English and are motivated about
learning a foreign language. They
see that the program provides
added value in terms of work
mobility. Moreover, students
are aware that English is a must
when pursuing master’s degrees
and doctoral courses. Students
enrolled in Pathway in English
may not necessarily have a greater
command of English than their
peers, but they are more motivated
and enthusiastic about learning a
foreign language. They realize the
value in having a sound command
of the target language.

Teacher Profile
The majority of teachers in
successful Content and Language
Integrated Learning programs are
competent in the target language
and have ample experience with
the subject.
The Pathway in English program
implies the continuous training
of teachers involved in CLIL
subjects. All interested teachers
receive tutorials and private lessons
from native teachers. University
teachers of CLIL subjects need
a good command of English
(between B2 and C1) but the UIB
does not demand specific English
qualifications; the most important
requirements are fluency, selfconfidence and motivation.
Spreading Internationalization
Dr. Marc Escrihuela feels that
with a little bit of willingness, the
Pathway program could be initiated
in other UIB faculties. Motivation
and commitment are key when
implementing the program. Most
university students are increasingly
consciousness of the importance

Transparency Guarantees
Standardization
Due to the pan-European nature
of the Pathway certificate, all
relevant information is given in
English: the marks, the acquired
key competences and the
qualifications. Using English as the
common administrative language
facilitates program recognition
among European universities.
The Pathway in English program
encourages international mobility
among university students and
teachers in various ways. Firstly,
it requires that UIB students
spend one semester abroad.
Secondly, it has increased the
UIB’s international student
population: the Pathway in English
has removed the language barrier,
generating more international
applications to the Faculty of
Economics. In recent years, the
European Council has stressed the
importance of receiving students
from outside Europe; the Pathway
program is one element that
makes this possible at the UIB.
The Faculty of Economics and
Business participates in many other
exchange programs, such as CIEE
(for the USA), ISEP (all over the
world) or HERMES (Middle East).
These international programs are a
real asset for the UIB.
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‘We are International’
Recently, the University of the
Balearic Islands launched the
slogan ‘Som internacionals’
(‘We are international’) in an
effort to stress its international
character. Foreign students are
no longer merely attracted to the
UIB for non-academic reasons,
such as Mallorca’s weather or
the well-connected airport -- the
internationalization of the UIB’s
academic offerings has also helped
to attract foreign students.
To be effective, mobility among
European institutions (a European
Council priority) must also include
university lecturers, professors and
researchers. Mobility must involve
the whole university community.
The Erasmus+ program offers
exchange opportunities for
professors. In fact, most of the
UIB’s exchange programs include
professors and researchers.
The University of the Balearic
Islands has also made an effort to
improve and broaden the courses
offered by the UIB’s language
school. English is obviously in great
demand. Multilingualism is also a
priority: there are courses in other
languages such as German, French,
Italian, Portuguese, Japanese,
Russian and Chinese.
The Catalyst for
Internationalization at the UIB
The Faculty of Economics
pioneered the internationalization
process at the UIB. They were
among the first institutions in
Spain to implement the Pathway in
English. Once the Faculty knew that
the Bologna reform was a reality, it
was clear that a Pathway in English

program would be necessary.
According to Dr. Escrihuela,
the only issue with the Pathway
program has been the inevitable
learning curve, a normal
consequence of pioneering a
program and “learning by doing”.
However, the program’s advantages
are numerous. As previously
mentioned, the program brings
an important international scope
to the UIB and attracts motivated
students. The Pathway in English
program helps to put the UIB on
the map of European universities.
Final Considerations
It is hard to find detractors of
the Pathway in English program.
With the passing of the years,
outdated opinions such as
‘This may complicate things’
or ‘Isn’t learning these subjects
complicated enough without trying
to teach them in English?’ have
proved false.
In fact, programs like Pathway
achieve two goals for the price
of one: content education and
improved language skills. This
is why the demand for CLIL
courses at European universities is
increasing at an intense pace.
Furthermore, universities are
better positioned than secondary
education institutions to
guarantee effective content and
language integrated learning
programs. Factors advantageous to
universities include:
-Less time is spent on grammar
and error correction because both
CLIL university lecturers and
students have a better language
level, allowing for more focus on
academic content.

-Teaching staff stability and
experience. Many university
teachers and professors have
worked full time at the same faculty
for a long duration. However, in
primary and secondary education
the large number of ‘interins’
(supply teachers) makes launching
CLIL programs very challenging.
- A greater number of university
lecturers are competent in the
target language; they are usually
more accustomed to writing and
speaking in English with a certain
fluency. Most of them attended
third cycle studies at a foreign
university and use English to write
articles for specialized magazines
or papers for international
conferences.
- A greater availability of suitable
materials thanks to university
internationalization departments
(‘deaneries’) which provide the
necessary infrastructure in English:
bibliographies, copy editors to edit
material, and native speakers to
improve lecturers’ oral skills.
All in all, these factors have
helped promote an international
dimension to the UIB and its
Faculty of Economics, contributing
to the UIB’s overall excellence.
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FROM THE CLIL
GARDEN TO
THE CLIL CITY:
LET THE
ECO-FORCE BE
WITH YOU!
By Julie Fairweather and Julia Oliver
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Julie Fairweather and Julia Oliver Koppen have been
teaching since 1999 at the British Council/ MEC
Bilingual Project at the Na Caragol Primary school in
Artà. As teacher trainers, they have delivered a wide
range of courses and workshops at CEP centres in
Mallorca, Oviedo and Melilla and at the British Council
in Madrid. Julie is the author of Art World 3 Teacher’s
Guide (Edelvives 2009) and 4 Tune Tales: A New
Concept in English Learning.
This article demonstrates the full potential of
combining a Green Theme with CLIL for teaching the
following elements:
•

CONTENT: Science / Art / Mathematics /
Environmental Studies

•

COMMUNICATION: Reports / Recipes / Storytelling / Interviews

•

COGNITION: Problem-solving / Evaluating /
Comparing / Classifying / Creating

•

CULTURE: Eco-community / Global Citizens

The above themes -- and much more -- can be covered
by implementing a Green Theme in your teaching. Na
Caragol Primary school in Artà is an eco-school where
we have a long history of innovative green projects.
For example, ‘Colour Code 7’ won the Consell de
Medi Ambient Award in 2005; ‘Monster Recyclers’ was
show-cased at various teaching conferences; and Julie
Fairweather’s eco-tales (4 Tune Tales) were funded and
published by the Conselleria d’Educació i Cultura del
Govern de les Illes Baleares in 2006.
The Green Theme is an important part of our
curriculum, one which both pupils and teachers take
seriously. We would like to share our initiatives in the
hope that others will follow our path and realise the
immense learning potential of CLIL when using the
environment and ecology as subject matter.
At Na Caragol school, Lower primary’s centre of
interest is the Kitchen Garden, whilst Upper primary
goes on a journey around sustainable smart cities.
All activities are carried out in English because
CEIP Na Caragol is part of the British Council/ MEC
programme; this means Science and Art are also
delivered in English.
The success of the Green Theme is thanks to an
enthusiastic Green Team of language and specialist
teachers, who prepare the lessons and activities using
a hands-on, cross-curricular approach. Starting with
lower primary, the garden is a place where students
discover the science CONTENT: plant classification,
plant parts, plant needs. In art, students complement
their science learning with sensorial experiences

(natural collage / flower and leaf prints / landscape
watercolours). Artistic creativity is developed in fun
culinary activities such as Green Master Chef (using
our own home-grown ingredients). Photos
COMMUNICATION takes place in rich and diverse
formats, ranging from recipe instructions to reports
and surveys on plant progress. ‘Likes and Dislikes’ and
‘I Can See’ activities are other ways to improve oral
skills.
COGNITION in our green projects means problemsolving (how to stop the snails from eating the
lettuces!); and comparing and analysing the growth
of different plants. As the children care for the plants,
they are also cultivating themselves. CULTURALLY,
our green projects involve the whole school (each year
group has its own plot of land and related chores in
the greenhouse and garden): it is clear that pupils are
part of a community that is working together. Sharing
responsibilities and collaborating in real situations
brings nothing but benefits for our small green
citizens.
Whilst the younger students enhance their scientific
knowledge and improve their language skills with the
Kitchen Garden, upper primary make equal progress
thanks to the Smart Cities project. Year 5 pupils
embark on an amazing journey of discovery via the
world’s most sustainable cities. Renewable energy and
smart technology are the main content aspects; the
integrated learning also covers transport, life-styles
and the city itself. Eco-creativity is promoted with
the Recycled Smart City competition and Smart City
guides prepared by the students.
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One very exciting moment was when the school was
invited to participate in Barcelona’s Smart Cities
World Congress. For the first time ever, school children
were asked to share their vision of the Smart Cities
concept; at this international event, the language of
communication was English. Clearly, an opportunity
not to be missed! As Julia Oliver, the English coordinator explains, “The Smart City Barcelona trip
was the icing on the cake for our project and a truly
memorable experience for all.”

In short, two projects -- the Kitchen Garden and Smart
Cities -- have not only guaranteed successful learning
in content and language, but also consolidated the
highly important ecological values of environment
protection.
Green CLIL themes are a MUST! Check out our
eco-blog for more information and ideas! http://
colorcode7.blogspot.com.es/
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INFUSING
CONTENT AND
MEANING INTO
FOREIGN LANGUAGE
INSTRUCTION:
A RESPONSE
TO THE
CHALLENGES
OF CLIL
By Raúl Mas González
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at IES S’Arenal, where he heads the Department of Foreign Languages and coordinates the school’s CLIL
programme. He also lectures on EFL didactics and methodology at the University of the Balearic Islands (UIB).
He has delivered a number of workshops at training events and is a member of the teaching staff at the Curs
d’Expert Universitari en Aprenentatge Integrat de Contingut i Llengües Estrangeres (AICLE), run by the UIB with
the support of the Conselleria d’Educació, Cultura i Universitats. In addition, he currently leads the Grup de
Recerca Educativa d’Anglès (GREAN), an associate research group at the Institut de Recerca i Innovació Educativa
(IRIE). His professional interests include EFL instruction, the analysis and design of teaching materials,
motivation research and testing.

Abstract
This article aims to identify some of the main
challenges which CLIL (Content and Language
Integrated Learning) has presented for both content
and language teachers. It will also attempt to explore
how these issues can be tackled by means of indepth theme-based approaches to foreign language
instruction and to walk the reader through a practical
example of how this may be done.

instruction. Research shows, however, that academic
content learning does not suffer with good CLIL
practice, citing examples of CLIL students clearly
outperforming their non-CLIL counterparts (Heine,
2008). This suggests that unbalanced implementations
of CLIL programmes and the difficulties that many
educators experience when applying a double focus on
both content and a foreign language may result from
their lack of knowledge of CLIL-specific strategies and
their impact on learning (Mehisto, 2008).

The Role of the Foreign Language Teacher in CLIL
Contexts

Foreign Language Teaching: Going Against the
Current?

The emergence and subsequent spread of CLIL
programmes across Europe has prompted a redefining
of the roles which foreign language teachers have
played in traditional educational settings. In CLIL
contexts, language teachers are encouraged to assume
mostly established roles –such as those of provider of
linguistic support, materials designer or evaluator–
but with a brand new slant. Language teachers, with
all their multiple facets (particularly those involving
teamwork), are considered to be key to the effectiveness
of CLIL programmes (Suárez, 2005). Yet, paradoxically,
they sometimes find themselves struggling to fully
comprehend what is expected from them, especially
when CLIL means putting content and language
teachers to work in tandem (Banegas, 2012), both in
and outside of the classroom, and the traditional roles
of the language teacher appear to be blurred.

The pervasiveness of CLIL programmes has had a
deep impact on content subjects, sparking a rethink
of classroom methodology (Infante, Benvenuto &
Lastrucci, 2009), course syllabi or assessment, as
well as changing the everyday lives of many content
teachers. In other words, CLIL is fulfilling its role as a
“catalyst for change” (Marsh, Maljers & Hartiala, 2001).
It has also helped raise awareness among content
teachers of the importance of language as a vehicle for
knowledge.

Content Knowledge Achievement in CLIL

Traditional foreign language instruction, however,
seems to remain insensitive to the powerful arguments
that justify the pressing need for rejecting (or at least
redrawing) the boundaries that separate language
from content, and vice versa. The foreign language
classroom remains arguably at the forefront of
methodological innovation as a flexible environment
that can easily accommodate a wide variety of crosscurricular topics and integrate a variety of methods
and teaching techniques from which other school
subjects often feed. Yet language teachers often find
themselves in search of thought-provoking materials
to fill their lessons, in order to steer learners away
from the superficial treatment of content and the
stereotypical presentation of target cultures too often
found in foreign language textbooks (Méndez García,
2003; Lappalainen, 2010).

One aspect of CLIL that generates controversy is the
widespread objection that contents become simplified
when taught in a foreign language and that they are
dealt with in a less rigorous way than with traditional

This short overview of the current state of affairs
reveals that the implementation of CLIL programmes
poses a number of challenges that provide food for
thought for both teachers and policy-makers:

CLIL seems to have erupted into schools to push
both content and language teachers out of their
comfort zone. In response, some Spanish universities
(including the University of the Balearic Islands) and
educational authorities have started to offer additional
CLIL teaching qualifications, to help both content and
language teachers to fully integrate both components,
to co-teach more effectively and to regain confidence.
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• The role of the foreign language teacher in CLIL
contexts needs to be more clearly defined in order
to enhance teacher confidence and maximize the
success of CLIL programmes.
• While content teachers are given the chance
to update their methodological skills in order to
embrace CLIL-specific strategies, action needs to
be taken to ensure academic content is learned
successfully, especially in newly-established CLIL
contexts.
• Foreign language instruction must be infused
with content, meaning and rigor at all levels so
that it effectively challenges the students’ cognitive
maturity and engages their critical thinking skills.
Theme-based Approaches to Foreign Language
Teaching: a Crucial Component of CLIL Programmes
All the aforementioned issues can be tackled by means
of comprehensive theme-based approaches to foreign
language teaching. If CLIL is about teaching subject
content through the medium of a foreign language,
theme-based instruction is a meaningful way to think
about planning language teaching that aims to teach
the language, regardless of the level, through content.
Theme-based approaches are not new to foreign
language instruction methodology. Within the
framework of content-based instruction, theme-based
approaches consist of
the in-depth study of topics such as a country’s
economy, political system, family structure, or the
role of women in society. Instead of being add-ons
to a course based on the study of grammar, the study
of grammar in these courses becomes linked to,
defined by, and dependent upon the topics. (Stryker
& Leaver, 1997)

1 As we can see in this diagram, Meyer’s pyramid
stands on the solid foundation of CLIL topic
selection. As Coyle, Hood & Marsh (2010) put
it, “at the heart of the learning process lies
successful content or thematic learning and the
related acquisition of new knowledge, skills and
understanding.”
2 Input is then selected and distributed across the
unit. Multimodal input (i.e. resorting to different
modes of representing meaning e.g. written texts,
graphs, videos, pictures or maps) is favoured in
conjunction with the practice of study skills because
it promotes new literacies. As well, authentic input
(i.e. not custom-tailored for teaching purposes) is
desirable because it has proved to boost learner
motivation if appropriately scaffolded.
3 Next, tasks are designed to encourage higher
order thinking skills and promote genuine
communication. The type of output to be prompted
determines what kind and how much scaffolding
needs to be provided.
4 Finally, key content and language is reviewed, a
step in the planning procedure which Meyer has
labeled as ‘CLIL-workout’.
Meyer’s pyramid is a widely used planning tool which
enables teachers to develop innovative learning
sequences for teaching content through a foreign
language. However, we need a different starting point
in content-based approaches to language teaching,
since language learning is a major priority in planning
which cannot be completely overshadowed by content.
The following adaptation of Meyer’s pyramid serves
our purpose.

In order to successfully plan theme-based approaches
to foreign language teaching, I suggest a review of
Meyer’s (2010) CLIL pyramid:

Meyer’s pyramid reviewed:
a flexible tool for building theme-based foreign
language materials.
A theme-based foreign language unit rests on the
selection of the functional language which needs to
be taught and the communicative functions that we
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want our learners to perform, which are connected to
a suitable theme for in-depth study. The selection of
a theme suitable to these functions is of paramount
importance. In fact, it is as fundamental as the target
language, because it determines the context in which the
learners develop their language proficiency and critical
thinking by means of cognitively challenging tasks.

Examples of Materials Used for these Sequences

Meyer’s Pyramid Reviewed for Theme-based Foreign
Language Instruction: an Illustrative Model
The following learning sequences aim to illustrate how
the language contents of an ordinary A2 course can be
easily integrated into a theme-based foreign language
unit. Such an approach gives 14-year-old learners
opportunities for the in-depth study of a topic through
meaningful, language-driven, content-loaded tasks.
Author: Joyce Grant
Source: teachingkidsnews.com

Source: wikipedia.org

Source: geoscienceworld.com
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Conclusions

Author: Sarah Rhodes
Source: www.primaryresources.co.uk
Our special correspondents from IES S’Arenal sent to
the heart of the news!

After offering a short overview of some of the main
challenges posed by the CLIL implementation, in
order to tackle and minimize their impact, this article
suggests the use of in-depth theme-based approaches
to foreign language teaching. First, these approaches
contribute to defining the role of the language teacher
as a resource of linguistic support. Second, they
may be used to underpin and supplement academic
content, especially in newly-established CLIL contexts.
Finally, they provide a much more meaningful
and rewarding language learning experience than
conventional foreign language teaching. Language
is learned through content and thus, meaning and
rigor is infused into language instruction, enabling
the teacher to fine-tune the cognitive demands of
tasks in order to keep learners challenged and highly
motivated. To facilitate the implementation of indepth theme-based approaches, a reviewed version of
Meyer’s CLIL pyramid is proposed as a planning tool.
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IMPLEMENTING
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INPUT
FOR

CLIL
By Montserrat García Comino
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“An essential first element in developing the teacher
competences for CLIL is a shift in attitude to include
a willingness to change, the desire to learn something
new, motivation to learn the “whys, whats, and hows”, a
willingness to work with others, a willingness to design
materials, and—above all—a belief in the efficacy of
CLIL”.
(Mehisto, P., Frigols, M.-J., and Marsh, 2008, pp. 232-236)
The making of the CLIL teacher.
We cannot face a CLIL lesson the same way we address
a class taught through the L1. The CLIL teacher profile
is totally different as well as the competences they
have to acquire to cope with the challenge of teaching
a subject through a foreign language. It has something
to do with the deconstruction of the traditional style
of teaching using the mother tongue in a way that
enable the development of a set of new techniques and
strategies to support the way content and language is
focused in an integrated relationship. Once the teacher has adopted the mindset of being at the service
of a new challenge which provides professional and
personal development it is time to start planning a
clear implementation by reflecting on the CLIL lesson;
its strengths and weaknesses.
Lesson input
One of the starting points is preparing input and
paying special attention to the way it should be conveyed to students. By preparing input it is understood:
designing, selecting, organizing, dividing, anticipating,
presenting and evaluating.
Lesson input can be defined as the information used
to help learners to understand ideas and construct
meaning. Input can be linguistic and non-linguistic
but both have to be taken into consideration when
planning a CLIL lesson.
Example of looking at input from a dual perspective:

8 main aspects to take into consideration when choosing the type of input:
1.- The format of input presentation: spoken, written,
visual, hands-on
2.- The amount of input provided
3.- The level of the input
4.- The way it is going to be presented and supported
(scaffolding)
5.- The language used in the input (academic/specific/
general)
6.- The climate of context.
7.- The visual support is going to be needed
8.- The activation of prior knowledge
9.- Affective variables
Several aspects have to be driven at this stage: the input must be appropriate for the students and adapted
to their cognitive level so that it can fit into the right
academic needs of the learner. Secondly, input must
be adjusted so that it can be tuned into the right level
of English of the students, we should not forget that
input may appear to be difficult only for the academic
language chosen to present it. The pace of the input
introduction is also important to be considered, as well
as the typology of activities selected to transfer input.
The way we scaffold our activities becomes essential
to support content as well as language. It should not
be forgotten that also students’ thinking skills can be
activated by the type of activities chosen and the way
they are allocated within a lesson.
History text:
In Roman times people travelled on land on horseback,
in carts pulled by oxen, or walking. Before the Romans,
Britain had no proper roads. The Roman soldiers built
good roads. All the roads they built were remarkably
straight. The Romans knew that the shortest distance
from one place to another is a straight line, but their
roads did zigzag sometimes, to make going uphill
easier.
The Romans built their roads on foundations of clay,
chalk and gravel. They laid bigger flat stones on top.
The road sloped from the middle to ditches either side,
so rain water drained off.
www.bbc.co.uk
Firstly two factors should be allowed when presenting
this piece of input: Content aims and language aims.
Then the way it should be presented; a mixture of illustrations and website links will make input multimodal,
allowing some content to be processed visually as well
as linguistically. In the same vein, textual input should
combine new and familiar language as well as mixing
content-obligatory and content-compatible.
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The more amounts of input students receive, the more
and the faster they will learn (Ellis 2005). Input must
be rich by means of content and language, also by the
different ways to take in that input; if input is multimodal at various stages of the lesson understanding is
reinforced.
The quality of the input selected and later presented
can be different per se. As in real life, we face a text
intensively with all our concentration and interest,
just for pleasure to get the gist out of it or scan it to get
some particular data. We do the same with a video or
a webpage, we approach information according to our
motivation or the need we have at that specific moment. Therefore, the amount of input cannot be devoted to a particular class; students may be given sources
to expand their knowledge on a particular topic.
Teaching thinking skills

*Reflecting process

Nowadays there is international recognition that
education is more than just learning knowledge and
thinking, it also involves some affective variables such
as, learners’ personal experiences, feelings, beliefs and
the cultural environment of the classroom. Nevertheless, the importance of teaching thinking and creative
skills has expanded considerably. Benjamin Bloom developed a very popular hierarchy of six thinking skills
collocated from lower to higher order skills: knowledge,
comprehension, application, analysis, synthesis and
evaluation. These were levels of intellectual behavior
in learning. This taxonomy contained three specific
domains: the cognitive, psychomotor, and affective.
Within the cognitive domain, he identified six levels:
knowledge, comprehension, application, analysis,
synthesis, and evaluation. These domains are still in
use today as they are important in the development of
the critical thinking skills of our students.
Mindmap of Bloom’s Revised Digital Taxonomy

Furthermore, a look at the cognitive demands of the
text is also important as it may require being adapted
to the students’ level of performance. Learners may
also need to be engaged with the content in some way;
therefore some transfer & extend activities in order to
consolidate the new information, may be at all necessary.
CLIL module planning
Activities can be allocated in four different groups
according to what they aim at:
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Andrew Churches, Blooms Digital Taxonomy.

Some examples on how promoting cognitive skills.

According to this system, lower order skills occurred, as
the word says, lower in the scale and included recalling
knowledge to remember, identify, label, name match
or describe things and higher order skills reinforced
the application, analysis, communication or synthesis
of knowledge, needed when learners use new information acquired in a new situation and in a more elaborated way of transferability.
In CLIL the cognitive challenges are quite relevant as
the content may be placed far from the learners’ direct
experience, not to forget that context is driven through
a foreign language: Basic Interpersonal Communicative Skills (BICS) and Cognitive Academic Language
Proficiency (CALP) should be needed too.

(Adapted from the TKT Course CLIL Module)

Enhancing cognitive skills: examples of difficulties
that may appear.
In science lessons learners may struggle to describe a
scientific procedure undertaken to make a discovery,
test a hypothesis or demonstrate a known fact.
They may be able to note down some procedures and
results after testing materials but may not know how to
write conclusions.
Students may try successfully to draw and label how a
pin moved in a line with the use of a magnet, in what
direction and why but may find hard to describe how
they made hair stand up.
Learners may find it difficult to draw conclusions
to this type of questions: “After the invention of the
printing press, the price of books dropped. Why do you
think this happened?
Dealing with language students may know the use of
will/going to for an everyday situation. But they may
not be able to apply these tenses when explaining the
concept of magnetism and may not know the subjectspecific words of attract or repel.
By being taught specific thinking skills and the associated language needed, learners are better equipped
to deal with the complex academic and cognitive
demands of learning school subjects in a foreign
language.

To sum up, the teacher is responsible for guiding
understanding. It is the one that promotes active
interaction and designs tasks and activities to convey
input in the most suitable way. The implementation of
such techniques as scaffolding, modelling, anchoring
or processing among others, may help students in
focusing on a particular task that integrates content
and language, whereas the gradation of the level of the
activities, always chosen to activate the cognitive skills
of the learner will help to create a humanistic enviroment in the CLIL lesson as the student progression in
the learning process has to be our main concern when
planning out teaching CLIL unit.

EURO
PEAN
SECT
IONS
APABAL MAGAZINE / 32
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Ceip Marian Aguiló in Palma de Mallorca as an English teacher in first and second cycle and developing the
program ‘Seccions Europees’.
Other teachers involved all along were M. Isabel Cabot and Aina Maria Canet
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Our school, CEIP Marian Aguiló,
is sited in Palma. One of our most
important goals is not only to
improve the English acknowledge,
but also to feel English like a useful
and powerful tool throughout life.
Because of it, since 2002 we have
been constantly introducing improvements, as can be read in the next
chronology. Essentially, we have
drawn up two guidelines. On the
one hand, we introduced English
from the beginning of “Infantil”
Education. Moreover, we added one
extra hour in English in Primary
School. This hour is integrated in
a non linguistic area, such as ICT
or Science. On the other hand,
we have driven a methodological
change, focused on oral skills, by
promoting drama. In addition, our
school has participated in programmes like the English Camp Project,
or the “Programa d’aprofundiment
de coneixements”. Our objective is
always the same: learning by doing.
CRONOLOGY
• 2002-2003: We begin teaching
English to 3, 4 and 5 years old in
”Infantil” Education.
• 30th June 2004: Our “Consell
Escolar” gives support to a new
project for the teaching of the
English language.
• 2004-2005: We start teaching 1
hour every week of “Coneixement
del Medi” (Science) in English.
We do this from the 3rd to the 6th
levels of Primary Education.
• 2005-2006: We start our participation in the “Conselleria d’Educació i
Cultura’s programme called “Seccions Europees”, this is the CLIL
(Content and Language Integrated
Learning).
• 2006-2007: We can’t extent our
CLIL project to the rest of Primary
levels.
• 2007-2008: We even have to
remove Science from the 3rd level
because we do not have enough
English teachers.
• 2008-2009: We have one teacher
more in our English staff and we
have increased our CLIL programme.
We have got 2 different European

sections now:
-ICT on the 2nd, 3rd and 4th level
-Science on the complete 3rd cycle.
• 2009-2010: We work on the Science contents of 5th level to produce
a meaningful and motivating
material for our students.
• 2010-2011: We apply for the
English camp project ‘The World
Around Us Speaks in English’
Because, we think it is an incredible
opportunity for our students to
be part of such an experience in
English . Particularly nowadays,
that the new ways of communication, the use of the ICT, the web 2.0
demand for an important change
in the learning teaching process
to improve the education and
build a society of knowledge.The
English teacher’s team thinks that
the participation in this project is
very significant for our students
for many important reasons and
implies an integrated teaching learning process according to the basic
competences, especially communicative competence.
The English camp project took
place in Jérica, Valencia.
Some students of the 3rd Cycle
participate in the first experience of
the ‘Programa d’aprofundiment de
coneixements’ from the Conselleria
d’Educació i Cultura. The project
Searching and Creating consisted
in creating a webpage ,collecting
and clasifying all kind of English
resources for primary, working with
different ICT educational applications .Not only the participation of
the different schools was a success,
but also the results obtained were
excellent.
The web created by the students:
http://cercamicream.wix.com/
searching-and-creating#!__project1

• 2011-2012 We apply for the English camp project one more year
.‘The World Around Us Speaks in
English’ as the experience before
was wonderful for the children,
teachers and the school itself. This
year the English camp project took
place in Guadarrama, Madrid.
THE EXPERIENCE IN GUADARRAMA
TRAILER: https://www.youtube.
com/watch?v=79tRveE2EpU
MOVIE: https://www.youtube.
com/watch?v=sM1PEf-3AMA
We also took part in the ‘Programa
d’aprofundiment de coneixements’
from the Conselleria d’Educació
i Cultura.The project was called
Creating and Acting and the second part of the project Searching
and creating. With this program
we developed the creativity to face
with communicative situations of
the every day life.
The blog to develop the contents
with the children:
http://www.creatingandacting.
blogspot.com.es/
• The reproduction list with the
Students project productions:
https://www.youtube.com/play
list?list=PLdLZN6y0DZTZBI5td
3_xJXp_de8jtaFF7
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The web created by the students:
http://cercamicream.wix.com/
searching-and-creating#!__project2
• 2013-2014
We introduce a drama class in the
second and third cycles. In little
groups , the students can improve
their communication skills in English, through the use of role-plays,
script writing and improvisation.
All their productions are recorded
in video and posted in Edmodo.

https://www.youtube.com/user/
marianaguilo/videos

• 2014-15 Now the ICT and Science
lessons are in small groups in order
to attend better the great diversity
among pupils and to give more
chance to communicate in English.
Due to changes in the curriculum
and the new law LOMQUE, this
year we do the same topics in 5th
and 6th levels, even though the
extension of the contents are according to the age and level of the
children.
https://science6thmarianaguilo.
wordpress.com/
http://ceipmarianaguilo.wix.com/science-clil-maguilo#!home/mainPage

• Participating in this program it
is an alternative way to improve
the communicative competence
outside the English lessons. This
methodology can be very successful if you as a teacher innovate
constantly. This fact can be very
gratifying but also very challenging
as you need to make a research
about the contents and the ways
to introduce them continuously. In
our school, the students in ICT or
Science don’t use books to follow
the syllabus but blogs, web pages,
the social learning network called
EDMODO, slide shows, currents
news, videos and others interesting sources previously designed,
selected, planned and made by the
teachers to achieve better results
in the learning-teaching process of
our students in a foreign language.
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CLIL TEACHING
AND HOW TO
MAKE THE BEST
USE OF YOUR
FRIENDLY
ENGLISH
TEACHER
By Antònia Vidal and Catherine Cobb
"Original art work by Juan Sebastián Rodríguez".
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Catherine Cobb is an English teacher, and Antònia Vidal is a Technology teacher. They have
been teaching Technology in English together for the past nine years.

All English language teachers know
how to teach English grammar and
we all have strategies for making
students speak better and write
longer and more correct essays but
when it comes to CLIL, the fear
inherent in something new and
unknown makes us a little bit apprehensive. An unfriendly acronym
and a strange and unfamiliar subject are enough to make the whole
experience extremely frightening.
In the same way, content teachers
who are brave enough to make the
leap of faith about teaching their
subject in English, find themselves

at time very lonely and devoid of
serious help when trying to guide
their students along the tortuous
CLIL path.
However, we can assure you that
our white hair and wrinkles aren’t
due to our experience with CLIL
and in fact it has been a very pleasant albeit challenging part of our
teaching.
To start off, we must emphasize
that the onus of any CLIL teaching
is on the teacher who is an expert
in the subject matter and the role of
the English teacher is to give support using all the creative tools he

or she has. The best way to explain
this is by summarizing what we do
every day in the IES Son Pacs.
For the past eight years Antònia
Vidal, the Technology teacher,
and Catherine Cobb, the English
teacher have been teaching Technology in English to the second and
third of ESO students in our school.
It is an all-inclusive project which
means that all students participate
even if they have special needs.
Now, as you can see, the English
teacher’s age means that she was
never taught about computers,
electricity or anything remotely
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related to Technology when she
was young and yet, the way our
course is programmed, this has
not prevented her from teaching
students the English required for
their understanding of Technology
in English and at the same time she
has learnt an enormous amount
of extremely useful technological
knowledge which has been of use in
her everyday life as well as enhancing the way she teaches English.
There are several important keys
which make this project. The first
one is coordination between the
teachers. The content teacher has
to explain what she is teaching and
what she wants her students to do.
Obviously, this sounds a bit daunting but really, the language teacher
is a student with two advantages:
you know English and the content
teacher explains on a one to one
basis what she is teaching. The
second key is that the English class
is not just for teaching long lists of
vocabulary. This is where you can
shine by using your creativity to
design projects which make your
students understand or reinforce
concepts seen in the Technology
class as well as improving their

English. Perhaps a good example is
“My left shoe”. This is a lesson for
second of ESO students. They have
previously seen elevations (front,
side and top) with the Technology
teacher. In the English class they
are asked to take off their left shoe
(a dangerous option at the last
hour or after a P.E. class) and place
it on their table. They then have
to draw the three views of the shoe
with the correct measurements
and then they have to answer
questions which are part of the
English syllabus such as: What is
it?. What is it made of?, How long
is it?, How wide is it? Etc… They
practise their question forms and
learn to answer with long sentences
and then they have an exam which
involves giving them an object and
asking and answering questions
about the object. Another key part
of the course is teaching students
to present their projects orally in
a professional way. This is probably the most important part of the
course but one which is incredibly
useful both in the Technology class
and also the English class. Students
know that anything they do will
have to be presented to the rest of

the class and the English teacher
teaches them how to do so in the
most effective and interesting way
possible. Over the years, we have
seen the most introverted students
give excellent oral presentations
and it certainly helps them with
their Trinity exams.
Finally, because the Technology teacher doesn’t have enough
time to present certain topics, the
English teacher can find more
interesting ways to do so and help
the content teacher by doing so.
Our best example of this is perhaps
the introduction of materials with
new versions of fairy tales or the
explanations of rules and regulations in the Technology laboratory
by means of a set of instructions
and quite gruesome drawings on
the part of students. Tools and
their functions are also introduced
by the language teacher by means
of a fun match memory game.
We don’t have a text book but that
is actually not a problem and probably an advantage. It means that
activities can be designed using
the information the Technology
teacher wants the English to use
and include the language being
studied at that particular moment.
As time goes by, the language
teacher acquires more skills at developing activities and because of
the constant coordination with the
Technology teacher, both of us can
see which activities have worked
better and improve those which are
good and eliminate or rectify those
which have not been as successful.
Would we recommend CLIL? Yes,
we� certainly would. From the
students’ point of view, they are
listening, writing, reading and
speaking in English between 6 and
seven hours a week and from the
point of view of the English teacher,
you can enhance their skills using
new teaching methods.
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THE CHALLENGES
OF BILINGUALISM
AND
BILITERACY
By Elena del Pozo
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Elena del Pozo is a Social Sciences teacher in a bilingual secondary school in Madrid. She has degrees in English
Language, Geography & History and a Masters in International Education (Endicott College, Massachussetts).
Her interests include research on CLIL teaching and assessment. She does teacher training, writes articles based
on her teaching experience and co-operates with publishers engaged in bilingual education.

“The essential role of human beings
is to nurture their intelligence, and
to do it the most important thing
is the language” – Emilio Lledó,
Spanish philosopher
This quote from Lledó shows part
of the philosophy of literacy in CLIL
(Content and Language Integrated
Learning). Literacy not only
involves learning how to read and
write, but also embraces language
development and underpins all
quality teaching. Becoming literate
in two languages is a benchmark
in students’ development.
Biliteracy instruction relates to
students who receive an education
in two different languages and
transfer the benefits of one to the
other, especially when there is
a relationship between the two
languages in reading and writing:
similar spelling (island/isla), same
Latin origin (tectonic plates/
placas tectónicas). Teachers in a
bilingual programme have the gift
to use one or more languages to
engage students in learning and
they are aware that one size does
not fit us all, meaning one bilingual
approach is not valid for every
learning milieu.
The CLIL pedagogical approach
advocates the integration of
contents, such as history or
geography, and a foreign language
in the classroom as a strategy
towards bilingualism and
multilingualism. It is considered
an innovative paradigm in Europe,
although it is not so new. It was in
1994 when David Marsh (University
of Jyväskylä, Finland), Do Coyle
(University of Aberdeen, UK) and
Fred Genessee (McGill University,
Canada) set the scaffolding of
CLIL as an educational strategy.
In 1995, the Council of Europe
issued the White Paper Teaching
and Learning: Towards the Learning
Society stating that every European

citizen should be able to speak two
languages apart from the mother
tongue. After that, CLIL became
a core in European educational
language focused policies,
international conferences and
congresses. According to the CLIL
official website:
‘It is a dual-focused educational
approach in which an
additional language, thus not
usually the first language of the
learners involved, is used as a
medium in the learning and
teaching of both content and
language with the objective of
promoting both content mastery
and the ability of the language’
(CLIL Compendium, 2010).
Spain has actively developed
short-, medium- and long-term
CLIL and immersion programmes
in bilingual and multilingual
contexts (Pérez-Vidal, 2009).
These programmes are important
in education because they seek
for effective means of attaining
proficiency in both the content
subject and the foreign language.
Content-wise or subject literacies
(Dafouz, 2009) is what identifies
and makes this approach different
from other existing experiences.
The multifaceted nature of CLIL
covers four dimensions: sociocultural, educational curricular,
psycholinguistic and language
acquisition dimensions (PérezVidal, 2001). The educational
curricular dimension is
presented on the basis of socioconstructivist ideas in the four Cs
curriculum: Content, Cognition,
Communication, Culture. Do
Doyle suggests that it is in all these
contexts that learning takes place
(Coyle 2000).
CLIL focuses on a specific
methodology that combines
teaching basic theory of the subject

discipline with the practical
application of the subject. Not
just language but also, and
probably most centrally, both
content teaching and education
as a whole are the targets. This
means a challenge in pedagogy,
development of material,
and teaching practice. In this
pedagogical challenge, teachers
become familiar with the rationale
and the techniques to lead an
interactive lesson as they deal
with content and language at a
time. Then, they need to get the
appropriate resources since they
lack of suitable materials to cover
the national curriculum and the
linguistic level of competences,
sometimes dealing with
multilingual groups. Finally, the
teaching practice in CLIL requires
effort, energy, time and money
and it is the boards of education
and a good educational policy the
first responsible for the success of
CLIL implementation. The CLIL
approach means innovation and
facing those challenges, but it is
worth the effort.
Action Plan: History in the
secondary classrooms
History at secondary school level
is no longer presented as stories
about people and battles but as a
subject literacy in CLIL teaching.
The Spanish history syllabus
focuses mainly on Europe and
America. Although not mentioned,
this choice implies the history of
other civilizations is irrelevant
as compared to the former. Yet,
when students learn about recent
events taking place in Northern
Africa (social and political
revolutions), they instantly tend
to think that what will probably
happen is the same as in Europe
in the past. The mentality and
the needs of revolutionaries in
Egypt today have little to do with
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European revolutionaries in the
19th century; the same patterns
will not necessarily be repeated
and one is not better than the
other. Historical actors are less
often individuals recognised as
outstanding for some reason, but
are very frequently social groups or
abstractions. Important concepts
such as time and cause-and-effect,
both central to history, are not
easy for learners to understand
or express (Coffin, 2006). This
new perspective on history is
challenging for students working
in their first language. Studying
in a foreign language represents
an added difficulty to an already
complex task. A wide range of
genres is developed through CLIL
teaching of history and geography
(Genre Project Queensland, 2008):
• Historical and personal recount
(genre organised by chronology,
events are retold in sequence;
most likely in early history classes).

• Historical account (including
explanations of why a sequence of
events happened).
• Report (to describe, summarise
or report on information from a
variety of sources about a particular
topic)
• Explanation (less tied to time,
more abstract, giving causes and
consequences of events).
• Historical argument (proposing
and defending interpretations of
historical events).
• As students move through the
curriculum, they are required
to show competence in the
different history genres. As
regards the subject, students
learn to understand chronological
concepts; use and evaluate sources
and interpretations; select and
organise historical information
(Llinares et al., 2012).
Lesson plan of a session (Fernández,
García & Del Pozo, 2009):

Assessment of a CLIL History unit
According to the philosophy of
CLIL, the assessment happens also
on the language of the subject.
Language skills for history are
described in terms of possible
outcomes. Thus, for the spoken
language, students are expected
to learn to discuss ideas and
information, while in writing
they should be able to organise
their material into sentences
and paragraphs, and create texts
in which the different sections
(introduction, development and
conclusion) are recognisable
and appropriate for the written
register. Suitable vocabulary is
clearly important: for each topic in
the curriculum, language is to be
specialised. For any topic in history,
formative assessment –including
portfolio, teacher observation,
feedback, project-based- is
suggested versus traditional
summative assessment –test
focused; for CLIL history teaching,
it is a requirement.
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NAME………………………………………....GROUP….…..TERM…..…DATE…………
What can you do in English? Colour the squares using a green crayon.
ÍÍ
I can’t do this
Í
I need to work more on this
ü
I can do this well
üü
I can do this very well
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Conclusion
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TRAVELLING
WITH
CLIL
AT IES
CALVIÀ
By Emilio Ibáñez and Eduard Moyà

Emilio Ibáñez is the head of the Physical Education Department at IES Calvià (Santa Ponça). He has been
involved with the CLIL program for four years. Having achieved his C2 English level, Emilio teaches PE in
English to 4th of ESO. Currently, he is taking part in the ‘expert universitari en aprenentatge integrat de continguts
i llengües estrangeres’ course. In June, Emilio will join the ‘Hadrian’s Wall: life on the Roman frontier’ program
offered by Newcastle University; he intends to share its contents with Calvià students, with a view to a future
exchange project with a high school in the UK.
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Eduard Moyà PhD is an English
teacher at IES Calvià (Santa Ponça)
and at the Universitat de les Illes
Balears. He has taught Language,
Literature and Culture in different
countries such as Germany
(Instituto Cervantes), the United
States (Fisher Island, Florida),
and Australia (University of
Queensland). His fields of research
interest are travel literature, cultural
studies, drama, identity studies
and the humanities in general.
He believes that true knowledge
emerges at the crossroads of many
disciplines.
1. When and why did the school
start with CLIL implementation?
IES Calvià started applying CLIL
four years ago. The high school
could not turn a blind eye to
this complex yet enriching
methodology. The spark was
kindled in Seccions Europees, a
voluntary program where students
venture into some non-linguistic
subjects using a foreign language
(namely, Music in 1st of ESO;
Technology in 2nd of ESO; and
Physical Education in 4th of ESO).
Nowadays, the English department
is closely involved with these
different subjects, assisting the
subject teachers and proposing
further academic interactions.
2. Why is it so important nowadays
to have CLIL programs?
At IES Calvià we understand (the
English) language as a means, not
as an end. To know how language
works (that is, its grammar) is
assuredly an asset. Nonetheless, it
seems rather useless to know how
a language works when you cannot
make it work for you. Language
is a communication tool. You use
language to convey knowledge
of the world; and it provides you
with the tools to give meaning to
your environment. When students
learn using a new language, they
are challenged by new ways of
understanding this world. In a
nutshell, they acquire language
through learning and learning
through language.

3. What does your school’s CLIL
program consist of?
As mentioned above, Music,
Technology, Cinema, and Physical
Education are taught in English
in different ESO courses. These
subjects are essentially of a
practical nature. However, in
future, our approach will be widely
cross-curricular. We are currently
developing our star project, called
‘The Way of the Traveller: Mapping
Calvià and the Island through a
Thousand Images and Words’. This
project explores notions of national
and regional identity as a social/
discursive/historic construct; it
challenges students’ understanding
of their surroundings, their history
and their potential in an everchanging community. Students will
be confronted with modern images
of their municipality (Magalluf,
Santa Ponça, Calvià town etc.)
and asked to analyze them to gain
an understanding of how these
communities were created, how
they have developed and how they
can be reexamined.
Many departments will be engaged
in ‘The Way of the Traveller’
project, which will be applied to
4th of ESO. The P.E. department
will be in charge of providing
orienteering tools to read and
interpret landscape: students will
create a three day walking itinerary
in which the landscape works as
an open book. The Geography and
History, Bio-Science and Catalan
departments will also have their
say. The English department will
offer different texts and images
from various sources (e.g. from
Edwardian travellers like J. E.
Crawford Flitch to poets like
Robert Graves). Throughout this
journey, our students will find
their way through the forest,
mountains and towns towards
their final destination; they will
assign meaning to the different
features encountered on the way
(rotlos de sitja, cases de carboner,
ancient mills and old trading
routes); they will investigate how
different authors have portrayed
the landscape (in word, e.g. D’Este,
Flitch, or Theroux; and in image,
from Hubert to Hogarth). Learning

while walking or, as Romans put it,
solvitur deambulando.
4. Do you participate in European
Education Projects? (Describe
them.)
The CLIL program at IES Calvià
believes in the international
potential of our project. Once we
gain experience in our ‘Way of the
Traveller’ project, we will encourage
our students to host and share
the project with British secondary
schools. Our pupils will act as
mentors, showing their British
peers the island (through image
and word) on a three-day walking
tour, from Magalluf to Sóller. By
the same token, British students,
a year later in 1st of Batxiller, will
do the same in their region. They
will prepare a historic walking-tour
of their area and our students will
enjoy, on the spot, what they have
learnt beforehand. Our students are
very excited about the potential of
this fascinating exchange project.
5. Is the CLIL program open to all
Secondary Education students?
The CLIL program is voluntary
for both students and teachers. In
the recent past, there have been
unsuccessful examples of applying
linguistic programs by and for
participants who were unprepared
or unwilling. We believe that
things will work if there is the
determination to make them work.
6.What is the student profile of a
CLIL participant?
CLIL students need to have a
genuine interest in the subject
and be willing to learn how to
think outside of the box. For many
students, it is easier just to sit down
and let the teacher talk for an hour
while their minds wander up in
the clouds. CLIL students need
a hands-on attitude. They learn
by doing, asking, experimenting
and walking. Our main goal is for
students to achieve the cognitive
discourse function by interacting
among themselves and connecting
with the acquired knowledge.
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7. Do teachers receive special
training to teach subjects in
English?
We have not had much institutional
support other than that provided
by our own high school, to be
honest. People think that you can
implement a new program from
one day to the next, but the reality
is quite different. CLIL teachers
are very dedicated and passionate
about the program. They update
their English by attending language
courses (paid out of their own
pockets); they spend extra hours
preparing the lessons in English;
and they meet weekly to discuss the
program, its development and to
solve potential issues.
8. What are the advantages and
disadvantages of being one of
the pioneers of this exciting
experience?
It is thrilling to experiment with a
program about which not much has
been done in our field. Of course,
we have done a review of the CLIL
literature: our practice is based on
the teachings of Coyle, Hood and
March (2010); Keith (2014); Meyer
(2014); and Cenoz (2003), among
others. We also know that different
schools have been implementing
CLIL programs for years, yet here
in our high school it is a novelty;
we are eager to continue our
explorations. On the other hand, we
would appreciate more institutional
encouragement in the form of
support, follow-up programs and
feedback. Sometimes you feel ‘the
loneliness of the long-distance
runner’. Without the good will and
enthusiasm of our students and
teachers we would not get very far.
9. What is the minimum level
of linguistic competence that a
teacher should have to ensure
success in the English courses?
Recently, this has been a very
controversial issue. In terms of
linguistic competence, we have
very much been the slaves of a
rigid labeling system. If we were
to choose a CLIL teacher based
on level, we would prefer a C1 or
C2 level. Fine. But more questions
are at stake: as a CLIL teacher,

can you socialize easily? What
about your communication skills
and strategies? Are you a ‘people
person’? Can you think outside
of the box? What’s your limit? You
see, we have seen people with only
four hundred words of English
vocabulary teach some wonderful
classes. By the same token, we have
also witnessed ‘experts’ in English
drowning in a sea of obscurity
where nobody ‘gets’ them.
10. Do CLIL students learn the
same contents as mainstream
students?
At IES Calvià we want to make sure
that everybody profits from the
CLIL program, not leaving anyone
aside. That is why we have chosen
to offer subjects that are of an
eminently practical nature. Could
we afford to teach Philosophy as
a CLIL subject? Let’s get real: you
would need an ideal teacher and an
ideal class to succeed. If this is your
case, cherish these circumstances!
You have a treasure. Otherwise,
especially at the earlier stages of the
program, keep it practical, active
and fun.
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----------------------------------------First Stage Proposal of ‘The Way of
the Traveller’ Project:
Warming Up . . .
What do you think tourists think
of Mallorca/Magalluf/Calvià?
They think Mallorca is . . .

What do they want to do in
Mallorca/Magalluf/Calvià?
They want to . . .
ACTIVITY 1. Look at the pictures
above:
a) In what ways are they different?
b) Which postcard is older?
c) Who would buy the first/second
one? Where? Why?
d) What do these postcards tell
you about the island and their
inhabitants (that is, about you)?
ACTIVITY 2. Look, again, at the
postcards above:
a) In what ways are they different?
b) Which postcard is older?
c) Who would buy the first/second
one? Where? Why?
d) Which are the important
elements of each postcard?
ACTIVITY 3. Now read the
following texts from travel-guides
and compare:
[t]he Balearic Islands are becoming
more and more popular as a quiet
resort in winter and spring on
account of their mild and equable
climate, their moderate rainfall,
their attractive scenery, their
comfortable accommodation,
and their good order and
administration … (Baedeker 1903:
271-272)
[e]ach year a massive multinational
force invades the islands in search
of a piece of this multifaceted
paradise. The total population
of the isles does not amount
to a million, but many times
that number are involved in
a round-the-clock airlift and
disembarkation of sun-and-funseeking from Easter to October.
(Lonely Planet 2005: 615)
a) Which text gives a quieter
image of the island?
b) Which text was written first?
c) Which description would suit
your town best (Sta Ponça, El Toro,
Magalluf, Peguera, Calvià)? What
is the main trend in your region/
island?
d) HOMEWORK: Please make
a three-fold tourist brochure
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providing an alternative image
of your town/municipality. You
may use pictures, real locations,
tips for excursions, web links etc.
Make it flashy (examples: tourism
for families, for hikers, for nature
observers, for culture-vultures, etc.)
ACTIVITY 4. We are going to take
a trip back in time. Let us see how
the first travellers to the island
saw us a century ago.
A) 1903-1914: THE MIND, THE
DREAM, THE ISLAND.
(Cross-curricular remark: this first
Section A should be introduced
having already covered notions
of contemporary history such as
the 19th Century, the end-of-theEmpires era, and the First World
War.)
Margaret D’ESTE. With a Camera in
Majorca (1907):
[…] whether it is the soil of
Majorca that is responsible for the
extraordinary grotesqueness of the
olive-trees I cannot say, but they
resemble nothing I have ever seen
in other lands. (35)
ACTIVITY 5 Sketch the most
extravagant-shaped olive tree
you come across. What does it
look like? (write 50 words using
expressions such as: it looks like,
it seems that, … as if…, if it were
alive…)
J.E. CRAWFORD FLITCH.
Mediterranean Moods (1911)
“Of olive trees”
The olive is everywhere, and
everywhere it has the appearance
of immemorial age. One supposes
that once it may has been young,
but always writing in agonising
shapes … as though it were trying
to escape from the torture of the
Mediterranean noon. Its vitality is
amazing … It has followed man as
he pushed step by step westward
along the coasts of Europe and
Africa. It is the very foundation of his
comfort and his wealth […]. It recalls
the antiquity of Mediterranean
civilization, and might well stand for
the symbol of it. (111)

“Of sunsets”
I think that a man who has seen
dancing at sunset by the sea and
among mountains will never
afterwards have much content
in a ball-room. The pure air, the
imprisoned space, the trembling
light upon the water, unlock a
happier and profounder fund of
emotions. Something elemental
and infinitely remote enters into
exhilaration of the dancers; they
have recaptured a spirit which
seems more proper to the sunlit
early days of the world. Their
personal life is merged with the
universal life of Nature, and their
bodies are renewed by the ancient
energies of the sun and the sea
(Flitch 1911:175-6)
ACTIVITY 6: Write down the
nouns and the adjectives from the
paragraphs in two columns. What
do you think, are they positive or
negative nouns/adjectives. Can
you imagine opposites for the
adjectives?
ACTIVITY 7: Compare the former
paragraphs with the following one.
What do you think the author is
talking about? Do the verbs and
adjectives sound positive? What do
you think the author refers to by
“modern democracy”?
The modern democracy […] is
essentially international and
cosmopolitan. It works to impose
uniformity upon the world.
It makes war upon the local
differences in which the earlier
arts were nurtured. It is abolishing
languages, and it would if it could,
abolish languages also, substituting
a colourless mercantile idiom […]
(Flitch 1911:33)
B) THE ANTI-TOURIST (1914 –
1929)
Now that Mallorca has been
discovered by English people,
Sóller will doubtless develop very
rapidly. It is already much more
sophisticated, much less purely
‘native’ than any other place in the
island, with the exception of Palma
(Goldring 1925:30).

a) What does Goldring mean by
“discovered by English people”?
b) Do you think the adjective
“sophisticated” is positive or
negative for the author? What
about “purely native”?
c) What does Goldring imply about
such development? How will it
change Sóller? Today, do you know
any places with more hotels than
Soller?
C) THE LEISURE AND
PLEASURE SEEKER (1929-1936)
Please read the following
descriptions by Francis Caron, an
artist in Mallorca:
After a few days’ pub crawl [in
Madrid] she learnt that not far off
there is an island called Majorca,
where there are no troubles and
everything is simple and beautiful,
where people who come for a
month stay for years, where time
passes quickly in the sleepy, damp,
warm atmosphere, where nearly
everybody does nothing, and where
there are painters, and poets, and
even Chopin once came. (Caron
1939:29)
This is what he found in Mallorca:
The music, these people with
glasses in their hands, and all
their conversation … Jeanne went
out down the dark little paths to
a dried-up fountain. I watched
her, listening with my mouth half
open. The moon stood above
the sea, very hard, very cold and
unapproachable … Jeanne stood
in the dark and ran her hand
down over her breast and her hip.
I wondered what she was thinking
(Caron 1939: 15-16).
a) Match a description with
a postcard: why did you choose
a particular pairing? Do these
images fit your notions of the
island?
b) Please describe (again!) what
differences you find between the
two scenarios? They are having
fun, aren’t they? Who are they?
Why are the local people enclosed?
Why does the moon have no eyes?
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INTERVIEW
WITH
TEACHER
APOLONIA
ALOU MIR
OF IES BENDINAT:
THE CLIL PROGRAMME

Apolonia Alou Mir has degrees in History and English Philology, and also doctorate studies in Anthropology.
She has been teaching English in secondary schools for 23 years. At present Apolonia is working at IES Bendinat,
where she has taught English and History in English (European Section Programme) since 2005.
Apolonia coordinates the ES Programme and is also involved in a Multicultural Comenius
and an exchange with a Swedish school.
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with the pronunciation and
meaning of words in the contentsubject lesson. The English CLIL
programme requires a higher
level of coordination between the
content teachers and each group’s
English language teacher.

1. Is CLIL a necessary tool in one
of the most plurilingual schools in
the Balearics?
Although Bendinat is one of the
most plurilingual schools in the
Balearic Islands, it is also one of
the biggest secondary schools in
our autonomous community with
more than 1000 students. Clearly,
with such a big number of learners,
there are many who need to learn a
foreign language with a successful
approach like CLIL.
2. Do teachers from different
departments need to be
coordinated to plan the CLIL
lessons?
There is substantial difference
between the two foreign languages
used in the CLIL programme.
While we have a lot of different
subjects taught in English (Social
Science, Art, Physical Education,
Technology and Nutrition), in
French the programme is adjusted
to only one subject, Social Science.
In consequence, the coordination
between the content teacher and
the French teachers is easier.
The number of people involved
in the English programme is high.
There is a general coordinator
and a weekly meeting with all the
content teachers to share possible
problems and methodological
questions. We also have to share
a language assistant from an
English-speaking country, who
provides real oral input and helps

3. In terms of methodology, is
there homogeneity among CLIL
teachers?
The CLIL approach increases
motivation in both students and
teachers. The students talk and
write in a second language about
issues of importance. As for the
teachers, they have to find a new
way of teaching and this brings
different ideas. Methodologies
have to be redesigned to be
communicative, creative and
motivational, which is the
homogeneous frame used by the
different content teachers in our
high school.
4. Can we teach a subject in
English the same way we teach it
in Catalan or Spanish?
As I mentioned, methodologies
have to be redesigned when using
the CLIL approach. Although
the students who are part of
this programme in Bendinat are
voluntary, they start their learning
process with a clear disadvantage
when compared to the students
who learn the subject in Catalan
or Spanish. Hence, their individual
capacities have to be respected and
this is the reason why the foreign
language is used gradually in the
first year. Moreover, the teacher
has to make them become active
learners. Students and teachers coconstruct and negotiate meaning.
The students need to pay real
attention if they want to learn the
content, which in the end leads to
a better knowledge of the language.
As for the teachers, they have to
find a way to teach the subject
without losing content, and this is

normally obtained by adjusting the
curriculum to the essential issues.
5. Does the English Department
play an important role in the
coordination of CLIL subjects?
Could you describe the role of
English teachers in CLIL lessons?
The language teacher is the expert
who has to help the content
teacher to adjust the language and
find the appropriate level for the
students. Not all content learning
is necessarily good language
teaching. For this reason, language
teachers are of essential help in
learning the language correctly.
This is done in different ways:
for example, correcting written
output (e.g. summaries, questions
related to films); and by including
oral presentations related to the
content subject in the English class.
When the students present their
projects, the language teacher has
to pay attention to the accuracy
of their oral work. Nevertheless,
this coordination is not always
implemented in an efficient way
because of the high number of
content teachers in relation to the
number of language teachers, and
the lack of coordination time.
6. Based on the school’s webpage,
what are the advantages of
combining European projects with
CLIL programmes?
It is true that we are involved in
quite a lot of European projects,
e.g. the Multicultural Comenius
Project (Spain, Poland, Bulgaria,
Italy, Ireland and Germany); the
Atheneskolan exchange in Sweden;
and the Erasmus + projects. In
all of these projects, students
and teachers communicate in
English. We also have an exchange
with Lycée Jean Perrin in Lyon
(France). It seems obvious that
it is advantageous to participate
in CLIL programmes that create
better communicative tools for
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9. Is Batxibac implementation a
consequence of other programmes
carried out in compulsory secondary education using foreign
languages (for example, CLIL in
Social Sciences)?
Batxibac is a direct consequence of
9 years of CLIL in French in the social science classes.

the students. Additionally, dealing
with the project content gives CLIL
teaching a framework for authentic
use.
7. Does the plurilingual context of
this high school create favourable
conditions for participating in
CLIL projects?
At IES Bendinat, as in many other
Balearic schools, we have students
who speak a lot of different languages. In my opinion, the different
element at IES Bendinat is that we
have a great number of Englishspeaking students (and German
and Dutch students with very good
English levels). Our students are
used to hearing perfect English
and German as the language of
communication. Spanish, English,
Catalan and German (the most frequently spoken languages) are part
of their everyday lives, which creates an appropriate frame for the
CLIL programme (started in 2005).
Since then, not only has the project
been growing in terms of number
of students, but also in the number
of subjects that are taught in a second Language (English and French
at the moment).

8. What type of curriculum
adjustments are necessary to
answer the needs of native English
students?
This is a real problem in our school,
as we have a high number of native
English speakers. In 2nd and 3rd
ESO we have solved the problem by
creating 4 flexible groups divided
into: basic, intermediate, advanced
and natives. In the other grade
levels, we have to deal with a lot of
native students in each class. Split
lessons once a week are useful to
prepare lesson plans adapted to
basic and advanced levels, where
native students are included in
the advanced group. But how
do we cope with this problem
when we have to deal with such
a mixed ability class? We have
some methodological strategies to
involve the native English speakers,
which include the use of different
material or projects that help them
to reinforce their level. We also use
them in pair/group work as experts
who provide a real language frame
for the other students. In fact,
we are constantly trying to find
strategies to challenge the native
speakers, like giving them the
teacher role in adapted activities.

10. In your opinion, should Spain
have a general CLIL plan that
should be implemented in all the
autonomous communities, in
order to achieve certain common
targets?
The CLIL methodological approach
is a fast developing phenomenon in
Europe; Spain shouldn’t be left behind, so a general implementation
plan in all the autonomous communities is necessary. Additionally, I think that our governments
should be brave and take further
steps outside the school context:
for example, reduce dubbing of
films and cartoons to help the work
of English teachers and encourage
students’ autonomous learning.
11. According to your experience,
what are the most important
things in order to carry out successful CLIL implementation in
the Balearic Islands?
I think we should go back to the
“Seccions Europees” programme,
which was based on the suitability
of each centre for the implementation of CLIL programmes. Each
school should define their possibilities, taking into account the
students’ ability to follow the programme; the level of English; and
the methodological preparation of
the content teachers. Furthermore,
teachers should have had adequate
training in English during their
university studies. Once they are
qualified, step by step and without
haste, CLIL can be successfully implemented in schools from an early
age.

CLIL
IN
LITHUANIA:
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ONCE YOU HOP,
THERE’S
NO WAY
TO STOP
by Loreta Andziulienė
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Loreta Andziulienė is a pre-service
and in-service teacher trainer
with the Lithuanian University of
Educational Sciences; she is also
a board member of LAKMA, the
Lithuanian Association of Teachers
of English as a Foreign Language.
Content and Language Integrated
Learning (CLIL) in Lithuanian
schools is moving from popular
to necessary. Initiated by the
Lithuanian Ministry of Education
and Science over a decade
ago, CLIL has now become an
educational priority. Educational
staff is well aware of CLIL benefits,
and the demand for CLIL teachers
has been confirmed: Content and
Language Integrated Learning is
becoming an integral part of many
schools’ curricula.
Nevertheless, in Lithuania there
is a shortage of teachers who
are confident in applying CLIL.
Naturally, subject teachers who
have the appropriate language
competencies do not find CLIL
problematic. However, not many
such teachers exist; it seems we will
have to wait for teacher training
institutions to train teachers
in both a subject and a foreign
language. These days, pre-service
teachers major in either a subject
or a language, as there are no study
programmes in higher education
that would produce qualified CLIL
teachers.
However, there are various
projects that have provided some
informal CLIL teacher training, in
the form of professional teacher
development. Subject teachers
have received some language
support and CLIL methodology;
and foreign language teachers have
always been pioneers in innovative
methods: they just needed to be
introduced to CLIL methodology.
CLIL has been launched in primary,

lower and upper secondary
schools; we now have Maths,
Biology, ICT, Geography, History,
Arts, Physical Education and other
subjects integrated with English,
French and German.
LAKMA is trying to promote the
CLIL approach in Lithuania.
Its initiatives are in line with
the priorities highlighted in the
Lithuanian National Strategy for
Education and Language Policy
Guidelines (http://www.smm.lt/
web/lt/pedagogams/naujienos/
dalyko-ir-uzsienio-kalbosintegruoto-mokymosi-gaires).
LAKMA encourages its members
to adopt CLIL methodology by
organizing various events, such as
competitions (e.g. GO FOR CLIL
http://resources.lakmaonline.lt/
course/view.php?id=2) or projects
(e.g. Green English http://www.clil.
lt and CITA citaproject.wordpress.
com). The LAKMA GO FOR CLIL
competition showcases the value
of CLIL lessons, emphasising the
cooperation between language
and subject teachers. Have a look
at some CLIL lesson fragments
at http://resources.lakmaonline.
lt/mod/page/view.php?id=83.
Below, you can read about the
successful experiences of two of
the competition winners: English
teacher Elmyra Jurkšaitienė and
Geography teacher Jūratė Orlovienė.
Elmyra Jurkšaitienė teaches English
and Theory of Knowledge and is
coordinator of the International
Baccalaureate Diploma Programme
at the Tauragė Versmės Gymnasium.
She is also a LAKMA board member.
Elmyra writes:
The Revised Basic Education
Curriculum (starting from
September 1, 2010) for the 10th
formers’ grade level in Lithuania
facilitates CLIL and encourages
teachers to integrate CLIL lessons

in their teaching routine. However,
we started CLIL lessons not
because we had to (it was only a
recommendation in the Revised
Basic Education Curriculum), but
out of curiosity and because of
our desire to see how it worked in
practice. In delivering CLIL lessons,
the issue of who you partner with
is of massive significance: the
success of CLIL lessons depends
on the efficient cooperation and
collaboration between the subject
teacher and the language teacher.
I teamed up with Jūratė Orlovienė, a
Geography teacher, whom I knew
from two Comenius projects to be
a highly valued and hard-working
team member. We decided to work
out a lesson plan on a particular
Geography topic that could also
be of great use (content-wise) to
English learners.
Preparation for CLIL lessons
requires a lot of time and effort
on both teachers‘ part, in order to
plan and then deliver a successful
lesson. Since CLIL means teaching
a curriculum subject through the
medium of a foreign language,
we focused our attention on the
content rather than the language.
The main preparatory work was
done during the Geography
lessons, covering the necessary
introductory material before
doing a CLIL lesson. The main
task of the lesson was to name the
problems of the world’s megacities
through an analysis of their
descriptions. Then, with the help
of photos, students had to classify
the problems according to two
categories: problems related to
megacities in economically strong
countries; and, problems related to
megacities in economically weak
countries. Not only did students
discover the different problems
that exist in megacities; they also
learnt many new English words as a
side benefit to the lesson. Through
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the discussion and summary of information sources,
students enriched their vocabulary without even being
specifically taught it. Content and language worked for
each other without posing any significant difficulties.
In our case, CLIL proved to be a challenging but
efficient and beneficial means of achieving our
teaching goals. Moreover, it was just the beginning of
our CLIL practice.

Jūratė Orlovienė is a Geography teacher at Tauragė
Versmės Gymnasium and a member of LAKMA.
Jūratė writes:
Much experience and knowledge was gained in
2011-2013 when we (teachers of Geography, Maths
and IT (Information Technology) participated in the
“Development of Content and Language Integrated
Learning (CLIL) in Education“ project carried out by
the Institute of Foreign Languages at Vilnius University
(financed by the European Structural Funds and the
Lithuanian Ministry for Education and Science).
The main goal of this project was to prepare subject
teachers for teaching in a foreign language. The project
involved 79 teachers (teachers of Social, Human, Real
and Natural Sciences) from all over Lithuania. This
project was also very important for us because we
were about to start implementing the International
Baccalaureate Diploma Programme at our school.
During our school holidays we participated in
training sessions at Vilnius University. There were five
intensive training cycles with a 200-hour course on the
development of language and didactic competencies.
We also had to develop lesson plans, prepare materials
and deliver CLIL lessons. At the end of the project
18 teachers were offered a place on a course abroad.
I was one of them. In the summer of 2013, I went
to the Norwich Institute for Language Education
(south east England). It was a two-week course for
secondary school CLIL teachers which focused on
developing listening skills via authentic texts; accuracy
and fluency in spoken English; general and subjectspecific vocabulary; classroom language; and English
pronunciation within the context of understanding
and discussing various CLIL approaches. It was a very
intensive course led by CLIL expert practitioners who
introduced us to CLIL methodology, teaching novelties
and provided us with the opportunity to try out readymade CLIL material.
Although I deliver CLIL lessons on certain topics from
our National Basic Education Curriculum to our 10th
graders (who love these lessons and are always actively
involved in the learning process), my main focus is

on CLIL lessons in our International Baccalaureate
Diploma Programme, where the language of teaching
and learning is English; the curriculum is very rigorous
and demanding. Preparation for these lessons requires
a lot of time, but I believe that all this effort is not
in vain; I hope that our IB students will not only
successfully pass their Geography exam, but will also
use the knowledge, skills and competencies gained in
class for their future studies and everyday life.
Do You Need More CLIL Focus?
LAKMA invites you to its 17th international
conference: “Focus on CLIL- Lithuania 2015”, to be
held in Vilnius on 16-17 October, 2015. The conference
aims to bring together local and international CLIL
experts in order to share insights on learning, teaching
and research, as well as offer examples of good practice
in the field. We hope to give teachers an opportunity
to explore a variety of CLIL issues and to promote the
CLIL approach in Lithuania and beyond.
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AT THE UIB’S
FACULTY
OF TOURISM:

BUILDING AN INTERNATIONAL
PROJECT BRICK BY BRICK
by Magdalena Balle
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Magdalena Balle Garcia has a B.A. in English Language and Literature. She has taught English
and German in secondary and adult education. At present, Magdalena is part of the CEPA (Centre d’Educació
de Persones Adultes) Son Canals school board in Palma and a part-time lecturer at the Universitat de les Illes
Balears. She has published articles on TEFL in magazines and books, e.g. “Keys to Upper Grade Vocational
Studies” and “Success in University Access for Over 25s”. Magdalena has coordinated four European educational
projects; done training material development and curriculum design; and she is on the official exam
commission for the Conselleria d’Educació del Govern Balear. In 2008, her book, “Media and Multicultural
Education” received first prize for ‘most innovative book’ from the Education Council of the Balearic Islands.
Since 2009, Magdalena has coordinator of the Apabal Magazine. In 2010, as co-author of Del conte al portafoli
multicultural: un exemple de tasca competencial, she received first prize for ‘best book’ from the Education
Council of the Balearic Islands. Magdalena is also co-author of two digital books: Approaches on Minority
Languages and Minority Target Groups; and Lady Cafe: Approaches on Feminism.

In a previous article of this
magazine, the ‘Pathway in
English’ program at the Faculty
of Economics at the Universitat
de les Illes Balears (UIB) has been
described. The Pathway program
(also called the ‘International
Pathway’) is a key instrument
in the internationalization of
universities. The UIB’s Faculty of
Tourism, whose aim and emblem
is internationalization, has also
adopted the Pathway in English
as one of its many programs and
strategies directed at fostering
mobility and internationalization
among students, university
lecturers and researchers.
Building an International Project:
the First Stones
In 2011, the first foundation stone
of the Pathway program at the
UIB was laid when the program
was launched at the Faculty of
Economics. A year later, in 2012,
the Faculty of Tourism took similar
steps, with two goals in mind:
to create a more international
degree that would attract more
international exchange students
and teachers; and to fulfill the
academic and professional
requirements of today’s globalized
world. Dr. Tolo Deyà, the Dean

of Tourism, wanted to make the
UIB’s Tourism Faculty into a
world leader; to that end, several
programs with international
components were launched.
If in a global world there is a need
and a demand to internationalize
universities, this requirement is
even more evident in the case of
tourism faculties. To be competent
professionals, tourism students
need an excellent command of
various foreign languages. If the
Balearic Islands want to distinguish
themselves in an increasingly
competitive market, their tourism
professionals have to offer visitors
a high quality of service. Due to
the changing geopolitical sphere,
new destinations not previously
available in the 80’s and 90’s are
now challenging the Balearic’s
position.
Building the Pathway in English
What does the Pathway in English
consist of? According to the
European Council (which provides
the European Union with general
political directions and priorities),
in order to obtain the Pathway
in English certificate, students
must complete at least 100 ECTS
of their degree in English. The

ECTS (European Credit Transfer
System) is a tool that helps to
design, describe, and deliver
study programs and award higher
education qualifications. It makes
study programs and qualifications
more transparent and facilitates the
recognition of qualifications. ECTS
is a central tool in the Bologna
Process, designed to make national
systems more compatible on an
international level throughout the
European Union.
Tourism students must complete a
minimum of 30 ECTS in curriculum
subjects as well as the compulsory
courses in English language offered
by the faculty. Additonally, students
must either spend an academic
year at a European university
and gain a minimum of 48 ECTS;
or, spend a semester at a foreign
university and earn 24 ECTS in
subjects taught in English, as
well as complete 24 extra ECTS
of subjects in English at the UIB’s
Faculty of Tourism. Moreover, the
end-of-degree project has to be
in English. Finally, students have
to either make intensive use of
English when doing their work
internship, or earn an additional 18
ECTS credits for the Tourism degree
in English. All in all, the Pathway
in English consists of 19 subjects
taught in English; this means that
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64% of the Tourism degree is taught
in English.
The Pathway in English Accepts
All Students
The Pathway in English program
is open to all students willing to
take classes in English and eager
to attend a foreign university. The
Faculty of Tourism requires that
students demonstrate a basic
command of the English language,
i.e. a B1 European standard English
level. That’s why a great deal of
motivation and determination is
needed to succeed in the program.
According to the Tourism Faculty’s
Pathway Coordinator, Dr. Dolores
Tirado, the demand for places in
the Pathway courses exceeds the
offer. The majority of students
are aware of the need for a good
command of the English language.
Upon entering the UIB, students’
English language skills tend to
rank between A2 and B1 levels. As
they are aware of the importance
of acquiring a good command
of the language, students often
simultaneously attend courses at
the EOI (Escola Oficial d’Idiomes
-- Official Language School) or
at private language academies.
However, the majority of students
do not have an official language
ranking when they start the
Pathway program.
UIB Internationalization Tools:
Brick by Brick
The UIB offers English courses and
organizes the CertiUni (Certificado
Unico) exams run by the UIB’s
servei linguistic (language service).
CertiUni was created by the
Conference of Spanish University
Rectors (CRUE), the Spanish
Education Ministry, the Spanish
Confederation of Employers’
Organizations (CEOE) and the
Spanish Employment Ministry.

CertiUni allows Spanish universities
to use a shared system to evaluate
and award credit for students’
transversal skills in the following
areas: computer studies, personal
competences and languages. This
standardized system makes it easier
for other European institutions to
recognize Spanish students’ credits,
facilitating mobility. CertiUni
also offers flexibility: students
can choose the date of their test
session (offered up to four times a
year), enroll online and go to the
university to sit the exam.
The Pathway in English: Opening a
Door to the World
The Pathway program has also
motivated the Tourism Faculty to
sign new exchange agreements
with foreign institutions. On the
European front, an exceptional
dual degree program has been
developed in tandem with the
German University of Worms. This
project allows students to earn
two degrees at the same time: a
UIB Tourism degree and a Tourist
Management degree from the
University of Applied Sciences at
Worms.
The Pathway program has also
fostered exchange programs with
economically strategic countries
such as China and Russia. Students
from these countries usually lack
Spanish but are competent in
English. Thanks to the Pathway in
English, foreign students can enroll
in courses at the UIB.
The number of agreements signed
with international universities has
increased a great deal over recent
years, generating constant mobility.
In addition to the Erasmus program
(already popular in the 90s), the
Faculty of Tourism has cooperation
agreements with:
-universities in the USA: Wisconsin
University, California State
University, Minnesota State

University Moorhead, St. Lawrence
University (New York), etc.
- universities in China: Jinan
University, Guangzhou University,
Sun Yat Sen University, Ningbo
University, Nankai University, etc.
-universities in South America:
the Dominican Republic, Mexico,
Brazil, etc.
-European universities: Germany,
Italy, France, Ireland, Holland,
Denmark, Slovakia, Turkey, etc.
The intensive use of English
and German at the UIB Tourism
Faculty is an asset that appeals
to many European students.
Multilingualism is emphasized,
because UIB Tourism students
have to study two foreign languages
and a third optional language. The
great majority of students choose
English, French and German.
The Pros & Cons of Pioneering this
‘Construction Boom’
According to Dr. Tolo Deyà, Dean
of the Tourism Faculty, there have
been challenges in establishing
the Pathway program; however,
the program’s prestige and
excellence have made the process
very worthwhile. The program
was introduced during the harsh
years of Spain’s recent economic
recession: the Faculty was not able
to count on extra funding for hiring
more teachers or creating new
classes. Nonetheless, the Pathway
program become a reality thanks to
the dedicated efforts of the teachers
and departments involved.
The Tourism Faculty received
invaluable aid from the UIB’s
Internationalization Department.
This institution provided all the
necessary course material and
administrative infrastructure in
English, as well as training. For
example, the Internationalization
Department organized refresher
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classes for all CLIL (Content and
Language Integrated Learning)
lecturers who wanted to improve
their English language skills.
The creation of course material
is a highly complex and timeconsuming task; it requires
professionals highly competent in
the target language, who have solid
experience in the content material.
Bricklayer Profile
Most of the lecturers who teach
CLIL subjects at the Faculty of
Tourism have done their third
cycle studies at a foreign university.
Teachers participating in the
Pathway program are well-trained
and have a good command
of the language, in particular
for ESP (English for Specific
Purposes). Apart from their subject
specific qualifications, most
lecturers completed their training
in English thanks to post-graduate
research abroad or teaching
at foreign universities (often
British, American or Canadian
institutions). Moreover, most
lecturers write articles and papers
for academic magazines and
international congresses: English
is nearly always the vehicular
language. The majority of teachers
participating in the Pathway
program have significant English
language skills. This command
of the language is crucial in
guaranteeing the program’s
success. Nevertheless, teachers
who are interested in improving
their English can join an extensive
training program.
The Faculty of Tourism: a Keystone
Experience
Why do so many foreign students
choose the UIB’s Tourism Faculty?
Tourism studies at the UIB are
internationally recognized for
their excellence. According to

the El Mundo newspaper, the
UIB Tourism Faculty has ranked
first among Spanish universities
for the last fifteen years. Foreign
students are also attracted by
other factors: weather conditions;
a well-connected international
airport; beautiful landscape and a
cosmopolitan capital city. However,
the Tourism Faculty’s excellent
reputation is the stand-out factor.
Whereas other universities have
pursued the Pathway program in
their economics or law faculties,
few have chosen to do so in
tourism.
The main stumbling block is a lack
of staff qualified to teach subjects
in English. The UIB’s Tourism
Faculty’s emphasis on English
makes it unique.

Stone by stone and brick by
brick, the UIB’s Tourism Faculty
has built up an impressive
international dimension. Thanks
to the presence of the Pathway in
English program, the use of ESP
(English for Specific Purposes), and
its many exchange programs, the
UIB’s Tourism Faculty has created
a solid and noteworthy program
that distinguishes itself on the
international plane.
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CLIL INTERVIEW WITH

MARTA GUAL
MARQUÈS
AND
CRISTINA
PONS
ANGLADA
OF SANT RAFAEL SCHOOL, PALMA
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Cristina Pons Anglada (Social Science) and Marta Gual Marquès (English) are both participants in a CLIL
project initiated in 2004 at Sant Rafel School in Palma. In the first edition of the APABAL magazine (2011) they
wrote about their experience in “The European Section at Archàngel Sant Rafel School’. In 2014, they presented
their CLIL project at the Congrés d’Escola Catòlica II in 2014 and at the Congrés Internacional “El paradigma
plurilingüe” at the Universitat de les Illes Balears. This year, Cristina and Marta taught a course about “Les 10
passes clau per ensenyar una assignatura en anglès”.

1. When and why did the school start with CLIL
implementation?
We started in September 2004 with Tina teaching
Social Science and English. In the following school year
Marta joined, teaching English. We decided to start
teaching one subject in English because we thought it
was the best way to make students use real language.
Looking back, we have to admit that what we did in the
beginning was not pure CLIL. Our CLIL project is the
product of years of learning and experience.
2. Why are CLIL programs so important nowadays?
It is the only way that students can really learn a
language, making real use of it. Our students speak
in English because they need it to communicate. If
we want to teach a subject in English it is necessary
to change the methodology. Students must be the
protagonists of their own learning. We have joined the
methodological revolution that is changing education
all over the world.
3. What are the main characteristics of the CLIL
program in your school?
Our school has one class per grade, so only two
teachers work on the CLIL project. This means that it is
easy to coordinate. We teach 3 hours of Social Science
(in English) and 3 or 4 hours of English language in
each ESO course.
We see our project as a united whole, not two different
subjects. We plan all the sessions together, produce our
own materials and introduce coworking or teamwork
in our classes. We have created a Learning Journal to
be able to supervise the coworking. Also, we partially
follow Bloom’s taxonomy, so we divide our units into
four parts: Knowledge, Understanding, Consolidation
and Creation.

First, we linked all the English units to all the Social
Science units. For example, we decided to work on the
2nd conditional when we were explaining Feudalism.
We think of every unit as a product: we need our
students to produce something (composition, oral
presentation, news program, debate, novel, etc.).
Focusing on that final product, we provide them with
different resources and exercises so they can get the
knowledge to create that product. The use of ICT
(information and communication technologies) to
create the final product is one of our priorities. Slowly
but surely, we are introducing various ICT approaches.
At the end stage, our students display their projects
in a portfolio that showcases self assessment and
individual progress.
We are now starting to focus on Multiple Intelligences,
which we find really interesting and necessary so as to
cover all the special needs in our classrooms.
4. Is the CLIL program open to all Secondary
Education students?
Yes. Full student access to the CLIL program has been
essential, due to the fact that we only have one class
per grade: we couldn’t split the students into two
groups according to level. In the beginning we didn’t
know if this would be a handicap, because it was a
challenge providing sufficient help to all the various
levels at the same time. However, CLIL really allows us
to reach all the students.
5. What is the student profile of CLIL program
participants?
All students are welcome in our project. We adapt our
teaching methods to all levels; it is not a question of
selecting only the best students.
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6. Do teachers receive special
training to teach subjects in
English?
We are autodidacts. We saw that
we needed to change something
in our teaching style, so we tried
new things, we did research and we
attended courses and conferences.
Now we can say that we are trained
to work in CLIL; but we didn’t learn
in an academic manner, we learned
by “doing” -- and that’s just what we
do in class, our students learn by
doing, i.e. speaking English.
7. Does the CLIL Program make
mobility among European
countries easier?
We assume that it does, but we
don’t have experience in this
matter.

decided to introduce books again
because publishers had begun to
publish books adapted to students
(we use these books as a source of
information).
Another disadvantage was the
lack of support in the beginning.
Now, we have language assistants,
English courses adapted to those
teachers who want to teach their
subject in English, adapted books
in English, other material, and
many more internet resources!
However, there was also an
advantage in the lack of support:
because we had to invent this new
methodology, we felt free to do
it our way. We could really make
our own decisions on what was
taught and how. This has been very
rewarding for us.

8. What are the advantages and
disadvantages of being one of the
pioneers of the CLIL experience?
One disadvantage is that nobody
told us how to start, so we had to
invent a way to do it. This means
that we tried different methods.
For example, we eliminated
the Social Science book at the
beginning because there weren’t
any in English. We had to create
our own “books” for the students.
Some years into the project, we

9. What minimum level of
linguistic competence should a
teacher have to ensure success in
the English courses?
We think that a C1 level should be
the minimum teacher requirement,
to ensure that students are learning
proper English. You could manage
with a B2, but you will probably
have a lack of vocabulary and
structures that are needed for
rephrasing when explaining to
young learners.

10. Do CLIL students learn the
same content as mainstream
students?
We don’t have mainstream
students, so we can’t compare the
two in our school. We can say that
while covering the curriculum is a
day-to-day struggle, we do manage
to cover most of it. Students don’t
necessarily learn each unit as it
is set out in the state curriculum,
because we group units differently
or change the order; but by the end
of ESO, they have covered all the
required material.
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DOES CLIL
INSTRUCTION HAVE
POSITIVE EFFECTS
ON ORAL FLUENCY
DEVELOPMENT?
by Francesca Mesquida
and Lucrecia Rallo-Fabra [1]

Francesca Mesquida Mesquida has a degree in English Philology and a Master’s degree in Teacher Training
(MFPR) from the University of the Balearic Islands (UIB). She is currently working on her PhD at the UIB and
teaching English at the Escola oficial d’idiomes in Manacor.
Lucrecia Rallo-Fabra has a BA in English Philology from the University of Barcelona (UB), an MA in Speech and
Language Disorder Rehabilitation from the Universitat Politècnica de Catalunya, and a PhD in Linguistics from
the UB. She has held various positions as researcher and educator at the UB, Universitat Autònoma de Barcelona,
and the University of Ramon Llull. Currently, Lucrecia is an Associate Professor (‘titular d’universitat’) at the
University of the Balearic Islands, where she is teaching English Language and Phonetics. Her research interests
include acquisition of second language speech sounds, pronunciation and fluency.
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1. Introduction

2.2. Task & Data Collection

CLIL is an European educational approach wherein a
non-language subject is taught using a language other
than the students’ mother tongue (CLIL = Content and
Language Integrated Learning). Since its emergence
in the 1990s, studies on different linguistic aspects
have compared gains obtained by both CLIL and nonCLIL students and examined whether CLIL students
outperform non-CLIL students (Ackerl 2007; Hüttner
& Rieder-Bünemann 2010; Jexenflicker & DaltonPuffer 2010; Ruiz de Zarobe 2010). CLIL is known to
have a positive impact on both content and linguistic
competences.

All participants were asked to narrate a story orally
based on a picture sequence. Each student was given a
set of vignettes and asked to look at them for about two
minutes in order to make sense of the story portrayed
in the picture composition. Then, each student was
given five minutes to retell the story in English using
the past tense. All of them completed the required task
while looking at the picture sequences illustrating the
story.

However, the assumption that CLIL education
enhances all aspects of language competence in equal
measure should be treated with caution (Jexenflicker
& Dalton-Puffer 2010). In fact, research results indicate
that while some areas of language competence are
more developed than others under CLIL conditions
(Dalton-Puffer 2008), there are some domains in
which the effects of CLIL instruction are not clearly
observable. Some of the areas that seem to remain
unaffected by CLIL are related to the productive skill
of writing and, more specifically, to “the dimensions
that reach beyond the sentence level, i.e. cohesion
and coherence, discourse structuring, paragraphing,
register awareness, genre and style” (Dalton-Puffer,
Nikula and Smit 2010: 281).
The aim of the our study was to investigate whether
CLIL instruction favours the development of students’
oral fluency, understood in this case as the “ability
to speak [...] quickly, accurately, and without undue
hesitation” (Segalowitz, 2003: 401).
2. Methodology
2.1. Participants
Two groups of students, aged between 12 and 13 years
old, were involved in the study: a CLIL group and a
comparable non-CLIL control group. All participants
attended two different state-run secondary schools
in Majorca. Control students were exposed to the
English language in their regular EFL (English Foreign
Language) lessons for three hours per week. CLIL
students, in addition to having three hours per week of
formal English instruction, were also taught another
content subject in English, giving them an extra three
hours of exposure to the target language.

Participants were audio-recorded retelling the same
oral narrative at three different points in time (T1, T2
and T3) over a two-year span (2010-2012). In an earlier
study examining the effects of CLIL instruction on
learners’ intelligibility and foreign accent, Rallo-Fabra
and Juan-Garau (2011) found that one year of CLIL
instruction was insufficient to see significant changes
in the CLIL learners’ oral skills. Accordingly, for the
purposes of the present study, we only considered the
data collected at T1 and T3, encompassing a two-year
span rather than just one academic year.
2.3. Fluency Measures
In second language acquisition, fluency can be
measured objectively using various temporal
measurements such as speech rate (number of
syllables per minute of speech including pause time),
articulation rate (number of syllables per minute of
speech not including pause time), silent pauses per
minute, filled pauses per minute (pauses filled with
non-lexical fillers such as er, um, ah, etc.), or mean
length of pauses, among others. However, we only
employed two of the ten measures of fluency identified
by Kormos (cited in Segalowitz, 2010: 6) in order to
assess learners’ oral fluency:
a) Silent pauses per minute, and
b) Mean length of pauses (seconds).
CLIL and non-CLIL students’ oral fluency was
measured both at T1 and T3 by taking into account
the number of silent and unfilled pauses produced per
minute of speech; and by considering the mean length
of those pauses (seconds). The duration of students’
oral speech productions was also calculated for both
groups of participants and for the two data collection
times (T1 and T3).
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2.4. Data Analysis
In order to calculate the number of silent or unfilled
pauses and the duration of each pause at T1 and T3,
Praat software (an open-source computer programme
that visualizes speech and allows direct measurements
of its acoustic properties) was used. Three temporal
measurements were collected: (1) the average number
of silent pauses per minute at T1 and T3, (2) the mean
length of silent pauses (seconds) at T1 and T3, (3) the
average duration of CLIL and non-CLIL students’ oral
productions at T1 and T3.

As for T3, the average number of pauses per minute
and their mean length was nearly the same for both
CLIL and non-CLIL students (CLIL 35,389 pauses/
minute vs. non-CLIL 34,634 pauses/minute; CLIL 0,896
seconds vs. non-CLIL 0,821 seconds, respectively).
Thus, results seem to suggest that even though the
non-CLIL group was better at onset (T1), the CLIL
group progressed faster and ended up reaching near
parity with their non-CLIL peers. However, non-CLIL
students were slightly more fluent than CLIL students
because their interventions were a bit longer than
those produced by CLIL students (non-CLIL 1,287
minutes vs. CLIL 1,140 minutes).

3. Results
As illustrated in Table 1 below, both CLIL and non-CLIL
students produced longer stretches of oral speech at
T1. Even though their respective interventions at T3
were shorter than those produced at T1, the average
number of pauses per minute was higher at T3 than at
T1 for both groups. However, the pauses produced at
T3 were shorter in length than those produced at T1 for
both CLIL and non-CLIL students.

Table 1: Average duration of students’ oral productions
(minutes), average number of pauses/minute and
mean length of pauses (seconds) for both CLIL and
non-CLIL students at T1 and T3 respectively.
CLIL students’ contributions at T1 were longer than
those produced by their non-CLIL peers (CLIL 1,711
minutes vs. non-CLIL 1,504 minutes). CLIL students
spent more time in silence than those students in the
control group. In spite of producing less pauses per
minute than non-CLIL students (CLIL 21,762 vs. nonCLIL 29,556), CLILC students remained silent for more
time than non-CLIL students because their pauses
were much longer than those produced by their nonCLIL peers (CLIL 2,036 seconds vs. non-CLIL 1,269
seconds). As a result, while CLIL students spoke only
an average of 26,851 seconds out of the 102,66 seconds
(or 1,711 minutes) that their respective interventions
lasted, the non-CLIL students spoke an average of
33,831 seconds out of the 90,24 seconds (or 1,504
minutes) devoted to their contributions. Thus, it seems
that CLIL students achieved no gains in oral fluency at
T1 when compared to non-CLIL students. In fact, nonCLIL students seemed to be slightly more fluent than
CLIL students.

It is important to take into account the mean length
of pauses at T3 because it seems that CLIL instruction
had some positive effect in that respect. Even though
the mean length of pauses at T3 was practically the
same for both groups of participants, it is worth
comparing the times with those obtained at T1. As
illustrated in Table 1 above, the reduction in terms of
length of pause was more noticeable for CLIL students
than for non-CLIL students (CLIL 2,036 seconds (T1)

and 0,896 seconds (T3) vs. non-CLIL 1,269 seconds
(T1) and 0,821 seconds (T3)). Thus, although the
average number of pauses per minute at T3 by CLIL
students was quite high (35,389) when compared to
those produced at T1 (21,762), pauses at T3 were much
shorter than those produced at T1, creating a kind of
compensatory effect with respect to T1.
4. Discussion and Conclusion
It has been argued that CLIL instruction resembles
language immersion contexts (i.e. study abroad)
more than formal instruction (i.e. EFL), in the sense
that CLIL students are exposed to higher amounts
of meaningful language and also because they have
plenty of opportunities to put the foreign language into
practice. Conversational interaction is considered to be
a key element in CLIL lessons (Fuentes and Hernández
2011), not only because a communicative methodology
is adopted, but also because classroom talk is used as
the tool for learning through which content knowledge
is built (Llinares, Morton and Whittaker 2012). In fact,
as pointed out by Nikula (2007), while mainstream
English students are language learners, CLIL students
are mainly language users. However, the results

APABAL MAGAZINE / 66

presented here seem to indicate that the effects of CLIL
instruction on oral fluency after two academic years
are more similar to those of formal instruction than to
those of a study abroad period. While there is evidence
that indicates that non-native students’ oral fluency
tends to improve significantly after a study abroad
period (Mora & Valls-Ferrer 2012), CLIL students were
revealed as slightly less fluent than non-CLIL students
in the present study.
In spite of the fact that the results reported here run
counter to findings in previous research (i.e. DaltonPuffer 2007; Dalton-Puffer 2008 and Ruiz de Zarobe
2010), they should not be taken as discouraging. The
fact that CLIL students do not outperform non-CLIL
students in terms of fluency does not necessarily
mean that CLIL instruction does not enhance the
development of oral fluency in some respect. In fact,
the results suggest that CLIL instruction has positive
effects on fluency because the mean length of CLIL
students’ pauses was reduced by more than a half at
T3 compared with T1. Thus, it seems that the benefits
of CLIL instruction on oral fluency are more likely to
appear in the long run.
It is possible that two years of CLIL instruction are
not enough for CLIL students to show gains in oral
fluency and outstrip non-CLIL students. In fact, it is
quite reasonable to support this idea if we go back to
Segalowitz’s definition of oral fluency, which is not
only the ability to speak quickly and without undue
hesitation but also the ability to speak accurately.
Thus, it might be interpreted that in order for a student
to become fluent in a second/foreign language s/he
needs to be able to produce language that “conforms to
target language norms” (Yuan & Ellis, 2003: 2) first. In
other words, if accuracy is implied within the construct
of fluency, it is quite logical to think that accuracy,
and perhaps syntactic complexity, develop before oral
fluency.
Taken together, a possible explanation for the CLIL
students’ low scores in fluency with respect to nonCLIL students may be due to the fact that CLIL
students outperformed non-CLIL students in terms
of accuracy and syntactic complexity. This possibility
must not be ruled out because, even though neither
accuracy nor syntactic complexity were analyzed in the
present study, prior research has indicated that lexicon
enlargement, morphology and syntactic complexity are
some of the outcomes associated with CLIL instruction
(Dalton-Puffer 2008). If complexity and accuracy had
been considered in this study, perhaps it would have
been possible to demonstrate that CLIL students are
slightly less fluent than non-CLIL students because
their gains in accuracy and complexity are achieved
at the expense of oral fluency. However, this possible
explanation needs to be addressed in further research.
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